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Abstract	
Requesting	help	online	is	a	quick	way	to	obtain	information	to	solve	practicum-related	
problems	for	student	teachers	because	they	often	serve	a	poor	mentoring	quality.	The	
success	 in	 acquiring	 useful	 information	 by	 online	 help-seeking	 depends	 on	 subjects	
who	 are	 sought	 and	 their	 relationships	 with	 seekers.	 This	 study	 investigated	 the	
frequency	of	online	help-seeking	from	two	types	of	social	capitals	for	student	teachers	
in	 need	 of	 suggestions	 for	 practicum-related	 problems	 and	 determined	 the	
relationships	 among	 the	 amount	 of	 social	 capitals	 for,	 perceived	 benefits	 of,	 and	
motivations	 on,	 online	 help-seeking.	 A	 total	 of	 246	 Taiwanese	 secondary	 student	
teachers	were	 invited	 to	 complete	 a	 survey	 in	December	2015.	 This	 study	 concluded	
that	 the	 student	 teachers	 sought	 helps	 from	 bonding	 social	 capital	 more	 than	 from	
bridging	 social	 capital	 (BrSC)	 when	 meeting	 practicum-related	 problems;	 however,	
when	they	have	high	frequency	of	help-seeking	from	BrSC,	they	could	maintain	higher	
amount	 of	 BrSC	 and	 perceived	 higher	 benefits	 of	 help-seeking	 than	 those	 with	 low	
frequency.	Additionally,	the	perceived	benefits	of	online	help-seeking	were	associated	
to	the	motivations	of	online	help-seeking.	If	student	teachers	perceive	high	benefits	of	
online	help-seeking,	especially	from	BrSC,	they	would	be	willing	to	seek	help	online.			
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INTRODUCTION	
Online	help-seeking	for	student	teachers	from	social	capital	
Field-based	 school	 experiences	 equip	 student	 teachers	 with	 the	 ability	 to	 teach.	 However,	

student	 teachers	 often	 underestimate	 the	 complexity	 of	 teaching	 and	 perceive	 a	 difference	

between	established	teaching	actions	and	actual	class	situations,	resulting	in	an	experience	of	

‘reality	 shock’	 (Bertone,	Meard,	Euzet,	Ria	&	Durand,	 2003;	Wang	&	Lai,	 2004).	Accordingly,	

student	teachers	often	experience	task	failure	and	emotional	frustration	(Rogers,	&	Keil,	2007).	

Theoretically,	mentor	teachers	could	provide	student	teachers	with	useful	information	to	solve	

practicum-related	 problems.	 An	 emerging	 phenomenon	 is	 that	 mentor	 teachers	 do	 neither	

necessarily	have	a	passion	for	mentoring	(Graham,	2006)	and	sufficient	consulting	competence	

(Rodgers	&	Keil,	2007),	nor	provide	an	adequate	combination	of	emotional	support	and	task	

assistance	 for	 preservice	 teachers	 (Crasborn	 &	 Hennissen,	 2010).	 According	 to	 Liu	 (2014),	

mentor	teachers	less	provided	emotional	supports.	A	lack	of	professionalization	of	mentoring	

results	in	insufficient	mentoring	quality	(Crasborn,	Hennissen,	Brouwer,	Korthagen,	&	Bergen,	

2011).	The	uncomfortable	situation	forces	student	teachers	to	seek	help	from	personal	outside	

their	 practicum	 schools.	 Because	 of	 the	 prevalence	 of	 mobile	 technology	 (e.g.,	 Tablet,	

smartphone)	with	various	social	media	(e.g.,	Facebook,	Line,	Twitter),	requesting	help	online	is	

a	quick	way	to	obtain	information	to	solve	a	myriad	of	problems.		

	

The	 success	 in	 acquiring	 useful	 information	 for	 problem-solving	 by	 online	 help-seeking	

depends	 on	 subjects	 who	 are	 sought	 and	 their	 relationships	 with	 seekers.	 For	 the	 student	
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teachers,	social	network	sites	like	Facebook	play	a	vital	role	in	maintaining	relationships	with	

their	 classmates,	 close	 friends	 as	 well	 as	 family	 members	 because	 they	 move	 from	

geographically	 bounded	 networks.	 The	 maintained	 relationships	 often	 provide	 student	

teachers	with	 a	 resource	 of	 emotional	 support.	However,	 student	 teachers	 fail	 to	 obtain	 the	

useful	 information	 about	 problem-solving	 from	 the	 emotional	 supporters.	 Instead,	 the	

information	 from	 a	 knowledgeable	 people	 and	 a	 knowledge	 sharing	 site	 enable	 student	

teachers	 to	 cope	 with	 challenging	 problems	 during	 practicum.	 It	 is	 therefore	 important	 for	

student	 teachers	 to	 build	 relationships	 with	 knowledgeable	 people	 or	 with	 knowledge	

community	members,	in	addition	to	with	intimate	approach	friends.		

