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Purpose: The present study aimed to design and validate a comprehensive model of 

supportive school culture focused on newly recruited teachers and to identify the 

causal, contextual, intervening, strategic, and outcome-related factors influencing the 

development and sustainability of such a culture within schools. 

Methods and Materials: This applied-developmental study employed an 

exploratory mixed-methods design. In the qualitative phase, grounded theory 

methodology following Strauss and Corbin’s approach was used. Data were collected 

through semi-structured interviews with 23 educational experts, including faculty 

members, educational administrators, human resource specialists, and teacher 

trainers. Through open, axial, and selective coding, 521 open codes and 107 axial 

codes were identified and organized into a paradigmatic model. In the quantitative 

phase, the proposed model was validated using structural equation modeling (SEM). 

The statistical population consisted of public-school teachers in West Azerbaijan 

Province, Iran. A sample of 280 teachers was selected through multistage cluster 

sampling. Data were collected using a researcher-developed questionnaire derived 

from the qualitative findings. Reliability and validity indices, including Cronbach’s 

alpha, composite reliability, average variance extracted, discriminant validity, and 

model fit indicators, were assessed before testing the structural model. 

Findings: Structural equation modeling confirmed the adequacy and validity of the 

proposed model. Significant direct effects were found between causal conditions and 

the central phenomenon (β = 0.500, t = 12.495), contextual conditions and supportive 

strategies (β = 0.372, t = 3.388), intervening conditions and supportive strategies (β 

= 0.378, t = 5.891), and the central phenomenon and supportive strategies (β = 0.456, 

t = 12.741). The strongest relationship emerged between supportive strategies and 

educational outcomes (β = 0.735, t = 22.144), indicating that implementation of 

supportive strategies substantially enhanced positive outcomes. Measurement model 

assessment demonstrated acceptable reliability and convergent validity, while 

discriminant validity was confirmed through both the Fornell–Larcker and HTMT 

criteria. Overall model fit indices were excellent (SRMR = 0.009, NFI = 0.912, GOF 

= 0.851), supporting the robustness of the proposed framework. 

Conclusion: The findings indicate that supportive school culture is a 

multidimensional construct shaped by structural, managerial, cultural, psychological, 

and professional factors. The validated model demonstrates that comprehensive 

support systems—including psychosocial care, professional development 
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1. Introduction 

ducation systems today operate within a context of 

rapid social, cultural, technological, and 

organizational transformation, and these changes have 

intensified expectations placed on schools and teachers. In 

such a context, teachers are no longer regarded merely as 

transmitters of curriculum content, but as central agents of 

educational quality, socialization, innovation, equity, and 

institutional development. The capacity of schools to 

respond effectively to contemporary educational demands 

depends greatly on teachers’ professional competence, 

psychological readiness, work motivation, and sustained 

commitment to the profession. Among all teacher groups, 

newly recruited teachers occupy a particularly strategic 

position because their first years of service shape their 

professional identity, teaching self-efficacy, commitment to 

the organization, and long-term career orientation. Empirical 

evidence has shown that teachers’ attitudes and school 

culture are important predictors of elementary teachers’ self-

efficacy, indicating that the school environment can either 

strengthen or weaken teachers’ belief in their professional 

capacities (Zahed Babolan et al., 2025). Similarly, research 

on school climate has demonstrated that teachers’ 

perceptions of their working environment are closely related 

to satisfaction and self-efficacy, suggesting that supportive 

organizational conditions are essential for both teacher well-

being and instructional effectiveness (Aldridge & Fraser, 

2016). Therefore, the induction and stabilization of newly 

recruited teachers should be understood not as an individual 

adjustment process alone, but as a systemic, cultural, and 

organizational responsibility of schools. 

The early years of teaching are widely recognized as a 

vulnerable and decisive phase in the professional life course 

of teachers. Newly recruited teachers often enter schools 

with theoretical knowledge, initial pedagogical preparation, 

and strong motivation, yet they may face complex realities 

such as classroom management problems, administrative 

ambiguity, role conflict, workload pressure, limited collegial 

support, and emotional strain. The transition from teacher 

preparation programs to real school environments can create 

a gap between professional expectations and actual 

organizational experiences. Studies on first-year teachers 

describe this transition as an encounter with a new 

professional landscape in which teachers must learn how to 

inhabit unfamiliar institutional, relational, and pedagogical 

spaces (Couvier et al., 2018). Evidence also suggests that 

starting well in the profession has a significant influence on 

teachers’ job satisfaction and career intentions, emphasizing 

that early career support is not a peripheral concern but a 

determinant of professional sustainability (Hulme, 2022). In 

the absence of adequate induction structures, newly recruited 

teachers may experience diminished motivation, reduced 

instructional confidence, professional isolation, and a 

growing intention to leave the profession. Teacher turnover 

has been identified as a major challenge for educational 

systems because it disrupts school stability, reduces 

instructional continuity, and imposes organizational and 

financial costs (Carver-Thomas & Darling-Hammond, 

2017). Moreover, school organizational contexts have been 

shown to be associated with teacher turnover and student 

achievement, highlighting that teacher retention is not only 

a human resource issue but also a matter of educational 

quality and equity (Kraft et al., 2016). 

A growing body of literature indicates that professional 

environments in schools can either accelerate or constrain 

teacher development. Supportive professional environments 

provide opportunities for feedback, collaboration, learning, 

participation, and meaningful professional growth, whereas 

fragmented and isolating environments often restrict 

teachers’ development and weaken their sense of belonging. 

Kraft and Papay have shown that professional environments 

can promote teacher development and explain differences in 

returns to teaching experience across schools (Kraft & 

Papay, 2014). This finding is particularly important for 

newly recruited teachers because their professional growth 

is highly dependent on the quality of the organizational 

setting in which they begin their careers. In this regard, 

school culture is a key construct that connects the structural, 

relational, psychological, and pedagogical dimensions of the 

opportunities, collaborative learning structures, equitable policies, and participatory 

leadership—play a crucial role in strengthening professional identity, enhancing 

teaching performance, increasing job commitment, fostering collaborative school 

environments, and reducing occupational burnout among newly recruited teachers. 

The model offers a practical and evidence-based framework for educational 

policymakers and school leaders seeking to improve teacher retention, professional 

growth, and educational quality. 
Keywords: Newly recruited teachers; Supportive school culture; Teacher induction; 

Professional identity; Educational leadership; Professional development; Structural equation 

modeling; Grounded theory. 
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school. School culture includes shared values, norms, 

expectations, interaction patterns, leadership practices, and 

collective assumptions that shape how teachers experience 

their work. Research in Iranian elementary schools has also 

confirmed the relationship between school culture and 

teacher effectiveness, with learning culture functioning as an 

important mediating factor (Amin Bidokhti et al., 2016). 

Similarly, studies have shown that school culture mediates 

the relationship between effective school components and 

the quality of lesson study among elementary teachers, 

indicating that collaborative and learning-oriented cultures 

can improve professional practice (Rohi et al., 2021). 

