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Abstract
Purpose – The purpose of this paper is to report on a study that investigates the relationship between
organisational factors, Teachers’ Professional Development (TPD) and occupational expertise.

Design/methodology/approach – A survey was administered among 152 Dutch teachers in
secondary education.

Findings – Analysis of the data revealed that of the organisational factors, in particular, the
availability of organisational facilities contributes positively to the amount of TPD (that is, in training
programmes, and social networks). Furthermore, participation in social networks appeared to have a
positive influence on the development of occupational expertise.

Research limitations/implications – The study is cross-sectional (all data have been collected at
one point in time), and data have been gathered in one country, i.e. The Netherlands. It would be
interesting to examine the proposed model in a longitudinal study, in order to address issues of
causality. More research is also needed to explore the extent to which the findings would generalise to
other occupational settings and/or to other countries. Owing to the relatively small sample size, a
mediation model was not empirically tested. Future research using larger sample sizes is needed in
order to test whether participation in learning activities (partially) mediates the relationship between
organisational factors and occupational expertise.

Practical implications – It is important that HRM departments and HRD managers in schools offer
organisational facilities for teachers. These facilities should focus not only on the traditional formal
training activities, but also on creating opportunities for participation in social networks. This study
indicates that, particularly, participation in intra- and extra-organisational social networks enhances
occupational expertise. Managers can stimulate participation in these social networks by providing
enough social support.

Originality/value – Although teachers’ professional development is increasingly perceived as being
important in school settings, until now little empirical research has been available that investigates the
relationship between organisational factors, TPD, and occupational expertise.
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1. Introduction
The professional development of teachers has become an important issue on the
agenda of many educational institutions, and of the Dutch Ministry of Education
(Commissie Leraren, 2007). Teachers’ shortages in The Netherlands reinforce the risk
that unqualified teachers are given more responsibilities, than they can possibly deal
with, which is assumed to cause a negative effect on pupils’ performance (Cornet et al.,
2006). In order to enhance teachers’ occupational expertise [and their career potential
(see Van der Heijde and Van der Heijden, 2006; Fugate et al., 2004)], Teachers’
Professional Development (TPD) should be a central point of attention in HRM and
HRD policies in schools, as it is supposed to positively contribute to the performance of
teachers and, therefore, pupils’ learning outcomes.

Stimulating and guiding TPD is an important task of Human Resource
Management (HRM) and Human Resource Development (HRD) functions in schools.
Vermeulen (1997) pointed out that HRM in schools in The Netherlands has four main
categories of functions:

(1) recruitment, selection, replacement and discharge;

(2) assessment;

(3) rewarding and training; and

(4) (career) development.

TPD can be categorised under the functions of training and (career) development. An
important purpose of HRD research is to get more insight into the question how to
develop employees in organisations (McGoldrick et al., 2002; McGuire and Cseh, 2006).
Therefore, TPD is also an essential part of the HRD function in schools.

Little empirical research has been performed, investigating the impact of
organisational factors upon professional development, among the population of
teachers. For example, the research on TPD in The Netherlands, focused on the added
value of personal factors which indeed have been found to be important, such as,
cognitive and motivational factors (e.g. Kwakman, 2003; Van Eekelen, 2005). Much
learning at work, certainly by professionals, is an individual activity, based on
personal efforts at cognitive learning, skill development, and deliberate practice
(Dreyfus and Dreyfus, 2008; Ericsson, 2005). However, an organisational context
wherein further professional development is nourished, and sound HRM and HRD
practices are advocated, might be of added value as well. Therefore, by means of this
study, we aim to obtain information on the predictive value of organisational factors
upon the further development and amount of expertise of teachers in their daily work.
The findings of our research enable us to specifically advise school management and
HRD professionals how these factors are to be brought into action in order to guarantee
teachers’ growth and development.

Extensive research in the domains of HRM and HRD has been executed that looks at
the organisational factors important for the professional development of employees,
like structural factors (e.g. an adequate learning infrastructure) at the level of the
organisation at large (Packer and Sharrar, 2003; Wenger and Snyder, 2000) and
building social-psychological relationships (Bakker and Demerouti, 2007; Van der
Heijden, 2003). This literature has formed the basis of the organisational factors
studied in this article (see section 3 for an elaborate discussion of these particular
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factors). Although we do acknowledge that there are barriers to TPD, we took a
positive psychological approach (Froman, 2010), that is to say, we looked at the
organisational factors promoting TPD. Apart from organisational predictors of TPD,
we will also look at work-related outcomes.