	

Lin	(1999)	considered	the	above	two	social	relationships	(with	intimate	approach	people	and	

with	knowledgeable	people)	as	a	concept	regarding	social	capital,	belonging	to	individual	level	

and	community	level,	respectively.	Social	capital	refers	broadly	to	the	benefits	people	receive	

from	social	relationships.	Morrow	(1999)	suggested	that	young	people	with	more	social	capital	

are	 more	 likely	 to	 engage	 in	 behaviors	 that	 lead	 to	 better	 health,	 academic	 success,	 and	

emotional	 development.	 Similarly,	 Putnam	 (2000)	 proposed	 two	 distinctive	 types	 of	 social	

capitals:	bonding	social	capital	(BoSC)	and	bridging	social	capital	(BrSC).	The	BoSC,	similar	to	

the	 individual	 level	 by	 Lin,	 refers	 to	 the	 emotional	 connections	 between	 each	 other.	

Additionally,	 the	 BrSC,	 corresponding	 to	 the	 community	 level	 by	 Lin,	 could	 provide	 useful	

suggestions	 for	 tasks	or	new	perspectives	but	 typically	 less	 emotional	 support	 (Granovetter,	

1983).	 The	 social	 capital	 created	 by	 these	 social	 networks	 generates	 broader	 identities	 and	

generalized	reciprocity	(Williams,	2006).		

	

Notably,	 because	 of	 online	 technology	 prevalence,	 people	 not	 only	 contact	 real-life	 familiar	

friends	by	social	media,	but	also	interact	with	friends	who	have	never	met	in	real	life,	resulting	

in	 an	 increase	 of	 social	 capital.	 However,	 the	 two	 types	 of	 social	 capitals	 maybe	 overlap	

depending	 on	 the	 extent	 to	which	 people	 see	 themselves	 as	 a	 subject	 for	mutual	 emotional	

supports	and	as	a	member	within	a	broader	community.	

	

When	 both	 the	 knowledge	 previously	 obtained	 from	 teacher	 education	 institutes	 and	 the	

suggestions	received	from	mentor	teachers	cannot	satisfy	the	needs	to	solve	practicum-related	

problems	 for	 student	 teachers,	 online	 help-seeking	 is	 a	 vital	 way	 to	 sustain	 engagement	 in	

practicum	learning	for	student	teachers.	A	considerable	amount	of	studies	investigated	student	

teachers’	obstacles	 in	participating	 field-based	school	experiences	 (e.g.,	Hennissen,	Crasborn,	

Brouwer,	Korthagen,	&	Bergen,	2011);	nevertheless,	 less	 research	 involved	student	 teachers’	

online	 help-seeking	 behaviors	 from	 social	 capital.	 Moreover,	 Steinfield,	 Ellison	 and	 Lampe	

(2008)	have	identified	the	convenience	of	using	social	media	to	build	social	relationships	with	

others	 and	 further	 to	 build	 social	 capital	 for	 college	 students.	 Studies	 also	 evidenced	 that	

people	using	social	media	with	high	frequency	formed	more	social	capital	(Ellison,	Steinfield,	&	

Lampe,	 2007;	 Ji,	 Hwangbo,	 Yi,	 Rau,	 Fang,	 &	 Ling,	 2010;	 Aubrey	 &	 Rill,	 2013).	 Less	 studies	

investigated	 the	 frequencies	 of	 online	 help-seeking	 from	 both	 subjects	 (BoSC	 and	 BrSC)	 for	

student	teachers	 in	need	of	help.	This	present	study	addressed	the	 first	research	question	as	

follows.	

	

Q1.	What	are	the	frequencies	of	online	help-seeking	for	student	teachers	in	need	of	help	from	
two	types	of	social	capitals,	respectively?	

	

Amount	of	social	capital	and	perceived	benefits	of	online	help-seeking	
A	 report	measuring	 social	 capital	 from	 the	World	 Bank	 specifies	 six	 facets	 of	 social	 capital:	

groups	and	networks,	trust	and	solidarity,	collective	action	and	cooperation,	 information	and	
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communication,	 social	 cohesion	 and	 inclusion,	 and	 empowerment	 and	 political	 action	

(Grootaert,	 Narayan,	 Nyhan,	 &	Woolcock,	 2004).	 According	 to	 the	 report,	 Lu,	 Yang,	 and	 Yu	

(2013)	 developed	 six	 concepts	 to	 measure	 social	 capital:	 membership	 of	 community,	

development	of	trust,	collective	action/cooperation,	inclusion/sociability	(conflict),	smoothing	

of	 communication,	 and	 power	 in	 decision	making.	 The	 study	 by	 Lu	 et	 al.	 indicated	 that	 the	

former	 five	 dimensions	 were	 affected	 by	 the	 interactions	 among	 learners	 while	 the	 last	

dimension	(power	in	decision	making)	was	not.	The	last	dimension,	referring	to	an	individual	

psychological	sense	that	one	has	power	to	influence	a	decision-making	process	or	a	course	of	

action,	depends	on	decision-making	projects.	However,	a	study	by	Schoenacher	(2008/2009)	

indicated	 that	 the	 action	 regarding	 power	 in	 decision	making	 is	 a	 perception	 that	 students	

have	 the	 ability	 to	 voice	 their	 own	 opinion	 comfortably.	 Reasonably,	 when	 students	 can	

sufficiently	 express	 own	 opinions,	 the	 interactions	 among	 learners	 are	 still	 related	 to	 their	

amount	of	social	capital.		

