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ABSTRACT 

Researchers have given extensive consideration to public school teachers' retention. Yet, 

despite independent schools enrolling approximately 12% of our nation's students, the work that 

has been completed on teachers at independent schools and the influences of their career 

decisions is limited (Ingersoll, 2004; Pugh, 2007). The purpose of my study was to explore the 

career decisions of teachers at one independent school to understand issues facing independent 

school leaders as they meet the challenges of teacher retention. Independent school leaders need 

to understand the influences that attract and retain high quality teachers so they can better meet 

their mission and better serve their students. 

My study examines the following questions: 

1. What are the factors that influence teachers at one independent school to move to 

other schools? 

2. What are the factors that influence teachers at one independent school to remain at 

this school? 

3. What are the factors that influence teachers at one independent school to leave the 

teaching profession? 

Since the discussion involving independent schools has been so limited, my literature 

review begins with a brief overview of independent schools in the U.S. today. The literature 

review then provides research related to public schools to better understand the empirical 

research related to teacher retention. The literature review also includes studies of non

traditional public schools and independent schools. As non-traditional public schools operate 

similarly to independent schools, the literature served as a bridge between research on public 

schools and the few studies focusing on independent schools. 

My study is a case study of one independent school. The study includes an anonymous 

pre-interview questionnaire for all teachers at the school to secure a baseline for the school and 

to assist in determining appropriate questions for the interviews and validate the questions during 

the interviews with the teachers and administrators. The interviews had specific questions but 

allowed for answers to be explained or explored further. I interviewed six teachers who are still 

at the school site (stayers), six former teachers who took a job with another school (movers), and 

six who left the profession (leavers). 
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The transcriptions from all the interviews were coded for themes and used NVivo 9.0 

software application to assist in the qualitative analysis of the interviews. The themes were 

grouped and a narrative was given in regards to their relationships with the literature review. 

My study found teachers were most influenced by philosophical approaches, autonomy, 

environment, and personal reasons in their career decisions. Movers wanted to work at a school 

that matched either their professional philosophical approach to teaching or their personal 

philosophical approach on social issues. Movers were dedicated to teaching, but felt another 

school would better meet their current personal needs. Stayers remained at the independent 

school in my study due to the autonomy in their classroom. This was particularly important to 

teachers who had taught in public schools. All stayers stated that the school's environment was 

important in that it was a family-oriented setting and that it was extremely conducive for 

learning. All stayers in my study had always wanted to be a teacher and were committed to 

teaching until retirement. The leavers in my study seemed to be most influenced by either 

professional preferences or personal reasons outside the school's control. Three leavers loved 

their subject areas, but found a way to remain in the subject field but in another profession. 

My study suggests that independent school leaders should consider teachers who match 

their schools' philosophical approaches to education. This search for the right philosophical fit 

seemed to keep teachers or motivate movers to try another setting. Independent school leaders 

should consider the autonomy given to their teachers. The most attractive component for all the 

teachers in my study was having the autonomy in their classroom. My study suggests school 

leaders should foster an environment that promotes family and collegial support among 

administrators, teachers, students, and parents. My study also suggests that schools should 

consider professional opportunities for their teachers. All teachers stated that professional 

opportunities either did or would have a significant influence on their decisions. Finally, school 

leaders may be able to keep teachers if they find out why they want to teach. If it is just for the 

subject matter, my study suggests that's not enough to keep them, but my study found that 

teachers most committed to teaching had always wanted to teach, even if they chose teaching as 

a second career. 
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CHAPTER ONE 

INTRODUCTION TO THE PROBLEM 

As an independent school administrator, I was responsible for recruiting and retaining 

teachers. Through my first few years as an administrator, I began to encounter obstacles in 

retaining teachers. Teachers, especially younger teachers, were leaving my school for other jobs 

at other schools or other industries. I began to discuss this issue with other independent school 

leaders, and found very few answers. At that point, I turned to scholarly publications. While I 

found several studies on teacher turnover and factors regarding teacher mobility, I also found 

that the literature had not adequately addressed the issue of career decisions among independent 

school teachers. This study contributes to the research on the career decisions of teachers by 

examining the factors that influence the career decisions of teachers at one independent school. 