Accordingly, supportive school culture should be 

conceptualized as a foundational organizational condition 

for novice teacher development. 

Supportive school culture is especially important for 

newly recruited teachers because it provides the conditions 

necessary for psychological safety, professional learning, 

collegial interaction, and organizational adaptation. A 

supportive culture helps novice teachers interpret challenges 

not as signs of incompetence, but as expected stages of 

professional growth. It also enables them to receive 

constructive feedback, observe experienced colleagues, 

participate in professional conversations, and gradually form 

a stable professional identity. Kutsyuruba and colleagues 

emphasized the role of supportive school cultures in 

mitigating cultural and contextual factors affecting 

beginning teachers, showing that support must be embedded 

in the everyday culture of the school rather than limited to 

isolated programs (Kutsyuruba et al., 2017). Later research 

on head-of-school engagement in teacher induction and 

mentoring similarly demonstrated that school leaders play a 

decisive role in shaping induction experiences and 

sustaining mentoring structures (Kutsyuruba & Bezzina, 

2024). In addition, studies on empowering beginning 

teachers argue that induction should support not only 

instructional competence but also well-being, agency, and 

professional confidence (Wilcoxen et al., 2019). These 

findings suggest that the effectiveness of teacher induction 

depends substantially on the cultural and organizational 

ecology of the school. 

One of the most frequently discussed mechanisms for 

supporting newly recruited teachers is mentoring. Mentoring 

can provide novice teachers with professional guidance, 

emotional reassurance, practical classroom strategies, and 

opportunities for reflective learning. In Iran, several studies 

have examined mentoring for newly employed teachers and 

have attempted to identify its core elements and design 

contextually appropriate models. Niroomand and colleagues 

designed a mentoring model for newly employed teachers in 

the national education system based on grounded theory and 

from the perspective of educational sociology (Niroomand 

et al., 2022b). In another related study, the same research 

group examined the importance of mentoring elements and 

components for newly employed teachers, emphasizing the 

need for structured support within the education system 

(Niroomand et al., 2022a). However, although mentoring is 

important, it is insufficient when implemented as an 

individual or temporary intervention detached from school 

culture. A mentor cannot compensate for an unsupportive 

principal, a punitive evaluation climate, weak professional 

collaboration, limited resources, or a culture of isolation. 

Thus, mentoring should be integrated into a broader model 

of supportive school culture that includes leadership, 

policies, professional learning communities, psychological 

care, and equitable access to resources. 

The role of school leadership is central in the formation 

and maintenance of supportive school culture. Leaders 

influence teachers’ work experiences through 

communication, decision-making structures, recognition, 

resource allocation, conflict management, and expectations 

for collaboration. Research has shown that school leaders 

have a decisive role in attracting, recruiting, developing, and 

retaining early career teachers (Johnson et al., 2019). 

Instructional leadership and teacher collaboration have also 

been found to affect teacher job satisfaction, demonstrating 

that leadership practices are closely connected to the 

relational and professional dimensions of the school 

environment (Liu et al., 2021). In the Iranian context, 

distributed leadership has been shown to influence teachers’ 

self-efficacy through the mediating role of school culture, 

suggesting that leadership becomes most effective when it 

transforms the culture of interaction, participation, and trust 

within the school (Mohammadzadeh et al., 2024). Ethical 

leadership has likewise been linked with school culture and 

teachers’ innovative work behaviors, with psychological 

safety playing a mediating role and dynamic personality 

functioning as a moderator (Sepehvand et al., 2024). These 

studies collectively indicate that supportive culture is not 

produced spontaneously; rather, it requires intentional 

leadership that establishes trust, psychological safety, 

participatory decision-making, and professional growth 

norms. 

Beyond leadership, supportive culture requires structural 

and policy-level arrangements that stabilize support for 

newly recruited teachers. Human resource policies, 

https://portal.issn.org/resource/ISSN/2645-3460
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recruitment procedures, retention strategies, evaluation 

systems, workload distribution, access to professional 

development, and equity-oriented resource allocation all 

shape the extent to which novice teachers perceive the 

school system as supportive. In underserved or deprived 

areas, these issues become even more critical because newly 

recruited teachers may face additional challenges related to 

infrastructure, resource shortages, social distance, and 

professional isolation. A qualitative study of human resource 

recruitment and retention processes in deprived educational 

areas demonstrated the complexity of attracting and 

retaining teachers in disadvantaged contexts and highlighted 

the importance of context-sensitive policies (Kazemi et al., 

2022). Similarly, research on novice teacher recruitment and 

retention in a Midwestern state identified contextual factors 

that influence beginning teachers’ decision to remain in or 

leave the profession (Schutter & Lehmann, 2024). These 

findings suggest that supportive school culture cannot be 

reduced to interpersonal warmth; it must also include 

institutional mechanisms that make support predictable, 

equitable, and sustainable. Studies comparing the 

effectiveness of supportive contracted teachers and recruited 

literacy movement teachers from school principals’ 

perspectives further point to the importance of employment 

pathways and institutional support conditions in shaping 

perceived teacher effectiveness (Farahmand, 2024). 

Another essential dimension of supportive school culture 

is the professional preparation and ongoing development of 

teachers. Teacher education institutions are expected to 

equip future teachers with pedagogical knowledge, 

classroom management skills, reflective capacity, and 

practical readiness; however, the transition from pre-service 

preparation to in-service teaching often reveals gaps 

between theory and practice. Research on practicum 

curriculum design for Farhangian University using grounded 

theory has emphasized the need for field-based, practice-

oriented, and contextually relevant teacher preparation 

models (Gholamzadeh et al., 2022). When novice teachers 

enter schools without adequate practical preparation, the 

school’s supportive culture becomes even more important in 

helping them adapt, learn, and grow. Continuous 

professional development, collaborative inquiry, peer 

observation, lesson study, coaching, and feedback-based 

evaluation are therefore essential components of a support 

system. Studies of the relationship between school 

organizational culture and teachers’ work motivation have 

also shown the mediating role of psychological 

empowerment, suggesting that teachers are more motivated 

when the organizational culture strengthens their sense of 

competence, meaning, autonomy, and influence (Khaleghi et 

al., 2022). Thus, professional support should not be limited 

to occasional workshops; it must be embedded in the daily 

learning culture of the school. 

Psychological and socio-emotional support constitutes 

another major component of supportive school culture. 

Newly recruited teachers often experience anxiety, self-

doubt, emotional exhaustion, and fear of negative 

evaluation, especially when they lack access to experienced 

colleagues or supportive administrators. Research 

comparing positive psychology training and mindfulness-

based cognitive therapy among physics student-teachers 

showed that psychological interventions can improve self-

efficacy and reduce teaching anxiety (Hajizadeh Anari & 

Miri, 2025). This finding reinforces the need to consider 

teacher mental health and occupational well-being as 

integral dimensions of induction and professional support. 