	

Furthermore,	the	amount	of	social	capital	influences	on	knowledge	acquirement	(Lee	&	Badri,	

2007)	and	positively	affects	learning	outcomes	in	group	project	(Lu,	et	al.,	2013).	Tsai,	Ma,	Lin,	

Chiu	and	Chen	 (2014)	 found	 that	 the	 relationship	between	members	of	 a	 social	network	 for	

knowledge	 sharing	 becomes	 tighter	 in	 a	 strong	 positive	 tone	 than	 in	 a	 gloomy	 mood.	 In	

general,	 people	 contacts	 BrSC	 for	 discussing	 administrative	 matters,	 while	 people	 interacts	

with	 BoSC	 for	 emotional	 exchange.	 The	 above	 perspectives	 imply	 that	 the	 amount	 of	

knowledge	 sharing	 from	 BrSC	 is	 more	 than	 from	 BoSC.	 Accordingly,	 student	 teachers	 may	

acquire	more	useful	information	for	problem-solving	from	BrSC	than	BoSC.			

	

Even	 though	previous	 studies	 evidenced	 that	people	using	 social	media	with	high	 frequency	

formed	 more	 social	 capital	 (Ellison,	 et	 al.,	 2007;	 Ji,	 et	 al.,	 2010;	 Aubrey	 &	 Rill,	 2013),	 less	

studies	 identified	 the	 perceived	 benefits	 of	 online	 help-seeking	 on	 the	 both	 types	 of	 social	

capitals.	More	importantly,	it	is	still	unclear	whether	more	interactions	with	social	capital	lead	

to	 higher	 effectiveness	 of	 online	 help-seeking.	 Therefore,	 investigating	 the	 frequencies	 of	

online	help-seeking	from	the	both	subjects	(bonding	and	bridging)	and	the	relationships	with	

the	amount	of	social	capital	as	well	as	perceived	benefits	of	online	help-seeking	may	contribute	

the	 literature	 regarding	 the	 online	 help-seeking	 behaviors	 of	 student	 teachers.	 This	 present	

study	addressed	the	second	research	question	as	follows.	

	

Q2.	What	 are	 the	 differences	 between	 various	 frequencies	 of	 online	 help-seeking	 from	both	
subjects,	respectively,	in	the	amount	of	social	capital	as	well	as	in	perceived	benefits	of	online	

help-seeking?	

	

Amount	of	social	capital	and	motivations	on	online	help-seeking		
A	 study	 related	 to	 online	 help-seeking	 of	 student	 teachers	 by	 (Dindar	 &	 Akbulut,	 2014)	

indicated	that	many	student	teachers	use	social	media	not	as	a	tool	for	online	help-seeking	but	

merely	as	a	communication	tool	because	of	an	anxiety	about	individual	privacy	being	disclosed.	

Additionally,	 Steinfield,	 et	 al.	 (2008)	 identified	 that	 self-esteem	 was	 a	 moderated	 factor	

between	social	media	use	and	BrSC	for	college	students	and	 indicated	that	the	students	with	

lower	self-esteem	obtained	more	helps	than	those	students	with	higher	self-esteem	for	BrSC.	

On	 the	 contrary,	Phua	and	 Jin	 (2011)	determined	 that	 self-esteem	had	a	 stronger	 impact	on	

BoSC	rather	than	BrSC.	However,	in	a	study	by	Ahmad,	Mustafa,	and	Ullah	(2016),	self-esteem	

did	not	reach	a	significant	effect	on	BoSC,	but	on	BrSC.	 In	 the	previous	studies,	 the	effects	of	

self-esteem	 on	 help-seeking	 vary.	 A	 potential	 reason	 highlighted	 by	 Lall	 (2014)	 was	 users’	
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motivation	on	social	media.	Ahmad,	et	al.	also	found	that	motives	of	using	social	network	sites	

are	positively	associated	with	both	BoSC	and	BrSC.		

	

Newman	(1994)	indicated	that	a	learner’s	decision	to	seek	help	is	filtered	through	an	affective	

system	 that	 includes	 motivational	 variables.	 Pintrich	 and	 Schunk	 (1999)	 proposed	 three	

general	 types	 of	 motivational	 beliefs	 including:	 (a)	 self-efficacy	 beliefs	 (judgments	 of	 one's	

capabilities	 to	do	 the	academic	 task),	 (b)	 task	value	beliefs	 (beliefs	 about	 the	 importance	of,	

interest	 in,	and	value	of	the	task),	and	(c)	goal	orientations	(whether	the	focus	is	on	mastery	

and	 learning	of	 the	 task,	extrinsic	reasons	 for	doing	the	 task,	or	relative	ability	 in	relation	to	

social	comparisons	with	other	students).		

	

Studies	have	mentioned	that	self-efficacy	is	related	to	help-seeking	intentions	(Cheong,	Pajares,	

&	Oberman,	2004;	Pajares,	Cheong,	&	Oberman,	2004;	Roussel,	Elliot,	&	Feltman,	2011).	Self-

efficacy	refers	to	the	beliefs	and	expectations	regarding	own	ability	to	perform	a	task	required	

to	 achieve	 specific	 outcomes	 (Bandura,	 1997).	 Cheng	 and	 Tsai	 (2011)	 have	 found	 positive	

correlations	between	online	help-seeking	behavior	and	self-efficacy	in	online	learning	contexts.	

