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ABSTRACT 

 

 Hawaii and other states and districts across the nation are experiencing shortages 

of qualified teachers due to a large number of teachers who leave the profession. States 

and districts are focusing on recruitment practices to attract teachers; however, 

recruitment alone will not resolve the issue of retention, especially as it relates to novice 

teachers. 

 The participants of this study are graduates of the University of Hawaii at Manoa, 

College of Education teacher preparation programs for the academic years ending 2005 to 

2009 who were initially hired by the Hawaii Department of Education. The primary 

purpose of this study was to research the factors that influenced novice teachers to stay in 

the profession and to what extent they intended to stay. Secondly, the purpose of this 

study was to examine the professional development activities that influenced the novice 

teachers to stay and professional/induction activities they believe were important for their 

professional growth and development. 

 The theoretical basis for this study was the Price and Mueller 2001 causal model of 

turnover. Professional development variables were added to the model to determine its 

influence on the novice teacher's intent to stay and to analyze and explore ways to assist 

novice teachers with their professional development and growth. 

 The study employed a non-experimental quantitative design. The primary source of 

data was obtained from a self-administered questionnaire which was designed to identify 

determinants to improve novice teacher retention and to support the novice teacher's 

professional development and growth. 
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 The findings revealed that organizational commitment was significant in 

predicting search behavior but job satisfaction was not significant. However, the findings 

revealed that organizational commitment and job satisfaction significantly contributed to 

predicting intent to stay. The analyses revealed that those two variables had a direct effect 

on intent to stay and an indirect effect on search behavior. Consequently, search behavior 

is a partial mediator in the model as its effects are small. It can be concluded that if a 

novice teacher is committed and content with his/her teaching position, he/she will more 

than likely not search for other job opportunities and will stay in the profession. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

 

Introduction 

 Hawaii and other states and school districts across the nation are continuously 

hiring teachers. The Hawaii Department of Education (DOE) hires 1,400 to 1,600 new 

teachers every year to replace those who retire or leave the system (Creamer, 2005). For 

example, the DOE hired 1,421 teachers or 11% of 13,094 public school teachers for the 

2004-2005 academic year. The DOE, however, was still short of teachers in January 2005 

(Essoyan, 2005). There were 275 teaching positions vacant (Brannon, 2005); and 

therefore, the DOE was forced to use substitute teachers and emergency hires to fill those 

positions (Essoyan, 2005).  

 Teaching seems to lose many of its newly trained members very early in their 

careers in comparison to other occupations. The data from the Schools and Staffing 

Survey (SASS) and the Teacher Follow-up Survey (TFS) conducted by the U.S. 

Department of Education's National Center for Education Statistics (NCES) reveal that 

after just five years, between 40% and 50% of all novice teachers leave the profession. 

The relatively high turnover means that there are large flows of teachers in, through, and 

out of the schools each year which presents an image of a "revolving door" (Ingersoll, 

2003). The turnover creates a constant demand for new hires and many school districts 

are experiencing difficulties in attracting and retaining teachers (Hanushek, Kain, & 

Rivkin, 2004). 
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 Annual turnover varies according to the individual's teaching field. Mathematics, 

science, and elementary special education teachers have higher rates of turnover. Social 

studies and English teachers have lower rates of turnover (Ingersoll, 2003). A survey of 

DOE teachers who resigned during academic years 1997-1998, 1998-1999, and 1999-

2000 indicated that the proportion of secondary education teachers who left their 

positions was nearly two-thirds greater than the proportion of elementary education 

teachers who resigned (Brandon, 2001). Also, studies have shown that teachers with high 

ability, as measured by test scores such as the SAT, the National Teacher Exam, and 

teacher licensure tests, are more likely to leave the profession (Murnane, Singer, Willett, 

Kemple, & Olsen, 1991; Smith & Ingersoll, 2004; Stinebrickner, 2001). 

 The data also reveal that the "revolving door" varies among different kinds of 

schools. For instance, high-poverty public schools have far higher turnover rates than do 

more affluent schools, and urban public schools have slightly more turnover than 

suburban and rural public schools. Furthermore, the data reveal that private schools have 

higher turnover rates than public schools (Ingersoll, 2003; Ingersoll & Merrill, 2010). 

 The SASS/TFS data for academic years 1987-1988, 1990-1991, 1993-1994, and 

1999-2000 reveal that the demand for new hires is not primarily due to student 

enrollment increases, nor to teacher retirement increases, but to pre-retirement teacher 

turnover. Most of the hiring of new teachers is to fill positions vacated by teachers who 

leave the profession. For example, 191,000 individuals were hired at the beginning of the 

1990-1991 academic year; however, by the following academic year or 12 months later, 

approximately 174,000 teachers or the equivalent of 91% of those just hired left the 

profession (Ingersoll, 2003). 
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 Researchers have stated that not all teacher turnovers are detrimental. On one 

hand, researchers believe that a low level of employee turnover is normal and efficacious 

in a well-managed organization. They believe too little turnover of employees is tied to 

stagnancy in organizations and that effective organizations usually benefit from a limited 

degree of turnover by eliminating low-caliber performers and bringing in "new blood" to 

facilitate innovation. On the other hand, researchers believe that high levels of employee 

turnover are both cause and effect of performance problems in organizations (Ingersoll, 

2003). 

 Organizational analysts note that the consequences of employee turnover vary 

among different types of employees and among different types of organizations. Labor 

process analysts have argued that a major issue, from the viewpoint of organizational 

management, is the extent to which the organization is, or is not, dependent on particular 

types of employees and, hence, vulnerable to the disruption caused by their turnover. For 

this reason, the issue of employee "substitutability," or the ease with which organizations 

can replace employees, is a concern in organizational management. In this perspective, 

employee turnover is especially consequential for work that involves uncertain and non-

routine technologies and which requires extensive interaction among participants. Such 

organizations are dependent upon the commitment and cohesion of employees and, 

hence, vulnerable to turnover. Schools are an example of this type of organization 

(Ingersoll, 2003). 

 Education theory and research have shown that schools do not fit the standard 

input-output, economic-production models in either theory or practice although it is a 

mass "industry" involving large complex formal organizations (Ingersoll, 2006). The 
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"raw materials" in schools are the children and youth; the "technology" of teaching and 

learning is often uncertain, ambiguous, and non-routine; and the "product" is the 

youngsters' growth. While schools in some ways resemble economic-production 

organizations, in other ways schools resemble another kind of institution--the family. 

Similar to families, the presence of a positive sense of community, belongingness, 

communication, and cohesion among school members have been held by education 

theory and research as one of the most important indicators of effective schools 

(Ingersoll, 2003; Kirst, 1989). 

 Some teacher turnover from an organizational perspective, especially as it relates 

to ineffective teachers, is necessary and beneficial. However, turnover of teachers from 

schools is a concern, not because it may be an indicator of potential staffing problems and 

teacher shortages, but because of its relationship to school cohesion and performance. 

High rates of teacher turnover are of concern because it may be an outcome indicating 

underlying problems in how well schools are functioning, but also because it can be 

disruptive in the quality of the school community and performance (Ingersoll, 2003).   

 Ingersoll's (2001b) theory holds that one of the key causes of inadequate school 

performance is the inability of schools to adequately staff classrooms with qualified 

teachers. Furthermore, his theory holds that the school staffing problems are due to an 

excess demand for qualified teachers resulting from the departure of teachers from their 

jobs due to reasons other than retirement. To this end, many school systems will resort to 

lowering standards to fill teaching positions, inevitably resulting in high levels of under-

qualified teachers and lower school performance (Ingersoll, 2001b). 
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 The difficulties in staffing classrooms with qualified teachers have received 

national media coverage and have motivated a growing number of reform and policy 

initiatives. The prevailing response has been to increase the supply of teachers (Ingersoll, 

2001a) through recruitment. Consequently, a wide range of initiatives have been 

implemented to recruit new candidates to the profession. 

 For example, to entice people and get them interested into teaching, states and 

school districts across the nation are offering incentives like scholarships, loan 

forgiveness programs, and cash bonuses. Some even offer housing and moving assistance 

and free graduate-level courses. Some school districts are providing bonuses, increases 

on the salary schedule, or other incentives to recruit teachers in shortage fields or to less 

desirable locations (Hirsch, Koppich, & Knapp, 2001). The incentives and the support 

they give those who enter the profession are so weak, however, that states and school 

districts continue to lose its best candidates. 

 Also, programs such as Troops to Teachers, were designed to entice professionals 

into a mid-career change to teaching, and Peace Corps-like programs, such as Teach for 

America (TFA), were designed to lure the "best and the brightest" from some of the 

nation's best colleges into understaffed schools. The TFA recruits have done wonderful 

work and have contributed significantly to their assigned schools; however, many leave 

the teaching profession after two years. A study from Texas reveals that between 57% 

and 90% of the TFA recruits left teaching after their second year and between 72% and 

100% left after their third year (Berry, 2005). 

 Some states also instituted alternative certification programs whereby college 

graduates can postpone formal education training and begin teaching immediately 
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(Ingersoll, 2001a). These certification programs eliminated the need for potential teachers 

to enroll in university-based teacher education programs. The university-based programs 

were considered more labor-intensive, time-consuming, and expensive. The foregoing 

initiative was a policy response to teacher shortages in an attempt to augment the quantity 

of the teacher supply. 

 These programs had some impact on the teacher shortage; however, the events of 

September 11 had an even greater effect. Economic repercussions created a pool of 

unemployed or displaced professionals who sought employment as classroom teachers 

which shifted the teacher shortage problem from quantity to quality (Harrell, Leavell, van 

Tassel, & McKee, 2004). 

 Consequently, in an effort to improve educational quality, federal lawmakers 

passed the No Child Left Behind Act (NCLB) of 2001. The NCLB legislation, which 

passed in part based on its potential to increase quality education in the United States, has 

resulted in greatly reduced requirements for new teachers. This is due to the 

misconceptions of politicians and others about the nature of the current teacher shortage. 

The definition of "quality teacher" apparently means a regression to the days of normal 

school when teacher training was minimal. The misconception that removing barriers to 

teacher certification will increase the quality, instead of just the quantity, of teachers is a 

common misconception of the designers of the NCLB legislation. In its effort to improve 

education, NCLB is facilitating a decrease in the quality of student learning in the 

classroom (Harrell et al., 2004). 

 NCLB calls for all core academic subjects, such as mathematics, science, and 

English, to be taught by a "highly qualified teacher" (Brannon, 2005). A "highly 



7 

 

qualified" teacher as defined by NCLB is one who: 

 has at least a bachelor's degree, 

 has full state licensure or certification, and 

 demonstrates competence in each subject he or she teaches.  

In addition, no certification or licensure requirements may be waived on an emergency, 

temporary or provisional basis (Coble & Azordegan, 2004). Hawaii defines a "highly 

qualified teacher" as one who: 

 holds at least a bachelor's degree and, in each core academic subject taught, 

 has a Hawaii license for teaching, or 

 has completed a state-approved teacher education program, or 

 has completed an undergraduate major, a graduate degree, course work 

 equivalent to an undergraduate major or advanced certification or credential. 

 In 1995, the Hawaii State Legislature created an independent Hawaii Teacher 

Standards Board (HTSB) to improve the quality of the teaching profession by ensuring 

that teachers hired in the State of Hawaii are fully licensed and qualified to teach in the 

subject area in which they were hired. HTSB's mission is to collaboratively set high 

teacher licensing and credentialing standards to: 

 provide every child with qualified teachers 

 promote professionalism and teaching excellence 

 build public confidence in the teaching profession 

 provide more accountability to the public 

 NCLB fails to consider that the teacher shortage problem is an expensive and 

complex problem. Ignoring teacher retention as a significant variable associated with 
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teacher shortage is a myopic way to solving the teacher shortage problem. An increasing 

body of research-based evidence indicates that increasing teacher retention will positively 

impact the teacher shortage problem. Also, research reveals that teacher shortage is not 

driven by student enrollment and retirement but by pre-retirement teacher turnover 

(Harrell et al., 2004). 

 Recruitment alone will not solve the excess demand for teachers resulting from 

the "revolving door," where large numbers of teachers leave the profession (Ingersoll, 

2001a). Steps need to be taken to increase the retention rate of novice teachers, especially 

at a time when the demand for teachers is outpacing supply (Hardy, 2002). Recruitment 

programs alone will not solve the staffing problems of schools if the organizational 

sources of low retention are not addressed (Ingersoll, 2001a). Novice teachers, 

particularly first year teachers, are at risk for leaving the profession. Increases in student 

enrollment, retirements among an aging teacher population, and reduction in class sizes 

are other causes of teacher shortages; however, there is urgency for states and school 

districts to address the issue of novice teacher retention. 

 High rates of teacher turnover not only disrupt the quality of the school 

community and performance but its cost is considerable especially at a time when states 

and school districts across the nation are experiencing severe budget constraints. Randy 

Hitz, former Dean of the COE, estimated that the DOE expended over $4 million on 

voluntary teacher turnover and this was a conservative estimate. Using a more 

comprehensive model for estimating turnover costs, he estimated that the DOE expends 

over $14 million which is based on an average of 300 leavers. Hitz (2002) further stated  
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". . . the costs of teacher turnover include more than money. The greatest costs lie in the 

damage to the quality of education Hawaii students receive." 

 

Purpose of Study 

 The participants for this study were University of Hawaii at Manoa, College of 

Education (COE) graduates for the academic years ending 2005 to 2009. The focus was 

on those participants who graduated from one of the teacher preparation programs at the 

Manoa campus and who were initially hired by the DOE. The primary purpose of this 

study was to research the factors that influenced those participants who stayed in the 

profession within one to five years after initial employment. According to Randy Hitz, 

former Dean of the COE, typically 80% of newly trained teachers graduating from the 

COE go to work in local public schools and stay for at least three years. However, he 

stated that only 53% of the COE's Class of 2001 were working for the DOE three years 

later which is a sharp drop from previous years (Essoyan, 2005). Joan Husted, former 

Hawaii State Teachers Association Executive Director, stated that 60% of the DOE's new 

hires were leaving after the first three years of employment (Dingeman, 2007). Table 1.1 

below reflects the retention rates of graduates from the COE and other Hawaii and non-

Hawaii institutions of higher education who were hired by the DOE for the school years 

2004-2005, 2005-2006, and 2006-2007. The data from Table 1.1 reveal that 

approximately 18% to 29% of the COE's graduates left employment with the DOE after 

the first year. 
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Table 1.1 

Retention Rates for UHM COE, Other Hawaii IHE, and Non-Hawaii IHE 

School Year UHM COE Other Hawaii IHE Non-Hawaii IHE 

2006 - 2007    
New Hires 346 174 719 
Retained for 2007 - 2008 245 111 432 
Percent Retained Year One 70.8% 63.8% 60.1% 

2005 - 2006    
New Hires 319 149 726 
Retained for 2006 - 2007 262 131 463 
Percent Retained Year One 82.1% 87.9% 63.8% 
Retained for 2007 - 2008 230 109 302 
Percent Retained Year Two 72.1% 73.2% 41.6% 

2004 - 2005    
New Hires 382 146 775 
Retained for 2005 - 2006 312 109 505 
Percent Retained Year One 81.7% 74.7% 65.2% 
Retained for 2006 - 2007 297 102 362 
Percent Retained Year Two 77.7% 69.9% 46.7% 
Retained for 2007 - 2008 254 87 268 
Percent Retained Year Three 66.5% 59.6% 34.6% 
 
Note: UHM COE = University of Hawaii at Manoa, College of Education 
 Other Hawaii IHE = Brigham Young University-Hawaii, Chaminade University, Hawaii Pacific University, 
 University of Phoenix-Honolulu Campus  
 Non-Hawaii IHE = Institutions of Higher Education outside of the State of Hawaii 
 
Source:  Hawaii Department of Education, 7/6/2007  
 
 
 
 The second purpose of this study was to examine the underlying themes presented 

by the participants through the lens of professional and organizational socialization. This 

study examined professional development practices in the Hawaii public school system 

that are making a difference in novice teacher retention and in the novice teacher's 

professional growth. Research on professional development reveals that teachers who are 

given strong support during their initial years are able to maintain their positions long 

enough to gain the experience, skills, and outlooks needed in order to remain in the 

profession for an extended period of time. Schools and universities need to have 
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professional development plans in place that focus on supporting novice teachers 

(Prather-Jones, 2006). 

 Through this study and future studies the researcher will conduct, perhaps policies 

and practices relating to new teacher induction and professional development can be re-

evaluated in an effort to increase the retention rate of novice teachers at a time when we 

are experiencing teacher shortages here in Hawaii and across the nation. 

 

Research Questions 

 Hawaii and other states and school districts across the nation are experiencing a 

shortage of qualified teachers due to a large number of teachers who leave the profession. 

The shortages of teachers are primarily due to an increase in enrollment, retirement, 

decrease in class size, and those teachers that leave the profession altogether. States and 

school districts are focusing on recruitment practices to attract teachers; however, 

recruitment alone will not resolve the issue of retention, especially as it relates to novice 

teachers. 

 Consequently, this study focused on the following research questions in an effort 

to address the issue of novice teacher retention: 

 What factors influence a novice teacher's decision to stay in the teaching 

 profession? 

 To what extent do novice teachers intend to stay in the teaching profession? 

 What professional development activities influence the novice teacher's 

 decision to stay in the teaching profession? 
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 What professional development/induction activities do novice teachers 

 believe are important for their professional growth and development?  

 

Need and Significance of Study 

 News reports frequently discuss the shortage of elementary and secondary 

teachers across the nation. Increasing enrollments, increasing rates of retirement among 

teachers, and the efforts of states and school districts to reduce class size may have 

contributed to many of these shortages. Shortages were expected to climb through 2005, 

after which they were expected to drop slightly through 2010 (Gerald & Hussar, 2000, as 

cited in Ingersoll, 2001a). A recent longitudinal study from NCES that tracked the career 

paths of novice teachers revealed that almost 10% of the novice teachers who began 

teaching in 2007 or 2008 left the profession after their first year (NCES, 2011). To this 

end, young and inexperienced teachers, whose attrition rates are higher than those of mid-

career teachers, will be hired to fill those teaching positions (Henke & Zahn, 2001). 

 Many researchers and policymakers attribute the high attrition rate among novice 

teachers to their working conditions (Ingersoll, 2003; NCES, 2007). Therefore, to 

encourage the novice teachers to remain in the profession, many states and school 

districts across the nation have launched programs in support of these teachers. But more 

need to be done to retain them. Policy analysts have recommended that states and school 

districts professionalize teaching to improve retention. Such policy initiatives may help 

novice teachers to become better and effective teachers more quickly and may increase 

occupation stability among all teachers. 
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 The findings from this study will reveal the factors influencing a novice teacher to 

stay in the profession. The research will be able to guide the state and the DOE in 

initiating new policies to professionalize teaching through professional development 

initiatives and induction/mentoring programs for the state's newest teachers to ensure 

their success in the classroom. Beginning Fall 2011, the DOE implemented a new set of 

teacher induction standards across its 15 complex areas. One of the standards requires a 

three-year pathway of supports for every novice teacher, inclusive of multiple co-

teaching and observation opportunities. 

 Thousands of eager, committed, and caring new teachers enter the classrooms 

each year. With the great and growing need for quality teachers, we cannot afford to lose 

any of them. They are the key to raising student achievement (Moir, 2005). 

 

Theoretical Model 

 The issue of teacher attrition has pervaded policy discussions for decades. To 

address this issue, organizational scholars have researched turnover behavior but often 

from their particular field of interest. For example, economists have focused on such 

determinants as pay, the labor market, and type of training. Psychologists, on the other 

hand, have examined such determinants as job satisfaction, organizational commitment, 

job involvement, and dispositional variables like positive and negative affectivity (Price, 

1999). Unlike economists and psychologists, sociologists have focused on relationships 

like supervisory support, peer support, and kinship support (Price 2001). 

 In Spring 1972, sociologists Price and Mueller began a series of studies that 

focused on developing a causal model specifying the determinants of voluntary turnover, 
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inclusive of the perspectives of the economists and psychologists. In 1977, they 

developed a unified model of turnover from organizations by synthesizing the following 

three models: (1) the Price model, (2) the organizational commitment model, and (3) the 

Mobley model (Bluedorn, 1982). 

 The Price model portrays the turnover process as beginning with a series of 

structural and individual determinants of job satisfaction. The individual's satisfaction 

level then determines the probability of staying or leaving the organization, contingent 

upon the state of the economy. Dissatisfied individuals in economies of high opportunity 

will most likely leave the organization. The organizational commitment model focuses on 

an individual's identification with and involvement in an organization. Organizational 

commitment has been consistently related to turnover. The Mobley model focuses on the 

linkages between job satisfaction and turnover. This model suggests that dissatisfaction 

leads to job search which leads to an intent to quit or stay which leads to the individual's 

actual staying or quitting behavior (Bluedorn, 1982). 

 The unified model continues to be a work in progress. With further research and 

study, the model will emerge with new knowledge and analysis of turnover from 

organizations. 

 For this study, however, the researcher utilized the Price and Mueller 2001 causal 

model of turnover as the theoretical basis. The model is the result of empirical research 

conducted since 1972 at the University of Iowa by Price, Mueller, and their colleagues. 

