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1. Introduction 
 

Worldwide, early teacher attrition has been a continuing concern within educational 

policy and research (Craig, 2017). Many studies have found that professional support, available 

to beginning teachers (BTs) through their interactions with colleagues, is related to their 

decision to remain in the profession (e.g., Craig, 2017, issue on teacher attrition). To investigate 

teachers’ interactions and the resources available in these interactions, the social network 

perspective (SNP) has come to the fore. The SNP offers an ideal framework for managing the 

complexity inherent in studying teachers’ interactions, as it focuses on the relationships among 

individuals as the unit of analysis (Baker-Doyle, 2010; de Lima, 2010). In this innovative 

perspective, teachers’ attitudes and behaviour are assumed to be affected by their web of 

relationships and the resources available in these relationships (Carrington, Scott, & 

Wasserman, 2005; Penuel, Riel, Krause, & Frank, 2009). Several educational scholars have 

made use of the SNP and have proven its value by establishing the importance of teacher 

interactions for leadership (Pitts & Spillane, 2009), policy implementation (Coburn & Russell, 

2008), and student achievement (Moolenaar, Sleegers, & Daly, 2012). SNP studies in the 

context of teacher induction, however, are scarce (Struyve et al., 2016). 

The majority of SNP research focuses solely on network structure. In these studies, the 

pattern of teachers’ relationships is analysed to reveal the extent to which interactions, and as 

such, an exchange of resources such as professional support, can take place (Van Waes et al., 

2016). Several studies, in organisational psychological (e.g., Riehl & Sipple, 1996) and 

educational literature (e.g., Thomas, 2007), have found that network structure plays an 

important role in employees’ intentions to remain in the profession. Studies focusing on the 

network content, i.e., on what flows through teachers’ interactions (e.g., Coburn, Russell, 

Kaufman, & Stein, 2012), and in which the network structure and its content are combined 

(Crossley, 2010), particularly in BT retention, are limited.  
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 This study aims to explore BTs’ network and how this is related to their job attitudes, 

as important precursors of teacher retention. First, by using a mixed-method social network 

research design (Baker-Doyle, 2015), the study aims to provide a more complete understanding 

of BTs’ network by focusing on both its structure and content. The former reflects BTs’ access 

to professional support, while the latter concerns the content of this professional support. 

Second, the relatedness of BTs’ network to their job attitudes is investigated. 

 

2. Theoretical framework 
 

2.1. Job attitudes  

For over two decades, many countries have been confronted with large numbers of 

teachers leaving the profession in their first years of practice (Ingersoll & Strong, 2011). The 

significance of this ‘teacher retention crisis’ (Hunt et al., 2003) is reflected in its negative 

consequences, including teacher shortages (Ingersoll, 2001) and declining trends in student 

performance (Ronfeldt, Loeb, & Wyckoff, 2013). The pressing character of this crisis has 

caused the induction period to be one of the most researched career phases in educational 

literature (Author et al., 2002). Numerous studies have investigated hindering and supporting 

factors for teacher retention (e.g., Borman & Dowling, 2008). In this respect, educational 

scholars (e.g., Carmeli & Weisberg, 2006) have taken inspiration from organisational 

psychological literature concerning job attitudes (e.g., Cummings & Bigelow, 1976; Lachman 

& Aranya, 1986). Job attitudes refer to beliefs, feelings, and thoughts employees have about 

their profession and organisation (George & Jones, 1999). In the organisational psychological 

context, three job attitudes, namely job satisfaction (e.g., Smith, Kendall, & Hulin, 1969), 

organisational commitment (e.g., Meyer, Allen, & Smith, 1993), and intrinsic motivation (e.g., 

Cummings & Bigelow, 1976) are considered beneficial for employees and their organisation 

(Struyve et al., 2016). In the educational context, they have been found to be related to teachers’ 
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choice to remain in or leave the profession (Struyve et al., 2016; Vansteenkiste et al., 2007). 

Job satisfaction, described as teachers’ cognitive and affective reactions to the extent to which 

their expectations and the actuality of teaching overlap (Carmeli & Weisberg, 2006; Skaalvik 

& Skaalvik, 2011), has been positively related to teacher retention by numerous studies (e.g., 

Zembylas & Papanastasiou, 2006). Furthermore, several scholars (e.g., Meyer, Stanley, 

Herscovitch, & Topolnytsky, 2002) have found a strong relationship between affective 

organisational commitment, defined as feeling emotionally attached to, and having positive 

feelings of identification with an organisation (Meyer & Allen, 1991; Mowday, Steers, & 

Porter, 1979), and teachers’ intentions to stay. Finally, intrinsic motivation to teach, referring 

to teachers teaching because they enjoy it (van den Broeck, Vansteenkiste, de Witte, Lens, & 

Andriessen, 2009), is also found to have a positive effect on teachers’ intentions to stay in the 

profession (Vansteenkiste et al., 2007).  

 

2.2. A SNP on teachers’ first years in practice  

Researchers have recognised that professional support from colleagues positively 

influences teachers’ job attitudes, and as such, retains BTs in the profession (e.g., Struyve et 

al., 2016; Rippon & Martin, 2006). The present study defines ‘professional support’ as assisting 

teachers in  professional growth, and in developing the required skills and competencies 

(Snoeck et al., 2010). Such professional support is available to a BT through collegial 

interactions (Van Waes et al., 2016), which reflects teachers’ social embeddedness (Baker-

Doyle, 2010). Studying teachers’ collegial interactions and social embeddedness, however, is 

complex and requires a unique approach that exceeds the individual, considering the 

interdependency inherent in interactions between people (Baker-Doyle, 2010; Meredith, 2017). 

The SNP is an emerging approach in education that fits these needs, and is guided by three 

assumptions (Degenne & Forsé, 1999). First, the SNP assumes that in relationships among 
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individuals, resources such as support and knowledge are exchanged (Kilduff & Tsai, 2003). 

These resources, which flow through the network and are transferred via interpersonal 

interaction, are called ‘social capital’ (Leana & Van Buren, 1999; Moolenaar, 2012). In school 

contexts, for example, teachers can make use of their colleagues’ knowledge by interacting with 

them (Borgatti & Ofem, 2010). Second, individuals are viewed as interdependent, due to their 

relationships within the social structure (Wasserman & Faust, 1994). Applied to school 

contexts, this means that teachers are connected to each other, and that changes in a dyadic 

relationship can impact the school’s larger social structure, and vice versa (Burt, 2000). Third, 

an individual’s network position plays an important role in their access to resources (Borgatti 

& Foster, 2003). For example, when the school’s social structure causes many teachers to be 

isolated from others, their access to resources, will be constrained (Moolenaar, 2012). 

