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In this study, we investigated retention intention and job satisfaction of 238 first-year alternatively
certified (AC) teachers. Drawing on Organizational Socialization Theory, we tested the hypothesis that AC
teacher extraversion and perceived school support are positively related to the two variables and
mediated by self-efficacy. To test our hypothesis, we applied structural equation modeling. Our results
demonstrate that extraversion and perceived social support are positively related to retention intentions
and job satisfaction. In addition, self-efficacy serves as a mediator. The findings could help school ad-
ministrators to better understand how to support and retain AC teachers and thus address teacher
shortages.
© 2022 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY license

(http://creativecommons.org/licenses/by/4.0/).
1. Introduction

High teacher attrition rates are one of the main reasons for in-
ternational teacher shortages (e.g., Hanushek et al., 2004; Sutcher
et al., 2019). Every year, millions of new teachers need to be hired
worldwide to ensure classrooms are adequately staffed (Craig,
2017). The demand for teachers is so large that teachers trained
in traditional, university-based preparation programs cannot meet
it (Sutcher et al., 2016), and schools are turning increasingly to
partment of Education, Karl-

ichter).
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alternatively certified (AC) teachers, who earn their teaching li-
cense through alternative programs rather than traditional teacher
training (Paniagua& S�anchez-Martí, 2018). Overcoming the teacher
shortage also requires high retention of new teachers. Research
suggests, however, that teacher retention is lowest among begin-
ning teachers (Fantilli & McDougall, 2009; Ingersoll, 2001, 2002,
2003; Redding & Nguyen, 2020), including AC teachers (Carver-
Thomas & Darling-Hammond, 2019; Redding & Henry, 2019).
School administrators in many countries are currently seeking to
better understand how to meet the professional needs of AC
teachers to increase new teacher retention and overcome acute
staffing shortages.

The question of how to increase teacher retention rates through
under the CC BY license (http://creativecommons.org/licenses/by/4.0/).
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improved job satisfaction is already the subject of a vast body of
literature. Studies have focused on predicting teacher retention and
job satisfaction from teacher characteristics (e.g., demographic
characteristics or formal certifications), teacher motivations (e.g.,
career choice motivation), and organizational factors (e.g., school
organizational characteristics or resources) (e.g., Borman &
Dowling, 2008; Nguyen et al., 2020). However, this line of
research has neglected AC teachers (Kwok& Cain, 2021; Redding &
Smith, 2019). This omission is concerning, as an increasing share of
new teachers earn their teaching license outside of traditional
teacher preparation programs. In the United States, a quarter of
beginning teachers enter the teaching profession through AC pro-
grams (Redding & Smith, 2016). In Germany, the setting for this
study, the situation is quite similar. Here, the proportion of newly
hired teachers without a traditional teaching license is 10.2% (KMK,
2021).

The current study aims to fill this gap and contributes to the
existing literature on teacher retention and job satisfaction in three
ways: First, we focus on beginning AC teachers immediately after
they enter the teaching profession, a period inwhich they are at risk
of exiting teaching given the lack of preservice preparation. Second,
we predict retention intentions and job satisfaction based on social
support at school, but also extend the existing research by adding
personality traits as a predictor. Third, we investigate themediating
role of self-efficacy in the relationship between social support at
school and personality on the one hand, and retention intention
and job satisfaction on the other. The results of this study provide a
better understanding of what school systems and administrators
need to do to retain first-year AC teachers.

1.1. Socialization into the profession

Successful job socialization helps teachers feel comfortable in
their job and stay in their profession for a long time. Research has
consistently shown that teacher retention and job satisfaction are
related (e.g., Madigan & Kim, 2021; Perrachione et al., 2008), and
several studies have examined factors that influence retention and
satisfaction simultaneously (Bouckenooghe et al., 2013; Worth &
van den Brande, 2020). Research in organizational psychology de-
fines retention intention as the employee's intention to remain
within an organization (Allen et al., 2005; Rezwan & Takahashi,
2021). In the context of education, teacher retention intention is
broadly defined as the teacher's intention to stay at their current
school (Jones & Watson, 2017; van den Borre et al., 2021). Weiss
(2002) defines job satisfaction as the positive or negative evalua-
tions employees develop in relation to their work, and within the
education context, Skaalvik and Skaalvik (2010) define teacher job
satisfaction as teachers' affective reaction to their work or their role
(see also Skaalvik & Skaalvik, 2011).

Retention intention and job satisfaction are two important
outcomes of employee socialization in the workplace that can be
linked to other characteristics and behaviors of employees. In
general, research shows that the intention to stay in or leave a
position is a moderate predictor of actual turnover (e.g., Bluedorn,
1982; Lee & Mowday, 1987; Sun & Wang, 2017). In the teaching
profession, according to Skaalvik and Skaalvik (2011, 2017), job
satisfaction is positively associated with job retention. In addition,
there is a positive association between job satisfaction and teach-
ers' commitment to their school's goals and values (Caprara et al.,
2003), as well as several indicators of positive job performance
and effectiveness, such as higher student test scores and satisfac-
tion and lower student dropout rates (e.g., Banerjee et al., 2017;
Judge et al., 2001; Ostroff, 1992).

