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Abstract

Typical preservice teachers will experience a number of demanding
teaching situations during their school-based teaching practice. In such situations,
peer support from fellow students may be an important factor.

A questionnaire was distributed to Danish preservice teachers in selected
teacher education programmes (namely, at university colleges). A total of 1,448
preservice teachers participated. Structural equation modelling of the

questionnaire data shows that achievement goal motivation is the factor most
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strongly related to peer support. Intrinsic motivation is also a significant factor.
The self-efficacy of preservice teachers in teaching situations is also related to
peer support, while experiences of discipline problems in teaching situations are
negatively related to self-efficacy. Implications of these findings are discussed.

Keywords: preservice teacher education; closeness; peer support; self-efficacy;

Denmark.

1. Introduction

In a teacher education context, behaviour can be divided into expected
behaviour (in-role behaviour described by clear standards) and behaviour that is
more difficult to define explicitly—for instance, emotional commitment, care
attitudes toward pupils, etc. Such behaviour based on attitudes can be described
as extra-role behaviour that emerges from attitudes that are difficult to define.
Nonetheless, such extra-role behaviours are important for preservice teachers as
well as teachers to express and manage in their interactions. Teachers can develop
such behaviours through affective commitment to the workplace of which they
are a part. This is more difficult, however, for preservice teachers who lack such
organizational professionalism.

Preservice teachers often have an unclear identity or sense of loyalty in
relation to the teacher training institution or to the practice schools. Sometimes,
students are appointed to 3-5-year concurrent teacher education programmes. In
other instances, teacher training is undertaken by an individual at the end of an
educational process, after the conclusion of the main subject-based university

studies (e.g., a consecutive programme). It is therefore often striking that some



students can more readily identify with and have loyalty to academic subjects
(such as mathematics) and the academic culture established by the university than
they can within their teacher training. In the course of their teacher training, the
vast majority of preservice teachers will experience teaching practice at different
practice schools. For this reason, preservice teachers (like teachers) will not
normally develop a strong sense of identity with, or loyalty to, one particular
school.

Closeness among preservice teachers has not been traditionally or
formally applicable to teacher training. On the other hand, preservice teachers
often experience close contact with fellow students, particularly during their
teaching practice. It is normal for 2—4 preservice teachers who have one or two
academic subjects in common to practice as preservice teachers in at least two
schools (generally covering different levels within the school system, such as
primary and secondary). These practice periods are generally very intense, so
good relationships might be a prerequisite for a good internship. Preservice
teachers can act as each other’s “charging stations”; however, they can also drain
each other’s energy.

A typical preservice teacher will experience a number of demanding
teaching situations during their school-based teaching practice. Tackling these
situations will require all of their energy, and often more. In such situations, inter-
personal support from fellow students may be an important factor if experiences
gained during teaching practice are to make a constructive and useful contribution
to the teacher’s personal growth. Support from fellow students can fill a gap that
can only be filled to a very limited extent by practice supervisors and teacher
educators, who also have a role in giving grades and feedback. The phenomenon
of preservice teachers helping their co-students, even though, strictly speaking,

they have no formal responsibility in this area, will here be termed “peer support”.



Preservice teachers might be anxious about meeting learners (Birchinall,
Spendlove, & Buck, 2019; Burke, 2010; Bursal & Paznokas, 2006). Furthermore,
the need for help with technical questions (such as preparing teaching sessions)
or personalised support in connection with challenging situations during practice
periods (such as discipline problems or demanding supervisors who expect
preservice teachers to correct a large volume of learner assignments) will often
arise out of genuine feelings of need in demanding situations. Danish preservice
teachers are subject to assessment by practice supervisors and staff of the teacher
training institution who attend the preservice teachers’ teaching sessions. As
such, preservice teachers have an incentive to avoid exposing potential
weaknesses to practice supervisors, since the assessments weigh heavily in the
decision to approve their teaching practice. In such a context, reducing anxiety
during learning processes might be helpful (Birchinall, Spendlove, & Buck, 2019;
Spector, Burkett, & Steffen, 2002). Further, since learning takes place through
social processes as well as through individual studies, social support should be
encouraged (Bandura, 1977; Easterby-Smith & Lyles, 2011; Janssen, Knoef &
Lazonder, 2019).

