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Abstract 

  

The new terminology in public school districts is “urban education” which breeds 

an entirely new scope of needs for public urban school success. Teachers who work in 

urban schools with large numbers of low socio-economic minority students feel less 

satisfied and are more likely to turn over; meaning that turnover is high with low morale 

in the very schools that would benefit the most from a stable staff of experienced teachers 

(Grissom, 2011). The purpose of this qualitative research study was to identify teacher 

perceptions regarding teacher retention in a high need, low socio-economic public urban 

middle school, identifying reasons why teachers stay at that same school, transfer to 

another school within the district, or leave the profession in entirety. Urban schools are 

challenged to improve teacher retention and quality (Sachs, 2004). The participants in 

this study consisted of a sample population of 50 certified novice and veteran teachers 

who completed a confidential online survey that consisted of eight open-ended questions.  

Findings from this study are expected to show factors that can positively or adversely 

impact teacher retention according to teacher perceptions in a high need, low socio-

economic public urban middle school. Some of the factors that are expected to be 

revealed are teacher preparation for urban education, teacher workload, and campus 

leadership support. 

Implications for school leaders are to consider teacher feedback regarding campus 

improvement, assist teachers with balancing workloads, and increase effective campus 

leadership support to retain high quality teachers for urban school long-term success.  
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Chapter I  

Introduction 

 

According to Lomotey and Milner (2012), urban education started experiencing 

rapid changes, reforms, and transitions as early as 1964 but was not acknowledged for 

appropriate and widespread solutions to properly educate at-risk populations of students. 

Campbell, Gross, Hill, and Brookings (2012) stated that deficient public urban schooling 

continues as one of America’s most pressing public policy problems directly breeding the 

emergent educational dilemma in urban schools—low teacher retention. As a result of the 

neglect to address public urban school needs, many urban schools are faced with 

struggling to retain their best teachers due to challenging work environments, poor 

salaries, and ineffective school leadership (Davis, 2010).  

 In more recent years, research has been conducted on urban education in public 

schools to identify possible causes of high teacher turnover rates in urban schools, such 

as low socioeconomically funded schools. According to Nieto, Feli, and Gelzinis (2002), 

some of the problems that urban schools face are teacher retention, teacher diversity, 

teacher preparedness, socioeconomic conditions affecting many urban public school 

students, and educational equity. More specifically, teacher retention can be heavily 

affected by teacher morale as a result of minimal job satisfaction, lack of teacher 

preparation to effectively teach in urban schools, inundated teacher workloads for serving 

at-risk student populations, and limited or no campus leadership support from inspiring 

visionaries, instructional leaders, and/or student discipline administrators. Of these 

factors, the most influential on teacher retention is campus leadership support, which can 

be viewed as the driving force of a successful or failing low socioeconomic urban middle 
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school (Ingersoll, 2001). Therefore, this research study introspectively investigated 

teacher perceptions of how the challenging factors of teacher preparation for urban 

schooling, urban school teacher working conditions, and role and support of urban 

campus leadership can affect teacher retention in a high need, low socioeconomic public 

urban middle school.    

Statement of the Problem 

The new terminology in public school districts is “urban education,” which breeds 

an entirely new scope of needs for urban school success. Approximately one-fifth of 

teachers working in low socioeconomic districts transfer or resign each year, leaving 

campus leaders with few qualified teacher candidates to fill classroom vacancies 

(Cavallo, Ferreira, & Roberts, 2005). There are an estimated 157,000 women and men 

leaving the teaching field each year in which more than 232,000 others leave to go to 

another in district school. The teachers who decide to move or leave, make up an 

approximately 12% of the total teacher workforce, not including teacher retirees 

(Alliance for Excellent Education, 2008). Darling-Hammond (2003) stated that teachers 

often leave within the 1-3 years of teaching with one-third of new teachers leaving within 

5 years.  Ingersoll (2001) stated that 29% of beginning teachers leave between 3-5 years, 

39% of teachers have left the teaching field altogether. With this in mind, teaching is now 

viewed as a revolving door through in which one-third of all teachers flow and where 

90% of new hires are brought on as replacements (Ingersoll, 2001; National Commission 

on Teaching and America’s Future, 2003).  

The unwavering needs in urban education present educational phenomena with 

great demands for campus leadership and evolve into the breaking point for some 
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teachers. The field of education suffers in urban public schools due to being hard to staff 

and steadily high teacher turnover rates that can result from factors that teachers perceive 

as barriers to their success. Teachers who work in urban schools with large numbers of 

low-socioeconomic students feel less satisfied and are more likely to turnover; meaning 

that turnover is high, with low morale, in the very schools that would benefit the most 

from a stable staff of experienced teachers (Grissom, 2011). At the middle school level, 

which is the critical stage of student academic development in preparation for graduation 

and post-secondary success, high-quality teachers are needed and should be retained to 

properly educate and grow students on career paths that will benefit them beyond high 

school years. Therefore, it is necessary to study teacher perceptions of the primary factors 

of a challenging high need, public urban middle school that can be viewed as barriers to 

increasing teacher retention. 

Significance of the Study 

The significance of this qualitative research study identified teacher perceptions 

regarding teacher retention in a high need, low-socioeconomic public urban middle 

school, identifying reasons why teachers stay at that same school, transfer to another 

school within the district, or leave the profession entirely. Hirsh and Emerick (2007) 

stated that “teachers with positive perceptions about their working conditions are much 

more likely to stay at their current school than educators who are more negative about 

their conditions of work, particularly in the areas of leadership and empowerment” (p. 

14).  Haberman (2005) stated that teachers’ disposition in the way they work with at-risk 

students is the most critical indicator of an effective urban teacher. Further, teachers who 

are successful in diverse contexts do not blame the children or their parents for failing 
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schools; rather, they take ownership and feel a sense of efficacy that the curriculum, their 

methodologies, and cultural infusion has more to do with their students’ success 

(Haberman, 2005). In urban schools, limited teacher support at the school level in hiring, 

mentoring, and curriculum exist for those teachers who work with high-need students 

than for  teachers who teach lower-need, high-income students (Johnson, S., Kardos, S., 

Kauffman, D., Liu, E., & Donaldson, M., 2004). Urban schools are challenged to improve 

teacher retention and teacher quality (Sachs, 2004). The US Department of Education 

(2005) examination of departures indicated that 56% of teachers left in 2003–2004 citing 

job dissatisfaction and a desire to find an entirely new career. Urban school turnover is 

valued at $8,400 per teacher and nonurban school turnover estimates a value of $3,600 

per teacher (National Commission on Teaching and America’s Future, 2014). The cycle 

of events that creates high teacher turnover in high-poverty, low-performing urban schools is 

due to three continuous events: (1) high-need, low-socioeconomic schools are more 

challenged in attracting and hiring sufficient numbers of experienced applicants (2) 

disadvantaged schools lose staff at a much higher rate than do other schools, and (3) 

disadvantaged schools are forced to hire inexperienced teachers to fill constant vacancies 

resulting from high attrition rates (Learning First Alliance, 2005). The research clearly 

indicated that the presence or absence of strong support systems for novice teachers 

makes a difference between staying in or leaving the profession (Ingersoll, 2001; Johnson 

& Kardos, 2003; Smith & Ingersoll, 2004). 

Purpose of the Study 

The purpose of this qualitative research study was to determine teacher 

perceptions regarding teacher retention in a high-need, low-socioeconomic public urban 

middle school. More specifically, this research study provided greater insight into factors 
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3such as the importance of teacher preparation, the impact of teacher working conditions, 

and the role of campus leaders in supporting and developing urban middle school 

teachers in an effort to increase teacher retention. Teachers participated in an online 

confidential survey that provided greater insight as to the perceived primary factors that 

can cause low teacher retention in a high-need, low-socioeconomic urban middle school.  

Research Questions 

1. What do teachers perceive as factors that impact teacher retention in a low-

socioeconomic urban middle school? 

2. How do teachers perceive the effect of low teacher retention in a low-

socioeconomic urban middle school? 

Definition of Terms 

At-risk student populations. Students enrolled in a school with many external and 

internal issues that can impede the student’s learning environment. 

Cultural proficiency. The values and behaviors of an individual or policies and 

practices of an organization that enable that person or agency to interact 

effectively in an environment that is culturally diverse. Urban education entails 

educating students who may exhibit many challenges attained from their home 

environments and/or stemming from low-socioeconomic conditions. 

High-need students. students from low-income families enrolled in Title I 

schools that are eligible for a free or reduced price school lunch under the Richard 

B. Russell National School Lunch Act in which their families may be receiving 

assistance under the State program funded under part A of title IV of the Social 
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Security Act or eligible to receive medical assistance under the Medicaid 

program. 

Low-socioeconomic school. a school serving students not less than 45 percent of 

whom are eligible for a free or reduced price school lunch under the Richard B. 

Russell National School Lunch Act. 

School climate. The character and quality of a school based upon experiences 

students’, parents’, and school personnel’s reflecting norms, goals, values, 

interpersonal relationships, teaching and learning practices, and organizational 

structures. 

School culture. The unified beliefs, norms, and priorities that drive actions and 

thinking of people within a school community. 

Teacher attrition. A revolving door of teacher dissatisfaction of qualified teachers 

departing the teaching profession for reasons other than retirement and seeking 

employment in a field other than education. 

Teacher quality. Teachers who meet required criteria to teach, which 

encompasses a state-approved teacher preparation program, a background check 

demonstrating good character, a bachelor’s degree, and some sort of an 

examination of content and pedagogy as part of their certification process. Also, 

teachers who set high expectations for all students should have clearly written 

objectives, prepared and organized; engage students and get them to look at issues 

in a variety of ways; form strong relationships with their students and show that 

they care about them as people; are masters of their subject matter; and 

communicate frequently with parents. 
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Teacher morale. The job satisfaction or dissatisfaction of a teacher that can either 

positively or negatively affect teacher retention. 

Teacher retention. The ability for a district or school to sustain or increase 

teacher satisfaction and meet their needs to remain employed by the district or 

same school. 

Transformational leadership (TL). A leadership style that enhances the 

motivation, morale, and performance of followers through a variety of 

mechanisms. These include connecting the follower's sense of identity and self to 

the project and the collective identity of the organization; being a role model for 

followers that inspires them and makes them interested; challenging followers to 

take greater ownership for their work; and understanding the strengths and 

weaknesses of followers, so the leader can align followers with tasks that enhance 

their performance. 

Situational (instructional) leadership (SIL).  A leadership style that believes that 

there is no single "best" style of leadership. Effective leadership is task-relevant, 

and the most successful leaders are those that adapt their leadership style to the 

individual or group they are attempting to lead or influence. Effective leadership 

varies, not only with the person or group that is being influenced, but it also 

depends on the task, job, or function that needs to be accomplished. 

Urban school. Located in an urban area rather than a rural, small town, or 

suburban area; low-income, multicultural school different from teaching in 

suburban settings, which have more homogeneous student populations, more 

parental support, and more stable  student populations. 
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Urban school campus leader. An inspiring school principal who is equipped as a 

visionary to develop teachers with the goal of increasing teacher retention and 

student achievement at high-poverty schools. 

Urban school teacher. A teacher who teaches through academic and home-

related challenges that can interfere with learning by minority students with low 

socioeconomic statuses in urban schools. 

Limitations 

Limitations to this qualitative research study on teacher perceptions regarding 

teacher retention in a high-need, low-socioeconomic urban middle school may exist. The 

possible limitations are as follows: (1) due to the complexity of challenges in urban 

schools, such as high need, low-socioeconomic public urban middle schools, teacher 

perceptions of factors that can adversely impact teacher retention can vary; (2) the factors 

that can cause low teacher retention can significantly fluctuate with enrollment numbers 

of public urban middle schools; and (3) due to this research study being conducted in one 

urban middle school, the research may not provide an optimal view of all urban middle 

school possible outcomes. 

 



 

 

 

 

Chapter II  

Literature Review 

 

“The typical prescription for teacher retention problems involves improving 

working conditions and raising salaries . . . both are part of the solution to the real 

retention crisis in our schools. But doing these things and nothing more would 

boost retention of the weakest and strongest teachers alike, exacerbating problems 

posed by the lack of performance standards in today’s teaching profession” (The 

New Teacher Project, 2012,  p.6). 

As iterated by The New Teacher Project, teacher morale is a complex issue. A 

number of factors impact teachers’ morale, satisfaction, and decisions to remain in 

schools. In a five-year study of urban secondary English teachers, the researchers 

identified factors contributing to retention of teachers in high-poverty urban schools that 

included (a) substantive preparation blending the practical and academic, (b) ongoing 

teacher inquiry through reflectiveness, (c) opportunity for change in schools and districts, 

and (d) ongoing support from cohort members and other professional networks while 

novices (Freedman & Appleman, 2009).  

In this chapter, an examination was conducted on salient literature to identify 

influences on teacher morale, job satisfaction, and retention of public school teachers. 

The chapter is divided into the following sections: (a) the relationship among teacher 

morale, job satisfaction, and teacher retention; (b) teacher preparation; (c) teachers 

managing workplace demands; and (c) the role of campus leaders in supporting and 

developing teachers. 
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Teacher Preparation 

According to Lee, Eckrich, Lackey, and Showalter (2010), valuing diversity 

should be an organizing construct for teacher preparation for urban school success in 

student achievement and teacher retention. As educational trends shift their focus toward 

urban education, schools and teachers are not adequately prepared for the social, political, 

and economic conditions that directly impact the lives of their urban students, families, 

and communities (Noel, 2010). As a result of teachers’ inadequate preparation for 

teaching in urban schools, the new national agenda’s key component to address this 

prevalent issue is to promote collaboration among institutions of higher education, the   

K–12 schools they work with, and a broad community constituency (Noel, 2010).   

According to Noel (2010), there are six socially transformative ways of 

developing a partnership among teacher preparation programs, urban schools, and urban 

communities which are: (1) building a trusting relationship with local urban 

communities; (2) creating a greater commitment to the urban community through service 

learning; (3) preparing culturally responsive and proficient future teachers who are more 

effective when working with urban community members to support classroom learning; 

(4) increasing the number of teacher candidates who choose to teach in a high-need, low-

socioeconomic urban schools and are more likely to continue as an urban school; (5) 

participating in urban community organizing for educational events; and (6) make an 

urban commitment to transforming the educational system. Noel (2012) stated that the 

most important requirement for relationship sustainability of university-school-

community collaboration is trust; therefore, these groups must feel that they can trust one 

another to be productive as a collective force in urban education. Figure 1 is a 360-degree 
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flowchart developed by the researcher that represents the reciprocal relationship 

suggested for urban middle school success. 

 

Figure 1. The 360 Degree Reciprocal Flowchart. The interrelated relationship for urban 

middle school success.  

Over the next decade, there will be an increase in the current need of 200,000 new 

teachers yearly, considering American public schools desperately need well-prepared 

teachers to adequately teach its students (Darling-Hammond, 2003). When university-

based teacher education programs place great emphasis and direct effort on 

understanding the importance of the university-school-community relationship in the 

development of university teacher program coursework and field experiences, then those 

seeking the teaching profession would value the collaboration with adults in school 

districts and its communities (Warren, Noftle, Ganley, & Quintanar, 2011). According to 

Lee, Eckrich, Lackey, and Showalter (2010), the public school in the near future is 

quickly progressing demographically toward more cultural diversity and low 

socioeconomic diversity; therefore, it is of great urgency that teacher preparation 
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programs properly train and allow field experiences of future teachers to work with 

diverse populations to make the greatest impact in urban schools at all levels. For 

teachers to be successful as urban teachers, they must possess the ability to empathize 

with urban students and be able to identify their strengths and weaknesses (Katsarou, 

Picower, & Stovall, 2010). With the increasing challenges faced in urban schools, the 

best way to address handling the problems of teacher shortages and teacher quality is to 

place emphasis on  the needs of  all primary and secondary school children to provide 

them with the highly qualified teachers they deserve (Koerner, Lynch, & Shane, 2008). 

  According to Lee, Eckrich, Lackey, and Showalter (2010), a large university who 

functioned through grant-supported work to redesign its teacher preparation education 

courses with new contents, guided discourse, and diverse field experiences related to 

urban teacher preparation (UTP) was successful. The authors stated that the university-

based teacher preparation program surveyed its students at the beginning and end of each 

semester and determined that students enrolled in the redesigned urban teacher 

preparation (UTP) courses indicated that their intentions to teach in urban school settings 

increased. Furthermore, the student participants in UTP intentions to teach in an urban 

school setting reflected a positive correlation with their urban education perceptions, 

attitudes toward culture diversity, and exposure to urban school settings. Finally, students 

who actively participated in the urban school field experience as part of the redesigned 

UTP course demonstrated more positive growth in preparation as an urban school teacher 

than the non-participating students.  

 As university-based teacher preparation programs are charged with revisiting their 

programs to adequately prepare future teachers for urban schools, alternative certification 
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programs are equally charged in future teacher preparation for urban schools (Heineke, 

Carter, Desimone, & Cameron, 2010). Teach for America (TFA) provides an alternative 

route to teacher certification that is inherently different from the traditional university-

based route to teacher certification in that many universities find their perspectives on 

teacher education too disparate to reconcile. The College of Teacher Education and 

Leadership (CTEL) at Arizona State University (ASU) embraced the opportunity to 

partner with TFA to tailor existing teacher preparation programs to meet the unique needs 

of alternatively certified teachers in urban schools (Heineke et al., 2010). TFA and CTEL 

partnered in 2007 to provide a well-rounded program of study to equip future teachers for 

urban classrooms. The purpose of the partnership was to prepare and support urban 

alternatively certified teachers in two ways—conducting field experience supervision of 

teachers, supporting teachers in urban classrooms in the Phoenix metropolitan area, and 

teaching the university coursework to address the needs in urban education (Heineke et 

al., 2010). Alternatively certified teachers work in the majority of urban classrooms 

nationwide (Wilson, Floden, & Ferrini-Mundy, 2002). There are two variables teacher 

certification programs should consider when seeking to address the diverse needs of 

alternatively certified urban teachers—alternatively certified teachers and urban 

education environments—in planning, implementing, and improving teacher preparation 

for urban schools. Today, some university-based programs have chosen to adapt their 

curriculum to meet the high needs of urban students through their alternative certification 

programs (Koerner et al., 2008). Furthermore, these universities have restructured their 

teacher education programs to improve their mentoring and supervision practices of 

urban teachers in K–12 classrooms: recruit qualified teacher practitioners who have 
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experience in urban classrooms to teach classes and aligning required courses to 

accommodate the demanding schedules of first-year urban teachers (Koerner et al., 

2008). Concerns regarding university-based teacher preparation programs and their 

teacher candidates not being residents from the community they will serve fall short of 

providing their graduates seeking the teaching profession with the cultural competence, 

leadership skills, and understanding necessary to address the challenges in urban schools. 