Pintrich	(2003)	indicated	that	students	who	believe	they	have	more	personal	control	of	their	

own	 learning	and	behavior	are	more	 likely	 to	do	well.	Thus,	when	student	 teachers	perceive	

their	ability	and	control	their	learning,	they	may	initiate	online	help-seeking	behaviors.		

	

Moreover,	 task	 value	 beliefs	 influence	 help-seeking	 intentions.	 Zusho	 and	 Barnett	 (2011)	

suggested	 that	 the	 motivational	 variables	 of	 task-value	 and	 expectancy	 for	 success	 were	

considered	 as	 predictors	 of	 help	 seeking.	 The	 task	 value	 is	 a	 belief	 about	 the	 utility	 and	

importance	of	a	task	or	subject	domain.	Briefly,	when	students	perceive	utility	and	importance	

of	 an	 academic	 course	 and	 have	 high	 level	 of	 expectancy	 for	 success,	 they	 seek	 helps	when	

needed.	

	

The	goal	orientations	related	to	mastery	and	learning	of	the	task	are	uncertainly	related	to	the	

intensions	of	online	help-seeking.	A	study	by	Huet,	Escribe,	Dupeyrat,	and	Sakdavong	(2011)	

indicated	 that	 achievement	 goals	 in	 specific	 academic	 courses	 with	 well-designed	 learning	

tasks	was	 not	 associated	with	 help-seeking	 behavior.	 Similarly,	Huet,	Motak,	 and	 Sakdavong	

(2016)	 determined	 that	 actual	 help-seeking	 behavior	 did	 not	 necessarily	 associated	 to	

achievement	goals	and	further	explained	that	the	relationship	between	achievement	goals	and	

help-seeking	 behaviors	 might	 depend	 on	 the	 type	 of	 academic	 tasks.	 Pintrich	 and	 Schunk	

(2002)	indicated	that	the	affective	component,	a	student’s	emotional	reactions	(e.g.,	anxiety)	to	

the	 task,	 is	an	 important	 factor	 for	 the	student’s	engagement	 in	a	certain	activity.	Combining	

with	 the	 aforementioned	perspective	 on	 self-esteem	 influencing	 social	media	 use,	 this	 study	

proposes	that	the	affective	factors,	including	self-esteem	in	online	help-seeking	and	anxiety	on	

task,	maybe	influence	online	help-seeking	of	student	teachers.	

	

Motivation	 components	 influencing	 student	 teachers’	 online	 help-seeking	 behaviors	 vary.	

Based	on	the	integration	of	the	perspectives	on	motivation	by	Pintrich	and	Schunk	(2002)	with	

the	empirical	 studies	 regarding	help-seeking,	 the	motivational	beliefs	 regarding	help-seeking	

for	student	teachers	were	categorized	into	three	types:	value	beliefs	(utility	and	importance	of	

help-seeking),	 expectancy	 beliefs	 (self-efficacy	 and	 personal	 control	 of	 help-seeking),	 and	

affective	beliefs	(self-esteem	in	help-seeking	and	anxiety	on	task).		

	

Previous	 studies	 have	 identified	 that	 motives	 of	 using	 social	 network	 sites	 are	 positively	

associated	with	social	capital	(e.g.,	Ahmad,	et	al.,	2016).	This	present	study	further	investigated	
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the	 issue	 about	 motivation	 on	 online	 help-seeking	 from	 two	 types	 of	 social	 capitals	 and	

addressed	the	third	research	question	as	follows.	

	

Q3.	What	are	the	relationships	between	the	motivation	on	online	help-seeking	and	the	amount	
of	both	types	of	social	capitals,	respectively?	

	

METHODOLOGY	
Participants	
Participants	were	246	secondary	student	teachers	in	Taiwan,	of	which	71	(28.9%)	were	males	

and	175	(71.1%)	females.	They	enrolled	in	school-based	field	practicum	courses	at	senior	high	

school	(98,	39.8%),	at	vocational	high	school	(54,	22.0%),	and	at	junior	high	school	(94,	38.2%)	

between	 August	 2015	 and	 January	 2016.	 The	 student	 teachers	 were	 invited	 to	 complete	 a	

survey	in	October	2015.		

	

Instruments	
In	this	study,	a	questionnaire,	consisting	of	three	scales,	presented	with	a	5-point	Likert	scale,	

where	1	was	“strongly	disagree”	and	5	was	“strongly	agree,”	were	collected	to	investigate	the	

perceptions	 among	 student	 teachers	 regarding	 online	 help-seeking	 from	 social	 capital,	

perceived	 benefits	 of	 online	 help-seeking,	 and	 motivation	 of	 online	 help-seeking	 during	

practicum.	After	formulating	the	initial	 items	of	the	three	scales	 ,	 three	experts	in	the	field	of	

teacher	education	were	consulted	to	check	the	content	validity	of	the	instrument.	The	original	

items	were	developed	in	Chinese,	and	the	latter	were	translated	into	English	for	submission.		