Transfer of knowledge refers to a process in which a preservice teacher
learns relevant knowledge or skills that makes them more productive in terms of
sharing with peers (Sun, Loeb, & Grissom, 2017). There is evidence of peer
effects in other workplaces (Herbst & Mas, 2015) as well as in schools where
teachers’ instructional expertise might be shared through professional
interactions (Jackson & Bruegmann, 2009; Papay, Taylor, Tyler, & Laski, 2016;
Sun, Penuel, Frank, Gallagher, & Youngs, 2013). We believe that peers might
represent an important source of support for preservice teachers. Contact with
fellow preservice teachers during teaching practice may also serve as the

foundation for friendship. Therefore, social factors in teacher preparation might



play a critical role in preservice teachers’ performance and may influence the
quality of their performance during their school practice (McCarthy & Youens,
2005; Steele, Brew, Rees, & Ibrahim-Khan, 2013; Trapp, 2010). We expect that
a supportive climate for preservice teachers during teacher training could be
critical to individual learning, team learning, collaboration and teacher
professionalism (Tschannen-Moran, 2009; Janssen et al., 2019). What we
describe here as peer support through close social ties can therefore be considered
a quality feature of a teacher training programme.

Collaboration among preservice teachers could be an explicitly
designated behaviour within the teacher training curriculum (Klassen, Perry, &
Frenzel, 2012; Willegems, Consuegra, Struyven & Engels, 2017; Hiakkinen et al.,
2020). In such cases, collaboration could become a part of preservice teachers’
in-role behaviour; however, this would be atypical.

Extra-role behaviour goes beyond the normal designated forms of
collaboration between preservice teachers; that is, beyond normal human
helpfulness with respect to others. This is a form of helpfulness that, strictly
speaking, is not a defined responsibility of preservice teachers, nor is it a
behaviour that is exhibited at the behest of others, such as by a practice supervisor
or via the teacher training curriculum. The relationships between preservice
teachers and supervisors are important for professional learning in many ways
(Stanulis & Russell, 2000). The purpose of this article is to investigate which
factors are related to peer support through close social ties. This is important
because “Those who are able to master knowledge and skills through interacting
with others may have a greater chance to share instructional ideas to develop self-
efficacy, which may influence performance in the long term” (Liou et al., 2007,

p. 650).



2. Theoretical Framework

Preservice teachers’ teaching practice can be affected by challenging
situations in which the preservice teacher does not have a normal role as a teacher
and is therefore not on an equal footing with the school’s ordinary teachers
(Stoughton, 2007). Preservice teachers are, essentially, teachers on trial.
Preservice teachers thus lack the authority derived from an ordinary teacher’s
power to, for instance, give academic grades and discipline behaviour.
Accordingly, interactions between preservice teachers and learners might be
considered exchanges or transactions (Elstad, 2008). It is an integral
characteristic of practice situations that preservice teachers have a weaker
transactional position than a school’s ordinary teachers (Elstad, 2002). This
places the preservice teacher in a particularly demanding position. The preservice
teacher can attempt to borrow the authority of the ordinary class teacher by
referring to and following up on the latter’s practice. This is more easily achieved
in practice situations in which the ordinary teacher is present, seated at the back
of the room and monitoring what is going on. When the supervisor is not present,
however, the preservice teacher alone needs to tackle potentially demanding
situations. It is not unusual for learners to test the boundaries when a preservice
teacher is teaching alone (Alger, 2006). Teaching situations can therefore be
experienced as draining and, for some, can lead to experiences of defeat. Surveys
have shown that preservice teachers spend far more time on tasks during teaching
practice than they do during campus-based teaching (e.g., Martinussen &
Smestad, 2011). This indicates that teaching practice is experienced as far more
demanding than the on-campus experiences with the teacher training programme.