 

2.3. The structure and content of the network  

Using a SNP enables a focus on the patterns of social relationships (i.e., network 

structure), as well as the content of relationships (i.e., resources) (Edwards, 2010). Applied to 

the study’s context, this means that the SNP facilitates a focus on both BTs’ access to 

professional collegial support, and the content of this support.  

 

2.3.1. Network structure 

Investigating network structure can reveal the extent to which interactions, and as such, 

an exchange of resources, such as professional support, can take place (Van Waes et al., 2016). 

The network structure is investigated by mapping and measuring patterns of relationships, 

operationalised within structural properties (Edwards, 2010). Several structural properties have 

been related to an individual’s access to resources in the network (Baker-Doyle, 2015), two of 

which have been extensively researched–and are applicable in the study’s context–i.e., 
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centrality and cohesion (Wasserman & Faust, 1994). Centrality refers to one’s network 

position. In case of a central position, the individual has more access to the resources that exist 

in the network (Borgatti, 2005; Borgatti, Everett, & Johnson, 2013). Cohesion is the extent to 

which individuals in a network are interconnected (Burt, 2000). The more cohesive the network, 

the more individuals are interconnected. In turn, the more individuals are interconnected, the 

more they have access to the resources that exist in the relationships between individuals in the 

network (Burt, 2000; Coleman, 1988). Existing studies in organisational psychological and 

educational literature reveal that social networks and their social capital can shape people’s 

commitment and intentions to leave the profession (Riehl & Sipple, 1996; Thomas, 2007). 

Several studies found that the more individuals are socially tied in the network, the more 

positive their attitudes are about the profession, and the less likely they are to leave (Ibarra & 

Andrews, 1993; Struyve et al., 2016; Thomas, 2007). 

 

2.3.2. Network content 

To capture a more complete network understanding, the content of the network should 

also be considered (Coburn et al., 2012). In this case, this pertains to the content of professional 

support BTs receive through their relationships. The exploration of the professional support 

content in the current study starts from the notion that the shift from teacher education to the 

profession is challenging (Author et al., 2002), making professional collegial support for BTs 

indispensable. BTs are assumed to be in charge with the same responsibilities as their 

experienced colleagues (Tynjälä & Heikkinen, 2011). When BTs are unsupported, the 

challenges they face can feel overwhelming (Goddard & Foster, 2001), and can lead to an early 

exit (Mansfield et al., 2014). In a review study by Veenman (1984), the most commonly 

perceived challenges encountered by BTs are identified: classroom discipline and management, 

motivating pupils, dealing with individual differences in the classroom, assessment of pupils, 
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communication with parents, organisation of class work, insufficient or inadequate teaching 

materials, and dealing with individual students’ problems. These issues were considered 

challenging by almost all BTs of the 83 studies reviewed, and therefore can be acknowledged 

as topics that need to be addressed through professional collegial support. Although these 

challenges are based on a study that took place three decades ago, since that time such 

challenges continue to be relevant (e.g., Epstein, 2013; Goddard & Foster, 2001; Smit & 

Humpert, 2012), and some have even intensified due to the increased complexity of the 

profession (OECD, 2005) and the growing diversity in pupil populations (Cochran-Smith & 

Power, 2013). 

The first challenge, classroom management, concerns planning and organising a 

structured classroom climate (Odell, 1986), in which the teacher has to maintain order and 

discipline (Kersaint, Lewis, Potter, & Meisels, 2007). Motivating pupils, as a second challenge, 

relates to the task of teachers to stimulate pupils to learn (Skaalvik & Skaalvik, 2007), as well 

as value learning (Tschannen-Moran & Woolfolk Hoy, 2001). The third challenge, is dealing 

with individual differences in the classroom. Teachers are expected to implement differentiated 

instruction to take the needs of each individual pupil into account (Cameron, 2017; Levy, 2008). 

Though this issue is challenging for all teachers, BTs particularly encounter difficulties 

implementing differentiated instruction (Holloway, 2000; Meister & Melnick, 2003). Assessing 

pupils is a fourth challenge and refers to the ability to collect reliable and valid information 

(Veenman, 1984), and use diverse assessment strategies (Tschannen-Moran & Woolfolk Hoy, 

2001). Several scholars emphasise that not only the assessment strategies, but also the 

implementation of instructional strategies for teaching the subject matter that is subsequently 

assessed is challenging (Moir & Stobbe, 1995; Stansbury & Zimmerman, 2000). The fifth 

challenge focuses on communication with parents. BTs are expected to communicate with 

parents about their pupils’ development; however, research reveals that student teachers are 
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insufficiently prepared to cultivate and sustain valuable parent-teacher relationships (Epstein, 

2013; Willemse, Vloeberghs, De Bruïne, & Van Eynde, 2016). The organisation of class work 

is a sixth challenge (Meister & Melnick, 2003); it addresses time management, handling a high 

work load, and organising short-term (i.e., lesson preparations) and long-term (i.e., year plan) 

schedules (Fantilli & McDougall, 2009; Meister & Melnick, 2003). The seventh challenge is 

insufficient or inadequate teaching materials. By collecting a variety of teaching resources with 

the help of colleagues, BTs can better deal with this challenge (Odell, 1986). The final challenge 

is dealing with problems of individual students. Teachers work with disadvantaged pupils and 

pupils with behavioural or socio-emotional difficulties. With a lack of classroom experience, 

support from colleagues here is imperative (Aelterman, Meysman, Troch, Vanlaer, & Verkens, 

2008).  

 

3. Aim 
 

Few studies on professional collegial support in teachers’ first years in practice have 

used the SNP (e.g., Baker-Doyle, 2012; Struyve et al., 2016), in which support for the 

challenges they face is considered as social capital, i.e., as resources that are transferred through 

interaction with one another (Degenne & Forsé, 1999; Kilduff & Tsai, 2003). Moreover, the 

available SNP literature primarily focuses on either the network structure, or–to a lesser extent–

the network content (Baker-Doyle, 2010). The ‘structure’ and ‘content’ of the network, 

however, are like the two sides of the same coin: “an understanding of either requires the other” 

(Edwards, 2010, p. 25). Therefore, in line with Baker-Doyle (2015), to strive for a 

comprehensive picture of BTs’ network, this study applies a mixed-method social network 

research design, wherein both the network structure (reflecting BTs’ access to professional 

collegial support, operationalised as cohesion and centrality) and network content (reflecting 

the content of professional collegial support by means of BTs’ perceived challenges) are 
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examined. The aim is to explore BTs’ network in its structural and content-related aspects, and 

how these aspects are related to their job attitudes, as important precursors of teacher retention. 

This aim is addressed via three research questions (RQ) (Figure-1):  

RQ1a-How can the network structure of BTs’ primary school team, operationalised as 

cohesion and centrality, be described?  

