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ABSTRACT

Maintaining effective special educators is critical for inclusive education. Yet, new special educators
face challenges that compromise their effectiveness, leading to early attrition. By following PRISMA
guidelines, this systematic review synthesizes international evidence published between January 2019
and October 2024 on support systems that build resilience and sustain new special educators. Guided
by an established theoretical framework of the induction year, the findings show that effective support
works across three interconnected domains, which are professional support (specialized training in
IEPs, family partnerships, and differentiated instruction), social support (mentoring, collaborative
networks, and administrative backing), and personal support (emotional resources, stress management,
and workplace well-being). This review validates the framework across diverse cultural contexts,
identifies critical implementation features, and provides a validated roadmap for strengthening
induction systems internationally, with relevance for education systems developing comprehensive
teacher support infrastructures. The findings of this study can help policymakers to strengthen induction
programs by embedding structured mentoring, formal emotional-support structures, and specialized
professional development for new special educators.
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ABSTRAK

Mengekalkan guru pendidikan khas yang berkesan adalah kritikal bagi menjayakan pendidikan
inklusif. Namun, guru pendidikan khas baharu berdepan pelbagai cabaran yang boleh menjejaskan
keberkesanan mereka dan mendorong kepada pengunduran awal daripada profesion. Dengan
berpandukan garis panduan PRISMA, kajian sorotan sistematik ini mensintesis bukti antarabangsa
yang diterbitkan antara Januari 2019 hingga Oktober 2024 berkaitan sistem sokongan yang membina
daya tahan dan mengekalkan guru pendidikan khas baharu. Dapatan kajian menunjukkan bahawa
sokongan yang berkesan berfungsi merentasi tiga domain yang saling berkaitan, iaitu sokongan
profesional (latihan khusus dalam Pelan Pendidikan Individu/IEP, kerjasama dengan keluarga, dan
pengajaran  berbeza), sokongan sosial (pementoran, rangkaian kolaboratif, dan sokongan
pentadbiran), serta sokongan peribadi (sumber emosi, pengurusan stres, dan kesejahteraan di tempat
kerja). Sorotan ini mengesahkan kerangka tersebut merentasi pelbagai konteks budaya, mengenal pasti
ciri-ciri pelaksanaan yang kritikal, dan menyediakan pelan hala tuju yang sah untuk memperkukuh
sistem induksi di peringkat antarabangsa, khususnya relevan kepada sistem pendidikan yang sedang
membangunkan infrastruktur sokongan guru yang komprehensif. Dapatan kajian ini dapat dapat
memberi panduan kepada pembuat dasar untuk memperkukuh program induksi dengan menerapkan
pementoran berstruktur, struktur sokongan emosi formal, dan pembangunan profesional khusus untuk
guru pendidikan khas baharu.

Kata kunci: guru pendidikan khas; program induksi; pengekalan guru; sorotan sistematik; guru baharu
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INTRODUCTION

Special educators are teachers who plan and deliver specialised instruction for students with disabilities
or additional learning needs, while also coordinating individualised programmes, services, and support
around each student (Akgin, 2022). Maintaining an effective special educator workforce is essential to
sustaining inclusive education. Special educators face demanding and complex responsibilities,
especially in their early career years (Antoniou et al., 2024; Jeon et al., 2022). In addition to the standard
teaching duties carried out by mainstream teachers, they are responsible for developing and
implementing Individualized Education Programs (IEPs) (Akgin, 2022; Wong & Mohd Rashid, 2022),
organizing multidisciplinary teams (Dillon et al., 2021), manage diverse behavioral challenges (Johnson
et al., 2025; Van Den Brink et al., 2025), communicate with families experiencing stress (McKenna et
al., 2025), keep the detailed records to meet legal compliance (Graham, 2025; Yell & Bradley, 2024),
and adapt teaching strategies to meet the students’ needs (Gaitas et al., 2025). These responsibilities
eventually create cognitive loads and emotional demands that distinguish special education from
mainstream teaching (McGrew et al., 2023).

Previous studies reported many first-year special educators leaving the profession, and in some
places, the number grew even larger within the first three years (Jackson & Parker, 2023; Scott et al.,
2022). These rates substantially exceed mainstream teacher attrition and impose high costs on education
systems. High turnover may disrupt the continuity of student learning (Menzies, 2023), especially for
students with special needs who rely on routine, stable relationships and steady teaching methods.
School systems face recurring recruitment and training expenses, while remaining teachers experience
increased workloads (Gavin & McGrath-Champ, 2024). Beyond the measurable costs, teacher turnover
shows that the system failed to support teachers in these current challenging work settings.