Kwakman (2003) assumed that TPD, conceptualised as participation in professional
learning activities (that is, how one learns (Eraut, 2004)), is strongly connected to
learning outcomes, and results (what is learned), though she did not empirically
investigate this herself, yet, stressed the importance to include this in further research
approaches. In a similar vein, Cheetham and Chivers (2001) called for future research
that investigates possible correlations between particular learning mechanisms, and
the development of particular kinds of competence. Therefore, next to organisational
factors influencing TPD, we will empirically study the effects of TPD (that is, training
participation, and participation in social networks) on an important learning outcome:
the amount of perceived occupational expertise of teachers. Occupational expertise is a
key variable in the light of employees’ broader career development (Van der Heijden,
1998; Van der Heijden et al., 2009). With investigating this learning outcome, we
elaborate Kwakman’s research model (Kwakman, 1999, 2003). To the best of our
knowledge, this relationship has not been empirically investigated up to now for
teachers. Our main research question is as follows:

RQ1. What are the effects of organisational factors promoting TPD, and what, in its
turn, are the effects of TPD on perceived occupational expertise for teachers in
secondary education?

In the next section we will define teachers’ professional development and occupational
expertise. After that, we will discuss the organisational factors promoting TPD. Then,
the methodology and results sections follow. This article ends with the conclusions and
discussion.

2. Defining teachers’ professional development and occupational expertise
Teachers’ professional development
In order to be able to investigate the influence of organisational factors on TPD, we
first need to conceptualise, and subsequently, to operationalise TPD. In this article,
TPD is conceptualised in line with Hoyle and John (1995), and with Kwakman (2003).
Hoyle and John (1995, p. 17) defined TPD as: “The process by which teachers acquire
the knowledge, skills, and values which will improve the service they provide to
clients”. Kwakman (2003) conceptualised this process further as participation in
professional learning activities. Her conceptualisation can be positioned in the learning
participation research tradition (Murphy and Cross, 2006; Wang and Wang, 2004).
Traditionally, learning was focused on education and training, in more or less formal
classroom-based settings. Although problems regarding the transfer of the newly
learned during training to the workplace, have been recognised (Baldwin and Ford,
1988), training is still assumed to be highly important for organisations nowadays
(Smith et al., 2006).

In reaction to the previously mentioned transfer problems, the range of possible
learning activities has been broadened by including informal learning activities in the
workplace as well (Cheetham and Chivers, 2001; Eraut, 2004; Marsick and Watkins,
2001). Informal learning is often defined by contrasting it with formal learning (Eraut,
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2004; Marsick and Watkins, 2001). For instance, Marsick and Watkins (2001, p. 25)
defined it as: “[. . .] not typically classroom-based or highly structured, and control of
learning rests primarily in the hands of the learner.” The workplace is a typical place
where informal learning can occur, as the workplace context entails a wide range of
more or less structured environments, which are only rarely organised with learning in
mind. The latter implies that new points of view to research on learning are brought
about (Eraut, 2004).

Cheetham and Chivers (2001) have provided an elaborate overview of informal
learning activities (mainly in the workplace) amongst people working in professions,
and emphasised the key contribution of informal learning to the acquisition of full
professional competence. They also stated that professional learning is a complex
process, and that, often, individuals, themselves, are not even aware of how and what
they have learned. For a better understanding of informal professional learning, a
number of learning theories is important, including behaviourism, cognitive
approaches, mixed approaches (a combination of behaviourist and cognitive
principles), constructivism, discovery learning, and theories of adult development (see
Cheetham and Chivers, 2001, for more elaborate discussions of these learning theories).
We agree with Cheetham and Chivers (2001), that adhering to any single theoretical
perspective limits our capabilities in fully explaining the complexities of learning.

Also, with regard to the teaching profession, informal learning activities gained in
importance (Hoekstra et al., 2009), notwithstanding the fact that formal programmes
are still in favour (Commissie Leraren, 2007). It is important for informal learning of
teachers to take place, that teachers themselves, as well as school administrators, do
not only consider pupils but also the teachers themselves as learners (Hoekstra et al.,
2009). There are many types of informal learning activities, like working with clients
(such as, in our case, pupils), tackling challenging tasks, working alongside others,
participation in group activities and networking (Cheetham and Chivers, 2001; Eraut,
2004).

Because social networking is increasingly propagated for facilitating continuous
learning (e.g. in Cheetham and Chivers, 2001), in this contribution, we will focus on this
type of informal learning activity. Learning in everyday work situations often
originates from social events (Poell and Van der Krogt, 2003), that enable social
interactions among people (Eraut, 2004). A social event at the workplace is, for
example, talking with colleagues, or with supervisors, during team meetings. Such
encounters, whether impromptu or organised, appear to facilitate the exchange of
information, which may be relevant for job execution and further competence
development (Isaacs et al., 1996; Kraut et al., 1990).