Similarly, studies on cultivating resilience and success 

among novice teachers emphasize that support systems 

should be responsive to diverse contexts and should 

strengthen teachers’ resilience, belonging, and professional 

confidence (Diab & Green, 2024). Schumacher’s work on 

empowering beginning teachers through co-created 

sanctuaries of learning also suggests that novice teachers 

need emotionally safe and relationally rich environments in 

which they can experiment, reflect, and grow without fear of 

humiliation or failure (Schumacher, 2022). Therefore, a 

supportive school culture must include psychological safety, 

empathy, counseling roles, constructive communication, and 

care-oriented management. 

The communicative and counseling roles of school 

administrators and vice-principals are particularly important 

in creating safe and supportive school environments. Vice-

principals and other school leaders often serve as mediators 

between formal policy expectations and teachers’ everyday 

professional needs. Research examining the communicative, 

supportive, and counseling roles of school vice-principals 

has highlighted their importance in building a supportive 

educational environment (Heydari Tayeb & Akbari Kia, 

2024). In addition, the role of teachers themselves in creating 

safe and supportive environments for effective learning has 

been emphasized, indicating that supportive culture is co-

produced by administrators, teachers, colleagues, and the 

wider school community (Safarian Piralilu et al., 2024). 

From this perspective, supportive school culture is not 

merely a top-down managerial product; it is a distributed 

cultural pattern sustained through reciprocal relationships, 

https://portal.issn.org/resource/ISSN/2645-3460
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collegial norms, and shared responsibility. Such a culture 

enables newly recruited teachers to participate in 

collaborative learning, seek help without stigma, develop 

professional agency, and gradually internalize the values and 

practices of the teaching profession. 

International studies further show that induction support 

varies across cultural and policy contexts, and therefore 

models of support should be sensitive to local educational 

structures. Research on types of support received by novice 

Chilean head teachers during induction demonstrates that 

beginning educators require multiple forms of support for 

professional learning, including guidance, accompaniment, 

feedback, and institutional recognition (Moreno Díaz et al., 

2025). Likewise, mixed-methods research on what works to 

retain beginning teachers in the profession has identified 

multiple determining factors, confirming that retention is 

shaped by a combination of personal, organizational, 

relational, and contextual variables (Göregen et al., 2024). 

These findings support the need for comprehensive models 

that move beyond single-factor explanations of novice 

teacher retention. In the Iranian educational context, broader 

policy and cultural considerations are also important. For 

instance, the design and validation of a multicultural 

education policy model in Iran’s public education system 

demonstrates the necessity of developing educational 

models that are responsive to national, cultural, and 

institutional conditions (Mohremi et al., 2025). Similarly, 

research on the relationship between school culture and 

teacher effectiveness in elementary schools confirms the 

importance of local school culture in shaping educational 

outcomes (Zarei Shokatabadi, 2022). Therefore, a model of 

supportive school culture for newly recruited teachers must 

be grounded in the specific realities of the national education 

system while remaining informed by international literature. 

Despite the growing body of research on teacher 

induction, mentoring, school climate, leadership, and 

teacher retention, several conceptual and empirical gaps 

remain. Many studies have examined isolated factors such 

as mentoring, leadership style, school climate, self-efficacy, 

psychological safety, or professional development, but 

fewer studies have integrated these dimensions into a 

comprehensive model that explains how causal conditions, 

contextual factors, intervening conditions, strategies, and 

outcomes interact in the formation of supportive school 

culture. Existing research has shown the importance of 

school climate for teacher satisfaction and self-efficacy 

(Aldridge & Fraser, 2016), the relevance of professional 

environments for teacher development (Kraft & Papay, 

2014), the consequences of teacher turnover for schools and 

students (Carver-Thomas & Darling-Hammond, 2017; Kraft 

et al., 2016), the value of supportive induction and mentoring 

(Kutsyuruba & Bezzina, 2024; Niroomand et al., 2022a, 

2022b), and the role of leadership and collaboration in 

teacher satisfaction and self-efficacy (Liu et al., 2021; 

Mohammadzadeh et al., 2024). However, a locally grounded 

and empirically validated model that captures the 

multidimensional nature of supportive school culture for 

newly recruited teachers remains necessary. Such a model 

can provide both theoretical clarification and practical 

guidance for policymakers, school administrators, teacher 

educators, and human resource planners seeking to improve 

teacher retention, professional identity, instructional 

performance, and educational quality. 

The present study aimed to design and validate a 

comprehensive model of supportive school culture for newly 

recruited teachers by identifying its causal conditions, 

contextual conditions, intervening conditions, strategies, and 

outcomes through an exploratory mixed-methods approach. 

2. Methods and Materials 

This research, in terms of its objective, falls within the 

domain of applied-developmental studies, as it aims to 

design and validate a model of supportive school culture for 

newly recruited teachers. From a methodological 

perspective, the present study was conducted using an 

exploratory mixed-methods approach (qualitative–

quantitative). This means that initially, qualitative methods 

were employed to identify the core components and 

indicators, and subsequently, in the quantitative phase, the 

validity of the proposed model was tested. 

In the qualitative phase, a qualitative approach utilizing 

the grounded theory strategy was implemented. This method 

was selected due to the necessity of deeply identifying the 

components of a supportive culture within the real context 

of Iranian schools. Existing models from other educational 

systems were not fully compatible with local structural and 

cultural conditions. Grounded theory provided the 

opportunity to develop a locally grounded model, informed 

by real data derived from the experiences of educational 

experts, which aligns with the cultural and organizational 

context of schools in Iran. 

Data in this phase were collected through semi-structured 

interviews. Participants included faculty members, 

education administrators, human resources experts, and in-

service trainers, all of whom possessed sufficient awareness 

https://portal.issn.org/resource/ISSN/2645-3460
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of the challenges and needs of newly recruited teachers. The 

sampling procedure began purposively and continued 

through a snowball method until theoretical saturation was 

achieved. In total, interviews were conducted with 23 

experts. The inclusion criteria for participants were: a) 

having expertise and research or executive experience in the 

field of education and school management, b) direct 

familiarity with the issues and needs of novice teachers, and 

c) holding at least a master’s degree. 

Interviews lasted on average 45 to 60 minutes and were 

fully recorded with informed consent, then transcribed. The 

interview protocol included general themes regarding 

dimensions of supportive culture, but the conversation flow 

was flexible, adapting to participants’ responses. Data 

analysis followed Strauss and Corbin’s systematic 

methodology. During open coding, initial concepts were 

extracted directly from the data. Subsequently, in axial 

coding, these concepts were organized into main categories, 

and their relationships were clarified according to the 

paradigm model, which includes causal conditions, core 

phenomenon, intervening conditions, contextual factors, 

strategies, and outcomes. Finally, through selective coding, 

the main categories were integrated, resulting in the 

conceptual model of supportive school culture for newly 

recruited teachers. 