Awareness of these challenges leads to increased attention to induction programs designed to
support new special educators. An induction program refers to systematic support provided during
teachers’ early years, usually including mentoring, professional development, reduced workloads, and
administrative support (Kwok & Macfarlane, 2025; Symeonidis et al., 2023). Studies have shown that
well-designed induction programs can improve retention, teaching effectiveness, and job satisfaction
(Gunn & McRae, 2021; Han, 2023; Kwok & Macfarlane, 2025). However, induction programs vary in
design, implementation, and theoretical grounding (Courtney et al., 2023). Studies reported that many
programs focus on general pedagogical support, which neglects the specified challenges unique to
special educators (Chow et al., 2025; Kwok & Macfarlane, 2025). This diversity makes it difficult for
policymakers and administrators to identify practical approaches and design evidence-based programs.
Therefore, this paper intends to address two research questions: (1) What types of support are provided
to new special educators during their induction years? and (2) To what extent do the empirical findings
align with Eisenschmidt’s three-domain framework of the induction year? By synthesising international
evidence, this review makes three contributions. First, it consolidates fragmented findings into a
coherent, theory-driven account of the support that enables new special educators to develop
competence and remain in the profession. Second, it tests the cross-cultural applicability of
Eisenschmidt (2006) framework within the specific and more demanding context of special education.
Third, it offers policymakers and induction designers an evidence-based roadmap for strengthening
early-career support systems. Clarifying these supports is significant because reducing early attrition
among special educators directly protects the continuity of learning for students with disabilities, who
depend on stable, skilled, and consistent teachers.

The Theoretical Foundations of the Induction Year (Eisenschmidt, 2006) was developed
through longitudinal studies, which examined factors influencing new teachers’ professional
development, integration into school communities, and decisions to remain in or leave the profession
(Eisenschmidt, 2006). The framework conceptualizes teacher induction as a critical transitional period
that needs systematic support across professional development, social integration, and personal
adaptation. Figure 1. shows the comprehensive framework of this theory.



Figure 1
The Theoretical Foundations of The Induction Year (Eisenschmidt, 2006)
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The professional domain encompasses (Left bottom) support for developing pedagogical knowledge,
instructional skills, curriculum understanding, and classroom management capabilities (Figure 1).
According to Eisenschmidt, the professional development that occurs during the induction program is
different from what the new teachers face in pre-service preparation because this time, they are in a real
field, facing real students, actual curriculum demands, and real workloads. For special educators, this
domain includes specialized competencies such as IEP development, differentiated instruction, and
evidence-based interventions for specific disabilities (Concepcion et al., 2025; Walker et al., 2024).

Secondly, the social domain, located in the upper middle (Figure 1), addresses integration into
school communities and the development of collegial relationships that provide both instrumental and
emotional support. Teaching does not occur only in classrooms; it also depends on collaborative
relationships with colleagues, administrators, families, and, in some cases, specialists. In special
education, partnership with families becomes an additional form of support, facilitated by
administrators (Abdul Rahim et al., 2024; Burke et al., 2024).

Finally, the personal domain (bottom right) explains that teaching makes massive emotional
demands and that new teachers must develop their own individual resources to manage stress, maintain
well-being, and construct professional identities. The transition into real settings challenges their self-
concepts, confidence, and emotions (Eisenschmidt, 2006). Even teachers with strong professional skills
and social connections might leave the profession due to emotional exhaustion or misalignment between
personal values and organizational demands.

METHODS
This review followed PRISMA 2020 guidelines (Page et al., 2021) to ensure transparent and rigorous

identification, screening, eligibility, and appraisal of relevant research. The review examined peer-
reviewed empirical studies between January 2019 and October 2024.



Identification

Identification is a process to search for any synonym, related terms, and variation for the main keywords
for the study (Page et al., 2021). Table 1 shows the first step of how the authors identified the potential
article to be reviewed. Starting with the main keywords consisting of supports, needed, new teacher,
and special education, the authors expanded them into enriched keywords based on the synonyms of
the main keywords.

Table 1
Full search strings used in selected databases

Database  Search Strings

Scopus TITLE-ABS-KEY(("supports" OR "aid" OR “assist” OR "guide") AND (“needed” OR
“essential” OR “necessary” OR “required” OR “vital”) AND ("new teacher" OR "novice
teacher" OR "beginning teacher" OR "early career teacher" OR "newly qualified teacher™)
AND ("special education" OR "special needs"))

Science ((supports") AND (“needed” OR “essential”) AND ("new teacher" OR "novice teacher"

Direct OR "beginning teacher") AND ("special education" OR "special needs"))

ERIC (("supports" OR "aid" OR "assist" OR "guide") AND (“needed” OR “essential” OR
“necessary” OR “required” OR “vital”) AND ("new teacher" OR "novice teacher" OR
"beginning teacher" OR "early career teacher" OR "newly qualified teacher") AND
("special education" OR "special needs"))