Teaching inevitably involves relating to many factors and forces at the
same time. Someone embarking on teacher training without prior teaching

experience can easily be exhausted or overwhelmed when too many tasks arise



all at once (Calderhead, 1991). The functional memory of preservice teachers,
like that of other people, has a limited capacity to tackle unfamiliar situations
(Leinhardt & Greeno, 1986). Experienced teachers have developed automatic
routines that diminish the pressure on cognitive load (Fogarty, Wang, & Creek,
1983). A lack of experience will in itself contribute to stress if the preservice
teacher does not know how to handle the situation (Rieg, Paquette, & Chen,
2007). Usually, however, 2—4 preservice teachers are given placements at the
same school. They will often be able to observe each other’s teaching and may
even teach together. When this is the case, fellow students will be enabled to
provide support for a peer who is experiencing demanding situations and/or
setbacks. This may allow for knowledge to flow across the support network
(Pearcy, 2009), which might in turn help foster better outcomes (Cakiroglu,
2012). We hypothesise that preservice teachers’ perceptions of discipline
problems will be positively related to peer support (Hypothesis 1).

A social network consists of actors and the relational ties that define them
(Wasserman & Faust, 1994). Previous network studies (e.g., Daly & Finnigan,
2010) have suggested a potential positive influence of reciprocated ties in
strengthening a collaborative network structure. Additionally, much research has
shown that professional collaboration might sustain successful learning results
(Celik & Ekinci, 2012; Forbes & Billet, 2012; Pil & Leana, 2009). Social
networks among preservice teachers might be formed by social relations that can
foster the likelihood of mutual success (Burt, 1992; Daly, Moolenaar, Liou,
Tuytens, & del Fresno, 2015; Lin, 2009). Studies of educational networks have
suggested that a closely connected network of advice-seeking relationships
permits professionals to work collaboratively to improve their students’
performance (Daly, Der-Martirosian, Moolenaar, & Liou, 2014). Although a

practice supervisor can in theory be consulted, such a supervisor also plays a
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crucial role in approving the preservice teacher’s practice period, i.e.,
passing/failing or grading the students. Consequently, preservice teachers might
wish to avoid exposing their uncertainties and doubts to their practice supervisor.
Fellow students, however, are (metaphorically speaking) in the same boat. As
such, helpfulness on the part of fellow students can satisfy a deeply felt need that
cannot be met by the practice supervisor due to their pre-defined role. Peer
support describes such a behaviour, which involves helping a fellow student with
technical, instructional, or managerial issues, or providing human support in
situations that a student finds challenging (Bates, Latham, & Kim, 2011).
Network connectedness (Lin, 2009) and peer support through close social ties are
important components of good teacher training. Preservice teachers who are
socially connected to their peers more often have opportunities to exchange and
improve their instructional ideas and to build good relations for ongoing social
support (Jensen, 2012; Steinbrecher & Hart, 2012). In contrast, preservice
teachers who do not experience helpfulness from their fellow students will likely
find developing themselves as future teachers during their teaching practice more
demanding than those who do receive support from their fellow students.

What factors can be proposed to be related to peer support? First,
behaviour is related to motivation. Preservice teachers, however, can have
different sorts of motivational leanings. Intrinsic motivation is a term used to refer
to motivations that are inspired by gratification (Deci & Ryan, 1975). There are
grounds to expect that intrinsic motivation will be a factor positively associated
with peer support through close social ties (Ryan & Deci, 2000; Hypothesis 2).
Furthermore, we hypothesise that preservice teachers’ perception of discipline
problems will be negatively related to intrinsic motivation (Hypothesis 3).

