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Abstract 

The construction of an individual educational trajectory changes due to a change in approaches to the personal and 
professional potential of the future teacher. Provided that the acquisition of professional skills by a teacher has not 
required constant training throughout life, then the modern environment requires a systematic updating of skills and 
advanced training. In fact, approaches to training and the role of the teacher in the educational environment are 
changing. Based on an integrative literature review, the trends of individual educational tools for the development of 
the personal and professional potential of a future teacher within EU have been investigated. The academic paper has 
revealed significant differences regarding the disclosure of personal and professional potential of future teachers 
within EU. Differences include: teachers’ training, the establishment of additional requirements for teachers in 
addition to curricula, regulating teachers’ mobility, professional and personal support, continuing professional 
development. The article has stated that induction and mentoring for new teachers is widespread within EU and 
legally established in most European countries. The investigation attests to the fact that induction may play a key role 
in supporting teachers’ professional development. Induction programs combine elements of mentoring, training, peer 
review, and scheduled meetings with school principals and colleagues to provide personal, social, and professional 
support. Induction activity is connected with increased self-efficacy and job satisfaction. Mentoring programs are 
designed taking into consideration the school context. Pupils’ knowledge, classroom pedagogy, assessment of pupils 
and harmonization of curriculum standards differ significantly between primary and secondary schools. Supporting 
measures to promote teachers’ participation have been developed in almost all EU countries.  
Keywords: professional competence, EU educational programs (curricula), mentoring, mentoring programs, 
personal potential of teachers, professional potential of teachers, development of teacher’s potential, continuing 
professional development (CPD) 
1. Introduction 

The construction of an individual educational trajectory changes due to an adjustment of approaches to the personal 
and professional potential of the future teacher. Provided that the acquisition of professional skills by a teacher did 
not require constant training throughout life, then the modern environment requires a systematic updating of skills 
and advanced training. In fact, approaches to training and the role of the teacher in the educational environment are 
changing. Provided that the only possible option for implementing the personal and professional potential of a future 
teacher was the transition to a higher level position, currently, the approach, providing horizontal career growth, is 
implemented (Glazerman et al., 2010). Such approach can provide a higher level of attractiveness of the teacher’s 
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profession. For instance, governments in EU countries offer teachers the opportunity for “career and professional 
growth” by using the tools of careful professional guidance (Snoek, Dengerink, & Wit, 2019). Thus, a dynamic 
approach to the disclosure of personal and professional potential of the future teacher is implemented.  
Teacher competence frame works are an important policy measure for the development of the quality of teachers in 
EU and beyond. European Commission acknowledges the fact that the framework of professional competence is a 
controversial measure to improve professional quality. This is caused by the diversity of the teacher’s professional 
development policy (recruitment, education, training, advanced training and teachers’ assessment) (Caena, 2011; 
European Commission, 2018b). The Organization for Economic Co-operation and Development (OECD) 
emphasizes the need to create a profile of teachers’ competences in order to reconcile the professional development 
and effectiveness of teachers, which will meet the needs of the educational environment (Snoek et al., 2019). 
Teachers’ competences are actively discussed in the international community in order to improve the quality of 
teachers in the labor market (Snoek et al., 2019). There are few examples of the use of teacher competence 
frameworks within the EU in order to reveal the personal and professional potential of a future teacher, namely: 
education, selection, promotion and career growth (European Commission, 2018a). 
The construction of an individual educational trajectory takes place at different levels: the definition of the criteria 
for recruitment and selection of teachers at the national level, the formation of curricula for teachers’ training; 
assessment of the professional level of the teacher and the need for professional development (European 
Commission, 2013); definition of competences at the central level or at the level of the teacher’s primary education 
programs; implementation of professional standards (Caena, 2011). 
Taking into consideration different approaches and diversity of policies for construction of an individual educational 
trajectory in order to reveal the personal and professional potential of the future teacher, the need arises to study the 
policy features of teachers’ personal and professional development in different EU countries.  
The purpose of the investigation is to study and generalize individual educational tools for the development of 
personal and professional potential of future teachers within EU.  
Determining the purpose requires the study of the following research issues: 
1. Modern individual educational trajectories of EU countries. 
2. Goals and objectives of the development of personal and professional potential of the future teacher within EU. 
3. Approaches and tools of individual educational trajectories of EU countries in order to ensure the development of 

