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Abstract
Nearly one-third of teachers leave the profession after three years of teaching; almost
50% do not remain in the profession beyond five years. These talent trends are further
exacerbated in urban communities and communities serving disproportionate populations
of students of color. Teacher retention is critical to maintaining a robust teacher talent
workforce; yet it is currently a crisis in the field of education. High teacher attrition rates
are evident in large urban communities—characterized by empty classrooms and
significant teacher shortages that prevent students from receiving a high-quality
education (having a severe shortage of certified teachers and course offerings) and cause
burnout in teachers due to overcrowded classrooms. This dissertation includes an
introduction to the nature of teacher retention; a driving research question; a statement of
intent for methodology; identification of limitations, delimitations, and biases; as well as
intersecting leadership implications. A subsequent literature synthesis review examines
the role of teacher preparation, compensation, school-based administrators, and
professional development in teacher retention. The research suggests a phenomenological
study, with the purpose of answering the following research question: What are effective
retention strategies for teachers in an urban school environment that serves a majority
Black student population. A large urban Midwestern city is the research focus.
Keywords: teacher retention, large urban communities, Black student population,
large urban Midwestern city
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CHAPTER ONE: INTRODUCTION
Introduction and Background
According to American College Testing and the United States Department of
Education (ACT, 2014), fewer high school graduates are interested in majoring in
education, and fewer college students are pursuing careers in teaching. In 2010, 15 high
school students from a pooled sample of 15,595 indicated an interest in majoring in
teacher education. In 2014, only 12% of a decreased 10,678 students indicated the same.
The data continue to trend downward when examining enrollment in postsecondary
education. During the 2008–2009 academic year, 719,081 students were enrolled in
teacher preparation programs. Only five years later, during the 2013–2014 academic year,
this number decreased by over a quarter million students, with 465,536 enrolled students
(United States Department of Education, 2015a). Given these concerning trends around
talent shortages, retention of those within the field of education is imperative.
Federal data indicated a significant decline in the percentage of schools with
teaching vacancies and difficult-to-staff positions (National Center for Education
Statistics, 2015). In 1999–2000, 83% of schools reported at least one teaching vacancy.
In 2011–2012, there was a 15% decrease. Also, in 1999-2000, 36% of schools reported
having at least one subject area with difficult-to-staff teaching positions. This decreased
by nearly 20% in 2011–2012, with only 15% of schools reporting out on the same
indicator (National Center for Education Statistics, 2015). While great strides have been
made in an aggregate manner, teacher shortages and retention have not decreased
similarly in all schools.
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The Learning Policy Institute (2016) highlighted “Some of the largest variation in
teacher shortages is not between states, but between schools, both within and across
districts. Regardless of the state, students in high-poverty and high-minority schools
typically feel the largest impact of teacher shortages” (p. 13). This report went on to
identify hiring difficulties and high turnover on a regular basis, noting that there is a
significant impact on teachers when shortages become widespread. The nationally
representative Schools and Staffing Survey (SASS) revealed these patterns still existed in
2011-2012, even in a time of teacher surpluses (National Center for Education Statistics,
2012). Furthermore, teachers working on emergency credentials were three times more
likely to serve in a high-poverty, high-minority school than in a low-poverty, lowminority school. The Learning Policy Institute (2016) stated:
Underprepared teachers were 61% more likely to be employed in a high-poverty,
high-minority school than in a low-poverty, low-minority schools…Students in
high-poverty, high-minority schools in cities were nearly three times as likely to
be taught by inexperienced teachers and by individuals who were not ‘highly
qualified’… (pp. 13-14)
Furthermore, each time a teacher leaves a district, it not only increases demand
but simultaneously imposes replacement costs on districts. In 1997, the cost to replace a
teacher for a small rural district was approximately $4,400 and nearly $18,000 in a large
urban district—resulting in a national cost of over $7 billion. In 2007, Carroll calculated
inflation, with teacher replacement costing more than $8 billion. “A comprehensive
approach to reducing attrition would effectively both lessen the demand for teacher hiring
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and save money that could be better spent on…evidence-based approaches to supporting
teacher development” (Learning Policy Institute, 2016, p. 42).
Purpose of the Study
The intent of this phenomenological study is to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population. A large urban Midwestern city is the research focus.
Research Question
According to an equity plan released by the United States Department of
Education (2015b), nearly one-third of teachers leave the profession after three years of
teaching; almost 50% do not remain in the profession beyond five years. These talent
trends are further exacerbated in the city of this research focus, an urban community that
serves a majority Black student population. The following research question guides this
phenomenological study: What are effective retention strategies for teachers in an urban
school environment that serves a majority Black student population? A large urban
Midwestern city is the focus for this research.
Aim of the Study
The intent of this phenomenological study is to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population. Furthermore, the findings of this study will ultimately be presented
within a teacher retention strategy guide. The guide may assist central office and school
leaders in similar environments across the state and country to stabilize and strengthen
retention efforts.

3
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Definition of Relevant Terms
There are several terms used throughout this study that are education or human
talent-specific. Three terms that are used consistently are administration, attrition, and
retention. Administration is leadership in a school or at a central office level. In a school,
examples of administration are a principal, assistant principal, head of school, and dean.
In a district or charter network of schools, administration includes a superintendent,
assistant or associate superintendent, executive directors and directors. Attrition refers to
employees leaving. For the purposes of this study, teacher attrition is the number or
percentage of teachers that leave in a given school year or time period. The opposite of
attrition is retention. Retention is the number of teachers that stay from one school year to
the next or during a specific time period. While stronger retention is better, 100% is not
usually a desired goal in education (or any industry). A minor amount of attrition is
healthy (due to justified termination, an employee moving or life circumstances, etc.).
By law, a charter school network of schools is considered a school district. There
are minimal mentions of “district” or “districts” in this dissertation, Yet, where
mentioned, particularly in the literature review, district is synonymous with public school
district and public charter school district. Both types of districts are included in this one
universal phrase “district.”
To maintain confidentiality with this study, the city included in this research will
be referred to as a “large urban Midwestern city” or “the city.” The respective public
charter network of schools are referred to as “the charter network of schools” or “the
network of schools” or “the network.” In addition, two data hubs connected to the
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respective city also remain anonymous—identified as “Data House 1” and “Data House
2,” and referred to collectively as “data houses.”
Limitations, Delimitations, and Personal Biases
This study creates several limitations, solely focusing on large and urban
communities that specifically serve a majority Black student population. This study is
limited to the charter network school system, excluding traditional public schools as well
as private schools. Given the target sample population, generalizability and transferability
may not apply to districts that do not fit these specified demographics. Also, given the
dire constraints of the city’s school system, a sound research design is critical to limit
causality. Research findings may not apply in other networks or districts due to
conditions that may be unique to this particular large urban Midwestern city. To make the
study feasible, additional delimitations have been created. During the 2017–2018
academic year, approximately 6,000 teachers and 1,000 administrators were employed in
this city (Michigan Department of Education, 2018). With the methodology, eight teacher
participants were interviewed.
I am a former classroom teacher in a large urban district that served a majority
Black student population and a former Executive Director of Talent within the
community of focus’ public school district. Furthermore, I own a mission-driven
consulting firm that has partnered with the network of schools included in this study. As a
result, I have firsthand experience as it relates to retention in this city and also have
permission to access documents and events regarding the network. Lastly, I have served
in a national capacity working with districts across the country concerning teacher
recruitment and retention.

Running head: EFFECTIVE RETENTION STRATEGIES FOR TEACHERS

6

To control bias, semi-structured interview guides were reviewed by individuals
external to this large urban Midwestern city and the field of education to ensure no bias in
interview questions. Additionally, Moustaka’s (1994) data analysis procedures and
guidelines for assembling textual and structural descriptions were implemented. Textual
descriptions were created by highlighting significant statements, sentences, and quotes
that provide an understanding of the overall experience being examined. These
significant statements were then examined to collapse into meaning units or broader
themes. Returning to transcripts and examining these themes more closely, situations and
context were identified in which these themes appeared—creating structural descriptions.
Finally, the composite textural and structural descriptions was integrated to develop a
synthesis of the meanings and essences of the phenomenon or experience (Moustaka,
1994). Based on Moustaka’s (1994) approach and recommendations to analyze
qualitative data, a computer-based data analysis program was used—specifically NVivo
(QSR International, 2018). NVivo was designed to support researchers with analysis of
text rich data, as well as multimedia information—and has the capabilities of analyzing
small and large volumes of data.
The Role of Leadership in this Study
As part of the methodology, a second phase of semi-structured interviews
gathered data regarding, in part, the role administrators may play in teacher retention.
Boyd et al. (2011) conducted research surveying 4,360 teachers in New York, focused on
preparation, school characteristics, teaching practices, and goals. They concluded that
school administration was the most significant influence on teacher retention, noting,
“The support of administrators emerges as a particularly important factor in retention
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decisions” (p. 12). Survey data revealed the following key administrator actions as
influencers of teacher retention: respect, recognition, and support from their
administrator; encouraging and empowering teachers to change teaching methods;
collaboratively problem-solving with teachers; and engaging teachers in decisionmaking. Nearly 20% of teachers who had left a school indicated that their former
principals did not collaborate with staff to meet curriculum standards, and 30% indicated
that their administration did not encourage collaboration among teachers. This research
also concluded that school-based administration had an effect on all participants
regardless of tenure, and across those who remained in the profession and those who left
the profession (Boyd et al., 2011).
Similarly, Waddell (2010) examined what caused teachers to remain in urban
schools beyond five years—sampling 378 elementary teachers from a Midwest city with
four to six years of teaching experience. While several factors were investigated, the role
of relationships between teachers and administrators was highlighted as a key indicator of
retention. These findings are aligned with human capital theory, which tells us that
professionals make career decisions based on their perception of investment in them as an
individual (Tye & O’Brien, 2002). The more frequent the positive and constructive
involvement with a teacher and investment in him/her, the greater the likelihood of their
retention. The principals of teacher participants represented an array of leadership styles
and instructional capacity, yet relationships with mutual respect, appreciation, and
empowerment were a common theme. The impact of leadership on employee retention
has been studied and proven as strongly correlated (Bake, 2019; Covella et al., 2017;
Feng et al., 2015). The effect of leadership on employee retention is also concluded
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across industries (Carter, Dudley et al., 2019; Laschinger et al., 2009; Phillips, 2004) and
countries (Mwita et al., 2018; Sareen & Agarwal, 2016).
Based on aforementioned research, the characteristics of servant leadership fit the
profile of a leader that results in satisfied and retained employees, including teachers. In
“Teacher Retention and Satisfaction with a Servant Leader as Principal,” Shaw and
Newton (2014) also identified common characteristics of this style of leadership,
including love, humility, altruism, vision, trust, empowerment, and service. Their
research found a significant positive correlation between teachers’ perceptions of their
principals’ level of servant leadership and teachers’ job satisfaction. Nearly 70% of the
variability in teachers’ job satisfaction was due to teachers’ perceptions of a principals’
level of servant leadership. Research also found a significant positive correlation in the
data set between teachers’ perceptions of their principals’ level of servant leadership and
teachers’ intended retention: “The mean score for teachers’ intended retention in
education was 1.96, on a scale where 1 was a No and 2 was a Yes.” (Shaw & Newton,
2014, p. 104). Shaw and Newton called for further research and also noted implications
for school and district administration to hire leadership and leverage programs that
aligned with servant leadership:
The implications include adding content to leadership preparation programs
related to servant leadership and its value, specific training for principals and
other practicing school leaders about how to be more servant-like in meeting the
needs of teachers, and development of superintendents and school boards as they
hire the next generation of leaders. (p. 106).
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The critical nature and role of leadership in teacher retention was underscored by Shaw
and Newton’s final statement in their article: “One can pour all the money in the world
into training new crops of teachers and pass mandates to assure high quality, but if
schools do not have leaders who can cultivate and retain great teachers, the effort is
amiss” (p. 106).
Robert Greenleaf (2002) also highlighted servant leadership, defining it as
leadership that focuses on serving the employee (the teacher), the customer (the student),
and the community (the large Midwestern urban city of focus in the study).
The servant-leader is servant first…It begins with the natural feeling that one
wants to serve, to serve first. Then conscious choice brings one to aspire to lead.
That person is sharply different from one who is leader first…The difference
manifests itself in the care taken by the servant-first to make sure that other
people’s highest priority needs are being served. The best test, and difficult to
administer, is: Do those served grow as persons? Do they, while being served,
become healthier, wiser, freer, more autonomous, more likely themselves to
become servants? And, what is the effect on the least privileged in society?
(Greenleaf, 1970, p. 6)
Elements most unique to servant leadership, in comparison to other leadership
theories, include the moral component, focus on serving followers, concern with the
success of all stakeholders, and self-reflection (Keith, 2014). As Keith explained,
“Fortunately, there is an idea about leadership that embeds ethical considerations, and
that is servant leadership. Leadership scholars have concluded that one of the elements
that distinguishes servant leadership from other leadership theories is the moral element”
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(p. 2). The moral component not only focuses on personal morality and integrity, it
encourages stronger moral reasoning among followers. The focus on serving followers
for their own good, as well as the good of the organization, allows a servant leader to
form long-term relationships and also encourage the growth and development over time
to reach their utmost potential. Being concerned with the success of all stakeholders
includes not only those with whom a servant leader most immediately or most often
engages, yet those whom a leader may not directly engage with or ever meet, as well as
those who are least privileged. Lastly, self-reflection assists in keeping a servant leader
grounded and humble (Keith, 2014).
Servant leadership ethics can also be described as follower ethics (Johnson,
2015). Servant leaders operate with four principles, all related to their followers—or
those they serve: serve people, help people grow, exercise foresight, and care about
everyone the organization touches. These principles are not only ethical, they are also
effective, because they support high performance and exceptional organizational results.
For servant-leaders, it is not a choice between ethics and success. Servant-leaders know
that their ethical behavior enhances their organization’s success. Such ethics allow those
in power to lead with inclusion and equity at the forefront (Keith, 2014). Likewise,
Mihelič et al. (2010) described follower ethics within servant leadership as leaders
becoming “more sensitive to followers” needs and problems of those who will be
affected, thereby becoming more able to discern intuitively the emerging conflicts
(Enderle, 1987). Good leaders are designated by an enhanced capacity to feel morally
obligated to a wide range of followers and this is not a skill, but knowledge and world
perspective (Ciulla, 2005). Ethical leadership brings favorable consequences for
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followers and organizations that are reflected in perceived leaders’ effectiveness,
followers’ job satisfaction, increased dedication and problem reporting (Brown et al.,
2005)” (p. 33).
Similar to Shaw & Newton (2014), Greenleaf (1970, 2002), Keith (2014), and
Mihelič et al. (2010), Johnson (2015) characterized servant leadership by five elements:
stewardship, obligation, partnership, emotional healing, and elevating purpose. These
characteristics strongly align with the respect, recognition, support, encouragement and
empowerment, and collaboration Boyd et al. (2011) found teachers seeking. This
leadership style also accounts for the relationships teachers desire with leadership
(Waddell, 2010). In Meeting the Ethical Challenges of Leadership: Casting Light or
Shadow (2015), Craig Johnson discussed ethical approaches of leadership. Education is
an integral service to our society, of which Johnson (2015) called for “our actions [to] be
designed to help others” (p. 170). Greenleaf (1970, 2002) also described the servant
leader as sharing power, putting the needs of others first and helping people develop and
perform as highly as possible.
Significance of this Study
Given the intersecting critical nature of high-poverty, high-minority schools and
districts, stronger teacher retention strategies are needed most in urban districts. High
teacher attrition rates are most visible in the city of research focus via empty classrooms
and significant teacher shortages which prevent students from receiving a high-quality
education—experiencing a severe lack of certified teachers and course offerings
(Michigan Department of Education, 2018). Furthermore, this results in teacher burnout
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and rapid transition from the profession (National Center for Education Statistics, 2012).
Teachers, the district, and students are negatively affected.
The findings from this research may provide helpful information that will
contribute to further progress in stabilizing retention and fully staffing schools. Focusing
on this large urban Midwestern city, a teacher retention strategy guide can be created to
assist leadership in this city’s schools and at the network level to retain teachers.
Additionally, the findings of this study can assist with retention challenges in similar
environments across the focus state and across the United States.
Summary
Teacher retention is a point of concern in the field of education, with declining
retention trends further exacerbated in high-poverty, high-minority districts. Examining
the respective city’s landscape, the evident teacher retention crisis is a disservice to
students and the community, as well as professionals in the field of education. The intent
of this phenomenological study is to identify effective retention strategies for teachers in
an urban school environment that serves a majority Black student population. Although
this research focuses on eight teacher participants at schools within a specific large, urban
Midwestern city, the findings help create a guide that can be implemented at the school
and district-level in the city, as well as similar urban districts serving a majority Black
student population across the respective state, region, and nationally.
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CHAPTER TWO: LITERATURE REVIEW
Introduction
The following literature review presents findings of teacher retention, focused on
four variables and themes: preparation, compensation, administrators, and professional
development. Given the entry point of professionals into education via teacher
preparation, the first section of this literature review focuses on preparation via traditional
programs, as well as several alternative routes. While studies provide differing focuses
and conclusions, all literature leads to the need for three areas of focus across any teacher
preparation: pedagogy, student achievement, and teacher resiliency. While no literature
or research found takes a stance that teachers should be paid less, research does offer
various conclusions on how to better financially compensate and structure incentives and
pay for teachers (Clotfelter et al., 2008; Hanushek, 2007; Hanushek, Kain, & Rivkin,
2001; Murnane et al., 1989; Schlechty & Vance, 1983; Shen, 1997). Furthermore, a
teacher’s relationship with school administration is critical for both beginning and
tenured professionals, of which research offers specific strategies administrators can
employ with staff (Boyd et al., 2011; Waddell, 2010). Lastly, professional
development—initial and ongoing—is identified as an area of growth in the field of
education (Fenwick & Weir, 2010; Lewis et al., 1999; Rodgers & Skelton, 2014; The
Alliance for Quality Teaching, 2008). Development as a teacher is critical, yet most often
the development of students is the sole focus (The Alliance for Quality Teaching, 2008).
Teacher Preparation
In addition, there are two umbrellas of pathways to teaching—traditional and
non-traditional. Traditional teacher preparation programs produce about 80 percent of the
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country’s teachers (National Council on Teacher Quality, 2018). Traditional preparation
entails an individual going to college or graduate school to become a teacher. For
undergraduate students, their program curriculum builds broad content knowledge and
specialized content knowledge, and also includes professional courses. A traditional
pathway concludes with a student teaching experience. For graduate students, their
program includes professional courses and a student teaching experience. By graduating
with your degree from a traditional path, you are certified and licensed to teach (National
Council on Teacher Quality, 2018).
The non-traditional pathway umbrella covers “quite simply, anything else”
(National Council on Teacher Quality, 2018, p. 1). Non-traditional pathways to teaching
include two common paths—alternative and lateral (American Association of Colleges
for Teacher Education, 2012). Whereas traditional programs are offered through higher
education institutions, alternative programs can be offered through a non-profit or forprofit—as well as a university. Non-traditional programs can affiliate with higher
education institutions to grant master’s degrees. When alternative pathways are offered
via a university, they may be offered as a non-degree program operating alongside the
university’s traditional degree-granting program. Professional coursework can start
before or after the teacher candidate begins teaching; and the number of courses a
candidate takes before they begin teaching is typically limited. A clinical practice takes
the place of student teaching, in which the candidate may not be paid and is supervised
by the classroom’s teacher of record (the actual classroom teacher). In this instance, the
student teacher is sometimes referred to as a resident. In other circumstances, the
candidate may be paid and also serve as the teacher of record. In this instance, the student
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teacher is sometimes referred to as an intern. An example of the alternative teaching
pathway is Relay New York’s Teaching Residency Program. During this two-year
program, candidates spend their first year taking coursework through the Relay Graduate
School of Education (a degree-granting institution) and also serve as classroom residents.
During the second year of the program, candidates continue coursework and serve as fulltime teachers. Upon completion of the program, candidates earn a master’s degree and
teaching certification (National Council on Teacher Quality, 2018).
Within the alternative route, lateral entry is an even more immediate route to
teaching, allowing for qualified individuals to obtain a teaching position and begin
teaching right away, while obtaining a professional educator’s license as they teach”
(North Carolina Department of Public Instruction, 2019, p. 1). Qualifications for
individuals vary by state (often determined by grade point average from the most recent
higher education degree obtained). The process for lateral entry status can only be
initiated by a hiring school system, meaning a candidate must already be employed by or
have secured employment via a school. Lateral entry is commonly known via local
universities’ residency programs in partnership with local school districts—targeting
existing personnel, such as paraprofessionals and substitute teachers. These programs
provide an opportunity for personnel who have been engaged in a given school system
and have the context to pursue a route to teaching that is quicker and more supportive in
addressing barriers (e.g. passing standardized tests and providing up to full-time salaries
while also enrolled in the program). Another common example of a lateral entry program
is Teach For America (TFA), which requires a two-year teaching commitment (though
teachers can continue teaching beyond two years). TFA features a multi-step selection
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process which admits five to ten percent of candidates annually and requires candidates
to complete five weeks of training. This training includes coursework and supervised
teaching. Varying by state regulations, candidates can earn their master’s degree through
coursework taken during their two-year teaching commitment and certification, while
other states only allow candidates to earn certification (not their master’s degree)
(National Council on Teacher Quality, 2018).
The role of teacher preparation must be examined in teacher retention. To retain
teachers, focus must be placed on instructional pedagogy that results in student
achievement (Ingersoll et al., 2012), as well as preparing teachers with resilient mindsets
(Zhang & Neller, 2016). Traditional versus non-traditional teacher preparation is
controversial within the field of education. Literature is offered up on both sides that
speaks to the efficacy of teachers produced via each type of route. However, there is not a
consistent definition of efficacy across studies (Cochran-Smith & Zeichner, 2005). Some
define efficacy of teacher preparation by student achievement data (Berry, 2010; Boyd et
al., 2008; National Bureau of Economic Research, 2008; ), while other studies define
efficacy as teacher retention in a school or the profession altogether (Boyd et al., 2008;
Ingersoll et al., 2012; Zhang & Neller, 2016). As Berry (2010) highlights, traditional
university-prepared recruits and National Board-certified teachers are more prepared to
leverage data acquired from standardized testing, differentiate instruction, and also be
flexible in real-time with various scenarios that may not be planned yet are great learning
opportunities for students. Citing a 2008 study by the National Bureau of Economic
Research, Boyd et al. found that providing more extensive clinical training for teachers
during their traditional preparation resulted in higher student achievement. This study of
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both traditional and alternative route models found that there was a correlation between
teachers who contribute to stronger student achievement and retention (Boyd et al.,
2008). As Berry noted that, “a number of studies suggest little differential effects of
traditional and alternative approaches on teacher effectiveness and retention” (CochranSmith & Zeichner, 2005)” (p. 5). However, as Berry (2010) goes on to note, there are
significant limitations to much of the existing research in this area, including poor design
and variable specification.
More recent studies have looked at other variables related to pathways. Zhang and
Neller (2016) conducted a longitudinal study including 60 interviewees that represented
the three identified tracks into teaching: traditional education preparation programs, a
lateral entry alternative licensure program, and a special alternative licensure program
designed to ease non-education majors into teaching and support them in a teaching
career. The focus of the authors’ qualitative analysis was to identify variables that impact
teacher retention. The following targeted variables were identified: age; having children;
ethnicity; gender; school level; marital status; and parents’ occupation (education versus
non-education field). Through analysis, none of the demographic and background
variables were statistically significant in the retention of a teacher. Zhang and Neller
(2016) did, however, identify a disproportionate amount of attrition from participants
who were prepared via lateral entry in comparison to traditional preparation and special
alternative route preparation. More teachers by way of lateral entry indicated feeling less
prepared to teach in their schools and “found teaching to be unlike what they had
expected and experienced greater challenges overall” (p. 82). Additional analysis
examining the type of preparation and the outcome variable of retention also showed