The research base on new teacher turnover has grown over the
years, as researchers have worked to understand why beginning
2

teachers turn over at higher rates than more experienced teachers
(Johnson & Birkeland, 2003; Ingersoll & Smith, 2004; Redding &
Henry, 2019). Our study builds on this evidence base by focusing
on first-year AC teachers and investigates their job satisfaction and
early intentions to leave the profession. To understand what factors
might play a role, we draw on Organizational Socialization Theory
(OST; Bauer & Erdogan, 2011) (see Fig. 1). Organizational socializ-
ation refers to “a process throughwhich new employeesmove from
being organizational outsiders to becoming organizational in-
siders” and is also commonly known as “onboarding” (Bauer &
Erdogan, 2011, p. 51). Successful organizational socialization can
result in effective employees with positive work attitudes, high job
satisfaction, and the intention to stay in the organization for a
longer period of time.

Successful organizational socialization is complex and depends
on a number of antecedents, which include employee characteris-
tics (e.g., personality traits); employee behavior (e.g., information
and feedback seeking); and organizational efforts to support new
employees (e.g., socialization tactics; Bauer & Erdogan, 2011). So-
cialization tactics are measures designed to provide work-related
information to new employees through means such as formal
training or feedback with the aim of facilitating integration into the
organization (Bauer et al., 2007; Saks et al., 2007).

Bauer and Erdogan (2011) postulate that these antecedents do
not affect outcomes directly but that they first influence other
factors, which in turn affect outcomes, thus forming a mediator
relationship. In the context of OST, this first step is referred to as
adjustment. It indicates how well a new employee makes the
transition from an organizational outsider to an organizational in-
sider (Bauer & Erdogan, 2011; Bauer et al., 2007). According to
Fisher (1986), adjustment encompasses at least three aspects: un-
derstanding work tasks and priorities (role clarity), learning how to
perform a task and gaining self-confidence (self-efficacy), and
feeling accepted by colleagues (social acceptance).

OST provides a solid empirical foundation for examining two
aspects central to teacher research (retention intention and job
satisfaction). The theory is widely used in the social sciences (e.g.,
Jiang et al., 2021; Traeger et al., 2021) and has been successfully
applied in the context of teacher research (e.g., Bengtson et al.,
2013). We therefore use this theory as a framework to examine
the model shown in Fig. 1. We focus on teacher personality traits
and school socialization tactics as antecedents in predicting
teachers' retention intention and job satisfaction, and examine the
mediating effect of self-efficacy as an indicator of newly hired
teachers’ adjustment to their new tasks.

1.2. Relation between personality traits and socialization tactics
and retention intentions and job satisfaction

New employees play a vital role in their own organizational
socialization (Bauer & Erdogan, 2014). They hold personal capital-
dhuman capital (e.g., knowledge) or psychological capital (e.g.,
resiliency)dwhich can be applied in the socialization process
(Luthans & Youssef, 2004; Fang et al., 2011). Personality traits
represent one facet of this personal capital. Certain personality
traits enable people to adjust to an organization more quickly (Saks
& Ashforth, 1996). A proactive personality, for instance, is associ-
ated with higher job retention (Rezwan & Takahashi, 2021) and
higher job satisfaction (Liao, 2021). According to Parker and Collins
(2010), individuals with a proactive personality tend to engage
more often in proactive behaviors, such as getting in touch with
new colleagues, which might facilitate their socialization into the
organization. Moreover, studies have shown that a proactive per-
sonality is positively linked to extraversion, one of the traits in the
Big Five framework (e.g., Bateman & Crant, 1993; Crant, 2000;



Fig. 1. A process model of new teacher organizational socialization according to Bauer and Erdogan (2011).
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Major et al., 2006). There are similar findings showing that new
employees with higher levels of extraversion also show higher
levels of adjustment to their new jobs and higher levels of job
satisfaction (Harari et al., 2018; Judge et al., 2002; Kammeyer-
Mueller & Wanberg, 2003).

Comparing findings from organizational psychology onmultiple
professions with findings from the field of teacher education, Kim
et al. (2019) identified differences between the two research
fields and concluded that findings from organizational psychology
cannot easily be applied to the field of teacher research. Compared
to other professions, teachers showed a stronger association be-
tween extraversion and job-related outcomes such as teacher
effectiveness measured in terms of student achievement (Kim et al.,
2019). In contrast, research from a cohort of beginning teachers in
North Carolina showed that conscientiousness was the only factor
from the five-factor model of personality to be associated with
retention (Bastian et al., 2017). In addition, self-efficacy, was found
to be related to new teachers’ value-added scores and evaluation
ratings, but not retention.

With regard to job satisfaction, Perera et al. (2018) examined
teacher personality profiles and their relationships to job satisfac-
tion, and found that higher levels of extraversion were associated
with higher levels of job satisfaction. In a similar vein, Li et al. (2017)
showed that a proactive personality was positively related to
teachers’ job satisfaction. However, studies linking psychological
characteristics to retention outcomes are scarce (Bardach et al.,
2021; Kell, 2019, p. 7).

