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Abstract

High attrition among novice teachers has become one of the important causes of the global

teacher shortage. Compared with first career teachers (FCTs), second career teachers (SCTs)’

attrition has not been much studied. Previous literature reported that teachers’ attrition is

associated with collegial support and self-efficacy. However, the extent to which these three

factors are related requires more research. Hence, this study explores the relationship between

collegial support (both professional and emotional) and attrition, mediated by self-efficacy for

both SCTs and FCTs. This survey was conducted on 1510 secondary school teachers from

French-speaking Belgium. The path analysis results showed that professional support had a

significant association with SCTs’ and FCTs’ attrition. Emotional support had a significant

association only with FCTs’ attrition. Self-efficacy is a vital factor that mediates FCTs’ attrition

but not SCTs’. This study adds to the body of knowledge on novice SCTs’ and FCTs’ attrition,

self-efficacy and collegial support in the school context.

Keywords: novice second career teachers, first career teachers, self-efficacy, professional

support, emotional support, attrition
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The Importance of Collegial Support in Novice First and Second Career Teachers’

Self-Efficacy Construction and Attrition in the Teaching Profession.

Introduction

Many countries are facing an increasing teacher shortage (Azoulay, 2022; Ingersoll,

2012; Jarzabkowski, 2003; Tigchelaar et al., 2010; Yost, 2006). Two problems have caused the

phenomenon. One is the recruitment problem. The teaching profession is becoming less

attractive (Schmitt & deCourcy, 2022) because of the evolution of working conditions (e.g.,

workload, accountability measures, etc.) and lack of prestige. Another is the attrition problem,

that is teachers leaving the teaching profession in an early career stage because of uncompetitive

salaries, complexity of the induction process, and lack of collegial support (Guarino et al., 2006;

Harrell et al., 2004). Approximately 40% to 50% of novice teachers leave teaching in their first

five years for these reasons (Ingersoll, 2012).

In response to these two problems, researchers have suggested two solutions, which have

been taken into account by policymakers (Bullock, 2022; Ronfeldt & McQueen, 2017).

Regarding the lack of people deciding to pursue a teaching career, one solution proposed was to

attract different profiles of teachers, namely second-career teachers (SCTs) (Baeten & Meeus,

2016; Troesch & Bauer, 2017). They are individuals who have previously worked in another

profession and decided to become teachers as a second (third, or fourth, etc.) career (Chambers,

2002). In the same vein, first career teachers (FCTs) can be described as individuals who

followed a more traditional path to becoming teachers (Zee & Koomen, 2016).

Regarding the attrition issue, scholars have strongly advocated for providing support to

novice teachers (Baker-Doyle, 2012; Baker-Doyle & Yoon, 2020; Hawe & Ghali, 2007; Hong,

2012; Ingersoll & Strong, 2011). Currently, providing support to early career teachers has
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become common in schools (e.g., mentorship, onboarding program) (Baker-Doyle, 2012;

Bullock, 2022; Ingersoll, 2012; Ronfeldt & McQueen, 2017). Teachers’ attrition, however, has

not been stopped. The attrition rate is still high in most European countries as well as states in

America (Federičová, 2021; Johnson & Birkeland, 2003; Schmitt & deCourcy, 2022).

According to previous research, one major reason for early-career teachers’ attrition is

not receiving enough collegial support to help them adapt to school life (Beatty, 2000; Löfgren &

Karlsson, 2016; Porter et al., 2019; Schutz & Zembylas, 2009). Collegial support, rooted in

House’s (1981) view, could be described as the combination of professional support (e.g.,

instructional resources) and emotional support (e.g., feelings of care, love, trust, and

compassion). Research demonstrated that collegial support can decrease attrition (Lipscomb et

al., 2022; Shen, 2009) by boosting self-efficacy, that is the ability to successfully manage the

teaching profession role (Mintz, 2019; Skaalvik & Skaalvik, 2016). Several studies also reported

that self-efficacy had a significant effect on teachers’ long-term teaching retention and job

satisfaction (Dong et al., 2020; Ruitenburg & Tigchelaar, 2021; Zee & Koomen, 2016).

Although self-efficacy has widely been considered a key mediator of teachers’ life-long

development, decreasing burnout and attrition, we still know little about the dynamic of

self-efficacy in specific contexts (Dong et al., 2020; Duran et al., 2022; Zee & Koomen, 2016).

For instance, few studies have focused on exploring the self-efficacy of SCTs. Moreover, how

self-efficacy is enhanced within the school-embedded social network still has room to be

discussed.

This study aims at examining how collegial support is associated with SCTs’ and FCTs’

attrition, and the mediating role of self-efficacy in this association. By doing so, a clear,

fine-grained and context-based understanding of how these variables work on early-career
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teachers can be obtained.

Theoretical Framework

In this section, I will go through the three aspects that relate to teachers’ attrition. Firstly,

early career teachers’ attrition crisis and the contribution of collegial support to their attrition will

be discussed. Secondly, the merits of interpreting collegial support based on a social network

perspective will be covered. Professional support and emotional support will also be elaborated

on. Thirdly, I will focus on the relationship between self-efficacy and collegial support. The

diagram of the theoretical framework is shown in Figure 1.

Figure 1

Theoretical Framework Diagram

Novice SCTs’ and FCTs’ Attrition and Collegial Support

Although teacher shortage is a worldwide problem, teachers’ attrition rates vary by

school and country (Bauer et al., 2021). Teachers’ attrition refers to teachers leaving the teaching

profession before retirement (Helms-Lorenz et al., 2012). In the Netherlands’ primary education

system, early career teachers’ attrition rate is around 15% after one year (den Brok et al., 2017).

There is a severe shortage of qualified teachers in primary, secondary and special education
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schools in the UK (Pearce, 2023). In the UK, one out of three qualified teachers left teaching

positions in the past ten years (Pearce, 2023). In Belgium, compared to other EU areas, there are

twice as many teaching vacancies, with around a 20% attrition rate in the first five years

(European Commission, 2022).