Running head: EFFECTIVE RETENTION STRATEGIES FOR TEACHERS

18

lateral entry teachers behind the other two pathway populations. Lastly, a comparison of
those no longer teaching and those still teaching was conducted, specifically analyzing
career plans articulated during the first year of teaching. A statistically significant portion
of lateral entry teachers were “initially seeming so positive about careers in teaching,
[yet] eventually appeared to fall victim to the sink-or-swim environment” (p. 82).
Looking at retention rates over seven years, all teachers across three pathways were
retained during their first year. In the second year, 86% of regular pathways teachers,
60% of lateral entry teachers, and 94% of alternative route teachers were retained. In the
third year and through the seventh year, 86% of regularly trained teachers were retained.
Lateral entry teacher retention decreased to 45% in the third year and down to 35% in the
seventh year. Alternative route teachers were retained at the highest rate in their third
year at 89%, decreasing to 66% in the seventh year. Overall, long-term retention was
weaker for alternative route teachers—regardless of alternative certification approach—in
comparison to traditionally prepared teachers, with the weakest retention of lateral entry
teachers.
Similarly, Ingersoll et al. (2012) examined teacher preparation at the intersection
of content area and retention. Leveraging the National Center for Education Statistics’
School and Staffing Survey and Follow-up Survey—the largest and most comprehensive
data source regarding elementary and secondary teachers—they focused on first-year
teacher attrition. They concluded that less pedagogical teacher training (most commonly
lacking in alternative route models) was related to higher attrition rates of teachers.
During the 2004–2005 academic school year, there was national attrition of 18% of
science teachers after one year; and a 14% attrition rate for mathematics teachers. This is
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in comparison to a 12% attrition rate for all other content area teachers. There was also a
strong correlation between pre-service education and preparation for science and math
teachers and their retention (Ingersoll et al., 2012). The authors found that early attrition
from the teaching profession is often overlooked, incorrectly citing teacher shortages and
hence recruitment gaps in these content areas as the issue rather than examining
preparation as a source for attrition.
Compensation
Salary is one of the most significant variables in teacher retention (Murnane et al.,
1989; Schlechty & Vance, 1983; Shen, 1997). Hanushek et al. (2001) analyzed the effects
of school and district characteristics on teacher retention in Texas. Over 375,000 teachers
were employed in Texas, of which Hanushek, Kain, and Rivkin (2001) conducted
mobility analyses via publicly accessible data from Texas’ Department of Education.
They found that salary had a slightly negative impact on teachers leaving the profession
altogether (except those nearing retirement). However, a much more significant negative
impact on teacher attrition as a result of salary was found, specifically resulting in
teachers leaving one district for another district which pays more.
Recognizing that salary can be a significant incentive, Hanushek (2007) explored
how best to structure teacher pay and salary. “The most common measure used as a proxy
of teacher’s quality is the average salary paid to teachers...ever since World War II,
salaries of young female and male teachers have fallen relative to those of other
occupations nationwide” (p. 580). Hanushek’s research focused on teacher retention and
exploring how to provide financial rewards to teachers that would lead to stronger
retention. Traditionally, teacher salary pay scales have been based on years of service and
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degrees. Hanushek stated, “the key to an effective teacher salary program must be
funding that follows those who improve student performance” (p. 581). Simultaneously,
it is acknowledged that rewarding top-performing teachers (based on student
achievement) does not adequately address teacher shortages and retention challenges.
Hanushek concluded by sharing that there is much research to be done to identify how to
implement financial incentives to positively impact the teacher labor market.
Beginning in 2001 (and ending three years later in 2004), North Carolina awarded
$1,800 annual bonuses to certified secondary teachers in state-identified critical needs
areas including: math, science, and special education in low-performing and/or highpoverty schools. Clotfelter et al. (2008) examined teacher bonuses and teacher retention,
specifically in low-performing schools. Distributing surveys to 1,165 principals and
teachers (with an overall response rate of 73%), data indicated that both teachers and
principals stated that monetary incentives would positively contribute to teacher
retention. However, survey results also surfaced concern regarding the amount of $1,800
as a bonus and, unfortunately, retention data correlated with this concern. The authors
concluded that while a bonus might be effective, the following issues were noted in South
Carolina: small incentive amount; overall knowledge of the bonus program by teachers
and administrators; and implementation by the state resulting in bonuses not being paid
out until one year later. Clotfelter et al. (2008) identified additional bonus programs with
larger incentive amounts that were used to influence and track student achievement (not
teacher retention), including New York City’s public school district providing a 15%
raise for teachers working in schools on a list issued by the state; and a $20,000 signing
bonus for new teachers in Massachusetts.
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School Administrators
Boyd et al. (2011) conducted research that included a survey that was completed
by 4,360 teachers in New York, including over 300 questions that focused on preparation,
school characteristics, teaching practices, and goals. They concluded that school
administration was the greatest influence on teacher retention, and “the support of
administrators emerges as a particularly important factor in retention decisions” (p. 12).
Survey data revealed the following key administrator actions: respect, recognition, and
support from their administrator; encouraging and empowering teachers to change
teaching methods; collaboratively problem-solving with teachers; and engaging teachers
in decision-making. Nearly 20% of teachers who had left a school indicated that their
former principals did not collaborate with staff to meet curriculum standards; and 30%
indicated that their administration did not encourage collaboration amongst teachers. The
authors examined these data further and noted the effect of administrators is consistent
for first-year teachers, the full sample of teachers included in their study, as well as
teachers who recently left the profession.
Similarly, Waddell (2010) examined what causes teachers to remain in urban
schools beyond five years. Research was conducted with 378 elementary teachers from a
Midwest city with four to six years of teaching experience. While several factors were
investigated, the role of relationships between teachers and administrators was
highlighted as a key indicator of retention. Human capital theory tells us that
professionals make career decisions based on their perception of investment in them as an
individual (Tye & O’Brien, 2002). The greater the involvement with a teacher and
investment in them, the greater likelihood of their retention. The principals of teacher
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participants represented an array of leadership styles and instructional capacity, yet
relationships with mutual respect, appreciation, and empowerment were a common
theme.
Professional Development
Professional development has also been studied and identified as a significant
variable in teacher retention. Fenwick and Weir (2010) examined the impact of
professional development on beginning teachers. Conducting a longitudinal study set in
national and international contexts, teacher induction and early professional learning
were identified as critical to teacher retention. The absence of teacher induction and early
professional learning was a signifier of a lesser likelihood of a teacher continuing at
his/her school. Furthermore, a lack of support after induction and the continuity of
learning and support deterred teaching professionals from remaining in the field of
education.
Rodgers and Skelton (2014) examined the specific roles of professional
development and mentoring as it relates to teacher retention, and identified key strategies
to reduce attrition. Common preparation periods and team teaching were identified as two
significantly positive forms of staff development, initiated within scheduling by
administrators, yet empowering teachers to form strong teaching communities and
practices (including mentoring separate from administrators) (Lewis et al., 1999; Rodgers
& Skelton, 2014). Ongoing staff development was also noted as critical in retention:
“Staff development must be more than a one-time initiation opportunity, a constant
evolutionary educational training experience” (Rodgers & Skelton, 2014, p. 8). The
Alliance for Quality Teaching (2008) identified mentoring, specialized training, strong
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school-based leadership, and collaborative decision-making as critical elements of
supporting teachers. More specifically the alliance called for districts to have specific
goals for the development of current staff. Student development and achievement cannot
occur without teacher development.
Summary
The preceding literature review offers four key areas that can be examined and
planned for to increase teacher retention in the field of education. The preparation of
teachers must address instructional pedagogy and subject content (Ingersoll et al., 2012),
as well as mindsets and soft skills (Zhang & Neller, 2016). Furthermore, if school
districts could work directly with teacher preparation institutions to best identify
curriculum and preparation needs, teachers would enter their respective districts and
schools best prepared to not only teach, but stay in the field of education. While initial
retention rates appear to be strong and similar, alternative route models do not contribute
to the long-term retention of teachers (Zhang & Neller, 2016). Compensation packages
must also be examined—both annual salary and bonuses (Clotfelter et al., 2008;
Hanushek et al., 2001; Hanushek, 2007; Murnane et al., 1989; Schlechty & Vance, 1983;
Shen, 1997). Research also highlights the critical nature of communication,
implementation, and disbursement of bonuses—as these factors can negate and take away
from the positive impact bonuses may have in relation to retention (Clotfelter et al.,
2008). School-based administrators’ communication and engagement with teachers is
critical to the retention (or attrition) of a teacher. In addition, an administrator’s ability to
build a schedule that fosters community amongst teachers, as well as involving teachers
in decision-making processes is crucial (Boyd et al., 2011; Waddell, 2010). These
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practices will not only retain teachers, but will grow them into stronger teachers and more
effective professionals in their field. In a similar vein of strong and effective teachers,
professional development that is ongoing, relevant, and long-lasting impacts a teacher’s
decision to stay in a given school (Fenwick & Weir, 2010; Lewis et al., 1999; Rodgers &
Skelton, 2014; The Alliance for Quality Teaching, 2008).
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CHAPTER THREE: METHODOLOGY
Introduction
The purpose of this phenomenological study is to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population, with a large urban Midwestern city as the research focus. With
decreasing interest in the field of education (ACT, 2014; United States Department of
Education, 2015a), dwindling talent pipeline (National Center for Education Statistics,
2012; United States Department of Education, 2015a), and cost of teacher attrition
(Carroll, 2007; Learning Policy Institute, 2016), it is imperative that teachers are retained
at a strong rate. Given the intersecting critical nature of high-poverty, high-minority
schools and districts, stronger teacher retention strategies are needed most in urban
districts. The findings of this study will be presented within a teacher retention strategy
guide, which can assist the city of research focus, as well as similar environments across
the country in stabilizing and strengthening retention efforts.
Research Question
Nearly one-third of teachers leave the profession after three years of teaching
(United States Department of Education, 2015). In the large urban Midwestern city on
which this research is focused, nearly one-third of teachers leave their school, including
15% leaving the profession altogether each year (Michigan Department of Education,
2018). In 2019, thousands of students still do not have a teacher in the midst of a current
school year (Michigan Department of Education, 2018). The following research question
will guide this phenomenological study: What are effective retention strategies for
teachers in an urban school environment that serves a majority Black student population?
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Methodology
The research methodology for this study is phenomenology. “Phenomenologists
focus on describing what all participants have in common as they experience a
phenomenon…The basic purpose…is to reduce individual experiences with a
phenomenon to a description of a universal essence…” (Creswell, 2013, p. 76). While
there are different philosophical arguments for phenomenology, there is common ground
across varying perspectives: “the study of lived experiences of persons, the view that
these experiences are conscious ones (van Manen, 1990), and the development of
descriptions of the essence of these experiences, not explanations or analyses
(Moustakas, 1994)” (Creswell, 2013, pp. 77). From a broader perspective, Stewart and
Mickunas (1990) promoted four philosophical perspectives: returning to traditional
philosophical tasks, philosophy without presumptions, intentionality of consciousness,
and refusal of subject-object dichotomy.
Creswell (2013) noted that a return to traditional philosophical tasks was a “return
to the Greek conception of philosophy as a search for wisdom” (p. 77). The study’s aim is
to identify effective teacher retention strategies in a community that is facing dire teacher
talent shortages. Furthermore, in “Talking Black and White: An Intercultural Exploration
of Twenty First Century Racism, Prejudice, and Perception,” Richardson et al. (2018)
discussed the role of mass media and its reinforcement of negative portrayals of Black
people. Given perceptions and biases, phenomenology’s approach of suspending all
judgement is beneficial for the purposes of this research—which focuses on a city and
school system that serve a majority Black student population. In Rethinking Social
Inquiry: Diverse Tools, Shared Standards, Brady and Collier (2010) discussed the need
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for diverse, innovative, inclusive, and unbiased qualitative tools. The dual Cartesian
nature of both subjects and objects as they appear and the refusal of the subject-object
dichotomy also assist in identifying phenomena related to teacher retention: “The reality
of an object is only perceived within the meaning of the experience of an individual”
(Creswell, 2013, p. 78).
Whereas the philosophical underpinnings of phenomenology can be viewed as
moral imperatives (Yuksel & Yildirim, 2015), additional defining features of this
methodology can be viewed as attributes. Key features of phenomenology include:
● An emphasis on a phenomenon to be explored…
● The exploration of this phenomenon with a…heterogeneous group…that may
vary in size from 3 to 4 individuals or 10 to 15…
● A philosophical discussion about the ideas involved in conducting a
phenomenology…
● In some forms of phenomenology, the researcher brackets himself or herself
out of the study by discussing personal experiences with the phenomenon…
● A data collection procedure that involves typically interviewing individuals
who have experienced the phenomenon…
● Data analysis that can follow systematic procedures that move from the
narrow units of analysis (e.g., significant statements), and on to broader units
(e.g., meaning units), and on to detailed descriptions that summarize two
elements, ‘what’ the individuals have experienced and ‘how’ they have
experienced it (Moustakas, 1994)…
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● A phenomenology ends with a descriptive passage that discusses the essence
of the experience for individuals incorporating “what” they have experienced
and “how” they experienced it… (Creswell, 2013, pp. 78-79)
Although there are several approaches to phenomenology, this study takes a
transcendental phenomenological approach, drawing on the Duquesne Studies in
Phenomenological Psychology (e.g., Giorgi, 2009) and data analysis procedures of Van
Kaam (1966) and Colaizzi (1978). This approach identifies a phenomenon, brackets the
researcher’s experiences, and collects data from several participants who have
experienced the phenomenon. This is followed by data analysis that reduces information
to significant statements and combines them into themes. The researcher develops a
textural description of the experiences of participants, a structural description of their
lived experiences (including conditions, situations, and context), and blends textural and
structural descriptions to present a global essence of the experience (Creswell, 2013).
There are also challenges to phenomenology. For example, Moustakas’ (1994)
approach to data analysis provides a structured approach for qualitative research, yet
some researchers may find it too structured. Phenomenology also calls for the researcher
to have some understanding of the broader philosophical assumptions related to the
phenomenon being studied. Simultaneously, the researcher should identify these
assumptions and suspend judgement (Creswell, 2013). It can also be difficult to find
individuals who have experienced the chosen phenomenon.
Given the research topic and aim of this study paired with my access to the
community of research focus, phenomenology presents appropriate methodological tools
to conduct this study. Data were collected through data and document review and semi-
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structured interviews. In the first phase, documents and retention data were reviewed that
are publicly available via the Michigan Department of Education, two data houses in the
city, as well as the school district. The first phase of this process provided insight into
retention trends in this network, and assisted in identifying schools for research to be
conducted in the second phase. Data from this first phase were explored further in a
second qualitative phase.
In the second phase, semi-structured interviews were conducted with eight
teachers across the network of schools (Creswell, 2013). Creswell indicated that five to
twenty-five participants are necessary to sufficiently address research questions and
describe the phenomenon in phenomenological studies. Furthermore, the goal of
qualitative research should be saturation, which occurs when more participants do not
result in additional information or perspective. The purposive sampling (Crossman, 2019)
to identify eight teachers across the respective network allowed for saturation as well as
enough data to answer the guiding research question.
Interviews probed key areas of the teacher experience—including teacher
preparation, relationships with administrators, and various forms of professional
development. An interview guide for these semi-structured interviews can be found in
Appendix B. Participants were teachers in the school district, currently employed across
four schools. These four schools included two schools with the highest teacher retention
average over the past three years and two schools with the lowest teacher retention
average over the past three years. By implementing phenomenological methodology, this
second phase of qualitative data collection assisted in identifying specific, effective, and
community-responsive teacher retention strategies.
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Creswell and Creswell (2018) and Giorgi (2009) described the philosophical and
psychological underpinnings of phenomenological design. Such research assisted in
describing the experiences of participants in the most direct manner possible. Semistructured interviews with teachers sought to understand their experiences and what
factors contribute to a likelihood of retention. Furthermore, quantitative data alone do not
allow for insight into the rationale for a teacher deciding to stay (or leave) a given school
or district. Phenomenological research allows the most in-depth insight into the direct
nuances and decision-making processes of teacher participants. Semi-structured
interviews provided in-depth data collection. In addition, data analysis, documents, and
archival records supplemented the lived experiences and accounts of teacher
participants—allowing for robust and well-rounded data collection (Creswell & Creswell,
2018).
Participants/Data Sources and Recruitment
Participants were current teachers at four schools in the respective charter
network of schools. This district currently has approximately 341 teachers across 10
schools (Michigan Department of Education, 2020). These four schools included two
schools with the highest retention average over the past three years and the two schools
with the lowest teacher retention average over the past three years. Purposeful sampling
allowed for data collection that provides different perspectives on the issue of teacher
retention. Creswell (2013) noted that strong research requires that the researcher have an
in-depth understanding of the unit of analysis.
After permission for research was granted from the Institutional Review Board
(IRB), additional permission was obtained from the respective network. I worked across
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the education landscape in this community and had access to administration in the
participating district. The network did not have a published process by which to seek
permission, so a written request was sent to the district’s Superintendent and Chief
Academic Officer. The respective request included an overview of the research purpose
and aim of the study, requesting permission for teachers from four schools to participate
based on retention data. A conference call (versus an in-person meeting due to the
Coronavirus Disease 2019) to further discuss the nature of the research, as well as
confidentiality and additional ethical concerns was conducted as a result of the written
request.
In addition to semi-structured interviews, written requests for teacher retention
data were sent to the Department of Education and to two data houses specific to the city
of research focus. These three entities collect data, lead research projects, and have access
to teacher retention data relevant to this research. Within each of these data houses, data
exist which is not private, yet is not public due to capacity constraints. Requests for data
are common and sometimes fulfilled upon request. Each written request sought aggregate
data related to teacher retention in the respective city at a citywide level and included a
request for disaggregated data for the participating school district in the city and at the
school level, when available. The respective request included an overview of the research
purpose and aim of the study. Neither data house has a published process by which to
request data, so I contacted the Department of Education and two data houses.
Instructions were provided to submit a written request via email, including details noted
above. Given the lack of published processes with noted timelines for these three entities,
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I accounted for additional time in the study’s timeline (which can be found in Appendix
C). I honored all requests for communication and meetings.
Data Collection Tools
The Schools and Staffing Survey Teacher Questionnaire (National Center for
Education Statistics, 2012) was used, in addition to the preliminary literature review, to
identify areas critical to teacher retention. While this questionnaire was not used as an
instrument to collect data, it influenced the creation of the semi-structured interview
guides that served as a data collection tool. This questionnaire can be found in Appendix
A. An interview guide was used for semi-structured interviews with teachers. The teacher
interview guide can be found in Appendix B. While instruments for data collection were
prepared, it is important to note that instruments were updated and driven by the analysis
and preliminary research during this study.
Data Collection Procedures
Documents and data related to retention were reviewed that are publicly available
from the participating network, the Department of Education, and two relevant data
houses. In addition, year-over-year human capital data were requested, with a minimum
request of each teacher of record (including full legal name and employee identification
number—for tracking purposes in data year over year); school location; specific class of
record (including grade and content area); all certifications; race; age; and city of
residence. While this information was requested, no one source has all of this data—
hence I made requests to three sources to receive data to create a holistic record and
understanding of human capital and retention trends.
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Semi-structured interviews were conducted with eight teachers across four
schools in the charter network. The collective sampling of teachers across both entities
represented diversity in grade-levels, subject content areas, and was identified via
purposeful or purposive sampling, which “is a non-probability sample that is selected
based on characteristics of a population and the objective of the study. Purposive
sampling is also known as judgmental, selective, or subjective sampling” (Crossman,
2019, p. 1). Purposeful sampling provides a diverse range of cases, allowing as much
insight as possible into the phenomenon of teacher retention. In an attempt to identify
effective teacher retention strategies, it was necessary to directly engage and interview
teachers, as they are the most direct intended beneficiaries of the research. This sampling
created a robust view of teacher retention (Gentles et al., 2015).
The following list outlines my procedures to collect all data for the study:
1. Received Institutional Review Board approval
2. Sent written request to the charter network
3. Sent written requests to Department of Education and two additional data houses
4. Received requested data and documents from the Department of Education and
two additional data houses
5. Conducted data and document synthesis and analysis for data and documents
received from the Department of Education and two data houses
6. Submitted Institutional Review Board (IRB) amendment to modify methodology
and data collection due to Coronavirus Disease 2019, including removing school
observations; modifying semi-structured interviews in-person with teachers to
virtual interviews via Zoom or conference call; and streamlining receiving