A second antecedent for the socialization of new employees in
an organization is theway inwhich the organization offers support.
In principle, these support activities are independent of the new
employee's personal capital. In other words, they are offers of
support that are made available to all new employees, independent
of their personality characteristics. However, previous studies have
shown that more extroverted individuals use such supports more
intensively (Kakhnovets, 2011; Amirkhan et al., 1995). After expe-
riencing socialization tactics from their organization, new em-
ployees tend to report increased job satisfaction and higher
retention intentions (e.g., mentoring or feedback) (Bauer et al.,
2007; Bauer & Erdogan, 2011). In the teaching profession, colle-
gial relationships with peers are an important factor, independent
of a combination of other factors that influence the decision of
beginning teachers to leave or stay (Kelly et al., 2019; Newberry &
Allsop, 2017; Simon & Johnson, 2015; van den Borre et al., 2021).
This is consistent with studies showing that robust social support
and social networks may be important for reducing turnover
among beginning teachers (Johnson & Birkeland, 2003; Brok et al.,
2017; Ingersoll & Strong, 2011; Sass et al., 2011). Importantly,
research suggests the importance of formal social supports, such as
those provided through new teacher induction and mentoring
programs (Ronfeldt & McQueen, 2017), and a supportive adminis-
trator (Boyd et al., 2011; Redding et al., 2019). Aspects of
3

organizational socialization are also related to teachers' job satis-
faction. Johnson et al. (2012) examined the effects of teachers'
working conditions on their satisfaction and career intentions us-
ing a statewide survey of school working conditions in Massachu-
setts. Characteristics such as the principal's leadership and
relationships among colleagues explained nearly 29% of the vari-
ance in individual teacher satisfaction (Johnson et al., 2012). Novice
teachers in particular seem to benefit greatly from the support of
their colleagues (Chaaban & Du, 2017).
1.3. The mediating role of self-efficacy

OST conceptualizes self-efficacy as a variable that mediates the
relationship between antecedents and positive work outcomes
such as retention intention and job satisfaction of new employees.
Self-efficacy refers to the evaluation of one's own ability to conduct
a specific activity with success (Bandura, 1977, 1997). It is consid-
ered an important determinant of human performance in a wide
range of fields (Bandura, 1997). In the educational context,
Schwarzer and Hallum (2008) define teacher self-efficacy as the
perceived ability of a teacher to handle the complex demands of the
teaching profession. A large body of research has shown that self-
efficacy is a powerful predictor of success in teaching, as
measured, for instance, in terms of student achievement growth
(Bardach et al., 2021; Zee & Koomen, 2016).

Self-efficacy also plays an important role in teacher retention
and job satisfaction. Higher levels of self-efficacy are associated
with higher job satisfaction (Saks et al., 2021; Klassen& Chiu, 2010;
Peng & Mao, 2015; Skaalvik & Skaalvik, 2007, 2010, 2017; Vieluf
et al., 2013; Wang et al., 2015). New teachers with lower self-
efficacy scores are less likely to report the intention to stay in the
teaching profession (Tschannen-Moran et al., 1998).

Research shows that self-efficacy is not stable, but changeable
over time (Klassen & Chiu, 2010). The literature points to several
factors that influence self-efficacy, some of which are grounded in
OST. Fay and Frese (2001) report that a proactive personality can
increase a person's self-efficacy (see also Lin et al., 2014). This is
consistent with findings from the field of teacher research: Regular
mid-career teachers who exhibit strong proactive personalities
have higher levels of self-efficacy, which in turn has a positive
impact on their job satisfaction (Li et al., 2017). Moreover, Perera
et al. (2018) found in their study on teacher personality profiles
that teachers with higher-than-average extraversion also exhibited
higher levels of self-efficacy. It should be noted, however, that Li
et al. (2017) and Perera et al. (2018) focused on regular mid-
career teachers, whereas our focus is on beginning AC teachers.

In addition to personality traits, the organizational socialization
process can also foster self-efficacy. In a meta-analysis on organi-
zational adjustment, Bauer et al. (2007) found that organizational
efforts to integrate new employees correlated with newcomer self-
efficacy. In more in-depth analyses, the authors examined which
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types of socialization tactics had the strongest associationwith self-
efficacy, and found a strong relationship for mentoring and feed-
back (Bauer et al., 2007; see also Saks et al., 2007). This is partly in
line with research on teacher self-efficacy. Sass et al. (2011) found
that teachers who experienced greater administrative support
were more likely to believe they could make a difference in their
students’ academic development. However, the results on this
relationship are not consistent, as Skaalvik and Skaalvik (2010)
found no relationship between supervisory support and teacher-
self-efficacy. However, Tschannen-Moran and Woolfolk Hoy
(2007) claim that novice and experienced teachers differ in the
antecedents of their self-efficacy. They found that support from
colleagues and community made a substantial contribution to
explaining differences in self-efficacy among beginning teachers,
but only a small contribution among more experienced teachers.
Support for new teachers at the peer level can be provided, for
example, through mentors, who are a potential source of self-
efficacy (LoCasale-Crouch et al., 2012).