Van der Heijden (2002a) pointed out that participation in intra- and
extra-organisational social networks, such as committees, work groups, and other
types of social networks, is crucial for an employees’ survival in an organisation.
Though it is acknowledged that not all professional learning that takes place during
active participation in these kinds of networks is beneficial for the teachers’ primary
concern (i.e. quality of teaching in class), it nevertheless is, in varying degrees,
contributing to it, depending on the type and class of the social network. For example,
participation in the employees’ council is probably not adding to classroom teaching
competence, but participation in a discussion group about “how to use a digital
whiteboard in the classroom” is (Cordingley et al., 2003).
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As previously stated, training activities remain important. Cheetham and Chivers
(2001) view formal (training) programmes as instrumental for providing the highly
needed specialist knowledge and theory, although they assumed them to provide not
more than a basic grounding. Van der Heijden (2002a) distinguished between the
following three formal training and development courses:

(1) in one’s own job domain;

(2) in a different, or new job domain; and

(3) aimed at one’s personal development.

By means of survey research, we will quantitatively test the effect of these three types
of more traditional, formal training activities, in addition to participation in intra- and
extra-organisational social networks, on perceived occupational expertise. As such, we
aim to test the added value of informal learning, over and above, formal learning
activities (Eraut, 2004; Marsick and Watkins, 2001), enabling us to determine possible
limitations of formal programmes (Cheetham and Chivers, 2001).

Occupational expertise
Both what a person knows and what a person actually does, revealed by his or her
overt behaviour, are taken to be the key issues in studying occupational expertise. We
will follow the line of thought as explained by Van der Heijden (1998), who argued that
“competence” and “expertise” could be used interchangeably, referring to the personal
qualities and capabilities that are needed in the present-day workforce. To her opinion,
competence involves not only ability but also the allocation and acceptance of
responsibility in one’s job. This responsibility is not logically inherent to one’s
expertise, but it is probably an indispensable condition for gaining expertise. Further
development of one’s professional competence or occupational expertise is only
possible in a situation where an employee is able to exploit or sell the knowledge and
skills with which he or she is equipped, and “last but not least” wherein the employee
experiences the need to improvise building upon a combination of applied knowledge
and reflection (see also Cheetham and Chivers, 2000). For example, gifted people not
given the opportunity to employ their faculties tend not to be regarded as experts. This
is why occupational competence and occupational expertise are interpreted as having
the same meaning, namely expertise at work.

Although professional competence development has been widely studied in
industrial and commercial settings (Grangeat and Gray, 2007), there is a serious lack of
empirical research within the teaching profession. In the light of teachers’ professional
competence development, in particular, collective work situations, such as, spurring
exchanges among teachers and school partners (like community-based professionals
and parents) seem to be key for further enhancement of their knowledge and skills, i.e.
their occupational expertise base (Grangeat and Gray, 2007). To define occupational
expertise we build upon the work of Van der Heijden (2002a, 2003), and Van der Heijde
and Van der Heijden (2006), and conceptualise the term as a conglomerate of four
aspects (Van der Heijde and Van der Heijden, 2006):

(1) knowledge;

(2) meta-cognitive knowledge;

(3) skills; and

(4) social recognition.
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Following Alexander et al. (1991), three different kinds of knowledge are distinguished:

(1) declarative (“knowing that”);

(2) procedural (“knowing how”); and

(3) conditional (“knowing when and where or under what conditions”).

The second aspect, that is, meta-cognitive knowledge refers to self-insight or
self-consciousness. Skills incorporate the particular skills an employee must possess in
order to perform qualitatively well, and that are necessary to fulfill professional tasks.
The requirement of social recognition implies that only in case an employee is
recognised by important key figures (for example, one’s supervisor and close
colleagues) as a person with outstanding capabilities, the employee is labelled as such.

3. Organisational factors promoting TPD
In the HRM and HRD literature one can find several organisational factors that are
assumed to promote the professional development of employees (Bakker and
Demerouti, 2007; Packer and Sharrar, 2003; Van der Heijden, 2003; Wenger and Snyder,
2000). Evers et al. (under review), discussed several types of organisational factors, of
which two will be investigated in this study:

(1) structural factors at the level of the organisation at large; and

(2) factors referring to social-psychological relationships.

First, the structure of an organisation is the result of the formal differentiation of tasks,
and authority, in an organisation (Creemers and Sleegers, 2003). An adequate learning
infrastructure, and the availability of sufficient learning facilities are necessary
conditions in order to enable TPD (Darling-Hammond, 1998; Wenger and Snyder,
2000).

Second, Sahlstein and Duck (2001, p. 372) defined a social (psychological)
relationship as: “[. . .] a process created through the spontaneous and recurrent action
and communications of the partners”. Although, often, relationships are treated as
something people have, Sahlstein and Duck (2001) emphasised that relationships are
built, and sustained by doing through language, discourse and social behaviour.
Bakker and Demerouti (2007) mentioned supervisor and co-worker support as
examples of social relationships in the workplace that foster learning and development.
Moreover, Kwakman (2003) found some empirical evidence for a positive relationship
between co-worker support and participation in learning activities.