To assess the validity of the interviews regarding 

supportive school culture in schools, a method similar to the 

“Glen tool” mentioned in some references was employed. In 

this approach, an expert coder first codes a sample of 

interviews, and then these codes are compared with those 

coded by the researcher. The percentage of agreement 

between the two sets of codes is considered as content 

validity. This indicator demonstrates the extent to which the 

interview questions are relevant to the research topic and 

how much consensus exists among experts regarding their 

importance. In this study, the researcher had extracted 21 

codes from the sixteenth interview, while the second coder 

identified 20 codes from the same interview. Table 1 

presents the codes extracted by the two coders, where a value 

of one indicates agreement between coders, and a value of 

zero indicates disagreement between the two researchers. 

This rigorous methodological framework ensured that the 

data collected were systematically analyzed and that the 

resulting model was both empirically grounded and 

culturally relevant. By combining qualitative exploration 

with quantitative validation, the study provides a 

comprehensive approach to understanding and fostering 

supportive school cultures tailored to the needs of newly 

recruited teachers. 

 

Table 1 

Codes Extracted by Two Coders 

Codes Extracted by Coder 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 

Coder 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 

Coder 2 1 1 1 0 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 

As shown in Table 1, the two coders agreed 20 times and 

disagreed once. Therefore, when the numbers are applied in 

the formula, the obtained inter-rater agreement coefficient 

equals 95 percent. Considering that the agreement 

coefficient exceeds 0.6, it can be concluded that the 

instrument used for code extraction possesses considerable 

validity. 

In the quantitative phase, to validate the conceptual model 

derived from the qualitative section, structural equation 

modeling (SEM) was employed. The statistical population 

for this phase included all teachers in public schools of West 

Azerbaijan Province. Given the presence of 28 components 

in the conceptual model, based on the rule of thumb for SEM 

studies, a minimum of 280 samples was required. 

Accordingly, a sample of 280 teachers was selected using a 

multi-stage cluster sampling method. 

The data collection instrument in this phase was a 

researcher-made questionnaire based on the components 

identified in the qualitative section, designed as a five-point 

Likert scale. To ensure the accuracy of the instrument, the 

reliability of the questionnaire was assessed, and Cronbach’s 

alpha coefficient for the entire questionnaire was found to be 

0.847. 

3. Findings and Results 

The data analysis in this study was conducted based on 

the three stages of open coding, axial coding, and selective 

coding, in accordance with Strauss and Corbin’s grounded 

theory. In the open coding stage, data are broken down into 

smaller components, compared, conceptualized, and 

categorized. This stage begins with the identification of 

https://portal.issn.org/resource/ISSN/2645-3460
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concepts and ultimately leads to the discovery of categories. 

Concepts are subjective labels that the researcher assigns to 

events, incidents, and phenomena, whereas categories are 

more abstract and general concepts derived from grouping 

related concepts. In this study, the analysis of data from 23 

in-depth interviews during the open coding stage resulted in 

the identification of 521 open codes and 107 axial codes. 

Table 2 

The categories and subcategories identified in the second stage of coding 

Row Axial Code Selective Code Grounded 

Theory 

Categories 

1 Lack of staged professional development system; Absence of policies for guiding novice 

teachers; Instability of post-employment support; Lack of organizational adaptation 

programs; Deficiency of professional mentoring system 

Lack of institutional support 

structure 

Causal 

Conditions 

2 Job stress and psychological disorders overlap; Role-identity imbalance; Negative self-

concept based on experience; Anxiety in decision-making without a model; Sense of 

professional inadequacy 

Professional-psychological 

challenges 

 

3 Intergenerational value conflict; Lack of effective intergenerational interaction; Resistance 

to new-generation innovations; Social exclusion of novice teachers; Absence of experience 

transfer system 

Generational gap in the 

workplace 

 

4 Theory-practice gap in education; Lack of classroom management skills; Sole focus on 

theory without practical training; Lack of real environment simulation; Absence of pre-

service educational feedback 

Weak professional 

preparedness system 

 

5 Lack of professional growth roadmap; Absence of organized mentoring system; Ignoring 

individual needs of novice teachers; Insufficient induction packages; Lack of continuous 

learning opportunities 

Lack of professional 

development roadmap 

 

6 Content misalignment; Lack of university-school link; Theory-practice gap in teacher 

education; Ignoring field skills in university; Lack of practical experience for students 

Gap between university and 

school 

 

7 Sense of professional isolation; Performance anxiety; Lack of emotional support at 

workplace; Confidence crisis; Fear of negative evaluation 

Professional isolation and 

occupational anxiety 

 

8 Organizational culture incompatibility; Pressure to accept unwritten organizational norms; 

Role-expectation conflict; Cultural anxiety; Collegial tension 

Organizational adaptation 

tension 

 

9 Professional trust; Social-professional acceptance; Supportive attitude; Human capital 

approach; Acceptance of innovation 

Perceived managerial 

support 

Contextual 

Conditions 

10 Administrative flexibility; Bureaucratic complexity; Hierarchical responsibility 

distribution; Organizational accountability; Coordination across administrative levels; 

Information transparency 

Educational bureaucratic 

structure 

 

11 Transparency and fairness in recruitment; Retention programs; Effective incentive systems; 

Qualitative and supportive evaluation systems; Opportunities for professional growth and 

promotion; Constructive performance feedback 

Educational human resource 

policies 

 

12 Professional collaboration and participation among teachers; Mutual respect and effective 

interaction; Growth-oriented learning; School-community participation; Attention to 

cultural and ethnic diversity; Support for innovation 

Educational cultural context 

 

13 Educational leadership; Effective communication; Supportive planning; Participatory 

decision-making 

Quality of educational 

management 

Intervening 

Conditions 

14 Allocation of financial resources for support programs; Distributive justice; Resource 

flexibility 

Financial-human resources 

 

15 Facilitation and peer-guided learning abilities; Skill in providing constructive feedback to 

novice teachers; Familiarity with counseling and emotional-professional support methods; 

Teaching experience 

Coaching skills 

 

16 Incentive policies; Support for continuous professional growth programs; Provision of 

meaningful promotion and learning opportunities; Financial and non-financial incentives 

Policy-maker support 

 

17 Communication infrastructure; Educational digital equipment; Teacher training in the use 

of educational technology; Technical and specialized support in resolving technology issues 

Digital learning 

infrastructure 

 

18 Design of formal staged professional support structures; Development of in-school trainer 

programs 

Targeted and staged 

professional support 

Strategies 

19 Implementation of occupational mental health programs; Establishment of regular 

counseling services in schools 

Multi-layered psychosocial 

care 
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20 Formulation of support laws for novice teachers; Creation of formal and permanent 

educational support structures 

Stable structural and legal 

support 

 

21 Creation of financial and professional incentives for attracting and retaining teachers; 

Enhancing social status of new teachers 

Professional status and job 

motivation 

 

22 Fair distribution of learning opportunities for novice teachers; Allocation of support 

resources based on needs 

Educational justice and equal 

access 

 

23 Establishment of growth-oriented and non-punitive evaluation systems; Creation of regular 

professional feedback sessions 

Professional participation 

and growth-oriented 

feedback 

 