	

Online	help-seeking	from	social	capital		

This	 scale	 consists	 of	 two	 sub-scales:	 frequencies	 of	 online	 help-seeking	 from	 two	 types	 of	

social	capitals	and	the	amount	of	social	capitals.	There	are	four	items	about	the	frequencies	of	

online	 help-seeking	 from	BoSC	 (family	member,	 classmates,	 peer	 interns,	 and	 close	 friends)	

and	one	item	regarding	online	help-seeking	from	BrSC	(knowledge	community	member).	The	

items	regarding	the	amount	of	social	capitals	was	developed	based	on	the	six	 facets	of	social	

capital	that	were	mentioned	in	the	literature	of	this	study	(Grootaert,	et	al.,	2004).	This	study	

has	six	items	measuring	social	capital.		

	

Perceived	benefits	of	online	help-seeking	

According	to	literature	review,	when	student	teachers	seek	help	from	social	capital,	they	may	

perceive	benefits	of	online	help-seeking	if	satisfying	the	outcomes.	This	scale	has	three	items,	

indicating	the	perceptions	of	satisfaction,	success,	and	useful	knowledge	development.			

	

Motivation	of	online	help-seeking	

The	 items	of	motivation	of	online	help-seeking	were	developed	based	on	 the	perspectives	of	

literature	 review	 in	 this	 study,	 revealing	 that	 value	 beliefs	 (utility	 and	 importance	 of	 online	

help-seeking),	 expectancy	 beliefs	 (self-efficacy	 and	 personal	 control	 of	 help-seeking),	 and	

affective	beliefs	(self-esteem	in	online	help-seeking	and	anxiety	on	task).	There	were	six	items	

in	the	motivation	of	online	help-seeking	scale.		

	

Validity	and	reliability	of	the	questionnaire	

The	questionnaire	was	validated	by	item	analysis,	 item-total	score	correlations,	and	principal	

component	 factor	 analysis.	 The	 Cronbach	 coefficients	 on	 each	 scale	 were	 calculated.	 The	

summary	of	validity	and	reliability	of	the	three	scales	reveals	in	Table	1.	
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Table	1.	The	summary	of	validity	and	reliability	of	the	three	scales	

	

Item	

analysi

s	

r	
coeff.	

Factor	analysis	 Cronbac

h	

coeff.	KMO	 Bartlett	 r2	(%)	 loadin

g	

BoS

C		

amoun

t	of	
>12.30* >0.80

*	

0.91

0	

1269.49

*	

76.64

%	
>0.786	 0.937	

benefits 
from >15.18*	

>0.85

*	

0.72

3	
291.80*	

75.58

%	
>0.852	 0.838	

BrSC	

amoun

t	of	
>15.12* >0.87

*	

0.91

3	

1169.95
*	

78.80

%	
>0.873	 0.946	

benefit

s	from	
>14.89*	

>0.90

*	

0.74

9	
368.62*	

82.08

%	
>0.901	 0.890	

motivation	of	help-

seeking	
>11.69*	

>0.76

*	

0.88

2	
907.32*	

68.11

%	
>0.741	 0.905	

	

Homogeneity	of	data	

A	 one-way	 analysis	 of	 variance	 was	 calculated	 to	 determine	 whether	 the	 reports	 of	 the	

preservice	teachers	on	five	factors	(as	follows)	exerted	dissimilar	influences	between	the	four	

types	of	practicum	schools.	The	analytical	results	revealed	nonsignificant	variations	among	the	

amount	 of	 BoSC	 (F	 value	 =	 0.079,	 p	 =	 .971	 >	 0.05),	 perceived	 benefits	 from	 BoSC	 (F	 value	

=0.126,	 p	 =	 .945	 >	 0.05),	 the	 amount	 of	 BrSC	 (F	 value	 =	 0.102,	 p	 =	 .903	 >	 0.05),	 perceived	

benefits	 from	BrSC	 (F	value	=	0.498,	p	=	 .608	>	0.05),	motivation	of	help-seeking	 (F	value	=	

0.458,	p	=	.712	>	0.05),	respectively.	The	above	results	eliminated	the	possibility	of	practicum-

school	types	affecting	any	of	the	factors	in	this	study.	

	

RESULTS	AND	DISCUSSION	
The	frequencies	of	help-seeking	from	social	capitals	
The	analytical	results	of	this	study	in	Table	2	reveal	that	the	student	teachers	sought	more	help	

to	classmates	than	family	member	as	well	as	close	friends	within	BoSC.	Additionally,	of	which	

those	enrolling	in	the	survey,	30	student	teachers	did	not	seek	help	from	BrSC	(i.e.,	knowledge	

community	 members).	 That	 is,	 not	 all	 student	 teachers	 manipulate	 BrSCs	 to	 seek	 help	 for	

solving	practicum-related	problems.	Another	 analytical	 result	 of	 the	 study	 as	Table	 3	 shows	

that	 the	 student	 teachers	 sought	 help	 with	 higher	 frequency	 from	 BoSC	 than	 BrSC.	

Approximately	 77%	of	 student	 teachers	 sought	 help	 from	BoSC	more	 than	 twice	 in	 a	week,	

while	merely	 46%	 sought	 help	 from	BrSC	 in	 the	 same	 frequency.	Notably,	 even	 though	 216	

student	 teachers	 reported	 having	 sought	 help	 from	 BrSC,	 40	 of	 them	 (18.5%)	 contacted	

knowledge	community	members	merely	once	or	less	in	a	month.	The	aforementioned	finding	

shows	 that	 the	 student	 teachers	 less	 employed	 BrSC	 when	 meeting	 practicum-related	

problems.	