Running head: EFFECTIVE RETENTION STRATEGIES FOR TEACHERS

34

approval and purposive sampling through the central office administrator (versus
school-based administrators)
7. Received approval; retention data that identified two schools with highest
retention average over the past three years and two schools with weakest retention
average over the past three years; and additional human capital data related to
retention from the network central office administration
8. Conducted data and document synthesis and analysis for data and documents
received from the network
9. Received purposeful sampling results for semi-structured interviews with teachers
from the charter network central office administration along with permission from
central office and school-based administration
10. Contacted all eight teachers identified through sampling to schedule semistructured interviews with teachers
11. Confirmed semi-structured interview days and times for all eight teachers at four
schools
12. Conducted semi-structured interviews for Schools A, B, C, and D
13. Conducted self-reflection process immediately after each interview
14. Conducted preliminary synthesis and analysis for Schools A, B, C, and D
15. Conducted summative semi-structured interview synthesis and analysis
16. Conducted summative data collection synthesis and analysis
17. Produced preliminary findings and recommendations
18. Continued to synthesize through processing, reviewing, and writing
19. Produced final findings and recommendations
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Reflective Practices
I engaged in reflection after each semi-structured interview. This practice proved to
be quite useful, as each reflection allowed me to process through initial reflections of a
given interview and enter another interview without lingering thoughts or predispositions
from a prior interview. Creswell and Creswell (2018) highlighted the benefit of a
researcher reflecting—allowing one to enhance their practice through metacognitive
exercise. A log of reflections was maintained, which were also reviewed along with
summative transcriptions, heading into the summative data analysis process. A template
for reflections can be found in Appendix D.
Ethical Considerations
Phenomenological research can be obtrusive—observing and seeking sensitive
information. To mitigate any harm, participation is voluntary for all participants. The
rights, needs, and desires of participants are of the utmost concern. The purpose, aim of
the study, and all data collection processes were provided in writing and verbally,
ensuring participants are aware of the intention and aim of the study and are participating
at their own will. It was critical to assure participants of anonymity and confidentiality—
particularly teacher participants. Prior to engaging any participants, the Information
Letter (Appendix E) was reviewed and completed. If a participant did not complete the
Informed Consent Letter, research was not pursued with the individual. The Informed
Consent Letter was informed through best practices and resources provided by St.
Joseph’s College New York (2019).
Interview data were kept confidential. All data were identified by a participant
number (not their name). A separate and confidential file was maintained which notates
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participants to ensure organization and fidelity of data usage. Participants will remain
anonymous and confidential. Privacy was and will be protected; participants’ names were
and will not be used in any research or consequential publications. Upon successful
defense of the study and dissertation, as well as conferment of degree, data will be
eliminated. Until these events are completed, data will remain in password protected
storage.
Data Analysis Plan
The study includes two phases of research—the first being data and document
review and the second being qualitative, including semi-structured interviews. In addition
to data and research found in completing the proposal for this study, once the study was
approved, written requests were submitted to the respective Department of Education and
two additional data houses. These additional data allowed the first phase of collection and
analysis to be completed. These written requests asked for retention data and any
additional data the respective entity deems related to retention. First, descriptive analysis
was completed via NVivo (QSR International, 2018) to summarize data and identify
patterns (Creswell & Creswell, 2018). Helpful data through descriptive analysis included
retention range, mean, median, mode, and frequency. These descriptive statistics were
presented for the summative teacher workforce in the given city, as well as by school,
and district. This ultimately depended on the breadth of data provided by the Department
of Education, as well as two data houses.
Additional inferential analysis was conducted to begin to understand the
relationship between multiple variables represented in this quantitative data (Creswell &
Creswell, 2018). While the scope and quality of data provided by the Department of
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Education and two data houses determined the level of analysis that could be completed
during this first phase of data collection, it was my hope that analysis could be ran to
identify, at minimum, possible correlation, regression, and variance (Creswell &
Creswell, 2018). Correlation describes the relationship between two variables. For
example, data could show that schools with more tenured principals retain teachers at a
greater rate. Regression identifies or predicts the relationship between two variables. For
instance, data could indicate that teachers who were trained and prepared traditionally
teach longer in this community. An analysis of variance was also conducted, testing the
extent to which two groups differ. Inferential analysis could show, as an example, that
schools in this community consistently differ based on elementary versus secondary
focus. These descriptive and inferential statistics provided absolute numbers. However,
they did not provide reasoning or additional context—hence the second phase of this
research (Creswell & Creswell, 2018).
In the second phase of research, semi-structured interviews were conducted with
eight teachers across the charter network of schools (Creswell, 2013). A deductive
approach (King et al., 1994) was used to analyze data. This approach entails analyzing
data based on a predetermined structure. An interview guide (reference Appendix B) has
been designed that includes predetermined questions. In addition, the study’s timeline
(reference Appendix C) included intermittent analysis and reflection points. Keith (2014)
and Creswell and Creswell (2018) highlighted reflection as a critical element of the
qualitative and specifically phenomenological data analysis process.
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A five-step process was followed to analyze data collected during this study.
Below is a high-level overview of the five steps—followed by a more detailed
description:
1. Data transcription
2. Data organization
3. Data coding
4. Data validation
5. Data conclusions
An abbreviated process including these five steps was followed after each data collection
opportunity—as noted in the study timeline (reference Appendix C). In addition, this
process was followed at each data collection point—specifically after completing
interviews at each school. The ongoing data analysis process kept me as knowledgeable
and connected to data collection as possible. The alternative option here would have been
to collect all data, not analyze at each collection point, and then analyze once all data had
been collected. However, this would not have allowed preliminary patterns to be
identified that could possibly be explored in a subsequent data collection opportunity.
The alternative also presented a risk of data overload, which could have possibly resulted
in missed probing and analysis due to fatigue.
The first of five steps called for data transcription. This included recorded
interviews, as well as additional reflection notes. By using NVivo (QSR International,
2018), data transcription was effective and efficient. Transcription was also unbiased—as
computer software will accurately transcribe notes verbatim (versus human error of
hearing, mishearing, or not hearing data which weakens manual transcription).
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The second step of this process called for data organization. Once data were
transcribed, a significant volume of data was present at each point in the data collection
process. This second step was completed by using NVivo (QSR International, 2018), as
well as completing a brief manual review process to identify computer gaps (based on my
additional context). Research objectives and questions were uploaded into NVivo, which
then allowed data to be organized according to each objective and question. This
computerized process provided an objective organization process. To account for any
possible computer error, I reviewed data organized by NVivo to identify any possible
misidentification or overlap. For example, perhaps a teacher stated that the student
population they serve is marginalized and faces many socioeconomic barriers. While this
might be identified by NVivo as a barrier to retention, perhaps the teacher also noted that
this same reality contributes to why they teach in this particular community. Human
review of a computerized process allowed for additional credibility and validation of
data.
The third step of this process focused on coding data. By completing this process,
I had more digestible data—resulting in a more efficient analysis process. Moustaka’s
(1994) coding procedures were followed. Textual descriptions were created by
highlighting significant statements, sentences, and quotes that provide an understanding
of the overall experience being examined. These significant statements were then
examined to collapse into meaning units or broader themes. Returning to transcripts and
examining these themes more closely, situations and context were identified in which
these themes appeared—creating structural descriptions. Finally, the composite textural
and structural descriptions were integrated to develop a synthesis of the meanings and
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essences of the phenomenon or experience (Moustaka, 1994). This process was
completed through NVivo (QSR International, 2018) and was, again, manually processed
by using the same steps mentioned above to ensure lack of computer error.
The fourth step of data validation was not just a step that occurred in this
chronological order, it occurred throughout the entire process. This particular point in the
process entailed reviewing and ensuring that research design and methodology had been
followed. Another validation point was additional human review of computer analysis—
ensuring that consistent and dependable results were found through computer as well as
my (human) analysis. Lastly, to control for bias and ensure validity of data, two
individuals external to the large urban Midwestern city and field of education were asked
to review data, as well. These two individuals are peers of mine who have completed
doctoral programs.
The final step of data conclusion includes stating the findings and research
outcomes based on research objectives and questions. Throughout the data collection
process, however, preliminary findings were noted—further informing upcoming data
collection processes. In the final data conclusion process, themes of effective teacher
retention were concluded based on data collection and analysis processes. Data
conclusions are presented in this formal dissertation and accompanying presentation—
including findings; analysis and synthesis of findings; proposed solutions; suggested
implementation of the proposed solutions; and implications for practice, theory, and
future research. Proposed solutions will be drafted into a strategic guide and implemented
through an informal community of practice within the respective city. This community of
practice will be open to school-based administrators throughout the city—with a goal of
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helping invest administrators and simplify the implementation process to ensure retention
best practices are being introduced and/or evolved in schools throughout the city.
Timeline for the Study
From the time IRB approval was received for an amended process, a total of three
months was needed to complete all specified procedures—from outreach to research to
submission of a dissertation for defense review. The timeline can be found in Appendix
C.
Summary
This phenomenological study aims to identify effective retention strategies for
teachers in an urban school environment that serves a majority Black student population.
With a large urban Midwestern city as the focus of research, data were collected via
semi-structured interviews, as well as data and document review. Eight teachers from
across the charter network of schools were interviewed. A five-step process was
implemented to analyze data, within a timeline of three months to complete all research,
synthesis, and produce findings and recommendations in this dissertation.
Through understanding the experience and perspective of teachers employed
within this network of schools, I can address what I consider to be a moral imperative—
ensuring retention of teachers in this specific city (and, ultimately, in similar school
districts and communities across the country). In this network, the retention of teachers
translates to thousands more students having teachers (Michigan Department of
Education, 2018) and millions of dollars saved each school year (Carroll, 2007). The
long-term impact of improved teacher retention is an industry talent stabilizer, an
education stimulus for students, and a strong financial triumph for an entire city.
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CHAPTER 4: RESULTS AND FINDINGS
The purpose of this phenomenological study was to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population, with a large urban Midwestern city as the research focus. To address
this purpose, the following research question was asked: What are effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population? This chapter presents the findings of this study—beginning with a
summary of the data collection, participants, and utilized data analysis procedures.
Findings are then discussed by theme, as they relate to the research question, concluding
with a summary.
Data Collection
Semi-structured interviews were conducted with eight teachers across four
schools in the charter network of focus. The respective network of schools has
approximately 341 teachers across 10 schools (Michigan Department of Education,
2020). Prior to receiving approval from the Institutional Review Board (IRB), I requested
approval from the charter network to conduct this study. The charter network supported
me, yet data would not be shared and research could not be conducted until IRB approval
was provided. The network ultimately provided data identifying four schools to include
in the study, including two schools with the highest retention average over the past three
years and two schools with the lowest teacher retention average over the past three years.
Two teacher participants were interviewed at each school.
To recruit participants, I provided study information and an email template to the
Chief Human Resources Officer of the network to identify a purposeful sampling of
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teachers with the respective schools’ principals. Once teachers were identified by the
Chief Human Resources Officer and each school principal, the officer tailored and sent
the provided email template to ask if each teacher would like to participate in the study.
Interested participants contacted the network officer directly. The chief officer then sent
me the contact information of the teachers interested in participating, along with
information about where each participant taught, the grade and subject area taught, as
well as their start date with the network. I then reached out to teachers directly, providing
more information about the study and an Information Letter for Interview Participation
(reference Appendix E), as well as a request to schedule an interview. Once I received the
participant’s executed information letter, a virtual interview was scheduled using Zoom
(due to Coronavirus Disease 2019). Each participant was asked to indicate if they would
prefer a video interview or an interview with audio only via the Zoom platform.
Prior to each interview, I assigned the participant a pseudonym to protect their
anonymity. All interview data were kept confidential. I maintained a separate and
confidential file with participant information to ensure organization and fidelity of data
usage. Participants remained anonymous and confidential throughout the study. All
participant data and interviews will be destroyed after seven years has elapsed.
Participants
The eight participants were all current teachers at the four identified schools in the
respective network. Four teachers taught at the two schools in the district with the lowest
retention average over the last three years, and four teachers taught at the two schools
with the highest retention average over the last three years. School A and School B were
the two schools with the highest teacher retention average over the last three years—
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retaining 87% and 86% of teachers, respectively. School C and School D were the two
schools with the lowest teacher retention average over the last three years—retaining
73% and 67% of teachers, respectively. The participants had an average of 10 years of
teaching experience. The minimum years of participant teaching experience was two, the
maximum was 23. The participants taught grade levels ranging between Kindergarten and
12th grade. Half of the participants (n = 4) racially identified as White, two as Biracial,
and two as Black. Four participants identified as female and four as male. The average
age of participants was 35 years old, with 26 being the youngest and 44 being the oldest.
A majority of the participants (n=6) received their teaching credential through traditional
teacher preparation programs. Two teachers, P3 and P4 received their teaching
credentials via non-traditional teacher preparation programs—specifically Teach for
America. Table 1 describes participant demographics.
Table 1
Participant Demographics
Participant

Years
Teaching

Grade Level

Subject Taught

Race

Gender

Ag
e
26
28
29
27
38

Participant
Childhood
Community
Suburban
Urban
Suburban
Urban
Suburban

School
Retention
Rate
High
Low
Low
Low
Low

P1
P2
P3
P4
P5

3
5
8
2
8

11
9
12
9-12
9-12

White
Biracial
White
Black
White

Male
Female
Male
Female
Male

P6
P7
P8

19
23
13

9
Kindergarten
2

Physics
Earth Science
Math
Spanish
Physical
Education
English
N/A
Reading, Math,
Social Studies

Biracial
Black
White

Female
Male
Female

43
44
36

Urban
Urban
Suburban

High
High
High

Data Analysis
A five-step process was used to analyze the semi-structured interview data
collected in this study. The five-step process included: (1) data transcription, (2) data
organization, (3) data coding, (4) data validation, and (5) data conclusions. This process
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was followed at each data collection point—specifically after completing interviews with
each participant. The ongoing data analysis process kept me as knowledgeable and
connected to data collection as possible. The first of five steps called for data
transcription. By using NVivo (QSR International, 2018), data transcription was effective
and efficient. Transcription was unbiased—as computer software accurately transcribed
the interview recording verbatim (versus human error of mishearing or not hearing data
which weakens manual transcription) (Moustaka, 1994).
The second step of this process called for data organization. Once data were
transcribed, a significant volume of data were present at each point in the data collection
process. This second step was completed by using NVivo (QSR International, 2018), as
well as completing a brief manual review process to identify computer gaps (based on my
additional context of the actual interviews). Research objectives and questions were
uploaded into NVivo, which allowed the data to be organized according to each objective
and question. This computerized process provided an objective organization process.
The third step of the process focused on coding data and was completed through
NVivo (QSR International, 2018). By completing this process, I had more digestible
data—resulting in a more efficient analysis process. Moustaka’s (1994) coding
procedures were followed. Textual descriptions were created by highlighting significant
statements, sentences, and quotations that provide an understanding of the overall
experience being examined. These significant statements were then examined to collapse
into meaning units or broader themes. I then returned to the transcripts and examined the
themes more closely. Situations and context related to each theme were identified,
creating structural descriptions. Finally, the composite textural and structural descriptions
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were integrated to develop a synthesis of the meanings and essences of the phenomenon
or experience (Moustaka, 1994).
The fourth step, data validation, occurred throughout the entire data collection and
analysis process. I continuously reviewed the data collection and analysis process
described in Chapter 3 to ensure that research design and methodology had been
followed. Lastly, to control for bias and ensure validity of data, two individuals external
to the large urban Midwestern city and field of education were asked to review data, as
well. These two individuals were peers of mine and completed the same data analysis
process in abbreviation. These individuals were not privy to confidential participant data
such as their name, the name of the network of schools, or the name of the school where
they were employed.
The final step of data conclusion included identifying the findings and research
outcomes based on research objectives and questions. This dissertation is the primary
method of data communication. Proposed solutions will be presented in a strategic guide
and implemented through an informal community of practice within the respective
network of schools. This community of practice will be open to central office and schoolbased administrators throughout the network—with a goal of helping invest central and
school-based administrators in identified strategies and simplifying the implementation
process to ensure retention best practices are being introduced and/or evolved in schools
throughout the network.
Findings
The following research question guided this study: What are effective retention
strategies for teachers in an urban school environment that serves a majority Black
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student population? Through semi-structured interviews, participants were asked what
supported them in their work particularly in regard to teacher preparation, their
relationship and engagement with administration, and professional development
(reference Appendix B). While many responses were offered, higher level themes were
derived through each participant’s interview. Four participants identified passion for their
work (Keith, 2014) as a significant positive retention indicator. Five participants also
indicated supportive administration (Boyd et al., 2011; Waddell, 2010; Tye & O’Brien,
2002), and two participants stated an effective instructional coach contributed to their
retention. Two participants also stated that relevant professional development (Fenwick
& Weir, 2010; Rodgers & Skelton, 2014; The Alliance for Quality Teaching, 2008) was
an indicator.
In addition to sharing what promoted retention, teachers also shared what deterred
teacher retention. Over half of participants (n=5) identified ineffective professional
development (Fenwick & Weir, 2010; Rodgers & Skelton, 2014; The Alliance for
Quality Teaching, 2008) as a challenge. Three participants also indicated administration
(Boyd et al., 2011; Waddell, 2010; Tye & O’Brien, 2002) as a barrier to retention—
including two participants specifically identifying unsupportive administration and one
naming principal turnover. Two teachers identified turnover as a difficult reality—one
naming principal turnover and one naming teacher turnover (Learning Policy Institute,
2016; Michigan Department of Education, 2019). Table 2 describes the thematic
retention strategies discussed by participants that positively contribute to their retention.
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Table 2
Strategies that Promote and Do Not Promote Teacher Retention
Participant
1
2