RQ1b-How can BTs’ network content, operationalised as the content of the professional 

support that is available to BTs through their interactions, be described? 

RQ2-How are the network structure of BTs’ primary school team and BTs’ network 

content related to their job attitudes? 

<<Figure-1>> 

 

4. Method 
 

In answering these questions, a mixed-method social network research design was used. 

In a first step, two case studies with maximum variation were selected from a sample of 10 BTs 

based on their scores on the job attitude scales. Consequently, the study focuses on the BTs 

with the highest and lowest job attitude scores. In a second step, all members of the primary 

school teams of the two BTs were asked to fill out a whole-school survey in which they had to 

indicate whom from the team members they had contact with for work-related issues. The 

analyses of these surveys enabled an exploration of the network structure of BTs’ primary 

school team, reflecting BTs’ access to professional support (RQ1a). In a third step, semi-

structured interviews with the BTs were conducted. In these interviews, three issues were 

discussed. First, to explore the network structure further, they were asked about the 

interconnectedness of and their position in their primary school team (RQ1a). Second, the BTs 

were asked about the content of the professional support they received from the team members 

they nominated in the whole-school survey (RQ1b). Third, they were asked about the link 
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between their collegial network and job attitudes (RQ2). These steps are visualised in Figure-

2. 

<<Figure-2>> 

 

4.1.Sample 

This study is part of a larger research project investigating BTs’ professional networks 

in a sample of ten BTs and their primary school teams. In this project, in line with Henry, 

Bastian, and Fortner (2011), teachers are considered ‘beginner’ if they have up to (but no more 

than) five years of teaching experience. A primary school team is defined as all team members 

who perform a pedagogical and/or coordinative function.  

For the present study, the ten BTs were asked to fill out previously validated scales of 

job satisfaction, affective organisational commitment, and intrinsic motivation to teach. Table 

1 provides an overview of the scales, including Cronbach’s alpha coefficients calculated in a 

previous study in which 292 BTs were questioned via an online survey (see Author et al., 2018). 

For the selection of information-rich and interesting cases (Hartley, 2004), a purposeful 

sampling strategy (Palinkas et al., 2015) was used based on BTs’ answers on these scales. 

Particularly, the participant’s scores on all three job attitudes were ranked from highest to 

lowest scores (Figure-3). Based on these scores, two cases were selected: the BT with the 

highest job attitude scores (Nina; job satisfaction=3.75, affective organisational 

commitment=4.00, intrinsic motivation to teach=4.00), and the BT with the lowest job attitude 

scores (Jasmine; job satisfaction=2.25, affective organisational commitment=2.33, intrinsic 

motivation to teach=2.50). These two cases with maximum variation were selected for the aim 

of identifying similarities and differences in BTs’ networks, and as Palinkas et al. (2015) argue, 

producing new knowledge through the process of constant comparison. As such, as articulated 

by Hartley (2004) and Yin (1994), the purpose of case studies is not to yield findings 
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generalizable to a broader population, but to get a thorough understanding of phenomena, in 

this case BTs’ network and their relatedness to job attitudes.  

 

<<Table-1>>&<<Figure-3>> 

 

4.2. Instruments  

4.2.1. Whole-school survey  

An online whole-school survey was administered to all members of the primary school 

teams of both Nina and Jasmine. The response rates for the school teams were both 100%, 

exceeding the minimum response rate of 80% in social network analysis (Huisman & Steglich, 

2008). To gain information on the network structure of BTs’ primary school team (RQ1a), a 

name generator question (Borgatti et al., 2013) was asked to every team member, namely: 

“With whom did you have contact for work-related issues (in the form of, for example, advice) 

within the last three months?” A bounded sample (Scott, 2013) was used in which all the team 

members’ names were listed alphabetically in a name roster (Borgatti et al., 2013). The 

participants could signify as many of the team members as they wanted.  

 

4.2.2. Semi-structured interview 

Nina and Jasmine were interviewed using a semi-structured interview guide 

(Supplementary file-A). On average, the interviews lasted 115 minutes. Firstly, to acquire more 

detailed, qualitative information on the network structure of their primary school team, they 

were asked about the interconnectedness of the team and their position within that team (RQ1a). 

Secondly, questions concerning their relationships in the network–also termed interpreting 

questions (Borgatti et al., 2013)–were posed to gather information on the network content 

(RQ1b). Specifically, they were asked several interpreting questions concerning the interactions 
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they had with the team members whom they indicated as work-related contacts in the name 

generator of the whole-school survey. In this respect, the semi-structured interviews took an 

ego-network approach (see Crossley et al., 2015 regarding this approach) to social network 

analysis. We thus explored the work-related interactions between the BT (ego) and their 

nominated team members (alters). In discussing these interactions, we focused on the 

professional support they received from alters in these interactions. Thirdly, the interviews 

contained questions concerning BTs’ job attitudes and the link with their network (RQ2).  

 

4.3. Data analysis  

4.3.1. Quantitative analysis 

For RQ1a concerning the network structure of BTs’ primary school team, the whole-

school surveys were analysed. Network maps were generated using NetDraw (Borgatti, 2002). 

Nina and Jasmine’s access to professional collegial support was measured by calculating 

centrality and cohesion in UCINET (Borgatti, Everett, & Freeman, 2002). For centrality, in-

degree and out-degree are used (Borgatti et al., 2013). In-degree is the number of team members 

who have nominated the BT as being a person whom they had contact with for work-related 

issues. Out-degree is the number of team members that the BT has nominated as people whom 

she had contact with for work-related issues (Wasserman & Faust, 1994). These in-degree and 

out-degree scores were normalised to enable comparisons, and vary between 0 (no incoming 

ties/outgoing ties) and 1 (incoming ties from/outgoing ties to everyone in the network). For 

cohesion, the whole-school measures density and degree centralisation were used (Borgatti et 

al., 2013). Density is the number of existing relationships in the network divided by the total 

number of possible relationships (Borgatti et al., 2013). Density scores vary between 0 (no 

relationships among individuals in the network) and 1 (everyone is connected to everyone in 

the network). The degree centralisation score was also calculated. This measure describes the 
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extent to which cohesion is organised around a particular focal individual; the extent to which 

the network is dominated by a single actor (Moolenaar, Sleegers, & Daly, 2011; Wasserman & 

Faust, 1994). Degree centralisation varies between 1 (all primary school team members have 

work-related contact with only a single person in the network, while they themselves are not 

nominated as being a work-related contact at all) and 0 (all primary school team members are 

nominated as a work-related contact as frequently).  