One reason for novice teachers’ high attrition is the uncompetitive salary. According to

Wilson’s (2021) report, graduates (bachelor or master) who chose other industries have shown

faster salary growth after working for several years, compared with their peers who have become

teachers (Harrell et al., 2004). Furthermore, in recent years, such an income gap has become

greater (Wilson, 2021), which causes a large number of novice teachers to leave teaching

(Johnson & Birkeland, 2003). Another pivotal reason is the lack of collegiality. Many studies

pointed to a lack of communication and instructional support with colleagues and feeling isolated

as vital reasons for novice teachers’ dissatisfaction and attrition (Harrell et al., 2004;

Jarzabkowski, 2003; Shah, 2012).

For example, a study has found that the relationship between mentors and SCTs is not

close (Thomas, Tuytens, Moolenaar, et al., 2019). SCTs tend to not ask for help from their

mentors because they are worried that their mentors would think they are not professional, and

evaluate them as unqualified (Thomas, Tuytens, Moolenaar, et al., 2019). Worse yet, this study

also indicated some SCTs can only get a teaching position where they cannot transfer their

experience, which could undermine the motivation of SCTs. Johnson and Birkeland (2003) have

found that intrinsic rewards, such as feeling effective on students’ engagement, can foster

teachers’ willingness to stay, even if the salary is not competitive. Therefore, these factors lead to

a higher risk of unqualified and failed teaching experience, which may drive novice teachers to

leave their teaching careers (Johnson & Birkeland, 2003).
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It is worth noting that many governments have launched programs such as alternative

certification programs (ACPs) to encourage people to choose the teaching profession. Increasing

numbers of SCTs entered the teaching profession (Troesch & Bauer, 2017). However, SCTs

quickly left schools as well, which is called the “revolving door” effect (Ingersoll & Strong,

2011). Even though quite a few FCTs and SCTs tend to quit their teaching jobs in their first five

years, FCTs show slightly less attrition willingness than SCTs (Elliott et al., 2010; Suell &

Piotrowski, 2007).

To retain novice teachers in their current schools, the government and schools provide

many supports, such as the formal induction program to help novice teachers adapt to teaching

careers (Smith & Ingersoll, 2004). Among the many forms of support that have been

implemented to help teachers’ induction, recent literature agrees that collegial support is one of

the most effective support (Baker-Doyle, 2012; Casely-Hayford et al., 2022; Symeonidis et al.,

2023).

Collegial Support, Social Network, and Social Capital

Collegial support leads to professional resources and a sense of recognition, which is

valued by novice teachers and plays a pivotal role in retention (Auletto, 2021). Collegial support

includes professional support (e.g., teaching skills) and emotional support (e.g., feelings of care,

love, trust, and compassion) (House, 1981). For instance, by talking to other colleagues, they can

share concerns and teaching challenges and thus reduce their feeling of frustration and isolation

(Buchanan et al., 2013; Lipscomb et al., 2022).

Research has shown that SCTs receive less collegial support than FCTs. There are two

reasons. First, they are sometimes perceived as “not real” teachers by their first career colleagues

and consequently are isolated in the school’s social fabric (Coppe et al., 2023). Second, SCTs
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usually seem to have more life experience and skills because of their age. Therefore, it is often

assumed that their work skills can be directly transferred to teaching careers, thus SCTs are

easily neglected to get support during their induction period (Troesch & Bauer, 2017). For

instance, SCTs are often thought to be good at communicating with students, but the truth is that

SCTs rarely have experience working with students (Tigchelaar et al., 2008).

To help novice teachers, especially SCTs to acquire more collegial support, it is necessary

to know more details about collegial support. Literature suggested understanding collegial

support through the social network perspective because it takes the relationship between

individuals as the unit of analysis (Thomas et al., 2019). The advice and information that

teachers gain from collegial support can be described as teachers’ individual social capital

(Spillane et al., 2012). The degree of centrality, or the position that the teacher in the social

network decides how much social capital they can obtain (Baker-Doyle, 2015). Social networks

can facilitate teachers to find teaching resources, social support, and collaboration (Baker-Doyle,

2015).

For instance, colleagues’ feedback and critical dialogue can boost early career teachers’

reflection (Patrick et al., 2010) and thus encourage them to be more creative. Novice teachers can

share their teaching challenges with peers, thus reducing the feeling of being alone when facing

difficulties (Shah, 2012). Furthermore, informal interactions also allow teachers to build trust in

colleagues and feel recognized and accepted by others, subsequently promoting collaboration

between teachers and curriculum development (Moolenaar et al., 2011). Therefore, the dense

social network can benefit teachers’ lower attrition (Skaalvik & Skaalvik, 2011).

Emotional support and professional support are two major and vital aspects of collegial

support (Thomas, Tuytens, Moolenaar, et al., 2019). A heavy emphasis that has been placed on
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teachers’ professional support tends to leave aside the consideration of teachers’ emotional

support (Schutz & Zembylas, 2009; Uitto et al., 2015). In other words, teachers’ emotional

support is currently still underrepresented. Furthermore, although professional support research

is a big body, studies that utilize the perspective of social networks are still less and deserve a

more comprehensive understanding (Porter et al., 2019). Hence, analyzing professional and

emotional support based on a social network perspective is valuable for providing more targeted

support to SCTs and FCTs.

Emotional Support

As Löfgren and Karlsson (2016) have clarified, emotional support can be described as an

important and insufficient element of collegiality which contains listening to other teachers’

feelings, sharing teaching values, and inclusive and trustable dialogue. Collegial emotional

support can be a good buffer for novice teachers’ transition, by exchanging similar frustrated

feelings and sharing pressure (Zonoubi et al., 2017). For instance, collegial support can foster

critical dialogue, reflection, and decision-making consensus among teachers and thus boost

collective self-efficacy and build a more friendly and trusting school climate (Löfgren &

Karlsson, 2016). Moreover, Gamborg and her colleagues (2018) argued that it is mainly because

these collaboration and communication opportunities can reduce novice teachers’ isolation.