3
4
5
6
7
8

Promotes Retention
Effective Instructional Coach
Increase pay
Effective Instructional Coach
Freedom of expression
Passion for their work
Supportive administration
Lack of competing commitments
Supportive administration
Preparation and support from prior out-ofstate district
Passion for their work
Relevant professional development
Supportive administration
Passion for their work
Supportive administration
Passion for their work
Relevant professional development
Supportive administration

Does Not Promote Retention
Unsupportive administration
Ineffective professional development
Principal turnover
Teacher turnover
Class size
Ineffective professional development
Teaching during COVID
Unsupportive administration
N/A
Ineffective professional development
Ineffective professional development
Ineffective professional development

The value of passion, having supportive administration, and access to relevant
professional development surfaced as themes that promote teacher retention throughout
interviews. Four participants identified passion for their work as a significant positive
retention indicator—evenly indicated across schools with the highest teacher retention
average and lowest teacher retention average. Four of the five teachers who indicated
supportive administration was a positive retention variable teach at the same schools—
School B, a high teacher retention average school, and School C, a low teacher retention
average school. The fifth participant who indicated supportive administration also taught
at School A, a high teacher retention average school. Effective instructional coaching was
shared from one school with high retention and one school with low retention. Similarly,
professional development as a positive retention factor was also shared from one teacher
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at a high retention school, as well as one teacher from a low retention school. While
many variables were present across high and low retention schools, most variables
(passion, effective instructional coaching, and professional development) were present
across all schools. However, supportive administration was most evident in one school
with the lowest retention, School C.
The challenges of ineffective professional development, unsupportive
administration (including high principal turnover), and high turnover (of principals and
teachers) surfaced as themes that deter teacher retention. Five participants indicated
ineffective professional development being a challenge—with a majority of teachers
(n=3) sharing this from high retention schools. Both participants from low and high
teacher retention schools identified unsupportive administration as a challenge (n=2 and
n=2, respectively). One participant at a low teacher retention school shared that turnover,
both at the teacher level and principal level, were barriers for teacher retention.
Passion for the Work
Four teachers indicated a specific passion that was a significant indicator for their
retention. Two participants spoke about their passion as a result of their personal lived
experiences—both growing up in the very community they teach in today. Participant 2
expressed a desire to teach in urban schools, with the most vulnerable youth, in the very
community the participant grew up in. Participant 2 shared:
I grew up in [the city where I teach]. Once again, I have a different lens. I went to
hood schools. My student teaching experience was…They’ve never gone to a
hood schools, you never take cameras in…It was like…let me go back to reality.
Let me go back to [my city]…Those kids, [I] couldn’t relate to them at all. They
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had bread and butter, the stuff they were given and complaining about…I felt
terrible for the four or five Black kids in the school…[Participant references
district they attended as a student…] I went through [that district]—the good, the
bad, and the ugly…I know my talents will be better served at a public school
because that’s what I want to reach—I want to reach out to public school kids.
(Participant 2, interview, October 9, 2020)
Participant 7 also expressed similar sentiments—being from the community
where the participant teaches, but also specifically naming a passion for Black students
and Black people to be successful. Participant 7 named systemic racism as the sole factor
that makes teaching in urban environments different, stating:
Systematic racism and being oppressed…I’ve been an adult since I was seven
years old. My parents did not finish school, they were drug addicts,
alcoholics…Blacks living emotionally comes from not feeling like your feelings
are validated…You’re constantly putting things in you to fix the problem that
somebody else created in you and you get a bigger problem. So when the kids get
to school—by the time you’re five years old, most children that I’ve seen are
broken, their parents are probably on their second to third relationship, they are
preoccupied and whatever the child needs is subservient to what [they] have to do
to feed my flesh. In [predominantly] White schools, those things are there, but
because there is a privilege. It doesn’t look the same way. (Participant 7,
interview, October 9, 2020)

Running head: EFFECTIVE RETENTION STRATEGIES FOR TEACHERS

51

Two additional participants spoke to their passion for teaching in ways that
weren’t personally connected to their lived experiences, yet were still a source of intrinsic
motivation. Participant 8 shared:
As a veteran teacher of 13 years only working with Title I students, that’s what I
want my career to be forever…I took part in a fellowship for struggling firstgraders that were struggling to read. After that, I knew I wanted to stick with Title
I Schools and Title I students. (Participant 8, interview, October 9, 2020)
Participant 5 also spoke to a personal motivation to teach:
One of my things that I believe firmly is that it takes a certain type of person to
teach. When I say a certain type of person, I’m talking mentality, emotional,
everything that encompasses the being of that person…It takes another certain
type of teacher to teach in an urban district. I feel like sometimes [retention issues
are] not necessarily anything else that anybody is doing, I think it’s internal.
People leave for internal reasons—they don’t have the mentality or they expect
something to be a certain type of way and it’s not, so they in turn feel stressed and
they don’t want to do their job and feel like they’re underperforming…
Perseverance has to be a word in your vocabulary…You have to be able to
persevere through ups and downs, you have to be able to cope to have good stress
management techniques…You need to have…thick skin…You have to breathe
positivity…It goes back to making adjustments because not everything is going to
go right. You have to care…If you cared a little bit, all of those other things don’t
necessarily matter to you anymore. (Participant 5, interview, October 9, 2020)
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Participant 5 went on to reflect and share about a moment that defined the intent to
remain in the teaching profession. In this particular situation, the participant described
being at a point where they were not satisfied and felt in a rut, speaking to how they
addressed and processed through these feelings that ultimately defined their unwavering
decision to remain a teacher.
At that point, I had conversations with people. I talked to administration…”This is
how I feel. I want to be open with you because I don’t want to blindside anybody
if for some reason I make the choice to leave mid-semester…It’s honestly not
anything that you’re doing, it’s myself right here.” It’s something that needs to be
prayed about, it’s conversations that need to be had and expectations have to be
there. If they’re not, you’re just not going to stick it out. I think that just happens
everywhere. I made the choice right then and there: I’m not going to be one of
those people that lies to these kids and says, “Yeah, I’m going to be here. I love
you guys and I want the best for you,” and then mid-semester bolt. Because I
watched so many people do that... [Students] come to me and say, “Why did they
[leave]?” [I respond,] “To be honest, you’ve got to have that conversation with
them, I can’t tell you why. I don’t know why. But I’ll tell you what—it’s not
going to be me, alright?” Whether I’m that one person they can count on in their
lives to stick with them…I would love to be that person for them. Because I’m in
it for them, I want to see them succeed. (Participant 5, interview, October 9, 2020)
The passion for their work—through lived experiences and personal intrinsic
motivations—all translate to a deep care and passion for their students, one that

Running head: EFFECTIVE RETENTION STRATEGIES FOR TEACHERS

53

encourages and reinforces these teachers showing up every day for their students,
colleagues, and community.
Supportive School-based Leadership and Effective Support Administration
While 100% of participants spoke about their principal being personable (e.g.
talking about a game or recent event) and attempting to make an effort to get to know
each teacher on a personal level (e.g. birthdays, anniversaries, making small talk related
to a teacher’s interest), five teachers specifically spoke about supportive administration as
a key retention strategy in their experience—including two teachers (both at School C—a
low teacher retention average school), two teachers at School B (a high teacher retention
average school), and one teacher at School A (a high teacher retention average school).
Participant 7 shared:
In this position, they have tried to take an invested interest in knowing your
birthday, knowing when your anniversary is, asking you questions about your
strengths and your weaknesses, your hobbies, all of the things that you care about
that make you, you. It's not always the same. I've had poor administrators where
there was no interest in you at all. This is the longest I’ve ever taught at one
school. So, this is my sixth year at [this school], and the reason that I am still here
is because I feel like I can get the most of what I like, need and want from the
people that I work for, and the people that I work with and the people that we
service. In years past, I have had a difficult relationship with administrators.
Being an educated, competent Black person, we have roles to play. Sometimes the
role that you play, you play it too well and you make people too free and they
have to get rid of you. (Participant 7, interview, October 9, 2020)
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Participant 8 agreed with Participant 7, indicating that their current administration was
very supportive, and that having that support was critical to achieving success in their
role.
According to Participant 8:
I feel like the principal made an effort as soon as he started in the middle of the
summer. He met with us one-on-one which was cool, he also had us fill out a
Google form all about us. He called me the other night on the phone, which I’ve
never had an administrator do that before. I just feel like we’ve been talking a lot
about the hybrid model in Kindergarten through second grade coming back. He’s
really been involving us in the conversations. I don’t know him that well, but I
feel pretty good about what I know of him so far. Feeling good and comfortable
where you work is huge. I’ve worked at places where people would walk in my
classroom and I would freeze up, I would be scared. It was a horrible feeling.
Now I feel like with coaches and with [principal] and with [dean] even…our
operations manager—I have all of their phone numbers, I feel comfortable with
them, my kids feel comfortable with them, they know who they are. That is really
important.
Teachers working at schools with low retention rates also indicated that they had
good relationships with the administration. However, these teachers were less emphatic
in their praise of the administration than the teachers at high performing schools.
Participant 2 described a mixed experience with administrators at their school. The
participant did not have a positive relationship with the first principal, but did with the
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second. Participant 2 described the school as going through “phases” in which some were
positive and some were not. According to Participant 2:
I’ve had a very interesting time at my school. I think the numbers are low
retention wise. I’ve had a lot of principals during my time at my school. So, I was
first hired, and I forgot his name. This man hired me. I remember thinking, ‘No, I
don’t want to work for you.’ I walk in to start the school year—he quit, new
principal. So that was my first-year new experience as a teacher. But I had an
amazing principal my first couple of years. The school goes through a lot of
phases, so those two kind of left us and now my current principal is [redacted],
and I think that I have a very positive relationship with him because he looks at
me more towards someone with experience at the school. So he’ll come to me—
especially in his earlier years—he will come to me asking me how things go at
our school. So not you’re asking a two-year teacher…How does it…work? I’ll be
honest, ever since my first two years and getting instruction with my admin team,
I’ve been put on this, ‘You should know what you’re doing type level, so we
don’t have to help you or coach you.’ I will say the end all be all—very positive,
but very interesting because of the turnaround within administrators at my school.
(Participant 2, interview, October 9, 2020)
Participant 4 had a very similar experience as Participant 2, saying that their
current administration was better than the previous administration. However, like
Participant 2, they described a relationship with administration that seemed, “just okay”
(Participant 4, interview, October 5, 2020). Participant 4 highlighted the lack of structure,
relevant guidance, and timeliness of administration, specifically defining it as a symptom
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of a workload of the principal and a sense of overwhelm from everyone across
administration, stating:
The relationship now I will say is different than the relationship before because I
did have different administrations coming in. As far as now, we have a good
working relationship. I mean, nothing’s perfect you know. I think, being in a
charter school, I think there’s a lot of responsibility for positions and job titles that
normally wouldn’t be in a public education system in my opinion. So, there’s
some strain in that regard, but we do the best that we can. Again, we have a good
working relationship, I feel like I can talk to them and bring up concerns, meet
about it—whatever the case may be. I feel like they’re generally understanding
people. Like I said, nothing’s perfect but it’s not a total disaster either.
As the interview continued and additional questions were asked, Participant 4 shared:
I think there’s too much put on administrators and then that leads to there being
too much put on teachers. Even at the district level, just having things organized,
‘cause even that Schoology—that’s district level stuff that they made individual
school responsibilities. Then it becomes a lot of the teacher’s responsibility. It’s
just at the district level, logistical things just need to be together in a timely
manner and communication has to be—even if that means we have to come up
with some sort of system instead of a person running it…It’s a lot…It’s like a
domino effect. It starts at the district level, then it becomes a lot of responsibility
on admin, then admin feel overwhelmed and so they push that responsibility on
the teachers. Then the teachers get overwhelmed and the students are affected
because they don’t have everything they need because everybody above is
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overwhelmed not having to get everything to them in a timely manner. Then on
top of that you have students who are dependent learners, we’re still trying to get
them to independent. So, they’re a dependent learner depending on us who are
overwhelmed and overworked. Recipe for disaster. (Participant 4, interview,
October 5, 2020)
Participant 1 shared similar sentiments regarding the load of work of school-based
leadership, stating:
I think most of the time as a teacher, you’re kind of in your own little world. So,
most of the time I’m really not interacting one-on-one with an admin unless it’s
for a specific purpose. But it’s usually a quality conversation. I feel like the
[principal] listens—he understands, and he tries to make stuff happen to the best
of his ability. Obviously, he’s a busy man, so I try not to burden him. But for the
most part, I know that he’s there if I need it. (Participant 1, interview, October 7,
2020)
Two participants, Participants 1 and 2 (from a high teacher retention and low
teacher retention average school, respectively), spoke to effective support administration
being a significant positive factor in their retention—specifically instructional coaches.
Participant 1 reflected on the impact of their instructional coach, stating, “I feel like
definitely the instructional coach has played more of a pivotal role in my development
than the mentor teacher has” (Interview, October 7, 2020). When asked, “What about the
instructional coach model has helped you significantly?” Participant 1 shared:
Just someone I can bounce ideas off of and be like, “Hey, I recognize that I’m
struggling to engage students right now. What’s a way that I can do it?” And then
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she can be like, “Okay, why don’t you try Pear Deck? That way they have a low
stakes way to engage with the material.”…I’ll try it and I can go back to her and
be like, “Hey, it didn’t work. What else do you have?”…The instructional coach
is busy, but the majority of her job is to instruct the teachers. So she has more
time for that. (Participant 1, interview, October 7, 2020)
Participant 2 also shared similar reflections regarding the real-time, practical
support offered by an instructional coach:
I had an amazing instructional coach who is [no longer at the school]. My first
year she was coaching me, showing me how to just better address literacy within
science to my kids and just someone I could really look up to. I had a really good
coaching style with [my instructional coach]. (Participant 2, interview, October 9,
2020)
Relevant and Timely Professional Development
Professional Development
Relevant and timely professional development was a positively contributing
theme for two participants, one from a high retention average school and one from a low
retention average school. Teachers from schools with high and low retention rates also
reported a similar frequency and amount of professional development. However, like
having a supportive administration, teachers from schools with high retention rates spoke
with more enthusiasm about the relevance of the professional development than teachers
from schools with low retention rates. Participant 8, from School B (a high retention
average school) shared that the professional development opportunities at their current
school were better than the professional development received at previous schools.