In this contribution, we will investigate two structural factors at the organisation at
large:organisational facilities and provisions, and three factors referring to
social-psychological relationships: social support from one’s immediate supervisor,
social support from one’s close colleagues, and attention by one’s immediate supervisor
for a broader career development. The reason we focused specifically on these
organisational factors, is that Van der Heijden (2002b, 2003) already demonstrated that
they positively contribute to professional competence development of employees, in
various occupational sectors (except the organisational factor provisions which was
added as an extra factor in this study). A further explanation of the meaning of these
organisational factors, and an elaboration on the reasons why we expect these factors
to be relevant for TPD, will be presented in the next paragraphs.
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The organisational facilities enhance the professional competence development of
employees (Van der Heijden, 2003), and can be defined as the possibilities or
availability for employees to learn, and to further develop themselves in the context of
their own working organisation. Without being offered learning opportunities, the
professional development of employees will be seriously hindered. Therefore, we
assume that organisational facilities are a relevant condition for TPD to take place.

Next to organisational facilities, we will deal with provisions. The factor provisions
emerged in a pilot study among ten teachers aimed at investigating the face validity of
the organisational factors that we distinguished in the context of this study (see under
Measures, section 4, for more specific information). It is expected that if teachers
receive compensation for participation in training, and social networks, in terms of
time and fees (that is, provisions), TPD will be enhanced.

A salient factor that has been confirmed to be of importance in several studies and
that we include in this study is (social) support (e.g. Ashton, 2004; Koike, 2002; Felstead
et al., 2005; Van der Heijden, 2002b, 2003). Social support comprises four functions
(House, 1981; Van der Heijden, 2003):

(1) instrumental;

(2) emotional;

(3) appraisal; and

(4) informational.

Instrumental support is support that is aimed at completion of concrete tasks. Second,
emotional support refers to the health-improving potentials of social support by
enhancing one’s self-esteem. Third, appraisal support is defined as the transmission of
information that is relevant to self-evaluation. Finally, informational support helps
individuals to help themselves, so that they are able to proceed with their tasks.

Furthermore, in any organisation two parties seem to be especially important as it
comes to providing support for learning and professional development: one’s
immediate supervisor (Felstead et al., 2005; Van der Heijden, 2003); and one’s (close)
colleagues (Blokhuis, 2006; Van der Heijden, 2003). As one’s immediate supervisor and
one’s close colleagues are salient actors in teachers’ live, we expect social support from
these parties to be of particular importance in predicting TPD.

In addition to support from one’s immediate manager, and support from one’s close
colleagues, another factor of influence on the professional development of employees,
with teachers being no exception, comprises the attention by one’s immediate
supervisor for a broader career development (Commissie Leraren, 2007; Van der
Heijden, 2002b, 2003). Only where supervisors encourage employees to think about,
and to actually invest in their further career development, is occupational expertise to
be developed.

The relationships discussed so far can be summarised in an integrated research
model (see Figure 1) which we have labelled as the Teachers’ Professional
Development (TPD) and occupational expertise-model (Evers et al., under review). The
model is comprehensive as it is a combination of Kwakman’s (1999, 2003) line of
thinking, and the previous research of Van der Heijden (2003). As stated before,
Kwakman (1999, 2003) investigated participation in professional learning activities,
and its predictors. Although her research was highly valuable, she incorporated a
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limited number of organisational factors, and did not explain the process by which
TPD leads to an increase in occupational expertise. Van der Heijden (2003) investigated
occupational expertise, and its organisational predictors, yet, not being the scope of her
research, she did not investigate how TPD is enhanced by organisational predictors.
For a more elaborate discussion of the advantages of interlacing the studies of
Kwakman (1999, 2003), and the one from Van der Heijden (2003), see Evers et al. (under
review).

In our research model (see Figure 1), personal characteristics are incorporated as
well, although these will mainly be used as control variables. As we are interested in
the effect of age, we will compare two age categories of teachers:

(1) between 20-45 years of age; and

(2) between 46-65 years of age.

Previous research has indicated that employees participate less in training and
development after their forties (Van der Heijden, 1998). Referring to occupational
health research, De Lange et al. (2006) stated that the factor “age” has often only played
the role of covariate or confounder (see also Griffiths, 1997). Similarly, also in career
research, few researchers have paid attention to possible underlying processes, such as
age-related stereotyping, by studying differences in relationships between model
variables for particular age groups (see for instance Van der Heijden, 1998; Warr, 1992,
for some valuable exceptions). In our study, the distinction between younger and older
employees (. 45) (see Collins, 2003; Finkelstein and Farrell, 2007; Shultz and Adams,
2007) is based on the respondent’s chronological or calendar age.