The core of the Price and Mueller 2001 model are seven structural determinants. Each of 

the determinants refers to patterned social interaction which is the classic structural focus 

of sociologists. Price and Muller, however, did not exclude the economical and 
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psychological determinants that could influence turnover from their model. Two 

environmental and four individual variables were added to the model (Price 2001). Also, 

professional development variables were added to the model to determine its influence on 

the individual's intent to stay and to analyze and explore ways to assist novice teachers 

with their professional growth. 

 

Methodology 

 This study employed a non-experimental quantitative design. The primary source 

of data was obtained from a self-administered questionnaire completed by graduates from 

the COE's teacher preparation programs for the academic years ending 2005 to 2009. The 

questionnaire was designed to identify determinants to improve novice teacher retention 

and to support the novice teachers' professional growth. The data were used to analyze 

the four research questions listed above. The Statistical Program for Social Sciences 

(SPSS) software was utilized for data analyses. 

 

Limitations of the Study 

 The results of this study are limited to the data collected from the COE graduates 

for the academic years ending 2005 to 2009. The results probably are not nationally 

representative.  

 A self-administered questionnaire was mailed through the U.S. Postal Service to 

1,707 COE graduates. However, prior to conducting the data analyses, a total of 477 COE 

graduates from the American Samoa program were deleted from the database. The 

American Samoa program did not require the PRAXIS I exams (reading, writing, and 
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mathematics) for admission into the program, unlike the Manoa program, and the 

PRAXIS I is one of the requirements for teaching licensure in the State of Hawaii. 

Therefore, the database consisted of 1,230 graduates from which a total of 352 graduates 

responded to the questionnaire for a response rate of 29% for this study. Attempts to get a 

better response rate by collaborating with the DOE were unsuccessful and follow-up 

reminders to the participants produced minimal results. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

 

Introduction 

 The review of the literature focuses on research that is guiding the development of 

this study. The chapter begins by emphasizing the importance of providing all students 

with a quality education so they are able to experience achievement and success. It then 

describes the issues relating to teacher recruitment and retention as well as ways to 

address the challenges. 

 The theoretical basis for this study is the Price and Mueller 2001 causal model of 

turnover. Furthermore, professional development activities and new teacher induction 

programs are explored as an avenue to resolve the turnover issues.  

   

Quality Education 

 In 1983, a U.S. Department of Education report, A Nation at Risk, delivered a 

wakeup call for the American education system. The report revealed that the nation's 

supposedly world-class system of education was not keeping pace with the progress of 

other nations. Trends, such as illiterate high school students, decrease in SAT scores, and 

increase in the array of remedial courses in college, threatened the nation's students and 

their future. To this end, A Nation at Risk inspired some state-level pioneers to think 

about standards and accountability in education and put them into practice. Twenty-five 

years later, federal policymakers argue that the United States still remains a "nation at 
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risk," but we are now a nation informed, a nation accountable, and a nation that 

recognizes there is much work to be done (U.S. Department of Education, 2008). 

 In March 1994, the Goals 2000 Educate America Act was enacted to provide 

resources to states and communities to ensure that all students reach their full potential. 

Goals 2000 was based on the premise of outcomes-based education that students could 

reach higher levels of achievement when more was expected of them. It established a 

framework in which to identify world-class academic standards to measure student 

progress and to provide the support that students may need to meet the standards. Not all 

of the goals were attained by the year 2000 as intended and in 2001 Congress withdrew 

the authorization for Goals 2000 (U.S. Department of Education, 1999).  

 But the rising demands of a global economy, together with demographic shifts, 

required that more students are educated to higher levels than ever before and the 

education system was not able to keep pace with these growing demands (U.S. 

Department of Education, 2008). Consequently, this led to the enactment of the No Child 

Left Behind Act of 2001, which stipulated that schools have a qualified teacher in every 

classroom (Andrews, Gilbert, & Martin, 2007). 

 A Nation at Risk revealed that many teachers did not have the knowledge, skills, 

and training they needed. The Commission, therefore, called for the strengthening of 

teacher preparation both in content and effective teaching practices; but the focus was on 

classroom-teaching philosophy rather than subject-matter knowledge. Consequently, 

some members of Congress sought to address this weakness through the No Child Left 

Behind Act's qualified teacher provision. However, this provision focused on resource 

inputs rather than learning outcomes. Most teachers, though, took the steps to meet their 
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states' "highly qualified" teacher definition, but there is minimal evidence that this 

provision led to notable increases in the requisite subject-matter knowledge of teachers or 

to increases in measures of individual teacher effectiveness (Moe, 2005). 

 The nation, as a whole, responded to A Nation at Risk with far-reaching 

educational reforms. States and school districts began to make changes in their 

approaches to teaching and educational leadership professions. Furthermore, state 

officials and legislators began setting forth content and performance standards, creating 

annual tests for students, and reporting results. These efforts to drive equity and 

excellence through standards and accountability reached new levels, especially with the 

enactment and reissuance of the No Child Left Behind Act (U.S. Department of 

Education, 2008).  

 For example, of 20 children born in 1983, only 6 were proficient in reading and 

only 4 were proficient in mathematics. Of a new class of 20 children born in 1997 and 

tested in 2007, 7 were proficient in reading and 8 were proficient in mathematics. The 

report reveals that the nation is gaining ground in mathematics, but two-thirds of our 

fourth graders are still not proficient in reading (U.S. Department of Education, 2008).  

 These results are consistent with the United State's performance on international 

tests. American education outcomes on international comparisons have not improved 

significantly since the 1970s. International tests reveal that the United States is running in 

place while other developed nations are passing it by. Many countries now match or 

exceed the United States, not only in the number of years their children attend school but 

also in how much those children learn. The United States was once a world leader in high 

school completion, but now it is falling behind other countries like Canada, Switzerland, 
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and South Korea (Organisation for Economic Co-operation and Development, 2007). The 

same is true for student achievement. On most international tests, the United States is 

static while other countries are gaining ground. Of interest, however, is that the United 

States spends more money per student than almost any other country in the world (U.S. 

Department of Education, 2008). 

 The United States performance on international tests is a sign that we are not 

achieving at the level we should, but it must be acknowledged that the United States 

expects every student to be proficient in reading and mathematics. Furthermore, the 

public schools accept all children and federal laws require that all must receive a free and 

appropriate public education (FAPE). Also, the United States is the only country that 

enacted a law--Individuals with Disabilities Education Act (IDEA)--which protects the 

rights of children with disabilities and their families and to ensure that children with 

disabilities receive a FAPE. It is expected that those children will be able to, at a 

minimum, graduate from high school and pursue their goals to become productive 

citizens of our society. The aspirations of every child are valid and should not be limited. 

To this end, it makes the task more difficult but the United States must be accountable for 

making it happen. Darling-Hammond (2007) remarks: "The notion that we can remain a 

world-class economy while under-educating large portions of our population . . . is 

untenable" (p. 42). 

 The United States needs to go beyond mandates to ensure that all students have 

well-qualified teachers. Perhaps practices in medicine can be a model. The federal 

government has subsidized medical training to fill shortages and build teaching hospitals 

and training programs in high-need areas. This commitment by the government 
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contributed to America's world-renowned system of medical training and care (Darling-

Hammond, 2007). 

 The performance at the high school level was alarming at the time of A Nation at 

Risk. The number of students dropping out of school before they got their high school 

diploma was of major concern. The overall graduation rate for the class of 2000 was 

approximately 70%; however, for the minority students in inner city schools the 

likelihood that they would obtain a high school diploma on time was about a 50-50 

chance. The on-time graduation rate for black students was only 53%, while for 

Hispanics it was only 58% (U.S. Department of Education, 2008).  In 2006, 

approximately 60% of the high school dropouts over the age of 25 were either 

unemployed or not members of the workforce (NCES, 2008). Educational quality directly 

affects individual earnings and dropouts are much more likely to be unemployed, living 

in poverty, receiving public relief, in prison, unhealthy, or single parents unlike their 

peers who graduate (U.S. Department of Education, 2008). 

 In addition to the dropout crisis, another issue is the number of minority students 

who are enrolled in our nation's schools. For example, the Hispanic students are the 

fastest-growing segment of the student population. In the mid-1980s, less than 10% of 

public schools students were Hispanic; but by 2005, this figure doubled to 20%. Within 

the next decade, many states will see a new majority composed of students from some of 

the very groups that the nation has failed to educate adequately. Another challenge is the 

growing number of English as a Second Language students enrolled in our schools. Ten 

percent, or nearly 5 million students, enrolled in the nation's schools have limited English 

proficiency (U.S. Department of Education, 2008). 
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 The standards and accountability movement has resulted in new transparency in 

student achievement--by grade, subgroup, and subject, and by school, district, and state 

(Henry, Bastian, & Fortner, 2011). It is also known that effective teachers are one of the 

most crucial components in education improvement. As Darling-Hammond (2007) states: 

"Without teachers who have sophisticated skills for teaching challenging content to 

diverse learners, there is no way that children from all racial and ethnic, language, and 

socioeconomic backgrounds will reach the high academic standards envisioned by the 

law. For this reason, one of the most important aspects of the No Child Left Behind 

legislation is its demand for a 'highly qualified' teacher for every child." The concern for 

teacher quality has been driven by growing recognition, fueled by accumulating research 

evidence, of how critical teachers are to student learning (Darling-Hammond & Sykes, 

2003). 

 Akiba, LeTendre, and Scribner (2007) conducted a study using the 2003 Trends in 

International Mathematics and Science Study data.  The study included at least one 

measure of teacher quality from data collected from eighth graders and their mathematics 

teachers from 46 countries. The sample sizes of eighth graders and eighth-grade teachers 

from which the national variables were developed ranged from 2,830 in England to 8,912 

in the United States for students and from 72 in Morocco to 377 in the United States for 

teachers. Teacher quality was measured by the percentages of students taught by (a) 

teachers with full certification; (b) teachers with a mathematics major; (c) teachers with a 

mathematics education major; (d) teachers with three or more years of teaching 

experience; and (e) teachers with full certification, a mathematics or mathematics 

education major, and 3 or more years of teaching experience (overall measure of teacher 
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quality). The study revealed that only 47.3% of the eighth graders in the United States are 

taught mathematics by teachers with a mathematics major, which is a significantly 

smaller percentage than the international mean of 70.9%. The United States ranked 41 

among 46 countries in this indicator of teacher quality. However, the study revealed that 

95.4% of eighth graders in the United States are taught by fully certified teachers, which 

is higher than the international average of 91.2%.  

 Also, Akiba et al. (2007) examined the relationship between national levels of 

teacher quality and national achievement outcomes. Correlation results from the study 

showed that the percentage of students taught by fully certified teachers, the percentage 

of students taught by teachers with 3 or more years of teaching experience, and the 

percentage of students taught by teachers with high overall quality (full certification, 

mathematics or mathematic education major, and at least 3 years of experience) were 

significantly associated with higher national achievement. Thus, the data confirmed the 

importance of ensuring a qualified teaching workforce to produce higher national 

achievement. 

 The members of the state policy communities and the public are recognizing that 

efforts to ensure a qualified teaching force complement aspiration to meet the goals for 

student learning and achievement that are a part of the standards-based reform 

movement. For majority of the states, the anchor for educational reform has been the 

development and implementation of rigorous academic learning standards for students, 

accompanied by assessments to gauge the extent to which students are meeting or making 

the benchmarks toward those standards (Hirsch et al., 2001). 



24 

 

 A number of critical factors determine a society's long-run prosperity, including: 

respect for ownership, a relatively open market, and ambitious entrepreneurs. But human 

capital is one of the most important, and a strong education system is critical to the long-

term cultivation of human capital. Education makes not only the individual better off but 

also the society (U.S. Department of Education, 2008). 

 A strong education system that is inclusive of highly effective teachers will make 

a difference in student achievement. Evidence suggests that students who are assigned to 

several highly effective teachers in a row have significantly greater gains in achievement 

than those who are assigned to several ineffective teachers in sequence (Henry et al., 

2011; Sanders & Rivers, 1996). Furthermore, having an effective teacher in one year 

appears to increase learning for that particular year plus subsequent years (Darling-

Hammond & Youngs, 2002). A study by Sanders and Rivers (1996) strongly suggests the 

presence of cumulative effects of teachers on student achievement. The data from two (A 

and B) of Tennessee's larger metropolitan systems were used to research the cumulative 

teacher effects in mathematics from grades 3 to 5. The F statistics denoting the residual 

effects of the third grade teacher quintiles on fifth grade mathematics scores were 16.25 

and 14.03 for systems A and B, respectively; for residual effects of fourth grade teacher 

quintiles, 11.51 and 18.87; and for the direct effects of fifth grade teachers on fifth grade 

scores, 97.63 and 92.04. All of these effects were very highly significant (Sanders & 

Rivers, 1996). 

 Furthermore, a study conducted by Rivkin, Hanushek, and Kain (2005) 

highlighted the importance of teacher effectiveness in the determination of school quality. 

The data that were used for this study came from the data development activity of the 
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UTD Texas Schools Project. The analysis of the data attributes at least 7% of the total 

variance in test-score gains to differences in teachers. The semiparametric lower bound 

estimates of the variance in teacher quality based entirely on within-school heterogeneity 

indicate that teachers had powerful effects on the students' reading and mathematics 

achievement (Rivkin et al., 2005). 

 A review commissioned by the U.S. Department of Education's Office of 

Educational Research and Improvement concluded that available evidence demonstrates 

a relationship between teacher education and teacher effectiveness. The review analyzed 

57 studies that met specific research criteria and were published after 1980 in peer-

reviewed journals. The review revealed that there are empirical relationships between 

teacher qualification and student achievement. This relationship was found across studies 

using different units of analysis and different measures of preparation and in studies that 

employed controls for students' socioeconomic status and prior academic performance 

(Darling-Hammond & Youngs, 2002; Wilson, Floden, & Ferrini-Mundy, 2001). 

 A variety of teacher experiences and attributes appear to contribute to the effects 

that teachers have on student learning. Looking across studies, several aspects of 

teachers' qualifications have been found to bear some relationship to student 

achievement. These include teachers' (1) general academic and verbal ability; (2) subject 

matter knowledge; (3) knowledge about teaching and learning as reflected in teacher 

education courses on preparation experiences; (4) teaching experiences; and (5) the 

combined set of qualifications measured by teacher certification, which includes most of 

the preceding factors (Darling-Hammond, 2000). 
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 Studies employing national, state, and other datasets have reported significant 

relationships between teacher education and certification measures and student 

performance at the levels of the individual teacher, the school, the school district, and 

state. Goldhaber (2007) conducted a study to investigate the relationship between teacher 

licensure and student achievement. The study revealed that licensure test performance is 

not a silver bullet credential that can be used to predict teacher effectiveness and 

highlighted the need for greater selectivity in hiring practices and for policies designed to 

shape the teacher labor force once the effects of teachers in the classroom have been 

observed. 

 Goldhaber (2007) used a dataset from administrative records maintained by the 

North Carolina Education Research Data Center (NCERDC) for the North Carolina 

Department of Public Instruction for the study. The records included all teachers and 

students in the state over a 10-year period covering school years 1994-1995 to 2003-

2004. The data were unique in that they permitted the statewide linkage of students and 

teachers and the tracking of both over time. 

 Goldhaber's (2007) findings revealed that teacher quality has a much larger 

impact on student achievement than other schooling variables like class size. Also, 

consistent with much of the educational productivity literature, there were little evidence 

that a teacher having a masters degree (or higher) is a signal of teacher effectiveness. The 

findings are consistent with evidence that National Board for Professional Teaching 

Standards (NBPTS) certification serves as a signal of quality. Teachers certified by 

NBPTS outperformed noncertified teachers by 1 to 4 percent of a standard deviation with 

larger effects in mathematics. Furthermore, Goldhaber's (2007) findings revealed that 
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teachers have the largest gains in productivity during the early years of their careers. 

Students with teachers who have one to two years of experience outperformed students 

with novice teachers by 3 to 7 percent of a standard deviation and students with teachers 

who have 3 to 5 years of experience tended to outperform students of teachers with 1 to 2 

years of experience by an additional 2% of a standard deviation although the difference is 

not statistically significant. There was little evidence of statistically significant 

productivity gains associated with increases in experience beyond 5 years. 

 The signal value of licensure test performance for teachers in the work force is an 

important policy issue. School districts may want to use this signal in helping to make 

hiring decisions. Goldhaber's (2007) findings suggest that teacher test performance, 

particularly on the curriculum test, does provide a signal of teacher effectiveness across 

the performance distribution for different types of teachers teaching different types of 

students. 

 Licensure testing as a requirement for employment in public schools is 

widespread despite the fact that little quantitative research exists showing its efficacy. 

Goldhaber's (2007) findings supported the hypothesis that licensure tests are predictive of 

teacher effectiveness, particularly in teaching mathematics. If states are seeking criteria to 

ensure a basic level of quality, then licensure tests appear to have some student 

achievement validity. What do the results mean in terms of student achievement? It 

depends on how teacher tests are used in shaping the teacher workforce. The most 

straightforward use of licensure tests was in determining employment eligibility, and the 

point estimates from North Carolina's pass/fail cutoffs suggested that teachers who 
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passed the test produced, on average, student achievement gains that were in the range of 

3% to 6% of a standard deviation higher (in mathematics) than teachers who failed. 

 It is interesting to look at the average effects of teacher testing as a signal; it is 

also informative to determine the distributional consequences of using licensure tests to 

determine employment eligibility. It is here that it becomes clear that teacher testing is 

not without its costs. Because the point estimates do not provide evidence of a strong 

relationship between teacher test performance and student achievement, there are likely 

to be a significant number of false negatives (individuals who fail to achieve a minimum 

requirement on the licensure test but who would have been high quality teachers) and 

false positives (individuals who do well on the licensure test but who are not very 

effective teachers) (Goldhaber, 2007). 

 Darling-Hammond (2000) conducted a study examining the ways in which 

teacher qualifications and other school inputs are related to student achievement across 

states. The researcher utilized data from a 50-state survey of policies, state case study 

analysis, the 1993-1994 SASS, and the National Assessment of Educational Progress 

(NAEP). The findings of both the quantitative and qualitative analyses of this study 

suggested that policy investments in the quality of teachers may be related to 

improvements in student performance. A partial correlation of the data revealed that 

teacher quality characteristics such as certification status and degree in the field to be 

taught were very significantly and positively correlated with student outcomes. The 

correlations confirmed a strong, significant relationship of teacher quality variables to 

student achievement even after controlling for student poverty and for student language 

background. For example, the most consistent highly significant predictor of student 
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achievement in reading and mathematics in each year tested was the proportion of well-

qualified teachers in a state--those with full certification and a major in the field they 

teach (r between .61 and .80, p < .001) (Darling-Hammond, 2000). 

 Also, the research conducted by Goldhaber and Brewer (2000) revealed that the 

type of certification a teacher holds was an important determinant of student outcomes. In 

mathematics, they found that a teacher with a standard certification in mathematics rather 

than a private school certification or a certification out of subject resulted in at least a 1.3 

point increase in the mathematics test. This was equivalent to approximately 10% of the 

standard deviation on the 12th grade test. Also, the pattern of results in science mimics 

that in mathematics although the effects were not as strong in magnitude or statistical 

significance. Goldhaber and Brewer (2000) empirically tested how students of teachers 

with regular certification performed relative to students of teachers who had 

probationary, emergency, or private school certification, holding constant the students' 

background and school characteristics. The primary source of data for the researchers 

was the National Educational Longitudinal Study of 1988 (NELS:88), a nationally 

representative survey of approximately 24,000 8th grade students. A subset of these 

students were resurveyed in the spring of the 10th (1990) and 12th grades (1992).  

 Licensure or certification is meant to represent the minimum standard for 

responsible practice. It is the state's legal vehicle for establishing competence for 

members of a profession, including teaching. The requirements for licensure include 

many of the variables listed above, such as basic skills and general academic ability, 

knowledge about the subject matter, knowledge about teaching and learning, and some 

teaching experience. Regarding teaching experience, most states require a specified 
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amount of student teaching and a growing number of states require a probationary period, 

which may include additional mentoring and assessment before full certification can be 

awarded (Darling-Hammond & Youngs, 2002). 

 Licensure requirements are now substantially stronger. In most states, candidates 

for teaching must earn a minimum grade point average and/or achieve a minimum test 

score on tests of basic skills, general academic ability, or general knowledge in order to 

be admitted to teacher education or gain a credential. In addition, the candidate must 

generally secure a major or minor in the subject(s) to be taught and/or pass a content 

knowledge test, enroll in specified courses in education, and pass a test of teaching 

knowledge and skills. In the course of teacher education and student teaching, candidates 

also are assessed on their teaching skills and dispositions (Darling-Hammond & Youngs, 

2002). 