personal and professional potential of future teachers. 
2. Literature View 

Teachers’ quality and teachers’ professional development have become central concerns in national education 
policies (Snoek et al., 2019) (Figure 1). In a recent Dutch study on the reasons why secondary school students choose 
or reject a teacher career, more than half mentioned the lack of opportunities for career growth (Bahlmann, Eustatia, 
& Pillen Warmerdam, 2018). Teachers who are engaged in post initial Master’s programmes sometimes complain 
that they do not have the opportunity to make use of their newly developed research and design skills, their ability to 
relate practice to educational theories and their leadership to improve teaching and learning practices at their schools, 
as their role and responsibilities are limited to their classes (Snoek et al., 2018). Hence, the profession becomes less 
attractive for highly motivated and potentially highly-skilled teachers who then leave the profession. 
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Figure 1. Opportunities for teachers’ development and teachers’ careers 
Source: Snoek et al. (2019) 
The scientists Simons and Ruijters (2014) consider that the teacher should now be “the professional, who learns” 
according to certain standards. Achieving the ultimate goals of national standards in development provides pupils 
with professional skills and knowledge, increasing the authority of the teacher, independence, forming additional 
internal motives for self-development of teachers.  
The following trends can be observed in the educational environment and in the process of formation of an 
individual educational trajectory to the disclosure of personal and professional potential of the future teacher, 
namely: 
1) Outspread of systematic teacher’s training, professional development, lifelong learning. 
2) The use of guidance, mentoring in order to develop personal and professional potential of the future teacher. It is 

this component of development that provides the construction of an individual educational trajectory for the 
development of a professional teacher. Mentoring is an important component of continuous professional 
development and training in the practical experience of implementing European policy of teachers’ development 
(The Educators, n. d.). Mentoring is especially important for young teachers with little practical experience, as it 
ensures the unity of theoretical training and its use in practice (Helms-Lorenz, Slof & van de Grift, 2013). At the 
same time, the investigations note insufficient theoretical training and knowledge base of young teachers (Gjedia 
& Gardinier, 2018). 

3) Emphasis on the development of digital skills and competences (Wang, 2020). 
4) Emphasis on efficiency and learning outcomes (Doğançay‐Aktuna & Hardman, 2018).  
5) Intensification of the implementation and updating of standards of the personal and professional potential of the 

future teacher, in particular, on the basis of standards defining professional competences and procedures, methods 
and ways of obtaining them. For instance, the Netherlands has introduced a new system of professional 
competences based on a dynamic approach to the development of future teachers (Snoek et al., 2019). 

6) Implementing a policy of vertical and horizontal career growth of teachers, which will increase the attractiveness 
of the profession.  

EU countries have their own systems of teachers’ competences in order to identify and assess their effectiveness. In 
EU countries, a model quality training is usually created, which is crucial for the formation of a list of the teacher’s 
competences.  
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We define professional development “as the process of change in a teacher’s knowledge base, mental models, 
personal beliefs, and/or perceptions concerning teaching and learning” (Richardson & Placier, 2001). It recognizes 
that professional growth is based on both experience and training. 
Sprinthall, Reiman and Thies-Sprinthall (1996) define various interpretations in different models that explain 
professional development: “craft, expert, and interactive”. The craft model based on the point of view that teachers 
developing in the experience process. Knowledge and skills develop during classroom experience and the study 
process. However, it is unclear how teachers’ arrive at new interpretations. Why teachers reproduce the experience 
countless times without learning. In the expert model, professional development of teachers is passive; the teachers 
are trained and taught by experts in education. The interactive interpretation of teachers professional development 
means professional growth in terms of growing craftsmanship and increasing expertise. 
3. Review Methodology 