Furthermore, perceiving chronic stress and their efforts not being recognized by parents

and principals can be important factors that force beginning teachers to leave a teaching job

(Thomas et al., 2019). Likewise, the literature also illustrated teachers’ emotional exhaustion is

highly related to their job dissatisfaction and burnout (Uitto et al., 2015). Jarzabkowski (2002)

has pointed out that emotional support is quite cherished by primary school teachers, particularly

novice teachers; The support means important resources for survival in their teaching career.
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Jarzabkowski (2003) has also argued that advice shared by experienced teachers helps young

teachers gain more reassurance as well as contributes to building a more proactive and

welcoming school environment. According to Aldridge and Fraser’s (2016) study, a positive

school-level environment can benefit teachers’ self-efficacy, teaching innovation, and job

satisfaction. Moreover, Jarzabkowski (2003) has illustrated that emotional support should be

taken more seriously since it is a vital element besides salary that can promote teachers’

enthusiasm for their work.

Professional Support

Professional support can be described as an approach that fosters novice teachers to

reflect and improve their instructional abilities through a series of interactions with colleagues

and mentors such as observation, collaboration, and critical dialogue (Postholm, 2012). Based on

Bandura’s (1977) social cognitive theory, teachers’ vicarious experiences can be fostered through

their daily interactions with colleagues. For instance, after observing experienced colleagues’

courses, novice teachers can learn and critically reflect on their own instructional skills, and thus

feel confident when they stand on the podium (Zonoubi et al., 2017). Furthermore, their

colleagues with rich teaching experiences can give novice teachers professional advice in order

to improve their didactical skills, and help novice teachers timely modify their errors as well

(Postholm, 2012; Zonoubi et al., 2017). In turn, novice teachers can also bring fresh perspectives

to experienced teachers. In a study carried out by Caspersen and Raaen (2014), they found that

joint working is attributable to novice and experienced teachers’ self-efficacy and novice

teachers’ certainty. Moreover, Pogodzinski (2014) has pointed out that the accessibility of

resources plays a pivotal role in mediating teachers’ stress, efficiency, self-efficacy, the

perception of work and workplace environment, and career decisions.
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By contrast, lack of professional support, in particular for beginning teachers, seems to be

the pivotal inhibition factor that influences their intrinsic motivation, sense of belongingness, job

attitudes, and job satisfaction (Thomas et al., 2019). Compared to other professions, on average,

early career teachers are more likely to receive less professional support from their mentors and

there are limited channels for them to communicate their needs (Caspersen & Raaen, 2014).

Also, Ingersoll and Strong (2011) have argued that the quality of support is very uneven. For

instance, as Jarzabkowski (2003) argued, schools in remote areas have much less access to

outside mentors’ guidance because of their geographical limitations.

Self-Efficacy and Collegial Support in the School Context

Noteworthy, the literature reported that self-efficacy is expected as a vital factor related to

collegial support and attrition (Brouwers et al., 2001; Korte, 2017; Shen, 2009). Teachers’

self-efficacy has been a trendy subject among researchers for a long time since it is a key factor

that impacts teachers’ adaptability (Dong et al., 2020), job satisfaction, and long-term job

commitment (Zee & Koomen, 2016). Consequently, teachers’ self-efficacy has an indirect

influence on students’ engagement and achievement, intrinsic and extrinsic motivation, and

self-regulation behaviors (Zee & Koomen, 2016). Self-efficacy is the belief that people trust

themselves in handling something (Helms-Lorenz et al., 2012). Teachers’ self-efficacy refers to

the belief/perception teachers have of their ability to successfully manage their teaching

professional role (Mintz, 2019; Skaalvik & Skaalvik, 2016).

Collegial support is the vital factor that impacts teachers’ self-efficacy (Löfgren &

Karlsson, 2016; Shah, 2012) because they provide teachers with emotional support (Beatty,

2000) and teaching resources that help teachers complete successful teaching (Van Uden et al.,

2014). As Johnson and Birkeland (2003) illustrated, collegial support can be vital assistance for
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teachers to pursue a successful teaching career. In their research, they have elaborated that

teachers' perception that they are helpful and effective for students is the most important factor

which retains them in their current teaching positions. Vice versa, a lack of professional support

and emotional issues such as feeling isolated can negatively influence teachers’ self-efficacy

(Johnson & Birkeland, 2003; Tschannen-Moran & Hoy, 2007), in particular, when they have to

face disparity between theory and practice alone (Hoy, 2005).

In a study conducted by Thomas and her colleagues (2019), they examined teacher

self-efficacy based on social networks, which was found that collegial support has a positive

influence on teachers’ self-efficacy. Yet, they also found that professional support alone is not

significant enough to change beginning teachers’ self-efficacy. Hence, professional support and

emotional support should be considered separately in examining the relationship with attrition,

which would be meaningful for a deeper understanding of to what extent SCTs and FCTs need

support. Furthermore, they also found that emotional support contributed to early career

teachers’ sense of belonging to the school team, which echoed another research. That is, as

Bjorklund and his colleagues (2020) reported, a sense of belonging and a supportive network

have a positive effect on novice teachers’ self-efficacy. In addition, the literature also reported

that teachers’ self-efficacy can be one of the most effective and indirect elements in developing

students’ engagement in learning (Van Uden et al., 2014).

In view of previous research, teachers with a high level of self-efficacy are more likely to

stay in their profession (Skaalvik & Skaalvik, 2016). Self-efficacy can help reduce the stress of

challenges in teaching (Bjorklund et al., 2020) and better help them overcome the discomfort of

the first years of the profession (Demirtas, 2018; Schunk, 1995). Siciliano (2016) and Skaalvik

and Skaalvik (2007) have shed light on the fact that teachers’ self-efficacy has great significance
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for the quality of their teaching and reducing burnout. Teachers with high self-efficacy have a

greater willingness to persist in teaching, are more active in the classroom, and can give quality

feedback to their students (Skaalvik & Skaalvik, 2016; Zee & Koomen, 2016).