Another motivational category is achievement goal motivation. This type

of motivation is derived from, for instance, the need to be respected by others or
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to be regarded as a skilled person. Hypothesis 4 is that achievement goal
motivation will generate (is positively related to) peer support through close
social ties (Dweck & Leggett, 1988). The justification for this hypothesis is that
individuals feel the need to be regarded as a positive person by those around them
(Wigfield, Eccles, Schiefele, Roeser, & Davis-Kean, 2007). Additionally, we
hypothesise that preservice teachers’ perceptions of discipline problems will be
negatively related to achievement goal motivation (Hypothesis 5).

Helping a fellow student can therefore involve an element of calculation.
However, it has been proposed that teachers, and therefore also preservice
teachers, genuinely wish to work together and to help learners who need
assistance (Belogolovsky & Somech, 2010). This can be called an altruistic
motivation (Roness, 2011). In other words, we believe that a personality
characteristic of preservice teachers is the desire to be perceived as a good role
model throughout their future teaching career, and that this too will generate
altruism toward fellow students (Kokkinos, 2007). Thus, Hypothesis 6 states that
an altruistic motivation for a future teaching career generates (is positively related
to) peer support through close social ties. Furthermore, we hypothesise that
preservice teachers’ perceptions of discipline problems will be negatively related
to altruistic motivation (Hypothesis 7). These three motivational categories
(intrinsic, achievement and altruistic) can be said to constitute the driving force
in a teacher that leads to action, regardless of whether the motivation is explicitly
regarded as intrinsic, extrinsic, or altruistic.

In addition to motivation, other cognitions and emotions may influence
the degree to which a preservice teacher is inclined to give peer support through
close social ties. Instructional self-efficacy varies among teachers as well as
among preservice teachers (Klassen & Chiu, 2010). Low self-efficacy due to a

lack of peer support is considered to be a problem (Organization for Economic
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Co-operation and Development, 2014). Preservice teachers with higher self-
efficacy beliefs might be more effective teachers than those with low self-efficacy
(Bates et al., 2011; Leader-Janssen & Rankin-Erickson, 2013). Behaviour is
related to situations in which the preservice teacher is exercising their profession.
Preservice teachers’ self-efficacy depends on mastering experiences during, for
instance, teaching practice (Gurvitch & Metzler, 2009). As preservice teachers
may experience demanding discipline problems (Kounin, 1971) during their
teaching practice, Hypothesis 8 states that such discipline problems are negatively
related to instructional self-efficacy, since these problems can contribute to
creating an imbalance between opportunities and challenges. Liou et al. (2017)
found that preservice teachers who had closer support from peers also tended to
have higher teaching scores on performance assessments. Thus, Hypothesis 9
states that self-efficacy generates (is positively related to) peer support through
close social ties. Self-efficacy is influenced by motivation, among other factors.
For preservice teachers, motivational categories are seen as important factors that
are related to their self-efficacy in learner engagement. We therefore hypothesise
that preservice teachers’ altruistic motivation will be positively associated with
their self-efficacy (Hypothesis 10). We also hypothesise that preservice teachers’
achievement goal motivation will be positively associated with their self-efficacy
in learner engagement (Hypothesis 11). Lastly, we hypothesise that preservice
teachers’ intrinsic motivation will be positively associated with their self-efficacy
(Hypothesis 12).

3. Materials and Methods

3.1. Samples and Procedures
The reported analysis is part of a research project in which Danish

preservice teachers’ perceptions were examined. A paper-based questionnaire
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was distributed to Danish preservice teachers in selected teacher education
programmes (i.e., at a university college). A total of 1,448 preservice teachers
participated. The survey was entirely anonymous; in this way, the privacy of
participants was respected. Owing to this anonymity, approval by the ethics
committee was not required by Danish law.