24 Promotion of collaborative learning culture among teachers; Strengthening in-school 

learning groups 

Interpersonal interaction and 

collaborative learning 

 

25 Reduction of early job exit tendency in initial service years; Increasing occupational 

resilience in facing challenges 

Reduced occupational 

burnout 

Outcomes 

26 Growth of organizational belonging and increased loyalty to the teaching profession; 

Enhancing teachers’ belief in teaching and classroom management abilities 

Increased occupational 

commitment 

 

27 Improvement in teaching and learning quality in novice teachers’ classrooms; Reduction of 

instructional errors due to inexperience 

Optimized teaching 

performance 

 

28 Expansion of experience exchange culture and mutual support among teachers; Increased 

motivation for participation in team learning and action research 

Formation of collaborative 

culture 

 

29 Increased self-confidence and professional identity in the teaching role; Elevation of public 

perception of teachers’ social status 

Strengthened professional 

identity 

 

Through the analysis of the categories of the research 

paradigm model in the field of creating and strengthening a 

supportive culture in schools, the main category is 

determined in such a way that it encompasses all dimensions 

related to newly hired teachers. Accordingly, the category of 

“Creating and Strengthening a Supportive Culture in 

Schools with a Focus on Newly Hired Teachers” is 

introduced as the central core of the research, which 

represents a comprehensive concept of designing and 

implementing processes and strategies that lead to the 

creation of a sense of security, psychological and 

professional support for novice teachers, and enable their 

professional growth and development with motivation and 

confidence. 

In this framework, causal conditions are recognized as 

primary influencing factors that pave the way for the 

formation or non-formation of a supportive culture. Among 

these conditions is the lack of an institutional support 

structure, which indicates the absence of formal support 

policies and frameworks in schools. Additionally, the 

professional-psychological challenges of newly hired 

teachers—such as job anxiety, stress, professional isolation, 

and feelings of loneliness—resulting from generational 

gaps, weaknesses in professional preparation systems, the 

absence of a professional development roadmap, and the gap 

between university education and the real needs of schools, 

are considered significant obstacles. Moreover, tensions 

arising from organizational adaptation and the perception of 

managerial support, which reflect the degree of attention and 

support from school managers toward teachers, have a 

notable impact on their motivation and job satisfaction. 

Next, contextual conditions are introduced as the 

environmental structure and overall background for the 

formation of a supportive culture, including the bureaucratic 

educational structure, educational human resources policies, 

the prevailing cultural context in schools, and the quality of 

educational management—all of which play a decisive role 

in creating a favorable environment for teacher support. 

Intervening conditions refer to factors that can facilitate or 

enhance the development of a supportive culture, such as 

sufficient financial and human resources, managerial and 

experienced teacher coaching skills, support from 

educational policymakers, the use of digital education 

infrastructure, and the provision of staged and targeted 

professional support tailored to the diverse needs of newly 

hired teachers. 

The proposed strategies in this model consist of a set of 

planned and purposeful actions for creating and 

strengthening a supportive culture, including multi-layered 

psycho-social care to reduce stress and anxiety, sustainable 

structural and legal support, enhancement of professional 

status and job motivation, ensuring educational equity and 

equal access to development opportunities, strengthening 

professional participation and growth-oriented feedback, 

developing interpersonal interactions and collaborative 

learning, and effective measures to reduce occupational 

burnout. 

In the strategies section of the model for creating and 

strengthening a supportive culture in schools with a focus on 
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newly hired teachers, in addition to the anticipated practical 

and operational solutions, a subsection entitled 

“Requirements” is included, derived from the country’s top-

level and strategic educational documents and 

internationally recognized frameworks. These requirements 

are extracted from sources such as the Fundamental 

Transformation Document of Education (2011), the National 

Curriculum Document of Iran (2010), the Statute of Schools 

of the Islamic Republic of Iran, UNESCO educational 

frameworks, and the National Education Document of the 

Republic of Turkey, and play a guiding and policy-directing 

role in the supportive system. 

These requirements include key elements such as 

“Professional Support for Newly Recruited Teachers,” 

which emphasizes providing continuous and targeted 

opportunities to strengthen the skills and capacities of novice 

teachers. “Teacher Mental Health and Occupational Well-

being” is highlighted as a core priority, aiming to improve 

psychological conditions and reduce stress and job anxiety. 

“Collegial Communication and Interaction” focuses on 

enhancing collective learning, experience exchange, and 

mutual support among teachers and managers. 

“Organizational and Managerial Support” refers to 

providing legal, structural, and cultural foundations enabling 

managers and the education system to perform effective 

supportive roles. 

Furthermore, “Continuous Professional Growth and 

Development” is defined as a dynamic process for enhancing 

teachers’ knowledge, skills, and professional attitudes. 

“Participation in Decision-Making” and “Observance of 

Educational Equity” are two critical elements for fostering a 

sense of belonging, motivation, and equal opportunities 

within the school environment. “Evaluation of Professional 

Growth and Progress” plays a key role in identifying 

educational needs and planning professional development 

programs. “Professional Identity Formation” helps 

strengthen the social and psychological status of teachers, 

thereby sustaining their job motivation. “Interaction with 

Parents and the Community” aims to establish broader 

support networks and encourage active involvement of 

families and social institutions in the education process. 

“Support for Creativity and Innovation” creates a dynamic 

and engaging environment for teacher growth and 

motivation. “School Organizational Learning” contributes to 

developing the school’s collective capacity for problem-

solving and continuous improvement in teaching. 

Additionally, “Utilization of Educational Technology” 

enhances the quality of education and facilitates access to 

modern scientific and pedagogical resources. 

Integrating these requirements within the strategies 

section provides a comprehensive and coherent framework 

for educational policymaking that, while ensuring alignment 

with top-level documents, establishes the foundation for 

continuous, comprehensive, and effective support of newly 

hired teachers, ultimately leading to the strengthening of a 

supportive culture and the enhancement of educational 

quality in schools. 

The outcomes of successfully implementing this model 

include increased job commitment of newly hired teachers, 

optimization of their teaching performance, formation of a 

collaborative and cooperative culture in schools, and 

strengthening of teachers’ professional identity—all of 

which contribute to improving education quality and 

sustaining the education system. Additionally, ongoing and 

active interaction among newly hired teachers, managers, 

and colleagues through regular meetings, training 

workshops, and digital platforms plays a crucial role in 

consolidating and reinforcing the supportive culture, 

assisting teachers in their professional development, and 

increasing job satisfaction. 