SAGE (("supports" OR "aid" OR "assist" OR "guide") AND (“needed” OR ‘“essential” OR
“necessary” OR “required” OR “vital”) AND ("new teacher" OR "novice teacher" OR
"beginning teacher" OR "early career teacher" OR '"newly qualified teacher") AND
("special education” OR "special needs"))

EBSCO- (("supports" OR "aid" OR "assist" OR "guide") AND (“needed” OR “essential” OR

HOST “necessary” OR “required” OR “vital”) AND ("new teacher" OR "novice teacher" OR
"beginning teacher" OR "early career teacher" OR "newly qualified teacher") AND
("special education” OR "special needs"))

Screening

In the screening process, the authors selected 360 articles using the criteria shown in Table 2 and
following the inclusion and exclusion criteria. The inclusion and exclusion criteria were developed
based on the research question (Kitchenham & Charters, 2007). A total of 15 articles were identified as
duplicates and removed immediately, leaving 208 articles.

Table 2. Inclusion and exclusion criteria

Criteria Inclusion Exclusion
Timeline 2019 — September 2024 Before 2019
Document Article journal Other than the article in the journal
Language English Non-English
Eligibility

To ensure the articles met the established inclusion criteria, the authors reviewed the remaining articles
by thoroughly reading the titles, abstracts, or full texts. As shown in Figure 1, 208 full-text articles were
initially selected for review. After excluding papers for which the authors could not be reached and
those with unrelated titles, abstracts, or contents, 189 articles were removed. The final number of articles
included for the quality appraisal stage was 19.



Figure 2
Flow chart of the systematic searching strategy
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The Mixed-Method Appraisal Tool (MMAT) (Hong et al., 2018) was used to ensure the quality of the
selected articles. For each selected study, two screening processes were conducted before proceeding
with the quality assessment. Each article was carefully read with a focus on the methodology and
analysis sections and then rated against five MMAT criteria. Only articles that met at least three of the
five criteria will be included. All assessment decisions were reached by agreement, with disagreements
resolved through discussion. Two articles were conceptual papers without primary data and were thus
excluded after screening. 14 articles fulfilled all 5 criteria, 2 met 4 criteria, and 1 met 3 criteria. Hence,
screening confirmed that 17 were empirical and eligible for full appraisal.

RESULTS AND DISCUSSION

Study Characteristics

The 17 included studies represented diverse geographic contexts, methodological approaches, and
participant populations. Most studies were conducted in the United States (12), with the remaining 5
distributed across Ireland, China, Singapore, Tiirkiye, and Australia (Table 3). This geographic
distribution indicates that early-career support for special educators is of international research interest

Publication years ranged from 2019 to 2024, with 2019 (n=1), 2020 (n=3), 2021 (n=5), 2022
(n=1), 2023 (n=5), 2024 (n=2). This distribution shows persistent research attention to the topic
throughout the review period. There are a variety of methodological approaches in these 17 studies. 11



studies employed qualitative methods, six quantitative methods, and one a mixed-methods approach.
This pattern of methodological diversity strengthens confidence in findings that appear consistently
across different research designs.

Participants also varied in their pathways to special education teaching. Some studies focused
exclusively on alternatively certified teachers (n=3), others on traditionally certified teachers (n=4), and
most included teachers from numerous certification pathways (n=10). Teaching contexts are also
diverse, such as self-contained special education classrooms, resource rooms, co-teaching
arrangements, and itinerant positions supporting students across multiple schools. Years of teaching
experience ranged from first-year teachers only (n=7) to teachers within their first three years (n=10).
This reflects recognition of this period as the most critical for retention and the most intensive in terms
of support needs.

Table 3

Studies characteristics
Author (year) Country Design
Siuty (2019) UsS Qualitative
Chen et al. (2020) China Quantitative
Hester et al. (2020) usS Mixed-method
Mintz et al. (2020) Ireland Quantitative
Chapman et al. (2021) UsS Qualitative
Francis et al. (2021) US Qualitative
MacMath et al. (2021) UsS Qualitative
Teo (2021) Singapore Quantitative
Woulfin and Jones (2021) usS Qualitative
Strom and Martin (2022) US Qualitative
Harper et al. (2023) UsS Quantitative
Liang and Zhang (2023) Australia Qualitative
Macedonia et al. (2023) US Qualitative
Mackey et al. (2023) UsS Qualitative
Rakap & Balikci (2023) Turkiye Quantitative
Burke et al. (2024) usS Quantitative
Chase (2024) us Qualitative




Types of Support Provided (Research Question 1)

Across the selected studies, the support provided comprised diverse components addressing multiple
aspects of teacher development and well-being. Support types were initially coded using Eisenschmidt’s
three domains as a deductive framework to organize the findings.