Gender and educational qualification will be used as control variables. The specific
school where the teacher is employed is also controlled for, in order to take possible

Figure 1.
The proposed integrated

research model of TPD
and occupational expertise
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differences in the amount of participation in learning activities between schools into
account.

4. Methodology
Sample and procedure
Secondary schools in The Netherlands comprise a considerable amount of students,
varying between 800 and 1.500 students (mean is 1.400 students) (CBS, 2008). Since the
nineties, the government policy is aimed to enlarge the amount of students per school,
based upon the assumption that large schools are better equipped to provide their
educational services. Data was collected by means of a survey in six secondary schools
in Limburg, a province in the southern part of The Netherlands. Of the participating
schools, four schools provided all levels of general, as well as, initial, vocational
education. Two schools only provided initial vocational education. Questionnaires
were collected via e-mail. Of the 665 teachers who were approached (two reminders
have been sent), 152 returned the questionnaire (response rate of 23 per cent). This
response rate is quite average, nowadays, for questionnaires collected on-line, as
Sheehan (2001) has reported.

Our final sample consisted of 78 men (51.3 per cent), and 74 women (48.7 per cent).
This is a reasonable representation of the Dutch population of teachers in secondary
education as a whole (57 per cent men and 43 per cent women, percentages based on
full-time equivalents (Statistieken Arbeidsmarkt Onderwijssectoren, 2009a,
September)). With respect to age, 39 per cent of the teachers fell in the age category
of 20-45 years, and 61 per cent in the age category of 46-65 years. This outcome is also
comparable with the Dutch population of teachers in secondary education as a whole
(43 per cent of the teachers fall in the 20-44 age category, and 57 per cent in the 45-65
age category, percentages based on full-time equivalents (Statistieken Arbeidsmarkt
Onderwijssectoren, 2009b, September)). With regard to educational qualification level,
59 of the teachers (38.8 per cent) appeared to have a (University) Masters’ degree and 93
(61.2 per cent) had a Bachelors’ degree. This outcome is not completely representative
for the Dutch population of teachers as a whole (around 30 per cent hold a University
Masters’ degree, and 70 per cent hold a Bachelors’ degree (Vogels and
Bronneman-Helmers, 2006)).

Measures
The survey questionnaire was developed in close cooperation with ten teachers
working in secondary education (pilot study group), who looked at the item
formulation, and the appropriateness of the items (their face validity). All items and
constructs (except the construct “provisions”) had already been thoroughly tested as
regards their psychometric qualities, i.e. validity and reliability (see for more specific
information on the operationalisation of the concepts Van der Heijden (2000, 2003), and
Van der Heijde and Van der Heijden (2006)).

With some exceptions, all scale items were found to be suitable for inclusion in this
study among teachers. As far as the operationalisation of occupational expertise was
concerned, the outcomes of the pilot study indicated that some items were not suitable
for empirical research among teachers, as far as word choice was concerned, and had to
be changed (we will go more deeply into this issue further on in this section). A few
items had to be deleted because they appeared not to be appropriate in a secondary
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educational setting. For the calculation of all scale means, one missing item per
participant was allowed.

Occupational expertise. To measure the dependent variable, “occupational
expertise”, 12 items from Van der Heijde and Van der Heijden (2006) have been
used. All items were scored using six-point (self-)rating scales. From the original 15
items that were proposed to measure the construct of occupational expertise (Van der
Heijde and Van der Heijden, 2006), three items were deleted because, according to the
pilot study group, they appeared to be inappropriate in a secondary educational
setting. The first item was: “The quality of my skills are of a . . . level” (ranging from:
(1) “very low” to (6) “very high”). This item was deleted because the pilot study
participants unanimously believed that all teachers with a degree in teaching (which
this study focuses on), should and probably will answer “very high” to this item,
because they are qualified, implying that the variance in outcomes will be too low to
allow for effective discrimination. The second and third item were: “During the past
year, how sure of yourself have you felt at work?” and “Overall, how do you see
yourself in terms of your work performance?” The pilot study participants were of the
opinion that these were not quite clear when it comes to measuring occupational
expertise of teachers. This means that there was a lack of face validity for these items.
Cronbach’s alpha for the “occupational expertise” scale in this study was 0.90.

Teachers’ participation in professional learning activities. The factor “participation
in professional learning activities”, was measured by means of four items derived from
Van der Heijden (2002a). The first three items were formulated as follows: “How many
days in the past two years have you spent on training and/or development
courses . . . ..? The type of training on the dotted line being, respectively, “in your own
job domain”, “in a different or new job domain”, and “aimed at your further personal
development”. The fourth item was formulated as follows: “How many intra- and
extra-organisational social networks (like committees, work groups, and other types of
social networks) do you participate in?”