Research has documented the challenges faced by urban teacher education programs, 

such as recruitment of highly qualified and culturally diverse teachers, lack of access to 

high-performing educators, failure to meet teacher shortage area needs, limited resources 

such as technology, and organizational structures to support teachers once in the urban 

classroom (Berry et al., 2008). According to Berry et al (2008), in addition to the 

challenges graduates of traditional teacher education programs will encounter, there are 

common challenges with alternative teacher preparation programs that may also be 

encountered, such as 

                (a) a condensed, prescriptive curriculum,  

  (b) lack of clinical support before becoming the teacher of record,  

  (c) limited opportunities to learn both content and pedagogy, and  

  (d) inadequate preparation for teaching diverse learners. 

Teacher preparation programs that are structured to include classroom practice directly 

embrace the challenges of urban teacher education programs and can address those 

challenges through the support teachers receive in the classroom and the enhancement of 

university-based curriculum with real-life classroom experiences (Heineke et al., 2010).  

 Within teacher preparation programs in the 21st century, the scope of learning to be 
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an effective teacher in urban schools and the cross-cultural barriers that may exist 

between teachers and minority students must be conquered. According to Saffold and 

Longwell (2008), more than one in five teachers in urban schools have taught three years 

or less. Additionally, in schools where minority students are in the majority, two thirds of 

the teachers are white (Saffold & Longwell, 2008). With this in mind, teachers with 

diverse backgrounds and experiences different from their students can be culturally 

conflicting with many challenges for teachers who are unfamiliar with their students' 

backgrounds and communities; therefore, the authors identified "good urban teaching" as 

the response to the culturally conflicting challenges. In the authors’ research, they studied 

three women to show how they confronted and negotiated their beliefs and identities to 

focus directly on program demands and classroom realities in urban schools. As a result, 

the lack of commonalities in the women's experiences revealed that the traditional white, 

female, and middle-class students in teacher preparation education programs are not the 

same; therefore, the differences that exist among traditional students in teacher 

preparation programs shows that each teacher has the ability to choose to be successful as 

an urban school teacher by developing their own professional identity and not 

stereotyping urban students. According to Garza (2012), when new teachers are provided 

the opportunity to have educational experiences in urban settings, it can be a very 

effective approach in preparing them to teach diverse students. The interaction of new 

teachers with at-risk students fosters a deeper understanding of the importance of 

building relationships with students as well as dispels teachers' negative assumptions 

about at-risk students. Furthermore, the study findings suggested that new teachers in 

urban settings may enhance their pedagogical knowledge and coursework experience by 
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mentoring at-risk students.  

Preparation for Low-Socioeconomic Urban Schools  

The controversial debate continues regarding adequately preparing teachers to 

become effective teachers in urban settings and is becoming more prevalent as governing 

states and districts seek quality teachers for urban schools. The federal survey data 

reported that “one out of three teachers does not feel prepared to use a variety of 

instructional methods in the” classroom or to select and adapt appropriate instructional 

materials, and 43% do not feel well prepared to handle classroom management and 

discipline” (Learning First Alliance, 2005, p. 10). In another study conducted by 

Learning First Alliance (2005), the majority of teachers who participated believed that 

teacher preparation programs only did a fair job of making sure they could handle the 

pressures and stress of teaching. Considering that teachers who have been surveyed have 

felt unprepared to teach in urban schools, those findings further support the need for 

adequate urban education training for all teachers, novice to veteran, to continue to 

address the high needs of low-socioeconomic urban schools.  

When an introspective view is taken of the academic student success rates and the 

retention of teachers in urban schools, it is obvious that student needs are steadily 

increasing and the number of quality teachers retained is consistently decreasing. One of 

the major causes of loss of quality teachers which has resulted in low-performing urban 

schools is that teacher preparation programs have failed to adequately prepare teaching 

candidates for classroom placements in urban school settings (Claycomb, 2000). Many 

teachers have little or no urban education training or experience, especially in working 

with high percentages of minority students from high-need, low-socioeconomic families 
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(Claycomb, 2000). The “urban commitment” of teacher candidates’ to work in urban 

schools continues to be an evolving and complex phenomenon that charges teacher 

preparation programs to promote, support, and adequately train teacher candidates for 

urban school placement (Taylor & Frankenberg, 2009). High percentages of high-need, 

low-socioeconomic students represent a direct need for extensive urban education 

training in teacher preparation programs and to continue through school districts’ 

professional development, induction, and mentorship after urban school placement. 

Onore and Gildin (2010) stated that although some progress has been made in urban 

teacher preparation over the past 40 years, there are still major concerns regarding the 

transformation of teacher preparation programs and practices in developing teachers' 

capacities to work with culturally diverse and low-socioeconomic communities. Further, 

the major concerns continue to exist for time in course curricula for discussion and 

reflection on urban school field-based work, facilitative supervision at the assigned 

fieldwork sites, collaboration between universities and assigned fieldwork sites, and 

limitations that exist with urban school placement.  

The fear of the unknown for teacher candidates can be cumbersome within itself; 

however, if adequately prepared for urban school settings, fear can be diminished, 

allowing empowerment to become a cornerstone in urban school teacher success.  

Haberman (2005) stated that teacher preparation programs that are the most successful in 

preparing urban teacher candidates to work in urban schools tend to study the relationship 

of language and culture to learning, becoming culturally proficient. Further, the 

collaboration between university-based teacher preparation programs and school district 

teacher development programs can directly improve urban school teachers’ lack of 
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preparation by engaging teacher candidates’ in diverse urban school field experiences 

combined with guided discourse about their beliefs, assumptions, dispositions, and 

concerns that they may possess regarding urban education (Lee, Eckrich, Lackey, & 

Showalter, 2010). 

The Relationship between Teacher Morale, Job Satisfaction, and Teacher Retention 

It is imperative that classrooms are staffed with highly effective teachers to ensure 

the sustainability of student academic achievement for the long haul. Although the home 

environment of urban middle school students play a key role in student performance, 

teachers are the key ingredient to overcoming those barriers; thereby, promoting student 

academic achievement regardless of the “home effect.” When teachers are motivated, 

well trained, and committed to student success, they can be viewed as being satisfied in 

the current teaching environment while growing professionally. Although more 

experienced teachers may be needed at low socioeconomic urban schools, regretfully, 

those teachers are not equally distributed throughout the districts. Due to economic, 

social, and political reasons, low-socioeconomic urban districts do not measure up to 

compete with affluent suburban schools within or outside of urban districts for the more 

experienced “best” teachers. As a result of the inability to attract the more experienced 

“best” teachers, these districts tend to assign the most underqualified and inexperienced 

teachers, which is a primary factor causing the achievement gap (Darling-Hammond, 

1990; Kozol, 1991; Oakes, 1990). 

When analyzing teacher morale, job satisfaction, and teacher retention in urban 

schools, all are interrelated and must exist for an urban school to be successful; therefore, 

priority must be given to building positive relationships and retaining high-performing 
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human capital (Waddell, 2010). Considering that urban schools are the recipients of 

students with the greatest needs, it is imperative that school districts that focus on new 

teacher recruitment and spending astronomical sums on human and fiscal needs should 

consider placing emphasis on retaining teachers with the skills and dispositions to 

effectively teach in urban schools (Waddell, 2010). Teachers who are committed to urban 

schools may be more likely to remain in urban schools and may provide a higher quality 

education for the students they teach (Taylor & Frankenberg, 2009). An urban school is 

an organization that requires broader work because it serves the most disadvantaged 

students, faces high rates of teacher turnover, and little chance of sustained instructional 

improvement (Allensworth, 2012). One key element in teacher retention is teachers' 

perceptions of their colleagues as campus leaders; therefore, teachers are more likely to 

stay at an urban school if they are part of a team that is working diligently to improve the 

school, which includes the support of campus leaders (Allensworth, 2012).  Also, 

according to Allensworth (2012), teachers are more likely to remain in schools where 

they can influence the work environment, have developed productive and positive rapport 

with their campus leaders, and trust their campus leaders’ instructional leadership ability 

(Allensworth, 2012). As the reality of steadily increasing numbers of teachers leaving the 

profession in the early years of their career and a steady increase in teacher shortage 

nationwide, recruitment for highly qualified teachers in public school districts will 

become increasingly difficult as well as retaining high-performing teachers in today’s 

classrooms (Hope, 1999). Additionally, according to Hope (1999), it is estimated that 

only about 100,000 people will enter the teaching profession each year.  
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Considering the multiple challenges in urban middle schools, it is possible for 

those challenges to take a toll on urban school teachers’ ability to feel effective in regards 

to student learning, individual professional growth, and self-efficacy. Other factors to 

consider that may adversely affect teacher morale are the lack of adequate teacher 

preparation programs for urban education, teacher working conditions, overwhelming 

family issues that can interfere with students’ learning environment, escalating student 

discipline behaviors, heavily populated campus special programs, lack of training on 

cultural responsiveness to student diversity (Lindsey, Robins, & Terrell, 2009). As a 

result, these challenging factors that some urban middle school teachers face can be 

cumbersome and cause teacher burnout and low teacher morale; ultimately, adversely 

impacting teacher retention.  

Despite national statistics that suggest a steady decline in African American and 

Latino student achievement, few schools accept the challenge of educating at-risk 

minority students; therefore, even fewer succeed (White-Smith, 2012). When urban 

teachers are unable to overcome obstacles, urban schools are faced with quality staffing 

issues for teacher positions. Sachs (2004) stated that urban schools are challenged to 

improve teacher retention and quality. Further, Hunter-Quartz (2003) stated that teacher 

shortages and retention problems in urban schools stem from the practice of urban school 

campus leaders being coerced to utilize temporary remedies, such as filling teacher 

positions with underqualified, unqualified, or full-time substitute teachers.  

Factors That Impact Teacher Morale and Job Satisfaction 

New teachers who teach in urban schools serving diverse student populations and 

are well versed in instructional strategies that address the needs of multicultural, 
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multileveled, inner city classrooms are more likely to be retained by that same school and 

experience high job morale (Samuels, Rodenberg, & Frey, 2001). According to 

Haberman (2005), there are many attributes of urban teachers or a set of background 

factors that are predictive of which individuals would be effective and remain in schools 

serving diverse students in low socioeconomic communities: 

1. Live in or were raised in a metropolitan area 

2. Attended schools in a metropolitan area as a child or youth 

3. Are parents or have had life experiences that involved extensive relationships 

with children 

4. Are African American, Latino, members of a minority group, or from a     

working-class white family 

5. Earned a bachelor’s degree from other than a highly selective or elitist college; 

man started in community colleges 

6. Majored in a field other than education as undergraduates 

7. Have had extensive and varied work experiences before seeking to become a 

teacher 

8. Are part of a family/church/ethnic community in which teaching is still regarded 

as a fairly high-status career 

9. Have experienced a period of living in poverty or have the capacity to empathize 

with the challenges of living in poverty 

10. Have had out-of-school experiences with children of diverse backgrounds 

11. May have had military experience but not as an officer 
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12. Live in the city or would have no objection to moving into the city to meet 

residency requirements 

13. Have engaged in paid or volunteer activities with diverse children in poverty 

14. Can multitask and do several things simultaneously and quickly for extended 

periods such as parenting and working part-time jobs 

The author further explained that the above-mentioned attributes do not guarantee 

success as an urban teacher; however, there is a probability that individuals with these 

attributes will succeed and remain in their classroom as a teacher in the same school. On 

the other hand, these attributes describe a pool of people who are unlikely to remain in 

poverty schools. When urban school teachers are unable to overcome obstacles, urban 

schools are faced with quality staffing issues for teacher positions. Sachs (2004) stated 

that urban schools are challenged to improve teacher retention and quality. Further, 

Hunter-Quartz (2003) stated that teacher shortages and retention problems in urban 

schools stem from the practice of urban school campus leaders being coerced to utilize 

band-aid remedies, such as filling teacher positions with underqualified, unqualified, or 

full-time substitute teachers.  

While teaching has been predominantly a female’s career, more males are being 

recruited, so that the number of who succeeds and remains increases substantially within 

urban schools. In addition to the characteristics above, the males who succeed as teachers 

in urban schools need nine additional attributes. They should be able to 

1. multitask and perform several functions simultaneously, 

2. work in feminine institutions where procedures and human relationships with 

other adults are of greater importance than outcomes, 
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3. take directions and accept evaluations from female principals and female 

supervisors, 

4. implement criticism not stated as direct orders but as “suggestions” or “concerns,” 

5. spend a good part of everyday encouraging and nurturing children and youth as 

well as teaching them, 

6. interact positively with mothers and female care-givers, 

7. maintain class control by motivating and relating to children rather than trying to 

dominate them, 

8. regard children’s misbehavior as a professional problem to be resolved rather than 

a threat to their authority or manliness, and  

9. make personal sacrifices of time and energy to meet students’ needs (Haberman, 

2005). 

Haberman (2005) further stated that male teachers with all or at least most of 

these attributes succeed as urban teachers: thus, male teachers are able to understand 

stereotypes and overcome the way males are typically socialized in our society.  

Teachers Managing Workplace Demands  

Although there is a surplus of highly trained professionals, some teachers are 

currently unwilling to work under current salaries and hostile working conditions 

inherent in some school districts (Darling-Hammond, 2007).  Haberman (2005) asserted 

that as a component of new teacher recruiting, urban school districts must orient teachers 

to work in high need, culturally diverse school environments. 
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Teacher Quality 

According to U.S. Department of Education (2003), the No Child Left Behind Act 

of 2001 (NCLB) requires that states, districts, and schools become accountable for 

student academic achievement. The NCLB’s intention is for quality teachers to be 

accessible to effectively teach all students, regardless of the teachers’ ethnicity, race, or 

income (U.S. Department of Education, Office of the Deputy Secretary, 2004). Darling-

Hammond (2007) stated that NCLB is the driving force in developing quality teachers to 

improve student academic achievement in the United States. Further, the NCLB’s overall 

goal is to close achievement gaps of minority student groups, students with disabilities, 

students economically disadvantaged, and students with limited English proficiency 

(LEP). One of the greatest educational dilemmas is closing the student achievement gap 

in the United States by seeking and retaining highly qualified and effective classroom 

teacher leaders (Joftus & Maddox-Dolan, 2002). 

When states adopt policies regarding teacher preparation in education, 

certification, hiring, and professional development, it drives the differences in the 

qualifications and teaching capacities that teachers bring to teaching positions in low-

socioeconomic urban schools. Teacher quality is the foundational need to growing a 

successful urban school in which in terms of qualifications defines individual levels of 

expertise comprised of knowledge, skills, and confidence that is demonstrated through 

the teaching experience. Teachers differ in teaching abilities significantly, which can 

positively or adversely impact student academic achievement short-term and long-term 

(Rivers & Sander, 2002). According to Hanushek, Kain, O’Brien, and Rivkin (2005), 

educational policies focus on improving teacher quality but fail to incorporate the 
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significant variation in the quality of instruction that occurs within a school and not 

between schools.  Rice (2003) stated that advanced degrees or certification does not 

guarantee teacher quality; however, teaching experience is directly related to teacher 

quality, especially as a first year teacher.  Wenglinsky (2000) stated that there are five 

measurable teacher characteristics that directly reflect teacher quality:  

(1) teacher preparation programs and advanced degrees;    

(2) teaching experience; 

(3) specific teaching preparation coursework completed;  

(4) types of teacher certification; and  

(5) test scores of teachers. 

As teacher quality continues to be controversial and redefined, quality teaching 

remains as the foundation in maximizing student learning (Darling-Hammond & Young, 

2002). Governing states continue to increase the accountability through the No Child Left 

Behind Act (NCLB) for student learning; therefore, districts with low-socioeconomic 

urban schools are challenged with staffing and retaining quality teachers to meet the 

expectations of (NCLB). However, due to having difficulty meeting this challenge 

successfully, school districts will continue to encounter teacher shortages of quality 

educators to adequately educate students through college and career readiness efforts for 

post-high school success. Therefore, governing educational agencies and school 

communities should form an alliance to consider the needs to develop all teachers into 

quality teachers to ensure success of all students.  
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Teacher Working Conditions  

In an effort to increase and improve student academic achievement, school 

leadership is challenged to incorporate more support for teachers to increase their  

motivation and capacities but inadequate working conditions continues to undermine the 

potential these efforts (Leithwood & McAdie, 2007). Working conditions in schools is a 

major issue and could benefit from having hard but purposeful conversations for change. 

According to the review of Leithwood et al (2007) on teacher working conditions, at least 

one policy maker had a lucid view of the importance of teacher working conditions, 

stating, “Teachers’ working conditions are students' learning conditions."  The authors’ 

evidence from the review reflects eight specific internal states that can influence teachers' 

performance and student learning. They are as follows and depicted in Figure 2: 

(1)  Individual sense of professional efficacy 

(2) Collective sense of professional efficacy 

(3)  Organizational commitment 

(4) Job satisfaction 

(5) Stress and burnout 

(6) Morale 

(7) Engagement or disengagement (from the school and/or profession) 

(8) Pedagogical content knowledge 
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Figure 2.  The Influence of the Eight Internal States. The influence of the eight internal 

states shows the flow of the process of influence on teacher and student outcomes 

(Leithwood & McAdie, 2007).  

 

 

 Further, Leithwood and McAdie (2007) research study identified reasons for 

teacher job dissatisfaction which were (1) lack of support from school leaders; (2) low 

teacher salaries; (3) lack of shared decision-making; (4) lack of support in student 

discipline. With this in mind, these factors were relevant in the decision for teachers to 

leave the teaching profession.  Ingersoll (2000) stated that poor working conditions, lack 

of adequate teacher training, and lack of leadership support were key reasons that 

teachers left the profession within their first five years of teaching.   

 Within the past decade, schools have been challenged to meet expectations justified 

by the necessity of improving the quality of education through change in policy 

instructions and policy demands; therefore, accountability demands and procedures 

extend policy makers’ control of work in schools, which has had a cumbersome impact 

on working conditions of teachers and school leaders (Ballet & Kelchtermans, 2008). 