Based on a precise analysis of the components and the 

relationships among them, the proposed model for 

policymaking in the field of creating and strengthening a 

supportive culture in schools with a focus on newly hired 

teachers should be systematically and continuously designed 

and implemented based on these elements and strategies to 

ensure its effectiveness and sustainability. Considering the 

analysis process and the dimensions, components, and 

strategies derived from the open, focused, and core codes, 

the following model is presented for educational 

policymaking: 

 

 

 

Figure 1 

Paradigmatic Model of Grounded Data Method Results 
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In the quantitative section, the conceptual model derived 

from the grounded data model was validated using structural 

equation modeling (SEM). Prior to conducting SEM 

analysis, it is essential to assess the validity and reliability of 

the research instrument to ensure the adequacy of the 

measurement model. In this study, the face validity of the 

questionnaire was first examined through expert judgment; 

ambiguous items were revised and corrected based on their 

opinions. Then, using Smart PLS software, the convergent 

validity, discriminant validity, and construct reliability were 

calculated. For greater precision, Cronbach’s alpha, 

composite reliability, and the average variance extracted 

(AVE) were also examined. The results indicated that the 

research instrument possesses an acceptable level of validity 

and reliability, providing the necessary basis for analyzing 

the conceptual model through structural equation modeling. 

Table 3 

Validity and Reliability for the Measurement Model 

Variable Average Variance Extracted (AVE) Composite Reliability (CR) Cronbach’s Alpha 

Causal Conditions 0.675 0.891 0.835 

Contextual Conditions 0.541 0.874 0.827 

Intervening Conditions 0.648 0.897 0.847 

Phenomenon 0.727 0.888 0.827 

Strategies 0.580 0.803 0.793 

Outcomes 0.562 0.811 0.743 

To examine the reliability of the constructs, Cronbach’s 

alpha and composite reliability (CR) indices were calculated. 

The results indicated that the values of both indices for all 

research variables were above 0.7, reflecting satisfactory 

internal consistency and adequacy of the measurement 

instrument. Furthermore, to assess convergent validity, the 

Average Variance Extracted (AVE) was computed, which 

was above 0.5 for all constructs, indicating sufficient 

explanation of the variance of the items by their respective 

constructs. Subsequently, discriminant validity was assessed 

using the Fornell–Larcker criterion. The findings showed 

that the square root of the AVE for each construct was 

greater than its correlations with other constructs, thereby 

confirming the discriminant validity of the model. 

Overall, these results indicate that the research instrument 

possesses adequate validity and reliability for analyzing the 
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conceptual model within the framework of structural 

equation modeling. 

Table 4 

Discriminant Validity for the Measurement Model 

Indicators 1 2 3 4 5 6 

Causal Conditions 0.786 

     

Contextual Conditions 0.395 0.832 

    

Intervening Conditions 0.449 0.285 0.762 

   

Phenomenon 0.261 0.326 0.405 0.655 

  

Strategies 0.369 0.448 0.334 0.267 0.853 

 

Outcomes 0.236 0.355 0.029 0.111 0.275 0.814 

The matrix in Table 5 corresponds to the paradigmatic 

model, and since the numbers on the main diagonal are 

greater than those below them, it indicates acceptable 

discriminant validity. The above tables show that, given all 

criteria are within standard levels, the results are considered 

satisfactory. 

For a more precise examination of discriminant validity, 

the heterotrait–monotrait ratio (HTMT) criterion is used. 

This statistical index is widely applied in measurement 

models based on structural equation modeling and has been 

recognized, especially in modern research, as an effective 

tool for assessing the distinction between latent constructs. 

Unlike traditional criteria such as Fornell and Larcker, which 

rely on comparisons of extracted variances and correlations, 

the HTMT ratio analyzes the relationships between variables 

with higher precision and can better determine the presence 

or absence of conceptual distinction among constructs. 

Recent studies also indicate that, due to its high sensitivity 

and greater discriminant power, the HTMT ratio is 

considered a valid and reliable alternative for assessing 

discriminant validity in complex models. 

Table 5 

Discriminant Validity for the Measurement Model 

Indicators 1 2 3 4 5 6 

Causal Conditions 0.622 

     

Contextual Conditions 0.791 0.929 

    

Intervening Conditions 0.736 0.607 0.433 

   

Phenomenon 0.670 0.644 0.733 0.983 

  

Strategies 0.443 0.406 0.511 0.722 1.020 

 

Outcomes 0.147 0.184 0.126 0.075 0.436 0.936 

After confirming the factor structure of the research 

constructs, structural equation modeling (SEM) was 

employed to examine the relationships among variables. The 

results of the analysis are presented separately. Additionally, 

the overall research model is presented at the end. In this 

model, the relationships among research variables can be 

observed in the PLS software output. To test the 

confirmation or rejection of the hypotheses and to assess the 

overall model fit, it is necessary to select appropriate tests, 

analyze the data based on these tests, and use the chosen 

software for the computations. 

 

 

 

 

 

Figure 2 

Test of model significance coefficients 
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Figure 3 

Path coefficient values 

 

Table 6 

Summary of Path Coefficients in the Structural Model 

Path Path Coefficient t-value 

Causal Conditions <- Phenomenon 0.500 12.495 

Contextual Conditions <- Strategies 0.372 3.388 

Intervening Conditions <- Strategies 0.378 5.891 

Phenomenon <- Strategies 0.456 12.741 

Strategies <- Outcomes 0.735 22.144 

Based on the table presented, the results of the path 

analysis in the structural equation model clearly indicate 

statistical significance and direct effects among the main 

variables. The primary criterion for assessing causal 

relationships between constructs in the structural part of the 

model is the path coefficient and the t-statistic. If the t-value 

exceeds 1.96, the relationship is considered significant at the 

95% confidence level. 

In the path between causal conditions and the main 

phenomenon, the path coefficient is 0.500 and the t-value is 
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12.495, indicating a strong and direct impact of causal 

conditions—such as lack of institutional support structures, 

professional-psychological challenges, generational gaps in 

the workplace, weaknesses in professional preparedness 

systems, absence of a professional development roadmap, 

gaps between university and school, professional isolation, 

occupational anxiety, and organizational adaptation 

tension—on the formation of the phenomenon “supportive 

culture for newly hired teachers.” 

On the other hand, the path between contextual conditions 

and supportive strategies, with a path coefficient of 0.372 

and a t-value of 3.388, is also significant. These results 

indicate that contextual features, such as perceptions of 

supportive management, bureaucratic educational 

structures, educational human resource policies, and the 

educational cultural context, meaningfully influence the 

design and implementation of supportive strategies. 

Furthermore, in the path between intervening conditions 

and strategies, the path coefficient is 0.378 and the t-value is 

5.891, confirming the positive and significant effect of 

intervening factors—such as quality of educational 

management, financial and human resources, coaching 

skills, policy-maker support, and digital learning 

infrastructure—on designing support strategies for new 

teachers. 

Additionally, the path effect of the main phenomenon on 

strategies, with a path coefficient of 0.456 and a t-value of 

12.741, indicates that accurate understanding and precise 

theoretical explanation of the “supportive culture” 

phenomenon is a prerequisite for designing effective 

strategies for professional support of novice teachers. 

Finally, the strongest relationship in the model is 

observed between supportive strategies and final outcomes, 

where the path coefficient is 0.735 and the t-value is 22.144. 

This highlights the significant impact of the implemented 

strategies on outcomes such as reducing occupational 

burnout, increasing job commitment, optimizing teaching 

performance, fostering a collaborative culture, and 

strengthening the professional identity of newly hired 

teachers. 