 

4.3.2. Qualitative analysis  

For RQ1a, RQ1b and RQ2 concerning the network structure of BTs’ primary school 

team, BTs’ network content, and the relationship between the network and BTs’ job attitudes 

respectively, the semi-structured interviews were analysed. The quantitative analysis mentioned 

above provides an outsider view on the network by mathematically exploring the network 

structure (Edwards, 2010). Qualitative analysis can complement the numerical data by listening 

to teachers’ stories about their networks and as such explore the insider view on the network 

(Edwards, 2010). The interviews were recorded (Baarda, de Goede, & Teunissen, 2005), 

transcribed, and then processed using NVivo 11, which focuses on thematic analysis (Braun & 

Clarke, 2006). Following Miles and Huberman (1994), for structuring and reducing purposes, 

the qualitative data were organised into thematic summaries. These summaries entailed three 

categories: (1) the network structure of BTs’ primary school team, (2) BTs’ network content, 

and (3) BTs’ job attitudes. In the first category, ‘centrality’ and ‘cohesion’ were distinguished. 

For the second category, deductive coding based on the most frequently perceived challenges 

by BTs (Veenman, 1984), complemented with recent literature on these challenges (e.g., 

Cameron, 2017; Willemse et al., 2016) was used. First, the challenges were structured in a 

coding scheme (Supplementary file-B). One adjustment to the original challenges was made: 

‘assessment strategies’ was replaced by ‘instructional and assessment strategies’ based on 
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several studies that emphasise BTs’ challenge with teaching methods (e.g., Moir & Stobbe, 

1995; Stansbury & Zimmerman, 2000). Second, based on the coding scheme, a table reflecting 

the number of colleagues who offer support to the BT for these challenges was created (Table-

3). The third category was subdivided into the categories ‘job satisfaction,’ ‘affective 

organisational commitment’ and ‘intrinsic motivation to teach.’ 

Following Miles and Huberman (1994), the data were analysed in two steps. First, a 

within-case analysis for both teachers was conducted, resulting in individual case reports. 

Second, these two cases were then subjected to a cross-case analysis, wherein both cases were 

compared to explore differences and similarities (i.e., constant comparative method; Glaser & 

Strauss, 1967).  

To ensure reliability, following Boeije, ’t Hart, and Hox (2009), every step in the 

analysis process was examined critically by peer debriefings. The initial coding was discussed 

with two researchers. Next, the interviews were coded by the first author and a researcher who 

was unfamiliar with the study, but is an expert in qualitative research and was trained to 

understand the categories and coding scheme. The inter-coder reliability was 91%, which is in 

accordance with the standard of 80% (Saldaña, 2013).  

 

5. Results 
 

Nina and Jasmine (pseudonyms) both followed a three-year Bachelor programme to 

become a primary school teacher. After graduation, Nina started working in West Bridge 

Elementary, and Jasmine was offered a position at Golden Oak (pseudonyms). Nina and 

Jasmine are similar in terms of ethnicity and age. They both have a full-time position. Moreover, 

their schools are similar in the percentage of high-risk students, school size (number of pupils), 

team size (number of primary school team members), educational network, and location 

(urban/rural). For both teachers, the data collection took place in their second year at their 
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respective schools, and their second year of teaching experience. At the time of the interview, 

Jasmine was on sick leave because of a burn-out. In the interview, she announced that she had 

decided to quit her job and the teaching profession altogether. 

 

5.1. RQ1a and RQ1b: the network structure of BTs’ primary school team and BTs’ 

network content 

 

Network structure 

Figure 4 and 5 show the network maps of Nina and Jasmine’s primary school team 

respectively. In both figures, the nodes in the upper network map are sized according to out-

degree, while the nodes in the lower network map are sized according to in-degree (with larger 

nodes having higher out-degree and in-degree scores respectively). The scores for the cohesion 

and centrality measures are presented in Table-2. 

For cohesion, density reveals that 94.4% of the total number of potential relationships 

in Nina’s school network are actually present. Jasmine’s school network has a 72.0% density, 

indicating that roughly 3 out of 4 potential relationships are present. These high density scores 

indicate that both school networks are cohesive, with a slight advantage for Nina’s school 

network. Furthermore, the degree centralisation score of Nina’s school is lower than Jasmine’s. 

This means that while in Nina’s school the entire team is more interconnected, the cohesion in 

Jasmine’s school is – to some extent– organised around particular nodes.  

 

<<Figure-4>> 

 
These quantitative findings are corroborated in the interviews. Both teachers indicate 

that there is a lot of professional exchange between team members. However, while Nina 
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emphasises the interconnectedness of everyone in the team, Jasmine states that most, but not 

all team members, are open to work-related contact.  

“Everyone in the team supports everyone professionally.”  (Nina) 

“There are a lot of professional exchanges between our team members, but not everyone 

is accessible. Faye was not accessible, for example (…) Eve wasn’t really open to 

professional contact or questions either.” (Jasmine) 

Nina argues that the principal plays an important role in contributing to the team’s strong 

interconnectedness. She emphasises his merit for providing an inviting staffroom in which 

teachers are stimulated to connect to each other. Moreover, Nina mentions that he created an 

atmosphere which facilitates open communication. 

 “The principal has an important influence on how the team members interact with each 

other. He is a real member of the team and if he feels that there are disputes, if he feels 

the atmosphere is tense, he talks to people about it. He makes sure there is open 

communication, he senses what’s going on and that benefits the team.”  

Jasmine does not mention the principal in this respect. Instead, she reports about lack of time 

as playing an inhibiting factor for the team to be fully interconnected. She illustrates this by 

indicating how time is the most important factor in her lack of contact with another BT.  

“She was out in the playground supervising the children on the rare occasions I was in 

the staffroom and vice versa. So we didn’t see each other much at all.”  

<<Figure-5>> 

 

For centrality, Nina’s normalised out-degree and in-degree of 1 indicate that she has 

nominated everyone in her team as people she has had contact with for work-related issues, and 

that everyone has nominated her. These scores show that Nina has a very central position in the 

network, implying a high degree of access to professional support. The small standard 
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deviations for normalised out-degree and in-degree in the network imply that there is not much 

variation between team members in the extent to which they are connected, corroborating 

Nina’s statement that the entire network is interconnected. This is also reflected in her school’s 

network maps (Figure-4), which show that most nodes are of equal size, and therefore similarly 

to Nina have high centrality scores. Nina’s central position is confirmed in the interview data, 

as she argues that she has work-related contact with all of the team members. She indicates that 

she actively approaches her colleagues for work-related issues, and considers these encounters 

as opportunities to grow.  

“I actively ask my colleagues things: ‘How would you do this or that? Besides, it’s a 

learning experience, isn’t it: finding out who I can and can’t ask about these things. It’s 

all about trial and error. Nothing ventured, nothing gained, right? You might look 

stupid, but so be it. I’d rather ask questions a bit too often than do something wrong.”  