1.4. AC teachers: a special case?

AC teachers enter the profession through alternative rather than
traditional teacher training programs (Kwok & Cain, 2021). They
represent a vulnerable group of teachers, who often feel less pre-
pared than their traditionally certified counterparts (Kee, 2012;
Redding & Smith, 2019) and are also more likely to leave the pro-
fession (Brok et al., 2017; Carver-Thomas & Darling-Hammond,
2019; Redding & Smith, 2016). Kwok and Cain (2021) have under-
scored the need for more research to better understand how to
support this high-risk group of teachers.

Redding and Smith (2019) report that although in-service
organizational support has the potential to positively impact AC
teacher retention, AC teachers generally receive little additional
organizational support to facilitate their entry into the profession.
However, there is no evidence to date on the relationship between
teacher personality traits and retention intention or job satisfac-
tion. Regarding the role of self-efficacy of AC teachers, however,
Troesch and Bauer (2017) found that second-career teachers show
higher levels of job satisfaction than first-career teachers, and that
the higher job satisfaction of second-career teachers was mainly
related to their higher self-efficacy. Yet, their study focuses on
career switchers who completed a traditional teacher preparation
program. Feelings of self-efficacy might be depressed for AC
teachers who lack requisite training before entering the classroom,
particularly when these teachers don't receive the necessary social
supports to foster a successful organizational socialization.

This look at the existing research shows that even though AC
teachers are an important recruitment pool for the teaching
workforce, we still know very little about their socialization into
the teaching profession and how it affects retention intentions and
job satisfaction.

1.5. Aims and hypotheses

AC teachers are key to overcoming teacher shortages, yet they
are an at-risk group because they feel less prepared and have
higher turnover rates than traditionally trained teachers. To sup-
port them adequately, it is important to understand what in-
fluences their retention intentions and job satisfaction. Research on
teacher retention and job satisfaction has highlighted the impor-
tance of personality traits and organizational socialization as well
as self-efficacy. However, research on newly hired teachers has
either been qualitative or used administrative and survey data that
leave important constructs unmeasured (i.e., personality traits;
self-efficacy). Despite comprising a growing fraction of beginning
4

teachers in many countries, AC teachers are often overlooked from
this research. To close this gap, we address the following three
questions.

Research Question 1: To what extent are extraversion and
perceived social support associated with AC teachers‘ retention
intentions and job satisfaction?

Prior research has shown positive relationships between
teacher extraversion and job satisfaction (Li et al., 2017; Perera
et al., 2018). Thus, we expect that the greater AC teachers' extra-
version, the higher their job satisfaction (H1). There is a lack of
evidence regarding extraversion and retention intention, as
Bardach et al. (2021) have pointed out. Since retention intention
and job satisfaction are positively related (Perrachione et al., 2008),
we also expect that the higher the extraversion of AC teachers, the
higher their intention to continue in the teaching profession (H2).
Based on the literature review and the theoretical propositions
presented in the introduction, we also hypothesized that AC
teachers' job satisfaction and their retention intentions are posi-
tively related to perceived social support (H3, H4) (Kelly et al., 2019;
Newberry & Allsop, 2017).

Research Question 2: How are extraversion and perceived social
support related to self-efficacy in AC teachers?

Self-efficacy has several determinants (Zee & Koomen, 2016).
Previous findings suggest that extraversion and self-efficacy are
related (Li et al., 2017; Perera et al., 2018). Thus, we expect that the
greater AC teachers' extraversion, the higher their self-efficacy
(H5). The same applies to organizational socialization processes,
which can also support the development of self-efficacy in novice
teachers (LoCasale-Crouch et al., 2012; Tschannen-Moran &
Woolfolk Hoy, 2007). We hypothesized that the greater the
perceived social support, the higher the self-efficacy (H6).

Research Question 3: Are the effects of extraversion and
perceived social support on retention intentions and job satisfac-
tion mediated by self-efficacy in AC teachers?

As outlined in the literature review, OST conceptualizes self-
efficacy as a variable that mediates the relationship between ex-
traversion and perceived social support and job retention in-
tentions and job satisfaction among new employees. In examining
this relationship, we look for evidence of OST in the teaching pro-
fession for the first time. The approach is further supported by the
fact that empirical studies based on other conceptual frameworks
have been able to use self-efficacy as a mediator for predicting
retention intentions and job satisfaction (e.g., Buri�c & Moe, 2020;
Mo�e et al., 2010). We therefore hypothesize that extraversion and
social support positively influence self-efficacy, which in turn is
positively related to retention intention and job satisfaction (H7).