Running head: EFFECTIVE RETENTION STRATEGIES FOR TEACHERS

59

According to Participant 8: “Lately I do feel like [professional development is] relevant
and timely, yes. There have been other schools that I’ve worked at that it’s been
irrelevant, waste of time, we never use it. It’s quite sad. To check a box instead of to
develop the teacher and not to benefit kids. That’s been really disappointing” (Interview,
October 9, 2020).
Participant 5 also shared about professional development—specifically focusing
on culturally relevant professional development:
Over the summer…our school put on a great professional development. It was
almost like a book club…We were analyzing a couple different books about being
a culturally responsive teacher and we were coming together and discussing and
putting ideas out there. Awesome, relevant, because that’s something we should
be striving to do, especially in [the respective city]…Prior to 2017 when I started
at [network of schools], I had not been in a 99% African-American district, so that
was new. There was a lot of learning that needed to happen. The book, “How to
Be a Culturally Responsive Teacher,” we read over the summer changed a lot
of…how I view things and how I…interact with my students on a daily basis. Just
understanding how to give wise feedback. Making sure that you’re definitely
incorporating social emotional learning into daily lessons and virtual Zoom calls
and taking that time. Because understanding that taking that time to help develop
your relationship with them—which is, in return, if you have a good relationship,
then truly anything you ask of them they’ll at least attempt it. That type of
[professional] development definitely was a help. (Participant 5, interview,
October 9, 2020)
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Five teachers shared, contrastingly, that ineffective professional development is a
deterrent of teacher retention. These five teachers represented both high and low teacher
retention average schools. While Participant 2, a teacher from a school with a low
retention average shared, “It’s sometimes relevant and sometimes timely. Like I said
earlier about the school being reactive, it’s like ‘We should have talked about this 3
weeks ago. We should have done this.’ or, ‘It’s too late” (Participant 2, interview,
October 9, 2020). Participant 3 also had a mixed reaction to the professional development
opportunities received at this same school, which had a low retention rate. This teacher
appreciated that their school let them try a different curriculum, but then found the
professional development received was less relevant. Participant 3 described this in the
following way:
I think it depends on the session, definitely it always depends. At the beginning of
the year, at least in the last year, I didn’t like the Engage New York curriculum
that they’ve been using at the school, especially for the senior year Pre-Calculus. I
feel it’s kind of a mess and all over the place, and it’s not best serving our kids.
So, [the administrator] gave me permission to use a different Math textbook. It’s
more of a college-level Pre-Calculus to get the kids ready to go and everything
there, and I felt the structure was a little better. So, I appreciated that there and
that they would let me use that curriculum. But then sometimes, some of the
professional development sessions were just analyzing Engage New York Math
lessons—which I get is what most people use, but I don’t really find it's the most
relevant for me since I’m not using it. (Participant 3, interview, October 9, 2020)
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Mentorship
Mentorship, as a form of professional development, was also explored in
interviews with participants. Mentorship was not identified by any participants as a
positive retention factor, yet two participants both from School C, a lowest teacher
retention average school, spoke about program implementation that did not necessarily
set them up for success, as well as ways that mentorship could be more effective and
serve as a retention strategy. Participant 2 shared:
I had a very not-so-positive experience with that mentor style. …My second year,
while I’m in charge of my department…When I got a mentor teacher my second
year, it was like she would come in, fulfill her requirement, and it was just
wasting my time, was never a fulfilling conversation to be a better teacher. It was
never something that was hitting me and taking me to the next level. It was like,
“I really have to sit here and answer all these questions regarding something that
is not real?” and once you get the sense of, “Okay, this is just fake and checking a
box,” and I saw that kind of happen, so they wanted me to be a mentor…I said I
wasn’t going to be a mentor under that type of bubble. If I’m going to visit
somebody, I would like to have a fluid conversation about what’s going on,
what’s working, not working. Not, “Let’s log this into this program.” So yes…I
had a mentor teacher, but I want to bring you back to when I had a coach. I was
like, “Okay, this is hitting, this is real stuff!” She would come visit me, say this
works, this doesn’t work, and that’s how a mentor teacher should be. (Participant
2, interview, October 9, 2020).
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When asked if this participant had also ever mentored a teacher, the following
was shared:
I do, I got an email on a random day saying, “Oh yeah, this is your mentor,
[participant’s name]”. It’s like, come on. Because I could have sent [mentee] an
email saying, “Hello, I’m your mentor. I’d love to…” But you’re sending him an
email saying, “Oh, by the way, here’s your [mentor teacher],” and it just sounds
so completely…very pass the book type of stuff…He was my mentee last year,
and last year I told him I’m not using that online program. I will take notes like
how I saw my coach do it. I took notes and we would talk and I would send him
the resources he could use immediately and that’s how I did it. (Participant 2,
interview, October 9, 2020)
Similarly, Participant 3 shared a reflection as a mentor teacher:
I just got emailed like a week-and-a-half ago…that I’m mentoring a teacher this
year. I’ve been reaching out to her and I’ve actually been talking to her anyways.
I got her set up. Because we’re doing this distanced learning, I’ve got this little
graphics tablet here that I write on, so it’s essentially just the kids seeing the
whiteboard on my screen. It’s the best way I’ve been able to figure out what to do
with it…So I’ve shared it with her. She called me to help her get it set up and I
had to walk her through it like, “Here is the start menu, you’ve got to go to
OneNote,” how to insert a file and everything. So she was appreciative of that and
then I’ve just been kind of sending emails and text messages just checking-in with
her. I haven’t had the time, just because, to be honest, I’ve been overwhelmed, to
pop into her virtual class or anything like that. But definitely when we’re back in
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school, I’d want to make sure that I’m popping in to see what’s going on in her
class and just kind of help out there, too…see what their lesson structure is and if
there’s any way I can help out with that. (Participant 3, interview, October 9,
2020)
Teacher Induction
Several participants (n=3) agreed that new teacher induction made them feel
welcomed at their schools, regardless of whether a high or low teacher retention school.
Most teachers described a simple induction (n=2), in which they attended a new teacher
meet and greet, meeting their new colleagues and administration. While teachers did not
indicate this process improved or deterred their retention, they all agreed it made them
feel welcome and less nervous entering a new school.
Participant 2 described a more detailed induction process:
At this school they did, which was actually kind of cute, an event called, “New to
the [network name].” The idea was, “Okay, you are new to the school, let's get to
know what the school is about.” I got a binder that’s thick of stuff. I'm thinking
“Oh, this is professional, this is sweet.” Then they had us go around the city. It
was for people who had never been to [city]. They thought it would be kind of
good to plug them into what the city is like so you can do more relevant, real
teaching for [city] students. So, it was really cool. I would say it was like a threeday thing where we just kind of got used to the school and each other. I think it
made me comfortable, especially being that I really wanted to be a teacher and it
wasn’t like just throwing me in the classroom. It’s like a soft landing before you
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get into the two weeks of [professional development] and you’re like “Oh my
God. this is a lot going on!” (Participant 2, interview, October 9, 2020)
Like Participant 2, Participant 4 felt that the induction they received positively
impacted their experience as a new teacher. Participant 4 described a simpler process, but
like Participant 2, Participant 4’s induction left an impression. This teacher described
their experience in the following way:
We did have an induction ceremony coming in. We did have some sort of
celebration, and it made me feel great. It made me feel important like education
matters. Sometimes it feels like people don’t think it matters much. It made me
really feel good about living in what I believe to be my purpose. Unfortunately,
there was a time where I was immature and I was like, “Teaching? Okay, life is
calling me that way, but where’s the money?” But it made me feel more that I was
making a good decision. (Participant 4, interview, October 9, 2020)
Similar to Participants 2 and 4, Participant 6 believed that teacher induction was
important. However, as a former principal, Participant 6 brought a different perspective
to the importance of induction. Participant 6 indicated that it was a critical part of new
teacher training at their school, and before they implemented an induction program,
teachers reported feeling lost at the school. This participant shared:
I do think [induction] is important to have. Once I became principal and teachers
were leaving, there were so many things that the exit surveys said—that [the
teachers] felt kind of lost in the beginning, they didn’t know who to talk to in the
beginning about certain things... That was one of the things as principal I said,
“Okay, we can’t do that anymore.” So literally I made it a point of one-on-ones
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with the teachers. We would have weekly meetings with the new teachers. At
least, even if they did leave, it was not because of that. That [lacking teacher
induction program], I felt like was on the school. Because at a school, no new
teachers should feel like that. Because it’s hard enough to teach and stuff when
you don’t have support or know where to go for certain things, it makes it worse.
Even though I don’t remember me having [an induction], I do think it’s important
because a lot of teachers in a certain amount of time did leave because they didn’t
feel supported in the beginning. (Participant 6, interview, October 8, 2020)
Teacher Preparation
While no participant identified teacher preparation as a promoter or deterrent of
teacher retention, 100% of participants stated that their teacher preparation did not
prepare them for actual teaching. These reflections represented two perspectives: Teacher
preparation not preparing them to teach in an actual classroom as the lead teacher, and
teacher preparation not preparing them to teach in an urban community. Participants
engaged in both traditional and non-traditional preparation programs, grew up in both
urban and suburban communities, and demographically were diverse. Regardless of
identity and school variables, all participants were in alignment regarding teacher
preparation.
Participant 1 shared, “I think [teacher preparation] helped me shape some of my
ideas and helped me be more organized and more focused” (interview, October 7, 2020).
Participant 2 stated, “But nothing can prepare you for that student-teaching experience”
(interview, October 9, 2020). Both former participants engaged in traditional teacher
preparation programs. Participant 3 reflected on preparation, as well:
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When we did our little summer training…I was like, “This is easy, I got
this!”…Then that first week came and it was like I got hit with a Mack truck, so it
gave me a little bit of false confidence from my teacher prep program there…I
think [my teacher preparation] gave me some good classroom management
strategies still. But a lot of it was just kind of learning on the job, like I think back
to my first year as a teacher, which I don’t think I was very good. But I’d like to
think I’ve grown a lot since then. (Participant 3, October 9, 2020)
Participant 7 also shared about their teacher preparation not preparing them—yet
through a cultural lens. This sentiment was shared by other teachers, as well. When asked
about content-specific development in preparation, this teacher shared:
We received content development based on… White theory…I learned how to
learn content as if I was only going to teach White children. So, I became an
expert—college taught me how to—what I was going to teach, to know how to do
it. But it did not teach me how to lift the documentation off the paper.
When asked to explain what white theory and teaching White children meant, this
participant responded:
So, the first half of my career, I taught in White schools. The second half were
Black and then I moved to Nevada and taught Hispanic students, and then I came
back to [city] and now that I’m teaching Black students again…I feel like there is
a huge difference. Huge difference. Black children are harder to teach, because
you have to show them that you care before they’re willing to learn. White
students show up understanding that it is a right to be there and that you owe them
something. Hispanic students show up grateful that they have the opportunity to
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partake in [education]. Teaching Black students, there’s an emotional component
that makes it hard to transcend what you learned in [your teacher preparation
program] based on what you have to do in real life in front of live bodies.
In follow-up, I probed deeper on this participant’s thoughts regarding preparation and the
actual act of teaching—and specifically teaching Black students. Participant 7
expounded, offering a vivid and thorough description to make the point that this was not
taught in teacher preparation programs:
You have to convince [Black students] that they are worth it. You’re doing a
psychological service in an education setting [teaching Black students]. My
preparation—I am huge on building community. For me, what has rendered me
successful in all the different variants of this mess we call education—I have to
get them to understand that no matter what is going on, I have you, I need you
[other education staff] to have them, and then I will carry us the rest of the way. I
need you [other education staff] to make sure that they eat, they’re safe and they
are cared for. If they are not, then you have to let me know. Because I have to
point you in the direction of some services because I need to know what’s going
on with you so that I can really be informed in my instruction. Now, for me here, I
realize…that’s the successful part of the class. You can’t teach Black people at all
until they know you care. You have to do a whole eval process the first 30 days of
school. So, the first 30 days of school, I do a screener. Then I have to teach the
parent. In the first 31 days, I have a process. After the first 31 days, the kids
understand the process, and now I actually have nine months to do my job versus
not doing it that way and then you end up doing that for ten months straight. But
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that is not teaching content. White schools, I didn’t have to do anything but show
up. I showed up, this was my room, these were my kids, this is the lesson plan
format, I’ll see you in June. It was that simplistic, so what I realized is that teacher
burnout is real, but it’s really specific to Black teachers… (Participant 7,
interview, October 9, 2020)
Summary
The purpose of this phenomenological study was to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population, with a large urban Midwestern city as the research focus. To address
this purpose and intent, the following research question was asked: What are effective
retention strategies for teachers in an urban school environment that serves a majority
Black student population? The study’s eight participants were all current teachers at the
four identified schools in the charter network of schools, including four teachers who
taught at the two schools in the network with the highest teacher retention average over
the last three years and four teachers who taught at the two schools in the network with
the lowest teacher retention average over the last three years.
Independent of retention averages, four participants shared the value of their
personal passion for their work—including both passion through lived experiences, as
well as intrinsic motivation to serve marginalized students (e.g. Title I Schools and Black
students in an urban community). Five participants also identified supportive
administration as a strong retention promoter, and two participants identified
unsupportive administration as a deterrent. Effective support administration staff—
specifically instructional coaches—were also identified by two participants. Two
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participants—representing both a high and low teacher retention rate school—indicated
relevant professional development as key to retention, whereas five participants indicated
ineffective professional development as a barrier to retention. Teachers at high retention
average schools did speak more positively and emphatically regarding supportive
administration and professional development, yet this did not necessarily translate into a
key indicator of retention for them or a trend across high retention average schools in
comparison to low retention average schools. Additionally, a teacher at a low retention
average school named turnover for both administration and teachers as a barrier to
retention.
Two additional aspects of professional development were also identified as
having a potential for a stronger impact—mentorship and teacher induction. While they
were not identified as the most significant in the retention of teachers when compared to
other variables, they are worth noting. Similarly, while teacher preparation was not
identified as a lever of retention, participants—also regardless preparation program and
current school—also unanimously agreed that teacher preparation does not prepare one
for the actual act of teaching. Furthermore, several teachers indicated a lack of culturally
relevant teacher preparation, particularly to teach in urban communities.
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CHAPTER FIVE: CONCLUSIONS AND RECOMMENDATIONS
The purpose of this phenomenological study was to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population, with a large urban Midwestern city as the research focus. To address
this purpose and intent, the following research question was asked: What are effective
retention strategies for teachers in an urban school environment that serves a majority
Black student population? Data were collected from eight participants in the form of
semi-structured interviews. The eight participants were all current teachers at four
identified schools in the largest charter network of schools in the city of research focus.
Four teachers taught at the two schools in the district with the lowest retention rate and
four teachers taught at the two schools with the highest retention rate. A five-step process
was used to analyze the semi-structured interview data collected in this study. The five
step process included: (1) data transcription, (2) data organization, (3) data coding, (4)
data validation, and (5) data conclusions.
Communities and districts that serve a majority student population of color—and
particularly Black students—require stronger and community-relevant teacher retention
strategies. High teacher attrition rates are most visible in classrooms in communities of
color, and specifically Black communities (Learning Policy Institute, 2016). Teacher
attrition is most visible in the city of research focus via empty classrooms and significant
teacher shortages which prevent students from receiving a high-quality education, due to
a severe lack of certified teachers and course offerings (Michigan Department of
Education, 2018). In turn, this results in teacher burnout and rapid attrition from the
profession (National Center for Education Statistics, 2012). Teachers, the district, the
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respective community, and students are negatively affected. The findings from this study
may provide helpful information that can contribute to stabilizing retention and ensuring
schools in communities that serve a majority Black student population are fully staffed.
Additionally, the findings of this study can assist with retention challenges in similar
communities across the respective state and across the United States.
This chapter will address the study’s aim, presenting proposed solutions.
Additionally, research will be explored that supports these proposed solutions, as well as
procedures and considerations for implementation. The chapter will close with a final
summary and conclusion based on the research.
Aim Statement
The intent of this phenomenological study is to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population. Furthermore, the findings of this study will be presented within a
teacher retention strategy guide. The guide may assist central office and school leaders in
similar environments across the state and country to stabilize and strengthen retention
efforts.
Proposed Solutions and Implementation
Through this research, four participants identified passion for the work as a
significant positive retention indicator. Five participants also indicated supportive
administration, and two participants stated an effective instructional coach contributed to
their retention. Two participants also stated that relevant professional development was
an indicator. Additionally, through sharing what promoted retention, teachers also shared
what discouraged teacher retention. Over half of participants (n=5) identified ineffective
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professional development as a challenge. Three participants also indicated administration
as a barrier to retention—including two participants specifically identifying unsupportive
administration and one naming principal turnover. Two teachers identified turnover as a
difficult reality—one naming principal turnover and one naming teacher turnover. The
following proposed solutions are derived from this research and are supported by past
research (which will be discussed in more detail in the following section). Proposed
solutions have been organized into three categories: partnerships and recruitment,
administration and support staff framework, and professional development. All proposed
solutions promote teacher retention, which in turn addresses turnover (of both teachers
and school-based leaders)—an identified deterrent for two participants.
Proposed Solution 1: Partnerships with Higher Education Institutions
While the focus of this study is teacher retention, significant factors were presented
that have implications prior to a teacher beginning at a school—including teacher
preparation and motivations of a teacher. Regardless of participation in traditional or nontraditional preparation programs, all participants (n=8) indicated that teacher preparation
did not prepare them for teaching. They described preparation as a very separate
experience and requirement that was required to become a teacher, yet not connected to
their teaching experience. Two specific concerns were raised regarding teacher
preparation programs: Teacher preparation did not prepare them for actual teaching, nor
were they prepared for teaching in urban communities.
Higher Education Institutions (HEIs) are critical in preparing teachers. Participants
indicated more practical and culturally relevant teacher preparation is necessary. While
having the knowledge and skills to lesson plan, scaffold learning, and differentiate
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instruction are necessary for teachers, the theory of how to do this without the
opportunity to practically apply semester over semester is critical. Traditional teacher
preparation programs offer one year of student teaching experience during the last year of
a student’s program. Additional teacher preparation programs attempt to offer a diverse
range of experiences with student teaching, including one semester of placement in an
urban school district and one semester of placement in an urban school district. However,
particularly for teachers who are seeking to teach in urban school districts, one semester
of placement in an urban community is not enough. To make teacher preparation more
practical, school districts can partner with HEIs to offer extended and extensive
student teaching experiences. There is no regulation in any state that in legislation or via
a Department of Education that states a student in a teacher preparation program cannot
begin student teaching or in-school experiences prior to their last year in their program.
To apply the theory students are learning in Colleges and Schools of Education, districts
could partner each semester to offer semester-long engagement opportunities that allow
students to directly apply what they have learned each semester in an actual school
setting. In earlier years, this will be less of student teaching and more of the student
working with the teacher as an apprentice—including activities such as lesson planning,
reflecting on student assessment, and creating and implementing project-based and
student-centered learning opportunities. As college students progress in their program,
rather than providing full-on student teaching opportunities in their last year, student
teaching semester-long placements could begin in their third year. With prior
recommendations, college students will have had two years of in-school/in-classroom
experience with teachers to build skillsets to prepare them for student teaching.
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Beginning student teaching in one’s third year allows for two full years of student
teaching prior to graduating and becoming a certified teacher. This approach could also
solve for a fifth year of student teaching which is offered at select HEIs, yet presents
challenges due to financial responsibilities of an additional year in college—which
inevitably lead to people of color and people of lower socioeconomic status often not
being able to complete five-year programs.
In addition, participants also spoke about a lack of culturally relevant content and
curriculum in their teacher preparation programs. School districts can partner with HEIs
to examine teacher preparation curriculum and evolve to be more culturally relevant.
Not only is this an opportunity for partnership between school districts and HEIs, yet this
is an opportunity for teachers and additional educational staff to have leadership and
contributing experiences which are relevant professional development and leadership
opportunities. To create an even more robust culturally relevant curriculum opportunity,
school districts can partner with HEIs and invite others to the table to create a community
of practice. This table can include: a culturally relevant/anti-racist practitioner that has
expertise in both K-12 and higher education; parents and family members; community
members and community-based organizations, in addition to teachers and staff at the
school district, as well as HEI faculty and staff.
Through research, the first proposed solution focuses on districts creating
partnerships with higher education institutions to offer extended and extensive student
teaching experiences, as well as partnerships to examine teacher preparation curriculum
and evolve the curriculum to be more culturally relevant. While Ingersoll et al. (2012)
argued that focus must be placed on instructional pedagogy that results in student
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achievement to retain teachers, participants shared that teacher preparation was mostly
just that—not including enough opportunities for practical application and teaching.
Furthermore, Berry (2010) highlighted that traditional university-prepared recruits and
National Board-certified teachers are more prepared to leverage data acquired from
standardized testing, differentiate instruction, and also be flexible in real-time with
scenarios that may not be planned yet are great learning opportunities. However, all
participants (n=8), including traditionally prepared teachers, indicated they were not
equipped for real-time teaching because of their preparation.
Drawing from data from the National Bureau of Economic Research, Boyd et al.
(2008) found that providing more extensive clinical training for teachers during their
traditional preparation resulted in higher student achievement. This study included both
traditional and alternative route models. This proposed solution of introducing more
clinical experience is not to say that less pedagogical training should result. Ingersoll et
al. (2012) leveraged the National Center for Education Statistics’ School and Staffing
Survey and Follow-up Survey—the largest and most comprehensive data source
regarding elementary and secondary teachers—which concluded that less pedagogical
training was related to higher attrition rates of teachers. Teacher preparation must include
a both/and—both pedagogical training as well as increased clinical opportunities
specifically in urban communities. It is not enough to create more clinical opportunities,
but specifically opportunities in urban communities. Several participants spoke to the
distinct and unique experience of teaching in urban communities. Participant 7 distinctly
named why there is a difference—naming systematic racism.
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Proposed Solution 2: Hiring Teachers Who Have a Passion for the Work and Are
Culturally Competent
Four out of eight participants reflected on having a passion for their work, as a
teacher. Half (n=2) spoke to passion as a result of their personal lived experiences, and
half (n=2) shared about their passion for opportunity and equity. In teaching hiring
processes, oftentimes schools and districts focus on the transactional skills that
participants spoke to acquiring in their teacher preparation programs. In more complex
processes, schools and districts may probe for a passion for the work and/or cultural
competence. Oftentimes, these latter values can be looked at as additional niceties to have
in a teacher prospect. Passion for the work and cultural competence should be nonnegotiable values that candidates exemplify in the teacher hiring process.
To probe for a passion for the work, questions can be woven into the interview
process to assess a candidate’s passion. Below are scaffolded questions that can help
assess an applicant’s passion for teaching:
● Why do you teach?
● Why do you want to teach in [respective city]?
● Why do you want to teach here at [school]?
● When you think about the necessary knowledge, skills, and mindsets that are
critical for a teacher, what are those?
● What role does passion play in a teacher’s job?
Similarly, a candidate’s cultural competency can be assessed through selection
processes, as well. Several candidates spoke to cultural competency in teaching, yet
Participant 5 made a strong case, stating:
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Being a culturally responsive teacher and understanding how to teach in an urban
district like [city], or any school in [city], it’s not necessarily we have to get 100%
of this content out. You might be able to change a life and make a better person
just by being a person to them. Not being an authority figure or someone like that.
You’ve got to balance the high expectations and the actual care. You know,
Hammond, calls it the “warm-hander.” We have to show care and we have to
show positivity and love to them, but we also have to hold them to high standards.
There are ways to do that. I think teacher retention, if teachers can understand that
and put that into place—you’re going to see a lot of teachers stay in AfricanAmerican districts, especially in cities like [city name]. (Participant 5, interview,
October 9, 2020)
Below are questions and scenarios that are more direct than questions that probe
one’s passion—as cultural competence should be an undeniable baseline for teachers.
Questions regarding passion are more open-ended, as a candidate’s passion could come
from lived experiences, as well beliefs that are independent of one’s lived experiences.
Questions and scenarios regarding cultural competence that can be presented include:
● How do you define cultural competence?
● Why is culturally competent teaching critical?
● Can you provide an example of how you have taught in a culturally competent
way?
● Provide a scenario that is lacking cultural competence and ask the candidate for
reflections on the scenario.
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● Provide a scenario that is rooted in cultural competence and ask the candidate for
reflections on the scenario.
The second proposed solution focuses on hiring practices—hiring teachers who
have a passion for the work and are culturally competent, as a non-negotiable. Two
participants expressed a passion for their work because of personal lived experiences,
while two additional participants named a passion for their work because of a
commitment to opportunity and equity. Locke and Latham (2004) speak to understanding
self-motivation in their work—highlighting that “discovery of what to do to regulate their
own actions may be discovered through having them introspect” (p. 398).
Introspection can be used to ascertain how people energize themselves to
undertake and persist working at specific tasks, especially tasks in which (1) they
experience various types of conflict both within themselves and between
themselves and others, (2) they experience initial failure or goal frustration, and
(3) there are both short- and long-term goals that require consideration.
Introspection can also shed light on what people do to get themselves committed
to tasks. Functional self-talk, self-induced optimism, and efficacy building may be
critical factors. (Locke & Latham, 2004, p. 398)
The tasks identified by Locke and Latham are all too familiar in teaching, and a passion
for this work—a strong intrinsic motivation that is not derived from outside sources—is
critical in teaching. In addition, Day (2004), identifies instances in which teachers engage
at their best capacity. In addition to intellectual, physical, and emotional variables,
passion is an identified quality. Day identifies a passion for teaching as one of our
leadership characteristics of teachers who are most effective and impactful.
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Even more personal is the research of Noonan and Bristol (2020), that highlighted
qualities of parochialism and pride of place as variables that drove a form of bonding
social capital (Putnam, 2000). These two qualities “operate as a uniquely powerful
influence on teaching hiring” (p. 1). Participants 2 and 7 displayed the qualities named by
Noonan and Bristol. More specifically, Noonan and Bristol’s research also highlighted
pride of place being distinct when someone grows up in a particular community—one of
low-income in the focus of their research. The experience of growing up in a community
like the one of focus in their research, as well as this study, facilitated a “strong affinity
for [their] roots, both…where [they] grew up and [the city] generally” (p. 6).
In addition, the second proposed solution names cultural competency as a nonnegotiable quality of hired teachers. As Participant 7 stated, teaching Black students is
unique because of systematic racism. Based in antiracist theory, not being culturally
competent means that a teacher is contributing to systematic racism, and as Kendi (2019)
notes, “The only way to undo racism is to consistently identify and describe it—and then
dismantle it” (p. 7). Racism is both action and inaction in the face of racism, which
means antiracism is the active participation in combating all forms of racism. When
teachers are not culturally component and antiracist, we see unfathomable outcomes for
students and communities—specifically Black students and Black communities.
For example, Paul and Araneo (2018) explored out-of-school suspensions and
expulsions among Black female students. Leveraging Civil Right Data Collection, the
authors found that Black female students in New Jersey were overrepresented in both
out-of-school suspensions and expulsions. The authors additionally contended that the
school push-outs of Black female students increased the likelihood that Black girls will
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enter the school-to-prison pipeline. According to the United States Department of
Education Office of Civil Rights (2014), Black female students in the United States were
suspended at higher rates than females of any other race and ethnicity, as well as most
boys during the 2011-2012 academic year. That rate has remained steady. “The trend of
temporarily denying Black girls schooling for often questionable behavioral infractions
also starts earlier than most reasonable people would believe” (Paul and Araneo, 2018, p.
328). Black girls made up 20% of public preschool enrollment, yet they accounted for
approximately 54% of all preschool girls who received out-of-school suspensions
(Morris, 2016). Although Black girls represent 8% of the K-12 student population, they
accounted for 14% of students receiving one of our out-of-school suspensions during the
2013-2014 school year (United States Department of Education, 2016). Even more
concerning is that 31% of K-12 Black girls were recipients of law enforcement referrals
while attending school and 34% of Black girls were arrested on a school-based charge
(Morris, 2016). This is one example of what is possible and reality when teachers are not
culturally competent, for one specific demographic of Black students, not all Black
students, not all students of color, not all marginalized students.
The prevailing argument is that culturally competent teachers are necessary, at
best, in Black and Brown communities. It is critical that all teachers are culturally
competent—whether they are teaching 100% students of color of not a single student of
color. We know that K-12 students engage in school during developmental years in their
lives—learning knowledge, skills, mindsets, values, and behaviors. Love (2014)
examined how beliefs are established and demonstrated how power operates within
schools alongside racism, racial profiling, and gender stereotypes to criminalize Black
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male students, particularly. With such power and racism in schools, unless teachers are
culturally competent, at the least and committed to ongoing learning and development,
they are furthering racism and teaching their students how to be racist. In turn, children
become adults—and adults further perpetuate racism and systemic oppression. In
contrast, teachers, students, and adults can actively work against racism and systemic
oppression (Kendi, 2019) (or they actively work against it). In addition to parents/family,
students spend the most time in their day with teachers in schools. They learn—what they
learn is dependent, in part, upon the cultural competency of their teachers.
Proposed Solution 3: Clear Vision for the Role of School-based Leader
All participants (n=8) noted the workload and busy nature of principals. Two
participants identified unsupportive administration as a challenge—including that they
did not want to burden their principal with needs and requests, as well as a lack of
structure, relevant guidance. Simultaneously, five participants also identified supportive
administration as a strong retention promoter. All five participants specifically spoke the
nice personal nature and relationship-building that their principals displayed with them
and other staff—all related to staff culture, as opposed to instructional support. Based on
responses from participants, it appears that the nature of the school principal is
administrative. Clearly defining the vision and scope of responsibilities of a school
principal in an administrative capacity, also being responsible for staff culture, allows
the principal to focus and excel based on explicit expectations. Principals cannot be
responsible for both administrative and instructional capacities. Furthermore, budget and
resources must be available for principals to hire staff who are instructional leaders
directly in and solely for the respective school.
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Several participants spoke about their principals being personable, welcoming,
and taking an interest in getting to know them on an individual level. Two participants
spoke to the personable nature of principals and this being the first time they had
experienced this positive relationship between a teacher and principal. For these two
participants, this was a critical factor in their retention (and dissimilar relationships
attributed to their attrition in prior schools). The following list includes strategies
principals can employ to build relationships with teachers and strong staff culture:
● Personally call and welcome teacher upon starting at school
● Create a twelve-month calendar of teacher relationship-building/support
activities
● Create a teacher survey that aligns with twelve-month calendar (e.g. birthday,
first year teaching for purposes of years of service recognition, favorite snack,
hobbies, interests and passions)
● Translate activities calendar and survey inputs into calendar or adaptive-style
system to remember and implement teacher milestones and activities
● In addition to designed relationship and support cadence, ensure touchpoint
(formal or informal) with each teacher at least once-a-month
● In addition to designed relationship and support cadence, ensure at least
quarterly celebration of all teachers
● Solicit low-lift quarterly or semesterly feedback from teachers to continuously
learn and improve relationships and social-emotional support of teachers
The above proposed solution does not require substantial financial resources, but rather
proactive planning and intentional (but minimal) time from a school leader.