3.1 Design 
An integrative review of literature provides limitations, critiques, and synthesizes of the investigations in an 
integrated way. Thus, a new viewpoint on the issues of personal and professional development of the future teacher 
is formed. A review of the literature will provide a better understanding of the educational trajectories of EU 
countries regarding the development of teachers. Concepts of new educational trajectories are formed on the basis of 
studying the literature as a consequence of the integrative approach. The methodology of this integrative review 
included five stages, namely (Cooper, 2001): problem formulation, data collection of relevant empirical research, 
research evaluation, data analysis, interpretation and presentation of results.  
3.2 Search Methods 
The literature search began with an initial literature study on the teacher’s professional development by using the 
EBSCOhost, A + Education, Proquest Psychology Journals, and Google Scholar, Sage online, Wilson, and 
Sociological Abstracts databases. Search terms have included a combination of such basic terms, as: guidance, 
mentoring, educational programs (curricula) for teachers’ development or teachers’ induction, primary school; or 
primary school with the following terms: effectiveness, teachers’ retention, pupils’ performance, teaching (training) 
methods (Table 1).  
Table 1. Search terms 

Location  Search terms with Boolean operators 

In abstract  EU educational programs(curricula), mentoring, mentoring programs 

In abstract  Personal potential of a teacher 

In abstract  Professional potential of a teacher 

In abstract  Development of a teacher’s potential 

In abstract  Professional and personal support of the teacher, teaching (training) methods 

Doctoral dissertations have been excluded in the search of the investigations. Interest in the personal and professional 
development of teachers has gained significant momentum over the past 20 years, and, therefore, the study of major 
trends includes research articles for the period from 2000 to 2020. As a result, 203 articles have been found by 
keywords, of which 10 papers have been selected for analysis (Table 2).  
Table 2. Screening of journal articles 

Database/source Records screened Abstracts read Articles read Included studies 

A+ Education 
(Informit) 

39 8 0 0 

EBSCOhost 77 32 9 7 

Proquest Psychology 
Journals 

7 7 1 1 

References 6 6 1 0 
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SAGE Premier 21 12 2 0 

Google Scholar 50 20 8 2 

Sociological Abstracts 
via Proquest 

3 3 3 0 

Total  203 88 24 10 

The number of studies has been reduced through the revision of research articles and the inclusion of only empirical 
studies that have included investigations of the basic directions of movement in ensuring the personal and 
professional development of teachers.  
4. Results 

4.1 Modern Individual Educational Trajectories of Movement of EU Countries 
EU recommends its member states to move towards the development of “empowerment and responsibility of 
teaching staff, rather than their control and disempowerment” (European Commission, 2013). The approach focused 
on dynamic professional development determines the individual educational trajectories of movement of EU 
countries. This approach is opposed to a technical or bureaucratic approach; it requires the involvement of interested 
parties in order to develop teachers’ competence profiles (European Commission, 2013). 
The European Qualification Framework / National Qualification Framework (EQF / NQF) has been adopted within 
EU, providing lifelong learning on the basis of 8 reference levels that determine the outcome of the teacher’s training 
at each level. These standards have been adopted to equalize the qualifications of teachers within EU. “The EQF is a 
common European reference system, which will link different countries’ national qualifications systems and 
frameworks together” (The Educators, n. d.).  