Organisational factors. The category of organisational factors consisted of the
constructs “organisational facilities”, “provisions”, “social support from one’s
immediate supervisor”, “social support from one’s close colleagues”, and “attention
by one’s immediate supervisor for a broader career development”.

“Organisational facilities” has been measured based on the original four items by
Van der Heijden (2003). The first three items were formulated as follows: “In your
opinion, are the possibilities in your school to participate in . . . sufficient?” The type of
facilities on the dotted line are respectively “training and/or development courses in
your own job domain”; “training and/or development courses in a different, or new job
domain” and “intra- and extra-organisational social networks”. The original fourth
item by Van der Heijden (2003): “In your opinion, are the possibilities in your
organisation for a further personal development sufficient?” was changed into: “In your
opinion, are the possibilities in your school to work on your further (general)
competencies sufficient?” All four items have been measured on a four-point rating
scale ranging from: (1) “no possibilities at all”, (2) “insufficient possibilities”, (3) “yes, in
theory, but . . . ” and (4) “yes”. Cronbach’s alpha was 0.81.

From the consultation of the ten teachers in the pilot study, it appeared that
“provisions” (in terms of time and fees compensation for participation in training and
social networks) were also seen as possibly important in terms of the amount of
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participation in professional development activities. Therefore, four extra items with
regard to “provisions” were formulated in close cooperation with the pilot study
participants. The first three items were formulated as follows: “Do you receive
provisions from your employer, for your participation in . . .?” With, respectively
“training and/or development courses in your own job domain”, and “training and/or
development courses in a different, or new job domain” and “intra- and
extra-organisational social networks” on the dotted line. The fourth item was
formulated as follows: “Do you receive provisions of your employer for working on
your further (general) competencies?” For these items a two-point rating scale has been
used ranging from: (1) “no”, to (2) “yes”. Cronbach’s alpha comprised 0.81.

“Social support from one’s immediate supervisor” and “social support from close
colleagues” were measured on a six-point rating scale. Of the four original items
used by Van der Heijden (2002b, 2003) to measure “social support from the
immediate supervisor”, one item seemed not appropriate according to the pilot study
participants: “Is your immediate supervisor in general ready to help you with the
performance of your tasks?” The pilot study group declared that they mainly
carried out their work independently (in the classroom) without direct help of their
supervisor. Cronbach’s alpha was 0.84. For “social support from one’s close
colleagues”, the original four items of Van der Heijden (2002b, 2003) have been used.
Cronbach’s alpha was 0.73.

“Attention for a broader career development by one’s immediate supervisor” was
measured by means of seven items. These were selected from the original list of 24
items (Van der Heijden, 2003), in close consultation with Van der Heijden, and were
further adapted with respect to wording by consulting the pilot group of teachers. The
following items have been used:

(1) Have activities concerning your function or your functioning been initiated, by
your immediate supervisor, during the past two years?

(2) Have activities concerning your participation in intra- and extra-organisational
social networks been initiated, by your immediate supervisor, during the past
two years?

(3) Have activities concerning your participation in training and/or development
programmes in your own job domain been initiated, by your immediate
supervisor, during the past two years?

(4) Have activities concerning your participation in training and/or development
programmes in a different or new job domain been initiated, by your immediate
supervisor, during the past two years?

(5) Have activities concerning your mobility to other functions been initiated, by
your immediate supervisor, during the past two years?

(6) Did you have a discussion on your further personal development with your
immediate supervisor in the past year?

(7) Did you have a discussion on career development, with your immediate
supervisor, in the past year?

For each item, a two-point rating scale has been used: (1) “no” to (2) “yes”. Cronbach’s
alpha was 0.69.
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5. Results
Descriptive statistics
In Table I, the descriptive statistics (means, standard deviations, reliability
coefficients, and inter-correlations between all model variables) are shown. As
Table I shows, all indices, except for “Attention for a broader career development by
one’s immediate supervisor” (alpha was 0.69), had sufficient alpha levels $ 0.70
(Nunnally, 1978). The means for participation in the distinguished types of training
activities were rather low, implying that the teachers in our sample have not
participated in many training days in the past two years. It appeared that for “training
in a different or new job domain”, even 89 per cent of the respondents had scored in the
lowest category (1-10 days). Because the variance of this variable was interpreted as
being low, it was decided to delete this variable in further (regression) analyses.
Moreover, Table I shows that especially the factor “organisational facilities” is
significantly correlated with “participation in training activities”, and with
“participation in social networks”. “Social support from one’s immediate supervisor”
appeared to be significantly correlated with particularly “participation in social
networks”. Finally, “participation in social networks” appeared to be significantly
associated with “occupational expertise”.

Regression analyses
In order to test the relationship between the distinguished organisational factors, on
the one hand, and participation in training activities, and social networks, on the other
hand, multiple hierarchical stepwise regression analyses have been performed (see
Table II for the specific outcomes). In the first step of the regression analysis, dummies
for the variable “specific school where the teacher was employed” (six different
schools), and the personal characteristics gender and educational qualification (two
categories: “Master” and “Bachelor”), were entered in the regression model as control
variables.