	

Table	2.	The	summary	of	online	help-seeking	from	various	member	of	social	capital	
Type	 of	 social	

capital	

Subjects	for	help-seeking	
did	not	 did		

BoSC	

family	members	 112(45.5%)	 134(54.5%)	

classmates	 34(13.8%)	 212(86.2%)	

close	friends		 118(48.0%)	 128(52.0%)	

BrSC	 knowledge	 community	

members	
30(12.2%)	 216(87.8%)	
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Table	3.	The	frequencies	of	online	help-seeking	from	two	types	of	social	capitals	

social	

capital	
Num.	

Once	 or	 less	

than	 one	

/month	

Twice-

thrice	

/month	

Once	

/week	

Twice-

thrice	

/week	

Once	 or	more	

than	one	/day	

BoSC	 246	 7(2.8%)	 22(8.9%)	 27(11.0%)	 70(28.5%)	 120(48.8%)	

BrSC	 216	 40(18.5%)	 31(14.4%)	 45(20.8%)	 66(30.6%)	 34(15.7%)	

	

Theoretically,	BoSC	provides	emotional	supports	while	BrSC	offers	professional	suggestions	in	

social	 networks	 (Putnam,	 2000).	 The	 student	 teachers	 should	 seek	 help	 online	 from	 BrSC	

rather	 than	 from	 BoSC	 when	 they	 meet	 practicum-related	 problems.	 However,	 this	

aforementioned	result	of	this	study	is	opposite	to	the	theoretical	perspectives.			

	

According	to	Dindar	and	Akbulut	(2014),	many	student	teachers	used	social	media	not	as	a	tool	

for	help-seeking	but	merely	 as	 a	 communication	 tool	because	of	 an	anxiety	 about	 individual	

privacy	 being	 disclosed.	 The	 student	 teachers	 were	 anxious	 about	 presenting	 their	 own	

shortcomings	for	non-intimate-approach	friends	(i.e.,	BrSC)	during	help-seeking.		

	

Moreover,	 30	 of	 them	 participating	 in	 the	 survey	 did	 not	 join	 in	 any	 knowledge	 sharing	

community.	In	addition	to	the	mentioned	anxiety,	the	minority	of	student	teachers	maybe	did	

not	 know	where	 have,	 and	 how	 to	 participate	 in,	 professional	 communities	 related	 to	 field-

based	school	experiences.	Basically,	the	student	teachers	interacted	with	BoSC	for	a	long	time,	

such	 as	 a	 university	 classmate	 relationship	 for	 four	 years,	 while	 most	 of	 them	 contact	 the	

members	 of	 BrSC	 (i.e.,	 participating	 in	 knowledge	 sharing	 communities)	 for	 a	 short	 time	

because	the	field-based	school	experiences	is	merely	a	half	year.	The	different	time-period	of	

contact	maybe	result	in	various	frequencies	in	help-seeking	from	different	of	social	capital.	The	

above	 descriptions	 could	 indicate	 why	 practicum-related	 the	 student	 teachers	 sought	 help	

from	BoSC	more	than	BrSC.	

	

The	differences	between	various	frequencies	of	online	help-seeking	from	social	capitals	
Table	 4	 reveals	 the	 differences	 between	 various	 frequencies	 of	 online	 help-seeking	 in	 the	

amount	of	social	capitals	and	perceived	benefits	of	online	help-seeking.	The	analytical	result	of	

this	 study	 found	 no	 difference	 in	 the	 amount	 of	 BoSC	 (F=3.190,	 p<.05,	 but	 no	 significant	

differences	 by	 post	 hoc)	 and	 in	 the	 perceived	 benefits	 of	 online	 help-seeking	 from	 BoSC	

(F=1.225,	p>.05).	That	is,	the	frequency	of	online	help-seeking	from	BoSC	is	not	related	to	the	

amount	of	BoSC	as	well	as	the	perceived	benefits	of	online	help-seeking	from	BoSC.	However,	

another	 analytical	 results	 in	 this	 study	 achieved	 significant	 differences	 between	 various	

frequencies	 of	 online	 help-seeking	 in	 the	 amount	 of	 BrSC	 and	 in	 the	 perceived	 benefits	 of	

online	help-seeking.	This	study	further	found	that	the	student	teachers	with	high	frequency	of	

online	 help-seeking	 from	 BrSC	 had	 higher	 amount	 of	 BrSC	 than	 those	 with	 low	 frequency.	

Similarly,	the	student	teachers	with	high	frequency	of	online	help-seeking	from	BrSC	perceived	

more	benefits	of	online	help-seeking	than	those	with	low	frequency.	The	above	study	findings	

indicate	that	when	student	teachers	seek	help	online	from	BrSC	for	problem-solving,	they	not	

only	maintain	BrSC	but	also	perceive	benefits	of	online	help-seeking.		
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Table	4.	The	differences	between	various	frequencies	of	help-seeking	from	social	capitals	
Types	of	social	capital	 frequency	 M	 SD	 Post	Hoc	

amount	of	BoSC	

N=246	

Once	 or	 less	 than	

one	/month	(A)	
4.26	 0.59	

F=3.190,	
p=.014	
n.s.	