 Of interest is a question that was posed in the mid-1980s on whether investments 

in teaching could raise achievement. A few states undertook major initiatives aimed at 

improving the quality of teaching. Of the 50 states, North Carolina and Connecticut 

undertook the most substantial and systematic investments in teaching. Both of these 

states coupled salary increases and improvements in salary equity with intensive 

recruitment efforts and initiatives to improve preservice teacher education, licensing, 

beginning teacher mentoring, and ongoing professional development. Since then, North 

Carolina has experienced the largest student achievement gains in mathematics and 

reading of any state in the nation. Connecticut also has experienced gains, becoming one 

of the top scoring states in the nation in mathematics and reading (Darling-Hammond, 

2000). State reform strategies that did not include efforts to improve the quality of 
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classroom work produced little success in raising student achievement, especially if they 

focused reforms primarily on student testing rather than investments in teaching.  

 

Teacher Recruitment 

The Recruitment Challenge 

 The recruitment dilemma is compounded by the number of individuals trained in 

teacher preparation programs who never enter the profession or leave within the first few 

years. Across the nation, more than 200,000 teachers are trained per year, which exceeds 

the approximately 150,000 positions that are open. Only 60% of those prepared to teach 

actually enter the classroom and of these, approximately 30% to 50% leave the teaching 

profession within the first five years (Hirsch et al., 2001; Smith & Ingersoll, 2004). 

 States and school districts across the nation have moved aggressively to address 

the growing teacher recruitment challenge. Policymakers and practitioners are cognizant 

that approximately 2.2 million teachers will be needed in United States' public school 

classroom over the next decade which raises the issue of how schools, districts, and states 

will meet the demand for teachers. Although school districts have been largely 

responsible for recruitment and compensation issues, states are playing a larger role 

because simultaneous shifts in the demographics of students and teachers are making the 

replenishment of the teacher corps more difficult (Hirsch et al., 2001). 

Recruitment Strategies 

 Schools, districts, and states are trying various strategies to recruit teachers. One 

of the common approaches is to create alternative pathways into the profession to attract 

mid-career professionals. Some research demonstrates that the most effective alternative 
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programs, judged in terms of teacher competence and retention, are generally longer term 

and involve considerable preservice coursework coupled with supervised internships in a 

master teacher's classroom. However, some states are eliminating much of the preservice 

coursework and clinical experience necessary for adequate preparation. Critics contend 

that states that permit such alternative licensure programs will experience negative effects 

on teacher retention and student achievement (Hirsch et al., 2001). 

 States also are making it easier to receive reciprocity for a license from another 

state. Furthermore, states are establishing scholarships and future teacher programs for 

potential educators, and increasing salaries to make teaching more attractive than other 

careers (Hirsch et al., 2001). 

 Compensation is an important element of recruitment strategies for various states. 

Low teacher salaries have been viewed as a deterrent to attracting a large number of 

quality teachers. Of interest, though, are the teacher job satisfaction surveys which 

revealed a weaker than expected relationship to salary and benefits with job satisfaction 

heavily influenced by working conditions and feelings of control (Hanushek et al., 2004; 

Henry et al., 2011; Hirsch et al., 2001).  

 In an effort to attract potential new teachers, many states have raised beginning 

teacher salaries through various means including bonuses for increased knowledge and 

skill as demonstrated by achieving advanced certification through the NBPTS. Claims are 

being made that salaries that are low relative to the starting pay of other occupations can 

act as a deterrent. Average beginning teacher salaries across the nation are approximately 

$7,500 less than the expected starting salary in marketing and $15,000 less than that of 

computer scientists (Hirsch et al., 2001).  
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 Rather than raising salaries, some states are targeting teachers through one-time 

signing bonuses, increases in the salary schedule, housing assistance, scholarships, free 

graduate courses, or other rewards. For example, Massachusetts awarded $20,000 signing 

bonuses to 63 newly hired teachers who met high qualification standards established by 

the state. Maryland, on the other hand, is attempting to attract new teachers by providing 

a $1,000 signing bonus for candidates who graduated in the top 10% of their class and 

who agree to teach for at least three years. Baltimore offered $5,000 toward closing costs 

on a home in the city and $1,200 to cover new teachers' relocation expenses (Hirsch et 

al., 2001). 

Federal Government Intervention 

 The federal government should establish service scholarships to cover training 

costs in high-quality programs at the undergraduate and graduate levels for young and 

mid-career recruits who are willing to teach in high-need teaching fields or locations for 

at least four years (Darling-Hammond, 2007). After three years, novice teachers are more 

likely to remain in the profession and make a difference in student achievement. Because 

fully prepared novices are twice as likely to stay in teaching compared to those who lack 

training, shortages can be reduced rapidly if states and school districts hire better-

prepared teachers (Darling-Hammond, 2007). 

 Recruitment incentives are needed to attract and retain teachers in high-need 

schools. Federal matching grants can be used to improve teaching conditions in these 

schools, inclusive of small class size, adequate materials and supplies, and time for 

teacher planning and professional development--all of which keep teachers in schools 

(Darling-Hammond, 2007). 
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 Furthermore, federal funds should be allocated to expand state-of-the-art teacher 

education programs in high-need communities that partner "teaching schools" with 

universities. Like teaching hospitals, candidates in these schools study teaching and 

learning while gaining hands-on experience in state-of-the-art classrooms. Effective 

models have been created by universities that place teacher candidates with expert 

teachers while they complete their coursework. These programs prepare teachers to 

engage in best practices (Darling-Hammond, 2007). 

Recruiting Residents of the Communities 

 The Human Capital Theory (Becker, 1975, as cited in Brownell, Bishop, & 

Sindelar, 2005) suggests that incentives to attract teachers to rural districts are less likely 

to work than programs to recruit and train residents of the communities. Residents have 

location-specific capital which increases the likelihood that individuals would remain in a 

given community. A preparation program for community residents may be cost effective 

in the long run if its graduates are likely to remain in the community and teach (Brownell 

et al., 2005). 

 Recruiting rural high school students who show interest in teaching is another 

means of communities growing their own teachers. Those programs capitalize on the 

phenomenon of beginning teachers returning home to teach. One such program is the 

South Carolina Teacher Cadet program. While in high school, cadets earn academic 

credits for participating in an intensive course that provides information about child 

development, teacher education, and the teacher education program (Brownell et al., 

2005).  
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Attracting New Teachers to the Profession  

 States have invested heavily in scholarships and loans for potential educators and 

in programs to recruit teachers from other states and countries. Approximately 27 states 

offer prospective teachers college scholarships or forgivable loans. One of the most well-

known and successful programs is the North Carolina Teaching Fellows Program which 

provides scholarships for four years to approximately 400 outstanding North Carolina 

high school seniors. Upon acceptance of the scholarship, the student agrees to teach for 

four years in one of the state's public schools. If the student does not serve, the loan is 

repaid to the state with a 10% interest (Hirsch et al., 2001). 

 On the other hand, approximately 10 states have developed scholarships or 

forgivable loans specifically for minority candidates. The diversity of the teaching force 

is a difficult issue given the changing demographics of the student population. 

Connecticut implemented a program in 1998 that provides incentive grants of up to 

$20,000 to encourage minority students to become teachers. The Chicago public schools 

developed a partnership with nine higher education institutions and the Chicago Teachers 

Union to attract qualified minority candidates to the teaching profession. In this program, 

interns are paid and work in teams of four under the supervision of experienced mentors 

and pledge to work in the Chicago public schools for two years upon completion of the 

program (Hirsch et al., 2001).  

 

Teacher Retention 

 A key to solving the teacher shortages is to retain teachers rather than training 

new ones. Darling-Hammond and Sykes (2003) remark that in the years ahead, the chief 
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problem will not be producing more new teachers, as many seem to believe, but the main 

problem is an exodus of new teachers from the profession, with more than 30% leaving 

within 5 years. This, too, chiefly hurts low-income schools, which suffer from turnover 

rates as much as 50% higher than affluent schools (Darling-Hammond & Sykes, 2003; 

Ingersoll, 2001b). Such churning, which results in a constant influx of inexperienced 

teachers, is caused largely by insufficient preparation and support of new teachers, poor 

working conditions and uncompetitive salaries (Darling-Hammond & Sykes, 2003). 

 Teacher supply and demand have been a local issue historically. States and school 

districts have tried to resolve the problem but have been largely unsuccessful. Teacher 

issues increasingly are national in origin and consequences; therefore, states and school 

districts need to be supported by appropriate national programs. Darling-Hammond and 

Sykes (2003) remark that these national programs should be modeled after United States 

medical manpower efforts which have supplied doctors in high-need communities to ease 

shortages in specific health fields. Similarly, teacher supply policy should be able to 

place well-prepared teachers into school districts that sorely need them and enable them 

to succeed and stay. The national programs will help stem departures of new teachers 

which cost the nation billions of dollars each year. The cost of the new programs could be 

entirely sustained by savings incurred by decreasing teacher turnover (Darling-Hammond 

& Sykes, 2003). 

 An alternative to the above policy is to lower standards for teacher knowledge and 

skills through either emergency hiring or "quick-fix" programs that send individuals into 

difficult classrooms with minimal pedagogical training. There is concern, however, about 

this approach. Alternate route teachers whose training lasts just weeks before they take 



37 

 

over classes quit the field at high rates. For example, nearly half of the recruits from the 

Massachusetts MINT program left teaching within three years and 80% of the Teach for 

America recruits in Houston, Texas, left after two years. Also, those who enter teaching 

without preparation in key areas such as instructional methods, child development and 

learning theory leave at rates at least double of those who had such training (NCTAF, 

2003, as cited in Darling-Hammond & Sykes, 2003). 

 Evidence is clear that "quick-fix" programs are detrimental. Many of those 

programs provide little training and minimal support to new teachers. Furthermore, the 

programs fail to prepare teachers to succeed or to stay; consequently, the programs add to 

the revolving door of ill-prepared individuals who cycle through the classrooms of 

disadvantaged schools, wasting district resources, and most importantly, valuable 

learning time for students. Unfortunately, as states develop plans to implement NCLB, 

they are allowing entrants into these programs even before they have completed their 

modest training (Darling-Hammond & Sykes, 2003). 

 States and school districts need to create conditions of better support of new 

teachers which encompasses hiring procedures, protected initial assignments, steady 

provision of mentor and other support, and improved assessment practices to help 

novices. The foregoing conditions have been neglected too long, especially in hard-to-

staff schools. The intervention point here is induction, beginning with hiring and 

assignment practices, reduced teaching loads, close fit between qualifications and 

teaching duties, and the orchestration of support from experienced teachers and 

administrators (Darling-Hammond & Sykes, 2003). 
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 Harrell et al. (2004) conducted a five-year study on the factors that influence 

teacher retention and attrition. Their research study employed survey methodology using 

a self-report instrument. A total of 2,388 surveys were mailed to all individuals who had 

been certified through the University of North Texas (UNT) between 1995 and 2000. A 

total of 1,031 surveys were returned for a response rate of 43%. The study revealed that 

215 of the respondents (20.9%) left the teaching profession. Of the top four reasons given 

for not remaining in teaching, income was cited most frequently, followed by discipline 

problems with students, leaving to raise a family, and problems with students' parents. 

The data also suggested that mentoring was an important factor associated with 

successful induction into teaching. 

  Feng (2005) analyzed the determinants of teacher attrition using matched 

teacher-student class-level information for all Florida public school teachers using the 

1999-2000 SASS/TFS and the 2001-2002 and 2002-2003 Florida Education Data 

Warehouse dataset. In addition to teacher demographics and school characteristics, Feng 

(2005) included a number of variables measuring the characteristics of the specific 

students assigned to each teacher. The results of this quantitative study revealed that 

classroom characteristics, such as student performance on standardized tests and the 

average number of disciplinary incidents, played a larger role than school average student 

characteristics in determining teacher attrition. Furthermore, the study revealed that 

teacher pay had a positive influence on retention, while the results for class size were 

mixed. Feng's (2005) findings suggested that in addition to salary, classroom assignment 

was an important factor when considering policies to promote teacher retention and 

teacher quality.  
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 Prather-Jones (2006) conducted a qualitative study to explore the factors that 

contribute to the retention of teachers of students with emotional and/or behavioral 

disorders. She used in-depth interviews to learn about the teachers' experiences and the 

factors they believe have influenced their career decisions. Each of the 13 participants 

was interviewed either once or twice and a focus group was conducted with seven of the 

participants. The data from the interviews revealed that workplace conditions, 

specifically support from both their administrators and colleagues, and personal 

characteristics, especially those that make one a "good fit," are directly related to 

teachers' decisions to remain in the field of educating students with emotional and/or 

behavioral disorders. The teachers believed that those who remain in the profession of 

educating students with emotional and/or behavioral disorders need to have or acquire 

certain personal characteristics. They felt having these characteristics made one a "good 

fit" for the profession. One characteristic involved enjoying the variety the positions 

offered. They enjoyed the challenge, excitement, and unpredictable outcomes of the 

school day (Prather-Jones, 2006).  

   

Price and Mueller 2001 Causal Model of Turnover 

 One way to resolve the issue of teacher retention is to become cognizant of the 

research of scholars who study work organizations with a focus on voluntary turnover. 

Two of those scholars are James L. Price and Charles W. Mueller, who began a series of 

studies in 1972 with their colleagues at the University of Iowa. Their research focused on 

developing and estimating a causal model by specifying the determinants of voluntary 
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turnover. The result of their research is the Price and Mueller 2001 causal model of 

turnover which is the theoretical basis of this study. 

 Turnover, as defined by Price (2001), is the movement of members across the 

boundary of an organization. As is typical with most research on turnover, the focus of 

their study was on employees voluntarily leaving rather than entering the organization. 

  Explanations of voluntary turnover have important implications for 

organizational manpower planning. It is believed that high amount of voluntary turnover 

adversely influences organizational effectiveness (Hom & Griffeth, 1995, as cited in 

Price, 2001). To have available the human resources necessary to promote effectiveness, 

the organizational manpower planners must have knowledge of the condition which 

prompt employees to voluntarily leave the organization. A knowledge of these conditions 

will enable the manpower planners to implement a course of action to minimize 

voluntary turnover and consequently, making available the resources necessary to 

promote organizational effectiveness. 

 The Price and Mueller 2001 causal model of turnover consists of exogenous and 

intervening endogenous variables. The exogenous variables are labeled as environmental, 

individual, and structural. The two environmental variables are opportunity and kinship 

responsibility. Four individual variables that were researched are general training, job 

involvement, positive affectivity, and negative affectivity. Seven structural variables are 

the main focus of the Price and Mueller 2001 causal model of turnover. The structural 

variables are autonomy, justice, stress, pay, promotional chances, routinization, and 

social support. The four intervening endogenous variables are job satisfaction, 

organizational commitment, search behavior, and intent to stay. These intervening 
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endogenous variables together with the exogenous variables are considered the 

determinants of turnover for the model. Each of the determinants and assumptions and 

scope conditions are discussed below. 

Opportunity  

 As stated above, opportunity is one of two environmental variables. It is defined 

as the degree to which alternative jobs are available in the environment. It is a labor 

market variable that indicates the availability of alternative jobs in the labor market. 

Alternative jobs that offer higher rewards than those of the current position make the 

incumbent job less attractive and thereby produce more turnovers (Kim, 1999). More 

opportunity produces greater awareness of alternative jobs; thus, individuals would 

evaluate the costs and benefits of these alternative jobs and if the benefits of the jobs are 

greater than the costs, individuals quit their jobs. Employees who have alternative and 

more rewarding jobs available in the local labor market are less satisfied, less committed, 

more prompted to search for a job elsewhere, and less likely to stay in the organization 

(Kim, 1999). 

 Also, an indirect negative impact of opportunity on turnover through job 

satisfaction, an intervening variable, may exist. Individuals may learn that alternative jobs 

in the environment are considerably better than their current jobs producing more 

dissatisfaction thereby indirectly increasing turnover. On the other hand, if the alternative 

jobs are not better than the current position, turnover is not likely to occur (Price, 2001). 

Kinship Responsibility  

 The other environmental variable, kinship responsibility, is defined as the degree 

to which an individual is obligated to his/her relatives. The strongest obligations seem to 
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be on parents and children residing nearby in the community. With a kin residing nearby, 

an employee will not quit his/her job due to a sense of obligation which can be fulfilled 

through continuous employment with his/her current employer (Kim, 1999). The belief is 

that kinship responsibility decreases turnover. 

General Training  

 One of four individual variables, general training is the degree to which an 

individual’s job skills and knowledge can be transferred between organizations. Skills 

and knowledge that have a general applicability to other organizations, unlike less 

general or more firm-specific ones, are more likely to be useful in such organizations, to 

have a higher market value, and consequently to be transferable across different 

organizations, thereby making an employee with general training less dependent on the 

employing organization (Williamson, 1975, as cited in Kim, 1999). For example, a 

weapon technician in the United States military has less general training than a computer 

technician in the military. The weapon technician has knowledge and skills that can only 

be used in the United States military, whereas the computer technician can transfer 

his/her knowledge and skills to many organizations. The idea of general training comes 

from the human capital tradition in economics (Becker, 1964, as cited in Price, 1997). 

Economists use general training as a variable in the explanation of turnover. The belief is 

that increased general training produces a greater amount of turnover. 

Job Involvement  

 Another individual variable, job involvement, is the degree to which an individual 

is willing to exert effort on the job (Robinson et al., 1969, as cited in Price 1997). 

Employees bring certain work-related values or beliefs to the workplace. Those 
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employees who value work as a central life interest are predisposed to work harder as 

they are more satisfied, more committed, less apt to seek employment elsewhere, and 

consequently more likely to continue their employment (Kanungo, 1982, as cited in Kim, 

1999). Employees with higher job involvement are more likely to receive organizational 

rewards. Greater organizational rewards lead to greater job satisfaction and 

organizational commitment. Consequently, job involvement is expected to have positive 

effects on satisfaction and commitment (Currivan, 1999). Individuals who are willing to 

work hard are highly involved while those without this willingness are less involved 

(Price 1997). Job involvement is distinguished from general involvement which is the 

willingness to exert effort without reference to a specific job. The belief is that general 

involvement is a determinant of specific involvement. Price believes the exogenous 

variable should be specific job involvement as it decreases turnover by its positive impact 

on job satisfaction. A plausible sequence is that highly involved individuals exert more 

effort, receive more rewards for this effort which, in turn, results in more job satisfaction. 

 Two dimensions of willingness of work are commonly made—specific job and 

work in general. Usually, individuals who are willing to work hard at a specific job will 

also be characterized by a general willingness to work hard, irrespective of the specific 

job. However, the two dimensions may not always coexist. An individual with a general 

willingness to work hard may not exert as much effort in a specific job if the working 

conditions are poor. 

Positive and Negative Affectivity 

 Positive and negative affectivity are dispositional tendencies to experience 

pleasant or unpleasant emotional states, respectively. These dispositional tendencies 
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appear to be similar to job satisfaction. Positive affectivity is the degree to which an 

individual feels enthusiastic, active and alert over time and situations. On the other hand, 

negative affectivity is the degree to which an individual feels distressed and aversive over 

time and situations (Watson et al., 1987, as cited in Price 1997). 

 These two dispositional variables are important determinants of affective 

responses and behavioral commitment. Individuals high on positive affectivity are more 

prone to perceive their job characteristics more positively and attend more equally to both 

favorable and unfavorable job attributes. On the other hand, individuals high on negative 

affectivity tend to perceive their job characteristics more negatively and attend more 

selectively to unfavorable features of their jobs (Levin & Stokes, 1989, as cited in Kim, 

1999). Individuals who are predisposed to be enthusiastic to life in general reveal higher 

levels of affective responses and behavioral commitment and those who are predisposed 

to have aversive emotional states reveal lower levels of such responses and commitment 

(Kim, 1999). 

Autonomy 

 Autonomy is the degree to which an individual exercises power relative to his/her 

job. Autonomous jobs are intrinsically gratifying (Gouldner, 1954, as cited in Kim, 1999) 

and provide employees with a sense of self-competence and an intrinsically rewarding 

work environment (Hackman and Oldham, 1976, as cited in Kim, 1999). The belief is 

that autonomy decreases turnover by its positive impact on job satisfaction.  

Distributive Justice 

 A common definition of distributive justice is the extent to which rewards and 

punishments are related to the individual’s job performance. This definition focuses on 
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“equity.” For example, distributive justice is high when employees who contribute more 

to an organization receive more rewards, or when employees who contribute little to 

organizations receive few rewards (Price, 1997). Distributive justice decreases turnover 

by its positive impact on job satisfaction and organizational commitment. Employees 

who think they are fairly rewarded for their own investments and those of comparable 

others in the organization are more satisfied, more committed, and consequently show 

stronger behavioral commitment (Kim, 1999). 

 On the other hand, procedural justice is not clearly defined but a suggested 

definition is the degree to which rights are applied universally to all employees. The 

suggested definition emphasizes the “equality” component of justice. Procedural justice 

should not be confused with distributive justice  

Job Stress 

 Stress is defined as the extent to which an individual is unable to fulfill the 

demands of his/her job. Following the University of Michigan’s Survey Research Center, 

Price (2001) describes four dimensions of stressors: resource inadequacy (lack of means 

to perform a job), role ambiguity (unclear job obligation), role conflict (inconsistent job 

obligation), and workload (amount of effort required by a job). Job stress is significant 

because job-related stresses or pressures are inherently noxious states that impede the 

employees’ affective responses and thereby prompting them to cope with the problem by 

leaving the organization (Kim, 1999). The belief is that job stress reduces turnover by its 

negative impact on job satisfaction. 
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Pay 

 Pay has been defined as money and its equivalents which individuals receive for 

services rendered. Pay is considered important in accounting for affective responses and 

behavioral commitment as it is a strong inducement to compensate an employee for 

his/her contributions to the organization (Parsons, 1977, as cited in Kim, 1999). 