2. Methods

2.1. Procedure and participants
The present study uses a cross-sectional design to examine

retention intentions and job satisfaction in first-year AC teachers.
The study was conducted in a large federal state in Germany. Due to
the severe shortage of trained teachers, the state has been hiring
people without teaching qualifications to an increasing degree over
the last several years. All employees hired through this measure
must complete a mandatory standardized training program within
their first year, parallel to their teaching duties at the school
(Driesner & Arndt, 2020). During this training program, which is
conducted by experienced teacher educators, the first-year AC
teachers learn about lesson planning, classroom management, as
well as school legislation. The training program is seminar-based
and takes place every two weeks. Due to the high number of new
AC teachers recruited each year, several seminars are conducted
simultaneously at different locations throughout the same federal
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state.
The study was conducted in close collaboration with the min-

istry of education in the federal state. Wemailed the questionnaires
and instructions for conducting the survey to all teacher educators
whowere responsible for at least one training program. The teacher
educators were also instructed by the ministry to allow the survey
to take place during regularly scheduled classes. In this way, we
ensured that all first-year AC teachers were able to participate in
our survey. Participation was voluntary.

In total, 238 of 422 AC teachers agreed to participate in the
study. We therefore obtained responses from 56.4% the population
of all first-year AC teachers in the academic year 2020/2021. A total
of 1,608 new teachers were hired at the beginning of this academic
year from the state in which we conducted the study. Participants
in the study were 39.9 years old on average (SD ¼ 9.1 years), and
57.4% of them were female. The sample included first-year AC
teachers from primary and secondary schools and from all school
districts in the federal state. The vast majorityd82.8%dof the
participants reported teaching at least two subjects. The most
frequently taught subjects are mathematics (41.2%), German
(31.5%), science (21.4%), physical education (21.0%), English (18.9%)
and art (18.5%).

2.2. Measures
The survey instrument included questions about teachers’ de-

mographic characteristics, personality traits, career choice motives,
perceived social support in the schools, self-efficacy, retention
intention, and job satisfaction (see Table 1). We measured teachers'
extraversion as one aspect of personality with a short form of the
personality inventory NEO-FFI (Borkenau & Ostendorf, 1991). The
scale included a total of six items. We measured social support to
teachers with a newly developed instrument in which AC teachers
assessed the acceptance and support they had received from the
principal and colleagues at their school. The instrument included
five items (the full instrument is provided in the appendix, Table A).
We assessed teachers' self-efficacy with an established instrument
for this construct in Germany (Schwarzer & Jerusalem, 1995). This
scale included six items. Respondents were asked to rate all items
on a four-point Likert scale ranging from 1 (completely disagree) to 4
(completely agree). To evaluate the reliability of the scales, we
calculatedMcDonald's omega (Hayes& Coutts, 2020), which can be
interpreted in the same way as Cronbach's alpha. All instruments
showed satisfactory reliability scores. All descriptive statistics can
be found in Table 1.

The outcome measures included retention intention and job
satisfaction, which were measured with one item each (see
Table 1). Retention intention was measured by the question: “How
sure are you that you want to continue in the teaching profession
for the next three years?“. Teachers were asked to provide an
answer on a 6-point scale ranging from 1 (not sure at all) to 6 (very
confident). Teachers’ job satisfactionwas assessedwith the question
“How satisfied are you with your work as a teacher?“. This question
was rated from 1 (not at all satisfied) to 6 (very satisfied). Both
questions were translated from the English version of the FIT-
Table 1
Descriptive statistics of all variables.

Variables Example Item

Extraversion I like to have many people around me.
Social Support The principal provided substantial support when I arrived at the s
Self-efficacy I know that I will be able to teach even the most problematic stud
Retention Intention How sure are you that you will be a teacher for the next three ye
Job Satisfaction How satisfied are you with your work as a teacher?

5

Choice questionnaire by Watt and Richardson (2007). The meth-
odological literature indicates that measuring job satisfaction with
one item is possible. Moreover, Klassen and Chiu (2010, p. 749)
point out that “results of recent studies have supported the inclu-
sion of single-item measures of job-related beliefs because of high
levels of face validity and convenience for data collection in busy
workplace settings”. Regarding the measurement of retention
intention, our methodological approach also draws on recent
studies that have measured this construct in a comparable manner
(Rezwan & Takahashi, 2021; van den Borre et al., 2021; Troesch &
Bauer, 2020). As we used single item measures for both out-
comes, we were not able to compute reliability scores for them.

2.3. Data analysis
To answer our research questions, we conducted structural

equation modeling (SEM). SEM is a widely used statistical tool in
the social sciences that allows for the modeling of multiple pre-
dictor and multiple outcome variables simultaneously and also for
the inclusion of mediator variables (Kline, 2011; Tarka, 2018).

We first analyzed a model with AC teacher extraversion and
perceived quality of social support as independent variables and AC
teacher retention intentions and job satisfaction as dependent
variables (Research Question 1). Second, we tested a model with AC
teacher extraversion and perceived social support as independent
variables and AC teacher self-efficacy as the dependent variable
(Research Question 2). Third, we regressed AC teacher self-efficacy
on teacher extraversion and perceived social support, and we
introduced AC teacher self-efficacy as a predictor of teacher
retention intentions and job satisfaction (Research Question 3). This
third model represents the mediation model. Since we introduced
all predictors into this mediation model simultaneously, all signif-
icant predictors make a unique contribution to both dependent
variables over and above the others. We evaluated model fit using
the recommendations of Hu and Bentler (1999) for comparative fit
index (CFI >0.95), root mean squared error of approximation
(RMSEA <0.06), and standardized root mean squared residual
(SRMR <0.08).