Adoption of NQF within EU is caused by the need to integrate and coordinate qualifications obtained in the native 
subsystems of education and training in a single structure, assessment and review of competences of formal and 
non-formal education, improving transparency and comparability of qualifications, assessment of double certification 
(European Commission, 2018a; European Commission: Eurydice, 2018). The aging of teachers is an additional 
problem that has necessitated the adoption of the NQF within EU.  
The shortage of teachers and the aging of teachers are the most common problems in terms of supply and demand of 
teachers in Europe. Most countries face a numerous challenges; many of challenges are related to the general 
problem of the profession’s attractiveness. Lack of teachers, specializing in some subjects, is the most common 
problem. This problem exists in most of education systems in EU. However, the incentives using in order to involve 
students in the profession or in specific subjects, is a rare practice in particular. The lack of a proposal is in several 
countries because of such reasons as uneven distribution of education items and geographical areas of regions of the 
countries (Germany, Spain, Greece, Italy, Liechtenstein, Lithuania, and Montenegro) (European Commission: 
Eurydice, 2018). 
Almost half of the countries face the problem of teachers’ aging. Some countries also face problems concerning 
retaining young teachers in the profession. The experience of half of countries indicates a shortage of students that 
enrolle in primary teacher’s education programs (ITE), and four EU countries note a high level of dropout from ITE 
among their basic problems, namely: Netherlands, Denmark, Norway and Sweden. 
About a third of education systems in EU offer alternatives in the sphere of the teacher’s qualifications alongside 
basic curricula. Alternative pathways are usually developed as part of short professional and / or employment-based 
training programs. Many countries have no alternatives in the process of development of the teaching profession, 
despite the shortage of teachers.  
The educational systems of EU countries establish the requirements that must be met by graduates of curricula. The 
teachers are qualified after graduating from ITE in 20 European education systems. The teachers in the sphere of 
education should also meet requirements in 23 other systems of education. Six systems of education require the 
students to pass a competitive exam, and in the other 17 EU countries candidates for the position of teacher should 
prove their professional competence. This last requirement is confirmed by examination or assessment at the 
entrance program end or in the accreditation, registration, and certification (European Commission: Eurydice, 2018). 
Teachers are hired by local authorities or schools. In half of European education systems, local authorities or schools 
responsible for teachers recruiting. Such a decentralized approach is based on an open recruitment system. This 
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means local authorities or schools manage vacancies directly, and teachers apply for vacancies. Higher education 
institutions are generally responsible for the selection, recruitment and training of qualified teachers in EU education 
systems, where recruitment is based on competitive examinations or lists of candidates. In EU education systems, 
teachers have the opportunity to obtain an employment contract for an indefinite period. In 16 of the 28 countries, 
education systems legislatively regulate contractual relations in the public sector and the teacher’s employment 
status. In the education systems of 16 countries, all teachers work under contracts in accordance with general 
employment legislation. 
Teachers’ mobility (that is, moving from position to position across schools) is regulated within EU, but not in every 
country. In countries with the regulations exist concerning this issue, the rule of law is largely applied by higher 
authorities, with the exception of Albania and Macedonia, where mobility regulation exist at the local level. In 
general, teachers move for personal and / or professional reasons. Reorganization of schools in the education system 
is most common in the EU due to such problems as the need to ensure a balanced distribution of teachers, 
professional development of teachers, personal problems of teachers. 
4.2 Goals and Objectives of the Development of Personal and Professional Potential of Future Teachers Within EU 
Personal, professional support of teachers is provided in order to ensure the attractiveness of the profession in 
education systems. Solving personal difficulties, for example, in the case of school reorganization, labor migration 
(mobility) is an additional factor in keeping a teacher in the profession. Another important factor is the optimization 
of professional practice, the development of vertical and horizontal career success of teachers. Despite this, the 
profession of the teacher is not currently popular among young people. Although the individual educational 
trajectory reveals personal and professional potential, all existing problems in this area are on the agenda in EU.  
In case of difficulties for students, support and assistance in the educational process is provided to students in EU. 
Educational psychologists, pedagogues, speech therapists provide similar support. This means that the practice of 
pedagogical and psychological support is integrated into the educational process to ensure personal and professional 
development.  
Involving into continuing professional development (CPD) is a common practice. Obligation to CPD is provided 
within most EU countries by determining the duration (days, credit) of professional development (European 
Commission: Eurydice, 2018). There is also the practice of establishing the teacher’s independent responsibility for 
professional development. This practice can be effective in the case of financial support, however, it is limited. 
Otherwise, in countries with fewer opportunities to fund professional development, the practice of personal 
responsibility can be an additional burden on teachers. As a result, the profession of the teacher will become less 
attractive. In some countries, teachers have a commitment to provide professional development for themselves. Lack 
of optimal combination of motivation - the duty of professional development can be a problem in keeping a teacher 
in the profession.  
Countries determine the necessary stage of professional development in order to increase the level of wages 
(European Commission: Eurydice, 2018). Such position is justified, because career growth must be accompanied by 
the acquisition of additional competences and personal qualities. In particular, the position of the mentor or the 
manager requires personnel management skills. In this case, it is not possible to ensure career growth without 
professional development. 
4.3 Approaches and Tools of Individual Educational Trajectories of the EU Countries in order to Ensure the 
Development of Personal and Professional Potential of Future Teachers 
Teachers - beginners need professional support. To this end, the education system includes the practice of mentoring 
or induction. Induction includes such elements as mentoring, learning, development, support from the school 
principal. Mentoring, for example, is mandatory in 26 countries; it is recommended in 5 countries (European 
Commission: Eurydice, 2018). At the same time, there is no mentoring practice for teachers in permanent positions. 
The authors of the academic paper adhere the opinion that the practice of mentoring should be implemented 
throughout life. Mentoring provides additional motivation for personal and professional development like lifelong 
learning. Mentoring is also an element of counteracting emotional burnout and support, sharing experiences.  
Only at schools of Estonia and Finland mentoring for any teacher, who needs support, is recommended (European 
Commission: Eurydice, 2018). In almost all countries where introduction is mandatory, teachers are assessed at the 
end of the period. Assessment is a complete formal process of testing and certifying practical teaching skills. Ireland 
uses two models of induction: 1) master classes within the national induction program (20 hours of seminars for 
teachers); 2) the Droichead system combines induction and internship / training. 100 hours of attendance for a 