Economists believe that pay decreases turnover. However, unlike the economists, Price 

and Mueller specify intervening variables (job satisfaction, organizational commitment, 

search behavior, and intent to stay) between pay and turnover. Research on turnover by 

economists generally does not specify an intervening process between the independent 

and dependent variables. 

Promotional Chances 

 Promotional chances are defined as the degree of potential mobility within an 

organization. This variable typically fosters affective responses and behavioral 

commitment by encouraging internal careers and thereby guaranteeing job security and 

other favorable long-term rewards like increased income, power, and status (Kim, 1999). 

The belief is that promotional chances decrease turnover indirectly by means of a positive 

impact on job satisfaction and organizational commitment.  

Routinization 

 Routinization is the extent to which jobs are repetitive (Kim, 1999; Price, 1997). 

A high degree of repetitiveness signifies a highly routinized job. Clerical and labor jobs 

are typically routinized; on the other hand, professional and craft jobs are usually less 

routinized. The belief is that routinization decreases turnover by its negative impact on 

job satisfaction since a varying job is challenging to employees and provides them with a 
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sense of meaningfulness at the workplace by stretching their abilities and skills 

(Hackman and Oldham, 1976, as cited in Kim, 1999). 

Social Support 

 Social support refers to helping relationships regarding work related matter. Three 

types of support have been distinguished: supervisory, peer, and kinship.  Peer support is 

discussed in sociology under the labels of integration, work group cohesion, social 

capital, and primary groups. It is the belief that networks of kin provided support as well 

as obligation. Also, the belief is that supervisory support decreases turnover through its 

positive influence on job satisfaction and organizational commitment, and peer support 

decreases turnover by a positive impact on job satisfaction. Social support alleviates 

many of the problems encountered in the workplace and promotes interdependence and 

social cohesion among the employees (Kim, 1999). 

Intervening Endogenous Variables 

 The following four intervening variables have been consistently investigated: job 

satisfaction, organizational commitment, search behavior, and intent to stay. With respect 

to the causal ordering among the intervening endogenous variables, job satisfaction and 

organizational commitment are postulated to have impacts on search behavior. These 

variables, along with the exogenous ones listed above, are considered as determinants of 

turnover.  

 Job satisfaction. Satisfaction is the degree to which individuals like their work. A 

meta-analysis of some research (Gaertner, 1999) finds that the following three structural 

variables have impacts on both job satisfaction and organizational commitment: 

promotional chances, distributive justice, and supervisory support. The study revealed, 
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however, that the following six structural variables only had impacts on job satisfaction: 

peer support, workload, role conflict, role ambiguity, autonomy, and routinization.  

 Organizational commitment. Organizational commitment is the extent to which 

an individual is emotionally attached to the organization. It is defined as the relative 

strength of an employee’s identification with and involvement in an organization (Porter 

et al., 1974, as cited in Kim, 1999). Porter conceptualized commitment as having the 

following three components: (1) a strong belief in and acceptance of the organization’s 

goals and values; (2) a willingness to exert considerable effort on behalf of the 

organization; and (3) a definite desire to maintain organizational membership. However, 

Porter viewed commitment as being a unidimensional construct (Porter as cited in 

Mowday, 1998). On the other hand, Meyer and Allen conceptualized organizational 

commitment as multidimensional (Meyer & Herscovitch, 2001). They concurred that 

commitment binds an individual to an organization and decreases turnover but the key 

differences were in the mind-sets that characterized the commitment. These mind-sets 

they referred to reflected three themes: affective attachment to the organization, 

perceived cost of leaving, and obligation to remain. Meyer and Allen argue that 

commitment may be accompanied by one or more of these mind-sets and consequently 

incorporated all three into their model which they labeled as follows (Meyer & 

Herscovitch, 2001): 

 Affective commitment  

 Continuance commitment 

 Normative commitment 
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Affective commitment reflects an individual’s identification and involvement with an 

organization. Commitment accompanied by a cost-avoidance mind-set has been referred 

to as continuance commitment. Continuance commitment is associated with the intention 

to remain with the organization due to the costs of leaving or the rewards for staying. 

Normative commitment is based on the belief that an individual has an obligation to 

remain with the organization (Blau, 2001; Irving, Coleman, & Cooper, 1997; Meyer & 

Herscovitch, 2001; Mowday, 1998; Price, 1997). 

 For employees, commitment to work and an organization represent a positive 

relationship that could potentially add meaning to life. From the perspective of 

organizations, it is believed that having committed employees would be beneficial due to 

the potential for increased performance and reduced turnover (Mowday, 1998). 

 Search behavior. Search behavior is the degree to which individuals are looking 

at other jobs. Economists have emphasized the importance of search behavior as a 

determinant of turnover. Research has postulated that search behavior is the immediate 

determinant of intent to stay (Mobley, 1982, as cited in Price, 2001). It means that 

employees search for a job and then decide to stay or leave their employer (Price, 2001). 

However, the reverse causal order is plausible. It may be that employees intend to leave 

and then search for a job as the result of the intent (Sager, Griffeth, & Hom, 1998). In the 

meantime, the Price and Mueller 2001 model retains the traditional causal order, that 

search determines intent. 

 Intent to stay. Intent to stay is the extent to which employees plan to continue 

membership in their organization (Price & Mueller, 1981 as cited in Currivan, 1999). 

Intent to stay or leave refers to an employee's intentions and has been demonstrated to 
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have a strong negative influence on actual turnover (Bluedorn, 1982). Researchers 

theorize that turnover or intent to stay intervenes between employee attitudes and actual 

turnover behaviors (Iverson, 1992, as cited in Currivan, 1999). A substantial body of 

empirical research links greater commitment to greater intent to stay and consequently, 

lower turnover. 

 

Professional Development/Induction Programs 

 Teacher recruitment and teacher preparation policies can help states begin to 

prepare new teachers for work in a demanding standards-based environment, but only 

ongoing learning through a variety of professional development activities can make 

teachers aware of changing expectations, new content, and teaching methods. 

Policymakers usually think of workshops and summer institutes as professional 

development, but teachers can deepen their knowledge and pedagogical skills through on-

site coaching, study groups, graduate coursework, instructional supervision, curriculum 

development work, observation of master teachers or model programs at work, and 

participation in professional organizations (Hirsch et al., 2001; Smith & Ingersoll, 2004). 

 However, not all professional development activities are powerful. Emerging 

research reveal that the quality and duration of professional development programs are an 

important determinant of their ability to improve teaching practice and impact student 

achievement. Most states and policies do not adhere to these two components. Sometimes 

school districts with minimal guidance and little funding tend to rely on one-time in-

service workshops rather than intensive, ongoing professional development that research 

has shown to be more effective (Hirsch et al., 2001). 
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 NCLB states that professional development activities should be sustained, 

intensive, and classroom-focused in order to have a positive and lasting impact on 

classroom instruction. It should not be an occasional daylong workshop or conference. 

Also, these activities should be regularly evaluated for its impact on teacher effectiveness 

and student achievement, with the findings of the evaluations used to improve the quality 

of professional development (ESEA Section 9101(34), 2000, as cited in Coble & 

Azordegan, 2004). 

 Harrell et al. (2004) remarked it was evident from their five-year study on 

retention and attrition that teacher preparation and sustained professional development 

were needed to increase the pedagogical knowledge necessary for teachers to be 

successful before and after entering the classroom. They conclude from their study that if 

teachers are well prepared, they will have the necessary experiences needed to create 

positive learning environments for students and become successful experienced teachers.   

 To address the low quality of professional development opportunities, a number 

of state legislatures have attempted to provide school districts with guidance and financial 

support. These actions by the states are important in light of research demonstrating that 

the creation of professional development programs depends heavily on the degree to 

which the states can provide financial support and make professional development a 

priority to ensure its implementation (Hirsch et al., 2001). However, this may not be the 

case due to the economic downswing. 

 Also, investing in induction programs for novice teachers would increase 

retention. Through the program, mentoring support for every new teacher would be 

possible (Darling-Hammond, 2007). Through mentoring, beginning teachers will increase 
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competence and their decision to stay in the profession is greater. These programs 

normally assign an experienced teacher to mentor beginning teachers for the first three 

years of their careers. Mentor teachers provide professional and instructional support to 

beginning teachers so that they can transition into teaching more successfully and meet 

high professional standards. Well-designed induction programs, like those in California, 

Connecticut, and Ohio, are excellent examples of programs that provide comprehensive 

support to beginning teachers and are quite successful in retaining these teachers. The 

New Teacher Center at the University of California Santa Cruz, for example, has retained 

95% of their new teachers over an 11-year period (Brownell et al., 2005; Holloway, 

2001). Trained mentors help novice teachers with lesson planning, assist them in 

gathering information about best practices, observe the new teachers' classes, and provide 

feedback. The novice teachers, on the other hand, reflect on their practice and apply what 

they have learned to future lessons. In an analysis of the initial impact of the program, 

Storms, Wing, Jinks, Banks, and Cavazos (2000) found that mentoring played a 

significant role in the professional growth of the new teachers (as cited in Holloway, 

2001). The study revealed that the program's design helped new teachers hone their 

practice and reflect on the effectiveness of their instruction (Holloway, 2001). 

 Furthermore, initial findings from two studies of the New Teacher Center suggest 

that beginning teachers who receive comprehensive induction support for two years are 

more likely to have classes that achieve reading gains than those who do not receive this 

support. The classes of these beginning teachers made gains at rates similar to those 

achieved by veteran teachers (Strong, 2006). 
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 In 2004, a study was conducted by two universities to investigate the induction 

and mentoring practices of their partner school districts. A survey instrument which 

included questions on support strategies experienced by respondents and the extent to 

which they valued those strategies were sent to 317 beginning teachers of which 222 

responded. The results of the study revealed that beginning teachers highly valued four 

supports, but those supports were provided for fewer than half of them. The opportunity 

to observe other teachers was valued most but was provided for only 41.9% of the 

responding teachers. Co-planning time with other teachers was the second most valued 

support but was provided to only 45% of the respondents. Only 17.7% were assigned to 

smaller classes, and feedback on non-evaluative classroom observations was reported as 

being provided to only 33.7% of the teacher respondents (Andrews et al., 2007).  

 Smith and Ingersoll (2004) conducted a study to address the need for empirical 

evaluation of the effects of induction on beginning teacher turnover. They examined 

whether first-year teachers who participated in induction activities such as mentoring or 

collaboration with other teachers or who received additional resources were more or less 

likely to stay with their teaching jobs the following year. The sample of 3,235 was drawn 

from a cohort that included all beginning teachers in the United States in 1999-2000, 

which allowed the researchers to compare the retention of those who did and those who 

did not participate in various induction activities. The data source was the 1999-2000 

SASS. The study revealed that induction and mentorship have expanded from a common 

to a widespread practice for newcomers in the teaching occupation. In the 1990-1991 

academic year, approximately 4 in 10 beginning teachers participated in some type of 

formal induction program. By the 1999-2000 academic year, participation rates in 
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induction programs increased to 8 in 10. Also, the study revealed that 29% of the 

beginning teachers in 1999-2000 either changed schools at the end of the year (15%) or 

left teaching altogether (14%). The researchers found that some types of activities 

appeared to be more effective than others in reducing turnover. Teachers participating in 

combinations of mentoring and group induction activities were less likely to migrate to 

other schools or to leave teaching at the end of their first year. The most salient factors 

were having a mentor from the same field, having common planning time with other 

teachers in the same subject, collaborating with other teachers on instruction, and being 

part of an external network of teachers. 

 It is important to clarify that teacher induction is distinct from both pre-service 

and in-service teacher training. Pre-service refers to the training and preparation that 

teacher candidates receive before employment, including clinical training. In-service 

refers to periodic upgrading and additional training received on the job or during 

employment. Theoretically, induction programs are not additional training per se but are 

designed for teachers who have already completed basic training. Induction programs are 

often conceived as a bridge, enabling the "student of teaching" to become a "teacher of 

students" (Smith & Ingersoll, 2004). 

 Smith and Ingersoll's (2004) study revealed that duration and intensity of 

induction programs are important sources of variation. Programs can vary from a single 

orientation meeting at the beginning of a school year to a highly structured program 

involving multiple activities and frequent meetings over a period of several years. 

Induction programs usually vary according to the number of new teachers they serve; 
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some include anyone new to a particular school, even those with previous teaching 

experience; others focus solely on novice teachers (Smith & Ingersoll, 2004). 

 Erickson's (2007) research further supported the aforementioned study. The 

objective of this study was to explore and estimate the relationships between teacher 

professional development behaviors and attitudes and teacher turnover, while controlling 

for a number of demographic characteristics of both teachers and the schools in which 

they taught. For this study, a hierarchical linear modeling (HLM) analysis was done using 

the 1999-2000 SASS and the 2000-2001 TFS data. The analysis revealed that if a teacher 

perceives less support in the school setting, turnover will be higher. The implications of 

this finding point to increased attention towards the support given for professional 

development. At the teacher level, both the total hours of professional development and 

the teacher assessment of professional development support had a predictive significance 

(p < .05) for employment outcome (Erickson, 2007). 

 A number of studies seem to provide support for the hypothesis that well-

conceived and well-implemented teacher induction programs are successful in increasing 

the job satisfaction, efficacy, and retention of new teachers (Holloway, 2001; Smith & 

Ingersoll, 2004).  

 Providing mentors and time for consultation with principals and colleagues were 

not as effective in retaining new teachers as expected. To be effective for retention 

purposes, induction program must be multifaceted. Mentoring and consultation time 

needs to be combined with networking opportunities and resources for professional 

development. Consequently, induction programs can add to the cost of teacher 

preparation. Considering the high average cost of replacing a teacher, however, high 
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quality induction programs are a bargain. Limited research suggests that induction 

programs are cost effective (Brownell et al., (2005). 

 Data from the National Center for Education Statistics revealed that 56% of the 

public school teachers in their first three years of teaching have participated in a formal 

teacher induction program, compared to 44% with 4 to 9 years of experience, and 17% 

with 10 to 19 years of experience. With estimates of 30% to 50% of beginning teachers 

leaving the profession within their first 5 years, a means of providing support to new 

educators are essential (Smith & Ingersoll, 2004; Wilkins & Clift, 2007). Beginning 

teachers leave the profession for various reasons, i.e., salary, workplace conditions, 

personal and family reasons, lack of family support, but one of the most common reasons 

is lack of administrative and school support. Induction and mentoring programs help to 

fill this gap (Fulton, Yoon, & Lee, 2005; Hirsch et al., 2001; Nielsen, Barry, & Addison, 

2007; Wilkins & Clift, 2007). 

 Preparation and mentoring can be further strengthened if they are guided by a 

high-quality teacher-performance assessment that measures actual teaching skills. 

Current assessment instruments demonstrate little about teachers' abilities to practice 

effectively. Performance assessments for new teachers in states like Connecticut and 

California have been effective for improving preparation and mentoring and for assessing 

teachers' competence. Federal support to develop a national performance assessment for 

licensing would provide a useful tool for accountability and improvement and will enable 

teachers to move easily from states with surplus teachers to those with shortages 

(Darling-Hammond, 2007). 
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Summary of Literature 

 The following summarizes the review of the literature which focused on research 

that guided the development of this study. The importance of a quality education for all 

students, issues relating to teacher recruitment and teacher retention, the Price and 

Mueller 2001 causal model of turnover, and professional development/induction 

programs are summarized below. 

Quality Education 

 In 1983, A Nation at Risk, a U.S. Department of Education report, alerted the 

nation that the United States' world-class system of education was no longer keeping pace 

with other nations and revealed that many teachers did not have the requisite knowledge, 

skills, and training needed to provide students with a quality education. Then in 1994, the 

Goals 2000 Educate America Act was enacted and established a framework to identify 

world-class academic standards to measure student progress and to provide support that 

students need to meet those standards. However, Congress withdrew the authorization for 

Goals 2000 in 2001 which led to the enactment of the No Child Left Behind Act. The 

most important aspects of this act were its demand for all schools to have a qualified 

teacher in every classroom (Andrews et al., 2007). 

 The foregoing standards and accountability mandates resulted in new 

transparency in student achievement (Henry et al., 2011). Studies have shown that one of 

the most crucial components in educational improvement is effective teachers. Studies by 

Akiba et al. (2007), Sanders and Rivers (1996), and Rivkin et al. (2005) confirm the 

importance of teacher effectiveness on student achievement. A study by Darling-

Hammond (2000) revealed a strong, significant relationship of teacher quality variables 
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to student achievement even after controlling for student poverty and student language 

background. 

 Darling-Hammond (2000) remarked that a variety of teacher experiences and 

attributes contributes to the effects teachers have on student learning. Some of the 

qualifications that have been found to bear some relationship to student achievement are: 

(1) general academic and verbal ability; (2) subject matter knowledge; (3) knowledge 

about teaching and learning; (4) teaching experiences; and (5) the combined set of 

qualifications measured by teacher certification. 

 Licensure testing is widespread for employment in public schools despite the fact 

that there is little quantitative research showing its efficacy. Hawaii is one of those states 

that require testing, specifically the PRAXIS series of exams, for teaching licensure. A 

study by Goldhaber (2007) revealed that licensure test performance is not a signal for 

quality, but NBPTS certification is a signal for quality. Goldhaber's (2007) study revealed 

that NBPTS certified teachers outperformed noncertified teachers by 1 to 4 percent of a 

standard deviation with larger effects on mathematics. A study by Goldhaber and Brewer 

(2000) further confirmed that the type of certification is an important determinant of 

student outcome. 

 States like North Carolina and Connecticut invested substantially in education and 

have experienced the largest student gains in mathematics and reading of any state in the 

nation. These states focused on improvements in salary equity, intensive recruitment 

efforts, initiatives to improve preservice teacher education, licensing, beginning teacher 

mentoring, and ongoing professional development which resulted in student achievement 

gains. 
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Teacher Recruitment 

 The recruitment dilemma is compounded by the number of individuals who are 

trained in teacher preparation programs and who never enter the profession or leave 

within the first few years of employment (Hirsch et al. (2001); Smith & Ingersoll, 2004). 

To this end, states, districts, and schools are trying various strategies to recruit teachers.  

 One of the more common approaches adopted by some of the states and school 

districts was to create alternative pathways into the profession, especially to attract mid-

career professionals. Research has shown that the most effective alternative programs are 

those that are generally longer term and involve considerable preservice coursework with 

supervised internships in a master teacher's classroom. 

 However, other states and school districts are taking different approaches. Some 

states are making it easy to receive reciprocity for a license from another state. Others are 

establishing scholarships, initiating future teacher programs for potential educators in 

high schools, increasing salaries, offering one-time signing bonuses, providing housing 

assistance, offering free graduate level courses and forgivable loans specifically for 

minority teacher candidates. Also, school districts are recruiting rural high school 

students as a means of communities growing their own teachers. Teacher job satisfaction 

surveys reveal, however, a weaker than expected relationship to salary and benefits with 

job satisfaction heavily influenced by working conditions and feelings of control 

(Hanushek et al., 2004; Henry et al. 2011; Hirsch et al., 2001). 

 There is no doubt that incentives are needed to attract and retain teachers in high-

need schools. Perhaps the federal government can establish scholarships to cover training 

costs in high-quality programs at the undergraduate and graduate levels for young and 
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mid-career recruits. Furthermore, matching grants can be used to improve teaching 

conditions by providing adequate teaching materials and supplies and time for teacher 

planning and professional development. Federal funds can be further allocated to expand 

state-of-the-art teacher education programs in high-need communities that partner 

"teaching schools" with universities (Darling-Hammond, 2000). 

Teacher Retention 

 Retaining teachers rather than training new ones is one of the keys to addressing 

teacher shortages. More than 30% of the teachers are leaving the profession within five 

years and it is the low-income schools which experience higher turnover rates than 

affluent schools (Darling-Hammond & Sykes, 2003; Ingersoll, 2003).  

 Teacher attrition costs the nation billions of dollars each year. National programs 

can alleviate the departure of new teachers. These programs can be sustained by savings 

incurred by decreasing teacher turnover. Furthermore, a teacher supply policy should be 

initiated to place well-prepared teachers into school districts that need them and enable 

them to succeed and stay.  

 An alternative to the above policy would be to lower standards for teacher 

knowledge and skills through "quick-fix" programs that send individuals into the 

classroom with minimal pedagogical training. There is concern about this process, 

however, because teachers left the profession at high rates and evidence is clear that 

"quick-fix" programs are detrimental to student achievement (Darling-Hammond & 

Sykes, 2003). 

 Studies revealed that states and school districts need to create conditions to better 

support novice teachers, inclusive of hiring procedures, increasing salaries, protected 
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initial assignments, mentoring, supportive administrators and colleagues, and improved 

assessment practices. All of the foregoing plus personal characteristics that make one a 

"good fit" are directly related to teachers' decisions to remain in the profession (Darling-

Hammond & Sykes, 2003; Feng, 2005; Harrell et al., 2004; Prather-Jones, 2006). 