Next, the model fit was examined. 

Table 7 

Model Fit Indices 

Index Symbol Model Values 

Standardized Root Mean Square Residual SRMR 0.009 

Root Mean Square Residual Covariance Matrix rms Theta 0.142 

Normed Fit Index NFI 0.912 

Goodness-of-Fit GOF 0.851 

The summary of the above indices indicates that the 

structural model of the study possesses adequate adequacy 

and validity, and has successfully modeled the relationships 

between variables and latent constructs with high precision. 

Thus, it can be concluded that the results of the path analysis 

support the research hypotheses, and the designed 

conceptual model has the necessary theoretical and 

empirical robustness. 

4. Discussion and Conclusion 

The present study aimed to design and validate a 

comprehensive model of supportive school culture for newly 

recruited teachers using an exploratory mixed-methods 

approach. The findings revealed that the central 

phenomenon of creating and strengthening a supportive 

school culture for newly recruited teachers is influenced by 

a network of causal, contextual, and intervening conditions 

and can be strengthened through targeted organizational, 

psychological, professional, and structural strategies. The 

quantitative results further confirmed the validity of the 

proposed model and demonstrated significant relationships 

among the identified constructs. Overall, the findings 

indicate that supportive school culture is a multidimensional 

and systemic construct that extends beyond individual 

support initiatives and encompasses organizational 

structures, leadership practices, professional learning 

opportunities, psychosocial care mechanisms, and policy-

level support systems. 

One of the most important findings of the study was the 

significant effect of causal conditions on the formation of 

supportive school culture. Factors such as lack of 

institutional support structures, professional-psychological 

challenges, generational gaps, weak professional preparation 

systems, the absence of professional development pathways, 

and professional isolation were identified as major 

antecedents influencing the need for supportive culture. This 
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finding suggests that newly recruited teachers often enter 

educational settings with substantial professional and 

emotional vulnerabilities that require systematic 

organizational responses. The result is consistent with 

studies demonstrating that beginning teachers frequently 

experience uncertainty, stress, and adjustment difficulties 

during their early years of teaching and that inadequate 

support structures can increase the likelihood of 

dissatisfaction and attrition (Göregen et al., 2024; Schutter 

& Lehmann, 2024). Similarly, research has shown that 

novice teachers require intentional induction mechanisms 

and professional guidance to facilitate successful adaptation 

to school environments (Couvier et al., 2018; Johnson et al., 

2019). The identification of professional isolation and 

psychological challenges as causal factors also aligns with 

studies emphasizing the importance of resilience-building 

and emotional support systems for novice teachers (Diab & 

Green, 2024; Wilcoxen et al., 2019). These findings 

collectively suggest that supportive culture emerges partly 

as a response to the complex realities encountered by 

teachers at the beginning of their professional careers. 

The results further demonstrated that contextual 

conditions significantly influence the implementation of 

supportive strategies. Variables such as educational 

bureaucracy, human resource policies, school cultural 

context, managerial support, and leadership quality were 

found to shape the effectiveness of support initiatives. This 

finding highlights that supportive culture cannot be 

developed independently of the broader organizational 

environment in which schools operate. The result is 

consistent with previous studies indicating that school 

culture functions as a mediating framework through which 

organizational practices affect teacher outcomes (Rohi et al., 

2021; Zarei Shokatabadi, 2022). Furthermore, research has 

shown that teachers’ perceptions of school climate are 

strongly associated with self-efficacy, satisfaction, and 

professional effectiveness (Aldridge & Fraser, 2016). The 

present findings extend this literature by demonstrating that 

contextual conditions not only influence teacher experiences 

directly but also determine the feasibility and effectiveness 

of support strategies. This interpretation is also supported by 

evidence indicating that organizational contexts and 

working conditions play a central role in shaping teacher 

development and retention (Kraft et al., 2016; Kraft & 

Papay, 2014). Therefore, efforts to establish supportive 

cultures must address institutional and policy-level factors in 

addition to interpersonal relationships. 

Another important finding concerned the significant 

influence of intervening conditions on supportive strategies. 

Factors such as financial and human resources, coaching 

competencies, policy-maker support, and digital learning 

infrastructure were identified as facilitators of supportive 

culture development. These findings emphasize that 

supportive school culture requires both symbolic and 

material resources. Even highly committed leaders and 

teachers may struggle to sustain support initiatives in the 

absence of adequate resources and infrastructure. This 

finding is consistent with studies demonstrating that 

effective teacher retention and induction programs require 

coordinated organizational investment and policy support 

(Carver-Thomas & Darling-Hammond, 2017; Kazemi et al., 

2022). Research examining recruitment and retention 

processes in educational systems has similarly highlighted 

the importance of resource allocation and institutional 

commitment in sustaining teacher support mechanisms 

(Schutter & Lehmann, 2024). Moreover, recent studies have 

emphasized the growing role of digital infrastructure in 

facilitating professional learning, mentoring, collaboration, 

and access to educational resources, particularly for novice 

teachers who rely on ongoing support networks (Kutsyuruba 

& Bezzina, 2024; Moreno Díaz et al., 2025). Consequently, 

supportive culture should be viewed not only as a set of 

values and relationships but also as a resource-dependent 

organizational system. 

The study also revealed a significant relationship between 

the central phenomenon of supportive school culture and the 

implementation of supportive strategies. This finding 

suggests that the clearer and more institutionalized the 

understanding of supportive culture becomes within schools, 

the more likely administrators and stakeholders are to 

implement effective interventions. The identified strategies 

included multi-layered psychosocial care, professional 

support systems, collaborative learning opportunities, 

growth-oriented feedback mechanisms, structural and legal 

support, enhancement of professional status, and educational 

equity. These strategies closely align with international 

literature emphasizing comprehensive induction 

frameworks rather than isolated interventions. Research has 

shown that beginning teachers benefit most when support 

mechanisms are integrated into the everyday culture of the 

school and embedded within collaborative professional 

environments (Kutsyuruba et al., 2017). Similarly, 

mentoring studies have demonstrated that support programs 

are most effective when they are accompanied by broader 

cultural norms that encourage collaboration, trust, and 
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collective learning (Niroomand et al., 2022a, 2022b). The 

present findings therefore reinforce the argument that 

sustainable support for novice teachers requires 

organizational coherence across multiple dimensions of 

school functioning. 

Perhaps the most significant finding of the study was the 

strong effect of supportive strategies on outcomes. The 

structural model indicated that supportive strategies 

positively influenced occupational commitment, teaching 

performance, collaborative culture formation, and 

professional identity development while reducing 

occupational burnout. This finding provides strong empirical 

evidence for the practical value of supportive school culture. 