Professional Support: Beyond Generic Teacher Development

All studies described support targeting professional development, though the specific components and
quality varied substantially. The most common professional support were 1) Specialized pedagogical
training (n=15), 2) Behavior management support (n=14), 3) Legal compliance and documentation
training (n=13), 4) Curriculum and instruction adaptation training (n=12), 5) Observation and feedback
(n=11), 6) Family communication and partnership training (n=10), and 7) Collaborative teaching
strategies (n=9).

New special educators are responsible for learning both general teaching skills and specialized
practices simultaneously, which can leave them feeling overwhelmed during induction. Several studies
reported that they often feel unprepared for the legal and administrative demands of the job (Teo, 2021;
Woulfin & Jones, 2021). This situation suggests that the pre-service programs they attended did not
prepare them for the regulatory complexity of special education, and induction programs must address
these gaps directly. In addition, this study found that the syllabi they undergo in their pre-service
programs should be reviewed and re-examined.

Next, this study found that observation and feedback are more helpful when they are clearly
developmental, because teachers learn more when they do not feel judged (Bell et al., 2022; Rakap &
Balikci, 2023). However, many induction programs neglect key areas such as family communication,
partnership skills, and co-teaching, even though special educators regularly face distressed families, and
at the same time, need to navigate challenging relationships with mainstream teachers.

Overall, the findings show that professional support must go far beyond common teacher
development for special educators. New special educators need systematic training that addresses the
realities of their role, including specialized instruction, legal compliance, complex paperwork, and
collaborative demands, to reduce the heightened stress and uncertainty that contribute to attrition
(Billingsley et al., 2020; Hester et al., 2020). Effective professional support creates a safe space for
practice, strengthens competence across specialized tasks, and ensures they receive structured, job-
embedded help that matches the actual complexity of their work.

Social Support: Addressing Professional Isolation

All studies described support addressing social integration and relationship development, though the
quality and comprehensiveness varied. The most common social supports found in this review were 1)
Mentoring relationships (n=16 studies), 2) Collaborative professional communities (n=12 studies), 3)
Administrative support (n=14 studies), 4) Peer collaboration and networking beyond formal mentoring
(n=11 studies), and 5) Cross-disciplinary team collaboration (n=8 studies).

Mentoring remains central to induction, but special educators benefit most from mentors with
genuine special education expertise. These mentors understand disability-specific interventions, IEP
requirements, and the systems new teachers must navigate, knowledge that general mentors often lack.
Strong mentoring systems also require training, protected time, and clear structures; informal buddy
arrangements, while emotionally supportive, rarely provide the depth of development they need.
Administrative support can shape the working environment, determining whether teachers feel
overwhelmed or supported. When principals set reasonable workloads, respond to needs, and advocate
for special education, new teachers stay longer. Across the included studies, the importance of
specialised, knowledgeable mentoring is consistently emphasised (Albert et al., 2023; Bell et al., 2022;
Shanks et al., 2022).



Social support also helps prevent the isolation common in special education roles (MacMath et
al.,, 2021). Because many special educators work across settings or have fragmented schedules,
intentional inclusion in team meetings, Professional Learning Communities (PLCs), and school-wide
planning becomes essential. Peer networks and collaborative structures expand access to expertise
beyond the mentor relationship. At the same time, many teachers felt unprepared for cross-disciplinary
teamwork, signalling that collaboration skills must be taught explicitly rather than assumed (Dillon et
al., 2021; Mackey et al., 2023). Overall, social support must be deliberate, structured, and inclusive to
counteract isolation and build strong professional relationships.

Personal Support: Addressing the Emotional Demands

Support addressing personal well-being and adaptation appeared in all 17 studies, though this domain
received less explicit attention in program descriptions than professional or social support. This study
found that the five most common personal supports, which are 1) Emotional support and validation
were described in 15 studies, 2) Stress management and self-care support appeared in 10 studies, 3)
Workload management support was emphasized in 13 studies, 4) Professional identity development
was discussed in 9 studies, and 5) Self-efficacy building appeared in 11 studies.

Personal support acknowledges the emotional weight of special education work, yet many
programs still treat teacher well-being as secondary (Hester et al., 2020). New teachers face intense
situations, including challenging behaviors, distressed families, and ethical dilemmas that require
validation from people who genuinely understand the work. Generic encouragement does not help when
the realities are far more demanding than in general education. Emotional support strengthens teachers’
sense of competence, especially during moments when they question whether they can continue in the
profession (Chen et al., 2020).

Stress management, self-care, and workload protection are essential parts of personal support
but often receive inconsistent attention. Effective programs actively intervene to help teachers set
boundaries and manage responsibilities, rather than simply giving time-management tips. Without this
protection, new teachers easily become overwhelmed. Supporting teachers as they develop a strong
professional identity and confidence helps them stay motivated despite the challenges (Chen et al.,
2020). When teachers build a clear sense of purpose and see models of experienced educators who
remain committed, they become more resilient, better equipped to handle difficulties, and more likely
to remain in the field (Jackson & Parker, 2023).