Nina also talks about those factors that inhibit or support her to professionally connect with her 

colleagues. Specifically, she stresses the staffroom as a place where lots of interactions take 

place. Nina further argues that she does not have frequent professional contact with the teachers 

that are not regularly present in the staffroom during breaks, because they stay in their 

classroom to work, or because they work part-time.  

Her knowledge on whom she can approach for certain expertise in the team as well as 

the accessibility of people are also important factors for Nina’s professional contact. Regarding 

the latter, she emphasises that even though the principal is busy, he often walks by her 

classroom to ask if she has any issues she wants to talk to him about. Finally, Nina also states 

that physical proximity is an important supporting factor for engaging in work-related contact.  

“Physical location is important: I’ll mostly ask questions and have contact with the 

colleagues whose classroom is nearby.” 
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<<Table-2>> 

 

Jasmine indicates that she has had work-related contact with 50% of the team members. 

In turn, she is nominated by 58.3% of her colleagues. These scores reveal that Jasmine’s 

position is less central than Nina’s. Moreover, similar to Nina’s network, the standard 

deviations of normalised in-degree and out-degree indicate that there is not much variation 

between team members in the extent to which they are connected (Table-2). The scores, 

however, are slightly higher than in Nina’s case, meaning that in Jasmine’s network some team 

members are more central than others, while in Nina’s network work-related contact is more 

evenly dispersed. Again, the network maps (Figure-4/5) illustrate these findings. Specifically, 

the network maps reveal that in Jasmine’s school network the size of the nodes show more 

variation compared to Nina’s school network. Moreover, in Golden Oak’s network maps, 

Jasmine’s node is among the smallest, revealing her position to be less central than many others 

in the team. The interview confirms these results. Jasmine argues that a lot of professional 

exchange between team members takes place, but that she often felt unsupported. 

“I really felt that I had to figure out a lot of things on my own. Things to do with 

organisation and teaching methods in particular.”  

She highlights that some team members supported her professionally, but that others assumed 

she did not need help anymore because she was in her second year in the school. Jasmine mainly 

refers to a lack of professional support by her parallel colleague (i.e., colleague that teaches in 

the same year), whom she considers to be rather inaccessible.  

“She didn’t really look out for me. Most of the time I had to figure things out for myself.”  

Furthermore, next to lack of time and colleagues whom are not open for questions, Jasmine 

points to two other inhibiting factors for engaging in work-related contact. First, she states that 

she did not often reach out to her team members, mainly because she stayed in her classroom 
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during breaks and did not want her colleagues to think of her as incapable. Second, Jasmine 

points to the negative effect of her classroom’s physical location.  

“My classroom is on the top floor of the building. The team members from downstairs 

never have to be on that floor, because there is nothing there they need. The principal’s 

office, the staff room are all downstairs. So, if you’re upstairs nobody ever comes and 

puts their head round the door.”  

 

Network content  

Table-3 shows that Nina is provided with professional support for a broad array of 

challenges. Moreover, she receives support for these challenges from several colleagues, 

allowing her to make use of a range of tips, suggestions and ideas on how to tackle them. 

Jasmine also receives support for certain issues, however, the support is limited in number of 

colleagues, and often lacks applicability to her classroom practice. Below we discuss the 

content of the professional support.  

 

<<Table-3>> 

 

Nina showed clear insight into her network, and the location of the expertise in the team. 

When she has a work-related concern, she will formulate a concrete question and look for a 

colleague whom she thinks will be most suitable to provide an answer. Her conscious and 

thoughtful way of networking cause her to receive useful support for several challenges from 

those people that have the expertise to help her out. In this respect, for dealing with problems 

of individual pupils and individual differences in the classroom she most frequently asks for 

support from the special educational needs (SEN) coordinator. Specifically for the latter, she 

also actively engages with the teacher from the year below, as she is familiar with the pupils 

and their competences. Furthermore, with respect to teaching materials, she reaches out to the 
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SEN teacher and two classroom teachers, and for classroom management and disciplinary 

issues, Nina contacts the classroom teachers and the principal.  

“There was a child who had a cookie covered in chocolate, but the rule is that they can’t 

bring those kinds of cookies to school. He hadn’t eaten it yet, but it was in his desk and 

that isn’t allowed either. Was I supposed to confiscate it? Could I throw it in the waste 

paper basket or should I take it home? I didn’t know what to do. So I spoke to the 

principal and he gave me advice.”  

For support for instructional and assessment strategies, the classroom teacher of the year below 

and the principal are most frequently contacted by Nina. The former because she knows the 

pupils and as such the strategies they prefer and understand, the latter because he has a lot of 

experience with the subject matter of Nina’s year. Concerning communication with parents, 

Nina reaches out to and receives support from the principal and one of the classroom teachers 

that knows her parents’ pupils well.  

“Some colleagues share stories about parent-teacher conferences, and they warn me 

about certain situations. Reese, for example, told me that I should be prepared for some 

of the parents. Which is a warning that is welcome. It is good to know that certain 

parents are very actively involved in their child’s development. And that other parents 

aren’t that involved. Those are the kind of things you need to know before parents’ 

evening.”  

Finally, for organising the class work she mostly contacts and is helped out by the teacher from 

the same grade, the principal and another BT. Together with the former she works on long-term 

planning and schedules concerning the curriculum, while the principal helps her out with time-

management and the other BT shares suggestions on managing the workload.  

Jasmine asked some teachers for advice, however, she indicates that she did not always 

signify her need for help. In this respect, the advice she received was not always applicable or 
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sufficiently specific to put into practice. Furthermore, as her main parallel colleague was 

inaccessible, she did not receive any guidance concerning reducing the workload, something 

Jasmine struggled with and deems a main factor for her leaving the job.  

“If I had had a bit more, erm, if she [parallel colleague] had been a bit more open to 

questions, I might have asked her: ‘How did you do that?’ or ‘What’s the best way to 

deal with that?’ (…) For example: ‘How should I organise my lessons so the children 

can work more independently and I do not have to correct their math books by myself, 

after work hours?’”  

With respect to the other aspects of organisational class work, namely working on planning and 

time-management, Jasmine notes that she had regular meetings with one of her other parallel 

colleagues. In these meetings they made sure their work and teaching in the different classes 

were aligned. Furthermore, for instructional and assessment strategies, one of the classroom 

teachers, the SEN teacher and the principal offer support. Jasmine explains, however, that her 

interactions with the principal–even though well-meant–consisted of an overload of 

information concerning these strategies, out of which she was unable to filter what was most 

important.  

“She often gave lots of tips. All of them were well meant. But there were so many that I 

couldn’t filter out the important ones. Not all of them were applicable or useful either.”  