	

Twice-thrice	

/month	(B)	
4.27	 0.44	

Once	/week	(C)	 4.13	 0.67	

Twice-thrice	

/week	(D)	
4.27	 0.81	

Once	 or	more	 than	

one	/day	(E)	
4.51	 0.54	

perceived	 benefits	 of	

online	 help-seeking	 from	

BoSC	

N=246	

(A)	 4.19	 0.50	 F=1.225,	
p=.301	(B)	 3.95	 0.47	

(C)	 3.97	 0.81	

(D)	 4.09	 0.80	

(E)	 4.21	 0.60	

amount	of	BrSC	

N=216	

(A)	 3.47	 0.86	 F=10.364,	
p=.000	
(E)	>	(A),	(E)	

>	(B)	

(D)	>	(A)	

(C)	>	(A)	

(B)	 3.82	 0.55	

(C)	 4.15	 0.79	

(D)	 4.23	 0.75	

(E)	 4.41	 0.53	

perceived	 benefits	 of	

online	 help-seeking	 from	

BrSC	

N=216	

(A)	 3.72	 0.71	 F=4.005,	
p=.004	
(E)	>	(A)	

(B)	 3.78	 0.60	

(C)	 3.93	 0.90	

(D)	 4.14	 0.76	

(E)	 4.24	 0.54	

	

The	 previous	 studies	 have	 evidenced	 that	 people	 with	 high	 frequency	 of	 interacting	 with	

friends	by	social	media	could	 form	strong	social	 capitals	 (Ellison,	et	al.,	2007;	 Ji,	 et	al.,	2010;	

Aubrey	&	Rill,	2013).	This	present	study	indicates	that	interactions	with	knowledgeable	friends	

not	 only	 benefit	 student	 teachers	 in	 strengthening	 the	 amount	 of	 BrSC,	 but	 also	 satisfy	

themselves	in	help-seeking.	As	for	BoSC,	no	significant	difference	in	frequency	of	help-seeking	

implies	that	online	emotional	exchange	could	not	enhance	the	amount	of	BoSC.		

	

Even	though	more	online	help-seeking	from	BoSC	than	from	BrSC,	the	student	teachers	did	not	

strengthen	the	relationships	with	BoSC	and	perceive	the	benefits	of	online	help-seeking	from	

BoSC.	As	a	study	by	Tsai,	et	al.	(2014),	indicating	that	a	professional	tone	benefits	the	building	

of	the	relationship	with	members	of	a	social	network,	this	present	study	proposes	that	student	

teachers	with	high	 frequency	of	online	help-seeking	 from	BrSC	obtain	useful	 information	 for	

problem-solving	 and	 further	maintain	 the	 close	 relationships	 with	 BrSC.	 Useful	 information	

seems	 to	 be	 a	 key	 point	 in	 maintaining	 BrSC.	 On	 the	 other	 hand,	 the	 building	 of	 the	

relationships	with	BoSC	did	not	origin	from	the	professional	tone	but	an	affective	perception,	

resulting	 in	 that	 online	 help-seeking	 for	 problem-solving	 cannot	 enhance	 the	 relationships	

with	 BoSC.	 The	 descriptions	 explain	why	 the	 student	 teachers	with	 high	 frequency	 of	 help-

seeking	from	social	capitals	maintained	high	amount	of	BrSC	rather	than	BoSC.	

	

Notably,	 a	 contradictory	 phenomenon	 is	 emerging	 by	 combining	 the	 above	 results	 (more	

benefits	of	online	help-seeking	from	BrSC	than	BoSC)	with	the	study	finding	aforementioned	in	
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section	3.1	(student	teachers	contacted	the	members	of	BrSC	less	than	the	members	of	BoSC):	

When	 student	 teachers	meet	 practicum-related	 problems,	 they	 should	 seek	 help	 from	 BrSC	

rather	than	BoSC;	however,	they	often	contacted	BoSC	in	this	study.	

	

The	relationships	between	the	motivation	on	help-seeking	and	the	amount	of	each	social	capital		
According	 to	 the	 above	 study	 findings,	 student	 teachers	 should	 be	 encouraged	 to	 seek	 help	

from	 BrSC;	 however,	 they	 performed	 online	 help-seeking	 less	 from	 BrSC	 than	 from	 BoSC.	

Accordingly,	 the	motivations	of	 help-seeking	 from	 two	 types	 of	 social	 capitals	 are	worthy	of	

investigations.	