Additionally, Ballet and Kelchtermans (2008) stated that teachers are encountering 

external pressure from policymakers and communities that has increased the number of 

tasks teachers have to accomplish, without adequate or available sufficient resources, 

time to prepare adequately, or collegial collaboration. Due to these extensive pressures 

increasing in the daily demands of teachers, teaching expectations may be viewed as 
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extremely strained and urge teachers to consider leaving that school, district, or teaching 

field altogether. The urgent need for change in teachers’ working conditions can be 

mediated by different factors, such as the school organization and the teachers. For 

example, the school as an organization may mediate the changes in teachers’ working 

conditions by building capacity, implementing a particular leadership style of campus 

leaders, and the campus leaders’ willingness to be innovative—on the cutting edge of the 

current educational trends (Ballet & Kelchtermans, 2008). When comparing working 

conditions of suburban districts to urban districts, the differences can be substantially 

different in that suburban school teachers generally report far less concerns with campus 

leadership and parental support, outdated materials for effective teaching, and less 

discipline issues with their students (Hanushek & Rivkin, 2007). According to Hanushek 

and Rivkin (2007), poor working conditions can not only interfere with teacher turnover 

and in-district teacher transfers, but possibly make the school or district unattractive to 

new potential candidates for teaching. 

Teachers tend to move away from high-need, low-socioeconomic urban schools 

when the working conditions are poor into more affluent schools seeking an environment 

to grow (Ingersoll, 2003). Some teachers transfer to schools within the district or out of 

the district where working conditions are suitable and some leave the teaching profession 

altogether.  

Teacher Workload and Class Size 

The evidence shows that both the volume and complexity of teachers' workloads 

in the classroom setting produces various consequences. For example, excessive 

paperwork and assigned nonteaching duties such as hall monitoring, bus duty, and lunch 
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duty can increase the burden of teachers and prompt their feelings of stress, reduction in 

morale, and commitment to the school, which increases the possibility of transitioning to 

another school or field of work (Leithwood et al., 2007). Furthermore, the review 

conducted by Leithwood et al (2007) determined that the internal states and work of 

teachers are most likely to be enhanced in relatively small schools located in suburban 

rather than urban locations; however, very little could be considered to address school 

size or location; although, some schools have created "schools-within-schools," which is 

a common response to large structured schools. According to Haberman (2005), class 

size has great impact on teacher morale and teacher effectiveness, especially in urban 

schools. Urban school districts’ class size will increase as a result of district budget cuts 

and higher birth rates among those who suffer from poverty in urban communities. He 

further projected that the increase in class size would be detrimental to urban middle 

school education in that students would not be able to receive academic support needed 

from teachers to be academically successful, potentially dropping out by high school 

years. Haberman (2005) stated that meeting these students’ academic needs in urban 

middle schools is a major concern because urban teachers may work with 100 to 150 

students daily. In addition to the academic challenges that urban teachers face, middle 

school-aged students are especially challenging for teachers who must deal with high 

levels of student frustration, student physical maturation, and the tremendous peer 

pressure this group of students face, even more so for the male students. Haberman 

(2005) reflected upon teacher working conditions further, stating that the conditions of 

work in urban middle schools do not show any improvement; and realizing that this may 

be the last chance for many youth, passionate and caring teachers put in more work to 
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respond to students’ needs. Haberman determined that as a result of the urban middle 

school dilemma, teachers could possibly experience burnout, and dropout rates would 

continue to increase; therefore, these conditions can create “strong-insensitive” teachers 

who stay longer than  5 years, dissatisfied with working conditions, and do not 

demonstrate care or a level of commitment to their school community. The author, Moir 

(2003) wrote, “Again, the stage is set to create a cycle of attrition, one in which the 

enthusiasm and commitment of young teachers is used up and burned out before it has a 

chance to make a real contribution to students’ lives” (p. 2). Moir understood the effects 

of teacher attrition on urban education in which some research studies have found that 

schools serving predominantly low socioeconomic students are disproportionately 

impacted by teacher turnover (Ingersoll, 2004).  

Furthermore, the critical situation of urban education cannot only be damaging to 

the students who are taught by inexperienced teachers but also damaging to new teachers 

challenged with a new environment in which students perform below grade level, with 

limited resources, and with little or no leadership support. Teaching in urban schools 

today can be challenging for teachers as teacher morale in urban schools steadily 

fluctuates (Smith & Ingersoll, 2004).  

Hiring, Placement, and Teacher Turnover   

When strategic consideration is not given to the placement of teachers in high-

need, low-socioeconomic schools, teaching can be overwhelming and discouraging for 

novice teachers entering the field with little or no experience in working with students 

with extensive and varying needs. According to Johnson, Kauffman, Liu, and Donaldson 

(2004), a teacher’s effectiveness can be predetermined by how schools and districts hire 
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teachers based on their skills, knowledge, and dispositions and align with selected 

teaching positions. As a result of teachers not being placed in teaching positions that are 

aligned with their capabilities and the lack of school leadership support, the risk exists of 

losing newly hired teachers, especially in high-need, low-socioeconomic schools. 

Teacher turnover is particularly high among new teachers— those most dependent 

upon school leadership and support in which accountability requires a greater knowledge 

base and skill set to survive and be effective in the mist of greater demands. Student 

achievement continues to suffer as a result of teachers leaving the profession every year. 

There are an estimated 157,000 men and women leaving teaching every year, and more 

than 232,000 others change schools. These teachers who move and leave make up an 

estimated 12% of the total teacher workforce, not including, teachers who retire (Alliance 

for Excellent Education, 2008). Teaching has become a revolving door through which 

one-third of all teachers flow and where 90% of new hires are replacements (Ingersoll, 

2001; National Commission on Teaching and America’s Future, 2003). Darling-

Hammond (2003) found that teachers often leave in the first few years of teaching with 

one-third of new teachers leaving within five years. Ingersoll (2001) found that 29% of 

all beginning teachers leave after just three years; after five years, 39% have left teaching 

altogether.  

 Teacher turnover may vary from school to school from 5% to 40%.  The turnover 

rate in Texas has hovered between 14% and 16%, which amounts to an enormous loss of 

between $329 million and $2.1 billion per year, according to the industry cost model used 

(State Board of Educator Certification [SBEC], 2000). To estimate these costs for 2004–

2005, the State Comptroller’s office used the most conservative method and updated it to 
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reflect teacher turnover and average salaries for 2004–2005. SBEC’s method assumes the 

average cost of teacher turnover is 25% of salary and benefits and is based on three 

national models of turnover costs developed by recognized experts. Based on the most 

conservative method, the cost of turnover for 2004–2005 was estimated at $13,329 per 

teacher. SBEC (2000) calculated the following factors in determining attrition: 

recruitment, high number of paid substitutes, training, and retaining as well as the 

priceless learning curve impact of novice teachers.  

 Whenever a teacher leaves, the district must reinvest in financial resources and 

time for the new teacher to learn district expectations through induction and mentoring. 

Further, school leadership support should provide new teachers adequate preparation time 

for challenges faced in becoming a new teacher with extensive responsibilities as a 

mandatory hiring practice (Johnson et al., 2004).   

Salary and Incentives 

 Today, average wages differ between urban and suburban districts. For instance, in 

some metropolitan areas in urban districts, teacher pay is higher; however, in other areas 

such as suburban areas, suburban districts pay even more (Hanushek et al., 2007). The 

authors determined in their research that both wages and student characteristics affect 

teachers' choices and result in a sorting of teachers across schools, but they did not 

identify major evidence that teacher transitions are detrimental to student learning.  

Additionally, the authors determined that the effectiveness of school personnel policies in 

hiring and retaining the most effective teachers and on constraints on both entry into the 

profession and the firing of low performing teachers are the true variables in obtaining 

the quality of instruction; however, salaries and working conditions translate into 
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differences in teacher morale and job satisfaction. The authors continued to provide 

findings regarding improving the quality of instruction in that overall salary increases for 

teachers would be both expensive and ineffective, instead, lower barriers to becoming a 

certified teacher and to link compensation and career advancement more closely with 

teachers' ability to raise student performance. When incentives are used in conjunction 

with salaries, the desired outcome is that the teacher will be motivated to perform at 

increasing rates that will enhance student learning; consequently, although incentive pay 

really does increase job performance, it is not advantageous until the performance is 

clearly measured (Leithwood et al., 2007). On the other hand, according to some school 

districts, standardized test scores are used as the sole criterion for teacher incentive pay 

linked to high test results of students, which can cause other teachers to decline in 

performance. In addition to incentive pay, salary increase is also a motivational method 

that can be used to increase teacher morale and retention. Ingersoll (2001) stated that low 

salary is one of the main reasons teachers leave jobs in high-need, low-socioeconomic 

schools; however, salary increases alone will not improve teacher retention in urban 

school settings but may reduce teacher attrition. Some may consider salary as a major 

driving factor for teacher retention; however, career advancement, working hours, 

physical working conditions, personal time, and length of commute carries more weight 

than salary (Prince, 2002).  

Incentives for High Need, Urban Schools  

Governing educational agencies and districts have attempted to be proactive in 

finding new strategies to attract and retain highly qualified teachers, especially for low-

socioeconomic schools. As governing states and districts have been more proactive in 
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their strategies to recruit, develop, and retain quality teachers, they have determined that 

teachers perform as individuals and must respond to their individual needs in closing the 

staffing gap of high-need, low-socioeconomic schools. These governing entities are 

becoming more attractive and consistent in their measures for incentives that will retain 

quality teachers in high-need, low-socioeconomic schools that are considered hard to 

staff (Leithwood et al., 2007).  

Teaching jobs that are more challenging, such as teaching in high-need, low-

socioeconomic schools, must attract quality teachers through a different means, such as 

Texas, which supports monetary incentives for hard-to-staff schools (Prince, 2002). 

Moreover, Kirby, Naftel, and Verends (1999) found that Texas has successfully attracted 

minorities to teaching using many sources and have accounted for 26% of new teacher 

cohorts. Further, Texas has primarily recruited minority teachers through alternative 

teacher certification programs that have served as a useful source to recruit minority 

teachers. On the other hand, research shows that minority teachers seem less promising, 

with decreasing numbers pursuing teaching in the pipeline and mandated teacher entry 

and certification tests that are proving to be bigger hurdles for minority than white 

candidates (Kirby, Naftel, & Verends, 1999). With this in mind, districts are charged with 

taking a more attractive approach by displaying greater sensitivity to pay and working 

conditions to secure minority teachers as well as giving attention to disproportionately 

distributing teachers of color to schools underperforming and serving students from 

low-income homes and students of color ( Prince, 2002).  
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School Climate and Culture 

School climate is the quality and character of school life that is identified based 

on patterns of students’, parents’, and school staff’s experience that reflects norms, 

teaching, goals, values, interpersonal relationships, learning practices, and organizational 

structures (Cohen, Guffey, Higgins-D'Alessandro, & Thapa, 2012). The National School 

Climate Center researchers, Cohen, Guffey, Higgins-D'Alessandro, and Thapa (2012) 

further stated that school leaders should consistently conduct comprehensive assessments 

of the school that should include major aspects of school life such as safety, relationships, 

teaching and learning, and the environment as well as larger organizational patterns. 

Collaborative learning and student development should be the driving forces for a 

positive school climate and school culture. What does a positive school climate and 

culture look like? According to Cohen, McCabe, Michelli, and Pickeral (2009), a positive 

school climate is associated with and predictive of academic achievement, school 

success, effective risk prevention efforts, students' healthy development, and teacher 

retention. 

 According to Leithwood and McAdie (2007), a school’s climate and culture can 

encourage the learning process and the manageability of workload complexity as well as 

encourage innovation in the absence of the availability of instructional resources. When 

the culture of a school is conducive for teachers, they tend to value and support their 

safety and the safety of their students as well as strive to meet high academic 

expectations for students and themselves (Leithwood et al., 2007). In supporting teachers 

to find their work meaningful, school culture is the primary ingredient in which they 

develop clear and morally inspiring goals and have a positive influence on teachers' 
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affective dispositions (Leithwood et al., 2007). Urban campus leaders must understand 

that they are school culture builders, possessing the necessary tools to successfully create 

a conducive environment for all stakeholders, especially the teachers; thereby, building a 

positive school culture through positive interaction, showing an interest in teachers input 

in decision making, appreciation of teachers’ diligence, and support in the classroom and 

of teachers’ individual professional growth. Campus leaders in public middle schools 

should foster school climates that promote teacher learning and development by 

implementing these strategies: (a) attending to context-specific priorities for creating and 

enhancing school climate; (b) cultivating shared values and flexibility; and (c) building a 

culture of collaboration (Drago-Severson, 2012).  

 School leaders should always be mindful that a sustainable, positive school climate 

fosters youth development and learning necessary for productive, contributing, and 

satisfying life in a democratic society; therefore, a positive school climate and culture 

should include the following:  

1. Norms, values and expectations that support people feeling socially, 

emotionally, and physically safe. 

2. People are engaged and respected. 

3. Students, families, and educators work together to develop, live, and contribute 

to a shared school vision. 

4. Educators model and nurture attitudes that emphasize the benefits and 

satisfaction gained from learning. 

5. Each person contributes to the operations of the school and the care of the 

physical environment (Cohen et al., 2012). 
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Rhodes and Hemmings (2012) stated that a positive school culture depends on 

strong principals and teacher leadership.  Furthermore, principals play pivotal roles in the 

fostering and maintenance of school cultures. The most effective leaders bring all 

stakeholders together in the development of a shared educational vision driven by a sense 

of moral purpose (Deal & Peterson, 1990; Senge, 1990). Additionally, they set internal 

processes in motion that enable stakeholders to progressively do what they need to do to 

achieve goals that are encompassed in the educational vision (Elmore, 2000). Also, 

teachers should be strong leaders, especially in curriculum, instruction, school and 

program design, and professional development; thereby, promoting student achievement 

(Lieberman & Miller, 2004).  Kasinitz, Mollenkopf, Waters, and Holdaway (2008) stated 

that creating and sustaining a positive school culture is possible if schools have 

intentional structures to support it in which those structures make it possible for 

principals and teachers to meet on a regular basis, participate in shared decision making, 

learn together, collaborate on innovative pedagogies, and work closely with students. 

Kasinitz et al. (2008) further stated that among the social structures most conducive for 

this are those instituted through teams such as those set up for school design, for hiring 

staff, and for teacher instructional planning; professional development that includes team 

building and the coproduction of curriculum and instruction; student orientations and 

advisory periods; venues for instructional innovations involving teachers, students, and 

other stakeholders; and informal gathering places are important for building community.  

According to Rhodes and Hemmings (2012), the end result of developing a shared culture 

should be a positively fostered school culture leading to being able to recruit and retain 
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strong teachers with the assistance of high-performing teachers to dismiss consistently 

low-performing teachers. 

Teacher Shortage 

Hanushek, Kain, and Rivkin (2007) stated that in Texas the percentage of teachers 

leaving high-performing schools (15%) is lower than those leaving low-performing 

schools (20%) (“The Revolving Door,” 2004).  Highly qualified and quality teachers 

remain in demand due three most common reasons: (1) increase in student enrollment; 

(2) teacher retirement: and (3) teacher attrition (Clewell & Forcier, 2000; Howard, 2003). 

 Increased Enrollment. 

 An increase in student enrollment is one critical reason there is a shortage of 

teachers in the American public school system. In 2003, the total public school 

population was 47.7 million; it projected to reach more than 53 million by the 2008–2009 

school year (Feistritzer, 2004; National Center for Education Statistics, 2003). According 

to Jeynes (2004), immigration is another contributing factor that has caused a major 

increase in enrollment. As these numbers continue to grow at massive rates, the need for 

more highly qualified teachers will increase. The children and grandchildren of the baby 

boomer, born from 1946 to 1964, are major contributions to the increase in student 

enrollment. The rise in student population of kindergarten through 12th-grade students 

continues to create a need for more teachers. The public school population was projected 

to be more than 54 million students by 2008 (National Center for Education Statistics, 

2003).  
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 Teacher Retirement.   

 Although teacher retirement is diligently due to teachers who have served, 

research has consistently predicted over a decade ago that one reason for teacher 

shortages would be because of a larger number of teachers nearing retirement age 

(Darling-Hammond, 1984; National Commission on Excellence in Education, 1983).  

Along with the teachers leaving the classroom due to retirement are another 30% of 

teachers leaving the profession for other reasons (Howard, 2003). Howard (2003) also 

suggested that teacher retirement is a contributing factor to the growing teacher shortage.  

Estimates show that approximately 28% of teacher job openings between 2000 and 2010 

would be a direct result of teacher retirements (Howard, 2003). 

The National Education Association (NEA, 2004) conducted a survey in 2003 that 

showed that several states had launched legislation specific to various teacher retirement 

plans. In an effort to alleviate the national teacher shortage, the survey further reported 

that approximately 34 states had made various attractive provisions for retired teachers to 

reenter the classroom as full-time teachers. The NEA estimated that more than one 

million teachers will retire by 2015 (Feistritzer, 2004; Swartz, 2003; Whitaker, 2000). 

Although some studies have revealed that teacher retirement does have an impact 

on the national teacher shortage, other researchers believe that retired teachers represent a 

much smaller number of teachers exiting the field in which the majority of teachers leave 

the profession due to inadequate salaries and poor work environments (Blair, 2003). Due 

to the high number of teachers approaching retirement, it is incorrect to assume that 

retirement is the primary cause of teacher turnover. Teacher turnover in individual 



40 

 

 

 

schools includes both teachers who transfer from one school to another within the district 

(movers), those who leave the district, and the teaching profession entirely (leavers).  The 

leavers account for about a third (31.4%) of the retired public school teachers, but when 

observed in the totality of teacher turnover for public schools, retirees are accountable for 

nearly 16% of the turnover rate. Teachers leave for personal reasons as well; these 

leavers account for more turnover than retirement or dismissal (Hirsch, 2001). 

Schools are seeking highly qualified teachers in which the need averages at least 

200,000 new teachers per year (Darling-Hammond, 2003; Howard, 2003). American 

public schools desperately need teachers who are highly qualified (Darling-Hammond, 

2003). 

Teacher Commitment 

Urban education has taken on its own identity considering the needs of students, 

teachers, and campus leaders in urban schools. With this in mind, according to Taylor et 

al. (2009), there is a type of teacher loyalty that can be referred to as “urban 

commitment.”  For example, the authors reflected upon how teachers can have low job 

satisfaction toward their school but remain very committed to the students they teach; 

however, very little research has been conducted to determine if and how teachers 

develop commitments to working in urban schools. According to Taylor et al. (2009), 

teachers’ commitment to urban schools is different than their commitment to teaching in 

a school that is not low-socioeconomic. Furthermore, they reflected upon their findings 

that suggested that aspiring teachers’ commitment to the profession is derived from their 

personal and demographic factors as well as their experiences in teacher preparation 

programs. When determining the level of teachers’ commitment, working relationships, 
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teacher preparation program experiences, and levels of commitment remain with 

uncertainty. However, there are some demographic characteristics of interest that can be 

influential in shaping teachers’ commitment to the profession as well as remaining in the 

classroom: gender, race, and amount of prior teaching experience. The initial findings 

concluded that novice teachers with limited years of experience in the classroom are 

generally less committed than teachers who have served in the classroom for more years. 