In addition, previous research has found that teachers’ attrition can be associated with

students’ socioeconomic status (SES) and their years of teaching experience (Anderson, 2018;

Hoy & Spero, 2005). Compared with FCTs, SCTs’ attrition tends to be lower in schools with low

students’ SES, because their various backgrounds allow them to get along well with students

with low SES well (Anderson, 2018). Also, years of teaching experience is found to have the an

association with teachers’ self-efficacy, teachers' stress and willingness to stay in the teaching

profession (Hoy & Spero, 2005). Considering this study is embedded in the school context,

clarifying students’ SES and teachers’ years of teaching experience would make this research

more comprehensive.

This Study

This study aims to contribute to the body of knowledge on novice SCTs’ attrition by (1)

evaluating the relationship among professional support, emotional support, SCTs’ self-efficacy,

SCTs’ attrition, and their students’ SES and their years of teaching experience and (2) comparing

these relationships between novice SCTs and FCTs. This study pursues these objectives by

investigating these four research questions:

RQ1: To what extent does professional support operationalized as social capital, predicate

SCTs’ and FCTs’ attrition?

RQ2: To what extent does emotional support, operationalized as social capital, predicate

SCTs’ and FCTs’ attrition?

RQ3: To what extent does self-efficacy mediate the above mentioned association in the
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case of SCTs?

RQ4: To what extent does self-efficacy mediate the above mentioned association in the

case of FCTs?

Method

Participants

There were 1510 secondary school teachers in French-speaking Belgium who

participated in this survey, including 533 SCTs and 977 FCTs. Teachers responded anonymously.

They gave their informed consent form agreeing to their answers being used for scientific

research. Participant teachers were recruited through social network platforms and contacts with

principals. Approval was obtained from the ethics committee of the Faculty of Behavioural and

Social Sciences.

Survey Design and Instrument

Participating teachers filled in the survey via the Qualtrics platform. At the beginning of

the survey, participants received the information that we were only interested in participants

ranging from 1 to 7 years of teaching experience. It took around 15 minutes to complete. The

survey included the following five parts.

Demographic information (without personal identification) and professional information

(Levitt et al., 2018). They included teachers’ gender, teachers’ type (SCTs or FCTs), school type

(primary or secondary schools), teachers’ years of teaching, number of students and students’

SES.

Interaction questionnaire. It included the frequency and quality of professional support

and emotional support. The questionnaire was from a previously validated scale (Thomas et al.,

2019). Firstly, through a name generator, respondents named up to 15 colleagues who gave
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her/him professional or emotional support. Then, they responded to items related to the

frequency and quality of professional and emotional support.

Attrition scale. This scale was a validated scale from previous studies (Becker & Billings,

1993; McInerney et al., 2018). It included six items. Four of the questions were about leaving the

teaching profession and two were about changing schools.

Teachers’ self-efficacy scale. This scale was from a validated scale (Coppe et al., 2020).

It was composed of three aspects: teachers’ instructional self-efficacy, teachers’ class

management self-efficacy, and students’ engagement self-efficacy (Coppe et al., 2020).

Variables

The endogenous variable is the social issue that the study intends to explore (Petersen,

2001). In this study, the endogenous variables are teachers’ attrition and teachers’ self-efficacy.

Literature has shown that self-efficacy is affected by collegial support (Pogodzinski, 2014).

Hence, self-efficacy is operationalized as an endogenous variable. A similar previous study (Iis

& Yunus, 2016) grouped it as an endogenous variable as well. In this survey, teachers’ attrition is

operationalized as the intention to quit. Because it is very costly and challenging to collect data

on real attrition (Billingsley, 2004), the intention to quit is a good proxy measure of attrition that

has been adopted by experts (Ainley & Carstens, 2018).

The Cronbach’s alpha coefficients of the attrition scale and self-efficacy scale were .95

and .83 respectively, which indicated good reliability. To compute the variable of attrition, I

calculated the mean between three items related to attrition. The same method was used to

calculate self-efficacy. The example question of attrition was: “I am thinking of leaving the

teaching profession.” Subjects responded on a scale from 5 (“strongly agree”) to 1 (“strongly

disagree”). One of the self-efficacy items was: “ I know how to motivate students who show low
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interest in school work.” Participants responded on a scale from 5 (“strongly agree”) to 1

(“strongly disagree”).

Exogenous variables are professional support and emotional support. The exogenous

variables are those used to explain social issues (Petersen, 2001). Inspired by previous research

(Ingersoll & Strong, 2011; Joiner & Edwards, 2008), this study combined the quality and

frequency of collegial support, because both of these factors have been shown to have a

significant impact on teacher attrition (Thomas, Tuytens, Moolenaar, et al., 2019). According to

previous literature (Thomas, Tuytens, Moolenaar, et al., 2019), professional support and

emotional support are operationalized as teachers’ social capital in this study. I took professional

support as an example to explain how to compute the variable (Thomas et al., 2019). Firstly, for

each respondent, I computed the mean scores between the quality of support and the frequency

of support provided by each colleague the respondent mentioned. Secondly, I summed these

means between all colleagues mentioned as providing support for each participant. The same

method was used to calculate the social capital of emotional support. Example questions were as

follows. “How useful do you perceive the professional support from this colleague?”.

Participants responded from 5 (“always useful”) to 1 (“never useful”). Another example was:

“How frequently do you receive emotional support from this colleague?”. Participants responded

from 5 (“daily”) to 1 (“once every three months”).