http://ijhe.sciedupress.com  International Journal of Higher Education  Vol. 9, No. 7; 2020 

Published by Sciedu Press                         79                         ISSN 1927-6044  E-ISSN 1927-6052 

primary schools teacher and 300 hours for a high school teacher are necessary to graduate from Droichead. Teachers 
- beginners can choose any induction program.  
In Greece, induction is available to teachers across all country – beginners. Induction is mandatory for teachers – 
beginners holding permanent positions, while it is recommended only for teachers who are temporarily working.  
In Spain, the induction phase essence, content, duration vary depend on the relevant autonomous community. In 
Italy, teachers must complete 180 school service days (120 teaching days) during one year.  
In the Netherlands, the social partners determine the basis for the promotion of collective labor agreements. 
Recommendations for early teacher’s support are provided and developed by schools. The induction is mandatory in 
Austria only for graduates who have initially completed initial training (Allgemeinbildenden höheren Schulen, 
ISCED 2-3). 
Studies have revealed that induction can play a key role in supporting the professional development of teachers 
(Ashby et al., 2008). Induction is positively related to teaching practice and teaching outcomes (Ingersoll & Strong, 
2011). Typically, induction programs combine elements of mentoring, training, expert reviews, and scheduled 
meetings with school principals and colleagues in order to provide personal, social, and professional support 
(European Commission: Eurydice, 2018). The data also attests to the fact that induction activity is connected with 
increased self-efficacy and job satisfaction. In countries where part of the initial training sessions for practical 
training is shorter, more intensive induction and mentoring programs can help provide teachers – beginners with the 
necessary practical experience at the early stage of the career by bridging the gap between theory and practice 
(Schleicher, 2018). In the TALIS survey, about 39% of teachers stated that they had participated in some form of 
induction when recruiting for school. 
Mentoring is one of the basic stages of induction programs, and it usually includes personal, social and professional 
support of teachers. A mentor, as a rule, is a senior teacher who acquaints new teachers with colleagues, as well as 
with professional life, supports them and provides coaching, pieces of advice, if necessary. The investigations show 
that mentoring has a positive effect on training skills, for as much as mentors often possess school-specific 
information that new teachers may lack; consequently, they can also help retain teachers (Rockoff, 2008). Mentoring 
is a mandatory component of induction programs in all education systems where induction is regulated, except in 
Ireland, where it is not compulsory (European Commission: Eurydice, 2018). Within the framework of the TALIS 
2018 program, 34% of principals have reported that school mentoring is only available to teachers who are 
unfamiliar with teaching; while 15% have reported about the availability of a school mentoring program for all 
teachers (Schleicher, 2018). 
Figure 2 indicates that scientific performance in the subject is the most important element considered by the mentors 
(67%) This echoes the perspectives of the teacher-candidate focus group which noted that one of the most valuable 
aspects of mentoring was that it helped them to link their theoretical training to their teaching practice. Participants 
felt that this was a positive step in the development of their professional skills and noted that their relationship with 
the mentors was generally very good. However, this indicates not only the importance placed on the teacher’s 
scientific training, but also the mentors’ general dissatisfaction with the state of teacher training in Albania, 
particularly in the area of subject matter competence. Alongside the concern of mentors regarding new teachers’ 
insufficient knowledge base, many pre-university school directors have informally criticized the methodological 
preparation of their newer teachers. Thus, the challenge of teacher preparation cannot be addressed through 
mentoring alone. 