3.3 Alignment with Eisenschmidt's Framework (Research Question 2)

Findings showed strong support for the framework's fundamental structure while also identifying
essential components and extensions. No studies described programs that fell entirely outside the three-
domain structure. This finding held across diverse national contexts, educational structures, and
program designs, supporting the framework's international applicability.

However, each domain or support varied substantially across studies and programs. All of the
studies mention professional development in induction programs, followed by social support,
specifically mentoring, which received extensive attention, even though its implementation was not
explicitly specified. Finally, personal support received the slightest mention in studies. It is frequently
discussed, but not much on the specific strategies.

Major extensions are needed to apply this framework in special education because, compared
to mainstream education, each domain demands far more specialized and intensive support. For
instance, professional development must include IEP writing, disabilities-specific instruction, legal
compliance, and behavior management. Guidance on working with families under stress should be
provided by social support, by other related service providers, and by paraprofessionals (if needed), not
merely by colleagues. While for personal support, emotional intensity in the work must be addressed,
including secondary trauma and ethical dilemmas that mainstream teachers barely face. These are not
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minor modifications. They need expertise, sufficient resources, and targeted structures that general
inductions cannot provide.

This review also illustrates that global contexts shape how these supports are delivered. While
every teacher needs professional, social, and personal support, the delivery methods must fit local
realities. Rural areas use regional and digital mentoring, low-resource systems rely on peer networks,
and collectivist cultures structure mentoring differently from individualist ones. This framework’s
strength lies in its flexibility. It defines the “what” without locking programs into a single “how.” By
demonstrating its adaptability across these contexts, the review supports the framework’s value as an
internationally applicable theory and reinforces the argument that three-domain support in special
education is essential rather than optional.

Conclusion

This review confirms that Eisenschmidt’s three-domain framework provides a useful lens for
understanding what new special educators need in their first years of practice. Programs offering
comprehensive support across all three domains were associated with stronger retention and improved
teaching quality than those addressing only one or two areas. The evidence also makes clear that special
educators face more demanding professional tasks, more complex relationship networks, and greater
emotional strain than mainstream teachers. For this reason, their induction programs need deeper
specialization and stronger intensity, not just minor adjustments to existing models.

Across contexts, some principles hold that new special educators need strong professional
guidance, social integration, and support for personal well-being, and programs that offer all three
perform best. However, the implementation must follow local realities. The challenge is balancing
commitment to core principles along with flexible delivery. Whether through one-to-one mentoring,
peer networks, or creative alternatives in resource-limited settings, the goal remains the same: to provide
comprehensive support that matches the actual complexity of special education work and strengthens
their ability to stay, grow, and thrive in their role. Though this study is limited to new special educators,
its findings point toward clear directions for future research. Future research should move beyond
descriptive accounts toward intervention studies that test the three-domain framework directly,
longitudinal designs that track retention and well-being beyond the induction year, and studies situated
in underrepresented and low-resource contexts, where evidence remains scarce despite the framework's
demonstrated adaptability.

Acknowledgment
The authors would like to thank the anonymous reviewers for their constructive feedback. This
manuscript was prepared with assistance from Claude 3.5 (Anthropic), an Al language model, used to
improve clarity, organization, and writing style. All research design, systematic review procedures, data
analysis, interpretation, and conclusions were conducted independently by the authors, who take full
responsibility for the manuscript's accuracy and integrity.
Disclosure statement
The authors reported no potential conflict of interest.

REFERENCES
Aarts, R., Kools, Q., & Schildwacht, R. (2020). Providing a good start. Concerns of beginning

secondary school teachers and support provided. European Journal of Teacher Education,
43(2), 277-295. https://doi.org/10.1080/02619768.2019.1693992



Abdul Rahim, M. H., Mohd Hamzah, M. 1., & A. Hamid, A. H. (2024). Sustainable leadership
practices among school leaders and their relationship with school climate. International
Journal of Evaluation and Research in Education (IJERE), 13(1), 201.
https://doi.org/10.11591/ijere.v13i1.26287

Akgin, F. N. (2022). Identification of the processes of preparing Individualized Education Programs
(IEP) by special education teachers, and of problems encountered therein. Educational
Research and Reviews, 17(1), 31-45. https://doi.org/10.5897/ERR2021.4217

Albert, M., Scott, C. E., & Rincon, M. (2023). Can even one adult please just listen to me? Rethinking
the mentoring of beginning teachers by positioning secondary students as guides. Teaching
and Teacher Education, 128, 104111. https://doi.org/10.1016/j.tate.2023.104111

Antoniou, A.-S., Pavlidou, K., Charitaki, G., & Alevriadou, A. (2024). Profiles of teachers’ work
engagement in special education: The impact of burnout and job satisfaction. International
Journal of Disability, Development and Education, 71(4), 650-667.
https://doi.org/10.1080/1034912X.2022.2144810