Price and Mueller 2001 Causal Model of Turnover 

 The Price and Mueller 2001 causal model of turnover is the theoretical basis of 

this study. Price and Mueller's research focused on the determinants of voluntary 

turnover. 

 The Price and Mueller model consists of exogenous and intervening endogenous 

variables. For this study, four models were created to predict the values of four dependent 

variables--organizational commitment, job satisfaction, search behavior, and intent to 

stay--from a set of independent variables. These four dependent variables are referred to 

as the intervening endogenous variables in Price and Mueller's 2001 causal model of 

turnover. 

Professional Development/Induction Programs 

 Teacher recruitment and teacher preparation can help states and school districts to 

prepare new teachers for work in a demanding standards-based work environment. 

However, novice teachers still need ongoing learning through professional development 

activities that can keep them abreast of changing expectations, new content, and teaching 

methods. Novice teachers will be able to develop their knowledge and pedagogical skills 

through coaching, study groups, graduate coursework, instructional supervision, 

curriculum development work, observation of master teachers or model programs, and 

participation in professional organizations. 



62 

 

 However, the quality and duration of the professional development programs are 

important determinants of the novice teacher's ability to improve teaching practice and 

impact student achievement. NCLB stated that professional development activities should 

be sustained, intensive, and classroom-focused in order to have a positive impact on 

classroom instruction. Also, these activities need to be evaluated regularly for its impact 

on teacher effectiveness and student achievement. 

 A study by Harrell et al. (2004) revealed that teacher preparation and sustained 

professional development were needed to increase the pedagogical knowledge necessary 

for teachers to be successful before and after entering the classroom. The study further 

revealed that well-prepared teachers will have the necessary experiences to create a 

positive learning environment for students and become successful teachers in the 

classroom. 

 Investing in induction programs for novice teachers would increase retention. 

Through mentoring, novice teachers will be able to increase competence and their 

decision to stay in the profession will be greater. For example, the New Teacher Center at 

the University of California Santa Cruz retained 95% of their new teachers over an 11-

year period (Brownell et al., 2005; Holloway, 2001). In addition, initial findings from two 

studies of the New Teacher Center revealed that novice teachers who receive induction 

support for two years are more likely to have classes that achieve reading gains than 

those who do not receive the support. 

 Studies by Smith and Ingersoll (2004) and Erickson (2007) revealed that novice 

teachers participating in combinations of mentoring and group induction activities were 

less likely to migrate to other schools or to leave the profession after the first year. Some 
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of the major factors were having a mentor from the same field, having common time with 

other teachers in the same subject, collaborating with other teachers on instruction, and 

being part of an external network of teachers. Furthermore, their studies revealed that if a 

teacher perceives less support in the school setting, turnover will be higher. The 

implications of their findings point to increased attention towards support given for 

professional development and induction programs. 

 Novice teachers leave the profession for various reasons, but one of the more 

common reasons is lack of administrative and school support. Induction and professional 

development programs can fill this gap (Fulton et al., 2005; Hirsch et al., 2001; Nielsen et 

al., 2007; Wilkins & Clift, 2007). The programs can be further strengthened with a high-

quality teacher performance assessment that measures actual teaching skills (Darling-

Hammond, 2007). 
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CHAPTER 3 

METHODOLOGY 

 

Introduction 

 The purpose of this study was to address teacher shortages in Hawaii's public 

schools through retention. Also, the purpose was to follow-up on the employment status 

of the COE graduates for the academic years ending 2005 to 2009 and to examine the 

factors that influenced those COE graduates who remain employed with the DOE and to 

what extent the COE graduates intend to stay in the teaching profession. This study 

further explored professional development activities that influenced the COE graduates' 

decision to stay in the profession and what professional development/induction activities 

the COE graduates believed were important for their professional growth and 

development. The study employed a non-experimental quantitative design. 

 

Approval to Conduct Study 

 This study was reviewed by the University of Hawaii at Manoa's Institutional 

Review Board (IRB Registration No. IORG0000169). Also, the researcher's request to 

survey the graduates from the teacher preparation programs, i.e., Bachelor of Education, 

Post-Baccalaureate Certificate, and Master of Education, was approved by the COE's 

Associate Dean. 

 The information collected from the participants will remain confidential and will 

be used only for educational research purposes. In this research report, no names will be 
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associated with any responses and therefore, individuals will not be identified directly or 

indirectly through identifiers.  

 

Participants 

 The participants for this study were COE graduates for the academic years ending 

2005 to 2009. Table 3.1 below reflects the number of graduates by academic year and 

their program of study at the COE. A self-administered questionnaire was mailed to 

1,707 COE graduates. 

 

Table 3.1  

COE Graduates for Academic Years Ending 2005 to 2009  

Degree Description Program Description Academic Year 

2004 -

2005 

2005 -

2006 

2006 -

2007 

2007 - 

2008 

2008 - 

2009 

Bachelor of Education Elementary Ed. 90 125 134 164 109 

Elementary Ed./SPED 39 47 39 33 37 

Secondary Ed. 43 66 43 39 37 

Secondary Ed./SPED 0 0 0 0 0 

Post-Baccalaureate Certificate Secondary Ed. 71 80 61 48 46 

Special Education 2 1 1 9 8 

Master of Education Master of Education in Teaching 22 29 31 63 63 

Master of Education in SPED 19 27 16 16 49 

Total by Academic Year  286 375 325 372 349 

 

Source:  University of Hawaii, Banner Operational Data Store (ODS) 10/14/10 
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Limitations of the Study 

 The results of this study are limited to the data collected from the COE graduates 

for the academic years ending 2005 to 2009. The results probably are not nationally 

representative.  

 A self-administered questionnaire was mailed through the U.S. Postal Service to 

1,707 COE graduates. However, prior to conducting the data analyses, a total of 477 COE 

graduates from the American Samoa program were deleted from the database. The 

American Samoa program did not require the PRAXIS I exams (reading, writing, and 

mathematics) for admission into the program, unlike the Manoa program, and the 

PRAXIS I is one of the requirements for teaching licensure in the State of Hawaii. 

Therefore, the database consisted of 1,230 graduates from which a total of 352 graduates 

responded to the questionnaire for a response rate of 29% for this study. Attempts to get a 

better response rate by collaborating with the DOE were unsuccessful and follow-up 

reminders to the participants produced minimal results. 

 

Research Design 

 This is a quantitative research study in which data were collected from a self-

administered questionnaire (see Appendix A) completed by graduates from the COE's 

teacher preparation programs for the academic years ending 2005 to 2009. The 

instrument was 9 pages in length and includes a section on teacher perception relating to 

his/her teaching (70 items), a section on the teacher's plans (3 items), a section on teacher 

perception on professional development policies and practices (20 items), and a section 

on demographic information (15 items). Majority of the items were multiple-choice using 
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a 5-point Likert scale ranging from strongly disagree (1) to strongly agree (5). The 

questionnaire was modeled after measurements contained in Price's (2001) study on 

voluntary turnover and a dissertation addressing teacher shortages in Hawaii's private 

schools (Witt, 2006). 

 

Data Collection 

 The primary source of data were collected from the self-administered 

questionnaire. The instrument together with a self-addressed, stamped envelope was 

mailed through the U.S. Postal Service to the participants. A cover letter explaining the 

study and the confidentiality of the participant's responses was included with the 

instrument.  

 Upon receipt of the participant's completed questionnaire, the researcher coded 

the teacher responses and entered the information into a database utilizing the SPSS 

software program. The quantitative data was used to analyze the following research 

questions: 

 What factors influence a novice teacher's decision to stay in the teaching 

profession? 

 To what extent do novice teachers intend to stay in the teaching profession? 

 What professional development activities influence the novice teacher's 

decision to stay in the profession? 

 What professional development/induction activities do novice teachers 

believe are important for their professional growth and development? 
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Data Analysis 

 Descriptive statistics were used to examine the frequency distribution, standard 

deviations, kurtosis, and skewness of the data. Also, multiple regression was used to 

predict the outcome or dependent variable from a set of predictor variables. 

Descriptive Statistics 

 Descriptive statistics refer to procedures for organizing, summarizing, and 

describing data (McCall, 2001). They describe samples of subjects in terms of variables 

or combination of variables (Tabachnick & Fidell, 2001). 

 One of the most common ways to graphically describe data is through the use of 

frequency distribution. It is a table that organizes the number of data values into intervals. 

For example, the intervals could be the novice teachers' age range. The number of data 

values would be the number of novice teachers who fall into each interval, like ages 21-

30 and 31-40.  

 There are two broad categories of descriptive statistics that are commonly used. 

The first, measures of central tendency, describes the center point of the dataset with a 

single value. It is a valuable tool to summarize many pieces of data with one number. The 

three measures of the center of a distribution are mean, median, and mode (Leech, 

Barrett, & Morgan, 2008). 

 The most common measure of central tendency is the mean or average. The mean 

takes into account all of the available information and is usually the statistic of choice if 

the data are normally distributed. The mean is computed by adding up all the scores and 

dividing it by the number of scores (M = ∑X/N). For normally distributed data, the raw 
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scores should be used in this calculation; for ordinal scores, it is sometimes useful to 

calculate a mean of the ranked scores (Leech et al., 2008). 

 Another way to measure central tendency is by finding the median. The middle 

score or median is the appropriate measure of central tendency for ordinal level raw data. 

The median is a better measure of central tendency than the mean when the frequency 

distribution is skewed. For normally distributed data, the median is the same as the mean 

(Leech et al., 2008). 

 The most common category, or mode, can be used with any kind of data but 

generally provides the least precise information about central tendency. Mode is simply 

the observation in the dataset that occurs the most frequently. If the data is continuous, 

there often are multiple modes, none of which represents the typical score. If there are 

multiple modes, SPSS will provide only the lowest one. A researcher would use the mode 

as the measure of central tendency if the variable is nominal or if a quick non-calculated 

measure is desired (Leech et al., 2008). 

 The other broad category of descriptive statistics is the measures of dispersion. It 

describes how far the individual data values have strayed from the mean. One of the ways 

to measure dispersion in statistics is by variability. Variability informs the researcher 

about the spread or dispersion of the scores. If all of the scores in a distribution are the 

same, there is no variability. If the scores are all different and widely spaced, the 

variability will be high. The range (highest minus lowest score) is the crudest measure of 

variability but does give an indication of the spread in scores if ordered (Leech et al., 

2008). 
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 A measure of variability is most appropriate when there is normally distributed 

data, although the standard deviation of ranked ordinal data may be useful in some cases. 

The standard deviation is based on the deviation of each score (x) from the mean of all 

scores (M). Those deviation scores are squared and then summed (∑(x-M)²). This sum is 

divided by N-1, and then the square root is taken (SD=√∑(x-M)²/N-1) (Leech et al., 

2008). 

 Statistics based on means and standard deviations are valid for normally 

distributed or normal data. Usually, these data are used in the most powerful tests called 

parametric statistics. However, if the data is ordered but grossly non-normal (i.e., 

ordinal), means and standard deviations may not provide meaningful answers. If so, the 

median and a nonparametric test are preferred. Nonparametric tests have somewhat less 

power than parametric tests; however, the sacrifice in power for nonparametric tests 

based on ranks usually is minor. If the data are nominal, the researcher needs to use the 

mode and information about the distribution of individuals in categories to describe the 

distribution. Usually, there is a major sacrifice in power if one reduced continuous data to 

a categorical variable, and then analyzing the resulting variable using nonparametric 

statistics designed for categorical data (Leech et al., 2008). 

 The frequencies of many of the variables used in the behavioral sciences are 

distributed approximately as a normal curve. The normal curve can be thought of as 

derived from a frequency distribution. It is theoretically formed from counting an infinite 

number of occurrences of a variable. Usually when the normal curve is depicted, only the 

X axis (horizontal) is shown. The normal curve has the following properties: 
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 The normal curve is unimodal. It has one hump, and this hump is in the 

middle of the distribution. The most frequent value is in the middle of the 

curve. 

 The mean, median, and mode are equal. 

 The curve is symmetric. The left and right sides of the curve are equal. 

 The range is infinite. This means that the extremes approach but never touch 

the X axis. 

 The curve is neither too peaked nor too flat and its tails are neither too short 

nor too long. 

 If one tail of a frequency distribution is longer than the other and if the mean and 

median are different, the curve is skewed. Because most common inferential statistics 

assume that the dependent variable is normally distributed, it is important to know if the 

variables are highly skewed. Furthermore, if the frequency distribution is more peaked 

than the normal curve, it is said to have positive kurtosis and is called keptokurtic. On the 

other hand, if a frequency distribution is relatively flat with heavy tails, it is said to have 

negative kurtosis and is called platykurtic (Leech et al., 2008). 

Multiple Regression 

 Regression analyses are a set of statistical methods to assess the relationship 

between one dependent variable and several independent variables. The terms regression 

and correlation are used interchangeably to label these procedures although the term 

regression is used often when the intent of the analysis is prediction and the term 

correlation is used when the intent is simply to assess the relationship between the 

dependent variable and independent variables (Tabachnick & Fidell, 2001). 
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 Multiple linear regression, a type of associational statistical method, is a 

technique to determine a correlation between a dependent variable and the best 

combination of two or more independent variables (Fraenkel & Wallen, 2000; Norusis, 

2002). Multiple regression is useful when you want to predict an outcome or dependent 

variable from a set of predictor variables. 

 Linear models have had a long tradition in the social sciences for analyzing data 

from experimental, quasi-experimental, and nonexperimental research designs. Multiple 

regression is the most widely used technique in social science research. Multiple 

regression requires a continuous dependent variable and can handle both continuous and 

dichotomous independent variables. It cannot handle categorical variables, as analysis of 

variance, without recoding them in some way. When applied to the same design and data, 

multiple regression and analysis of variance yield identical results. Furthermore, multiple 

regression often provide a clearer picture for practitioners and policymakers (Heck, 

2004).  

 Multiple regression is used for both predictive and explanatory research purposes. 

One purpose is to make predictions about an outcome based on the values of the predictor 

variables. The linear regression model assumes that a unit increase in the independent 

variable is related to an expected constant change in the dependent variable. The second 

purpose is to determine how a set of independent variables affects a dependent variable 

and to estimate the effects for each independent variable (Heck, 2004). 

 In addition to multiple regression, two other complex associational analyses, 

logistic regression and discriminant analysis, have the general purpose of predicting a 

dependent or criterion variable from several independent or predictor variables. These 
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three techniques vary, however, in the level of measurement and type of independent 

variables and/or type of outcome variable (Leech et al., 2008). 

 There are different ways of computing multiple regression under different 

circumstances. Simultaneous regression is the best method to use if there is no prior ideas 

about which variables will create the best prediction equation and there is a small set of 

predictors. It is preferable to use the hierarchical method when the order in which one 

wants to enter predictors and wants to know how prediction by certain variables improves 

on prediction by others. Both simultaneous regression and hierarchical regression require 

that the researcher specify exactly which variables serve as predictors. Sometimes there 

may be a relatively large set of variables that may be good predictors of the dependent 

variable, but such a large set may sacrifice the power to find significant results. In such a 

case, stepwise regression, another methodology might be used. Stepwise regression 

capitalizes on chance which may not be acceptable by many researchers (Leech et al., 

2008). 

 Multiple regression is an extension of bivariate regression in which several 

independent variables instead of just one are combined to predict a value on a dependent 

variable for each subject. The result of regression is an equation that represents the best 

prediction of a dependent variable from several continuous or dichotomous independent 

variables. The multiple regression model can be written as in Equation 1: 

                                      Y
' 
 = A + B1X1 + B2X2 + ∙∙∙ + BkXk                                                 (1) 

Y' is the predicted value on the dependent variable, A is the Y intercept (the value of Y 

when all the X values are zero), the Xs represent the various independent variables (of 

which there are k), and the Bs are the coefficients assigned to each of the independent 
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variables during regression. Although the same intercept and coefficients are used to 

predict the values on the dependent variable for all cases in the sample, a different Y' 

value is predicted for each subject as a result of inserting the subject's own X values into 

the equation (Tabachnick & Fidell, 2001). 

 The goal of regression is to arrive at the set of B values, called regression 

coefficients, for the independent variables that bring the Y values predicted from the 

equation as close as possible to the Y values obtained by measurement. The regression 

coefficients that are computed accomplish two appealing and highly desirable goals: they 

minimize (the sum of the squared) deviations between predicted and obtained Y values 

and they optimize the correlation between the predicted and obtained Y values for the 

dataset (Tabachnick & Fidell, 2001). 

 There are important conditions for multiple regression. For multiple regression, 

the dependent or outcome variable should be an interval or scale level variable, which is 

normally distributed in the population. The independent variables should be mostly 

interval or scale level variables. However, multiple regression can also have dichotomous 

dependent variables, which are called dummy variables. Dummy variables are usually 

nominal categories that have been given numerical codes, like 1 or 0. The 0 stands for 

whichever the 1 is not. For example, in coding gender as a dummy variable in multiple 

regression, 1 = female and 0 = male (Leech et al., 2008). 

 In SPSS, the values of R and R
2
 are calculated as well as an adjusted R

2
. The 

adjusted value indicates the loss of predictive power or shrinkage. Whereas R
2
 reveals 

how much of the variance in Y is accounted for by the regression model, the adjusted 

value reveals how much variance in Y would be accounted for if the model had been 
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derived from the population from which the sample was taken. SPSS derives the adjusted 

R
2
 using Wherry's equation (Field, 2000). 

 One condition that can be problematic with multiple regression is 

multicollinearity which can lead to misleading and/or inaccurate results. Multicollinearity 

occurs when there are high correlations among some set of predictor variables. It occurs 

when there are two or more predictors containing much of the same information. A 

correlation matrix indicating the intercorrelations among all pairs of predictors is helpful 

in determining whether there is a problem with multicollinearity; it may not always 

indicate that the condition exists. Multicollinearity may occur because several predictors 

are related to some other predictors or set of predictors. Consequently, it is important to 

test for multicollinearity when using multiple regression (Leech et al., 2008). 

 In order to test the Price and Mueller 2001 causal model, path analysis was used, 

which is an extension of multiple regression. The technique uses linear techniques to 

estimate both direct and indirect (through other variables) effects of predictors on a set of 

endogenous variables (i.e., mediating and outcome variables). 
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CHAPTER 4 

FINDINGS 

 

Introduction 

 The primary purpose of this study is to address teacher shortages in the Hawaii 

public schools by increasing novice teacher retention. The data from this study were used 

to analyze the four research questions (page 11). The findings identified factors to 

increase retention and to improve the novice teachers' professionalism and growth in 

Hawaii's public schools. 

 

Data Analysis 

 Upon receipt of the participants' completed questionnaire, the researcher coded 

the teacher responses and then entered the information into a database utilizing the SPSS 

software program. Majority of the items on the questionnaire were multiple-choice using 

a 5-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree). 

 

Participants 

 The participants of this study were graduates of the COE's teacher preparation 

programs from the Manoa campus for the academic years ending 2005 to 2009. A profile 

of the participants is presented in Chapter 3 (Table 3.1). 
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Demographic Information 

 A self-administered questionnaire, a cover letter explaining the study and the 

confidentiality of the participant's responses, and a self-addressed, stamped envelope 

were mailed through the U.S. Postal Service to 1,707 COE graduates for the academic 

years ending 2005 to 2009. A few weeks later, a follow-up postcard was mailed through 

the U.S. Postal Service to the participants as a reminder to complete the questionnaire. A 

total of 352 graduates responded to the self-administered questionnaire for a response rate 

of 29%. The data from the questionnaire revealed the following: 

 Eighty-five percent (85%) of the participants were female and 15% were 

 male. 

 Fifty-five percent (55%) of the participants were single and 45% were 

 married. 

 The participants were 21 to 61 years of age and above. Majority of the 

 participants were between 21 to 40 years of age. Sixty-four percent (64%) 

 were between 21 and 30 years of age, and 18% were between 31 to 40 years 

 of age. 

 The ethnicity of almost a third of the participants were Japanese (31%) and 

 almost a fourth of the participants were White/Caucasian American (23%). 

 Thirteen percent (13%) of the participants were mixed race (two or more 

 races excluding Hawaiian) and 11% were Hawaiian/Part-Hawaiian/Mixed-

 Hawaiian. The remaining participants were Filipino (9%), Chinese (4%), 

 Hispanic (3%), Korean (2%), Other Asian (2%), Pacific Islander (<1%), 

 and Native American (<1%). 
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 Thirty-nine percent (39%) had a Master's degree and 2% had a Doctorate 

 degree. 

 Approximately 21% of the participants were pursuing an advanced degree. 

 A little over a third of the participants were graduates of the Bachelor of 

 Education in Elementary Education program (35%) while the other 

 participants were graduates of the Post Baccalaureate Certificate in 

 Secondary Education (17%), Master of Education in Teaching (15%), 

 Bachelor of Education in Secondary Education (14%), Bachelor of 

 Education in Elementary/Special Education (10%), Master of Education in 

 Special Education (7%), Post Baccalaureate Certificate in Secondary 

 Education/Special Education (3%), and Bachelor of Education in 

 Secondary/Special Education (<1/%) programs.  