82
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The third proposed solution focuses on a clear vision and feasible expectations for
the role of school-based leaders. Boyd et al. (2011) concluded through a study with 4,360
teachers in New York that school administration was the greatest influence on teacher
retention. This research also concluded that school-based administration had an effect on
all participants regardless of tenure, and across those who remained in the profession and
those who left the profession. Similarly, Waddell (2010) explored what causes teachers to
remain in urban schools beyond five years. Conducting research with 378 elementary
teachers from a Midwest city, the role of relationships between teachers and
administrators was identified as a key indicator of retention. While much research has
been done that identifies the critical role of principals for teachers, not much research has
been conducted regarding principal retention, including role expectations and
sustainability of the role.
One study was found that focused on recruiting and retaining rural administrators.
Surveying 40 rural administrators, Wood, Finch, and Mirecki (2013) found that the most
significant indicator of retention for these principals was creating a positive school
culture (4.11 being the median on a 1-6 Likert Scale with 1 being “not at all” and 6 being
“a great deal”). Reflecting on passion for their work and students being a significant
indicator and motivator for teacher retention, creating a positive school culture could be
considered an equivalent of passion for teachers for administrators—with the focus being
on a passion for teachers and creating a positive school and staff culture.
Additionally, positive working conditions were identified as a retention factor for
administrators. According to Cruzeiro and Boone (2009), “interruptions happen
throughout the day and [principals] need to know how to juggle many different tasks at
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the same time” (p. 6). In the same vein, Forner et al. (2012) stated that rural
administration is constantly called on for operational decisions within their districts in
addition to serving as a manager and instructional leader. These same sentiments were
shared by teachers in an urban community through this study. As stated in the respective
proposed solution, it is not feasible or sustainable for a school principal to focus on both
administrative (or operational) tasks, as well as staff culture and instructional coaching.
By creating a feasible and sustainable vision and expectations for the role of a school
leader—including both administrative duties as well as school and staff culture, which is
a key motivator and driver of retention for principals—principals can be retained at
stronger rates and also serve as stronger principals for their teachers. In addition,
reimagining a support staff framework (the sixth proposed solution) also directly
addresses the significant and unsustainable workload of administrators—ensuring
specific support staff are responsible for instructional coaching, which did not appear as a
driver of retention for principals, amongst twelve identified variables.
Proposed Solution 4: Proactive, Transparent, Efficient, and Aligned Central Office
Support
A lack of timeliness of administration was also mentioned by several participants.
One participant noted this as a symptom of the workload of the principal and stated a
perception of this overwhelm as a result of the top-down relationship with their central
office. This is not unique to this network of schools. The hierarchy of a central office and
schools often presents requests and needs passed down from central office to schools.
Central Office staff implementing a collective input process (including school leaders,
teachers, and school-based staff) that produces a roadmap for all requests, needs, and
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critical dates can result in a more proactive, transparent, efficient, and supportive
relationship between central office and schools. In addition to the direct implications for
principals, this cadence allows school leaders to appropriately and in a timely fashion,
communicate needs and requests to their teachers and staff.
This is not to ignore the reality of time-sensitive nature of matters that arise, yet
by proactively planning, this allows much more room and cushion for real-time matters
that arise. The following is an eight-step process that central offices can employ that will
better align support of central office with school leaders and school-based staff.
1. Central office staff review all processes, protocols, and create a roadmap of
requests as well as informational updates for school-based leaders and
respective staff
2. Central office staff review roadmap at the intersection of the school-based
calendar and context of the school year, making appropriate adjustments
3. Central office staff review roadmap with school principals to receive feedback
and input
4. Central office staff update roadmap based on school principal feedback and
provide to school leaders to conduct a review with their respective school staff
5. School-based leaders review roadmap with respective school staff to receive
feedback and input
6. School-based leaders engage in final review meeting with central office staff
to share feedback from respective schools and align on final adjustments
7. Central office provides final roadmap of school year to school principals and
staff prior to beginning of in-service for respective school year
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8. Central office and school principals conduct quarterly review process of
roadmap, including feedback from school-based staff regarding what is going
well, what needs to be improved, areas with lack of clarity, etc.
The fourth proposed solution calls for proactive, transparent, efficient, and
aligned central office support. Included within working conditions that rural
administrators named as deterrents of retention, work without the support of central
office personnel and additional administrative staff was identified (Cruzeiro and Boone,
2009). Central office staff implementing a collective input process that produces a
roadmap, involving both school principals and school-based staff in this process for
feedback and input, can result in better support from the central office. Furthermore, this
central office support is not enough alone. Again, reimagining a support staff framework
(the six proposed solution) is critical. Addressing both central office support and support
staff in turn addresses both top-down and bottom-up working conditions for school
leaders.
Proposed Solution 5: Reimagine Support Staff Framework
While principals cannot be responsible for both administrative and instructional
capacities, participants clearly indicated that their principals’ greatest value add
surrounding culture and relationships with staff. Budget and resources must be available
for principals to hire staff who are instructional leaders directly in and solely for the
respective school. Several participants spoke to the value-add of instructional coaches in
their school. Two participants specifically regarded their instructional coaches as a key
factor in their retention. The practical nature of instructional coaches and their ability to
specifically support teachers in their development as better teachers, the one-on-one
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coaching, and the opportunity to apply, reflect, debrief, and continue working is of great
value. Ensure each school has instructional coaches with content- and grade-specific
knowledge that solely support teachers in growing their craft.
Furthermore, teachers expressed that assigning mentors strictly for social
purposes or to “check boxes” was not helpful, yet mentors who can also practically
support teachers in becoming better was necessary. Otherwise, the mentorship program
was of no value and took away from time, capacity, and resources, timely
implementation. While many mentor programs at schools appear to be designed to fulfill
a social support need, teachers shared that principals fill the role of social support—and
based on their perception, this seemed to be all principals can afford to fulfill outside of
administrative requirements. School-based mentorship programs should focus on
practical teaching support for mentees, and must be implemented intentionally and in a
timely fashion. By mentors providing practical feedback that can help teachers navigate
their new roles in their school, with their students, and as new-to-the-career teachers, this
can also take capacity constraints off of instructional coaches (as one participant noted
their coach was very busy). Mentors serving in a more practical development capacity for
teachers also serves as a professional development and leadership opportunity for mentor
teachers.
Additionally, two participants spoke to the lack of timeliness, poor execution of
and lack of intentionality in matching and introducing mentors and mentees. Intentional
matching of mentors and mentees, as well as timely execution that allows the mentor to
take a more active role in initial outreach can lead to overall more conducive and
effective implementation and support.
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The fifth proposed solution calls for a reimagining of support staff—including
both instructional coaching staff that is content- and grade-specific, as well as a schoolbased mentorship program that focuses on practical teaching support for mentees, as well
as intentional and timely implementation. If school principals are to focus on
administration (or operations) and staff culture, specific roles must focus on instructional
support for teachers. With an instructional coach and mentor teacher support staff
framework, this creates both a deep, intentional focus on instructional development of
teachers, as well as lower-lift supplemental coaching. Focusing on instructional coaches,
much of the research surrounding instructional coaches focuses on what instructional
coaches can do, ultimately, for students and student achievement (Keller, 2007) and
training for coaches (Will, 2017)—rather than their impact on the retention of teachers.
These administrative support staff (instructional coaches) offer an enhanced approach to
professional development that can assist teachers in improving classroom instruction and
result in greater student achievement and overall school improvement (Mead, 2012;
Reddy et al., 2015; Sawchuk, 2016). Gulamhussein (2013) described instructional
coaching as a “job-embedded professional development approach,” a strategy to address
limitations of space- and time-confined professional development sessions.
Reddy (2017) identified instructional coaching as a role and function “primarily
designed to support teachers’ continuous [professional development]” (p. 104). Reddy’s
(2017) research also identified foci of coaching—including prioritizing instructional
needs of teachers, establishing goal-driven plans for support, modeling for teachers,
facilitating teacher practice, and providing ongoing and consistent feedback to promote
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high-fidelity instructional coaches (Denton and Hasbrouck, 2009; Erchul, 2015; Kruz,
Reddy, & Glover, 2017; Showers, Joyce, & Bennett, 1987).
Most research on mentorship focuses on mentorship for student teachers as
teacher candidates—not as teachers who are new to the profession or a community. Boyd
et al. (2008) conducted a study in which teacher mentorship was probed as a factor of
retention, yet mentorship for teachers was neither a statistically significant positive nor
negative variable in teacher retention. Given what we know about school culture as a
significant factor in teacher retention (Wood et al., 2013), one would imagine that a
mentorship program for a new teacher mentorship program would strongly contribute to
culture. However, two participants in the respective research study reflected on program
implementation that was lacking in quality, as well as ways that mentorship could be
more impactful and positively contribute to teacher retention. Smith and Ingersoll (2004)
examined the role of induction and mentoring in first year teacher attrition. Results
indicated that first year teachers who were provided with mentors in the same content
area and also participated in a teacher induction experience were less likely to leave their
school or the profession in their first year.
“Most scholars agree that [instructional] coaching is a job-embedded,
individualized, data-driven, and sustained practice (e.g. Denton and Hasbrouck, 2009;
Glover and Reddy, 2017)” (Reddy, 2017). While instructional coaches are becoming
more prevalent in schools, through their research, Reddy et al. (2019) identified
implications for future research—including research to better operationalize, assess, and
evaluate implementation. While foci of instructional coaches can vary and research
showed the role to be effective based on comments from participants in this study, more
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research is required to fully understand how to maximize the impact of this role—for
teachers, coaches, and full schools.
Proposed Solution 6: Team-centric and Community-Oriented Teacher Induction
Independent of whether teachers experienced teacher induction, had a simple
induction engagement, or a multi-faceted induction process, all participants (n=8) agreed
that teacher induction can be a positive experience and make teachers feel more
connected to their school. This indicates that a complex, lengthy process is not
necessary—yet an induction program in place is critical for teacher retention. Four
valuable components of teacher induction surfaced through interviews: a welcoming
space; the opportunity to get to know colleagues; a space that, whether directly or
indirectly spoken, communicated to them that teaching was important and mattered;
and a community orientation that was particularly valuable for teachers who were not
from the respective community. With these four components in mind, administration can
ask four questions to help develop or assess their respective school induction process:
● How does induction welcome new teachers?
● How does induction provide opportunities for new teachers to get to know their
colleagues?
● How do we communicate/show new teachers that their profession is important
and matters?
● How does induction help new teachers get to know the community—both places
and people?
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Whether three days or one week, an induction process that strongly responds to the four
aforementioned questions will help set the tone for new teachers that creates a lasting
impact—and a positive one that contributes to retention.
The sixth proposed solution calls for team-centric and community-oriented
teacher induction. While teacher induction experiences may vary, creating a welcoming
space, opportunity to get to know colleagues, communicating (directly and/or indirectly)
that teaching is important, and ensuring community is integrated into this experience is
critical. Focusing on the former suggested aspects of teacher induction or strictly the
latter (being community orientation) could create a strong culture within a school that is
independent of and not inclusive of community—which is harmful for students and
families. Focusing strictly on community orientation and not the former aspects
encourages teachers to engage with and appreciate their community, yet not their
colleagues and more practical matters which participants clearly communicated is a
critical factor in all development (practicality).
Fenwick and Weir (2010) conducted a longitudinal study set in national and
international contexts, and found that teacher induction and early professional learning
were identified as critical to teacher retention. The absence of teacher induction and early
professional learning was a signifier of a lesser likelihood of a teacher continuing at
his/her school. Furthermore, a lack of support after induction and the continuity of
learning and support deterred teaching professionals from remaining in the field of
education. Connecting learning and support, Smith and Ingersoll’s (2004) research
indicated that content-area mentorship paired with a teacher induction experience
contributed to strong retention of first-year teachers. Canrinus et al. (2012) explored
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professional identity of teachers—naming self-efficacy, job satisfaction, motivation, and
commitment as indicators. More specifically, the support a teacher receives (or does not)
influences the aforementioned indicators. They argued that professional identity of a
teacher can be strengthened by focusing on variables such as support and relationship
satisfaction. Intentional and comprehensive teacher induction is a strong initial step in
addressing these factors (Canrinus et al., 2012).
Proposed Solution 7: Teacher- and Student-Centered Professional Development
While two participants named professional development as a positive indicator of
retention, ineffective professional development was identified as the most significant
deterrent of teacher retention by participants (n=5). Teachers require relevant, practical,
timely, and culturally relevant professional development that not only develops them as
teachers, yet ultimately benefits their students. Relevant professional development
means the respective development is applicable for each participating teacher. Practical
professional development is learning that can be applied by a teacher in his/her
classroom, and is not just theory. Timely professional development ensures learning is
applicable for the future and is not retroactive—designed and timed with context and
calendar in mind. Culturally relevant professional development includes a combination of
knowledge, mindsets, and skills that strongly connect the dots between a teacher’s
learning in the development and the act of teaching and supporting students. When
culturally relevant development becomes too theoretical or is too action-driven without
context, it is not as impactful. In addition to qualities of professional development, one
participant shared that colleagues had requested that this particular teacher lead
professional development. In other instances, as participants reflected on useful support
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in mentoring relationships, teachers were leading the learning. Teachers clearly indicated
that professional development should make them stronger as teachers and, ultimately,
benefit their students.
The following is a six-step process that can be utilized by school-based and
central office administration when planning and implementing professional development
for an academic year.
1. Survey teachers to learn what professional development they need and are
interested in
2. Include an opportunity to participate in the Professional Development
Committee in aforementioned survey
3. Create a Professional Development Committee that includes administration,
teachers, and additional staff (and possibly others)
4. Create a professional development roadmap for the year (informed by teacher
feedback and committee leadership)
5. Professional development should be led by teachers alongside other experts
and administration (not solely with teachers as the learners, but as facilitators,
as well)
6. Feedback should be solicited after each professional development engagement
to assess effectiveness based on the aforementioned tenets in addition to
session-specific goals and objectives
In addition, Table 3 includes questions and possible solutions that can aid in
assessing and improving a planning a professional development roadmap.
Table 3
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Professional Development Assessment and Improvement
Pillar
Relevant

Question to Ask
Is this teacher relevant for every teacher
participating?