Control variables were students’ SES and teachers’ years of teaching experience. Among

all the control variables, students’ SES and teachers’ years of teaching were found to be the most

important factors that impacted teachers’ attrition and self-efficacy, respectively (Ingersoll &

May, 2012; Mintz, 2019). Hence, it was essential to include them in this study. Also, they were

the factors that could be used to explain teachers’ attrition and thus they should be
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operationalized as exogenous variables (Petersen, 2001). The item of students’ SES (OECD,

2022) was: “I think my school mainly welcomes students from the following socio-economic

backgrounds”. Teachers responded from 5 “(very advantaged)” to 1 “(very disadvantaged)”. The

item of years of teaching (Thomas, Tuytens, Moolenaar, et al., 2019) was “How many years have

you been a teacher?” Teachers responded from “0” to “7”.

The multigroup analysis factor was teachers’ type (SCTs and FCTs). SCTs’ and FCTs’

paths of attrition were compared so that a more fine-grained SCTs situation could be unveiled

and a more customized intervention could be designed based on their different needs.

Analysis

This study used path analysis. It was widely used in examining the relationships between

variables in non-experimental research (Streiner, 2005). Path analysis allowed several variables

to be tested simultaneously (Streiner, 2005), which made the result more accurate. This study

sample was 1341, which met the minimum sample size requirement for pathway analysis which

was greater than 200 (Bhakar, 2015). Secondly, path analysis can explain well the relationships

between several factors in this study (Lani, 2021). The analysis tool was Jamovi. It was a free

and open statistical tool (The jamovi project, 2022) to analyze data in social sciences.

This study tested the goodness fit of the model, with common indices for the path model.

Chi-square and degree of freedom were used to calculate the p value. If the p value was higher

than .05, it indicated a good model fit (Moran, 2021). RMSEA (root mean square error of

approximation) below .01 indicated excellent model fit, while above .08 indicated mediocre fit

(MacCallum et al., 1996). CFI (comparative fit index) higher than .95 indicated a good fit (Xia &

Yang, 2018). SRMR (standardized root mean square residual) smaller than .08 indicated a good

fit (Hu & Bentler, 1999). Missing data have been handled by Jamovi default missing value
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system for path analysis which was listwise deletion (Jonathon, 2021).

According to the literature on teachers’ self-efficacy, and collegial support, the

hypothesized full path model was as the following descriptions. Professional support and

emotional support were hypothesized to affect teachers’ attrition directly and also indirectly by

affecting teachers’ self-efficacy. Students’ SES was hypothesized to have a direct influence on

teachers’ attrition. And teachers’ years of teaching experience were hypothesized to play a direct

and important role in teachers’ self-efficacy. SCTs’ and FCTs’ path coefficients were compared

to know which path was significantly associated with teachers’ attrition.

Figure 2

Hypothetical Model of Relationships among Emotional Support, Professional Support, Years of

Teaching, Students’ SES, Self-Efficacy and Teachers’ Intention to Quit.

Note. Single-headed arrows represent predictive relationships.
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Results

This section is divided into three parts. Firstly, the missing data, descriptive statistics and

goodness of model fit will be discussed. Secondly, through Figure 3 and Figure 4, I will discuss

direct associations between variables. Thirdly, via statistics in Table 1, I will discuss indirect

associations between variables.

Missing Data, Descriptive Statistics and Goodness of Model Fit

The valid sample was 1341. A small amount of missing data was present, including 56

SCTs and 113 FCTs, 10.5% and 11.6% of the total number of SCTs and FCTs, respectively for

whom at least one piece of information was missing on one of the variables of interest.

The mean scores and standard deviation of SCTs’ self-efficacy and intention to quit were

M = 4.06, SD = .60, M = 2.08, SD = 1.28 respectively. The mean scores and standard deviation of

FCTs’ self-efficacy and attrition were M = 4.19, SD = .53, M = 2.04, SD = 1.18 respectively.

These indicated that, on average, SCTs’ self-efficacy was slightly lower than FCTs and SCTs’

intention to quit was slightly higher than FCTs. Detailed descriptive statistics could be found in

Appendix A.

I selected several frequently reported indicators in SEM (Structural Equation Modeling,

i.e., path analysis) model fit (Kenny, 2020). Chi-square χ2 (4) = 28.7, p < .001. The p value was

less than .05, which meant that the null hypothesis was rejected and the differences between

observed and expected proportions are significant (Frost, 2022). Considering the valid sample

was 1341, more than 400, the Chi Square was usually statistically significant (Kenny, 2020).

RMSEA is .096, more than .08, which indicated a mediocre fit. One important reason was the df

(the degree of freedom) was a quite small value of 4, which could lead to a large RMSEA value

(Kenny, 2020). Subsequently, because RMSEA was less than .16, the CFI could be small (.88).



20

This meant CFI was not a good indicator for our model. However, SRMR was .026, less than

.08, which indicated a good fit (Hu & Bentler, 1999). Detailed goodness of fit indices for the

models tested could be found in Appendix B.

Path Analysis Results

The path analysis outcomes were obtained by automatic calculation with the SEM

software package in Jamovi. As the path diagrams output by Jamovi were not labeled with a p

value, I have added the significant p values manually. I splitted the path analysis result diagram

into SCTs’ Figure 1 and FCTs’ Figure 2.

Direct Paths Results

The direct paths indicated the following. Years of teaching experience had a significant

effect on SCTs’ and FCTs’ self-efficacy, (β = .24, p < .001, β = .23, p < .001, respectively). It

indicated that the more teaching experience they have, the higher their self-efficacy gets.

Emotional support had significant associations with SCTs’ and FCTs’ self-efficacy (β = .10, p =

.041, β = .10, p = .013, respectively), which indicated with more emotional support, SCTs’ and

FCTs’ self-efficacy growing higher. Emotional support did not have significant associations with

SCTs’ or FCTs’ attrition (β = .03, p = .609, β = -.03, p = .478, respectively).