Increased occupational commitment can be explained by the 

perception of organizational investment in teacher growth 

and well-being. According to organizational support 

perspectives, employees who perceive support from their 

institutions are more likely to reciprocate through increased 

commitment and engagement. The current finding is 

consistent with studies showing that supportive professional 

environments enhance teacher retention and commitment 

(Carver-Thomas & Darling-Hammond, 2017; Hulme, 

2022). Similarly, research on teacher recruitment and 

retention consistently indicates that support during the 

induction period significantly influences teachers’ decisions 

to remain in the profession (Göregen et al., 2024; Johnson et 

al., 2019). 

The finding regarding enhanced teaching performance is 

also consistent with previous literature. Supportive school 

cultures create opportunities for professional learning, 

reflection, feedback, and collaborative problem-solving, all 

of which contribute to instructional improvement. Research 

has demonstrated that schools characterized by strong 

professional environments produce greater teacher 

development over time (Kraft & Papay, 2014). Likewise, 

studies examining the relationship between school culture 

and teacher effectiveness have reported positive associations 

between supportive cultural conditions and instructional 

quality (Amin Bidokhti et al., 2016; Zarei Shokatabadi, 

2022). The present study extends these findings by 

demonstrating that teaching performance is not simply a 

function of individual competence but also an outcome of 

systemic support structures and cultural conditions. 

The formation of collaborative culture emerged as 

another important outcome of supportive strategies. This 

finding is particularly significant because collaboration 

represents one of the defining characteristics of effective 

educational organizations. Schools that promote 

collaborative learning enable teachers to exchange 

experiences, solve problems collectively, and engage in 

continuous professional growth. The finding is consistent 

with research emphasizing the importance of teacher 

collaboration and professional learning communities in 

improving educational outcomes (Liu et al., 2021; Rohi et 

al., 2021). Moreover, studies on distributed leadership have 

demonstrated that collaborative organizational cultures 

strengthen teacher self-efficacy and participation in school 

improvement processes (Mohammadzadeh et al., 2024). The 

present findings suggest that supportive school culture 

serves as a catalyst for the development of such collaborative 

structures. 

The strengthening of professional identity among newly 

recruited teachers constitutes another noteworthy finding. 

Professional identity is a critical factor influencing teachers’ 

motivation, resilience, commitment, and long-term career 

development. Beginning teachers often struggle to reconcile 

their pre-service expectations with the realities of 

professional practice. Supportive cultures facilitate this 

transition by providing validation, belongingness, guidance, 

and opportunities for professional growth. This finding 

aligns with studies emphasizing the importance of induction 

experiences in shaping beginning teachers’ sense of 

professional self (Schumacher, 2022; Wilcoxen et al., 2019). 

Furthermore, research has demonstrated that positive school 

culture contributes to teachers’ self-efficacy and 

professional confidence (Zahed Babolan et al., 2025). The 

present study suggests that professional identity 

development is not solely an individual psychological 

process but is significantly influenced by organizational 

culture and support systems. 

The importance of leadership identified in the model 

deserves particular attention. The findings indicate that 

managerial support and educational leadership function as 

essential contextual conditions shaping supportive culture. 

This result is consistent with studies showing that 

instructional and distributed leadership styles positively 

influence teacher satisfaction, collaboration, and 

professional effectiveness (Liu et al., 2021; 

Mohammadzadeh et al., 2024). Additionally, research on 

ethical leadership suggests that leaders contribute to 

innovation and professional growth by creating 

psychologically safe environments characterized by trust 

and support (Sepehvand et al., 2024). The findings of the 

present study reinforce the view that school leaders are not 

merely administrative managers but key architects of school 

culture. Their decisions, behaviors, and priorities 

https://portal.issn.org/resource/ISSN/2645-3460


 Khezri et al.                                                                                                                                         Iranian Journal of Educational Sociology 9:6 (2026) 1-18 

 

 16 
E-ISSN: 2645-3460 
 

significantly influence whether novice teachers experience 

schools as supportive communities or as isolating 

workplaces. 

The findings can also be interpreted within broader 

educational and organizational frameworks. From a 

professional learning perspective, supportive school culture 

provides the social and structural conditions necessary for 

continuous learning and improvement. From an 

organizational support perspective, supportive culture 

communicates value, recognition, and care to teachers, 

thereby strengthening commitment and performance. From 

a sociocultural perspective, supportive culture creates 

communities of practice through which novice teachers 

gradually acquire professional norms, knowledge, and 

identities. These theoretical interpretations help explain why 

supportive culture exerts significant effects on multiple 

educational outcomes simultaneously. 

Overall, the findings indicate that supportive school 

culture should be conceptualized as a comprehensive 

organizational ecosystem that integrates structural support, 

educational leadership, psychosocial care, professional 

development, collaborative learning, and policy alignment. 

Rather than functioning as isolated interventions, these 

elements operate synergistically to create environments that 

foster teacher well-being, professional growth, instructional 

effectiveness, and organizational sustainability. The 

proposed model therefore contributes to both theory and 

practice by providing an empirically validated framework 

for understanding and strengthening support systems for 

newly recruited teachers within contemporary educational 

settings. 

Several limitations should be considered when 

interpreting the findings of this study. First, the quantitative 

phase was conducted among teachers from a single province, 

which may limit the generalizability of the findings to other 

regions with different cultural, socioeconomic, and 

organizational characteristics. Second, the study relied on 

self-report data collected through questionnaires, which may 

be subject to response bias and social desirability effects. 

Third, although the mixed-methods design strengthened the 

depth and validity of the findings, the cross-sectional nature 

of the quantitative phase limited the ability to establish long-

term causal relationships among variables. Finally, 

educational systems are influenced by dynamic policy and 

contextual factors, and therefore some identified 

relationships may vary across different institutional settings 

and time periods. 

Future studies should examine the proposed model across 

different provinces, educational levels, and cultural contexts 

to assess its external validity and applicability. Longitudinal 

research designs are recommended to investigate how 

supportive school culture influences teacher development, 

commitment, and retention over time. Researchers may also 

explore the role of additional variables such as teacher 

resilience, organizational trust, emotional intelligence, and 

job crafting as mediators or moderators within the model. 

Comparative studies involving public and private schools, 

rural and urban settings, and different educational systems 

could provide further insight into contextual influences on 

supportive culture. Additionally, intervention-based 

research evaluating the effectiveness of specific support 

programs derived from the model would contribute valuable 

evidence regarding practical implementation strategies. 

Educational policymakers should prioritize the 

development of formal induction systems that provide newly 

recruited teachers with structured professional, 

psychological, and organizational support. School 

administrators should establish collaborative learning 

communities, mentoring programs, growth-oriented 

feedback systems, and psychosocial support mechanisms to 

facilitate successful teacher adaptation. Leadership 

development initiatives should equip school leaders with the 

competencies required to foster trust, participation, and 

psychological safety within schools. Human resource 

policies should emphasize teacher retention, equitable 

access to professional development opportunities, and 

recognition of teacher contributions. Furthermore, 

investment in digital infrastructure and coaching resources 

can enhance the accessibility and sustainability of support 

programs. Implementing these measures can contribute to 

stronger professional identity formation, improved teaching 

quality, reduced occupational burnout, and greater 

organizational commitment among newly recruited teachers. 
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