The sample from classes in Danish teacher education programmes was
randomly selected. Data collection was carried out as follows: Students at a
university college were given the paper-based questionnaire during obligatory
seminar teaching; the students were informed that participation was voluntary and
that they could withdraw from the survey at any point. None of the students who
were present declined to take part in the survey, so the response rate was nearly
100%.

3.2. Measurement Instruments

The questionnaire was constructed based on measurement instruments
previously reported in the literature, as well as on new developments (based on
Haladyna & Rodriguez, 2013). In the survey, the preservice teachers responded
to items on a seven-point Likert scale, where the alternative “four” represented a
neutral midpoint. The concepts were measured with two to four single items. The
analysis reported below was based on six measurement instruments. The internal
consistency for each concept was satisfactory, with a Cronbach’s alpha between

.71 and .89. The indicators for the concepts are shown in Table 1.
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Table 1: Overview of Consfructs and ltems

Intrinsic motivation (im) (adopted from Vallerand et al., 1992)
| want to be a teacher because:
« |t is exciting to teach (w22)
| want others to be interested in learning (w23)

Achievement goal motivation (pm) (adopted from Archer, 1994)
It is important to me:
* to be looked up to by the other students (w25)
« to be described as the best in the study group (w26)

Altruistic motivation (fg) (adopted from Roness, 2011)
It is important to me:
« to work with people (w29)
» to help people who need it (w30)

Perceived discipline problems during teaching practice (pb) (adopted from
Grey & Sime, 1989)

* Learners disturbing their fellow learners in their work (w83)

» Learners breaking class rules (w86)

* Learners making unnecessary hoise (w88)

* Learners leaving their desks without asking permission (w90)

Self-efficacy in learner engagement (en) (adopted from Skaalvik & Skaalvik,
2007)

To what extent will you as a future teacher:

» motivate those learners who show little interest in school work? (w6)

» manage to get the learners to believe that they can actually do well at
school? (w7)

Peer support through close social ties (ocb)
« | freely help other preservice teachers with teaching-related
questions (w60)
« | help other preservice teachers even though it is not strictly my
responsibility (w61)

4. Analysis

Structural equation modelling (SEM) was used to analyse the
relationships between the variables, following Kline (2005), Hancock and
Mueller (2013), and Brown (2015).
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SEM s suitable for confirmatory factor analysis and path analysis.
Assessments of fit between the model and the data were based on the following
indices: root mean square error of approximation (RMSEA), normed fit index
(NFI), goodness-of-fit index (GFI) and comparative fit index (CFl). RMSEA <
.05 and NFI, GFI and CFI > .95 indicated a good fit, while RMSEA < .08 and
NFI, GFl and CFI > .90 indicated an acceptable fit (Kline, 2005).

The measurement and structural models were estimated with IBM SPSS
Amos 21. The values of RMSEA, NFI, GFI and CFI indicated that the structural
model in Figure 1 had an acceptable fit. Table 2 gives an overview of the
hypotheses formulated in the section "Theoretical framework". The connections
between the hypotheses and the analyses presented in Figure 1 can be made
through the abbreviations in bold.

Table 2: Overview of hypotheses formulated in the section "Theoretical framework”.

H1 Preservice teachers’ perceptions of discipline problems (pb) will be
positively related to peer support (och)

H2 Intrinsic motivation (im) will be a factor positively associated with
peer support through close social ties (och)

H3 Preservice teachers’ perception of discipline problems (pb) will be
negatively related to intrinsic motivation (im)

H4 Achievement goal motivation (pm) will generate (is positively related
o) peer support through close social ties (och)

H5 Preservice teachers’ perceptions of discipline problems (pb) will be
negatively related to achievement goal motivation (pm)

H6 Altruistic motivation for a future teaching career (fg) generates (is
positively related to) peer support through close social ties (och).