Considering that the issues exist with novice teachers not being committed to the 

teaching profession long term, then feeling dedicated to urban teaching in particular, 

teacher candidates’ experience in urban environments, teaching students of color, and 

teaching students of low-income families may adversely impact their initial urban 

commitment. Even though individual teacher candidates’ personal characteristics and 

experiences do play a role, the most influential factor shaping teachers’ initial 

commitment to the profession seems to be their experience in teacher preparation 

programs (Taylor et al., 2009). Although most teacher preparation programs are not 

designed for aspiring urban educators, they incorporate some training to prepare teachers 

to be successful in urban schools (Taylor et al., 2009). Urban schools continue to 

experience revolving doors and complex phenomenon that could benefit from teacher 

preparation programs that promote, support, and adequately train teacher candidates for 

urban schools (Taylor et al., 2009).  

As the importance of teacher commitment continues to be the pursuit of districts 

and schools, the premise of it is job satisfaction. Herzberg (1968) stated that there are 

certain factors in the workplace that cause job satisfaction, while a separate set of factors 

cause dissatisfaction, which derived from his research studies. His research studies were 

http://en.wiktionary.org/wiki/Workplace
http://en.wikipedia.org/wiki/Job_satisfaction
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based on his theory, Herzberg’s Hygiene-Motivation Theory, which is comprised of two 

factors, motivation and hygiene. This theory suggested that to improve job attitudes and 

productivity, administrators must recognize and attend to both sets of characteristics and 

not assume that an increase in satisfaction leads to a decrease in unpleasurable 

dissatisfaction.  

Due to the growing incidence of teacher burnout, it is believed that many teachers 

have difficulty in satisfying their needs and obtaining satisfaction from teaching. 

Frataccia and Hennington’s (1982) study examined the needs that teachers appear to have 

difficulty in satisfying, which is based on the two-factor Herzberg’s Hygiene-

Motivation Theory. The factors that are associated with the motivational aspect of the 

theory and are directly related to self-actualization are achievement, recognition, work, 

advancement, and responsibility. The factors associated with the hygiene aspect involve 

security and social needs, which are company policy and administration, supervision, 

salary, interpersonal relations, and working conditions. More specifically, the study had 

37 teacher participants who resigned from teaching responding to two 10-item 

questionnaires in which two hypotheses were tested: (1) Teachers who resigned from 

teaching reported no job satisfaction relative to the motivational aspect of the Herzberg 

Hygiene-Motivation Theory; and (2) teachers who resigned from teaching reported job 

dissatisfaction relative to the hygiene aspect. Within the hygiene aspect of the findings, 

the teachers were dissatisfied with all the factors. Within the motivational aspect of the 

findings, teachers reported dissatisfaction with recognition, advancement, and 

achievement. Also, the study determined that the role of the school principal in accepting 

responsibility for meeting these needs was particularly important. With this in mind, 
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DuFour (1985) stated that principals wish to foster both staff motivation and student 

achievement in their schools; however, research shows a possible contradiction between 

these two goals that were originally established by Fredrick Herzberg in the late 1950s 

and 1960s that in various occupations, employees’ motivation depends primarily on their 

sense of the significance of their work, achievement, recognition for accomplishment and 

responsibility, and advancement opportunities (DuFour, 1985). The Herzberg’s Hygiene-

Motivation Theory is aligned with Maslow's Hierarchy of Needs, which basically states 

that all humans have two sets of needs: the need for psychological growth and the need to 

avoid unpleasantness (Herzberg, 1968). Schultz and Schultz (2010) further perpetuated 

the Herzberg Hygiene-Motivation Theory by suggesting that principals should motivate 

teachers by giving them more autonomy and responsibility by establishing a unique set of 

guiding values through a process involving all teachers and perhaps students and parents. 

Furthermore, essentially, hygiene factors are needed to ensure an employee is not 

dissatisfied and motivation factors are needed to motivate an employee to higher 

performance. Schultz and Schultz (2010) recommended factors to accomplish employee 

satisfaction: 

1. Remove some of the control that management has over employees and 

increase the accountability and responsibility they have over their work, 

which would in return increase employee autonomy, authority, and 

freedom. 

2. Create complete and natural work units where is it possible. An example 

would be allowing employees to create a whole unit or section instead of 

only allowing them to create part of it. 
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3. Provide regular and continuous feedback on productivity and job 

performance directly to employees instead of through supervisors. 

4. Encourage employees to take on new and challenging tasks and become 

experts at a task. 

Figure 3. Depicts Fredrick Herzberg’s Hygiene-Motivation Theory. 

 
Figure 3.  Herzberg’s Theory Dissatisfiers and Satisfiers in Employment. The two factors 

associated with Herzberg’s theory, hygiene and motivation, can improve job attitudes and 

productivity of teachers (Herzberg, 1968).  

Teacher Attrition 

According to Wiggins (2010), turnover can be expected in any well-managed 

organization; however, the alarming attrition rate facing the educational system requires 

immediate national action. Leukens, Lyter, and Fox (2004) have placed much-needed 

focus on teacher shortage being a national issue in which one of the components causing 

teacher shortage is teacher attrition. The authors conducted a study to obtain information 

regarding teacher mobility and attrition in which the study was a one-year follow-up of a 

sample of 8,400 teachers who were originally selected for the teacher questionnaire of the 
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Schools and Staffing Survey (SASS). The study sought to obtain feedback on three 

questions:  

 (1) Who is most likely to leave? 

 (2) Why do they move or leave? 

  (3) Where are they likely to go?   

The results of the study determined that teachers with less than 10 years of 

classroom experience, classroom teachers 30 years old and under, and classroom teachers 

from private schools were the populations most likely to leave than others in the sample 

of the study. Also, the study determined reasons for classroom teachers leaving schools, 

such as an opportunity for a better teaching position, dissatisfaction with support from 

campus leaders, and dissatisfaction with workplace conditions. Other results from the 

study reflected that classroom teachers who left tended to transition from private schools 

to public schools and private school teachers were likely to move into occupations 

outside of education. 

Ingersoll and May (2011) research study national data on the status of teacher 

shortage of minority teachers, seeking to determine the low proportion of minority 

teachers in comparison to the increasing numbers of minority students in schools. The 

authors’ research showed that efforts over recent decades to recruit and retain more 

minority teachers and place them in low socioeconomic schools had been very 

successful. On the other hand, these efforts have been undermined to some degree due to 

minority teachers having lower retention caused mainly because of poor working 

conditions in their schools. Ingersoll and May (2005) research study on minority teacher 

shortage named specific areas of concern, such as 
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(1) inadequate induction and lack of campus leadership support; 

(2) feelings of isolation and lack of community; 

(3) flaws in teacher preparation and limited professional development; 

(4) minimal rewards for knowledge and skill; 

(5) unsafe work environments; and 

(6) student discipline and motivation concerns.  

 According to Haberman (2005), urban schools deal with teacher shortages and 

attrition more in the critical areas of mathematics and science. For instance, this dilemma 

was found to be particularly severe in the Detroit Public School District. As a solution to 

this dilemma, Wayne State University and Detroit Public Schools developed a 

school-university partnership program to adequately prepare teachers in science and 

mathematics through an alternative pathway to the teacher certification program. The 

"partnership program" has proven to be successful in recruiting, preparing, and retaining 

a significant number of qualified minority science and mathematics teachers to serve the 

urban students' in Detroit schools. More recently, the shortage of qualified teachers, 

especially in urban schools serving low socioeconomic students is a major national 

dilemma. As families continue to grow in low socioeconomic communities and more 

teachers retire, the teacher shortage will continue to cause an increase of less qualified 

teachers if not immediately and appropriately addressed for urban schools; therefore, the 

strategies for recruitment and retention are critical to urban education. Further, based on 

his analyses of the SASS and the Teacher Follow-Up Survey, Ingersoll (2004) 

determined that school staffing challenges “are primarily due to a ‘revolving door’—

where large numbers of qualified teachers depart from their jobs long before retirement” 
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(p. 2). Darling-Hammond’s (2003) research further added that high-poverty schools 

suffer from four major influences on teacher attrition, especially high-poverty (urban) 

schools:  

(1) salaries 

(2) working conditions 

(3) teacher preparation 

(4) mentor support 

The Role of Campus Leadership on Supporting and Developing Teachers 

In Waddell’s study (2010), teachers believed supportive campus leaders 

influenced their decisions to continue teaching in an urban school. Furthermore, these 

teachers acknowledged working with unsupportive campus leaders facilitated their 

decisions to leave school districts. 

As the shortcomings of a broken educational system are identified, there are 

implications that principals share a significant portion of the burden and responsibility for 

recruiting and hiring teachers to fill classroom vacancies (Hope, 1999). Thus, it is 

reasonable to suggest that for principals to retain new teachers there must be 

well-planned, campus-based orientations and induction activities (Hope, 1999). The 

author continued to exclaim that acclimating teachers to schools and to the expectations 

of campus leaders involve more than reviewing policy and procedures, such as a 

meet-and-greet in a designated area of the school and providing a tour around campus 

acknowledging locations such as the faculty facilities, media center, cafeteria, and the 

teachers' workroom. Moreover, it should create a productive atmosphere in which 

teachers and campus leaders interact to converse about the work of teaching and the 
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implementation of growing as a professional through leadership support, training, and 

colleague collaboration. Additionally, as the first-year orientation phase concludes of 

acclimating new teachers to the teaching profession, the induction process should 

continue in order to help teachers to develop a toolbox of strategies and skills that will 

encourage pursuit to inculcate teaching as a long-term career (Hope, 1999).  

Teacher Induction and Mentoring 

According to Smith and Ingersoll (2004) the presence or absence of strong 

leadership support for novice teachers influences their decision whether to stay or leave 

the teaching profession. Hope (1999) suggested some interventions and reminders for 

school leaders to consider as they orient and induct first-year teachers into the teaching 

profession with the sole purpose of retention in mind.  

1. Intervene to Diminish Teacher Isolation 

New teachers can easily resort to their classroom and remain disengaged and 

isolated if not invited to feel a part of the school community.  

Campus leaders can counteract this unwarranted isolation by visiting new 

teachers' classrooms regularly. For new teachers to feel successful and 

experience self-efficacy, campus leaders must provide constructive feedback 

on their teaching and in a timely manner as this feedback is essential for their 

professional growth and development. Campus-based orientation and 

induction activities confront new teachers’ fears and provide them the 

opportunity to build confidence to overcome those fears. Although veteran 

teachers can be assigned as a mentor, campus leaders must serve as the 

campus instructional leader and make a commitment to assist new teachers. 
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2. Facilitate Mentoring and Collegial Relationships 

Support from individuals who can communicate regularly with new teachers 

about lesson planning, teaching pedagogy, problem solving, and classroom 

management are needed. It is productive in the long term for campus leaders 

to connect new teachers with their peers during the orientation and induction 

processes, promoting relationships that are mutually beneficial to the teachers 

involved. 

3. Maximize Potential for Success through the Teaching Assignment 

Although new teachers have been stated to possess the latest skills to work 

with students, this belief obscures the fact that new teachers have not acquired 

the knowledge of classroom ecology that comes with years of experience. 

New teachers are sometimes overwhelmed in their first year; therefore, 

campus leaders should consider class structure, size, and teaching load in 

first-year teachers' assignments to avoid inundating them with more than they 

can handle. 

4. Offer Development Opportunities 

Campus leaders should make every effort to support first-year teachers to 

succeed. With this in mind, campus leaders should look for development 

opportunities wherein new teachers can acquire applicable skills or reinforce 

present best practices. Campus leaders should strategically select workshops 

and conferences for new teachers to attend. As well, ensuring their availability 

to attend demonstrates commitment to new teachers' success. 

5. Be Accessible 
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New teachers may feel a deep loyalty to campus leadership for hiring them to 

teach; therefore, they may experience some anxiety because campus 

leadership has authority over them. The perception that campus leadership is 

consistently consumed with more important matters other than to address 

teacher's concerns causes new teachers to experience some shyness about 

communicating with campus leadership. Campus leaders who have an "open 

door" policy allow teachers and staff to drop into their office without an 

appointment; although, that policy is not always sufficient to overcome new 

teachers' being reluctant to approach campus leadership to talk about their 

instructional and professional needs. Campus leaders should seek out 

first-year teachers to initiate conversation about instructional matters until the 

new teachers develop a comfort level to initiate contact on their own. An 

effective strategy to maintain an open line of communication is to conduct 

informal monthly meetings with new teachers to foster building positive 

rapport. 

6. Explain the Evaluation Process 

Campus leadership needs to provide an explanation to first-year teachers that 

an evaluation is a means of improving teacher effectiveness, not a process to 

criticize. Further, campus leadership should explain that an evaluation can be 

a highly complex experience but integral to the profession. Campus leadership 

should conduct a summative conference with new teachers to clearly explain 

the purpose of the evaluation, review the evaluation instrument, relate the 

manner in which evaluation procedures unfold in the school, and discuss what 
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direct role the evaluation plays in their teaching career goals. First-year 

teachers also need to be aware of the frequency of classroom visits to allow a 

level of comfort and not intimidation with the observations. Letting teachers 

know that there will be numerous classroom visits ahead of time can diminish 

hesitation in understanding why the campus leader is in the classroom. 

Campus leadership that allows new teachers to complete a self-assessment to 

evaluate their own skills fosters growth, builds goodwill, and removes the 

one-sidedness that is characteristic of teacher evaluation.  

Mentoring new teachers and teachers in need of further development is a very 

important aspect of teacher development in that if properly implemented, it can be 

beneficial to both the teacher and the school. Yendol-Hoppey, Jacobs, and Dana (2009) 

conducted an investigation of mentoring programs in high-poverty schools. For instance, 

given the increasing challenges faced by high-poverty urban schools, mentoring has 

become the easy solution for policy makers regarding the dilemma with teacher quality. 

Although the quick-fix solution of utilizing mentoring has been the sole response in 

addressing the teacher quality dilemma by policy makers, mentoring programs have 

experienced spurts of growth with very little empirical attention within last decade. The 

authors’ investigation yielded results that led to the identification of three assertions that 

highlight the interaction that transpires in the urban teacher mentoring context between 

four critical concepts:  

(1) New teacher survival 

(2) New teacher success 

(3) Onus of responsibility 
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(4) Social justice stance 

Further, the investigation determined the high need for adequate resources, 

placement, and preparation of mentors in high-need, low-socioeconomic urban schools. 

The investigation also asserts that passion must play a role for social justice in the 

success and survival of both mentors and new teachers in urban schools. Mignott (2011) 

determined, as evidenced by conducting a study, that mentoring new teachers is a good 

practice with regard to retention within the field of education. The author’s study was 

conducted in the New York City school system within elementary and middle schools 

that explored the perceptions of first-, second-, and third-year teachers of mentoring and 

the positive effects of mentoring practices. More specifically, the study examined the 

relationships between the views regarding mentoring practices and factors surrounding 

mentoring and early years of teaching. The factors involved in the study were  

(a) students’ learning experience;  

(b) teachers' professional outlook; 

(c) teachers' performance; and 

(d) mentoring program success. 

Mignott (2011) findings did not produce any evidence to support the researched 

relationship between retention decisions by teachers being affected by being mentored; 

however, mentoring does significantly affect teachers’ attitudes toward teaching but does 

not affect retention decisions. Furthermore, the study concluded from the survey that 

there is strong correlation and significance regarding a teacher’s mentoring engagement 

in order to be a successful teacher. As a result of sufficient mentoring, positive mentored 

experience and support of the mentor, the outlook toward teaching and student learning 
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experiences due to mentoring improved. Overall, the study concluded that teachers 

strongly perceived their mentored experience as valuable and advantageous to their 

teaching career; therefore, providing mentoring was determined to be a useful practice for 

new teachers.  

Wiggins (2010) believed that school districts should consider strategic recruiting, 

implement an effective induction and mentoring program, and provide attractive 

incentives and salaries to retain new teachers. His beliefs stemmed from a study he 

conducted to determine whether participation in a beginner teacher induction and 

mentoring (BTIM) program for two years would impact teacher attrition. More 

specifically, the research closely examined archival data from the school district to 

determine if an additional year of participation in a BTIM had impacted teacher absences, 

contract renewals, and/or perceptions. The study further examined third-year secondary 

teachers from the same district in which this component in the study provided greater 

insight because those beginner teachers did not receive mentoring during their second 

year of teaching. Teacher absences and contract renewals from third-year secondary 

teachers were examined for any comparison to second-year secondary teachers who 

participated in the BTIM program to determine if a second year of mentoring would 

increase teacher retention. Participants in the study were administered a "Beginning 

Teacher Questionnaire" to gain more insight into their perceptions on mentoring. The 

data was analyzed, which determined that there was a statistically significant difference 

between the two groups; however, the BTIM program did not make an impact on the 

teachers’ perceptions or teaching abilities. Also, the study determined a statistically 

significant difference in the number of teachers who signed a contract to return to the 
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classroom setting in the same school district. On the other hand, responses from three 

central questions that emerged on the questionnaire revealed that teacher participation in 

a two-year BTIM was able to influence second-year secondary teachers’ perceptions 

about their career expectations and choices. Responses by those who did not participate 

in BTIM feedback but chose to stay in the classroom reflected the reasons that influenced 

their perceptions about the stability of their teaching career.  

Saffold (2006) conducted a study that explored urban teachers' perception of their 

mentoring teaching experience in an alternative urban teacher education program. In the 

study, 15 teacher participants who had been teaching in urban schools for at least 3 years 

were part of focus groups to provide feedback for greater insight. The findings supported 

the need for continuing to develop new teachers through utilizing mentors during new 

teachers’ induction years. Furthermore, the mentoring relationship showed to be of 

primary importance in developing self-confidence, competence, and collegiality during 

the new teacher’s first year.  

Gardiner’s study (2011) explored experiences and perceptions of mentoring with 

eight urban mentor teachers in field placement for a full year in an urban teacher 

residency program. The results of the study indicated that mentors' and new teachers' 

joint work provided a context conducive for professional learning and contributed to the 

mission of a larger social justice; however, the ongoing collaboration produced difficulty 

that mentors had challenges with solving independently. Additionally, this study 

suggested that if field placements are to going to be an effective reform of intervention or 

used for professional growth of new teachers, mentor teachers will need professional 
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support from campus leadership to maximize the benefits and to reduce the complexities 

of collaboration.  