We estimated all SEM in Mplus 8.3 (Muth�en & Muth�en,
1998e2019). We estimated parameters using the maximum like-
lihood (ML) estimation method. We tested the indirect effects of
extraversion and social support on retention intentions and job
satisfaction via self-efficacy using the model indirect command
implemented in Mplus (Muth�en & Muth�en, 1998e2019), which
uses the delta method (MacKinnon et al., 2012). Regarding missing
data, we checked the proportion of missing data for each variable.
Missing data ranged from 4.6% for extraversion to 7.6% for social
support. Therefore, we carried out missing value analysis by per-
forming Little's (1988) MCAR test (using IBM SPPS Statistics 26) in
order to identify potential patterns in missing data that might bias
the analysis. In case of a non-significant Little's MCAR test, we
considered data to be missing completely at random (MCAR) and
therefore eligible for full information maximum likelihood (FIML)
estimation. FIMLmethods produced unbiased estimates even in the
presence of missing data if the missing process was considered
N (Items) Range M SD Omega

6 1e4 2.99 0.47 72
chool. 5 1e4 2.96 0.86 .88
ents the material that is relevant to the exam. 6 1e4 3.26 0.40 .71
ars? 1 1e6 5.31 1.22 e

1 1e6 4.74 1.11 e



Table 2
Results of the direct effect models and of the complete mediation model.

Mediator Variable Dependent Variables

Direct Effects Self-efficacy Retention Intention Job Satisfaction
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missing at random (Schafer & Graham, 2002). For all variables,
Little's MCAR test was not significant (c2 ¼ 630.01, df ¼ 683,
p ¼ 0.53). For this reason, we concluded that the data for all pa-
rameters were MCAR. We therefore considered FIML safe and
applied this method (Enders, 2010).
Extraversion e 0.17 (0.07)* 0.31 (0.07)**
Social Support e 0.33 (0.06)** 0.46 (0.06)**
Extraversion 0.38 (0.08)** e e

Social Support 0.15 (0.08) e e

R2 18.5% 15.9% 35.3%

Complete Mediation
Extraversion 0.37 (0.08)** 0.02 (0.08) 0.20 (0.07)**
Social Support 0.16 (0.08)* 0.27 (0.06)** 0.41 (0.06)**
Self-efficacy e 0.40 (0.08)** 0.31 (0.08)**

R2 18.5% 29.1% 43.0%

Note. Standardized regression weights; standard errors are in parentheses.
*p < 0.05, ** p < 0.01.
3. Results

3.1. Extraversion and perceived quality of organizational
socialization in schools

To evaluate the relationship of AC teacher extraversion and
perceived quality of social support on teacher retention intentions
and job satisfaction (Research Question 1), we estimated a SEM that
included teacher extraversion and perceived quality of social sup-
port as independent variables and teacher retention intentions and
job satisfaction as dependent variables (see Fig. 2, Table 2). The
results show that extraversion is positively related to retention
intentions and job satisfaction, which is consistent with H1 and H2.
Furthermore, perceived social support was also positively related to
both dependent variables, which is in line with H3 and H4. Both
independent variables predicted 15.9% of the variance of retention
intention and 35.3% of the variance in teachers’ job satisfaction. In
addition, there is a small positive, statistically significant relation-
ship between extraversion and social support (r¼ 0.16; p¼ 0.04) as
well as a large positive, statistically significant relationship be-
tween retention intention and job satisfaction (r ¼ .63; p ¼ 0.04).

To answer Research Question 2, we examined the relationships
between AC teacher extraversion and perceived social support on
the one hand, and teacher self-efficacy on the other. Therefore, we
estimated a model that included teacher extraversion and
perceived social support as independent variables and teacher self-
efficacy as the dependent variable (see Fig. 3, Table 2). The results
reveal a significantly positive effect of teacher extraversion on
teacher self-efficacy, which corresponds with H5. We did not find a
significant relationship between perceived social support and
teacher self-efficacy and therefore cannot support H6. Both inde-
pendent variables predicted 18.5% of the variance of teacher self-
efficacy. Again, there is a small positive, statistically significant
relationship between extraversion and social support (r ¼ 0.16;
p ¼ 0.04).
Fig. 2. Direct effect model: Impact of extraversion and so
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3.2. The mediating role of self-efficacy
To investigate Research Question 3, we specified a mediation

model represented in Fig. 4. The detailed results in Table 2 show
small changes in the relationships between the independent and
dependent variables when self-efficacy was introduced as a
mediator. First, the total main effect of teacher extraversion on

teacher retention intention was significant (bbtotal ¼ 0.17, p ¼ 0.02).
However, the direct effect of extraversion on retention intentions
was no longer significant when controlling for self-efficacy

(bbdirect ¼ 0.02, p ¼ 0.84), whereas the indirect effect mediated by

self-efficacy was significant (bbindirect ¼ 0.15, p < 0.01). Therefore, the
proportion of the relationship between teacher extraversion and
teacher retention intention that was mediated by teacher self-
efficacy was 88.2%. The result differs for the relationship between
perceived social support and teacher retention intention. The total

main effect was also significant (bbtotal ¼ 0.34, p < 0.01). This was
also true for the direct effect of the perceived social support on

teacher retention intention (bbdirect ¼ 0.27, p < 0.01), whereas the
indirect effect mediated by self-efficacy was not significant

(bbindirect ¼ 0.07, p ¼ 0.06). Therefore, the relationship between the
cial support on retention intention and satisfaction.