Additionally, Jasmine only reported support for communication with parents, differentiated 

instruction, and dealing with problems of individual students from the SEN coordinator during 

the extra hours she supported Jasmine. Nevertheless, the frequency of her professional 

encounters with this colleague are low, as she and her main parallel colleague had to share these 

extra support hours. Finally, Jasmine reports that she received (advice on) teaching materials 

from one of the classroom teachers.  

 



 

22 

 

5.2. RQ2: The relationship between BTs’ network and job attitudes  

The results of RQ1 revealed that Nina, as the BT with the highest job attitudes’ scores, 

has more access to professional collegial support and receives more varied support from more 

colleagues than Jasmine, the BT with the lowest job attitudes’ scores.  

Asking Nina to discuss her job attitude scores, she states that feeling satisfied with the 

job highly depends on the colleagues and how supportive they are. She further stipulates that  

“I really like working here. In terms of work place… I couldn’t have wished for better.” 

 
Moreover, the supportive atmosphere at school makes her feel welcome and part of the team, 

and as such contributes to her affective commitment to the school. She even states that after a 

vacation she feels like coming home. Finally, regarding intrinsic motivation to teach, Nina 

reports that  

“It’s simple. I just really like teaching. And that motivation is contagious. If your 

colleagues are motivated, well, then you are too.”  

Nina concludes that the team and their professional support are important in how she 

experiences the job. Particularly, she states that: 

“Your team, your colleagues, really make or break your experience of the job.”  

“I believe a close and enthusiastic team that supports each other for all kinds of stuff is 

extremely important.”  

 
Figure-3 demonstrates that Jasmine’s job attitudes’ scores are noticeably lower than Nina’s. 

Jasmine argues that she loves working with children, but that several aspects of the job have 

contributed to a lower job satisfaction. Specifically, she stipulates the high work load, not being 

appreciated by several of the children, parents and colleagues, and not being able to get the 

pleasure she expected from teaching.  
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“It’s something I loved to do, working with children, teaching and so forth. I really liked 

that. But everything that came on top of that. That became too much for me, all the extra 

work. And it wasn’t always appreciated, by parents, children, colleagues … And in the 

end, not even by myself.” 

Regarding affective commitment to the school, she has the impression that she was part of the 

team, but did not always get the professional support she needed. Finally, Jasmine states that 

her motivation for teaching had become more external:  

“I wasn’t really motivated to be a teacher anymore, it was more about wanting to do 

good. I want to do good for others. (…) My motivation comes from that responsibility, 

rather than from me wanting it. Rather than me wanting to be a teacher. I want to be 

there for the children, because that’s the choice I made. And I really want to excel at 

that. But not really because I like the job so much. Not for that reason.” 

The interview results reveal that several issues, such as the high workload, experiencing stress, 

time management and not feeling appreciated, negatively affected Jasmine’s experiences of the 

job, but that the lack of support regarding these issues is a determining factor for her recent exit. 

She argues that: 

 “If there had been anyone this year who’d offered me a bit more support, who had 

helped me with planning my lessons, or managing my time or whatever. Or scheduling 

tests. Well, I don’t know. I just think it would have been easier for me. I think I would 

have been more enthusiastic about going back to teach.”  

 

 

6. Discussion  
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Based on the results, several topics can be discussed. The first topic concerns the slightly 

higher cohesiveness scores for Nina’s school network when compared to Jasmine’s. Following 

Coleman (1988), this implies that Nina’s team members are to a larger extent interconnected, 

facilitating the flow of, and access to, professional support. The interview data suggest that the 

principal plays an important role in the team’s interconnectedness. This finding supports 

previous research, which found that principals can be facilitators of a supportive culture, and in 

turn, positively influence BTs’ choice to remain in the profession (Brown & Wynn, 2009; 

Hopkins & Spillane, 2014). 

Second, the results indicate that Nina has a more central position than Jasmine, which 

based on the work of Burt (2000) suggests that Nina has more access to the network’s resources. 

The results showed that Nina actively initiates contact and is approached by her colleagues for 

work-related issues. Conversely, Jasmine, indicates feeling inhibited in terms of engaging in 

work-related contact, and experiences a lack of engagement coming from her colleagues for 

work-related issues. Several factors hinder Jasmine from engaging in work-related contact. The 

first factor is that she does not feel safe admitting that she needs help. This finding corroborates 

research from Cross, Parker, Prusak, and Borgatti (2005), who found that feeling safe admitting 

a lack of expertise is a prerequisite for managers to engage in contact with someone. High 

workload appears to be a second inhibiting factor, and has been considered a major challenge 

in previous research (Kyriacou & Kunc, 2007). The third factor that hindered Jasmine 

concerned certain colleagues’ inaccessibility and their unwillingness to share expertise. 

Gaikhorst, Beishuizen, Korstjens, and Volman (2014) found that the accessibility of colleagues, 

and openness to discuss their experiences, are important for BTs. The final inhibiting factor for 

Jasmine is physical proximity. This confirms earlier research stressing that the smaller the 

physical and perceived distance between individuals, the more likely they are to form ties (e.g., 

Coburn, Choi, & Mata, 2010; Le Cornu, 2013).  
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The third topic involves the content of BTs’ professional collegial support. Even though 

both teachers receive support for a variety of the most commonly perceived challenges of BTs 

by Veenman (1984), for Jasmine, this support was limited in terms of frequency and number of 

colleagues. Previous studies reveal that receiving limited input from a small number of people 

results in poorer information, and may cause a lack of further teacher development (Ericsson, 

2006; Smither, London, & Reilly, 2005; Van Waes, Van den Bossche, Moolenaar, De Maeyer, 

& Van Petegem, 2015). In this respect, the present study confirms Struyve et al.'s (2016) finding 

that BTs need support from a diverse network of colleagues, rather than limiting this support to 

help from a single appointed mentor.  

Further pertaining to network content, this study shows that BTs are in need of and 

receive support for a multitude of challenges. Compared with their experienced counterparts, 

BTs experience more difficulties with, e.g., differentiated instruction (Meister & Melnick, 

2003) and engaging in valuable parent-teacher relationships (Epstein, 2013). Moreover, BTs 

also need to get acquainted with the school culture and become part of the school team (Author 

et al., 2013). This combination of challenges makes teachers’ first years in practice complex as 

well as demanding. In this respect, BTs feel the need to expand their professional networks, as 

they want to discuss these challenges and develop their teaching practice (Kilgore & Griffin, 

1998; Van Waes et al., 2015). The study of Struyve et al. (2016) showed that while being 

socially connected with and professionally supported by team members matters for both 

beginning and experienced teachers, the former gain significantly more advantage from their 

relationships with colleagues. By connecting to, and feeling supported by, their colleagues BTs 

can find their place in the team (Ewing & Manuel, 2005), and develop their teacher identity 

(Rippon & Martin, 2006). 