 Fifty-two percent (52%) of the participants were licensed in elementary 

 education. The other participants were licensed in science (10%), social 

 studies (8%), English (7%), special education (6%), mathematics (4%), 

 foreign language/Hawaiian language (4%), career and technical education 

 (4%), music/art (3%), and physical education (2%). 

 Some of the participants had a second licensure. Sixty-four percent (64%) 

 were licensed in special education, 17% in early childhood, 3% in 

 mathematics, 3% in foreign language/Hawaiian language, 2% in English, 

 and another 2% in social studies. 

 Almost 41% of the participants had a teaching assignment related to 

 elementary education. Fifteen percent (15%) of the participants were 
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 assigned to teach special education, 9% to teach science, another 6% to 

 teach social studies, and 5% to teach English. 

 Fifty-three percent (53%) of the participants were teaching in elementary 

 schools. The other participants were teaching in middle schools (22%) and 

 high schools (25%). 

 Almost one-third of the participants (30%) were employed 4 to 5 years as a 

 full-time teacher with the DOE. One-fourth of the participants (25%) were 

 employed 2 to 3 years and one-tenth (11%) were employed for 6 years 

 with the DOE. The mean equals 4.09 for the number of years employed as a 

 full-time teacher. 

 Approximately 39% of the participants had no dependents, almost 21% had 

 one dependent, and 12% had 2 dependents. 

 Sixty-three percent (63%) of the participants were expending 41 to 50 hours 

 per week on school-related matters on campus and 67% of the participants 

 were expending 1 to 9 hours per week on school-related matters at home. 

 Twenty-seven percent (27%) of the participants had a second job. Of those 

 participants, 33% were expending 5 to 9 hours per week on a second job 

 while 29% were expending 1 to 4 hours, 19% were expending 10 to 14 

 hours, and another 19% were expending more than 15 hours per week. 

 In general, the participants were confident. The mean equals 4.31 for 

 confidence with the subject taught, 4.38 for confidence with the grade level 

 taught, and 4.30 for confidence with the students taught. 
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 The mean equals 23.92 for the number of years the participants anticipate 

 retirement. 

 

Stayers and Leavers 

 Seventy-one percent (71%) of the participants did not consider applying for a 

position at another school. However, 29% of the participants have considered applying 

for a position at another school. The four top reasons indicated by the participants for 

applying for a position at another school are as follows: 

 1. Family or personal reason (22%); lack of support from administration (17%) 

 2. Better working conditions (14%); lack of support from administration (13%) 

 3. Better working conditions (16%); lack of support from parents (9%); family  

  or personal reason (9%); lack of support from colleague (9%) 

 4. Better working conditions (15%); lack of support from administration (12%) 

 Furthermore, 74% of the participants did not consider employment outside of the 

teaching profession, but 26% of the participants did consider employment outside the 

profession. The four top reasons indicated by the participants for considering 

employment outside of teaching are as follows: 

1. Better pay (45%); family or personal reasons (18%) 

2. Better benefits (28%); better pay (15%) 

3. Better working conditions (21%); better benefits (13%) 

4. Better working conditions (17%); better opportunities for promotion (14%) 
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Teacher Perceptions 

 There were 70 items on the teacher perception section of the survey. The items 

were multiple-choice using a 5-point Likert scale ranging from strongly disagree (1) to 

strongly agree (5). The primary focus of this section was to examine the participants' 

teaching experiences and to identify factors or determinants for retention.  

 An analysis of the 70 teacher perception items revealed means ranging from 1.60 

to 4.38 and standard deviations ranging from .729 to 1.461 (see Appendix C). The 

participants believed their present job was meaningful and important (mean = 4.38, SD = 

.809), cared about the fate of their school (mean = 4.37, SD = .847), and were cognizant 

of their teaching responsibilities (mean = 4.35, SD = .735). Furthermore, the participants 

were very much involved in their present job (mean = 4.33, SD = .737) and knew the 

procedures for getting their job done (mean = 4.31, SD = .729). 

 Seventeen new variables were created to group the related survey items. To assess 

whether the grouped items formed a reliable scale, Crohnbach's alpha was computed. The 

alpha for these new variables (autonomy, social support, workload, organizational 

commitment, job satisfaction, etc.) ranged from .597 to 900 (see Appendix C). For 

example, the alpha for workload was .754, which indicated that the grouped items formed 

a scale that has reasonable internal consistency. Similarly, the alpha for organizational 

commitment was .885, which indicated good internal consistency, but the .597 alpha for 

general affectivity indicated minimally adequate reliability. 

 Also, an inter-item correlation of every survey item with other items within each 

group was computed (see Appendix D) prior to testing the models that were created for 

this study. 
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 Using path analysis, four multiple linear regression models were created to predict 

the values of four dependent variables (organizational commitment, job satisfaction, 

search behavior, and intent to stay) from a set of independent variables.
1
 These four 

dependent variables are referred to as intervening endogenous variables in Price and 

Mueller's 2001 causal model of turnover. These intervening endogenous variables are 

considered the determinants of turnover in the Price and Mueller model as shown in 

Figure 4.1. 
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 For this study, however, the models were created to predict the determinants of 

intent to stay unlike Price and Mueller's 2001 causal model which predicts turnover. This 

study focused on developing a model to identify the factors that influence novice teachers 

to stay in the profession. 

 

Model 1: Effects of Variables on Organizational Commitment  

 Multiple regression analysis was conducted to determine the best linear 

combination of professional development, autonomy, workload, social support, adequate 

resources, salary and recognition, promotional opportunities, job variety, and job 

involvement for predicting its effects on organizational commitment. The combinations 

of variables significantly predicted organizational commitment, F(9,267) = 56.75, p < 

.001, with five variables significantly contributing to the prediction as shown in Figure 

4.2. The beta weights suggest that social support (.370) and professional development 

(.364) contributed most to predicting organizational commitment and that job 

involvement (.243), autonomy (.119), and promotional opportunities (-.091) also 

contributed to this prediction. Four variables that did not contribute significantly to the 

prediction were salary and recognition (.056), workload (.039), adequate resources (.036), 

and job variety (-.047). The adjusted R squared value was .645. This indicates that 65% 

of the variance in organizational commitment was explained by the model.  
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Job 

Involvement

.119*

.039

.370*

.036

.056

-.091**

-.047

.243*

.364*

 

*   p < .05       **   p < .10 

Figure 4.2. Model 1: Effects of Variables on Organizational Commitment 
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Model 2: Effects of Variables on Job Satisfaction 

 For Model 2, multiple regression analysis was conducted to determine the best 

linear combination of professional development, autonomy, workload, social support, 

adequate resources, salary and recognition, promotional opportunities, job variety, job 

involvement, and job opportunities for predicting its effects on job satisfaction. The 

combinations of variables significantly predicted job satisfaction, F(10,264) = 21.26, p < 

.001, with seven variables significantly contributing to the prediction as shown in Figure 

4.3 below. The beta weights suggest that job involvement (.259), workload (.218), and 

job variety (.204) contributed most to predicting job satisfaction and that salary and 

recognition (.167), professional development (.144), autonomy (.143), and promotional 

opportunities (-.112) also contributed to the prediction. Three of the variables that did not 

contribute significantly to the prediction were social support (.071), adequate resources 

(.009), and job opportunities (-.059). The adjusted R squared value was .425. This 

indicates that 43% of the variance in job satisfaction was explained by the model. 
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*   p < .05       **   p < .10 

Figure 4.3. Model 2: Effects of Variables on Job Satisfaction 
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Model 3: Effects of Variables on Search Behavior 

 In Model 3, a multiple regression analysis was conducted to determine the linear 

combination of organizational commitment and job satisfaction which were adjusted for 

the previous set of Model 1 and Model 2 variables for predicting its effects on search 

behavior. The combination of both variables was significant in predicting search 

behavior, F(2,271) = 37.30, p > .001 as shown in Figure 4.4. However, separately job 

satisfaction was not significant. The beta weights reveal that organizational commitment 

(-.335) contributed to predicting search behavior and that job satisfaction (-.144) did not 

contribute significantly to the prediction. The adjusted R squared value was .210. This 

indicates that 21% of the variance in search behavior was explained by the model. 

 

Organizational 

Commitment

Search Behavior      

R2 = .210

Job Satisfaction
-.144

-.335*

 

*   p < .05 

Figure 4.4. Model 3: Effects of Variables on Search Behavior 

 

Model 4: Effects on Intent to Stay 

  For Model 4, multiple regression analysis was also conducted to determine the 

linear combination of organizational commitment, job satisfaction, job search, job 

opportunities, and transferability of skills for predicting its effects on intent to stay. The 
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combinations of variables significantly predicted intent to stay, F(5,267) = 72.40, p < 

.001, with four variables significantly contributing to the prediction as shown in Figure 

4.5 below. The beta weights suggest that job satisfaction (.190) and organizational 

commitment (.188) contributed the most to predicting intent to stay and that job search  

(-.484), and job opportunities (-.080) also contributed to this prediction. Transferability of 

skills (-.021) did not contribute significantly to the prediction. The adjusted R squared 

value was .568. This indicates that 57% of the variance in intent to stay was explained by 

the model. 

 

Organizational 

Commitment

Job Satisfaction

Job Search
Intent to Stay     

R2 = .568

Job Opportunities

Transferability of 

Skills

.188*

.190*

-.484*

-.080**

-.021

 

*   p < .05       **   p < .10 

Figure 4.5. Model 4: Effects of Variables on Intent to Stay 
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Direct and Indirect Effects of Organizational Commitment and Job Satisfaction 

 Figure 4.6 below show that organizational commitment and job satisfaction have 

a direct and indirect effect on intent to stay. The analyses of this study reveal that these 

two variables had a direct effect on intent to stay and that it had an indirect effect on 

search behavior. Consequently, search behavior is reflected in the model as a partial 

mediator as the effects are small.  

 

Organizational 

Commitment

Search 

Behavior
Intent to Stay

Job Satisfaction

.188*

-.484*

-.144

-.335*

.190*  

*   p < .05 

Figure 4.6. Effects of Variables on Search Behavior and Intent to Stay 
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Table 4.1 shows that the total effect for organizational commitment and job satisfaction 

are .350 and .260, respectively. 

Table 4.1 

Effects of Organizational Commitment and Job Satisfaction on Intent to Stay 

  
Organizational Commitment 

 

 
Job Satisfaction 

  
Indirect Effect 
 
Direct Effect 

.162 

.188 

.070 

.190 

Total Effect .350* .260* 

   

*   p < .05 

 

Professional Development Activities 

 There were 38 items on the professional development section of the survey. The 

items were multiple-choice using a 5-point Likert scale ranging from strongly disagree 

(1) to strongly agree (5). The primary focus of this section was to examine the 

participants' current professional development activities and to identify activities, if 

implemented, the participants believed were important for their professional growth and 

development. 

Current Practices 

 An analysis of the 20 professional development items on current practices at the 

school revealed means ranging from 2.03 to 4.11 (see Appendix F). The participants' 

assigned courses and responsibilities were consistent with their knowledge and skills 

(mean = 4.11, SD = .927) and the participants believed their work contributed to the 
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overall success of the school (mean = 4.06, SD = .851). Furthermore, participants were 

engaged in reflective and renewal processes to facilitate their continued growth (mean = 

3.89, SD = 1.007), relied on current research to inform their classroom practices (mean = 

3.71, SD = 1.029), and experienced opportunities to continually build and update their 

knowledge and skills (mean = 3.68, SD = 1.072). On the other hand, the data revealed 

that the participants did minimal research in teaching and learning and writing of articles 

to share their experiences (mean = 2.03, SD = 1.156). 

 Also, a principal component analysis was conducted to summarize the items for 

professional development practices. Two items were dropped due to a loading below 

.300. Two of the remaining 18 items produced moderate loadings of .479 and .490. The 

other items produced high loadings ranging from .512 to .738 (see Appendix G). 

Practices for Growth and Development 

 The participants also were surveyed on the same 20 professional development 

items as current practices but in the context of how these practices, if implemented at the 

school, could help teachers to improve. An analysis of this section revealed means 

ranging from 3.37 to 4.68 (see Appendix F). The participants believed time for 

collaboration with other teachers that is built into the school schedule (mean = 4.68, SD = 

.595) and opportunities to continually build and update their knowledge and skills (mean 

= 4.67, SD = .543) were important for professional growth and development. 

Furthermore, assigned courses and responsibilities consistent with the teacher's 

knowledge and skills (mean = 4.62, SD = .568), engaging in reflective and renewal 

processes to facilitate continued growth (mean = 4.58, SD = .658), and school 

communities that work together to coach and mentor teachers new to the school and the 
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profession (mean = 4.57, SD = .696) were of importance. The activity of less importance 

to the participants was conducting research in teaching and learning and/or writing 

articles to share experiences (mean = 3.37, SD = 1.151). 
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Notes to Chapter 4 

 
1
 The set of four primary constructs (job satisfaction, organizational commitment, 

search behavior, and intent to stay) were tested preliminarily with a set of demographics 

(gender, age, marital status, and second job). None of the demographics were 

significantly related to any of the constructs (p > .05). Therefore, further analyses 

regarding relationships among the variables specified in the Price and Mueller 2001 

causal model of turnover were conducted without the teacher background variables. 
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CHAPTER 5 

DISCUSSION, IMPLICATIONS, AND CONCLUSIONS 

 

Introduction 

 The purpose of this study was to address the retention of novice teachers who 

leave the profession within one to five years after initial employment. The participants of 

this study were graduates from the COE for the academic years ending 2005 to 2009 who 

were initially hired by the DOE. The study examined the factors that influenced those 

participants who stayed in the profession within one to five years after initial 

employment. Also, the study examined the underlying themes presented by the 

participants through the lens of professional and organizational socialization. 

 This chapter summarizes the study and findings of the analyses in reference to the 

research questions. Also, the implications for theory, practice and policy, and future 

research are addressed. Finally, the conclusions of the study are presented. 

 

Summary of the Study 

 Hawaii and other states and school districts across the nation lose many of its 

newly hired teachers early in their careers in comparison to other occupations. Data from 

the Schools and Staffing Survey (SASS) and Teacher Follow-up Survey (TES) conducted 

by the NCES reveal that after five years, approximately 40% to 50% of all novice 

teachers leave the profession (Ingersoll, 2003). In a recent Beginning Teacher 

Longitudinal Study (BTLS), sponsored by NCES of public school teachers who began 

teaching in 2007 or 2008, 10% were not teaching in 2008-2009 and 12% were not 
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teaching in 2009-2010 (NCES, 2011). Data revealed that 34% of the COE graduates for 

the academic year ending 2005 hired initially by the DOE left employment within one to 

three years and that 29% of the graduates for the academic year ending 2007 left 

employment after one year (see Table 1.1). The relatively high turnover presented an 

image of a "revolving door" (Ingersoll, 2003). The turnover created a constant demand 

for new hires and many school districts experienced difficulties in attracting and retaining 

teachers (Hanushek et al., 2004). Furthermore, the cost of turnover was considerable, but 

more importantly, it disrupted the quality of the school community and performance. 

Educational theory holds that one of the key causes of inadequate school performance is 

the inability of schools to adequately staff classrooms with qualified teachers. As former 

Dean of the COE, Randy Hitz (2002) stated, "the greatest costs lie in the damage to the 

quality of education Hawaii students receive." 

 This study examined the factors that influenced those participants who stayed in 

the profession within one to five years after initial employment with the DOE. Second, 

the study examined the underlying themes presented by the participants through the lens 

of professional and organizational socialization. The study examined professional 

development practices in the Hawaii public school system that make a difference in 

novice teacher retention and professional development and growth. 

 The theoretical basis of this study was the Price and Mueller 2001 causal model of 

turnover. The model consists of exogenous and intervening endogenous variables. The 

exogenous variables are labeled as environmental, individual, and structural. The seven 

structural variables are the main focus of this model of turnover. The structural variables 

are autonomy, justice, stress, pay, promotional chances, routinization, and social support. 
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The intervening endogenous variables are job satisfaction, organizational commitment, 

search behavior, and intent to stay. These intervening endogenous variables and the 

structural variables are considered the determinants of turnover for Price and Mueller's 

2001 causal model of turnover. 

 This study employed a non-experimental quantitative design. The primary source 

of data was obtained from a self-administered questionnaire completed by the graduates 

from the COE's teacher preparation programs at the Manoa campus for the academic 

years ending 2005 to 2009. The questionnaire included a section on teacher perception 

relating to the novice teacher's teaching, a section on the teacher's plans, a section on 

teacher perception on professional development policies and practices, and a section on 

demographic information. 

 Descriptive statistics were used to examine the frequency distribution, standard 

deviations, kurtosis, and skewness of the data. Also, multiple linear regression was 

conducted to predict the outcome or dependent variable from a set of predictor variables. 

Using path analysis, four multiple linear regression models were created to predict the 

values of four dependent variables (organizational commitment, job satisfaction, search 

behavior, and intent to stay) from a set of independent variables (professional 

development, autonomy, workload, social support, adequate resources, salary and 

recognition, promotional opportunities, job variety, job involvement, and job 

opportunities) to test Price and Mueller's 2001 causal model for this study. 
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Discussion of the Findings 

 The focus of this study was to address the issue of novice teacher retention and to 

examine professional development practices in the Hawaii public school system that are 

making a difference in retention and in the teacher's professional growth and 

development. It can be assumed that if a novice teacher was given strong support during 

the initial years of employment, he/she maintained his/her position long enough to gain 

the experience, skills, and outlook needed to remain in the profession for an extended 

period of time. The major findings are summarized in this section and are organized by 

the research questions that guided the study. 

Research Question 1 

What factors influence novice teacher's decision to stay in the teaching profession? 

 This first research question examined the factors or determinants of intent to stay. 

Four models were created to predict the values of four dependent variables 

(organizational commitment, job satisfaction, search behavior, and intent to stay) from a 

set of independent variables. These four dependent variables are referred to as the 

intervening endogenous variables in Price and Mueller's 2001 causal model and are 

considered the determinants of turnover in their model. The focus of this study, however, 

was on retention and consequently, the models tested the effects of organizational 

commitment, job satisfaction, and search behavior on intent to stay. 

 First, a multiple linear regression analysis was conducted to determine the best 

linear combination of professional development, autonomy, workload, social support, 

adequate resources, salary and recognition, promotional opportunities, job variety, and 

job involvement for predicting the effects on organizational commitment, the dependent 
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variable. The combinations of variables significantly predicted organizational 

commitment with social support, professional development, job involvement, autonomy, 

and promotional opportunities significantly contributing to the prediction. 

 Second, path analysis was conducted to determine the best linear combination of 

professional development, autonomy, workload, social support, adequate resources, 

salary and recognition, promotional opportunities, job variety, job involvement, and job 

opportunities for predicting the effects on job satisfaction, the dependent variable. The 

combination of variables significantly predicted job satisfaction. Job involvement, 

workload, and job variety contributed the most to predicting job satisfaction. Salary and 

recognition, professional development, autonomy, and promotional opportunities             

also contributed to the prediction.  

 Two dependent variables, organizational commitment and job satisfaction, were 

then tested using path analysis to determine their effects on search behavior. 

Organizational commitment was significant in predicting search behavior, but job 

satisfaction was not significant. However, a multiple linear regression analysis to 

determine the linear combination of organizational commitment, job satisfaction, job 

search, job opportunities, and transferability of skills for predicting its effects on intent to 

stay reveals that organizational commitment and job satisfaction significantly contributed 

to the prediction. The analyses revealed that organizational commitment and job 

satisfaction have a direct and indirect effect on intent to stay. The total effects of each 

were significant. The analyses revealed that these two variables have a direct effect on 

intent to stay and that it had an indirect effect on search behavior. Consequently, search 

behavior was a partial mediator in that there were direct effects by both organizational 
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commitment and job satisfaction on intent to stay. It can be concluded that if a novice 

teacher is committed and content with his/her teaching position, he/she will probably not 

search for other job opportunities and will stay in the profession. 

Research Question 2 

To what extent do novice teachers intend to stay in the profession? 

 First, descriptive statistics were used to examine the frequency distribution, mean, 

and standard deviation of the 70 teacher perceptual items on the survey. The analyses 

revealed that the participants believed their present job was meaningful and important to 

them and they cared about the fate of their school. Second, the participants were very 

much involved in their job, were cognizant of their teaching responsibilities, and knew 

the procedures for getting their job done. 

 The data revealed that 74% of the participants did not consider employment 

outside the teaching profession. Also, 71% of the participants did not consider applying 

for another position at another school. For those participants who considered employment 

outside of teaching, better pay, family and personal reasons, better benefits, and better 

working conditions were the top four reasons. Family or personal reasons, lack of support 

from administration, better working conditions, and lack of support from colleagues were 

some of the top reasons for applying for a position at another school. 

 Unlike other states where teachers can readily apply for teaching positions to 

other school districts within the state or in another state, Hawaii is isolated by the Pacific 

Ocean which makes it difficult for teachers to readily apply for other public school 

positions. Furthermore, Hawaii is the only state with one district. The only movement for 

teachers within the state is to transfer to another geographical district (Kauai District, 
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Windward District, Central District, Leeward District, Honolulu District, Maui District, 

and Hawaii District). Therefore, the chances of Hawaii's novice teachers leaving 

employment are minimal compared to their counterparts in other states. 