Fig. 3. Direct effect model: Impact of extraversion and social support on self-efficacy.
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perceived quality of social support and teacher retention intention
was not mediated by self-efficacy.

Regarding job satisfaction as the independent variable, results

show a significant main effect of teacher extraversion (bbtotal ¼ 0.31,
p < 0.01). Both the direct effect of teacher extraversion on job

satisfaction (bbdirect ¼ 0.20, p < 0.01) as well as the indirect effect

mediated by self-efficacy were significant (bbindirect ¼ 0.11, p < 0.01).
This means that the proportion of the relationship between teacher
extraversion and job satisfaction mediated by self-efficacy was
35.4%. For the relationship between the perceived quality of social
support and job satisfaction, there was also a significant main effect

(bbtotal ¼ 0.46, p < 0.01) with a significant direct effect (bbdirect ¼ 0.41,
Fig. 4. Complete mediation model: Impact of extraversion and social supp
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p < 0.01). However, the indirect effect mediated by self-efficacy was

not significant (bbindirect ¼ 0.05, p¼ 0.07). Therefore, the relationship
between the perceived quality of social support and job satisfaction
was not mediated by self-efficacy. Therefore, our hypothesis H7 can
only be partially supported.

4. Discussion

The main purpose of this study was to examine the interplay
between first-year AC teachers' extraversion, their perceived social
support, their self-efficacy, their job satisfaction, and their intention
to stay in the teaching profession. Retention intention and job
satisfaction represent important outcome variables in the OST
(Bauer & Erdogan, 2011) and can be considered strong indicators of
teachers’ motivation to stay in the profession (e.g., Skaalvik &
Skaalvik, 2011, 2017). Moreover, as proposed in OST, we also
examined the mediating role of self-efficacy in the relationship
between social support at school and personality on the one hand,
and retention and job satisfaction on the other. In the following, we
summarize all of the findings of the present study and discuss both
limitations and implications.

4.1. First-year AC teachers benefit from both extraversion and social
support

Consistent with our hypotheses H1eH4, the study showed that
both extraversion and perceived social support are positively
related to teachers' retention intentions and job satisfaction. With
regard to extraversion, this result supported findings from Li et al.
(2017) and Perera et al. (2018), who also found a positive rela-
tionship between proactive personality and job satisfaction. In
addition, our study provides new insights into the relationship
between teachers’ personality traits and their intention to stay in
the profession, which researchers have only begun to study
(Bardach et al., 2021; Bastian et al., 2017). However, we must keep
in mind that the mechanism for explaining the relationship be-
tween extraversion with job retention intention and job satisfac-
tion remains to some extent undiscovered. It could also be, for
example, that the trait of being extroverted helps teachers to be
ort on retention intention and satisfaction mediated by self-efficacy.
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more successful in their job, which in turn can increase retention
intentions and job satisfaction. In a meta-analysis of teacher per-
sonality and teacher effectiveness, Kim et al. (2019) showed that
extraversion positively correlated with measures of teacher effec-
tiveness, such as student ratings of teaching.

Regarding perceived social support, our findings also confirm
other studies that point to a positive relationship between the so-
cial support first-year teachers receive at their school and their
motivation to stay in the profession (Kelly et al., 2019; Newberry &
Allsop, 2017; Simon & Johnson, 2015; van den Borre et al., 2021).
Consistent with other studies (e.g., Li et al., 2017; LoCasale-Crouch
et al., 2012), our study also showed that extraversion and social
support are positively related to first-year AC teachers’ self-efficacy
in the complete mediation model, which is consistent with H5 and
H6. In addition, we also find a positive relationship between ex-
traversion and social support. AC teachers who report higher ex-
traversion perceive higher social support. One explanation for this
finding could be that extroverts show increased help-seeking
behavior (Kakhnovets, 2011; Amirkhan et al., 1995). Specifically,
they might be more likely to ask questions and seek support or
feedback, which in turn leads to higher feelings of support. We also
found a positive correlation between retention intention and job
satisfaction. This is consistent with previous research (e.g., Madigan
& Kim, 2021; Perrachione et al., 2008) finding that teachers who
feel their work meeting their expectations are more likely to stay in
their profession. This relationship can be attributed in part to the
fact that satisfied teachers tend to enjoy their professional roles
more, are more self-efficacious, and are more enthusiastic (Buri�c &
Moe, 2020).