Vaught’s study (2010) to gain insight into the increase in younger and less 

experienced teachers was a result of an increase in teacher attrition rates, thereby 

increasing school districts interest in induction programs. The study’s participants were 

15 volunteer veteran teachers from one urban district to determine several factors that 

related to their mentorship experiences that defined them as professionals. The data 

produced from the study revealed that veteran teachers defined themselves as lifelong 

learners who were continually improving their skills. As for their professional identities, 

they connected strongly in the desire to mentor new teachers in that it validated their own 

teaching, ensuring success for all students as well as the betterment of their school; 

therefore, mentoring was their expression of their professional identities. Factors, such as 

school and district leadership and professional development, were also examined in the 

study and revealed that school principals were shown to play a key role in impacting the 

success of mentors' relationships with new teachers by being actively supportive of the 

development of the professional working relationship. Study results in regards to 

professional development revealed that the art of mentoring is also a factor in adequately 

mentoring new teachers to be independently success. Overall, the data supported that 

mentorship is effective even with the possible challenges of building mentor-new teacher 

relationships in the teaching field.  

Smith and Ingersoll (2004) found that teachers who experience strong support are 

less likely to leave teaching or change schools. Having a mentor in the same field, 

providing a common planning time within the same department or subject area, providing 
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regularly scheduled collaboration time with other teachers along with being part of an 

external network of teachers are all support types that have the biggest impact associated 

with teacher retention (Ingersoll & Smith, 2004).  

Bartell (2005) stated that the first few years of teaching are considered the most 

challenging for new teachers; therefore, during this period, teachers may become 

discouraged and disillusioned with the tasks assigned. With this mind, this period of time 

is when new teachers establish practices that last throughout their teaching career and can 

benefit from mentorship. Through the author’s extensive research on the needs of new 

teachers, critical elements were identified in shaping induction policies that can lead to 

teacher retention and improved student achievement. Considering that teachers begin 

with different levels of preparation, mentorship is a critical element to new teacher 

success. Additionally, the author provides characteristics of an effective mentor in which 

they 

1. understand that new teachers’ skills evolve and that different approaches 

should be used to deal with a teacher’s ever-changing development; 

2. regular communication with the campus leadership is imperative so that 

support and motivation provided to the new teacher will guide them 

toward being a master teacher; and 

3. Should assess mentorship effectiveness continuously with formal and 

informal assessments. 

The urban school epidemic is that new teachers are needed in urban schools but 

are leaving at high rates and not returning to the field teaching altogether. Johnson, 

Kardos, Kauffman, Liu, and Donaldson (2004) stated that new teachers are entering the 
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teaching profession with a tentative commitment to teaching but consider leaving as 

determined by the leadership support provided to them at the school and their experiences 

with their students.  

Teacher Professional Development 

 The professional development of urban teachers is imperative to their professional 

growth in the classroom as well as sustainability in their school. With this in mind, in a 

study conducted by Johnson and Marx (2009), the authors presented the model 

Transformative Professional Development (TPD), which was used in professional 

development for eight science teachers in an urban middle school. TPD focused on the 

change and responsiveness of urban science teachers to school climate, teacher needs, 

and teacher beliefs with the desire to promote change in practice. TPD was used in this 

study to address the immediate needs of individual science teachers and the collective 

needs of schools of the entire school for reformation. Additionally, the focus of this study 

was to promote changes in the science teachers’ practices and beliefs. The findings of the 

study determined that through the use of TPD, the participants improved science teaching 

effectiveness and transformed their negative school climate; thereby, creating positive 

classroom learning environments. In a search to improve teacher effectiveness, Blank 

(2004) conducted a 3-year study to study to construct, implement, and test the 

effectiveness of the Data on Enacted Curriculum (DEC) model for improving math and 

science instruction. The DEC model was tested by measuring its effects with a randomly 

selected sample of schools at the middle grade level compared to a controlled group of 

schools. The focus of the study was on teachers of middle grades in math and science and 

in five urban districts with a total of 40 middle schools providing a random selection of 
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groups of teachers. The DEC model used in the experimental design study was built upon 

four characteristics of effective professional development as indicated by the research:  

 (a) Development activities focus on subject content and active learning strategies.  

 (b) Activities are coherent with the curriculum teachers’ use. 

 (c) Data are used to track continuous improvement and define follow-up steps. 

 (d) Teacher development involves school-based collaboration and teacher  

  networking aimed toward sharing improvement ideas, practices, and   

  strategies.  

The findings from the study were conclusive in that the use of the DEC model improved 

math and science instruction significantly.  

 As many urban school districts face difficulty consistently with low student 

achievement, high staff turnover, and demands for greater accountability, Williamson 

(2000) confronted these problems by conducting a multiyear project to not only improve 

and provide foundational principles but to strengthen instructional leadership skills of 

middle school district principals in Jefferson County (Kentucky) Public Schools and the 

Corpus Christi (Texas) Independent School District. The project involved the 

engagement of middle school principals in a series of activities to strengthen their skills 

and build leadership capacity to improve student achievement and grow teachers. The 

project was built on three principles:  

 (1) The importance of principal leadership in sustaining school reform 

 (2) The value of embracing participants in more interactive and engaging   

  professional development 

 (3) The importance of incorporating constructivist approaches to learning 
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The project studied professional development activities of the participants’  

reactions, learning, and use of new knowledge and skills.  

 In making professional development more relevant to educating urban students, 

George (2001) conducted a study on faculty book club reading assignments to enhance 

classroom reading instruction. The study derived from the discovery that teachers at a 

middle school were not integrating a sufficient amount of adolescent literature into their 

literature programs, which led to building on the framework to initiate and evaluate staff 

development programs whereby urban middle school teachers would participate in 

faculty book clubs as a means of reading and discussing the importance of adolescent 

literature. The study further explored whether this approach to professional development 

impacted the participants' teaching and curriculum planning and improved students' 

reading abilities and desires. Over a period of a year and a half, 23 teachers voluntarily 

participated in the faculty book clubs. The teacher participants were surveyed about their 

perceptions of the study in which data analysis indicated that faculty book clubs are 

indeed an effective approach to literacy staff development and would improve student 

literacy. As a result of the study, the content teachers were able to reflect upon their 

beliefs and practice, actively engage in the learning process, and implement different 

works of literature and instructional strategies into their classrooms instruction.  

 Professional development in urban schools can enhance classroom instruction, 

teacher confidence, and competence as referenced by Bell (1995) in his case study that 

focused on reports on the experiences of teachers and student teachers during the process 

of developing and implementing professional development sites (PDS) at one urban and 

two rural middle schools. The study examined the phases of development that teachers 
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undergo in the development of PDS and how a PDS is affected by a teacher’s level of 

development. It further examined the benefits of PDS-based training for new teachers, 

student teachers, and supervising teachers. At the three developed sites, the focus of PDS 

activity was new teacher training in which at least one group responded positively to a 

week orientation to the school that introduced new teachers to teaming, the school 

advisement program, teaching strategies, classroom management techniques, lesson 

planning, and media technology. The results of the study for both student teachers and 

supervising teachers were three identified primary benefits of the PDS program:  

 (1)  Support was available for both new and cooperating teachers. 

 (2)  Student teachers became familiar with the school and its procedures, which  

  gave them a framework for understanding school operations and made the  

  supervising teachers' jobs easier. 

 (3)  Student teachers had the chance to observe various teaching styles.  

 Today, there is a major urgency for professional development as school districts are 

being held accountable for measurable increases in student academic achievement, as 

evidenced by performance on standardized tests such as Texas STAAR (Yost & Vogel, 

2007). This urgent dilemma for need-assessed professional development for teachers is to 

ensure that underachieving students are making adequate gains on standardized tests; 

however, despite recommendations from the National Middle School Association, 

professional development practices in the United States is still inadequate in addressing 

underachieving students, such as urban students. In responding to this dilemma, the 

authors Yost et al. (2007) were able to obtain a school-university partnership grant from 

the School District of Philadelphia, called Project Achieve, to develop a professional 
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development model in an urban middle school to measure the extent that personal 

professional development aimed at increasing teacher competence would impact student 

performance on district-wide benchmark assessments. The project was administered 

during the 2004–2005 school year and focused on individualized professional 

development of urban middle school teachers. The aim of the project was to increase 

teacher competence and skill in implementing a district-mandated core curriculum for the 

purpose of increasing student academic growth. 

 As we continue preparation and continual development of teachers in urban schools 

in the area of professional development for 21st-century urban education, we may 

consider web logging as an option to maximize individualized professional growth 

(Luehman, 2008).  Leuhman’s case study explored the affordances a web log (blog) 

offered to "Ms. Frizzle," an urban middle school science teacher, to support her 

professional identity development. Ms. Frizzle wrote on the blog for one year in which 

her writings were systematically analyzed and triangulated with data from e-mail 

exchanges and interviews with her and her counterparts. Ms. Frizzle used her blog to 

share stories regarding her personal and professional experiences, reflected on her 

practice, worked through dilemmas, solicited others feedback, and displayed competence. 

By utilizing the blog as a means to communicate with like-minded individuals, she was 

able to address many issues that were central to the practice of urban science teaching 

and challenged her beliefs; thereby being recognized as a "reformed-minded" teacher 

committed to excellence and equity in education. As a result, this study empirically 

supported the potential of blogging for teachers' professional identity development, 

considering that it can yield a great extent of the benefits that can derive from its 
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implementation into professional development. 

 In professional development at an urban middle school in San Diego, California, 

the focus has been on the increases in student achievement and teacher preparation and 

training; more specifically, literacy achievement among adolescents and young adults has 

become a priority for more effective preparation of students for post-secondary schooling 

and work (Frey, 2002). 

Leadership Support for Teachers  

School leadership support plays a vital role in retaining quality teachers in urban 

schools; therefore, continually assessing and responding to the needs of their teachers are 

proactive approaches to urban school success. Urban school teachers whether novice or 

veteran, need consistency and support from their school leadership to grow as 

professionals to achieve self-efficacy. First Alliance (2005) stated that one of three 

novice teachers are not adequately prepared to use instructional methods that vary in the 

classroom, lack knowledge on how to adapt required instructional material, and at least 

43% will suffer in classroom management skills needed to address student discipline.  

When novice teachers are placed at urban schools, especially those that are high-

need and low-socioeconomic, induction and mentorship programs are desperately needed 

to develop their teaching abilities and to train them how to adequately respond to the 

needs of minority students from low-socioeconomic families. Although induction 

provides a foundation of being accepted into the field of teaching and its expectations, 

less than 1% of novice teachers experience intensive induction (Smith and Ingersoll, 

2004). With this in mind, it is imperative for school leaders to perform true 

implementation of induction and mentorship programs for novice teachers as traditional 
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professions provide more intensive induction and are receiving greater results (Smith & 

Ingersoll, 2004).  

As school districts assess the needs of teachers to be successful in urban schools, 

the frequent in change in school leadership can have a direct effect on teacher 

performance and retention. Frequent turnover in school leadership of low-performing 

urban schools can lead to loss of quality teachers and possibly closing the school 

prematurely. According to Marrapodi and Beard (2013), changing school leadership is 

effective when the school leaders chosen to lead urban schools desire to be there long-

term and to turn the school around. For instance, Marrapodi and Beard (2013) took the 

initiative to turn around a Detroit public school that was characterized as a school of 

frequent changes in school leadership, unappreciated staff, low-performing students, 

professional development not aligned with teachers’ needs, violent students, poor 

attendance, and a physical plant non-conductive to student learning. Further, the authors 

shared that district leaders replaced the principal with a more experienced principal and 

partnered with Teachscape Consulting to turn the school around. The school’s staff and 

Teachscape Consulting partnered in implementing a data-informed instructional 

improvement process to provide ongoing professional development, school leadership 

support, and instructional monitoring of rigorous teaching in every classroom. As a result 

of the partnership between the school district and Teachscape, the school’s name was 

changed to Dixon Educational Learning Academy and is now a performing school. 

Stronger Campus Leadership  

 What does it take to be a great school leader? Sterrett and the Association for 

Supervision and Curriculum Development (2011) explained how to be a great school 
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leader: (1) Be an effective leader by turning school vision into reality, becoming a 

learning leader, and making professional development more meaningful; (2) Strengthen 

your learning community by differentiating instruction and leadership, fostering a 

positive school climate, and taking learning experiences outside the classroom; and (3) 

Face today's challenges by infusing technology into your school community, gathering 

and applying data, and turning crises into success. Further, send a daily e-mail, conduct 

more productive meetings, recognize student and staff success, build a collaborative 

school culture, disperse leadership, and rethink discipline policies. 

Begley (2004) stated that school leaders who possess influence and integrity can 

effectively lead challenging schools with issues related to racial equity, community, 

ethics of justice, care, critique, and student learning. As school leaders seek to serve as 

change agents in urban schools, they must respond to five key responsibilities of school 

leaders, more specifically, school principals (Wallace Foundation, 2012): 

1. Shaping a vision of academic success for all students; one based on high 

standards. 

2. Creating a climate hospitable to education in order that safety, a cooperative 

spirit, and other foundations of fruitful interaction prevail. 

3. Cultivating leadership in others so that teachers and other adults assume their 

part in realizing the school vision. 

4. Improving instruction to enable teachers to teach at their best and students to 

learn at their utmost. 

5. Managing people, data, and processes to foster school improvement (p.4). 
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It is not uncommon for school leaders to have received no or very little training or 

professional development on how to retain quality teachers; however, school leaders are 

aware of teachers needing support of the building school leadership as a key factor in 

teacher retention (Harris, 2009). Ingersoll (2004) stated that the lack of school 

leadership’s support and positive influence perpetuates teacher dissatisfaction and teacher 

turnover in low-socioeconomic urban schools. Grissom (2001) stated that teachers' work 

environments and the effectiveness of school leaders are generally less positive in high-

need, low-socioeconomic schools with large student enrollment. The author further 

asserted that the effectiveness of school leaders in urban schools increases teacher 

satisfaction and lower the likelihood that teachers will leave the school within a year. 

School districts getting the best school leaders into the challenging high-need, low-

socioeconomic urban schools may be an effective strategy to directly address urban 

school teacher turnover (Grissom, 2011). 

As school leaders remain abreast of trends in education, the latest teaching 

concept is developing teachers as classroom teacher leaders. In developing classroom 

teacher leaders, there are responsible parties consisting of school district leaders, school 

leaders, and teachers in which each responsible party plays an intricate role: school 

district leaders are responsible for providing researched-based professional development 

to address the needs of school leaders and teachers; school leaders are responsible for 

implementing effective leadership practices (such as effective leadership styles, collegial 

professional learning communities, and school-level professional development) to grow 

teachers individually and collectively; and teachers are responsible for individual 

implementation of learned strategies and concepts as well as collaborating with other 
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teachers to expand their knowledge and skill-set to positively impact student learning.  

The classroom teacher leader development of urban teachers should foster self-efficacy 

that allows them to become experts in their content area, empowered to teach rigorous 

curriculum, confident in their delivery of research-based instructional strategies and 

resources, possess effective classroom management, and the determination to continue to 

grow professionally individually and collectively. Sergiovanni (1992) stated that the 

ongoing relationship between school leaders and teachers, supporting and cooperating to 

effectively fulfill their professional responsibilities, fosters a positive school climate.  

For school leaders to accomplish the development of classroom teacher leaders, 

White & Greenwood (2002) suggested situational leadership as the framework for 

practice in the classroom with consideration that teachers’ needs vary in needed 

leadership support. Lattimer (2007) suggested as another consideration in developing 

classroom teacher leaders which is that developed classroom teacher leaders impart 

acquired knowledge and skills into developing teachers through mentorship, support of 

school community efforts, and actively support areas of needed improvement in the 

school.   

Campus Leader as Instructional Leader 

 Johnson, Kardos, Kauffman, Liu, and Donaldson (2004) stated that when school 

leadership support has lower expectations for urban schools as related to hiring, 

mentoring, and curriculum implementation, then urban teachers will perform at those 

lowered expectations in working with minority urban students. Why does the success or 

failure of urban schools primarily fall on the responsibility of urban campus leaders? This 

is mainly because urban campus leaders have the highest level of leadership on the 



67 

 

 

 

campus and are the most influential in urban school teacher retention. When determining 

the impact of campus leadership on urban school teacher retention, there are some factors 

that must be considered regarding the urban campus leader, such as instructional 

leadership style, professional competency level, cultural proficiency level, and vision for 

teacher development and student learning in the 21st century. In urban middle schools, 

other factors such as teachers’ instructional needs, the intrinsic motivational buy-in, and 

campus leadership accountability are imperative to teacher morale and teacher retention; 

therefore, the forerunner or catalyst for success and positive change in urban middle 

schools should be campus leaders. Campus leadership’s effectiveness is associated with 

greater teacher satisfaction and a lower probability that teachers will leave within a year 

at urban schools; therefore, getting the best campus leaders into the most challenging 

school environments may be an effective strategy for lowering high teacher turnover rates 

in urban schools (Grissom, 2011). 

 Campus leadership can be viewed as the driving force in the success or failure of 

any school, especially, urban schools (Begley, 2004). Urban middle school campus 

leaders must consider the importance of their leadership style and role in leading teachers 

with the primary goal of increasing teacher retention rates. Urban education has been 

researched regarding the relationship between campus leadership and teacher retention to 

identify possible causes of the high teacher turnover rate in low socioeconomic urban 

schools. With this in mind, the eclectic approach to leading urban middle teachers has to 

be unique in leadership consisting of a spirit to inspire others (transformational 

leadership) and the ability to directly provide individualized teacher development 

(situational leadership). Although there are many challenging factors that exist in schools, 
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transformational school leaders can positively impact teacher commitment to that school 

(Dumay & Galand, 2012). Transformational leadership is the ability for a leader to 

inspire and motivate those led to accomplish common goals of the organization while 

having an impact on collective teacher efficacy of the school; teacher efficacy alone 

predict teacher commitment (Ross & Gray, 2006). Situational leadership is the concept of 

teachers as leaders in the classroom varying in support and directive behaviors 

individually in response to four levels of teacher-task development: telling, consulting, 

participating, and delegating (White, 2002). Hersey and Blanchard (1973) stated there are 

four leadership approaches and responses in assessing the skill level of a teacher which 

are categorized into four behavior types, S1, S2, S3, and S4: 

1. S1: Telling/Directing – One-way communication defined by the leader 

as the what, when, why, where, and how to do the task as the teacher’s 

roles. 

2. S2: Consulting/Coaching – Two-way communication which 

encompasses built-in socio-emotional support while directing.  

3. S3: Participating – A shared decision-making process of placing 

emphasis on high relationship behavior and less task behavior. 

4. S4: Delegating – The leader monitors the task of the teacher(s) but is 

primarily handled by the teacher(s). 