Professional support had a significant and positive association with SCTs’ and FCTs’

self-efficacy (β = .16, p = .001, β = .10, p = .010, respectively). It indicated that professional

support could boost SCTs’ and FCTs’ self-efficacy. Professional support was also found to have

a significant association with SCTs’ and FCTs’ attrition (β = -.24, p < .001, β = -.09, p = .028,

respectively). It indicated that professional support could decrease SCTs’ and FCTs’ attrition.

Self-efficacy had a significant association with FCTs’ attrition (β = -.16, p < .001) which

indicated that with stronger self-efficacy, there was lower FCTs’ attrition. However, there was no
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significant relationship between self-efficacy and SCTs’ attrition (β = -.08, p = .084). Similarly,

students’ SES had no significant association with SCTs’ or FCTs’ attrition (β = -.03, p = .44, β =

-.04, p = .265, respectively).

Figure 3

SCTs’ Path Diagram

Note. Double-headed arrows represent correlations. Single-headed arrows represent predictive relationships.

Tea_Sen_1 represents years of teaching experience. SES means students' socioeconomic status. SqEmoX2

represents emotional support. SqProX2 means professional support. STmean represents self-efficacy. Attrmean

represents attrition. Only significant p values for regression paths are represented.
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Figure 4

FCTs’ Path Diagram

Note. Double-headed arrows represent correlations. Single-headed arrows represent predictive relationships.

Tea_Sen_1 represents years of teaching experience. SES means students' socioeconomic status. SqEmoX2

represents emotional support. SqProX2 means professional support. STmean represents self-efficacy. Attrmean

represents attrition. Only significant p values for regression paths are represented.

Indirect Paths Results

As Table 1 has illustrated, the indirect path from SCTs’ professional support to their

self-efficacy and to attrition demonstrated a not significant relationship (β = -.01, p = .13).

However, the direct path indicated that professional support had a significant association with

SCTs’ attrition. The path from SCTs’ emotional support to self-efficacy and to attrition showed a

not significant association among these three variables (β = -.01, p = .19). The direct path from

emotional support to SCTs’ attrition was not significant. The path from SCTs’ years of teaching

experience to SCTs’ self-efficacy and to attrition did not illustrate a significant relationship (β =
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-.02, p = .098). Interestingly, these indicated that SCTs’ attrition was directly and most

associated with professional support. Emotional support was not significantly associated with

SCTs’ attrition. Years of teaching experience had no significant relationship with SCTs’ attrition

when mediated by self-efficacy.

In contrast, indirect paths of FCTs have shown that professional support, emotional

support, and years of teaching were all found to have significantly associated with FCTs’

attrition, mediated by self-efficacy (β = -.02, p =.022, β = -.02, p = .028, β =-.04, p < .001,

respectively). Combining with FCTs’ direct paths, the following findings can be conducted.

Emotional support was most associated with FCTs’ attrition when mediated by self-efficacy.

Professional support was partially associated with FCTs’ attrition when mediated by

self-efficacy. The years of teaching experience was most associated with FCTs’ attrition when

mediated by self-efficacy.

Table 1

Results of SCTs’ and FCTs’ Path Analysis

Description Estimate SE β p

SCTs Professional support⇒ Attrition -0.10 0.02 -0.24 < .001

Professional support⇒ Self-Efficacy 0.03 0.01 0.16 0.001

Professional support⇒ Self-Efficacy⇒ Attrition -0.01 0.00 -0.01 0.128

Emotional support⇒ Attrition 0.01 0.02 0.03 0.609

Emotional support⇒ Self-Efficacy 0.03 0.01 0.10 0.041



24

Description Estimate SE β p

Emotional support⇒ Self-Efficacy⇒ Attrition -0.00 0.00 -0.01 0.186

Self-Efficacy⇒ Attrition -0.17 0.10 -0.08 0.084

SES⇒ Attrition -0.03 0.04 -0.03 0.442

Years of teaching⇒ Self-Efficacy 0.07 0.01 0.24 < .001

Years of teaching experience⇒ Self-Efficacy⇒ Attrition -0.01 0.01 -0.02 0.098

FCTs Professional support⇒ Attrition -0.03 0.01 -0.09 0.028

Professional support⇒ Self-Efficacy 0.02 0.01 0.10 0.010

Professional support⇒ Self-Efficacy⇒ Attrition -0.01 0.00 -0.02 0.022

Emotional support⇒ Attrition -0.01 0.01 -0.03 0.478

Emotional support⇒ Self-Efficacy 0.01 0.01 0.10 0.013

Emotional support⇒ Self-Efficacy⇒ Attrition -0.01 0.00 -0.02 0.028

Self-Efficacy⇒ Attrition -0.36 0.08 -0.16 < .001

SES⇒ Attrition -0.03 0.03 -0.04 0.265

Years of teaching experience⇒ Self-Efficacy 0.05 0.01 0.23 < .001

Years of teaching experience⇒ Self-efficacy⇒ Attrition -0.02 0.01 -0.04 < .001

Note. SCTs represent second career teachers and FCTs represent first career teachers. Description subscripts refer to

groups, with 1= SCTs, and 2= FCTs. IE represents the path. SqProX2 represents professional support. STmean

represents self-efficacy. Attrimean represents attrition. SqEmoX2 represents emotional support. Tea_Sen_1

represents years of teaching.
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Discussion

This section is divided into three parts. Firstly, the relationships between professional

support, self-efficacy and SCTs’ and FCTs’ attrition will be discussed. Secondly, the

relationships between emotional support, self-efficacy and SCTs’ and FCTs’ attrition will be

discussed. Finally, the role of students’ SES and years of teaching experience will be discussed.