Possible Solution
Differentiate professional
development—some sessions will be
whole-group while others are
differentiated by content area, grade
level, and possibly even tenure and
teacher proficiency level in specific
development area

Practical

Can this be applied in the classroom by
teachers?

Timely

Does this professional development session
occur in a timely manner prior to this skill
needing to be utilized or a relevant time
marker in the school year?

Culturally
Relevant-Lens
for all
Professional
Development

Is each professional development session
culturally relevant or responsive?

Review professional development
and identify sessions that focus solely
on theory—connect to how it can
then be applied in the classroom to
further build out session design
Adjust professional development
schedule to provide ample time for
knowledge and skills to be learned
and internalized prior to necessary
implementation
Adjust, assess, eradicate, and
introduce professional development
that allows you to answer “yes” for
each session

Culturally
Relevant
Professional
Development

Do our students, families, and community
influence and/or engage in our professional
development?
Do we have professional development that
introduces, builds, and/or encourages the
knowledge, mindsets, and skills of
culturally competent teachers?
Does culturally relevant-focused
professional development connect the dots
between a teacher’s learning in the
development session and the act of
teaching?

Revise professional development
roadmap that allows you to answer
“yes”
Use the summer to build knowledge
and mindsets (e.g. a book club), and
begin introducing skills in a timely
manner that account for in-service
and start of school year preparation
(e.g. exploring books that are
culturally relevant for students and
ordering implications)
Introduce culturally relevant hard
skills no later than in-service
Embed culturally competent
knowledge, mindsets, and skillbuilding throughout entire academic
year
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In addition to the aforementioned strategies to ensure teacher- and studentcentered professional development, a specific text that can greatly assist in developing
culturally competent teachers and teaching are Between the World and the Urban
Classroom by Chris Emdin (2017). Borrowing from the ideas of John Dewey, schools
and classrooms are a reflection of the world. Therefore, in order to make sense of urban
classrooms, teachers must make sense of the world. This book includes nine critical
essays—each explicitly naming oppression and addressing it in the context of urban
schooling. Each essay helps readers perceive an unveiled world through a critical lens,
problematizing long-held beliefs about urban classrooms; and also parallels an event and
urban classrooms, providing a better understanding of the microstructures that exist in
urban classrooms.
The seventh and final proposed solution calls for teacher- and student-centered
professional development that is relevant, practical, timely, and culturally relevant.
Fenwick and Weir (2010) examined the impact of professional development on
beginning teachers. Conducting a longitudinal study set in national and international
contexts, teacher induction and early professional learning were identified as critical to
teacher retention. Rodgers and Skelton (2014) also examined the specific roles of
professional development and mentoring as it relates to teacher retention. Ongoing staff
development was noted as critical in retention: “Staff development must be more than a
one-time initiation opportunity, a constant evolutionary educational training experience”
(p. 8). This latter statement connects Fenwick and Weir‘s (2010) research that identified a
continuity of learning and support for teachers as a critical factor of teacher induction in
connecting to ongoing professional development.
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Garet et al. (2001) provided the first large-scale empirical comparison of effects
of various characteristics of professional development on teachers’ learning, utilizing a
national probability sample or 1,027 Mathematics and Science teachers. Three qualities
were identified that positively affected self-reporting increased knowledge, skills, and
changes in classroom practice by teachers: focus on content knowledge, opportunities for
active learning, and coherence with other learning activities. Additionally, from these
qualities, structural features were identified that also have a significant impact on teacher
learning: the form of the activity (e.g. study group versus workshop); collective
participation of teachers from the same school, grade, and/or subject; and duration of
learning. Garet et al.’s (2001) research aligns with the respective study participants
identifying a need for relevant, timely, and practical professional development that is also
student-centered.
Boylan’s (2016) research focused on teachers leading professional development.
In addition to direct user design (created and facilitated by teachers, for teachers),
teacher-led professional development provides opportunities for teachers to initiate and
facilitate learning activities within and beyond their own schools. Boyd argued that
teachers’ leading development constitutes a form of adaptive leadership “involving
innovating and organizing professional development within arenas of leadership, through
the processes of mobilizing, brokering and the creation of networks” (p. 86). Facilitating
professional development requires both connection to local and system-wide needs and
concerns. This study demonstrated the value of teacher-led professional development,
which can result in the development of a cadre of teacher system leaders that are adaptive
leaders.
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This study highlighted a need for professional development for teachers that is not
only relevant, practical, and timely, but is also culturally relevant. In 1992, Gloria
Ladson-Billings coined the term “culturally relevant” and went on in 1995 to describe
this pedagogy with additional detail and context in “But That’s Just Good Teaching! The
Case for Culturally Relevant Pedagogy.” She argued for its centrality in the academic
success of Black and otherwise marginalized children who “have not been well served by
our nation’s public schools” (p. 159). She called on the work of Native American
educator Cornel Pewewardy (1993), who asserted that one of the reasons Native children
experience difficulty in schools is that “educators traditionally have attempted to insert
culture into the education, instead of inserting education into the culture. This notion is,
in all probability, true for many students who are not part of the White, middle-class
mainstream” (p. 159). Gladson-Billings named that culturally relevant teaching, as one
example, could address the discontinuity between what students experience at home and
what they experience at school.
Howard (2001) acknowledged the limitations of research surrounding culturally
relevant teaching—naming the lack of representation of student voices in research and
evaluation. His research examined students’ perceptions and interpretations of culturally
relevant teachers within urban communities—specifically engaging Black elementary
students as research participants. Student responses indicated that culturally relevant
teaching had a positive effect on student effort, engagement in class content, and were
consistent with theoretical principles of culturally relevant pedagogy. Three key findings
were identified regarding preferred student environments: “(1) teachers who displayed
caring bonds and attitudes toward them, (2) teachers who established community- and
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family-type classroom environments, and (3) teachers who made learning an entertaining
and fun process (p. 131). Participants 5 and 7 spoke directly to these student-identified
components; and Participant 7 shared that school colleagues requested that the respective
teacher lead professional development aligned with their “First 30 Days” plan which
rested upon the aforementioned three pillars identified by Black students through
Howard’s (2001) research.
Lastly, the unequivocal case for culturally relevant teaching can be brought home
via Green’s (2019) research. Green asserted, “Schools in America may provide
opportunities for upward mobility while also perpetuating social inequality…Conditions
found in many schools and classrooms are often a microcosm of the same conditions and
factors present in the broader American society” (p. 371). Green then identified the
school-to-prison pipeline as a pattern in the United States of pushing marginalized
students, in great part, Black students, out of school and into the criminal justice system.
Research specifically explored if mentorship in the lives of marginalized students could
affect their trajectory by moving toward a pedagogy of liberation that challenges the
inequities and contradictions in educational institutions. While these skill sets can be
powerful and necessary for students, teachers should academically, socially, and
emotionally enrich the lives of students—not create systems which oppress and
criminalize them, nor systems where students must engage in professional development
to protect themselves from their teachers.
Timeline for Implementation of the Proposed Solutions
Change takes time, it is not abrupt, and teacher-, student-, and communitycentered change takes collaboration and even more time. The context of every school,
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district, and community is unique. Furthermore, implementation of some proposed
solutions is dependent on implementation of other proposed solutions. Table 4 provides a
three-year timeline that provides a starting point to plan the seven proposed solutions, as
well as ongoing and embedded user-centered evaluation.
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Table 4
Implementation and Evaluation Timeline for Proposed Solutions

Y1

PS 1

PS 2

PS3

PS4

PS5

PS6

PS7

Establish partnership
with HEI and plan

Evaluate hiring
materials for passion
and cultural
competency

Central office solicit
feedback from
school-based
principals and
conduct
audit/evaluation of
role to identify what
non-administrative
and staff culture
responsibilities can
be absorbed by
central office

Conduct collective
input process that
produces a Central
Office Support
Roadmap for
academic year prior
to in-service

Assess support staff

Invite mentor
teachers to engage
with school-based
and central office
administration to
design teacher
induction

Central office and
school-based
principals survey
teachers

S1

Y1

Begin curriculum
work

Integrate proposed
hiring questions and
scenarios
Utilize updated hiring
materials

Assess curriculum
work at end of
semester

Assess new hiring
materials based on
quality of interviews

S2

At end of hired
semester, assess
hiring material
efficacy at
intersection of
teacher assessment
for passion for
cultural competency
Update hiring
materials based on
evaluation

Central office and
school-based
principals collaborate
to implement PS4 and
PS5

Implement Central
Office Support
Roadmap
Solicit feedback from
school-based
leadership and staff to
inform pivots and
continued
implementation
Continue to
implement feedbackinformed Central
Office Support
Roadmap
Solicit feedback from
school-based
leadership and staff to
inform pivots and
continued
implementation for
following year

Identify staffing and
budget implications
Integrate implications
into collective
bargaining, budget,
and additional
processes
Continue support
staffing processes to
onboard additional
support staff
following school year
Invite mentor
teachers to engage
and plan accordingly
for practical mentor
support and
intentional matching
Mentor teachers first
outreach immediately
precedes in-service
Mentorship
implementation
Solicit feedback from
mentors and mentees
to inform pivots and
continued
implementation for
academic year

Design teacher
induction ensuring
alignment with
mentorship program
Launch teacher
induction prior to inservice and integrated
into in-service
(possibly extending
beyond in-service, yet
not required)
Solicit feedback from
mentors and mentees
to inform pivots and
continued
implementation next
academic year
If a new teacher
begins during second
semester, integrate
into mentorship
program and invite to
teacher induction
following semester,
also ensuring
objectives of teacher
induction are

Launch Professional
Development
Committee, including
administration,
teachers, and
additional staff (and
possibly others)
Create Professional
Development
Roadmap for the
school year
Professional
development
implementation
Solicit feedback after
each engagement to
assess effectiveness
Solicit summative
school year feedback
to inform planning
for next school year
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Continue curriculum
work

S1

Y2

Begin student
placement with third
year students
Continue curriculum
work

S2
Y3
S1
Y3
S2
Y4

Continue student
placements
Assess curriculum
work and student
placements
Integrate early hire
offers for qualified
student teachers

S1
Y4
S2

School-based
principal role pivots
to solely
administrative and
staff culture
Central office and
school-based
principals collaborate
to implement PS4 and
PS5
Collective feedback
and evaluation
process including
central office,
principals, and
school-based staff to
inform pivots and
continued
implementation for
following year
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Reimagined support
staff framework
implementation

executed with mentor
teacher and mentee
during this respective
semester

Invite mentor
teachers to engage
and plan accordingly
for practical mentor
support and
intentional matching
Mentor teachers first
outreach immediately
precedes in-service
Mentorship
implementation
Solicit feedback from
mentors and mentees
at end of semester to
inform pivots and
continued
implementation for
remainder of
academic year
Solicit feedback and
conduct evaluation
for support staff
framework to inform
pivots and continued
implementation for
following year

Y=Year S=Semester PS=Proposed Solution
Note: Solutions that span across semesters indicate semester-over-semester implementation, not only cycle of implantation across a span of several semesters.
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Implications
Practical Implications
High teacher attrition rates are most visible in urban districts that serve highminority and high-poverty student populations. High teacher attrition rates are most
visible in the city of research focus via empty classrooms and notable teacher shortages
which prevent students from receiving a high-quality education (Michigan Department of
Education, 2018). At School D, the three year retention average of teachers was 67%.
Only six out of ten teachers remained after three years. Across all three years and ten
schools in the respective network of schools, only one school one school year had 100%
teacher retention. This research can contribute that more students receive a high-quality
education every day, year over year.
The instability of talent workforce in any industry, let alone education, is not
healthy—in this case, for students, the respective school and network, nor teachers as
professionals. Furthermore, teacher shortages result in teacher burnout due to the added
capacity placed on teachers who do remain in their school or district (National Center for
Education Statistics, 2012). This research can contribute to stabilizing a workforce that
has been hemorrhaging talent nationally, yet has hit particularly hard in the respective
community of research focus and network of schools. Furthermore, as Goings and Bianco
(2016) found in their study of 22 Black male high school students, positive interactions
with supportive teachers were a contributing factor in students seeing themselves as
potential future teachers. Not only can this study contributing to stabilizing a current
workforce, yet can also contribute to a future workforce.
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From a financial standpoint, each time a teacher leaves a district, replacement
costs are imposed on the given district. In 1997, the cost to replace a teacher in a large
urban district was nearly $18,000, resulting in a national cost of over $7 billion. In 2007,
with inflation calculated, this replacement cost more than $8 billion. More than a decade
later, based on economy trends and inflation, it is conservative to say that this cost
equates to more than $9 billion (Learning Policy Institute, 2016, p. 42). Not only could
significant reductions in cost be achieved as a result of this research, yet budget could be
re-purposed to easily finance all proposed solutions through this study.
The above practical implications strictly account for the transactional retention or
attrition of teaches. Through a human-centered lens, proposed solutions can lead to:
● Increased collaboration between K-12 institutions and Higher Education
Institutions
● Additional recruitment opportunities for districts via longer-term student teaching
placements and also with current students as future teachers
● More passionate, culturally competent teachers who academically, socially, and
emotionally enrich their students and actively work against racist systems and
structures
● A reduced school-to-prison pipeline for Black students
● More sustainable roles for and stronger retention of school-based administration
● More supportive, productive, and positive relationships between central office and
schools
● Additional instructional coaches which will lead to stronger, more developed
teachers
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● Less teacher attrition amongst first and early year teachers via teacher induction
and mentorship
● Additional leadership opportunities for teachers who are mentors and/or leading
professional development
● More effective and impactful professional development which in turn serves both
teachers and students (as well as their families)
The findings from this research not only have the potential to contribute to further
progress in stabilizing retention and fully staffing schools in the respective community,
they can assist in similar communities across the state where the study was conducted and
across the United States. Furthermore, the findings of this study include strategies that
create a more culturally competent, antiracist society—beginning with our schools.
Implications for Future Research
This study’s research question was answered, resulting in seven proposed
strategies. While findings and recommendations are clear, a few retention indicators and
strategies arose that have little to no research existing in the field. For instance, when
school districts and Higher Education Institutions partner to create more culturally
relevant curriculum, how will they teach college students in theory and create
opportunities to allow them to responsibly and equitably explore and test out their
teaching abilities? Research to ensure no harm done to students, including learning on the
backs of Black students, is a moral obligation.
While much research has been conducted that identifies school-based
administrators as a critical factor in a teacher’s retention, not much research has been
published that identifies critical factors in a principal’s retention. Just as school-based
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leadership is largely responsible for teacher retention, central office staff must be
responsible for school-based administration and actively work to strengthen retention.
Additional research is needed in this area.
Instructional coaches were identified as a key support in teacher’s development
and retention. However, there is not much research regarding a cohesive framework for
coaching, professional development for instructional coaches, or for evaluation of
instructional coaches. Reddy (2017) also identifies this as an implication for future
research, yet begins to identify variables to be assessed. Also as a support staff role,
limited research was found regarding mentorship programs for full-time, certified
teachers. Most research regarding mentors centered on student teachers. Additional
research in this area could also be helpful—both for mentor teachers and mentee teachers
alike.
Limited research exists that describes the characteristics of teacher- and studentcentered professional development. Research that outlines a full academic year
continuum of what professional development that is relevant, timely, practically, and
culturally relevant looks like—from planning through implementation, accompanying
timeline, as well as evaluation.
Lastly, more culturally relevant teaching research by Black researchers is
necessary. Most research that exists in this arena is transactionally and quantitatively
conducted—and often included in an exhaustive list of variables. Black researchers,
student- and family-driven qualitative research must be more prevalent in academia. In
addition, a landscape scan of Black individuals and Black-led organizations who lead
culturally relevant professional development, work in an ongoing manner with schools
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and districts, and offer various culturally relevant services and resources could greatly
benefit the field—as there are far more present than currently represented through the
research.
Implications for Leadership Theory and Practice
Boyd et al. (2011) conducted research surveying 4,360 teachers in New York,
focused on preparation, school characteristics, teaching practices, and goals. They
concluded that school administration was the most significant influence on teacher
retention. Similarly, Waddell (2010) examined what caused teachers to remain in urban
schools beyond five years—sampling 378 elementary teachers from a Midwest city with
four to six years of teaching experience. While several factors were investigated, the role
of relationships between teachers and administrators was highlighted as a key indicator of
retention. These findings are aligned with human capital theory, which tells us that
professionals make career decisions based on their perception of investment in them as an
individual (Tye & O’Brien, 2002).
Waddell (2010) also found that the more frequent the positive and constructive
involvement with a teacher and investment in him/her, the greater the likelihood of their
retention. While principals of teacher participants represented an array of leadership
styles and instructional capacity, yet relationships with mutual respect, appreciation, and
empowerment were a common theme. This finding of positive involvement and
investment in a teacher was supported via the respective study by participants, which led
to a recommendation for staff culture to be one of two primary focuses of a school
administrator’s scope of work.
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Based on aforementioned research, the characteristics of servant leadership fit the
profile of a leader that results in satisfied and retained employees, including teachers. In
“Teacher Retention and Satisfaction with a Servant Leader as Principal,” Shaw and
Newton (2014) also identified common characteristics of this style of leadership,
including love, humility, altruism, vision, trust, empowerment, and service. Their
research found a significant positive correlation between teachers’ perceptions of their
principals’ level of servant leadership and teachers’ job satisfaction. Robert Greenleaf
(2002) defined servant leadership as leadership that focuses on serving the employee (the
teacher), the customer (the student), and the community (the large Midwestern urban city
of focus in the study). Elements most unique to servant leadership, in comparison to other
leadership theories, include the moral component, focus on serving followers, concern
with the success of all stakeholders, and self-reflection (Keith, 2014).
While the preliminary literature review focused on leadership theory at the
intersection of school-based administration, teachers are also leaders of their classrooms
and amongst their colleagues (e.g. department chairs, mentors, professional development
facilitators). The study’s four participants who identified passion as a retention factor
exuded servant leadership. As Keith (2014) highlighted, characteristics most unique to
servant leadership, in comparison to other leadership theories, include the moral
component, focus on serving followers, concern with the success of all stakeholders, and
self-reflection. The focus on serving followers for their own good (student growth), as
well as the good of the organization (or community), allows a servant leader to form
long-term relationships and also encourage the growth and development over time to
reach their utmost potential. Being concerned with the success of all stakeholders
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includes not only those with whom a servant leader most immediately or most often
engages, yet those whom a leader may not directly engage with or ever meet, as well as
those who are least privileged. Lastly, self-reflection assists in keeping a servant leader
grounded and humble (Keith, 2014). All participants who spoke to passion named these
values; and Participant 5 consistently spoke to self-reflection in this manner.
Lastly, while school-based administrators are leaders, participants’ indication of
overwhelmed and burdened principals speaks to the critical need for leaders to also be
supported. While leadership theory focuses on how individuals lead, it is critical that
focus also be placed on how to support leaders at the intersection of leadership profiles
and in various contexts.
Summary of the Dissertation in Practice
The purpose of this phenomenological study was to identify effective retention
strategies for teachers in an urban school environment that serves a majority Black
student population, with a large urban Midwestern city as the research focus. To address
this purpose and intent, the following research question was asked: What are effective
retention strategies for teachers in an urban school environment that serves a majority
Black student population? Semi-structured interviews were conducted with eight teachers
across four schools in the charter network of focus. The eight participants were all current
teachers at the four identified schools in the respective network. Four teachers taught at
the two schools in the district with the lowest retention average over the last three years,
and four teachers taught at the two schools with the highest retention average over the
last three years.
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Through semi-structured interviews, participants were asked what supported them
in their work particularly in regard to teacher preparation, their relationship and
engagement with administration, and professional development (reference Appendix B).
Positive teacher retention indicators included passion for their work, supportive
administration, effective instructional coaches, and relevant professional development. In
addition, negative teacher retention indicators were also identified, including ineffective
professional development, unsupportive administration and turnover of principals and
teachers. These findings were all supported by the literature.
As a result of findings, seven solutions were proposed, which focus on:
1. Partnerships with Higher Education Institutions
2. Hiring teachers who have a passion for the work and are culturally competent
3. Clear vision for the role of school-based leader
4. Proactive, transparent, efficient, and aligned central office support
5. Reimagining support staff framework
6. Team-centric and community-oriented Teacher Induction
7. Teacher- and student-centered professional development
A four-year implementation plan, timeline, and evaluation plan are offered with the
contextual disclaimer that every school, district, and community is unique. It is critical
that teachers, school-based administrators, support staff, teachers, students, parents and
families, and community have clear roles in influencing, implementing, engaging in, and
evaluating these proposed solutions.
This research and proposed solutions present an opportunity to stabilize and
strengthen teacher retention in the respective network of schools and similar communities
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across the respective state and country. In addition to the impact on the profession as a
whole and teachers, as professionals, the impact for students is substantial. What is even
more compelling is the case for culturally relevant teaching, which can create culturally
relevant, equitable, antiracist, affirming environments for Black students that not only
allow them to receive an excellent education, but do not place them in the school-toprison pipeline or other oppressive systems. To create equity and opportunity that has
lifelong implications for students is profound—a moral imperative.
This study also highlighted opportunities for future research. Further research is
necessary to determine how student teachers can be provided with opportunities to learn
while not testing their culturally relevant teaching abilities in a harmful manner. Further
research is also necessary to determine retention variables and strategies for school-based
administration retention. While much focus in research is placed on leadership profiles of
administrators and human capital theory that benefits teachers in a principal-teacher
relationship, it is critical to examine school-based principals as professionals who also
require support and retention efforts. Future research could be helpful surrounding a
cohesive framework for coaching, professional development for, and evaluation of
instructional coaches. Additional research is necessary regarding mentorship programs,
as well. Limited research exists that identifies qualities of teacher- and student-centered
professional development, as well as how to plan, implement, pace, and evaluate. Lastly,
more culturally relevant teaching research by Black researches and informed by Black
students, parents, families, and community is needed. Research focusing on these areas,
or research to validate the current study would positively impact the understanding of
teacher retention for teachers teaching at a majority Black student population.
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Appendix A
Due to the file type and formatting, as well as size, the survey could not be
embedded directly in this document. The most recent version of the Schools and Staffing
Survey Teacher Questionnaire can be found online at
https://nces.ed.gov/surveys/sass/pdf/1112/SASS4A.pdf (National Center for Education
Statistics, 2012).
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Appendix B
A Model for Effective Teacher Retention Strategies
Date:
Interviewer:
Interviewee:

Time:

Location:

Interviewer Introduction
Introductory Talking Points: Thank you for agreeing to be interviewed for this
research on identifying effective retention strategies for teachers who work in a large
urban school district that serves a majority Black student population. This city is the
focus of this research. Ultimately, I hope that research findings can lead to a teacher
retention guide that can be used in this city and similar districts across the state and
country. I want to remind you that your comments will remain confidential and
anonymous. [Review and sign consent form.] This interview will last approximately
ninety minutes, of which we can stop at any time and take a break. As a reminder from
the consent form, you can ask questions—a few minutes will also be reserved at the end
for any questions you may have, as well. Do you have any questions before we get
started?
Obtain Informed Consent Form Reviewed and Signed
Questions Asked Before Interview Notes
Record Session Reminder
Interview Questions
1. Before we dig into retention-specific questions, I have a few demographic
questions.
a. How old are you?
b. How do you identify racially and ethnically?
c. What community do you identify with in terms of your gender?
d. What type of community would you consider yourself to have grown up
in as a child? Urban, Rural, Suburban, Other. If other, please explain.
e. Is there any additional personal identifier that is salient to you that you
would like to share with me?
2. Tell me about your role as a teacher here at SCHOOL NAME?
a. How long have you been a teacher here?
b. What do you teach?
3. Describe your preparation as a teacher.
a. Did you receive your teaching certification through a traditional or nontraditional preparation program? What specific program did you
complete?
b. Were you enrolled in a teacher preparation program where you received
content-specific professional development?
c. Did your preparation help you to be successful as a teacher? If so, what
specifically in your preparation helped you become a better teacher? If
not, what did professional development do for you as a teacher?
4. Describe your relationship and engagement with administration?
a. What has your administration done to build a relationship with you?
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b. Describe a typical interaction with your administration here at SCHOOL
NAME.
c. How does your relationship with your administration help you as a
teacher?
5. Describe professional development here at SCHOOL NAME.
a. How do you/your school define professional development?
b. How often do you participate in professional development and for how
long?
c. Is your professional development relevant? Timely?
d. Does your professional development help you grow and be a better
teacher? Please share specific examples of why or why not, as well as
how. For instance, you may have grown substantially as a teacher as a
result of a professional development opportunity you signed-up for this
school year. For this example, I would also want to know what
specifically this professional development entails.
6. I have a couple additional questions regarding forms of professional
development:
a. Have you been mentored as a teacher? What did/does this look like?
How did this impact you as a teacher? How do you think this influenced
your mentor? What makes you say that?
b. Do you mentor any teacher(s)? What did/does this look like? How did
this impact you as a teacher? How do you think this influenced your
mentee? What makes you say that?
c. Do you have a common preparation period with other teachers in your
school? If so, how often and for how long, if so? What typically occurs
during this common preparation period?
d. Do you team teach? If so, describe what team teaching looks like for
you.
e. When you began teaching, did you have a teacher induction? If so, what
did this look like? How did it impact you as a teacher?
7. If there is something more you would like to add about your retention as a
teacher that I have not asked? Please describe that for me.
Additional questions for depth and breadth for the above questions:
● Would you expand on that?
● Tell me more.
● How would you describe that in a different way?
● I would like to hear more about that.
● Would you clarify that for me?
● What was the effect of that incident?
● What were the consequences?
● What was your reaction to that behavior?
● Take me through your thought processes during that time.
Interviewer Closing
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Closing Talking Points: Thank you for agreeing to engage in an interview with me. Do
you have any last questions for me? [Pause.] Would you like an abstract of the results
from this study? Thank you; have a great day!
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Appendix C
Dissertation Timeline
Action
Reviewed Institutional Review Board (IRB) paperwork
Continued to write and revise proposal
Changed proposed methodology due to ongoing landscape
scanning
Sent proposal for review to Chair
Proposal review period for Chair
Revised proposal based on feedback provided by Chair
Sent proposal for review to Chair
Proposal review period for Chair
Revised proposal based on feedback provided by Chair
Sent proposal for review to Chair
Proposal review period for Chair
Revised proposal based on feedback provided by Chair
Proposal review period for Chair and Second Committee
Person
Revised proposal based on feedback provided by Chair and
Second Committee Person
Received approval for Dissertation in Practice Proposal
Defense
Completed proposal defense with Chair and Second
Committee Person (via 60-minute video conference call)
Revised proposal based on feedback provided by Chair and
Second Committee Person
Received approval to submit proposal to IRB
Completed and submitted IRB paperwork
Approval window for IRB
Received approval from the IRB
Sent written request to the public school district
Sent written requests to Department of Education and two
additional data houses
District provided paperwork to complete
Completed and submitted district’s provided paperwork

Timeline
August 20–31, 2018
August 20–
December 20, 2018
January 15–
February 6, 2019
February 6, 2019
February 7–
February 21, 2019
February 22–
March 31, 2019
March 31, 2019
April 1–12, 2019
April 13–June 23,
2019
June 23, 2019
June 24–July 9, 2019
July 10–July 27, 2019
July 28–
August 10, 2019
August 11–31, 2019
September 4, 2019
September 9, 2019
September 16, 2019
September 19, 2019
September 23, 2019
September 23–
December 22, 2019
December 22, 2019
December 23, 2019
December 23, 2019
January 31, 2020
February 4, 2020
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District provided additional steps and processes to completed
February 27, 2020
Completed and submitted district’s additional paperwork
February 28, 2020
Received requested data and documents from the Department
April 2020
of Education and two additional data houses
Conducted data and document synthesis and analysis for data
April 2020
and documents received from the Department of Education
and two data houses
Due to the original district of focus’ timeline and Coronavirus Disease 2019, the
respective timeline was updated. Above reflects actions that were completed. Below
represents actions that were part of an updated timeline.
Sent updated proposal for IRB amendment process review to
September 5, 2020
Chair and Second Committee Person due to Coronavirus
Disease 2019, including removing school observations;
modifying semi-structured interviews in-person with teachers
to virtual interviews via Zoom or conference call; and
streamlining receiving approval and purposive sampling
through the central office administrator (versus school-based
administrators)
Sent preliminary written request to the charter network
September 6, 2020
Proposal review period for Chair and Second Committee
September 6–7, 2020
Person
Revised proposal based on feedback provided by Chair and
September 7–8, 2020
Second Committee Person
Action
Timeline
Final glance approval window for Chair and Second
Committee Person
Completed and submitted IRB amendment paperwork
Approval window for IRB
Received approval from the charter network (pending IRB
amendment approval)
Received amendment approval from the IRB
Received full approval to proceed from charter network
Received approval and purposeful sampling results from the
network, identifying two schools with highest retention
average over the past three years and two schools with weakest
retention average over the past three years; and additional
human capital data related to retention from the network
Conducted data and document synthesis and analysis for data
and documents received from the network
Received purposeful sampling results for semi-structured
interviews with teachers from the charter network central

September 8, 2020
September 8, 2020
September 8–16,
2020
September 9, 2020
September 16, 2020
September 18, 2020
September 21, 2020

September 22–27,
2020
September 24–
October 8, 2020
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office administration along with permission from central office
and school-based administration
Contacted all eight teachers identified through sampling to
schedule semi-structured interviews with teachers
Confirmed semi-structured interview days and times for all
eight teachers at four schools
Conducted semi-structured interviews for Schools A, B, C,
and D
Conducted self-reflection process immediately after each
interview
Conducted preliminary synthesis and analysis for Schools A,
B, C, and D
Conducted summative semi-structured interview synthesis and
analysis
Conducted summative data collection synthesis and analysis
Produced preliminary findings and recommendations
Provided Chapters 1-4 to Chair and Second Committee Person
for review
Dissertation review period for Chair and Second Committee
Person
Chair and Second Committee Person provided feedback on
dissertation
Continued to synthesize through processing, reviewing, and
writing
Provided Chapters 1-5 to Chair and Second Committee Person
for review
Dissertation review period for Chair and Second Committee
Person
Chair and Second Committee Person provided feedback on
dissertation
Received approval from Chair and Second Committee Person
to defend dissertation
Final dissertation revision process
Submitted dissertation for defense
Dissertation Defense
Final dissertation edits and submissions
Degree Conferral
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September 26–
October 8, 2020
September 26October 8, 2020
October 5–9, 2020
October 5–9, 2020
October 10–12, 2020
October 13–23, 2020
October 13–23, 2020
October 24–
November 2, 2020
November 2, 2020
November 2–5, 2020
November 5, 2020
November 3–9, 2020
November 9, 2020
November 9–13,
2020
November 13, 2020
November 13, 2020
November 10–16,
2020
November 16, 2020
November 25, 2020
November 26–30,
2020
December 2020
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Reflection Log
Date:
Time:
Reflection: Semi-structured Interview
Related Participant:
Related Participant Role:
Am I noticing any trends? Is anything very clear from this?

What am I confused about? What do I need more information on?

What else am I thinking?

What do I need to do as a result of this?

Is there anything else that is on my mind?
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Appendix E
INFORMATION LETTER FOR INTERVIEW PARTICIPATION
You are being asked to volunteer for participation in a research project. Before giving
your consent, it is important that you read the following information and ask all questions
you need answered to be sure you understand what you will be asked to do.
Student Researcher
My name is Chanel Hampton. I am a former middle school teacher and administrator. My
current full-time job is as the Founder and President of Strategic Community Partners—a
Detroit-based capacity-building firm. We work with organizations doing education,
equity and justice work—helping them by strategic planning, advising, through project
management, and also through organizing large-scale community- and youth-centric
events. We are also the lead agency behind Teach 313—a Detroit teacher recruitment and
retention initiative. This is my full-time day job and just a bit of background about my
place in this community. I am also a native of this community—personally and
professionally, this work is important to me.
I am also a doctoral candidate at Creighton University, in the Interdisciplinary Leadership
Doctor of Education program. My dissertation chair is Dr. Sallie Suby-Long. If you have
any questions or concerns about this research, she can be contacted at
salliesubylong@creighton.edu.
Purpose of the Research
This research is my dissertation focus for my doctoral program. This intent of this
research is to identify effective retention strategies for teachers in an urban school
environment that serves a majority Black student population. More specifically, this city
is the focus of this research—as there has been a significant amount of research which
focused on communities on the east and west coasts, as well as down south. However, no
studies have focused in on this city. Given the unique history and context of what has
occurred in this city, we want to do research and make suggestions that are not only
rooted in this community, but also rooted in teacher perspective—not a researcher, a
politician, or another leader. The ultimate aim of this study is to produce a strategic
recommendations guide with retention strategies—identified through research with
teachers—and to gather school leaders in an informal community of practice to help them
implement these strategies on a daily basis in their schools.
Procedures
If you volunteer, you will be asked to report some demographic information. You will
also be asked to engage in a semi-structured interview with me, in which I will ask
questions about your background and experience as a teacher in your current school. As I
analyze data, I may also follow-up with you for additional clarification and brief
interviews.
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Potential Risks or Discomfort
There are no foreseeable risks or discomfort expected with these procedures.
Potential Benefits of the Research
In the short term, I expect direct benefits will be limited to some experience with the
research process. In the long-term, there is a possibility that this research will not only
allow you to experience better retention conditions from your school leader, but other
teachers across this city (and possibly beyond) could benefit from this research.
Confidentiality and Data Storage
Your individual responses will not be associated with your identity in any way, they will
be completely anonymous. The data collected will be stored in a locked and secure office
until the dissertation is successfully defended and degree conferred by Creighton
University. Access to individual responses will be limited to college and/or public
officials presenting legal authority for such access. Records will be destroyed once the
dissertation is successfully defended and degree conferred by Creighton University.
Participation and Withdrawal
You may refuse to participate in this research without penalty. If you choose to
participate, you are free to withdraw at any time without penalty. To withdraw, simply
indicate your desire to do so in writing via email to me at
ChanelHampton@creighton.edu. As applicable, I will collect the measures given to you
and destroy them. However, since individual responses are anonymous, your completed
data cannot be withdrawn from the study after it has been collected.
Ethical Review
The ethics of this research project were reviewed and approved by the Institutional
Review Board (IRB) of Creighton University. If you believe there has been any
infringement of your rights as a research subject, you should contact the IRB chairperson
whose contact information can be found online through the IRB link at Creighton
University’s website here:
https://www.creighton.edu/researchservices/rcocommittees/irb/officestaff/.
Participant Consent
I have read the information provided above. I have been given the opportunity to ask
questions and my questions have been answered. If I have additional questions, I have
been told whom to contact. I agree to participate in the research study described above
and will receive a copy of this fully executed consent form. My signature below indicates
my voluntary consent to participate in this research. (Please return one copy of the
consent form and keep one copy for your records.)
Bill of Rights for Research Participants
As a participant in a research study, you have the right:
1. To have enough time to decide whether or not to be in the research study, and to
make that decision without any pressure from the people who are conducting the
research.
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2. To refuse to be in the study at all, or to stop participating at any time after you
begin the study.
3. To be told what the study is trying to find out, what will happen to you, and what
you will be asked to do if you are in the study.
4. To be told about the reasonably foreseeable risks of being in the study.
5. To be told about the possible benefits of being in the study.
6. To be told whether there are any costs associated with being in the study and
whether you will be compensated for participating in the study.
7. To be told who will have access to information collected about you and how your
confidentiality will be protected.
8. To be told whom to contact with questions about the research, about researchrelated injury, and about your rights as a research participant.
9. If the study involves treatment or therapy:
a. To be told about the other non-research treatment choices you have.
b. To be told where treatment is available should you have a research-related
injury, and who will pay for research-related treatment.
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Appendix F

DATE:
TO:
FROM:
PROJECT TITLE:

REFERENCE #:
SUBMISSION TYPE:
REVIEW TYPE
ACTION:
EFFECTIVE DATE:

22-Dec-2019
Hampton, Chanel
Social / Behavioral IRB Board
Effective Retention Strategies for
Teachers in Large Urban School
Districts with Majority Black
Student Population
2000698
Initial Application
Exempt
APPROVED
22-Dec-2019

Thank you for your Initial Application submission materials for this
project. The following items were reviewed with this submission:
•

Chanel Hampton Exempt Project_Suby-Long Approval.pdf

•

Creighton University HS eForm
o Chanel Hampton Protocol

It is noted you have not provided signed agreement letters for your project sites. You
have informed the IRB the project sites will not provide formal documentation of
agreement until the IRB approval is received. You must submit the signed agreement
letters for all project sites BEFORE beginning any work on this project. Please submit
these documents via an Amendment/Modification submission and complete the
Amendment application form and upload the signed letters of agreement in the HS
eform. You can find instructions for completing the amendment submission on the
CU IRB webpage.
https://www.creighton.edu/researchservices/rcocommittees/irb/irbinstructions/.
This project has been determined to be exempt from Federal Policy for Protection of
Human Subjects as per 45CFR46.101 (b) 2.
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All protocol amendments and changes are to be submitted to the IRB and may not be
implemented until approved by the IRB. Please use the modification form when
submitting changes.
If you have any questions, please contact the IRB Office at 402-280-2126 or
irb@creighton.edu. Please include your project title and number in all correspondence
with this committee.
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Appendix G

DATE:
TO:
FROM:
PROJECT TITLE:

REFERENCE #:
SUBMISSION TYPE:
REVIEW CATEGORY:
REVIEW METHOD:
ACTION:

16-Sep-2020
Hampton, Chanel
Social / Behavioral IRB
Effective Retention Strategies for
Teachers in Large Urban School
Districts with Majority Black Student
Population
2000698-04
Modification
Exempt
Administrative
APPROVED

Thank you for your Modification submission materials for this project. The
following items were reviewed with this submission:
•

Request for Modification
o Amended Dissertation in Practice with Track Changes
o Amended Dissertation in Practice Clean Version
o University Prep Schools Research Approval

•

Creighton University HS eForm

This project has been determined to be exempt from Federal Policy for Protection
of Human Subjects as per 45CFR46.101 (b) 2 and the revision(s) you have made
does not change that determination. Therefore, the Modification is approved.
All protocol amendments and changes are to be submitted to the IRB and may not
be implemented until approved by the IRB. Please use the modification form
when submitting changes.
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If you have any questions, please contact the IRB Office at 402-280-2126 or
irb@creighton.edu. Please include your project title and number in all
correspondence with this Board.
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