 In determining the most effective or eclectic leadership style of the urban school 

leader to productively lead and manage urban middle school teachers, the style must 

inspire teachers to sift through the challenges encountered in urban middle schools to 

remain productive, identify the instructional needs of each teacher to successfully teach 
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urban middle school students, and accept accountability of the charge to lead in 

developing teachers to become fully equipped teacher leaders in classrooms. With this is 

mind, the eclectic approach to leading urban middle school teachers should probably 

consist of transformational leadership as the initial approach to leading urban schools, 

then incorporating the leadership role of situational (instructional) leadership. Brewer 

(2001) outlines the “evolving different role” of the school leaders as instructional leaders 

as: 

“one that requires focusing on instruction; building a community of learners; 

sharing decision making; sustaining the basics; leveraging time; supporting 

ongoing professional development for all staff members; redirecting resources to 

support a multifaceted school plan; and creating a climate of integrity, inquiry, 

and continuous improvement.” (p. 30) 

Leithwood (1993) argued that the predominant model for campus leaders had been 

instructional leadership but is no longer adequate to respond to challenges confronting 

school leaders; instead, transformational leadership is now essential.  

According to Pesavento-Conway (2010), the problem of teacher retention 

compounds the unstable nature of the educational situation, especially in urban, 

high-needs schools. Urban schools present a higher need for students and teachers in 

which situational (instructional) leadership is vital to teacher leader development and 

fostering high expectations for student achievement; on the other hand, the 

inspirational-motivational component of transformational leadership is necessary to gain 

buy-in from teachers and students alike, making transformational leadership possibly the 

most effective leadership style for urban schools. Furthermore, transformational 
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leadership has been found to be an effective form of leadership in urban schools initiating 

a change in individuals and social systems; thereby creating positive change in the 

followers with the end goal of developing followers into leaders. This form of leadership 

enhances intrinsic motivation, job morale, and performance of followers through four 

lenses. The first lens is connecting the follower's sense of identity to the mission of the 

organization; the second lens is serving as an inspiring role model for followers; the third 

lens is challenging followers to take greater ownership for their work; and the fourth lens 

is identifying the strengths and weaknesses of followers to assign tasks that will optimize 

their performance (Osterman & Sullivan, 1994). Additionally, transformational 

leadership is essential to effective school restructuring through seven distinctive 

characteristics (Leithwood, 1993). According to Leithwood (1993), the seven 

characteristics of transformational leaders are to:  

(1) identify and articulate a vision (identifying new opportunities for school and  

developing, articulating, and inspiring others with vision of the future);  

(2) foster acceptance of group goals (promoting cooperation among staff and  

assisting them to work together toward common goals);  

 (3) convey high performance expectations;  

 (4) provide appropriate models (set an example);  

 (5) provide intellectual stimulation (challenges staff to reexamine some of the  

  assumptions about their work and to rethink how it can be performed);  

(6) provide individualized support (concern about feelings and needs); and  

(7) engage in behaviors that develop a strong school culture (behavior that  
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reinforces beliefs, norms, and values concerning primacy of service to 

students, continuous professional learning and collaborative problem solving).  

 Once urban campus leaders have inspired urban school teachers to believe in their 

abilities to perform in an urban school through serving as a transformational leader, 

campus leaders can then adopt principles of situational leadership to develop individual 

teacher leaders (Ross & Gray, 2006). According to Blanchard (1973), situational 

leadership is an adaptive leadership style that uses directing, supporting, coaching, and 

delegating approaches to address subordinates in areas of need to increase their 

knowledge base, skills, and experiences. Situational leaders decide which approach to use 

based upon individual situations that occur and examining a situation to determine the 

best course of action that is steered by the maturity level of the individuals involved and 

the nature of the situation to be addressed; thereby, demonstrating that there is no one 

way to lead others (White, 2002) . 

 Berry (2008) research study examined National Board Certified Teachers 

regarding their perspectives on the challenges of teacher retention at under-performing or 

high-need schools, determining that the factor that would retain quality teachers was the 

leadership style of the school leader. With this in mind, when addressing the instructional 

needs of urban middle school teachers, the urban campus leaders as instructional leaders 

should interact 0with teachers to build positive rapport, provide immediate feedback from 

observations with recommendations, demonstrate effective use of educational resources, 

such as integrated technology, and provide individualized needs-based professional 

development to cover differentiated instruction, effective classroom management 
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strategies, and cultural responsiveness.  All of these areas of need are critical to building 

teacher competence, confidence, and performance as a classroom teacher leader.  

 There is a positive and high-level relationship between campus leaders’ 

instructional leadership style and school culture in which instructional leadership has a 

significant influence upon all factors of school culture, more specifically, the school 

leadership factor (Sahin, 2011).  Therefore, the intrinsic motivational buy-in that is driven 

by the urban campus leader’s ability to lead by example, inspire a belief system through a 

shared vision, support and develop instructionally sound teacher leaders, and build 

trusting relationships with teachers can increase teacher morale and satisfaction. Overall, 

understanding the level of accountability in urban middle schools should not be one-sided 

but reciprocal in nature. For example, the anticipated reciprocal cycle of responsibility 

can be viewed as teachers holding campus leaders responsible for providing training, 

resources, and support to adequately educate low socioeconomic urban middle school 

students while urban campus leaders hold teachers responsible for high student academic 

achievement, effective classroom management, and cultural responsiveness to student 

diversity.  

 Urban campus leaders can positively impact teacher retention in urban middle 

schools by addressing the needs of teachers that can ultimately increase their job morale 

and satisfaction through restructuring the school. Through ongoing principal 

development, skills to meet restructuring needs of urban schools can be obtained, but 

must be implemented by the campus leaders (Fredricks, 1992). For instance, campus 

leaders as transformational leaders can restructure and position their schools for optimal 

success considering that restructuring may be necessary to dispel stereotypes of the 
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academic performance and behavior of urban school students based upon their 

socioeconomic status and/or culture. Restructuring can ensure that the right teachers are 

on board and in the right positions to transform classrooms from teacher-directed to 

student-centered learning atmospheres. Additionally, restructuring classroom 

management of urban teachers begins by providing training to increase teachers’ levels of 

cultural proficiency, which includes understanding student home life and productive 

ways to culturally address specific behaviors of all students; consequently, increasing 

learning time-on-task and reducing office referrals and suspensions. On the other hand, 

campus leaders as situational leaders will choose the best course of action to assess the 

competence and behavioral management levels of urban school teachers.  

 Lambert (2003) conducted a study to explore the leadership practices of the 

campus leader, namely the principal, in a high-performing diverse urban school. In the 

study, the author identified the principal as the instructional leader in which the leader’s 

effectiveness is often dependent upon his or her ability to create an environment where 

strong professional collaboration, frequent effective communication, and shared norms 

exist for improving classroom instruction. Furthermore, the author determined 

counterproductive practices that have contributed to an achievement gap among students 

attending diverse urban schools, such as despite the challenge to provide equal 

educational opportunity for students who are considered poverty-stricken, minority 

status, or disabled, some schools continue to implement the use of ineffective school and 

classroom strategies. On the other hand, the author provided an example of “effective” 

classroom practices, such as 
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(1) instructional leadership in schools of diversity must focus on school and 

classroom teaching practices to advance students toward higher levels of 

learning; 

(2) the positional school leader must be committed to sharing leadership among 

teachers, staff, students and parents; 

(3) to sustain high levels of student achievement, the development and 

implementation of empirically supported teaching methods occurs not 

individually, but rather, as a part of the school's collective actions; and 

(4)  the site leader's unmistakable goal to ensure success for all students was 

guided by her pragmatic thinking and transformational leadership practices. 

According to Flamini (2002), the role of the instructional leader becomes 

paramount in ensuring that fair and evidenced-based practices are integral parts of the 

instructional process; this should clearly manifest through the leader's ability to serve less 

as a manager and more as a transformational leader. If urban schools are to reduce the 

achievement gap, the role of campus leadership in guiding organizational and classroom 

instructional practices must be innovative and meaningful. Although there are many 

challenging factors that exist in urban schools, transformational campus leaders can 

positively impact teacher commitment to that school (Dumay & Galand, 2012). 

 White-Smith’s (2012) study examined the experiences and strategies implemented 

by three principals of urban schools who effectively educated underserved students and 

with instruction as the priority. Traditional instructional leadership practices in which 

principals placed emphasis on providing opportunities for teachers to share in the 

decision-making process regarding school operation and leadership was not the norm for 
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this study; instead, principals expected teachers to concentrate on classroom instructional 

needs. Additionally, these principals focused and nurtured teachers' personal and 

professional characteristics to enhance the quality of instruction at their respective urban 

school.  

Conclusion 

 Organizations generally do not strive to attain zero turnover due to a small 

amount of turnover being expected as a result of retirement and those who determine that 

they are not the “best fit” for the teaching profession (Wiggins, 2010).  Hirsh and 

Emerick, (2007) stated that “teachers with positive perceptions about their working 

conditions are much more likely to stay at their current school than educators who are 

more negative about their conditions of work, particularly in the areas of leadership and 

empowerment” (p. 14).  Urban schools are challenged to improve teacher retention and 

teacher quality (Sachs, 2004). Nationwide, states and districts offer pay incentives to 

recruit and retain teachers working in difficult to staff urban schools (Murphy & 

DeArmond, 2003). According to Cavallo, Ferreira, and Roberts (2005), approximately 

one-fifth of teachers working in low socioeconomic districts transfer or resign each year, 

leaving campus leaders with few qualified teacher candidates to fill classroom vacancies. 

According to Darling-Hammond (2003), there are four major factors for teachers’ 

decisions to leave the profession:  

(1) Mentoring support for beginning teachers early years 

(2) Teacher preparation  

(3) Working conditions 

(4) Salary 
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 Some of the intricate areas that would increase teacher morale are for campus 

leaders to positively contribute to teachers’ internal states and overt practices associated 

with structures that provide opportunities to collaborate and build rapport with one 

another, such as common planning time, working in small teams or professional learning 

communities, time and resources to adequately prepare for their classroom instruction 

and all content preps, provide needs-based ongoing professional development 

individually and collectively, and solicit teachers to actively participate in campus-level 

decisions on campus-based leadership committees (Leithwood et al., 2007). Regarding 

the priority of each of these intricate areas to increase teacher morale, meaningful 

professional development has been found to be the most important in improving working 

conditions in a school (Leithwood et al., 2007). Research strongly supports the 

implementation of mentoring programs and induction practices for assisting and retaining 

quality teachers and easing new teachers’ transition into their full-time position as 

professional educators (Mignott, 2011). 

 As government educational agencies, school districts, and school campuses are 

challenged with retaining quality teachers and developing mediocre teachers into 

classroom teacher leaders in low-socioeconomic urban schools, they must pride 

themselves on proactively becoming culturally proficient educational leaders confronting 

the myths that may exist in educating minority urban school students and meeting the 

individual and collective needs of teachers. If urban teachers’ needs are met by their 

districts and school leadership, a productive relationship can be fostered, teachers can 

better embrace their workplace demands, and teachers can be empowered to take on 

leadership roles to improve their school communities. As result of meeting urban 
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teachers’ needs through these efforts, teacher satisfaction and teacher morale may 

increase; thereby, ultimately retaining quality classroom teacher leaders.  



 

 

 

 

Chapter III 

Methodology 

This chapter outlines the procedures for examining teacher perceptions regarding 

teacher retention in a low socioeconomic urban middle school in an urban school district 

in southwest Houston. This chapter includes a description of the research design, setting, 

procedures, instruments, analysis, and limitations of this study. 

Introduction 

The teacher turnover rate in Texas ranges between 14% and 16% per year, which 

costs the taxpayer of the state between $329 million and $2.1 billion annually (SBEC, 

2000). Teachers who work in urban schools with large numbers of low socioeconomic 

minority students feel less satisfied and are more likely to leave the school or profession; 

resulting in high turnover with low morale in the very schools that would benefit the most 

from a stable staff of experienced, quality teachers (Grissom, 2011). The purpose of this 

qualitative research study was to identify teacher perceptions regarding teacher retention 

in a high need, low socioeconomic public urban middle school. Teachers were asked to 

share their beliefs regarding the factors that impacted both teacher retention and the 

manner in which low teacher retention affected the school. Hirsh & Emerick (2007) 

indicated that “teachers with positive perceptions about their working conditions are 

much more likely to stay at their current school than educators who are more negative 

about their conditions of work, particularly in the areas of leadership and empowerment” 

(p. 14). Low socioeconomic urban schools are challenged to improve teacher retention 

and teacher quality (Sachs, 2004).  
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Description of Research Design 

This is a qualitative research method study that used a cognitive interview 

protocol to collect data. A benefit of using the cognitive interview protocol was that the 

resulting data contained the type of insights normally found in qualitative studies and 

interviews while maintaining the quantitative characteristics of traditional surveys 

(Willis, 2005).   

Cognitive interview techniques (Willis, 2005) maximize the amount of reliable 

information that the interviewee recalls; thereby, the technique encourages the 

interviewee to think about the events in different sequences and from different 

perspectives. Generally, cognitive interview methods reflect a theoretical model of the 

survey response process that involves four stages: comprehension or interpretation, 

information retrieval, judgment formation, and response editing (Beatty, 2004). This 

requires that the respondent must first understand the question, recall information, decide 

upon its relevance, and finally formulate an answer in the format provided by the 

interviewer. One cognitive interview technique is to ask respondents to verbalize their 

thoughts while answering survey questions (i.e., think aloud). In recent years, cognitive 

interviewing has relied more heavily upon verbal probes about the interpretation of 

questions and recall strategies (Beatty, 2004).  

This qualitative research method incorporated a confidential online survey 

comprised of eight open-ended questions that was directed to approximately 50 certified 

teachers. The survey included novice and veteran teachers from varying content areas 

who provided their perceptions of factors that impact teacher retention in a low 

socioeconomic public urban middle school. An analysis of the data searched for common 
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perceptions and trends in public urban middle schools. The survey’s open-ended 

questions allowed teachers to respond to the questions based on their own experiences 

and points of view concerning the topic. US Department of Education (2005) 

examination of departures indicated that 56% of teachers left in 2003–2004 citing job 

dissatisfaction and a desire to find an entirely new career.  

The responses from the surveyed teachers identified key factors that affected 

teacher retention in a low socioeconomic public urban middle school. Hirsh and Emerick 

(2007) stated that “teachers with positive perceptions about their working conditions are 

much more likely to stay at their current school than educators who are more negative 

about their conditions of work, particularly in the areas of leadership and empowerment” 

(p. 14).  Urban schools are challenged to improve teacher retention and teacher quality 

(Sachs, 2004). 

Research Questions 

1. What do teachers perceive as factors that impact teacher retention in a low-

socioeconomic urban middle school? 

2. How do teachers perceive the effect of low teacher retention in a low-

socioeconomic urban middle school? 

Setting 

For the purpose of this study, teachers in a very high-need, low-socioeconomic 

public urban middle school in a suburban, urban school district in southeast Texas 

volunteered to be surveyed regarding their perceptions of teacher retention as their 

identities were kept anonymous in maintaining the confidentiality of results. Teachers 

were represented at one low socioeconomic urban middle school. The district 
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demographics are comprised of a very diverse makeup of students: 22.46% Asian/Pacific 

Islander, 29.27% Black, 26.63% Hispanic, 19.08% White, 2.38% Multi-Racial and 

0.45% Native American. The campus demographics are American Indian, 0.36%; Asian, 

0.48%; Black, 51.98%; Native Hawaiian, 0.24%; White, 0.48%; Hispanic, 45.86%; and 

Multi-Racial, 0.60%. There are 50 teachers currently at the high need, low socioeconomic 

urban middle school. The teacher demographics are African-American, 69.6%; White, 

13.6; Hispanic, 6.7%; American Indian, 3.4%; Pacific Islander, 3.4%; and Other, 3.4%. 

The teacher retention rates over the past five years for the low-socioeconomic, high need 

urban middle school are as follows: 2009-2010, 93%; 2010-2011, 68%; 2011-2012, 82%; 

2012-2013, 84%; and 2013-2014, 83%, respectively. 

The teachers who responded to the online survey work in an urban, suburban 

school district in southeast Texas.    

Subjects 

 The participants consisted of a sample population of high need, low-

socioeconomic urban middle school novice and veteran teachers in an urban, suburban 

local district in southeast Texas. 

Procedures 

 The University of Houston, Committee of the Protection of Human Subjects, 

granted approval of this study (see Appendix A). Further approval was granted by the 

district in which the research study was conducted prior to school and teachers being 

solicited to participate in the study (see Appendix B). Urban middle school teachers 

volunteered to participate in this research study. Each teacher acknowledged their 

voluntary participation by checking the agreement perquisite indicator labeled as 
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"Consent to Participate in Research" prior to completing the confidential online survey 

(see Appendix C). 

Data were collected through an online confidential survey that was analyzed to 

produce findings. The online survey was distributed through the researcher’s e-mail 

address to all certified teachers’ e-mail addresses at a low-socioeconomic, public, urban 

middle school in southeast Texas to access in which time was allowed for completion. 

The invitation to complete the online survey was as follows (see Appendix D):  

You are being invited to take part in a research project conducted by Marilyn 

Parker, a doctoral student in the Executive Professional Leadership Doctoral Program at 

the University of Houston. This project is part of a dissertation and being conducted 

under the supervision of Dr. Steven Busch, my faculty advisor. The title of my project is 

“Teacher Perceptions Regarding Teacher Retention in an Urban Middle School: What 

School Leaders Should Know.” Taking part in the research project is voluntary and you 

may refuse to take part or withdraw at any time without penalty or loss of benefits to 

which you are otherwise entitled. You may also refuse to answer any research-related 

questions that make you uncomfortable. The survey can be completed by clicking 

this link: https://www.surveymonkey.com/s/JSKJQ32 

The purpose of this qualitative research study is to determine teacher perceptions 

regarding teacher retention in a high need, low socio-economic public urban middle 

school. Teachers will participate in a cognitive interview through an online confidential 

survey that will provide greater insight as to the perceived primary factors that can cause 

low teacher retention in a high need, low socio-economic public urban middle school.  

https://www.surveymonkey.com/s/JSKJQ32
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Participants’ length of time to be spent in study is approximately 30 minutes or 

less to complete the confidential online survey. This research study will officially 

conclude in December of 2014. While you will not directly benefit from participation, 

your participation may help investigators better understand the importance of teacher 

perceptions of factors that affect teacher retention regarding working in high need, low 

socio-economic public urban middle schools. The survey can be viewed at the following 

link: https://www.surveymonkey.com/s/JSKJQ32 

  There are no foreseeable risks, no costs involved, and no incentives or 

remuneration in this study. 