Another finding regarding network content is that neither Nina nor Jasmine mentioned 

receiving support for motivating pupils, although they consider this to be challenging. A 
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possible explanation may be that, compared to challenges such as classroom management or 

assessment strategies, motivating pupils is a topic that remains a difficulty throughout teachers’ 

careers (e.g., Aelterman, Vansteenkiste, Van Keer, & Haerens, 2016). Consequently, 

experienced teachers may feel inhibited to provide advice on this topic.  

Interestingly, the results suggest that access to professional support is dependent on the 

interplay between the BT and their network of colleagues. Nina actively approaches her 

colleagues and purposefully reaches out to people who have the expertise to help address a 

specific challenge. She is not only aware of the location of expertise in the team (i.e., relational 

knowledge, namely, knowing what someone else knows; Cross, Parker, & Borgatti, 2002), but 

also acts on this knowledge to actively shape her support network. She knows how to 

manoeuvre the network to acquire useful information for her development as a teacher. 

Moolenaar et al. (2014) found that teachers with high levels of network intentionality–defined 

as a type of agency through which teachers consciously shape their network (e.g., actively 

reaching out to others)–have more access to network resources. In particular, they found a 

positive relationship between network intentionality and having a central network position. Our 

explorative analyses of Nina’s case confirm this hypothesis. Moreover, Nina stipulates the 

school’s supportive culture, which seems to strengthen her active role in shaping a support 

network even further. Jasmine’s case tells a different story. She indicates not always signifying 

her need for help. The absence of a specific question or call for help seems to contribute to a 

lack of helpful advice, and rather leads to vague tips which are not always applicable. This 

supports the idea that explicitly asking for help is an important condition for receiving aid from 

colleagues (Author, 2006). Additionally, Jasmine reports feeling inhibited to professionally 

connect with her colleagues, due to some colleagues’ inaccessibility. This finding underscores 

the interplay between BTs and their school network. Agency in shaping a supportive network 
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is the responsibility of the BT; however, this agency can be supported or constrained by the 

school network (De Laat, 2006; Haythornthwaite & De Laat, 2012).  

The final topic is the relationship between BTs’ network and job attitudes. The 

explorative results appear to suggest that when BTs are able to professionally engage with their 

colleagues, and receive support from a diverse number of colleagues and for a variety of issues, 

this positively relates to their job attitudes and, by extension, their intention to remain in the 

profession. These explorative results corroborate earlier research that shows a positive 

relationship between being professionally supported and retaining teachers in the profession 

(e.g., Rippon & Martin, 2006). Moreover, our results seem to confirm Newberry and Allsop's 

(2017) findings that not the perceived challenges, but rather, the lack of support for these 

challenges signify a main reason for departure. This result highlights that in a high intensity 

situation such as the induction period, relationships do matter, and should receive attention.  

An important remark is that the relationship between teachers’ support networks and job 

attitudes is not necessarily unidirectional. Besides studying the influence of BTs’ support 

networks on how teachers feel and think about their profession and school, we should also 

consider that teachers’ job attitudes may affect their support networks. For example, previous 

research has stipulated that people who are committed, are more likely to invest effort in their 

job as they want to help their organisation in goal attainment (Somech & Bogler, 2002; Yousef, 

2000). In this respect, several scholars found that organisational commitment is positively 

related to people’s willingness to share knowledge in their team (e.g., Kelloway & Barling, 

2000; Van Den Hooff & Ridder, 2004). Along these lines, we may expect that BTs whose 

commitment has diminished, may invest less effort in building a strong support network. 

Applied to this study, Jasmine’s lower job attitude scores may also have been a reason that 

prompted her to stay in her classroom during breaks instead of reaching out to her colleagues 

for support. Yet, the directionality of the relationship between job attitudes and support 
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networks was not at the core of our study, as we set out to understand how support networks 

may affect BTs’ job attitudes, because we believe that these networks may provide valuable 

leverage that allow for targeted interventions to support BTs and their team in combating 

teacher attrition. More work is needed to parse out how teachers’ job attitudes and support 

networks are mutually interdependent.  

 

7. Limitations and further research 
 

This study has certain limitations. First, generalisation is limited, given the study’s small 

sample. Further research that can validate the findings in larger and more diverse samples (e.g., 

other educational levels) is needed. However, albeit the lack of generalisation, contrasting cases 

can produce new knowledge (Palinkas et al., 2015) and enable an in-depth understanding 

(Harrison, Birks, Franklin, & Mills, 2017), as was shown in this study regarding BTs’ collegial 

networks and their relationship to job attitudes. In this respect, the ultimate goal of the context-

dependent knowledge created by the cases is that we can learn from them (Eysenck, 1976; 

Flyvbjerg, 2011).  

Second, the dynamic nature of social networks (Kilduff & Tsai, 2003) was not 

considered as data were collected at one measurement moment. Additionally, the study 

explored the relation between BTs’ networks and their job attitudes; however, we must be 

careful with causal claims. Further research embedded in a longitudinal design is needed. 

Third, following Kilduff and Krackhardt (1994) who point to the added value of using 

an ego and whole-school approach, the current study combined both to provide a more complete 

picture. However, the results must be interpreted carefully, as they are self-reported in nature. 

Further research may be able to triangulate the quantitative network data by observing teachers’ 

interactions (Coburn et al., 2012), and the qualitative data by interviewing multiple data sources 

(e.g., colleagues, principal) so that the BTs and their colleagues’ interpretations could be 
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compared. In the present study, BTs’ perceptions of their network were particularly interesting, 

as behaviour changes based on teachers’ perceptions of their environment (Hommes et al., 

2012). 

Fourth, the BTs were only asked to report on their primary school team members. Yet, 

earlier research has shown that professional connections outside of the team (e.g., family, 

external professionals) can play an important role (Mansfield et al., 2014). Further research 

could include these actors in the analyses. 

Fifth, the focus of our study was not individual differences between teachers, however, 

we acknowledge that future research could extend this work by considering these in the 

analyses. The study’s cases have suggested that access to professional support depends on the 

interplay between the BT and their network of colleagues. In further research, the interplay 

between BTs and their environment, and how this affects their job attitudes could be unravelled 

more thoroughly. In research in other contexts, scholars have found a link between people’s 

personality and the extent to which they occupy a central network position (Klein, Lim, Saltz, 

& Maeyer, 2004; Mehra, Kilduff, & Brass, 2001). In line with these studies, the link between 

personality, agency and the network could be explored in the context of BTs’ first years in 

practice. Furthermore, zooming in on personality and/or other individual characteristics could 

uncover interesting findings regarding the link to job attitudes. In the current study, the BTs 

have emphasised the importance of professional support in their job attitudes. However, some 

teachers might thrive when they are not constantly in professional contact with others. In this 

respect, personality might nuance the study’s finding that higher job attitudes are always linked 

with more access to professional support.  