	

Table	5	reveals	the	relationships	between	the	motivations	of	online	help-seeking	and	the	two	

types	of	social	capitals,	 respectively.	Pearson's	correlation	 technique	was	utilized	 to	evaluate	

the	quality	of	the	relationship.	According	to	Cohen’s	recommendation	(1988),	 interpretations	

of	correlation	effect	size	are	based	on	correlation	coefficients	with	absolute	values:	small	effect	

(≥	0.1,	<	0.3),	medium	effect	(≥	0.3,	<	0.5),	and	large	effect	(≥	0.5).	According	to	the	analytical	

results	of	this	study,	the	student	teachers’	motivation	of	online	help-seeking	was	a	small	effect	

on	the	relationship	with	BoSC,	while	the	motivation	of	online	help-seeking	has	a	medium	effect	

on	 the	 relationship	 with	 BrSC.	 The	 study	 finding	 indicates	 that	 when	 the	 student	 teachers	

perceive	 larger	amount	of	social	capital	as	well	as	more	benefits	of	online	help-seeking,	 they	

have	higher	motivations	of	online	help-seeking,	especially	from	BrSC	which	effect	is	larger	than	

BoSC.	

	

Table	5.	The	relationships	between	the	motivations	of	online	help-seeking	with	the	amount	of	
each	social	capital	

	 M	 SD	 (A)	 (B)	 (C)	 (D)	

amount	of	BoSC	(A)	 4.38	 0.65	 	 	 	 	

perceived	benefits	from	BoSC	(B)	 4.13	 0.68	 	 	 	 	

motivations	of	online	help-seeking	(E)	4.16	 0.61	 .271**	 .280**	 	 	

amount	of	BrSC	(C)	 4.04	 0.79	 	 	 	 	

perceived	benefits	from	BrSC	(D)	 3.99	 0.75	 	 	 	 	

motivations	of	online	help-seeking	(E)	4.10	 0.61	 	 	 .446**	 .454**	

*p<.01	
	

Studies	 have	 evidenced	 that	 student	 teachers	 often	 experience	 a	 ‘reality	 shock’	 due	 to	 an	

underestimate	 on	 the	 complexity	 of	 teaching	 (Bertone,	 Meard,	 Euzet,	 Ria	 &	 Durand,	 2003;	

Wang	&	Lai,	2004).	Zusho	and	Barnett	(2011)	indicated	that	when	students	perceive	utility	and	

importance	 of	 task,	 they	 initiate	 online	 help-seeking.	 This	 study	 further	 found	 that	 the	

perceived	benefits	 of	 online	 help-seeking	were	 associated	 to	 the	motivations	 of	 online	 help-

seeking,	 especially	 from	 BrSC.	 However,	 surprisingly,	 the	 student	 teachers	 less	 sought	 help	

from	BrSC	than	from	BoSC	according	to	the	first	findings	of	this	study.		

	

CONCLUSION	AND	IMPLICATION	
This	study	investigated	the	frequency	of	online	help-seeking	from	two	types	of	social	capitals	

for	student	teachers	in	need	of	suggestions	for	practicum-related	problems	and	determined	the	

relationships	among	 the	amount	of	 social	 capitals	 for,	perceived	benefits	of,	 and	motivations	

on,	 online	 help-seeking.	 This	 study	 concluded	 that	 the	 student	 teachers	 sought	 helps	 from	

BoSC	more	 than	 from	BrSC	when	meeting	 practicum-related	problems;	 however,	when	 they	

have	 high	 frequency	 of	 help-seeking	 from	BrSC,	 they	 could	maintain	 higher	 amount	 of	 BrSC	

and	perceived	higher	benefits	of	help-seeking	than	those	with	low	frequency.	Restated,	when	
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student	teachers	meet	practicum-related	problems,	they	should	contact	BrSC	rather	than	BoSC;	

however,	they	often	contacted	BoSC	in	this	study.	Additionally,	this	study	also	determined	that	

the	perceived	benefits	of	online	help-seeking	were	associated	to	the	motivations	of	online	help-

seeking.	If	student	teachers	perceive	high	benefits	of	online	help-seeking,	especially	from	BrSC,	

they	would	be	willing	to	seek	help	online.			

	

According	to	the	conclusions	of	this	study,	student	teachers	should	be	encouraged	to	interact	

with	 knowledgeable	 friends	 as	 well	 as	 knowledge	 community	 member	 and	 further	 obtain	

useful	 information	 for	 solving	 practicum-related	 problems.	 Moreover,	 this	 study	 infers	 that	

useful	 information	 from	 social	 capital	 seems	 to	 be	 a	 key	 point	 in	maintaining	 social	 capital.	

Future	 studies	 could	 deeply	 explore	 the	 content	 of	 interactions	 with	 the	 members	 of	

knowledge	 community	 for	 student	 teachers	 and	 further	 understand	 which	 information	 is	

required.	Additionally,	 the	 factor	 regarding	 that	 the	 student	 teachers	 sought	help	 from	BoSC	

more	 than	 BrSC	 when	 they	 were	 in	 need	 of	 help	 during	 practicum	 is	 also	 worthy	 of	

investigation.		

	

The	student	 teachers	of	 this	study	enrolled	 in	 field-based	experiences	merely	 for	a	half	year;	

that	is,	they	maybe	maintain	BrSC	for	a	half	year.	This	study	cannot	identify	the	time	period	of	

when	BoSC	was	built.	Accordingly,	 this	study	has	one	 limitation:	 the	effects	of	 frequencies	of	

online	help-seeking	from	different	of	social	capitals	on	the	amount	of	social	capitals	may	differ	

for	 student	 teachers	 because	 of	 the	 different	 of	 time	 period	 in	 building	 two	 types	 of	 social	

capitals.		
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