Instrument 

The instrument used in this research study was a confidential online survey 

comprised of eight open-ended survey questions for individual participants. The sample 

population was selected through soliciting all teachers assigned to the campus. The 

confidential online survey was developed by the researcher and distributed through 

Survey Monkey, an online survey website, to approximately 50 teachers at the campus. 

This survey reflected factors that impact teacher retention in an urban middle school. The 

survey included questions about teacher perceptions regarding teacher retention in a low 

socioeconomic public urban middle school. The researcher generated questions with the 

guidance of a question bank for this study based on the preexisting questions the website 

provides and based upon research findings related to teachers who work in urban schools 

with large numbers of low socioeconomic minority students, feeling less satisfied and 

more likely to turn over, meaning that turnover is high in low-socioeconomic urban 

schools that would benefit the most from a stable staff of experienced teachers (Grissom, 

https://www.surveymonkey.com/s/JSKJQ32
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2011). Hirsh and Emerick (2007) indicate that “teachers with positive perceptions about 

their working conditions are much more likely to stay at their current school than 

educators who are more negative about their conditions of work, particularly in the areas 

of leadership and empowerment” (p. 14).  Face validity and construct validity were used 

to validate the questions generated by the researcher. Face validity was evident to the 

researcher based upon the extent and consistency with which teachers completed the 

survey and construct validity was established by seeking advice from school practioners 

who verified the validity of the questions. 

The participating teachers received the form “University of Houston Consent to 

Participate in Research” that fully explained the purpose of the study, procedures, 

confidentiality, risk and discomforts, benefits, alternative, publication statement online 

through SurveyMonkey.com prior to completing the survey. This form also included the 

“Subject Rights” disclaimer for solicited teacher participants (comprised of novice and 

veteran teachers and from different contents) to acknowledge as part of their consent 

before the online survey was conducted. The survey included eight open-ended content-

specific questions that sought teacher professional background information and teacher 

perceptions regarding teacher retention in a high-need, low-socioeconomic urban middle 

school. 

The following eight open-ended questions were used to elicit teacher perceptions 

to answer primary research questions (see Appendix E). 

1. Did you obtain your teacher certification through a university-based educational 

degree and certification program or alternative certification program? 

2. How long have you been a certified teacher? 
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3. How many years have you taught at this school? If you left and returned, please 

indicate that time period and why. 

4. Teacher retention is the ability for a school district or school to sustain or increase 

teacher satisfaction and meeting their needs to remain employed by the school 

district or remaining at the same school. Do you believe that teacher retention is a 

problem in your school? Please explain.  

5.  How long do you plan to stay at this school? Why? 

6. What are the factors that you believe have led to low teacher retention in your 

school? Please explain. 

7. How do you perceive that low teacher retention impacts the school? Please be 

specific in your explanation. 

8. What is your perception of the role that campus leadership plays in retaining 

teachers? Please explain.  

Analyses 

 A thorough review of relative literature to support this research study and analyses 

of data collected from instruments was conducted to produce findings on teacher 

perceptions of factors that adversely impact teacher retention in a high-need, 

low-socioeconomic urban public middle school. More specifically, transcripts of teacher 

responses from the survey were analyzed in three stages. The first phase of the data 

analysis was transcribing all of the teachers’ statements related to each question. Specific 

common terms were identified among all of the teachers’ responses and categorized to 

isolate discrete themes. During the second phase, important words and phrases were 

organized as possible key features of themes to increase teacher retention and the 

consequences of the practices. Finally, the final phase consisted of the results being 

translated into key themes regarding the impact of teacher retention in the school as 

perceived by teachers. 
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Limitations 

Limitations to this qualitative research study on teacher perceptions regarding 

teacher retention in a high-need, low-socioeconomic urban middle school may exist. The 

possible limitations are as follows: (1) due to the complexity of challenges in urban 

schools, such as high-need, low-socioeconomic public urban middle schools, teacher 

perceptions of factors that can adversely impact teacher retention can vary; (2) the factors 

that can cause low teacher retention can significantly fluctuate with enrollment numbers 

of any public urban middle schools; and (3) due to this research study being conducted in 

one high-need, low-socioeconomic urban middle school, the research may not provide an 

optimal view of all urban middle school possible outcomes. 

 



 

 

 

 

Chapter IV 

Results 

Introduction 

The intent of this qualitative method study was to explore the current perceptions 

of teachers regarding teacher retention in an urban, low-socioeconomic middle school in 

an urban/suburban public school district in southeast Texas. To answer the following 

questions, responses of the teachers were interrelated: 

1. What do teachers perceive as factors that impact teacher retention in a low 

socioeconomic urban middle school? 

2. How do teachers perceive the effect of low teacher retention in a low 

socioeconomic urban middle school? 

Each of the teachers was asked to participate in this research study to determine their 

perspectives on various aspects of teacher retention in their urban, low socioeconomic 

school through a confidential online survey. 

Online Survey   

Subjects’ Demographics. 

The sample target population for this research study was 50 certified teachers 

from various teaching content areas in which 25 of the 50 certified teachers responded to 

the online survey.  

Survey Procedures 

An e-mail inviting certified teachers to volunteer to complete the confidential 

online survey was sent to approximately 50 certified teachers. It was anticipated that all 

teachers solicited would have voluntarily participated in this research study; however, 25 

4 
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of the 50 solicited volunteered to complete the survey. The purpose of the online survey 

was to determine teacher perceptions regarding teacher retention in a high-need, low 

socio-economic public urban middle school.  

Survey Results 

The research questions for the proposed study examined teacher perceptions are 

as follows: 

1. What do teachers perceive as factors that impact teacher retention in a low-

socioeconomic urban middle school? 

 

2. How do teachers perceive the effect of low teacher retention in a low-

socioeconomic urban middle school? 

 

A cognitive interview survey utilized eighth open-ended interview questions to 

answer the research questions. The findings have been reported according to each of the 

cognitive interview questions. 

The sample population of 25 of the 50 certified target population of teachers 

responded to the online survey. The data in Figure 4 provide a summary of the sample 

target population and actual teacher participation in online survey.  

 

 

 

 

 

 

 

Figure 4. Percentage of Teacher Participation. 
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Question 1: Did you obtain your teacher certification through a university-based  

educational degree and certification program or alternative certification 

program? 

 

There were 25 participants in the online survey, however, only 21 participants 

responded to whether or not they received teacher preparation through a traditional 

university-based degree program or an alternative certification program (ACP) in which 

response data were collected. Of the 21 subjects that responded, 71.4% responded that 

they received teacher preparation through an alternative certification program (n = 15, 

71.4%) and 28.6% responded that they received teacher preparation through a university-

based degree program responded that (n = 6, 28.6%), respectively. The majority of the 

participants were prepared for teaching through an ACP program. The data in Table 4.1 

and Figure 5 provide a summary of these figures. 

 

 

 

 

 

 

 

 

  

Table 4.1 

Count of Participants’ Responses Related to Route of Teacher Certification 

(N = 21) 

Teacher Certification Route    N   % 

University-based Degree Program   6   28.6 

Alternative Certification Program (ACP)  15   71.4 

Total        21   100.0 
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Figure 5. Teacher Routes of Certification at School.   

 

Question 2: How long have you been a certified teacher? 

There were 25 participants in the online survey in which years of experience data 

were collected. Of the 25 subjects that responded, 64% were veteran-level teachers with 

11+ years of experience (n = 14, 64%); 28% were intermediate-level teachers with 6 to 

10 years of experience (n = 7, 28%); and 8% (n = 4, 8%) were novice-level teachers with 

0 to 5 years of experience, respectively. The majority of the participants were veteran 

teachers with 11+ years of teaching experience. The data in Table 4.2 and Figure 6 

provide a summary of these figures. 

 

 

 

 

 

 

 

 

  

Table 4.2 

Count of Participants’ Responses Related to Years of Teaching Experience 

(N = 25) 

Teacher Responses     N   % 

Veteran Level (11+ years)    14   64.0 

Intermediate Level (6 to 10 years)   7   28.0 

Novice Level (0 to 5 years)    4     8.0 

Total        25   100.0 
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Figure 6. Participating Teachers’ Years of Experience. 

 

Question 3: How many years have you taught at this school? If you left and returned,  

please indicate that time period and why. 

 

There were 25 participants in the online survey in which years of experience data 

were collected. Of the 25 subjects that responded, 60% responded to have taught at the 

current school for 0 to 5 years, (n = 15, 60%); 20% responded to have taught 6 to 10 

years at the current school (n = 5, 20%); and 20% (n =5, 20%) responded to have taught 

11+ years at the current school, respectively. The majority of the participants have taught 

0 to 5 years at the school. The data in Table 4.3 and Figure 7 provide a summary of these 

figures.  
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Table 4.3 

Count of Participants’ Responses Related to Years of Teaching at Current School 

(N = 25) 

Teacher Responses     N   % 

11+ years      5   20.0 

6 to 10 years      5   20.0 

0 to 5 years      15   60.0 

Total        25   100.0 
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Figure 7. Years Teachers Taught at Current School. 

 

Question 4: Teacher retention is the ability for a school district or school to sustain or  

increase teacher satisfaction and meeting their needs to remain employed by 

the school district or remaining at the same school. Do you believe that 

teacher retention is a problem in your school? Please explain. 

  

Each of the 25 participating teachers responded to whether or not teacher 

retention was a problem in a low-socioeconomic, public urban middle school. Eighty-

four percent of the responding teachers (n = 21, 84%) considered teacher retention to be a 

major problem, while 16% of the responding teachers (n = 4, 16%) did not consider 

teacher retention to be a problem. The data in Table 4.4 and Figure 8 provide a summary 

of responses. 

 

 

 

 

 

 

 

 

Table 4.4 

Count of Participants’ Responses Related to Teacher Retention Perceived a Problem 

(N = 25) 

Teacher Responses     N   % 

Yes       21   84.0 

No       4   16.0 

Total        25   100.0 
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Figure 8. Percentages of Participant Responses of Teacher Retention as a Problem. 

 

Question 5: How long do you plan to stay at this school?  

Each participating teacher responded as to whether or not they intended to remain 

at the same school or not, if so, for how long. The data show that forty-eight percent of 

the teachers (n = 12, 48%) intend to leave within the next 1 to 5 years; forty percent of 

the teachers (n = 10, 40%) are unsure; eight percent of teachers (n = 2, 8%) intend to stay 

until retirement; and 4% of teachers (n = 1, 4%) intend to leave within 6–10 years. The 

data in Table 4.5 and Figure 9 provide a summary of these figures. 

 

 

 

 

 

 

 

 

 

 

Table 4.5 

Participants’ Responses Related to Teachers Remaining or Leaving School 

(N = 25) 

Teacher Responses    N   % 

Leave in 1 to 5 years    12   48.0 

Unsure      10   40.0 

Stay Until Retirement    2   8.0 

Leave in 6 to 10 years    1   4.0 

Total       25   100.0 
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Figure 9. Percentages of Teachers Staying or Leaving School. 

 

Question 6: What are the factors that you believe have led to low teacher retention in  

 your school? Please explain. 

Each participating teacher responded by providing their perceived causes of low 

teacher retention. The data show that seventy-six percent of the teachers (n = 19, 76%) 

cited that they perceived lack of school leadership support as the primary factor that 

causes low teacher retention; forty-four percent of teachers (n = 11, 44%) cited the 

frequency of change in school leadership; twenty-eight percent of teachers (n = 7, 28%) 

cited lack of teacher appreciation; twenty percent of teachers (n = 5, 20%) cited high 

needs of students; sixteen percent of teachers (n = 4, 16%) cited additional duties 

assigned; twelve percent of teachers (n = 3, 12%) cited lack of incentive pay; twelve 

percent of teachers (n = 3, 12%) cited lack of parental support; eight percent of teachers 

(n = 2, 8%) cited state testing pressures; eight percent of teachers (n = 2, 8%) cited low 

school morale; and four percent of teachers (n = 1, 4%) cited poor school community 

relationship. The data in Figure 10 provide a summary of percentages of teachers’ 
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perceived factors causing low teacher retention and the data in Table 4.6 provide a 

summary of percentages of teachers’ multivariate responses.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 10. Percentages of Teachers’ Perceived Factors Causing Low Teacher  

 Retention. 
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Question 7: How do you perceive that low teacher retention affect the school? Please be  

specific in your explanation. 

Each of the 25 participating teachers responded by providing their perception of 

the effect that low teacher retention has on the school. The data show that thirty-two 

percent of the teachers (n = 8, 32%) cited an adverse impact on student achievement; 

thirty-two percent of teachers (n = 8, 32%) cited low teacher morale; twenty-eight percent 

of teachers (n = 7, 28%) cited frequent administrative changes in school leadership; 

Table 4.6 

Participants’ Number of Responses of Perceived Causes of Low Teacher Retention 

(N = 25) 

Identified Factors     N   % 

Lack of School Leadership Support   19   33.32 

Frequent Changes in School Leadership  11   19.29 

Lack of Teacher Appreciation   7   12.28 

High Needs of Students    5   8.80 

Additional Duties/Workload    4   7.02 

Lack of Incentive Pay     3   5.26 

Lack of Parental Support    3   5.26 

Testing Pressure     2   3.51 

Low School Morale     2   3.51 

Poor School Community Relationship  1   1.75 

Total        57*   100.0 

Note. *Total number of answers from 25 teachers is 57 since there are multivariate answers 

from some of the teachers.  
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twenty-four percent of teachers (n = 6, 24%) cited low school climate; twenty percent of 

teachers (n = 5, 20%) cited loss of quality instruction; sixteen percent of teachers (n = 4, 

16%) cited quality teachers consider leaving or leave; eight percent of teachers (n = 2, 

8%) cited teachers replaced and inexperienced novice teachers hired; eight percent of 

teachers (n = 2, 8%) cited lack of professional relationships; eight percent of teachers (n 

= 2, 8%) cited poor attendance of teachers; eight percent of teachers (n = 2, 8%) cited 

poor image of school; eight percent of teachers (n = 2, 8%) cited parental concerns 

regarding student success; four percent of teachers (n = 1, 4%) cited increased class sizes 

due to teacher vacancies; and four percent of teachers (n = 1, 4%) cited increased budget 

expenditures to train new hires. The data in Figure 11 provide a summary of percentages 

of teachers’ perceived factors of the effect of low teacher retention on the school and the 

data in Table 4.7 provide a summary of percentages of teachers’ multivariate responses.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 11. Percentages of Teachers’ Perceived Effect of Low Teacher Retention on  

    School. 
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Question 8: What is your perception of the role that campus leadership plays in retaining  

teachers? Please explain.  

Each participating teacher responded by providing their perceived role of school 

leaders in teacher retention. The data show that thirty-six percent of the teachers (n = 8, 

36%) cited to support teachers instructionally and professionally as the primary role of 

Table 4.7 

Participants’ Number of Responses of Perceived Effect of Low Teacher Retention on School 

(N = 25) 

Teacher Responses      N   % 

Adverse Impact on Student Achievement   8   16.0 

Low Teacher Morale      8   16.0 

Frequent Administrative Changes in Leadership  7   14.0 

Low School Climate      6   12.0 

Loss of Quality Instruction     5   10.0 

Quality Teachers Consider Leaving or Leave  4   8.0 

Teachers Replaced with Inexperienced Teachers  2   4.0 

Lack of Professional Relationships    2   4.0 

Poor Attendance of Teachers     2   4.0 

Poor Image of School      2   4.0 

Parental Concerns Regarding Student Success  2   4.0 

Increased Class Sizes Due to Teacher Vacancies  1   2.0 

Increased Budget Expenditures to Train New Hires  1   2.0 

Total         50*   100.0 

Note. *Total number of answers from 25 teachers is 50 since there are multivariate answers 

from some of the teachers.  
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school leaders; twenty-eight percent of teachers (n = 7, 28%)  cited to praise and 

appreciate teachers; sixteen percent of teachers (n = 4, 16%) cited that leadership 

determines success or failure of the school; sixteen percent of teachers (n = 4, 16%) cited 

that leaders collaborate to address retaining teachers; twelve percent of teachers (n = 3, 

12%) cited to be consistent in leadership roles for positive change; twelve percent of 

teachers (n = 3, 12%) cited to provide needs-based professional development; twelve 

percent of teachers (n = 3, 12%) cited to provide teacher incentive pay for urban schools; 

four percent of teachers (n = 1, 4%) cited to be responsible for creating a shared vision 

and goals; four percent of teachers (n = 1, 4%) cited to decentralize school leadership; 

and  four percent of teachers (n = 1, 4%) cited to properly address student discipline. The 

data in Figure 12 provide a summary of percentages of teachers’ perceived role of school 

leaders in teacher retention and data in Table 4.8 provide a summary of teachers’ 

multivariate responses. 

 

 

 

 

 

 

 

 

 

Figure 12. Percentages of Teachers’ Perceived Role of School Leaders in Teacher  

Retention. 
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The next chapter, Chapter 5, discusses the overview of the research study, 

discussion of the results, implications for school leaders, and suggestions for further 

research.

Table 4.8 

 Participants’ Number of Responses Perceived Role of School Leaders in Teacher Retention  

(N = 25) 

Teacher Responses      N   % 

Support Teachers Instructionally/Professionally  8   22.86 

Praise/Appreciate Teachers     7   19.99 

Leadership Determines Success/Failure of School  4   11.43 

Leaders Collaborate to Address Teachers Retention  4   11.43 

Consistency in School Leadership    3   8.57 

Provide Needs-based Professional Development  3   8.57 

Provide Teacher Incentive Pay for Urban Schools  3   8.57 

Responsible for Creating Shared Vision   1   2.86 

Decentralize School Leadership    1   2.86 

Properly Address Student Discipline    1   2.86 

Total         35*   100.0 

Note. *Total number of answers from 25 teachers is 35 since there are multivariate answers 

from some of the teachers.  

 



 

 

 

 

Chapter V 

Conclusion 

 Taylor and Frankenberg (2009) stated that there is a type of teacher loyalty that 

can be referred to as “urban commitment,” in which teachers can have low job 

satisfaction toward their school but remain very committed to the students they teach; 

however, very little research has been conducted to determine if and how teachers 

develop commitments to working in urban schools. Increasing teacher quality can 

increase teacher job satisfaction, leading to teacher retention in low-socioeconomic urban 

middle schools with high needs. With this in mind, this study provided insight into 

factors that impacted teacher retention in a high-need urban middle school. This chapter 

includes an overview of the research study, discussions of the data aligned with current 

academic literature, implications for school leadership, and implications for further study. 