Research Question 3 

What professional development activities influence the novice teacher's decision to stay 

in the teaching profession? 

 The analysis of the data revealed that the participants' assigned courses and 

responsibilities were consistent with their knowledge and skills and they believed their 

work contributed to the overall success of the school. The participants also engaged in 

reflective and renewal processes to facilitate their professional growth and development 

and relied on current research to inform them of their classroom practices. Furthermore, 

they were provided with opportunities to continually build and update their knowledge 

and skills. These opportunities more than likely determined the novice teacher's decision 

to stay in the teaching profession. 

Research Question 4 

What professional development/induction activities do novice teachers believe are 

important for their professional growth and development? 

 The teachers were surveyed on 20 professional development items in the context 

of how these practices, if implemented at the school, could help them with their 

professional growth and development. The analysis revealed that time for collaboration 

with other teachers that was built into the school schedule and opportunities to 

continually build and update their knowledge and skills were important. Assignment of 

courses and responsibilities consistent with the novice teacher's knowledge and skills, 
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engaging in reflective and renewal processes, and school communities that worked 

together to coach and mentor teachers new to the school and profession were important to 

the participants as well.  

 

Implications for Theory 

 There are implications for theory that emerged from this study. One way to 

resolve the issue of teacher retention is to become cognizant of the research of scholars 

who study work organizations with a focus on voluntary turnover. Therefore, Price and 

Mueller's 2001 causal model of turnover was the theoretical basis for this study. 

 To have effectiveness in an organization like schools, manpower planners must 

have the knowledge of the conditions which prompt employees to leave the organization. 

A knowledge of these conditions will enable the manpower planners to implement a 

course of action to minimize voluntary turnover and make available the resources 

necessary to promote effectiveness within the organization. 

 Price and Mueller's 200l model focused on the determinants of voluntary 

turnover. However, this study focused on the determinants of retention or intent to stay. 

The exogenous variables and four intervening endogenous variables from Price and 

Mueller's model were considered for this study.  

 A multiple linear regression analysis of the two intervening endogenous variables, 

organizational commitment and job satisfaction, revealed a direct effect on retention or 

intent to stay and an indirect effect on search behavior. The total effect on search 

behavior was small and consequently, search behavior was reflected in the model as a 

partial mediator unlike Price and Mueller's 2001 causal model of turnover. 
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Implications for Practice and Policy 

 High teacher turnover has created a continuous demand for new teachers. From 

this perspective, teacher retention is the issue, not teacher supply. Retention of novice 

teachers, in turn, is linked to working conditions. Ingersoll (2001b) in an organizational 

analysis of teacher shortages reported that organizational features of schools account for 

higher or lower rates of teacher turnover. The analysis supports the need to create more 

supportive working conditions for teachers--a key recommendation of A Nation at Risk. 

Such working conditions include competitive salaries, opportunities to engage in 

professional development, and a voice in decision making that affect their practice 

(Grossman, 2005). 

 At a time of budget constraints and limited resources, large-scale pay raises or 

incentive programs are not possible. Several recent studies, however, have suggested that 

other approaches aimed at improving working conditions, particularly for novice teachers 

who are at the highest risk of leaving the profession can be effective. One means of 

improving working conditions is to provide the right system of supports via professional 

development to help novice teachers to grow into their jobs (Kardos, 2005).  

 Fullan and Stiegelbauer (1991) define professional development as "the sum total 

of formal and informal learning experiences throughout one's career from preservice 

teacher education to retirement." Professional development is not about workshops and 

courses; but it is the development of habits of learning that are far more likely to be 

powerful if they present themselves day after day (Fullan, 2001). 

  The ability of states and school districts to support novice teachers' development 

will determine both how well new teachers are teaching and how well they are learning to 
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teach (Kardos, 2005). To improve retention rates, states and school districts need to foster 

the novice teachers' collective development on the job from day one. One way of doing 

so is to implement a good induction program which provides constructive learning 

opportunities critical to teachers' ongoing development. Formal and deliberate programs 

need to be in place so that new teachers are not left alone to figure out how to teach. For 

instance, an induction program can help a new teacher understand how to conduct his/her 

first parent meeting or curriculum night, or how to adapt his/her lessons based on a better 

understanding of his/her students' work. Allowing for interaction among teachers with 

varying levels of experience can alleviate some of the professional isolation beginning 

teachers experience (Kardos, 2005). New teacher induction is not a set of structural 

reform. It is the reculturing of the teaching profession (Fullan, 2001).  

 Research has consistently found school leadership and working conditions to be 

among the key factors affecting teacher job satisfaction, effectiveness, and retention. The 

Quality Counts 2010 data show only moderate adoption of many state-policy measures 

that support the work of inservice teachers. The survey revealed that 40 states have 

formal professional development standards, but only 24 states provided funding for such 

activities. Also, only 16 states required districts to set aside time for teachers to engage in 

professional development. Furthermore, only 23 states required all new teachers to take 

part in either an induction or mentoring program funded by the state (Hightowe, 2010). 

 The DOE, for example, does provide professional development opportunities for 

its teachers. However, participation was optional for the teachers. The current induction 

program, though, is not consistent statewide. To date, no assessment system is in place to 

evaluate neither the participants nor the program. 
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 In August 2010, the DOE was awarded the Race to the Top grant by the federal 

government. Consequently, through the grant, the DOE will develop a new teacher 

evaluation system to help the DOE and individuals better identify and pursue learning 

opportunities to strengthen teaching, learning, and leadership. As part of the new 

evaluation system, all teachers and principals will be required to jointly develop with 

their supervisor a professional development plan that is updated at least once every two 

years for those teachers rated "effective" or better and updated annually for all others. 

The plan will be a tool to ensure evaluation results and feedback get translated to specific 

learning strategies and next steps that can improve skills, knowledge, and practice. Each 

plan will include specific outcomes linked both to schoolwide achievement goals and to 

individual growth goals. For novice teachers, regular informal and formal evaluations 

will be conducted throughout the year. The evaluations and a retooled, data-driven 

statewide induction program with high quality coaching and mentoring will enable more 

novice teachers to successfully achieve effectiveness within three to five years (U.S. 

Department of Education, 2010). However, one of the issues that may arise from this 

initiative is how the DOE will sustain the program once the funding runs out. 

 New teachers deserve the strongest possible foundation to start their careers with 

the skills and confidence to be successful in the classroom. As mandated by an existing 

Hawaii state law (HRS §302A-601.3), all complex areas must adopt and implement an 

induction program approved by the DOE Office of Human Resources. Approval is based 

on meeting all of the criteria listed in the Statewide Induction Program Foundation 

Elements (SIPFE). SIPFE includes guidelines for an orientation program, mentoring 

program, and professional development (U.S. Department of Education, 2010). 
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 As a result of the grant, the DOE will be revamping its existing induction program 

to increase its quality. Historically, each of the 15 Complex Areas was responsible for 

developing its own induction and mentoring programs. The only requirement was that the 

program complies with the SIPFE. The result has been an inconsistency and a patchwork 

of induction programs and efforts statewide. Some were better conceived and some more 

effective than others, with different vendors, different approaches, and different 

requirements (U.S. Department of Education, 2010). 

 In Fall 2011, the DOE will implement a new set of induction program standards 

across its 15 Complex Areas that will establish a common, higher, more consistent bar for 

quality. Each Complex Area will manage its own induction program and consequently, 

the program can be tailored to the unique circumstances of its community. The Complex 

Areas may contract with a nationally recognized, research-based organization and 

Complex Areas may team with one another through a single DOE contract with the 

selected organization (U.S. Department of Education, 2010). 

 The induction programs will be required to address the following elements: 

 An appropriate three-year pathway of supports for every novice teacher 

targeting tenure at the end of the induction period (which requires ratings no 

lower than "effective" three years in a row), a one-year pathway for every 

veteran teacher new to Hawaii, and a third pathway for self-referring veteran 

teachers; 

 A system of pairing each novice teacher with an experienced mentor teacher 

and providing--especially in years one and two of the induction program--

multiple opportunities for co-teaching and observation; 
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 A strictly observed maximum ratio of inductees per experienced mentor of 

15 to 1; 

 Content-area specific support/training in content and pedagogy for all 

novice teachers, and especially for mathematics and science teachers; 

 A minimum of four formative reviews per year of the inductee's teacher 

performance, and a formal, more comprehensive annual review; 

 An individualized professional development plan that addresses specific 

skill and content gaps and is incorporated into regular annual evaluation 

protocols; and 

 A list identifying new teacher evaluators, with a description of related 

support and training that the new teacher evaluators will receive (e.g., the 

school principal, Complex Area staff, and/or peer teachers in the school may 

be appropriate to be new teacher evaluators). 

 Also, the DOE will undertake the following three activities to ensure that the 

induction programs are developed or contracted to meet the above standards: 

 In July 2010, a mandatory Executive Officers' Leadership Institute was held 

and attended by all DOE administrators, Complex Area Superintendents, 

and their key induction personnel to receive training on the new standards 

for induction described above and on the creation of the project. 

 The DOE's Office of Human Resources will monitor the consistency and 

quality of implementation statewide by partnering with the Office of 

Information Technology Services to track how many novice teachers reach 
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tenure in three, four, or five years (or never) and aggregate ratings given to 

all new teachers on their annual evaluations per school. 

 The DOE's Office of Human Resources and the Office of Strategic Reform 

led by the Special Executive Assistant for Strategic Reform will contract 

with a high-quality, evidence-based vendor to provide training to all 

mentors. At a ratio of 15:1 and based on an estimate of approximately 500 

annual teacher vacancies for each of the next four years, the DOE estimates 

that 100 mentors will be needed to support 1,500 new teachers for a three-

year induction program beginning in academic year 2011-2012 (U.S. 

Department of Education, 2010). 

 By improving the minimum standards for new teacher induction programs, the 

DOE expects it will help more novice teachers become successful in their classrooms, 

ensure only teachers gauged as "effective" are granted tenure, and improve overall new 

teacher retention rates. Furthermore, with clearer expectations and an assessment system 

in place, programs that consistently underperform at helping novice teachers succeed will 

be discontinued (U.S. Department of Education, 2010). 

 Some states require new teachers to complete a state-sanctioned induction 

program. The California Beginning Teacher Support and Assessment Program, the 

Connecticut Beginning Educator Support and Training Program, and the Texas 

Beginning Teacher Support System are three induction programs connected to state 

certification requirements that have shown higher retention rates due to the use of 

multiple support networks and trained mentors (Wilkins & Clift, 2007). The best 
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induction programs blend support for novice teachers with expertise from veteran 

teachers, creating collegial groups that benefit all teachers and all students (Moir, 2009). 

 Such a program is the California Beginning Teacher Support and Assessment 

(BTSA) program which began in 1992 as a result of the California New Teacher Project, 

a research program that examined alternative strategies for supporting and assessing 

beginning teachers. BTSA grew from a few small projects serving fewer than 10% of 

eligible teachers into a statewide program serving potentially every eligible first- and 

second-year teacher in California. BTSA has received a lot of financial support from 

California's legislators because BTSA has a 93% retention rate and has been able to 

demonstrate through local retention studies that its program is more cost effective than 

spending money on recruitment of new teachers each year (Schultz, 1999). 

 The BTSA program is guided by the California Standards for the Teaching 

Profession, a set of standards that were developed by BTSA and adopted by the 

Commission on Teacher Credentialing in 1997. Beginning teachers learn about the 

standards through professional development programs offered on Saturdays through the 

BTSA program, district training sessions, and one-on-one or small group work with a 

trained support provider. Furthermore, each teacher develops an Individualized Induction 

Plan that delves deeply into the state teaching standards, using a professional portfolio to 

show evidence of progress. The trained support provider meets regularly with the new 

teacher for two hours a week in the first few months. Also, the trained support provider 

conducts informal and formal observations that he/she shares with the new teacher. 

Throughout the two-year relationship, the pair focuses on standards, reflects on practice, 

and takes action on the basis of reflections and information gathered (Schultz, 1999). 
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 The most important element of the BTSA program is the relationship between the 

new teacher and the trained support provider. The key factor is training. BTSA works 

very closely with the California mentor teacher program. Most districts have chosen to 

use their mentors as the support providers for the BTSA program. The mentor or support 

provider is required to go through a week of training before even beginning to work with 

the new teacher. Thereafter, they attend ongoing training sessions throughout the year. 

The training provides a structure and a consistency to the process, which has improved 

the mentor's ability to systematically help new teachers. At the same time, it has had a 

positive effect on the mentors. The mentors have become more reflective practitioners 

themselves and have improved in their classroom performance (Schultz, 1999). 

 The Santa Cruz New Teacher Project (SCNTP) is part of the BTSA. In the 

SCNTP, they have discovered that instructional change is developmental, is individual, 

and rests in the hands of each and every classroom teacher. They have noticed that over 

the years virtually all new teachers enter the classrooms seeing themselves as agents for 

change, not as defenders of the status quo. The belief of the SCNTP is that the highest 

standards of practice will be achieved when the passion and the inspiration that 

accompany most new teachers into the profession are carefully celebrated and nurtured. 

Also, in the SCNTP, they have found that when new teachers are in the company of 

veteran teachers who embody the highest standards of practice and who radiate a passion 

for teaching, new teachers not only thrive, but also meet high standards and live out the 

promise of change that called them to become teachers in the first place (Moir, Gless, & 

Baron, 1999). 
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 The single most important element in a child's education is the teacher 

(Goldhaber, 2007). Therefore, support for new teachers can transform our nation's 

schools. By focusing on new teachers, schools can begin to address the student 

achievement gap. New teachers usually are assigned to the most challenging classrooms 

in the hardest-to-staff schools. When states and school districts organize to accelerate 

new teacher development, they break the cycle of inequity and provide children who are 

most in need of a high-quality education with teachers capable of helping them (Moir, 

2009). 

 

Implications for Future Research 

 This study was conducted on a single institution sample and the results cannot be 

generalized to graduates from other Hawaii and non-Hawaii four-year institutions of 

higher education who were initially hired by the DOE. Majority of the DOE new hires are 

graduates from the COE; however, future research, inclusive of graduates from these 

other institutions of higher education, would be advantageous in resolving the issue of 

novice teacher retention. 

 Furthermore, future research in partnership with the DOE would be advantageous. 

Hawaii is unique in that it is the only state with one statewide district. Consequently, 

there is a strong possibility that the DOE data can be analyzed to determine which of the 

seven geographical districts experience the most turnover of novice teachers. This 

information is valuable for manpower planning and in implementing professional 

development activities and programs to meet the specific needs of each of the seven 

geographical districts for retention purposes. Future research and study in this direction 
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would not only be cost effective, but it definitely will have an impact on student 

performance and school effectiveness.  

 

Conclusions 

 One question that is raised is how teacher turnover rates compared with turnover 

rates in other occupations. Ingersoll and Merrill (2010) in their study discovered that 

teaching has more annual turnover than some higher-status professions, such as lawyers, 

engineers, architects, professors, and pharmacists. Teaching has the same turnover rate as 

police officers and corrections officers. On the other hand, teaching has fewer turnovers 

than some lower-status lines of work such as child care workers, administrative 

assistants, and paralegals (Ingersoll & Merrill, 2010). 

 During the past decade and a half, annual rates of teacher turnover differed little 

by ethnicity. Of interest is that in 2004-2005, the turnover rates among minority teachers 

became significantly greater than those of white teachers. Furthermore, there has been 

redistribution in age and experience of the teaching force. The beginning teachers include 

young teachers as well as a number of older career switchers. In 2007-2008, the modal 

teacher is a beginner in his/her first year of teaching. This is a concern because there will 

be increasingly fewer veteran teachers to provide mentoring and leadership (Ingersoll & 

Merrill, 2010). Also, the data revealed that the proportion of female teachers has 

increased steadily from 66% in 1980 to 76% in 2007-2008. This is due to a decrease in 

the number of males entering the teaching profession. If the trend continues, by 2012 

more than 80% of the teachers in the United States will be female. This is a concern 

because increasing numbers of students may encounter few male teachers during their 
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elementary and secondary school years. This trend could become a policy concern 

because teachers are role models and sometimes surrogate parents (Ingersoll & Merrill, 

2010). 

 Teacher turnover contributes to staffing problems. From the framework of supply-

and-demand, mathematics and science staffing problems caused by migration and 

preretirement attrition can be referred to as a shortage. When the quantity of teachers 

demanded is greater than the quantity of teachers supplied, there are possible policy 

responses. One of the strategies is to recruit new qualified mathematics and science 

teachers (Ingersoll & Perda, 2010). 

 The data from the Ingersoll and Perda (2010) study indicated that teacher 

production and recruitment strategies alone do not directly address the root source of 

mathematics and science teacher staffing problems. Recruiting more teachers will not 

solve the problem if large numbers of those teachers leave in a few years. Mathematics 

and science teachers are especially important to address as these two fields do not have 

the same large supply of new teachers such as English. After the 1999-2000 academic 

year, 35,000 mathematics and science teachers across the nation left their positions. Only 

8,000 of those teachers left because of retirement. Over twice as many of those teachers 

left because of job dissatisfaction (Ingersoll & Perda, 2010).  

 Production and recruitment strategies alone do not address the migration issue in 

mathematics and science staffing problems. Ingersoll and Perda (2010) suggested that by 

effectively improving teacher recruitment and retention, it will simultaneously improve 

the attractiveness of the teaching job in those settings that suffer from staffing problems. 
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 As layoffs increase, employment prospects will grow bleaker, and as a result, an 

idealistic and education-minded new generation of workers will begin to make career 

decisions. Many individuals evaluating the salaries and job security of different 

professions may consider teaching as an option. States and school districts across the 

nation can capitalize on this heightened interest in the profession by strategically 

targeting recruitment efforts to the areas in greatest need, like mathematics and science. 

By publicly emphasizing the positive characteristics of teaching, states and school 

districts can widen the pool of effective teacher candidates and reduce shortages and 

create a stronger teaching force. For example, in England, the economic recession 

prompted a renewed focus on strategic advertising for the profession, and consequently, 

the shortage areas of mathematics and science have seen an increase in applications of 

25% and 23%, respectively (Hayes & Behrstock, 2009). 

 Promoting the teaching profession, however, is not enough. More needs to be 

done to improve teaching as a profession. For example, providing better working 

conditions, salaries, induction programs, and professional growth can make teaching a 

more attractive profession (Hayes & Behrstock, 2009). To this end, policies will need to 

be designed to fit the circumstances of local districts, particularly for those schools within 

the district that are experiencing high turnover and staffing problems (Rice, Roellke, 

Sparks, & Kolbe, 2009). 

 Also, school principals will need to be supported so they, in turn, can provide 

adequate support to teachers (Hayes & Behrstock, 2009). The principals will need to 

develop an understanding of the newest generation in the teaching workforce to better 

manage and support all teachers for the improvement of teaching and learning for current 
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and future generations of students. A generational transition is occurring in the U.S. 

public school classrooms. Baby Boom teachers (those born between 1946 and 1964) are 

approaching retirement age, and many of their colleagues from Generation X (those born 

between 1965 and 1976) are entering their mid-career stage. The new generation of 

teachers in the workforce is Generation Y (those born between 1977 and 1995). Just as 

previous generations have shaped teacher career pathways and policies, the younger 

generation's expectations for their life and work will impact ways in which Generation Y 

teachers enter and remain in the profession (Behrstock & Clifford, 2009). 

 There are only a few research studies on Generation Y and cross-generational 

differences. The existing literature describes Generation Y individuals to be highly 

educated and educationally minded and they attribute their success to their educational 

opportunities. They are extremely comfortable with technology and are dissatisfied with 

disconnected or technologically inferior workplaces. Professionally, Generation Y 

individuals are creative, innovative, and self-confident. In addition, they want to make a 

difference in society; and the need for diversity and inclusiveness in the workplace are 

important to Generation Y. These characteristics make Generation Y suitable as teachers 

of tomorrow (Behrstock & Clifford, 2009). 

 Because improving teacher retention is the key to preventing shortages, principals 

and other school administrators need strategies to enhance teacher support and retention, 

specifically for Generation Y teachers (Behrstock & Clifford, 2009). Existing research 

finds numerous factors that are either attractive or unattractive to teachers. Two reasons 

that are consistently cited for teacher attrition are lack of administrator support and 
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inadequate working conditions (Behrstock & Clifford, 2009; Ingersoll, 2003; Johnson & 

Birkeland, 2003). 