Sixth, the study’s main focus was put on positive ties (the presence of professional 

relationships) and their favourable outcomes. However, social networks are no “unmixed 

blessing” (Portes, 1998). Research wherein explicit attention is aimed at the ‘dark side’ of the 
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network, or put differently focuses on toxic aspects such as destructive conflicts are needed 

(Borgatti & Foster, 2003; de Lima, 2010). Such research is indispensable, as negative 

relationships may have more far-reaching effects than their positive counterparts (Everett & 

Borgatti, 2014). This could mean that when BTs have destructive ties, this may negatively affect 

their job attitudes, which may outweigh the positive effects of their support ties. 

 

8. Implications 
 

The study’s findings illustrate that interacting with one another for work-related issues, 

and being professionally supported, is dependent on the interplay between BTs and their 

network of colleagues. BTs should be stimulated into actively seeking out contact with their 

colleagues (Fox & Wilson, 2015), while their colleagues have to be prepared to share their 

expertise (Gaikhorst et al., 2014). In stimulating BTs to engage with colleagues that can help to 

address their challenges, we suggest investing in increasing their relational knowledge (Cross, 

Parker, & Borgatti, 2002) and network intentionality (Moolenaar et al., 2014). Regarding the 

former, we argue that when BTs are aware of the expertise in a team, they can be supported 

more efficiently. Making social capital and its flow through the network more transparent 

(Moolenaar, 2011) can be achieved by visualising the network. Specifically, network maps can 

be used as a tool for increasing expertise transparency (Baker-Doyle & Yoon, 2010; Wilson & 

Demetriou, 2007). Additionally, based on previous research (e.g., Moolenaar et al., 2014), we 

suggest strengthening teachers’ skills in intentionally and actively shaping their network and 

help them act on their network awareness. In this respect, research investigating if and how 

network intentionality as a competence can be fostered, is needed. Furthermore, in terms of 

promoting a team to share their expertise with the BT, the principal appears to play an important 

role. The principal can stimulate support in a team by, e.g., creating a welcoming staffroom 

(Struyve et al., 2016), promoting collective action and mutual responsibility (Minckler, 2014), 
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and organising formal support structures (e.g., professional learning communities) (Struyve et 

al., 2016; Woodland & Mazur, 2019). Woodland and Mazur (2019) found that formal support 

networks arranged by the principal were positive predictors of informal instrumental ties 

between teachers and as such played a key role in teachers’ access to social capital. These 

initiatives for a team in which open communication becomes self-evident may also 

counterbalance BTs’ inhibition to engage in work-related contact. Finally, the findings revealed 

physical proximity to be another inhibiting factor. A reasonable approach may be to provide 

the BT with a classroom at the heart of the school, and as such, literally situating them at the 

centre of their team.  
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                     Fig. 1. Visualisation of the study’s research questions 
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Figure 2. The overall study design 
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Table 1 
 
Overview of the validated scales to measure teachers’ job attitudes 

Measure 
 

Author Example item Range Items α 

Job satisfaction  
 
 

Caprara, 
Barbaranelli, 
Borgogni, & Steca 
(2003) 
 

I feel good at work  Strongly disagree (0)–
Strongly agree (4) 

4 .78 

Affective 
organisational 
commitment 

McInerney, 
Ganotice, King, 
Marsh, & Morin  
(2015)  
 

I do not feel emotionally 
attached to this school 

Strongly disagree (0)–
Strongly agree (4) 

3 .71 

Intrinsic 
motivation to 
teach 
 

Soenens, Sierens, 
Vansteenkiste, 
Dochy, & Goossens 
(2012) 
 

I find teaching enjoyable Strongly disagree (0)–
Strongly agree (4) 

4 .88 



 

44 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3. Ranking of the BTs based on their scores on the job attitudes scales. The ranking is based on 
the mean of the scores of job satisfaction, affective organisational commitment and intrinsic motivation 
to teach  
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Figure 4. School network maps of Nina [West Bridge Elementary] in which nodes are sized according to out-
degree (top picture) and in-degree (bottom picture). The bigger the node, the higher its out-degree (top picture); 
the bigger the node, the higher its in-degree (bottom picture). Every node represents a primary school team 
member. The colours of the nodes in the map depict the BT (black), and the other primary school team members 
(white). The shapes of the nodes in the map represent teachers (also special educational needs teachers and PE 
teachers) (circle), the principal (square) and others, e.g., special educational needs coordinator, ICT coordinator 
(triangle). The arrows specify the direction of the relations. 
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Figure 5. School network maps of Jasmine [Golden Oak] in which nodes are sized according to out-degree (top 
picture) and in-degree (bottom picture). The bigger the node, the higher its out-degree (top picture); the bigger the 
node, the higher its in-degree (bottom picture). Every node represents a primary school team member. The colours 
of the nodes in the map depict the BT (black), and the other primary school team members (white). The shapes of 
the nodes in the map represent teachers (also special educational needs teachers and PE teachers) (circle), the 
principal (square) and others, e.g., special educational needs coordinator, ICT coordinator (triangle). The arrows 
specify the direction of the relations. 
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Table 2 
 
Cohesion and centrality measures  

 Nina Jasmine 
Density  .944 .718 
Degree centralisation  .069 .333 
Normalised out-degree  1 .500 
Normalised in-degree 1 .583 
Standard deviation normalised out-degree .079 .294 
Standard deviation normalised in-degree .079 .116 

Note. Density varies between 0 (no relationships among individuals in the network) and 1 (everyone is connected 
to everyone in the network); Degree centralisation ranges from 0 (all primary school team members have work-
related contact with only a single person in the network, while they themselves are not nominated as being a work-
related contact at all) to 1 (all primary school team members are nominated as a work-related contact as frequently); 
Normalised out-degree/in-degree vary between 0 (no outgoing ties/no incoming ties) and 1 (outgoing ties 
to/incoming ties from everyone in the network).  
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Table 3 
 
Content of the professional collegial support  

Challenge Number of colleagues who offer support for this 
particular challenge 
 

 Nina Jasmine 
Classroom management and discipline 6 0 
Motivating pupils 0 0 
Dealing with individual differences in the classroom 2 1 
Instructional and assessment strategies 2 3 
Communication with parents 2 1 
Organisation of class work 3 1 
Teaching materials 3 1 
Dealing with problems of individual pupils 6 1 

Note. The frequencies reported in this table reflect the number of colleagues who offer support to the BT for the 
specific challenge, not the number of times the BT mentions support concerning the specific challenge (e.g., if the 
beginning teacher provides several examples of ‘instructional and assessment strategies’ within the same support 
tie, this is counted as ‘one’) 

 

 

 

 

 