Professional Support, Self-Efficacy and Attrition

Professional support was found to be most directly associated with SCTs’ attrition. This

is consistent with previous literature (Coppe et al., 2022; 2023). Professional support provided

SCTs with many teaching resources, which can help them, such as commanding essential

teaching skills and enhancing their positive job attitudes (Thomas et al., 2019). With professional

support increasing, self-efficacy improved. The growing self-efficacy was not associated with

lower SCTs’ attrition. This is a very interesting finding. One possible explanation could be that

our scale investigated classroom-related self-efficacy. However, other aspects, such as

organization related self-efficacy may play a vital role in mediating SCTs’ attrition (Coppe et al.,

2020). Indeed, a study conducted by Friedman and Kass (2002) has emphasized that organization

related self-efficacy is pivotal for teaching careers. This finding also illustrated that adapting to

school life is pretty challenging for novice SCTs, even harder than learning to teach. It is

understandable that most SCTs have been away from school life for a long time (Chambers,

2002).

Professional support was partially associated with FCTs’ attrition when mediated by

self-efficacy. This is aligned with previous studies (Brouwers et al., 2001; Hatlevik & Hatlevik,

2018). It can be explained that FCTs are new graduates from university and have not had many

successful experiences (Hoy, 2005). Hence, with professional support, their competencies in
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teaching can develop their confidence and thus decrease attrition in teaching professions

(Papatraianou & Cornu, 2014).

Emotional Support, Self-Efficacy and Attrition

Emotional support was significantly associated with SCTs’ and FCTs’ self-efficacy. This

is consistent with previous research (Van Rooij et al., 2019). It can be explained that sharing

teachers’ feelings and emotional management tips can help novice teachers reduce their feelings

of isolation and stress and improve emotional well-being (Duran et al., 2022; Papatraianou &

Cornu, 2014). These develop a positive psychological state and confidence and thus boost novice

teachers’ self-efficacy and willingness to stay in teaching jobs (Van Rooij et al., 2019)

However, emotional support was not significantly associated with SCTs’ attrition. One

possible reason could be that emotional support from colleagues is not the major source of SCTs’

emotional support. Other sources of emotional support, such as social networks of previous

colleagues and family can provide vital emotional support (Kahn, 2015).

In addition, the literature showed that most SCTs choose to become teachers after careful

consideration (Chambers, 2002; Papatraianou & Cornu, 2014). They have a clear belief in

service to the community (Papatraianou & Cornu, 2014). However, although FCTs are

systematically trained by teacher education, their belief in teaching, such as a career in teaching

suits them (Gonzales Rodriguez & Sjostrom, 1998) could be shaken because of the gap between

reality and their expectations. Hence, emotional support (e.g., teaching values and beliefs) plays

a pivotal role in FCTs’ early career transition.

Students’ SES, Years of Teaching and Attrition

This study reveals that SES was not a significant predictor of either SCTs’ or FCTs’

attrition, which is inconsistent with previous findings (Ingersoll & May, 2012; Schmitt &
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deCourcy, 2022). It can be explained by the fact that the students’ SES of this study’s

participants was diverse and not concentrated in very advantaged or disadvantaged schools (see

Appendix C). The sample in previous studies that concluded that novice teacher attrition was

highly related to students’ SES was mostly from minority and rural areas (Brill & McCartney,

2008; Jarzabkowski, 2003). In other words, these studies’ samples were very concentrated in low

SES schools.

As expected, years of teaching experience were found to be a significant predictor for

both SCTs’ and FCTs’ self-efficacy. The results are in line with previous studies (Harrell et al.,

2004; Klassen & Chiu, 2010; Van Uden et al., 2014). It could be explained through Bandura’s

(1977) self-efficacy theory. The teaching experience is getting richer, and self-efficacy in

teaching is constantly enhanced (Hoy, 2005; Tschannen-Moran & Hoy, 2007; Van Uden et al.,

2014). In addition, another potential reason is that teachers who have not gained enough

successful teaching experience choose to leave, and conversely, those who have accumulated

enough mastery experience stay in their positions (Hong, 2012).

Implications and Future Research

Implications

I would like to recommend some advice for both policymakers and novice SCTs and

FCTs. First of all, in light of what this study and previous research have revealed, both SCTs and

FCTs need adequate professional support and emotional support (Haggard et al., 2006; Madfes,

1990) to boost them to integrate teaching careers with less pain and discomfort. Furthermore, it

would be effective to strengthen novice teachers’ self-efficacy with the combination of

professional support and emotional support. The reason is that earlier research (Curby et al.,

2013) and this study illustrated there is a strong reciprocal relationship between professional
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support and emotional support.

Another piece of advice is that providing more professional support to SCTs, such as

building a professional development community, should be more seriously taken into the school

board’s consideration. This is not only creating more opportunities and spaces for exchanging

instructional opinions but also building a window for communicating emotional feelings and

advice. Noticeably, technical and practical skills should be more valued, as Caspersen and Raaen

(2014) have pointed out that these factors play vital roles in an early career teaching survival in

dealing with teaching issues. Furthermore, utilizing and integrating the support received and

encouraging novice teachers to engage in professional seminars should also be emphasized,

when schools carry out meetings and professional development programs (Caspersen & Raaen,

2014). Furthermore, this study found course related self-efficacy was not highly associated with

SCTs’ attrition. Hence, schools should be more supportive of SCTs’ needs outside the classroom

(Friedman & Kass, 2002). For example, knowing how the school’s resources were allocated and

school routines could be important for SCTs’ integration into the school and thus increase

confidence in school life.

In addition, this study has illustrated that emotional support was highly associated with

FCTs’ self-efficacy and attrition. It is meaningful to provide more emotional support to novice

FCTs. Gonzales Rodriguez and Sjostrom (1998) have pointed out that young traditional teachers’

belief in teaching decreased in their first week of transition. Meanwhile, isolation (Johnson &

Birkeland, 2003), a major factor that hinders teachers’ innovative teaching (McLaughlin, 1992)

and lifelong professional development, could also be dispelled by providing emotional support.