 Teachers and school administrators are all responsible for establishing supportive 

conditions at the school for the next generation of teachers (Spillane, Halverson, & 

Diamond, 2004). The education community must adapt to the need of this new generation 

of teachers who are likely to be strong educators. Generation Y teachers are committed to 

achievement and to changing the world for the better for our students. Communities, 

districts, states, and school leaders need to take steps to create conditions that will support 

and retain this next generation of teachers (Behrstock & Clifford, 2009).     
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APPENDIX A 
 

NOVICE TEACHER RETENTION STUDY QUESTIONNAIRE 
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APPENDIX B 
 

DEMOGRAPHIC INFORMATION 
 

 N Frequency Percentage 

Gender 347   

     Male  52  15.0 

     Female  295  85.0 

Marital Status 343   

     Married  155  45.2 

     Single  188  54.8 

Age Group 348   

     21 - 30       222  63.8 

     31 - 40  64  18.4 

     41 - 50  34  9.8 

     51 - 60  24  6.9 

     61 and above  4  1.1 

Primary Ethnicity 347   

     Black/African American  0  0 

     Hawaiian/Part-Hawaiian/Mixed-Hawaiian  39  11.2 

     Pacific Islander  3  .9 

     White/Caucasian American  81  23.3 

     Native American  2  .6 

     Filipino  32  9.2 

     Japanese  107  30.8 

     Korean  8  2.3 

     Chinese  12  3.5 

     Other Asian  6  1.7 

     Hispanic  9  2.6 

     Mixed Race (2 or more races excluding Hawaiian)  45  13.0 

     Other  3  .9 

Highest Earned Degree 280    

     Bachelor  164  58.6 

     Master  110  39.3 

     Doctorate  6  2.1 

Pursuing Advanced Degree Related to Teaching 280    

     Yes  59  21.1 

     No  220  78.6 
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 N Frequency Percentage 

COE Teacher Preparation Program Completed 348    

     B.Ed. in Elementary Education  120  34.5 

     B.Ed. in Elementary Education/SPED  34  9.8 

     B.Ed. in Secondary Education  49  14.1 

     B.Ed. in Secondary Education/SPED  2  .6 

     PBCSE  59  17.0 

     PBCSE/SPED  9  2.6 

     M.Ed.T.  51  14.7 

     M.Ed. in SPED  24  6.9 

Licensure in Content Area 279    

     Elementary (Grades K-6)       146  52.3 

     Early Childhood  0  0 

     English  18  6.5 

     Social Studies  23  8.2 

     Science  28  10.0 

     Mathematics  11  3.9 

     Music/Art  8  2.9 

     Foreign Language/Hawaiian Language  10  3.6 

     Physical Education  6  2.2 

     CTE  11  3.9 

     SPED  17  6.1 

     Other  1  .4 

Additional Licensure in Content Area 64   

     Early Childhood  11 17.2 

     English  1 1.6 

     Social Studies  1 1.6 

     Mathematics  2 3.1 

     Foreign Language/Hawaiian Language  2 3.1 

     SPED  41 64.1 

     Other  6 9.4 

Main Teaching Assignment 281    

     Elementary (Grades K-6)  114  40.6 

     Early Childhood  1  .4 

     English  15  5.3 

     Social Studies  18  6.4 

     Science  26  9.3 

     Mathematics  11  3.9 

     Music/Art  8  2.8 

     Foreign Language/Hawaiian Language  12  4.3 

     Physical Education  5  1.8 

     CTE  10  3.6 

     SPED  43  15.3 

     Other  17  6.0 
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 N Frequency Percentage 

Grade Level Taught the Most 278   

     Lower Elementary (K-2 or 3)  105 37.8 

     Upper Elementary (4-5 or 6)  42 15.1 

     Middle School (6-8)  62 22.3 

     High School (9-12)  69 24.8 

Hours Expended on School-Related Matters at School 281   

     35 - 40 Hours Per Week  37 13.2 

     41 - 45 Hours Per Week  91 32.4 

     46 - 50 Hours Per Week  85 30.2 

     51 or More Hours Per Week  68 24.2 

Hours Expended on School-Related Matters at Home 281   

     1 - 4 Hours Per Week  89 31.7 

     5 - 9 Hours Per Week  99 35.2 

     10 - 14 Hours Per Week  49 17.4 

     15 or More Hours Per Week  44 15.7 

Employed at a Second Job 279    

     Yes  74  26.5 

     No  205  73.5 

Hours Employed at the Second Job 73    

     1 - 4 Hours Per Week  21  28.8 

     5 - 9 Hours Per Week  24  32.9 

     10 - 14 Hours Per Week  14  19.2 

     15 or More Hours Per Week  14  19.2 

 
 

 N Min Max Mean SD 

Confident with Subject Taught 279 1 5 4.31 .709 

Confident with Grade Level Taught 277 1 5 4.38 .695 

Confident with Students Taught 276 1 5 4.30 .718 
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 N Frequency Percentage 

Number of Years Employed as a Full-Time Teacher 280   

     0  1 .3 

     1  25 7.1 

     2  38 10.8 

     3  51 14.5 

     4  53 15.1 

     5  54 15.3 

     6  39 11.1 

     7  6 1.7 

     8  4 1.1 

     9  2 .6 

     10  2 .6 

     11  2 .6 

     12  1 .3 

     13  1 .3 

     15  1 .3 

 
      

 N Min Max Mean SD 

Number of Years Employed as a Full-Time Teacher 280 0 15 4.09 2.122 

 
 

 N Frequency Percentage 

Number of Dependents Responsible for Financial 
Obligations 

279   

     0  136 38.6 

     1  72 20.5 

     2  42 11.9 

     3  17 4.8 

     4  7 2.0 

     5  5 1.4 

 
 

 N Min Max Mean SD 

Number of Dependents Responsible for Financial 
Obligations 

279 0 5 .93 1.181 
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 N Frequency Percentage 

Employment Status of Graduates Who Were Never 
Employed by the Hawaii DOE 

68   

     Employed by Private Institution  23 33.8 

     Attending Graduate School  7 10.3 

     Employed by Private Industry  5 7.4 

     Caring for Children  2 2.9 

     Other  31 45.6 
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APPENDIX C 
 

MEANS AND STANDARD DEVIATIONS FOR SURVEY ITEMS ON TEACHER PERCEPTIONS 
 
 

Variable Description Mean Standard 
Deviation 

Involvement in Present Job  α = .730 

  involife life revolves around present job 3.75 1.012 

  invopjob very much involved in present job 4.33 .737 

  invoties strong ties with present job 3.80 1.051 

  invomnfl present job is meaningful and important 4.38 .809 

Workload  α = .754 

  wkldtime ample time to get everything done 2.04 1.108 

  wkldheav workload is heavy 1.86 .981 

  wkldpace work at a fast pace to fulfill responsibilities 1.87 .895 

  wkldvhrd work very hard 1.60 .790 

Organizational Commitment  α = .885 

  ocomscho great organization in which to work 3.63 1.146 

  ocominsp  inspires me to perform my very best 3.65 1.127 

  ocomprou proud to tell others about the school 3.91 1.080 

  ocomfate care about of the fate of the school 4.37 .847 

Social Support  α = .831 

  sosuadli administrator willing to listen to problems 3.66 1.214 

  sosuadco administrator shows concern 3.51 1.240 

  sosuadre rely on administrator when things get tough 3.33 1.249 

  sosucoli colleagues willing to listen to problems 4.28 .855 

  sosucohe colleagues helpful 4.09 .994 

  sosucore rely on colleagues when things get tough 4.04 1.060 

  sosusoli significant other willing to listen to problems 4.22 .999 

  sosusode depend on significant other when things get tough 4.22 1.075 

Adequacy of Resources  α = .674 

  resospac ample space 3.64 1.212 

  resosupl difficulty in getting supplies  3.22 1.231 

  resoequi adequate equipment 3.39 1.099 

  resosups enough support services 2.87 1.298 

Fairness Relative to Salary  α = .900 
and Recognition 

  saresaef salary, etc, fair for the amount of effort 2.12 1.116 

  sareacef recognition and acknowledgement fair for the 
amount of effort 

2.60 1.113 

  saresaed salary, etc., fair considering education 2.25 1.059 

  saresare salary, etc., are fair considering responsibilities 2.04 1.036 

  sareacre recognition and acknowledgement fair considering 
responsibilities 

2.55 1.132 
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Variable Description Mean Standard 
Deviation 

Job Directives α = .777 

  jodiproc know procedures  4.31 .729 

  jodiexpe know exactly what is expected 4.26 .816 

  jodiresp know responsibilities 4.35 .735 

  jodivadi work under vague directives 3.38 1.140 

Job Opportunities   α = .900 

  joopgood easy to find as good a job 2.42 1.050 

  joopbetr easy to find a better job 2.23 1.011 

  joopmube easy to find a much better job 2.01 1.032 

Job Search    α = .825 

  joserare rarely seek information about other jobs 3.53 1.309 

  josegoch good chance for searching for another job 3.44 1.461 

  josealwa almost always follow up on other job leads 3.89 1.166 

Promotional Opportunities  α = .711 

  propadeq adequate career advancement opportunities 2.92 1.103 

  propoppr opportunities for new roles 3.31 1.110 

  propregu promotions are regular 2.24 1.026 

Job Variety    α = .722 

  jovavari job has variety 3.93 1.005 

  jovaoppo opportunities to do different things 3.96 .987 

  jovasame every day encounter same situations 3.26 1.094 

Transferability of Skills  α = .672 
and Knowledge 

  skknotor needed in other organizations 3.81 .880 

  skkndiff difficult to use outside of the school  4.05 .944 

  skknleft useful if left school 4.01 .863 

Satisfaction with Current  α = .743 
Teaching Job  

  sajosajo well satisfied with current teaching job 3.53 1.112 

  sajoenjo find real enjoyment in teaching job 3.89 1.010 

  sajostdi encounter minimal discipline problems 2.87 1.304 

  sajostbe behavior problems are an issue 2.85 1.321 

  sajobore often bored with teaching job 4.33 .848 

  sajoknow still choose to be a teacher 3.81 1.212 

Conflicting Requests   α = .737 

  corediad conflicting requests from administrators 3.74 1.231 

  coredico conflicting requests from colleagues 3.65 1.104 

General Affectivity   α = .597 

  affefind find ways to liven up the day 3.93 .900 

  affemome most days have moments of real fun 3.88 .982 

  affenerv suffer from nervousness 4.04 1.073 

  affeupdo mood often goes up and down 3.20 1.270 
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Variable Description Mean Standard 
Deviation 

Autonomy in the Classroom  α = .849 

  auclchos able to choose the way to do the job 3.82 1.037 

  auclmodi able to modify the job objectives 3.53 1.126 

  aucldeci can decide when to do particular activities 3.62 1.169 

Intent to Stay    α = 848 

  inststay plan to stay at this school 3.49 1.370 

  instleav like to leave this school 3.73 1.358 

  instnosc under no reasonable circumstances will voluntarily 
leave this school 

3.21 1.342 

  inststlo plan to stay in the teaching profession 3.83 1.187 

  instlete like to leave the teaching profession 4.02 1.089 

  instnote under no reasonable circumstances will voluntarily 
leave the teaching profession 

3.39 1.309 
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APPENDIX D 
 

INTER-ITEM CORRELATION MATRIX FOR SURVEY ITEMS ON TEACHER PERCEPTIONS 
 

Involvement in Present Job 

 involife invopjob invoties invomnfl 

involife  1.000  .518  .380  .175 

invopjob  .518  1.000  .501  .431 

invoties  .380  .501  1.000  .512 

invomnfl  .175  .431  .512  1.000 

 

Workload 

 wkldtime wkldheav wkldpace wkldvhrd 

wkldtime  1.000  .418  .438  .327 

wkldheav  .418  1.000  .474  .484 

wkldpace  .438  .474  1.000  .549 

wkldvhrd  .327  .484  .549  1.000 

 

Organizational Commitment 

 ocomscho ocominsp ocomprou ocomfate 

ocomscho  1.000  .833  .757  .505 

ocominsp  .833  1.000  .728  .538 

ocomprou  .757  .728  1.000  .547 

ocomfate  .505  .538  .547  1.000 

 

Social Support 

 sosuadli sosuadco sosuadre sosucoli 

sosuadli  1.000  .858  .803  .371 

sosuadco  .858  1.000  .814  .333 

sosuadre  .803  .814  1.000  .359 

sosucoli  .371  .333  .359  1.000 

sosucohe  .268  .278  .332  .804 

sosucore  .332  .364  .418  .769 

sosusoli  .083  .140  .105  .140 

sosusode  .084  .155  .147  .115 
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Social Support (continued) 

 sosucohe sosucore sosusoli sosusode 

sosuadli  .268  .332  .083  .084 

sosuadco  .278  .364  .140  .155 

sosuadre  .332  .418  .105  .147 

sosucoli  .804  .769  .140  .115 

sosucohe  1.000  .848  .208  .204 

sosucore  .848  1.000  .240  .236 

sosusoli  .208  .240  1.000  .880 

sosusode  .204  .236  .880  1.000 

 

Adequacy of Resources  

 resospac resosupl resoequi resosups 

resospac  1.000  .242  .478  .326 

resosupl  .242  1.000  .356  .312 

resoequi  .478  .356  1.000  .360 

resosups  .326  .312  .360  1.000 

 

Fairness Relative to Salary and Recognition 

 saresaef sareacef saresaed saresare sareacre 

saresaef  1.000  .548  .779  .850  .557 

sareacef  .548  1.000  .496  .501  .857 

saresaed  .779  .496  1.000  .793  .531 

saresare  .850  .501  .793  1.000  .535 

sareacre  .557  .857  .531  .535  1.000 

  

Job Directives 

 jodiproc jodiexpe jodiresp jodivadi 

jodiproc  1.000  .698  .760  .237 

jodiexpe  .698  1.000  .892  .323 

jodiresp  .760  .892  1.000  .320 

jodivadi  .237  .323  .320  1.000 

 

Job Opportunities 

 joopgood joopbetr joopmube 

joopgood  1.000  .743  .636 

joopbetr  .743  1.000  .877 

joopmube  .636  .877  1.000 

 

Job Search 

 joserare josegoch josealwa 

joserare  1.000  .619  .551 

josegoch  .619  1.000  .679 

josealwa  .551  .679  1.000 
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Promotional Opportunities 

 propadeq propoppr propregu 

propadeq  1.000  .462  .439 

propoppr  .462  1.000  .452 

propregu  .439  .452  1.000 

 

Job Variety 

 jovavari jovaoppo jovasame 

jovavari  1.000  .764  .308 

jovaoppo  .764  1.000  .353 

jovasame  .308  .353  1.000 

Transferability of Skills and Knowledge 

 skknotor skkndiff skknleft 

skknotor  1.000  .362  .397 

skkndiff  .362  1.000  .458 

skknleft  .397  .458  1.000 

 

Satisfaction with Current Teaching Job 

 sajosajo sajoenjo sajostdi sajostbe sajobore sajoknow 

sajosajo  1.000  .730  .257  .251  .369  .472 

sajoenjo  .730  1.000  .233  .263  .469  .526 

sajostdi  .257  .233  1.000  .693  .031  .184 

sajostbe  .251  .263  .693  1.000  .020  .170 

sajobore  .369  .469  .031  .020  1.000  .348 

sajoknow  .472  .526  .184  .170  .348  1.000 

 

Conflicting Requests 

 corediad coredico 

corediad  1.000  .586 

coredico  .586  1.000 

 

General Affectivity 

 affefind affemome affenerv affeupdo 

affefind  1.000  .653  .116  .162 

affemome  .653  1.000  .098  .229 

affenerv  .116  .098  1.000  .423 

affeupdo  .162  .229  .423  1.000 

 

Autonomy in the Classroom 

 auclchos auclmodi aucldeci 

auclchos  1.000  .671  .654 

auclmodi  .671  1.000  .639 

aucldeci  .654  .639  1.000 
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Intent to Stay 

 inststay instleav instnosc inststlo instlete instnote 

inststay  1.000  .847  .601  .346  .435  .348 

instleav  .847  1.000  .606  .269  .391  .274 

instnosc  .601  .606  1.000  .313  .317  .551 

inststlo  .346  .269  .313  1.000  .820  .592 

instlete  .435  .391  .317  .820  1.000  .562 

instnote  .348  .274  .551  .592  .562  1.000 
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APPENDIX E 
 

MULTIPLE LINEAR REGRESSION FOR SURVEY ITEMS ON TEACHER PERCEPTIONS 

 

* p < .05 
** p < .10 
 

 
 

Variables 

 
Model 1 

Organizational 
Commitment 

 

 
Model 2 

Job 
Satisfaction 

 
Model 3 

Search 
Behavior 

 
Model 4 
Intent to 

Stay 

 
Autonomy 
 
Workload 
 
Social Support 
 
Adequate Resources 
 
Salary & Recognition 
 
Promotional Opportunities 
 
Job Variety 
 
Job Involvement 
 
Job Opportunities 
 

 
.099* 
 
.008 
 
.481* 
 
.077** 
 
.122* 
 
.022 
 

-.006 
 
.298* 

 
.132* 
 
.190* 
 
.110** 
 
.038 
 
.194* 
 

-.054 
 
.218* 
 
.269* 
 

-.064 

  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

-.082** 

 
Adj. Organizational Commitment 
 
Adj. Job Satisfaction 
 

   
-.273* 
 

-.176 

 
.223* 
 
.137** 

 
Job Search 
 
Transferability of Skills 
 

    
-.507* 
 
.004 

 
Adjusted R2  

 

 
.578 

 
.403 

 
.182 

 
.570 
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APPENDIX F 
 

PROFESSIONAL DEVELOPMENT ACTIVITIES 
 

 
Activities for Professional Growth 

and Development 

 
Current Practice 

 

 
Important for Growth 

Mean Standard 
Deviation 

Mean Standard 
Deviation 

 
Time for collaboration w/ colleagues 
 

 
3.42 

 
1.321 

 
4.68 

 
.595 

 
Participates in curriculum & instruction decision making 
 

 
3.59 

 
1.149 

 
4.52 

 
.672 

 
Participates in decision making processes 
 

 
3.12 

 
1.235 

 
4.30 

 
.747 

 
Courses & responsibilities consistent w/ knowledge 
 

 
4.11 

 
.927 

 
4.62 

 
.568 

 
School community shares common purpose 
 

 
3.42 

 
1.128 

 
4.48 

 
.694 

 
School community works collaboratively to meet goals 
 

 
3.45 

 
1.169 

 
4.56 

 
.671 

 
Rely on current research to inform practice 
 

 
3.71 

 
1.029 

 
4.30 

 
.826 

 
Encouraged to develop & maintain prof. networks 
 

 
3.36 

 
1.159 

 
4.21 

 
.872 

 
Opportunities to develop leadership capacity 
 

 
2.97 

 
1.203 

 
4.11 

 
.918 

 
Administration communicates expectations 
 

 
3.58 

 
1.165 

 
4.50 

 
.679 

 
Opportunities for new roles w/ training, time, etc. 
 

 
2.92 

 
1.201 

 
4.29 

 
.741 

 
School community coaches & mentors new teachers 
 

 
2.98 

 
1.289 

 
4.57 

 
.696 

 
Administration receptive to discuss job related issues 
 

 
3.39 

 
1.285 

 
4.48 

 
.652 

 
Engage in reflective practices to facilitate growth 
 

 
3.89 

 
1.007 

 
4.58 

 
.658 

 
Opportunities provided for professional growth 
 

 
3.68 

 
1.072 

 
4.67 

 
.543 
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Activities for Professional Growth 

and Development 
 

 
Current Practice 

 

 
Important for Growth 

Mean Standard 
Deviation 

Mean Standard 
Deviation 

 
Funds provided for professional development 
 

 
3.20 

 
1.286 

 
4.51 

 
.730 

 
Conducts research on teaching & learning and/or write 
articles 
 

 
2.03 

 
1.156 

 
3.37 

 
1.151 

 
Receives incentives, rewards, & recognition for 
achievement 
 

 
2.19 

 
1.162 

 
3.92 

 
1.018 

 
Opportunities for promotion & advancement 
 

 
2.42 

 
1.146 

 
4.09 

 
.875 

 
Work contributes to overall success of the school 
 

 
4.06 

 
.851 

 
4.49 

 
.684 
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APPENDIX G 
 

PROFESSIONAL DEVELOPMENT ACTIVITIES 
Principal Component Analysis 

 

 
Activities for Professional Growth 

and Development 

 
Component 

1 
 

 
Time for collaboration w/ colleagues 
 

 
.490 

 
Participates in curriculum & instruction decision making 
 

 
.604 

 
Participates in decision making processes 
 

 
.710 

 
School community shares common purpose 
 

 
.666 

 
School community works collaboratively to meet goals 
 

 
.663 

 
Rely on current research to inform practice 
 

 
.512 

 
Encouraged to develop & maintain prof. networks 
 

 
.647 

 
Opportunities to develop leadership capacity 
 

 
.738 

 
Administration communicates expectations 
 

 
.686 

 
Opportunities for new roles w/ training, time, etc. 
 

 
.718 

 
School community coaches & mentors new teachers 
 

 
.660 

 
Administration receptive to discuss job related issues 
 

 
.725 

 
Engage in reflective practices to facilitate growth 
 

 
.562 

 
Opportunities provided for professional growth 
 

 
.694 
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Activities for Professional Growth 

and Development 
 

 
Component 

1 

 
Funds provided for professional development 
 

 
.614 

 
Receives incentives, rewards, & recognition for 
achievement 
 

 
.625 

 
Opportunities for promotion & advancement 
 

 
.598 

 
Work contributes to overall success of the school 
 

 
.479 
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