Bell, J., Wilcoxen, C., & Steiner, A. (2022). Mentoring and coaching through induction to develop
reflective practices in beginning teachers. The New Educator, 18(4), 281-305.
https://doi.org/10.1080/1547688X.2022.2104982

Billingsley, B., Bettini, E., Mathews, H. M., & McLeskey, J. (2020). Improving working conditions to
support special educators’ effectiveness: A call for leadership. Teacher Education and Special
Education: The Journal of the Teacher Education Division of the Council for Exceptional
Children, 43(1), 7-27. https://doi.org/10.1177/0888406419880353

Burke, M. M., Li, C., Johnston, A., Carter, R., Zhang, L., Francis, G. L., & Turnbull, A. P. (2024).
Examining standards related to family—professional partnerships for education professionals.
Teacher Education and Special Education: The Journal of the Teacher Education Division of
the Council for Exceptional Children, 47(2), 110-123.
https://doi.org/10.1177/08884064231188389

Chapman, L. A., Morris, C. T., & Cavendish, W. (2021). “She’s my partner in crime”: Informal
collaboration and beginning special educator induction. The New Educator, 17(2), 197-218.
https://doi.org/10.1080/1547688X.2021.1904070

Chase, B. L. (2024). Parents as partners: Exploring the experiences of teachers of students with
disabilities. Children & Schools, 46(2), 75—-84. https://doi.org/10.1093/cs/cdae005

Chen, X., Zhong, J., Luo, M., & Lu, M. (2020). Academic self-efficacy, social support, and
professional identity among preservice special education teachers in China. Frontiers in
Psychology, 11, 374. https://doi.org/10.3389/fpsyg.2020.00374

Chow, G. S. U., Ang, L. L., & Phoon, H. S. (2025). Comparing the behavioural management
knowledge and skills of Malaysian teachers in integrated special education and inclusive
classrooms: A qualitative study. Support for Learning, 1467-9604.70007.
https://doi.org/10.1111/1467-9604.70007

Concepcion, R. M., Abaya, D. O., & Magaya, A. D. K. (2025). Bridging knowledge and practice:
Special education teachers’ role in individualized education plan development. Journal of
Education, Learning, and Management, 2(1), 92-99. https://doi.org/10.69739/jelm.v2i1.409

10



Courtney, S. A., Austin, C. K., & Zolfaghari, M. (2023). International perspectives on teacher
induction: A systematic review. Teaching and Teacher Education, 125, 104047.
https://doi.org/10.1016/j.tate.2023.104047

DeMatthews, D. E., & Means-Parker, J. (2025). “How the game works”: Parent participation in the
IEP process. Journal of Educational Change, 26, 657-689. https://doi.org/10.1007/s10833-
025-09534-3

Dillon, S., Armstrong, E., Goudy, L., Reynolds, H., & Scurry, S. (2021). Improving special education
service delivery through interdisciplinary collaboration. Teaching Exceptional Children,
54(1), 36-43. https://doi.org/10.1177/00400599211029671

Eisenschmidt, E. (2006). Implementation of induction year for novice teachers in Estonia. Tallinna
Ulikooli Akadeemiline Raamatukogu.

Eisenschmidt, E., & Poom-Valickis, K. (2020). Induction in Estonia: Over fifteen years of experience
— Successes and struggles. In New Teachers in Nordic Countries—Ecologies of Mentoring
and Induction (pp. 87-106). Cappelen Damm Akademisk/NOASP.
https://doi.org/10.23865/noasp.105.ch4

Francis, G. L., Kilpatrick, A., Haines, S. J., Gershwin, T., Kyzar, K. B., & Hossain, 1. (2021). Special
education faculty decision-making regarding designing and delivering family-professional
partnership content and skills in the U.S. Teaching and Teacher Education, 105, 103419.
https://doi.org/10.1016/j.tate.2021.103419

Gaitas, S., Sarabando, T., Alves, C., Martins, M. A., Leite, G., & Laranjeira, R. (2025). Teacher
instructional arrangements for supporting social and academic needs of students with special
educational needs in regular classrooms. Furopean Journal of Special Needs Education,
40(3), 473—488. https://doi.org/10.1080/08856257.2024.2380593

Gavin, M., & McGrath-Champ, S. (2024). Teacher workload and the organisation of work: A research
agenda for a post-pandemic future. Labour and Industry, 34(1), 88-99.
https://doi.org/10.1080/10301763.2024.2357891

Graham, F. E. (2025). Navigating complexities: Behavioral challenges and advocacy in special
education. Journal of Cases in Educational Leadership, 15554589251344287.
https://doi.org/10.1177/15554589251344287