H7 Perceptions of discipline problems (pb) will be negatively related to
altruistic motivation (fg)

H8 Discipline problems (pb) are negatively related to instructional self-
efficacy (en)

H9 Self-efficacy (en) generates (is positively related to) peer support
through close social ties (ocb)

H10 Preservice teachers’ altruistic motivation (fg) will be positively
associated with their self-efficacy (en)

H11 Preservice teachers’ achievement goal motivation (pm) will be
positively associated with their self-efficacy in learner engagement
(en)

H12 Preservice teachers’ intrinsic motivation (im) will be positively
associated with their self-efficacy (en)
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Figure 1. Estimated structural model. Intrinsic motivation (im),
Achievement goal motivation (pm), Altruistic motivation (fg), Perceived
discipline problems during teaching practice (pb), Self-efficacy in learner

engagement (en), Peer support through close social ties (ocb).

5. Discussion

This study focused on the antecedents of peer support among preservice
teachers. The analysis showed that achievement goal motivation and intrinsic
motivation were significantly related to peer support. This statistical connection

does not need to entail a causal relationship, but can be understood as the
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consequence of a common, though unidentified, causal factor. However,
achievement goal motivation and intrinsic motivation could also be interpreted as
antecedents of peer support. Intrinsic motivation reflects the pleasure and positive
experiences of participating in a role at the practice schools. This, of course, is a
positive mechanism in every sense of the word, both for teacher training and for
individual preservice teachers. Achievement goal motivation is often linked with
competitive attitudes, which is the opposite of being helpful. Another
interpretation could be that supportive behaviour nurtures one’s own ego to
achieve a superior position compared with peers.

If we believe that peer support should be nurtured, then a key question is
what factors contribute to achievement goal motivation and intrinsic motivation
in teacher training? One possible interpretation is that these findings steer us
towards the understanding that how others perceive one’s performance may be
significant to the level of peer support that is ultimately given. Selecting
applicants to teacher training programmes who have high achievement goal
motivation and high intrinsic motivation might be a possible implication for
practice if we presume that peer support is important and useful for close
relationships among preservice teachers (insofar as peer support supports one’s
own teaching and learning outcomes). Could teacher training programmes foster
motivation? This remains unclear. However, one assumption might be that we are
not locked into fixed personality traits; rather, we have room to develop ourselves
toward our own personal goals. However, our personalities are derived from
interactions with our environments, and these interactions are nothing if not
complex. We want those around us to have a positive impression of us, and this
desire can motivate us to show peer support through close social ties. If this
interpretation does reflect genuine causal processes, then the challenge is to

ensure that the proper conditions are in place to promote and develop achievement
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goal motivation and intrinsic motivation during teaching practice.

Surprisingly, the hypothesis regarding altruistic motivation was not
supported. The analysis also unexpectedly demonstrated that preservice teachers’
self-efficacy in learner engagement had almost no statistical association with peer
support. We believed that preservice teachers who had the desire to act as positive
role models for future learners would also display altruistic motives in their
behaviour during teacher training. However, only a weak association was found,
which surprised us. Evidently, this empirical relationship warrants more in-depth
research in the future if we are to gain a better understanding of the association
between altruistic motivation and peer support through close social ties.

Thus far, we have focused on variables that are closely related to
personality traits. However, the actual situations in which preservice teachers
operate are significant in terms of peer support through close social ties. In
addition, the analysis showed that the experience of discipline problems in
teaching situations had almost no association with the other concepts. This is
again surprising. Considering the research method’s emphasis on parsimonious
modelling, we had to limit the number of tests with respect to several aspects of
peer support. Future research in this area could extend the scope of this dimension
in empirical research by introducing additional conceptual distinctions within
peer support reflective of its multifaceted nature.

5.1. Implications

The findings of this study have implications for practice and for further
research. In Denmark, as in many European countries, the dropout rate from
teacher training is high; at the same time, it is predicted that there will be a
significant shortage of teachers within the next few years. Measures that
encourage and sustain peer support might therefore help to reduce dropout rates

during teacher training, thereby increasing the number of available teachers
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needed by schools. Interesting avenues for further research are how online
collaboration among preservice teachers might nurture their peer support
(Margaliot, Gorev & Vaisman, 2018; Janssen, Knoef & Lazonder, 2019) and how
digital practicum might give room for peer support via virtual coaching and
communities of practice (Keefe, 2020; Hamilton & Margot, 2019).