4.2. Self-efficacy affects first-year AC teachers’ socialization
Our results on the mediating role of self-efficacy are partially

consistent with our expectation that self-efficacy partially mediates
the relationship between extraversion and social support on the
one hand, and retention intentions and job satisfaction on the other
(H7). While this was true for extraversion as a predictor, self-
efficacy did not mediate the relationship between social support
and the two dependent variables. Regarding the mediated model
pathway from extraversions to job satisfaction, our finding is in line
with Li et al. (2017). One possible explanation for this finding could
be that more extraverted AC teachers tend to engage in more
proactive behaviors, such as connecting with their new colleagues
(Parker & Collins, 2010). Reaching out to and working with new
colleagues can be understood as an informal learning opportunity
that can have a positive impact on self-efficacy (Yoon et al., 2018).
Regarding the nonsignificant mediation between social support
and the two outcome variables, one explanation may be that social
support at school measures the extent to which school staff
members, such as the principal or fellow teachers, provide infor-
mation about the school and are responsive to first-year AC
teachers. This type of relationship can be understood as a type of
social support and is primarily associated with aspects of well-
being, such as job satisfaction (Kinman et al., 2011). However, so-
cial support as measured in our study did not involve a one-on-one
mentoring relationship and therefore does not represent a learning
opportunity in the strictest sense. With this in mind, it is plausible
that perceived social support influences retention intentions and
job satisfaction but not AC teachers’ individual perceptions of their
own teaching abilities.

4.3. Limitations and further research
Although these findings provide evidence that contributes to a

better understanding of the relationship between extraversion and
social support to job retention intention and job satisfaction in first-
year AC teachers, a number of limitations of the current study
8

should be kept in mind. First, this study was based on a cross-
sectional design that did not allow for identification of cause and
effect. For this reason, we cannot make any causal interpretation.
Longitudinal research would be needed to describe, for example,
the development of retention intentions and job satisfaction over
time. Second, we relied on a sample from one federal state in
Germany. Both national and international replications of our study
are needed to prove the generalizability of our results. Third,
retention intention was measured using a single item that asked
teachers about their intention to stay in the profession for the next
three years. This may not necessarily be the same as actually
staying on. However, as noted above, research shows that the
intention to stay in or leave a position is a moderate predictor of
actual turnover (e.g., Bluedorn, 1982; Lee & Mowday, 1987; Sun &
Wang, 2017), and from a methodological point of view, our
single-item approach corresponds to methodologies used in other
recently published research (Rezwan & Takahashi, 2021; van den
Borre et al., 2021; Troesch & Bauer, 2020). Finally, the mediation
model may have omitted other factors related to the socialization of
beginning AC teacher. For instance, Fisher (1986) indicates that
adjustment relates to feelings of self-efficacy, social acceptance, and
role clarity. These latter two factors could be measured more
explicitly in future research examining this question.

4.4. Practical implications
In addition to potential directions for future research, our

findings also imply practical recommendations. We found evidence
that both extraversion and perceived social support relate to
beginning AC teachers’ job retention and job satisfaction. Selecting
extroverted teachers and providing sufficient social support may
increase the likelihood of building a stable faculty of teachers who
want to stay for the long term and who are satisfied with their
work. However, we would not argue for applying pre-employment
personality tests to AC teachers and weeding out individuals who
do not exhibit a favorable personality profile (Kim et al., 2019).
However, it might be beneficial to conduct brief staff surveys to
learn more about new teachers who have entered the teaching
profession through alternative certification programs. This could
allow school administrators to develop individual onboarding
strategies and set individual development priorities, such as self-
awareness and communication, to prevent and counteract poten-
tial difficulties in the socialization process of the new teachers.
Furthermore, our results also do not imply that individuals who
consider switching to teaching but rate themselves as introverts
should necessarily refrain from this career option. Firstly, there is
some evidence that personality can be changed through interven-
tion (Roberts et al., 2017). Secondly, it is possible that there are
differences between how a person is perceived by others and how
he or she perceives him or herself, including personality assess-
ments (Vazire & Carlson, 2011). In light of these findings, Kim et al.
(2019) suggested providing new employees with feedback from
multiple sources, which could be considered a social support
measure.

With regard to social support, the literature offers a number of
differentmeasures that can help facilitate the integration of newAC
teachers. These include providing a mentor, giving regular feed-
back, and offering seminars for beginning teachers (LoCasale-
Crouch et al., 2012; Ronfeldt & McQueen, 2017). Providing such
support is particularly important for AC teachers as they are often
placed in low socio-economic status schools with a disadvantaged
student population (Richter & Marx, 2019; Lankford et al., 2002)
which create particular challenges for teachers (Toropova et al.,
2021; Gaikhorst et al., 2017). In addition, schools must also have
the necessary resources to ensure successful integration. For
example, mentors need time as well as professional skills to work
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with new AC teachers on lesson plans and to provide useful feed-
back on the quality of their lessons. Unfortunately, AC teachers
often begin their careers in higher ends schools that can pose
barriers to this socialization process.

5. Conclusion

This is, to the best of our knowledge, the first study to investi-
gate retention intention and job satisfaction of first-year AC
teachers. Building on a foundation of theoretical and empirical
research, our results demonstrate that extraversion and perceived
social support are positively related to retention intentions and job
satisfaction. In addition, self-efficacy serves as a mediator. The
findings could help school administrators to better understand how
to retain AC teachers and thus address teacher shortages.
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