Gunn, T. M., & McRae, P. A. (2021). Better understanding the professional and personal factors that
influence beginning teacher retention in one Canadian province. International Journal of
Educational Research Open, 2, 100073. https://doi.org/10.1016/j.ijedro.2021.100073

Han, X. (2023). Associations between the helpfulness of teacher induction programs, teacher self-
efficacy, and anticipated first-year teacher retention. Frontiers in Psychology, 14, 1-13.
https://doi.org/10.3389/fpsyg.2023.1088111

Harper, J., Gilmour, A. F., & Galea, N. (2023). Trends in the potential supply of new special
educators. Exceptionality, 31(4), 258-274. https://doi.org/10.1080/09362835.2022.2134867

Hester, O. R., Bridges, S. A., & Rollins, L. H. (2020). ‘Overworked and underappreciated’: Special
education teachers describe stress and attrition. Teacher Development, 24(3), 348-365.
https://doi.org/10.1080/13664530.2020.1767189.

11



Hong, Q. N., Pluye, P., Fabregues, S., Bartlett, G., Boardman, F., Cargo, M., Dagenais, P., Gagnon,
M.-P., Griffiths, F., Nicolou, B., O’Cathain, A., Rousseau, M.-C., & Vedel, . (2018). Mixed
Method Apparaisal Tool (MMAT), Version 2018. Canadian Intellectual Property Office,
Industry Canada.

Jackson, K., & Parker, L. (2023). Building resilience: Strategies to combat burnout and attrition in
new special education teachers. Journal of Special Education Preparation, 3(3), 56-70.
https://doi.org/10.33043/JOSEP.3.3.56-70

Jeon, H.-J., Diamond, L., McCartney, C., & Kwon, K.-A. (2022). Early childhood special education
teachers’ job burnout and psychological stress. Early Education and Development, 33(8),
1364—-1382. https://doi.org/10.1080/10409289.2021.1965395

Johnson, K. A., Caldarella, P., Wills, H. P., Hansen, B. D., & Richards, E. J. (2025). Managing
student behavior in middle school special education classrooms: A single-subject study of
CW-FIT. Remedial and Special Education, 46(3), 205-218.
https://doi.org/10.1177/07419325241247345

Kitchenham, B., & Charters, S. (2007). Guidelines for performing Systematic Literature Reviews in
Software Engineering. EBSE Technical Report. https://docs.edtechhub.org/lib/EDAG684W

Kwok, A., & Macfarlane, K. O. (2025). Strengthening early-career teachers: Effective components of
teacher induction programs. (Research Brief No. ED671234; p. 9). ERIC.
https://eric.ed.gov/?id=ED671234

Liang, Z., & Zhang, D. H. (2023). Australian first-year teachers need support when transitioning to
work during the Covid-19 Pandemic. The International Education Journal: Comparative
Perspectives, 22(1), 30-43.

Macedonia, A., Snow, C., Acosta, K., White, L., & Hunt, C. (2023). Forging partnerships to address
teacher shortages in rural settings: Engaging key players. Journal of Special Education
Preparation, 3(1), 56—66. https://doi.org/10.33043/JOSEP.3.1.56-66

Mackey, M., Drew, S. V., Nicoll-Senft, J., & Jacobson, L. (2023). Advancing a theory of change in a
collaborative teacher education program innovation through universal design for learning.
Social Sciences & Humanities Open, 7(1), 100468.
https://doi.org/10.1016/j.ssah0.2023.100468

MacMath, S., Sivia, A., & Britton, V. (2021). Graduate feedback on a teacher education program and
school district support: An argument for a continuum of professional learning. Studies in
Educational Evaluation, 71, 101089.
https://doi.org/https://doi.org/10.1016/j.stueduc.2021.101089

Mahmood, A., Huang, X., & Rehman, N. (2025). The role of teachers and administrators in
supporting the adaptation of students with special needs in mainstream high schools. Quality
Education for All, 2(1), 35-54. https://doi.org/10.1108/QEA-06-2024-0054

McGrew, J., Ruble, L., Cormier, C. J., & Dueber, D. (2023). Special educators’ mental health and
burnout: A comparison of general and teacher specific risk factors. Teaching and Teacher
Education, 132, 104209. https://doi.org/10.1016/j.tate.2023.104209

12



McKenna, J. W., Brigham, F., Mitchell, B., & Parenti, M. (2025). Special education experiences of
parents/guardians of children with emotional and behavioral disabilities. Child Care in
Practice, 31(3), 354-379. https://doi.org/10.1080/13575279.2024.2308114

Menzies, L. (2023). Continuity and churn: Understanding and responding to the impact of teacher
turnover. London Review of Education, 21(1). https://doi.org/10.14324/LRE.21.1.20