In other words, salary is not the only effective solution to retain novice teachers (Schmitt &

deCourcy, 2022). Reciprocal help school climate (Madfes, 1989) could contribute to teachers’
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satisfaction a lot and thus keep qualified teachers stay in the teaching job. Furthermore, this

study found a significant association between years of teaching experience and self-efficacy. It

indicated that collaboration between senior and novice teachers should be strengthened. This is

because experienced teachers can provide guidance to novice teachers and their high

self-efficacy can facilitate a more harmonious and inclusive collaboration (Caprara et al., 2003).

Limitations and Future Research

There are some limitations in this study that should be elaborated on. Firstly, the content

of self-efficacy is limited. Future research can take self-efficacy related to other aspects, such as

organization into consideration and not be limited to course related self-efficacy when examining

the relationship between SCTs’ self-efficacy and attrition.

Secondly, it is recommended to investigate the extent to which SCTs’ and FCTs’ original

motivation (Coppe et al., 2021) contributes to their social capital and self-efficacy. This

information could contribute to portraying specific teachers’ profiles and thus create a more

personalized intervention plan.

Thirdly, a mixed-methods study, that is combining quantitative and qualitative methods,

is recommended for future research. For instance, in this study, emotional support did not show a

statistically significant association with SCTs’ attrition. An interview will help uncover the story

(Thomas et al., 2019) behind the non-significant data, such as the main sources of emotional

support for SCTs.

Fourth, taking into account local teacher welfare policies, minority students at each

school, etc., will make future studies more informative, since self-efficacy is the reciprocal

product of interaction between teachers and the environment (Bandura, 1977). In addition, it will

be more valuable to take collective self-efficacy into account. As Goddard and Goddard’s (2001)
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research has shown, collective self-efficacy is also a strong predictor of teachers’ individual

self-efficacy levels.

Fifth, taking subjects into teacher shortage consideration will be more customized and

make sense for future study. One reason is specific subject teachers ask for different support

(Ingersoll & May, 2012). For example, science teachers put salary first, but mathematics teachers

treat classroom autonomy as their priority for attrition. Another reason is different schools have

special needs for some subjects’ teachers. For example, in the USA (Schmitt & deCourcy, 2022)

and the UK (Pearce, 2023) it is hard to find science and math teachers.

Furthermore, longitudinal research to track different career stages of teachers’

self-efficacy is meaningful for future research to customize interventions for different stages of

teachers. One reason is that the impact of the intervention on self-efficacy usually shows several

years later (Duran et al., 2022). Another reason is that the form of the attrition curve of in-service

teachers is U shape, which means teachers show high attrition partition in their early career and

their latter teaching career (Ingersoll & May, 2012).

Conclusion

In light of the worldwide teacher shortage, SCTs are seen as a pivotal solution to address

the shortage issue. Nonetheless, high attrition among early career teachers has forced education

experts to explore the factors that can retain teachers. Therefore, this research explored the

predictive relationships among SCTs’ and FCTs’ professional support, emotional support,

self-efficacy, years of teaching experience, their students’ SES, and attrition. The results

presented in this study have highlighted the following. Professional support was directly and

mostly associated with SCTs’attrtion. The surprising thing was course related self-efficacy and

emotional support had no significant association with SCTs’ attrition. It indicated that
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self-efficacy related to other aspects and other sources of emotional support played key roles in

SCTs’ attrition. Another surprise is that emotional support was entirely associated with FCTs’

attrition through the mediator self-efficacy. Consistent with previous literature, professional

support was partially associated with FCTs’ attrition, through mediator self-efficacy. And years

of teaching were highly associated with SCTs’ and FCTs’ attrition. SES was not significantly

associated with SCTs’ and FCTs’ attrition. Hence, providing SCTs with more help outside the

classroom would assist SCTs in adapting better to school life. Providing more emotional support

for FCTs is beneficial in improving their self-efficacy and reducing attrition.
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Appendix A

Descriptives Statistics

Teachers

type

Self-

Efficacy

Attrition Professional

support

Emotional

support

Years of

teaching

Students’

SES

N 1 515 478 533 532 532 515

2 936 864 977 976 0 936

Missing 1 18 55 0 1 1 18

2 41 113 0 1 977 41

Mean 1 4.06 2.08 6.46 5.91 8.56 3.01

2 4.19 2.04 7.19 6.96 NaN 3.30

Median 1 4.13 1.33 6.32 6.16 6.00 2

2 4.25 1.67 7.35 7.00 NaN 4.00

SD 1 0.60 1.28 3.27 3.48 7.54 1.51

2 0.53 1.18 3.18 3.46 NaN 1.52

Minimum 1 1.13 1.00 0.00 0.00 0.00 1

2 1.00 1.00 0.00 0.00 NaN 1

Maximum 1 5.00 5.00 17.3 17.3 36.0 6
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Teachers

type

Self-

Efficacy

Attrition Professional

support

Emotional

support

Years of

teaching

Students’

SES

Maximum 2 5.00 5.00 17.3 19.0 NaN 6

Note. 1 represents second career teachers. 2 represents first career teachers. SD represents standard deviation. NaN is

short for not a number. NaN for years of teaching experience means that first career teachers’ teaching experience is

zero years.
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Appendix B

Model Tests and Model Fit Indices

Figure B1

Model Tests

Label X² df p

User Model 28.7 4 < .001

Baseline Model 231.2 18 < .001

Group 1 0.0 0 1.000

Group 2 0.0 0 1.000

Note. Group 1 represents second career teachers. Group 2 represents first career teachers.

Figure B2

Fit Indices 1

RMSEA 95% CI

AIC BIC adj. BIC SRMR RMSEA Lower Upper RMSEA p

6360 6475 6405 0.026 0.096 0.065 0.130 0.009
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Figure B3

Fit Indices 2

CFI TLI RNI GFI adj. GFI pars. GFI

0.884 0.478 0.884 1.000 0.996 0.074
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Appendix C

Distribution of Students’ SES in SCTs’ and FCTs’ Schools

Note. SCT 1 represents second career teachers. SCT 2 represents first career teachers. SES represents students’

socioeconomic status.