The mentoring of new teacher-candidates is an important area of educational research that has attracted international 
attention. With the increasing demand for evidence-based practice in schools and a policy emphasis on teaching as a 
primary factor for improving students’ learning outcomes, mentoring in the early years of a teacher’s career can help 
teacher-candidates to establish effective teaching practices that will serve them throughout their career. In addition, 
with the new legal requirement of teacher licensing in EU, the provision of effective mentoring in the first year of 
teaching takes on added significance for the profession. Mentoring can strengthen the teaching profession across EU. 
85% of mentors and 87% of non-mentor teachers perceived that the greatest strength of mentoring was the transfer of 
the professional elements of the work of teachers to the teacher-candidates (Gjedia & Gardinier, 2018).  
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Figure 2. Ranking of the professional elements of the mentor’s service, according to importance [Colour figure can 

be viewed at wileyonlinelibrary.com] 
Source: Gjedia and Gardinier (2018) 

Mentoring programs are designed taking into consideration the school context. Pupils’ knowledge, classroom 
pedagogy, assessment of pupils and harmonization of curriculum standards differ significantly between primary and 
secondary schools. For instance, there are visible differences between primary and secondary school teachers’ 
management strategies, training strategies, substantial knowledge, curriculum preparation and assessment, and 
timing (Spooner-Lane, 2017). 

Continuing professional development is an important way for teachers to maintain and improve their training skills, 
be aware of the latest developments in education and their own subjects, and be aware of pupils’ needs in a rapidly 
changing society. As a result of a comparative analysis of the policy in the field of the teacher’s professional 
development, the OECD (2018), has concluded that the countries with the highest learning outcomes have three 
common elements: compulsory and long-term period of practice either during obtaining primary education by 
teachers or during implementation of their training skills (working); offering quality opportunities for continuing 
professional development; and teachers’ assessment mechanisms with a strong focus on teachers’ needs.  

In 11 EU countries, teachers, involved in primary and general secondary education, are required to participate in 
professional development (that is, there is a minimum amount of continuous professional development that must be 
passed) (European Commission: Eurydice, 2018). Teachers must complete a certain minimum amount of training per 
year in these programs. In 10 EU countries, teachers with higher secondary education are required to participate in 
professional development in order to maintain employment, and in 6 EU countries this is mandatory step for rising of 
qualification or for raising salaries. In addition, professional development is mandatory in some regions of two EU 
countries (French Community of Belgium, the United Kingdom –Scotland and the United Kingdom-Northern 
Ireland). In other theories of Belgium and the United Kingdom, as well as in other nine EU countries, continuing 
professional development is considered a professional duty of a teacher(when it is a professional duty, professional 
development is classified in regulations or applicable policy documents, however, without the minimum number of 
mandatory hours). In France, primary school teachers are obliged to participate in the professional development. 
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Participation in professional development in primary and general secondary education is optional in Denmark, 
Greece, Ireland, the Netherlands and Sweden. 

Supporting measures concerning promotion of teachers’ participation in the CPD exist in all European countries. 
Measures are aimed at removing barriers to professional development and participation in development. These 
barriers include: teachers’ costs, existing conflicts (turnover schedule, for example), family. The cost of courses is 
covered by the state. In some countries, schools are funded by the state in order to organize activities in the context 
of professional development. However, the profession of the teacher is not attractive enough. Attendance of events 
takes place during working hours with certain restrictions. The cost of business trips is covered.  

Additional benefits, grants, paid study leave are provided to teachers in some countries. Schools determine the needs 
for personal and professional development. Education authorities are also involved in this process. However, in 
general, schools within EU make their own decisions, which also include the development of a professional 
development plan.  

Most education systems have developed a multi-level career structure that provides career development. Career 
levels are structured according to the level of complexity and responsibility. The unified career structure in some 
countries is called a “flat career structure” (European Commission: Eurydice, 2018). 

The multilevel structure of career development is connected with increase of wages and holding particular positions, 
except for Estonia and Serbia. At the same time, in these countries, a higher level of qualification determines a 
greater variety of tasks. On the negative side, additional responsibilities in extracurricular activities are not always 
part of a multilevel career structure. A variety of positions is actually provided in all EU countries; it provides a high 
level of attractiveness of the profession. Teachers have the opportunity to be mentors in the induction program. This 
is regulated by local authorities or at the school level. There is a possibility of obtaining a pedagogical role or the 
role of a methodologist, which provides support for students, curricula or school life. Teachers have the opportunity 
to get a leadership position.  