Mintz, J., Hick, P., Solomon, Y., Matziari, A., O’Murchu, F., Hall, K., Cahill, K., Curtin, C., Anders,
J., & Margariti, D. (2020). The reality of reality shock for inclusion: How does teacher
attitude, perceived knowledge and self-efficacy in relation to effective inclusion in the

classroom change from the pre-service to novice teacher year? Teaching and Teacher
Education, 91. https://doi.org/10.1016/j.tate.2020.103042

Page, M. J., McKenzie, J. E., Bossuyt, P. M., Boutron, I., Hoffmann, T. C., Mulrow, C. D., Shamseer,
L., Tetzlaff, J. M., AKkl, E. A., Brennan, S. E., Chou, R., Glanville, J., Grimshaw, J. M.,
Hrobjartsson, A., Lalu, M. M., Li, T., Loder, E. W., Mayo-Wilson, E., McDonald, S., ...
Moher, D. (2021). The PRISMA 2020 statement: An updated guideline for reporting
systematic reviews. BM.J, 372. https://doi.org/10.1136/bmj.n71

Pulos, J. M., Riden, B. S., Peltier, C., Bender-Salazar, N. L., Mbabazi, C. M., Pinello, C. S., & Hough,
M. A. (2024). Fostering positive learning environments: Are general and special education
teachers from one school district using research-informed and evidence-based practices?
Education and Treatment of Children, 47(4), 325-341. https://doi.org/10.1007/s43494-024-
00141-0

Rakap, S., & Balikei, S. (2023). Training preservice teachers to use evidence-based practices: Effects
of coaching with performance feedback on teacher and child outcomes. Learning and
Instruction, 86, 1-14. https://doi.org/10.1016/j.learninstruc.2023.101755

Scott, L. A., Taylor, J. P., Bruno, L., Padhye, 1., Brendli, K., Wallace, W., & Cormier, C. J. (2022).
Why do they stay? Factors associated with special education teachers’ persistence. Remedial
and Special Education, 43(2), 75-86. https://doi.org/10.1177/07419325211014965

Shanks, R., Attard Tonna, M., Kregjgaard, F., Annette Paaske, K., Robson, D., & Bjerkholt, E. (2022).
A comparative study of mentoring for new teachers. Professional Development in Education,
48(5), 751-765. https://doi.org/10.1080/19415257.2020.1744684

Siuty, M. B. (2019). Teacher preparation as interruption or disruption? Understanding identity
(re)constitution for critical inclusion. Teaching and Teacher Education, 81, 38—49.
https://doi.org/10.1016/].tate.2019.02.008

Strom, K. J., & Martin, A. D. (2022). Toward a critical posthuman understanding of teacher
development and practice: A multi-case study of beginning teachers. Teaching and Teacher
Education, 114, 103688. https://doi.org/10.1016/j.tate.2022.103688

Symeonidis, V., Haas, E., & Schneider, K. (2023). Personal, social and professional support for newly
qualified teachers: Teacher induction in Austria. Teaching and Teacher Education, 121,
103916. https://doi.org/10.1016/j.tate.2022.103916

Teo, T. W. (2021). A survey of science teachers’ perception and practices in inclusive science

classrooms. Asia-Pacific Science Education, 6(2), 388—426.
https://doi.org/10.1163/23641177-BJA10013

13



Van Den Brink, F., Vollmann, M., & Tick, N. T. (2025). Disruptive student behavior and emotional
exhaustion in Dutch primary special education teachers: The mediating role of teachers’
competence beliefs. Psychology in the Schools, 62(3), 920-930.
https://doi.org/10.1002/pits.23365

Walker, V. L., Douglas, K., Wang, C., & Li, Z. (2024). Special education teachers’ perspectives of
effective pre-service training practices in systematic instruction for students with extensive
support needs. International Journal of Developmental Disabilities, 70(4), 582—-593.
https://doi.org/10.1080/20473869.2022.2110362

Wong, M. T., & Mohd Rashid, S. M. (2022). Challenges of special education teachers in
implementation individual education plan (IEP) for students with learning disabilities (LD).
International Journal of Academic Research in Business and Social Sciences, 12(11), Pages
113-128. https://doi.org/10.6007/IJARBSS/v12-111/15159

Woulfin, S. L., & Jones, B. (2021). Special development: The nature, content, and structure of special
education teachers’ professional learning opportunities. Teaching and Teacher Education,
100, 103277. https://doi.org/10.1016/j.tate.2021.103277

Yell, M. L., & Bradley, M. R. (2024). Why we have special education law: Legal challenges to the
IDEA. Exceptionality, 32(2), 109—122. https://doi.org/10.1080/09362835.2024.2301820

Zhang, D., Whitford, D. K., Hsu, H.-Y., & Wang, Y. (2020). Soft and hard variables in determining
pre-service teachers’ intentions and decisions to pursue a special education career. Journal of
Research in Special Educational Needs, 20(3), 265-276. https://doi.org/10.1111/1471-
3802.12484

14