In the context of contemporary Danish teacher training, peer support has
thus far been regarded as extra-role behaviour. On the contrary, peer support
should be regarded as a civic virtue, much like altruism or conscientiousness. All
these characteristics presuppose authentic behaviour if they are to demonstrate
their true potential. From such a perspective, it would be paradoxical to define
peer support through close social ties as a part of the formal teacher training
curriculum (in other words, as in-role behaviour). Rewarding peer support via
formal arrangements in order to sustain social ties by, for instance, enhancing
grades in teaching practice could be construed as turning an emotional-ethical
value into a utilitarian value. On the other hand, it is possible to plot a direction
for genuine helpfulness among preservice teachers by deliberately assembling
small groups of students who have good personal relations during practice

periods.

5.2. Limitations of the Study

As with similar studies, this research was confronted by certain
methodological limitations (e.g., a cross-sectional approach cannot prove
causality) as well as conceptual challenges (e.g., parsimonious modelling). We
acknowledge these limitations but argue that they represent a foundation for
future studies. First, it should be emphasized that relatively little quantitative
research has been carried out on preservice teachers’ peer support; therefore, we
did not have a solid foundation of empirically based research on which to

complete our study.

20



Another limitation of this study was the use of self-reported questionnaire
data. These data can be biased by subjective factors. Independent judgements
based on observation can provide interesting data about an employee’s
performance, but such research is difficult to conduct while simultaneously
respecting respondent anonymity.

We also did not have the opportunity to couple preservice teachers’ self-
reports with objective performance-related goals, because it was not possible to
examine the associations between self-efficacy and student attainment.

Despite its shortcomings, this study contributes to our understanding of
the antecedents of Danish preservice teachers’ peer support. If the associations
between the independent and dependent variables represent causal relationships,
then our findings may have important implications for practice.

6. Conclusion

This study foregrounds the social dimension of preservice teachers.
Substantial research has been conducted on other aspects of preservice teachers’
arrangements during teaching practice and teacher training, specifically activities
designed by the teacher training institution. However, the study contributes to the
field because we do not know any other studies of antecedents of peer support
among preservice teachers. What we have discussed in this article is the kind of
spontaneous and informal helpfulness which, we argue, fills the gap in provisions
designed to support the preservice teacher’s personal growth in conducting the
teaching role. However, the facilitation of formal opportunities for collaboration
within programmes is also important. The education community could, for
instance, prioritize the social dimension of cohort design (Nobles, Dredger, &
Gerheart, 2012). While cultivating peer support could achieve better teaching
performance among preservice teachers and perhaps encourage preservice

teachers’ completion of training.
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We know little about how the design of formal opportunities for peer
support in professional knowledge contexts might work (Korthagen, Kessels,
Koster, Wubbels, & Lagerwerf, 2001). To the best of our knowledge, this topic
has not been specifically addressed in prior research (Liou et al., 2017). For this
reason, we believe that teacher training institutions should consider peer support
in their plans for providing good teacher training. In this article, we attempted to
identify which factors are statistically related to peer support through close social
ties. We conclude that both intrinsic and achievement goal motivation appear to
be antecedents of peer support. This conclusion may indicate what factors
researchers should be looking for when seeking better insights into how to foster
high-quality teacher training. Attention should be devoted to the quality of peer
relationships. In our own research, we have therefore attempted to follow up on
these findings by deploying a broader set of theoretical variables that will form
the basis on which to deduce testable, empirical traces of factors related to peer
support. It is our hope that other researchers may take an interest in this issue,
which, in our opinion, is an important indicator of quality in effective teacher

training programmes.
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