Overview of the Study 

 The purpose of this qualitative study was to explore teachers’ perspectives on 

teacher retention in a low-socioeconomic, public urban middle school. In the study, 

responses from an online survey were used to identify themes derived from teachers’ 

perspectives on factors that impacted teacher retention and the effects of low teacher 

retention on the low-socioeconomic, public urban middle school. The intent of the study 

was to identify teachers’ perspectives of factors that impacted teacher retention and how 

low teacher retention reflected upon the school. The factors from the survey results were 

categorized into themes based upon teacher responses. The two research questions 

explored in this study were:    

1. What do teachers perceive as factors that impact teacher retention in a low-

socioeconomic urban middle school? 
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2. How do teachers perceive the effect of low teacher retention in a low-

socioeconomic urban middle school? 

Discussion of Results 

What do teachers perceive as factors that impact teacher retention in a low-

socioeconomic urban middle school? 

The findings from the online teacher survey revealed that the major factors 

perceived by teachers that impacted teacher retention in a low-socioeconomic urban 

middle school were lack of school leadership support, frequent changes in school 

leadership, lack of teacher appreciation, and the high needs of students.  

First, the online teacher survey reflected that 76% of teachers perceived that the 

lack of school leadership support was the factor that was most impactful on teacher 

retention at their school. In urban schools, lower levels of support in hiring, mentoring, 

and curriculum exist for teachers who work with low-income students than for those who 

teach high-income students (Johnson, S., Kardos, S., Kauffman, D., Liu, E., & 

Donaldson, M., 2004). In Waddell’s study (2010), teachers believed supportive campus 

leaders influence their decisions to continue teaching in an urban school. Furthermore, 

the support of effective school leadership remained the recurrent theme throughout the 

majority of teacher survey responses. Secondly, the online teacher survey reflected that 

44% of teachers perceived the frequency of change in school leadership was another 

factor having an impact on teacher retention at their school. According to Grissom 

(2011), school leadership’s effectiveness is associated with greater teacher satisfaction 

and a lower probability that teachers will leave within a year at urban schools; therefore, 

getting the best school leaders into the most challenging school environments may be an 

effective strategy for lowering high teacher turnover rates in urban schools. Thirdly, the 
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online teacher survey reflected that 28% of teachers perceived that the lack of teacher 

appreciation was another factor that impacted teacher retention at their school. Leithwood 

(2007) stated that urban school leaders must be school culture builders, possessing the 

necessary tools to successfully create a conducive environment for teachers; thereby, 

building a positive school culture through positive interaction, showing an interest in 

teachers’ input in decision making, appreciation of teachers’ diligence, and support in the 

classroom and of teachers’ individual professional growth. Lastly, the online teacher 

survey reflected that 20% of teachers perceived that the high needs of students was also 

another factor that impacted teacher retention at their school. Allensworth (2012) stated 

that an urban school requires broader work due to serving the most disadvantaged 

students and faces high rates of teacher turnover and a small chance of sustained 

instructional improvement. Haberman (2005) stated that teachers’ disposition in their 

approach to working with at-risk students is the most powerful indicator of an effective 

urban educator. Further, teachers who are successful in diverse contexts do not blame the 

children or their parents for failing schools; rather, they take ownership and feel a sense 

of efficacy that the curriculum, their methodologies, and cultural infusion has more to do 

with their students’ success (Haberman, 2005).  

How do teachers perceive the effect of low teacher retention in a low -socioeconomic 

urban middle school? 

The findings from the online teacher survey revealed that teachers’ perceptions of 

low teacher retention impacted the low socioeconomic, urban middle school  by causing 

an adverse impact on student achievement, low teacher morale, frequent changes in 
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school administration, low school climate, loss of quality instruction, and quality teachers 

to consider leaving.   

First, the online teacher survey reflected that 32% of teachers perceived that the 

adverse impact on student achievement is a result of low teacher retention at their school. 

Major efforts to improve student academic achievement have targeted teachers' 

motivations and capacities as inadequate working conditions seriously undermine the 

potential of these efforts (Leithwood & McAdie, 2007). Secondly, the online teacher 

survey reflected that 32% of teachers perceived that low teacher morale is a result of low 

teacher retention at their school. Some of the intricate areas that would increase teacher 

morale are for campus leaders to positively contribute to teachers' internal states and 

overt practices associated with structures that provide opportunities to collaborate and 

build rapport with one another, such as common planning time, working in small teams 

or professional learning communities, time and resources to adequately prepare for their 

classroom instruction and all content preps, provide needs-based ongoing professional 

development individually and collectively, and solicit teachers to actively participate in 

campus-level decisions on campus-based leadership committees (Leithwood et al., 2007). 

Thirdly, the online teacher survey reflected that 28% of teachers perceived that the 

frequent change in school leadership is also a result of low teacher retention at their 

school. Considering that high-poverty schools, with a limited supply of master teachers, 

are forced to rely upon novice teachers to assume such formal teacher leadership roles, 

the presence or absence of strong school leadership support for the novice teachers makes 

a difference between staying in or leaving the profession (Ingersoll, 2001; Johnson & 

Kardos, 2003; Smith & Ingersoll, 2004). Fourthly, the online teacher survey reflected that 
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24% of teachers perceived that low school climate is a result of low teacher retention at 

their school. Cohen, Guffey, Higgins-D'Alessandro, and Thapa (2012) stated that school 

climate is the quality and character of school life that is identified based on patterns of 

students’, parents’, and school personnel’s experience of school life that reflects norms, 

goals, values, interpersonal relationships, teaching and learning practices, and 

organizational structures. Lastly, the online teacher survey reflected that 20% of teachers 

perceived that the loss of quality instruction is a result of low teacher retention at their 

school. As teacher quality continues to be somewhat controversial and redefined, teacher 

quality does matter in student learning (Darling-Hammond & Young, 2002). 

Implications for School Leadership 

The implications for practice within low-socioeconomic, public urban middle 

schools lie within effectively trained, supportive, and consistent urban school leadership, 

school districts seeking school leaders who desire to lead urban schools, school district 

teacher development to include urban education professional development for its urban 

schools, and school districts developing partnerships with teacher preparation programs 

designed to train teaching candidates for urban school placement.  

According to Hunter-Quartz (2003), teacher shortages and teacher retention 

problems in urban schools stem from the practice of school leaders feeling coerced to 

utilize band-aid remedies, such as filling teacher positions with underqualified, 

unqualified, or full-time substitute teachers. As a result of this practice, Sachs (2004) 

states that urban schools are being challenged to improve teacher retention and teacher 

quality. The first implication is for school leaders to evolve into effective instructional 

leaders with urban education as a focal point for development, positive relationship and 

school culture builders, and dedicated to the same school for an extended period of time 
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to foster the growth of teachers into quality classroom teacher leaders. According to 

Allensworth (2012), schools that show the largest improvements that lead to high teacher 

retention are those where teachers work collaboratively on improving instruction with the 

instructional leadership of effective school leaders. With this in mind, professional 

learning communities (PLCs) where teachers can collaborate on lesson development, 

interpret student achievement data and other needs, and receive professional development 

present various opportunities for teachers to grow with the direct support of school 

leaders as instructional leaders. 

The second implication is for the consistency of school leaders in urban schools. 

Districts should seek school leaders who are not only qualified but desire to lead urban 

schools. Considering that school leaders are at urban schools voluntarily, they are in a 

position to serve as transformational leaders. As transformational school leaders, they can 

move the urban school forward to be successful over the necessary period of time to 

improve teacher quality and teacher retention. The National School Climate Center 

researchers, Cohen, Guffey, Higgins-D'Alessandro, and Thapa (2012), further stated that 

school leaders should consistently conduct comprehensive assessments of the school that 

should include major aspects of school life such as safety, relationships, teaching and 

learning, and the environment as well as larger organizational patterns (e.g., from 

fragmented to shared). 

The third implication is for school districts and school leaders to develop new 

urban school teachers through meaningful induction, mentorship, and professional 

development with the instructional support of school leadership. Additionally, urban 

education training must be an integral part of their overall development. New teachers 
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who teach in urban schools serving diverse student populations and are well versed in 

instructional strategies that address the needs of multicultural, multileveled, inner-city 

classrooms, are more likely to be retained by that same school and experience high job 

morale (Samuels, Rodenberg, & Frey, 2001).  

The final implication is for school districts to develop partnerships with teacher 

preparation programs that train teacher candidates on teaching and responding to the high 

needs of low-socioeconomic students in its urban schools. As a result of teachers’ 

inadequate preparation for teaching in urban schools, the new national agenda’s key 

component to address this prevalent issue is to promote collaboration among institutions 

of higher education, the K–12 schools they work with, and a broad community 

constituency (Noel, 2010). The “urban commitment” of teacher candidates’ to work in 

urban schools continues to be an evolving and complex phenomenon that charges teacher 

preparation programs to promote, support, and adequately train teacher candidates for 

urban schools (Taylor & Frankenberg, 2009). 

Implications for Further Research 

 The findings from this research study have provided areas for further research to 

improve teacher retention in low-socioeconomic, public urban middles schools. Future 

research can be conducted through studies on urban education professional development 

provided by educational agencies on developing quality teachers. Additionally, these 

studies can possibly determine proactive approaches to developing the teacher quality of 

novice to veteran teachers to adequately address the high needs of low-socioeconomic 

students in public urban schools as well as retain those quality teachers.  
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 Another possible area for future research is the importance of support from school 

leaders in addressing teacher retention by showing teacher appreciation of school 

teachers in low-socioeconomic, public urban schools. Supporting teachers through 

display of appreciation can potentially foster teacher confidence and competence while 

resulting in an increase in student achievement. Further, this area of research could 

possibly identify effective strategies for displaying teacher appreciation for urban school 

leaders to increase teacher retention of quality teachers. 

 Finally, another area for possible further research is the impact on consistent, 

effective urban school leadership on teacher retention in urban schools. Furthermore, a 

longitudinal study on urban school leadership of the best qualified school leaders 

remaining at the same school for an extended period of time may provide more insight.   

Conclusion 

    The need for quality teachers to respond to the high needs of low-

socioeconomic, public urban middle schools is critical to their success. As teacher quality 

continues to be somewhat controversial and redefined, teacher quality does matter in student 

learning (Darling-Hammond & Young, 2002). To adequately retain quality teachers in low-

socioeconomic, public urban middle schools, four tasks should be implemented: (1) 

school districts should consider developing an attractive marketing strategy to seek 

school leaders who desire to lead its urban schools; (2) school districts should consider 

assigning school leaders who desire to lead urban schools and are effectively trained in 

urban education, instructionally sound to grow teachers, and can commit to a minimum 

of a five-year term at the same urban school; (3) school districts should consider 

providing teacher development to include urban education professional development for 

its urban school that addresses the high needs of its students; and (4) school districts 
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should consider developing partnerships with teacher preparation programs designed to 

train teaching candidates to manage the teacher workload in urban school placement.  

Furthermore, teacher quality means much more than just being highly qualified to 

educate low-socioeconomic urban school students. A “highly qualified teacher” is 

defined as one with full certification, a bachelor's degree, and proficiency in both subject 

knowledge and teaching as the bare minimum requirements needed to be successful in a 

low-socioeconomic urban school. In addition to hiring highly qualified teachers, 

instructional school leaders must foster teacher quality to retain its quality teachers. 

Fostering quality teaching is not to only improve student academic achievement, but to 

also grow teachers in the areas of competence, confidence, and cultural proficiency, 

promoting teacher efficacy for teacher retention. It has been determined that many 

teachers have little or no experience in working in urban settings, more specifically, 

working with high percentages of students from low-income families and students of 

color (Claycomb, 2000). Consequently, adequate urban education teacher preparation, 

district professional development and mentorship for urban school teaching, and the 

support of instructional school leaders can improve teacher quality for low-

socioeconomic urban schools promoting success for the entire school community. 
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UNIVERSITY OF HOUSTON 
CONSENT TO PARTICIPATE IN RESEARCH 

 
ANONYMOUS RESEARCH 

 
PROJECT TITLE: “Teacher Perceptions Regarding Teacher Retention in an Urban Middle 
School: What School Leaders Should Know” 
 
You are being invited to take part in a research project conducted by Marilyn Parker 
from the College of Education at the University of Houston. This project is part of a 
dissertation and being conducted under the supervision of Dr. Steven Busch, my faculty 
advisor. 
 
NON-PARTICIPATION STATEMENT 

Your participation is voluntary and you may refuse to participate or withdraw at any 
time without penalty or loss of benefits to which you are otherwise entitled. You may 
also refuse to answer any question.  
 
PURPOSE OF THE STUDY 

The purpose of this qualitative research study is to determine teacher perceptions 
regarding teacher retention in a high need, low socio-economic public urban middle 
school. Teachers will participate in a cognitive interview through an online confidential 
survey that will provide greater insight as to the perceived primary factors that can 
cause low teacher retention in a high need, low socio-economic urban middle school. 
This research study will officially conclude in December of 2014. Participants’ length of 
time to be spent in study is approximately 30 minutes or less to complete the 
confidential online survey.  
 
PROCEDURES 

 
You will be a single study of subjects invited to take part in this project: 
 
A total of approximately 50 subjects at one location will be invited to take part in this 
project.  You will be one of the approximately 50 subjects invited to take part at this 
location. 



140 

 

 

 

 

 This is a qualitative research method incorporating a confidential online survey 
consisting of eight open-ended questions that will be directed to approximately 
50 certified teachers.  

 The survey should not take more than 30 minutes or less to complete in entirety. 

 The survey will include novice and veteran teachers from varying content areas 
who will provide their perceptions of factors that impact teacher retention in a 
high need, low socio-economic public urban middle school.   

 An analysis of the data will search for common perceptions and trends in high 
need, low socio-economic public urban middle schools.  

Research Questions 

 
1. What do teachers perceive as factors that impact teacher retention in a low 

socio-economic urban middle school? 

 
2. How do teachers perceive the impact of low teacher retention in a low socio-

economic urban middle school? 

 
CONFIDENTIALITY 

Your participation in this project is confidential and your response will remain 
anonymous.  Please do not write your name on any of the research materials to be 
returned to the principal investigator. 
 
RISKS/DISCOMFORTS 

There are no foreseeable risks during this study. 
 
BENEFITS 

While you will not directly benefit from participation, your participation may help 
investigators better understand the importance of teacher perceptions of teacher 
retention regarding working in high need, low socio-economic urban middle schools.  
 
ALTERNATIVES 

Participation in this project is voluntary and the only alternative to this project is non-
participation. 
 
COSTS  
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There are no costs involved in this study. 
 
INCENTIVES/REMUNERATION   

There are no incentives or remuneration in this study. 
 
PUBLICATION STATEMENT 

The results of this study may be published in professional and/or scientific journals.  It 
may also be used for educational purposes or for professional presentations.  However, 
no individual subject will be identified. 
 
If you have any questions, please contact me via email at mparker2@uh.edu, or you can 
also reach my advisor, Dr. Steven Busch, via email at sbusch@central.uh.edu or phone 
at 713.743.3902. 
 
Any questions regarding my rights as a research subject may be addressed to the 
University of Houston Committee for the Protection of Human Subjects (713-743-
9204). All research projects that are carried out by Investigators at the University of 
Houston are governed be requirements of the University and the federal government. 
 
         I agree to participate in this study 
 
         I do not agree to participate in this study

mailto:sbusch@central.uh.edu
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Dear Certified Teachers: 
 
You are being invited to take part in a research project conducted by Marilyn Parker, a 
doctoral student in the Executive Professional Leadership Doctoral Program at the 
University of Houston. This project is part of a dissertation and being conducted under 
the supervision of Dr. Steven Busch, my faculty advisor. 
 
The title of my project is “Teacher Perceptions Regarding Teacher Retention in an Urban 
Middle School: What School Leaders Should Know.” 
 
Taking part in the research project is voluntary and you may refuse to take part or 
withdraw at any time without penalty or loss of benefits to which you are otherwise 
entitled. You may also refuse to answer any research-related questions that make you 
uncomfortable.  
 
Purpose:                       
 
The purpose of this qualitative research study is to determine teacher perceptions 
regarding teacher retention in a high need, low socio-economic public urban middle 
school. Teachers will participate in a cognitive interview through an online confidential 
survey that will provide greater insight as to the perceived primary factors that can 
cause low teacher retention in a high need, low socio-economic public urban middle 
school.  
 
Time Duration: 
Participants’ length of time to be spent in study is approximately 30 minutes or less to 
complete the confidential online survey. This research study will officially conclude in 
December of 2014. 
 
Benefits: 
 
While you will not directly benefit from participation, your participation may help 
investigators better understand the importance of teacher perceptions of factors that 
affect teacher retention regarding working in high need, low socio-economic public 
urban middle schools.  
  
The survey can be viewed at the following link: 
https://www.surveymonkey.com/s/JSKJQ32 
 
There are no foreseeable risks, no costs involved, and no incentives or remuneration in 
this study. 

 
This project has been reviewed by the University of Houston Committee for the Protection of 
Human Subjects (713) 743-9204.  
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If you have any questions, please contact me via email at mparker2@uh.edu or you can 
also reach my advisor, Dr. Steven Busch, via email at sbusch@central.uh.edu or phone 
at 713.743.3902. 
 
Thank you for your participation, 
 
Marilyn Parker 
 
Marilyn Parker 
Principal Investigator

mailto:mparker2@uh.edu
mailto:sbusch@central.uh.edu
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TEACHER PERCEPTIONS REGARDING TEACHER RETENTION IN AN URBAN 

MIDDLE SCHOOL: WHAT SCHOOL LEADERS SHOULD KNOW 

The purpose of this study is to examine teachers’ perceptions regarding teacher retention 

in a high need, low socio-economic public urban middle school. Urban schools are 

challenged to improve teacher retention and quality (Sachs, 2004). Many districts and 

schools, especially those that have high minority and low income students, have greater 

difficulty attracting and retaining qualified teachers. In Texas, 20% of teachers are 

leaving low performing schools yearly, higher than the 15% percent of them who leave 

high performing schools (Hanushek, Kain, & Rivkin, 2007).  

 

Please answer the questions below in entirety sharing your professional perception 

and experiences. Thank you for your participation in this survey. 

 

Survey Questions: 

1. Did you obtain your teacher certification through a university-based educational 

degree and certification program or alternative certification program? 

2. How long have you been a certified teacher? 

3. How many years have you taught at this school? If you left and returned, please 

indicate that time period. 

4. Teacher retention is the ability for a school district or school to sustain or 

increase teacher satisfaction and meeting their needs to remain employed by the 

school district or remaining at the same school. Do you believe that teacher 

retention is a problem in your school? If so, explain.  

5.  How long do you plan to stay at this school? Why? 

6. What are the factors that you believe have led to low teacher retention in your 

school? 

7. How do you perceive that low teacher retention impacts the school? Be specific. 

8. What is your perception of the role that campus leadership plays in retaining 

teachers? 

 