In previous research, age has been found to have an influence on participation in
training activities (Van der Heijden, 2002a, 2003). Especially, it appears that employees
who have passed their forties participate less in training. Because we were especially
interested in possible age effects we entered age (two categories: 20-45 years; and 46-65
years) in step two of the regression analysis. Opposed to our expectation, we could not
find an age effect in our study.

In step three of the regression analysis, the organisational influencing factors were
entered. Because the sample in this study was relatively small ðn ¼ 152Þ; also effects at
a 0.10 significance level are reported. As can be seen from Table II, especially
organisational facilities had an influence on the amount of participation in training
activities in one’s own job domain ðb ¼ 0:23; p , 0:05Þ; on the amount of training
activities aimed at one’s further personal development ðb ¼ 0:25; p , 0.01), and on the
amount of participation in social networks of teachers ðb ¼ 0:20; p , 0.05). Social
support from one’s immediate supervisor appeared to contribute significantly to the
amount of participation in social networks as well ðb ¼ 0:17Þ; although the effect was
only significant at a 0.10 significance level. Attention for a broader career development
by one’s immediate supervisor appeared to have a positive effect on participation in
training aimed at one’s further personal development ðb ¼ 0:25; p , 0.01).
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Table I.
Means, standard
deviations, reliability
coefficients (Cronbach’s
alphas on the diagonal),
and inter-correlations
between the model
variables
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In order to test the effect of teachers’ participation in professional learning activities on
occupational expertise, a multiple regression analysis was performed. The results are
depicted in Table III. Only participation in social networks appeared to contribute to
the amount of occupational expertise of teachers ðb ¼ 0:23; p , 0.01).

Dependent variables

Predictors
Participation training

own job domain
Participation training
personal development

Participation
social networks

Step 1
School 1 20.03 20.19 * * 0.09
School 2 20.01 20.04 20.02
School 3 0.01 20.06 0.18 *

School 4 20.13 20.07 0.15 *

School 5 20.06 0.07 0.03
Gender 20.19 * * 20.22 * * * 20.00
Educational qualification 20.06 0.03 20.15 *

Step 2
Age 20.10 20.09 20.00

Step 3
Organisational facilities 0.23 * * 0.25 * * * 0.20 * *

Provisions 20.04 0.02 0.05
Social support immediate
supervisor 0.08 0.14 0.17 *

Social support close
colleagues 20.04 20.13 0.05
Attention for broader
career development 0.12 0.25 * * * 0.08

Model summary
Step 1 D R square 0.07 0.06 0.08
Step 2 D R square 0.01 0.01 0.00
Step 3 D R square 0.06 0.10 0.10
Full model R square 0.14 0.17 0.18
Overall F 1.6 * 2.19 * * 2.31 * * *

Notes: Standardised regression coefficients (Beta) shown for the last step in the regression; *p , 0.10
* *p , 0.05 * * *p , 0.01; n ¼ 152

Table II.
Hierarchical regression
analyses with personal

characteristics and
organisational factors as

predictors, and
participation in training
and social networks as

dependents

Dependent variable
Predictors Occupational expertise

Step 1
Part. training own job domain 0.02
Part. training personal development 0.05
Part. social networks 0.23 * *

Full model R square 0.06
Overall F 3.17 *

Notes: Standardized regression coefficients (Beta) are shown; *p , 0.05 * *p ,0.01; n ¼ 152

Table III.
Hierarchical regression

analysis with
participation in training
and social networks as

predictors, and
occupational expertise as

the dependent variable

Teachers’
professional

development

37



6. Conclusions and discussion
Reflection upon the outcomes
In this study, several concepts have been used that were distilled from the domains of
HRM and HRD, and that were supposed to contribute to teachers’ professional
development, and, subsequently, to the development of occupational expertise in
secondary education. The outcomes of our study suggest that “organisational
facilities” is the most important predictor in the light of teachers’ participation in
professional learning activities. From this outcome, we conclude that in case schools
offer ample opportunities to participate in activities like training and social networks,
chances that teachers will indeed use these opportunities increase. Although the
relationship is weaker, there are indications that social support from one’s immediate
supervisor is a relevant predictor for the participation in social networks as well.

Attention for a broader career development by one’s immediate supervisor
appeared to only have a positive effect on the amount of participation in training aimed
at one’s personal development. From this outcome, we may conclude that in case the
supervisor is focusing upon the broader career of his or her subordinates, employees
will be positively guided towards a broader career thinking too. According to Van der
Heijden et al. (2009), management, in particular one’s immediate supervisor, should
focus upon facilitating career across working life, which helps enhancing workers’
competences throughout their life-span.