“Teacher competence frameworks” are defined and vary within EU countries.  The structure of the teacher’s 
competence determines the structure of the competence framework. For example, Albania, Bosnia and Herzegovina 
are currently developing such a structure. Despite the definition of the competences and areas of activity of the 
teacher, the detailed elaboration depends on the education system operating in the country. There are cases of 
developing a list of competences without detailing their essence. However, in general, the approved framework 
specifies skills, abilities and knowledge. At different stages of a teacher’s career there may be different competence 
frameworks (4 countries). The basic purpose of this practice is to determine the competences for a potential 
candidate for the position of teacher. In the future, the structure of the competence framework will become more 
comprehensive, taking into account continuous professional development, mentoring.  

The experience of Germany shows that the relevant curricula and lesson plans have been improved for widespread 
within the country (Mamlok-Naaman & Eilks, 2012). The study notes that innovative programs have only partially 
succeeded in acquiring professional knowledge for future teachers (Buchholtz & Kaiser, 2013).  

In Germany, after successful completion of training (Vorbereitungsdienst), teachers – beginners can apply for 
permanent employment in public schools (European Commission: Eurydice, 2018). From the land plot the 
application is sent to the controlling body of the school or the Ministry of Education and Culture. Recruitment is a 
centralized decision based on available vacancies in accordance with the criteria of suitability, achievement and 
qualification. Positions in the provinces may qualify according to the profile of the school, selecting teachers. This 
sometimes involves sending applications directly to the school. Successful potential teachers are generally hired by 
civil servants on probation. 
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5. Discussion  

Studies have shown that mentoring and induction programmes have been an important aspect of teacher education in 
many countries worldwide, particularly since the 1980s (Gjedia & Gardinier, 2018). Mentoring has been found to 
increase teacher retention (Doğançay‐Aktuna & Hardman, 2018), improve new teacher job satisfaction and 
self-efficacy (Ingersoll & Strong, 2011), enhance teachers’ pedagogical content knowledge (Spooner-Lane, 2017), 
reduce new teachers’ feelings of isolation (Mamlok-Naaman & Eilks, 2012) and promote teachers’ ongoing 
professional development and lifelong learning (Snoek et al., 2018).  
The research evidence identifies two contrasting approaches to [teachers’] training and development. A constructivist 
approach enables teachers to take responsibility for developing their practices within the framework for teacher 
education. A transmission approach develops these practices on behalf of teachers and offers them to teachers for 
them to use. There is some research evidence to suggest that, whilst the transmission approach can result in changes 
in practices that are procedurally consistent with the training and development, the constructivist approach can result 
in changes that have a stronger conceptual basis. Furthermore, the constructivist approach appears more consistent 
with the emphasis on a range of learning contexts emphasized by key competences and therefore more likely to help 
teachers promote them in and beyond the classroom. 
6. Conclusion 

The study conducted indicates the differences in the construction of individual educational paths to the disclosure of 
the personal and professional development of teachers. Within EU, there are differences in the application of 
incentives in order to involve students in the teaching profession, ways to improve teachers’ qualification, setting 
additional requirements for teachers, in addition to the initial programs. EU countries also differ in hiring procedures, 
although the generally widespread decentralized approach to recruiting teachers is applied. This decentralized 
approach is usually based on an open recruitment system and means that schools or local authorities manage 
vacancies directly, and teachers apply for specific vacancies. It is common practice within EU to regulate teachers’ 
mobility. However, in countries where there are regulations on this issue, the rule of law is largely applied by higher 
authorities.  
Professional and personal support is provided to teachers in most EU education systems. Teachers are able to receive 
professional help to solve different types of difficulties: in improving their relationships with pupils, parents or other 
colleagues; to improve their professional practice; to address personal issues. In most countries, teachers must be 
involved in continuing professional development (CPD). In almost half of the education systems, CPD is mandatory 
for teachers, there is a minimum number of hours, days or credits that teachers must pass. Induction and mentoring 
for new teachers is widespread within EU and legally established in most European countries.  
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