The investigation of the relationship between participation in professional learning
activities, on the one hand, and occupational expertise, on the other hand, led to some
interesting results. Only the amount of participation in social networks, both inside and
outside one’s current school, appeared to be positively related to the amount of
occupational expertise of teachers. An increase in the amount of participation in training
activities appeared not to have any effect on occupational expertise. Based upon this
outcome, we are inclined to conclude that teachers’ participation in social networks is
more important for the development of their occupational expertise, than participation in
training activities. This could indicate that learning activities within the workplace
context have a larger impact on occupational expertise than activities like training.
However, although participation in social networks is potentially important for the
development of occupational expertise, by no means will all social networks at work lead
to learning pertaining to all types of occupational expertise and sometimes few
opportunities for learning exist. For example, as has also been stated in the introduction,
participation in the employees’ council is probably not adding to classroom teaching
competence and is occasionally focused on procedures that are limiting learning.

Limitations of the study and recommendations for further research
This study has some limitations, which give us directions for future research. First of
all, other learning activities and factors could be included in the proposed model. For
example, TPD is defined by means of only four learning activities:

(1) participation in training and courses with respect to the own job domain;

(2) a different or new job domain;

(3) further personal development; and

(4) in intra- and extra-organisational social networks.
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There are indications to conclude that these four learning activities should be
expanded with some other learning activities in the workplace context, because they
might have a more considerable impact on occupational expertise. Kwakman (2003)
defined quite a number of learning activities at the workplace that could be fruitful to
further investigate in our proposed model, like reading, experimenting and reflecting.
Additionally, it might be interesting to include learning activities related to
Information Technology, given its increasing impact nowadays. Apart from these
learning activities, it could be interesting to also incorporate other organisational
factors in our proposed model.

Second, as the regression analysis, with social support from one’s immediate
supervisor included as a predictor variable appeared to have a high b-coefficient,
although only significant at a 0.10 significance level, it would be interesting to test the
TPD & occupational expertise-model using a larger sample size, in order to more safely
conclude on its contribution. Moreover, when having larger sample sizes, one can also
work with more advanced analyses techniques, such as SEM (Structural Equation
Modeling).

Third, this study is cross-sectional (all data have been collected at one point in time).
It would be useful to investigate the proposed model in a longitudinal study, in order to
address issues of causality. Research using multi-wave designs can provide more
specific information about the stability and change of the variables, and about
cross-lagged (i.e. over time) relationships compared with our cross-sectional approach
(De Lange et al., 2004; Taris and Kompier, 2003).

Fourth, further research is also needed to investigate the extent to which our
findings would generalise to other occupational settings and/or to other countries, that
is to say, whether they are culturally invariant.

Fifth, in this study both self-ratings have been used for the predictors and the
outcomes, which may lead to a common-method bias. Moreover, Van der Heijden (1998)
found that employees rate themselves significantly higher as far as occupational
expertise is concerned, compared to their supervisors, implying a so-called “leniency
effect” (Cascio, 1991). On the other hand, some person-bound factors can be better
assessed by the employees.

Finally, due to the relatively small sample size, we were not able to empirically test
for mediation (Fritz and MacKinnon, 2007). We recommend future research using
larger sample sizes, in order to test whether participation in learning activities
mediates the relationship between organisational factors and occupational expertise.

Practical implications
In short, in this study a theoretical model comprising organisational predictors of
teachers’ professional development (TPD), and its effect on occupational expertise has
been empirically tested. Although the sample size was relatively small, our results
legitimate a more thorough investigation in using a larger sample so that the
above-mentioned concerns can be taken into account.

Furthermore, our results suggest that school management and HRD professionals
in schools should offer teachers ample organisational facilities so that they can
participate in professional learning activities. The results also implicate not to focus
singularly on the traditional formal training activities – as is the case now (Commissie
Leraren, 2007) – but on informal learning activities as well, like participation in social
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networks. This research showed that especially participation in intra- en extra
organisational social networks adds to teachers’ occupational expertise, the latter
being a key variable in the light of employees’ broader career development (Van der
Heijden et al., 2009). A specific way for managers to stimulate teachers’ participation in
social networks, is to provide a reasonable amount of social support. As previously
explained in this article, social support comprises four functions to which managers
could pay attention (House, 1981; Van der Heijden, 2003):

(1) instrumental, aimed at the completion of concrete tasks;

(2) emotional, referring to enhancing teachers’ self-esteem;

(3) appraisal, referring to information relevant to self-evaluation; and

(4) informational, which helps individuals to help themselves.

It is essential for managers and HRD professionals to show leadership by not only
investing more in social networks and informal learning, but also to provide the
necessary support for teachers so that they can use informal learning opportunities in
the workplace to its fullest potential. This kind of leadership is what we need to
develop schools for the future.
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