By pursuing this line of inquiry, my study will provide other independent school teachers and 

school leaders additional knowledge to address teacher retention and turnover. 

Purpose of the Study 

The National Association oflndependent Schools (NAIS) survey, cited in the NA/S 

Trustee Handbook, 8
111 

edition, listed the top challenges facing independent schools as 

"recruiting, retaining, and competitively compensating high-quality faculty" (NAIS, 2007, p. 38). 

The literature review identifies three major groups-public school teachers, non-traditional 

public school teachers, and independent school teachers-and under each are three types of 

decision makers "movers, stayers, and leavers" (Gonzalez, 1995; Harris, 2007; Ingersoll, 2003, 

2001a, 1999). The review provides evidence to examine why teachers make the career decisions 

they make and reveals who is most likely to become a mover, stayer, or leaver. Since the 

literature regarding the career decisions of independent teachers is so limited, the review draws 

heavily on research on public schools, as well as charter and magnet schools. Magnet and 

charter schools provide a quasi-independent school perspective that may relate more similarly to 

independent schools and their teachers than traditional public schools and teachers (Gow, 2005; 

Guarino et al., 2006; Harris, 2007). 

The teacher shortage has been a national concern for the last thirty years (Berry, 2004; 

Buckley et al., 2005; Easley, 2006; Ingersoll, 1999). During that time, many studies have 

attempted to address teacher mobility (Harris, 2007; Ingersoll2001, 2003; Lortie, 1975; Pugh, 

2003). Researchers have examined the sociological (Lortie, 1975), economical (Ehrenberg & 



Smith, 1997; Guarino et al., 2006), and psychological factors (Becher, 1999) that influence 

teachers' career decisions. Studies of career decisions of teachers have included teacher turnover 

(Mobley, 1982), retention (Ingersoll, 1999, 2003), and attrition (Dolton & van der Klaauw, 1995, 

1999; Krieg, 2006). There has been a growth of research aimed at identifying predictors of 

teacher career decisions, such as school characteristics (Guarino, et al., 2006), teacher quality 

(Berry, 2004; Kreig, 2006), teacher commitment (Buckley, 2005; Day et al., 2005; Firestone & 

Pinnell, 1993), and personal efficacy (Easley, 2006; Henninger, 2007). While researchers have 

found indicators, few have examined teachers at various points of their careers at a single school 

to allow them "to tell their story" (Brown, 2005, p. 638) as to the factors that influence their 

career decisions (Brown, 2005; Buchanan et al., 2007; Buckley, 2005). A need exists for more 

research that is open-ended and asks questions of teachers across experience levels as to what 

influences their decisions (Hausman & Goldring, 2001). 

In addition to the studies regarding predictors of teachers' decisions, the literature also 

contains many studies that investigate teachers who teach similar subjects such as physical 

education teachers. Studies have been completed regarding a wide range of teachers and schools 

among public schools, including urban physical education teachers (Henninger, 2007), secondary 

business teachers (Ruhland, 2001), special education teachers (Schlichte, Yssel, & Merbler, 

2005), in certain states (Harris, 2007; Kersaint, Lewis, Potter, & Meisels, 2007; Scafidi, Sjoquist, 

& Stinebrickner, 2007), middle school (Angelle, 2006), urban teachers (Easley, 2006), 

elementary teachers (Sumsion, 2002) and teachers with the same pre-service training (Olsen & 

Anderson, 2007). 

My study examined independent school teachers and focused on three types of 

decisions-stayers, movers, and leavers. I investigated the factors that cause teachers to transfer 

to another school, to leave the classroom, and to remain at the same independent school. This 

study included teachers at one independent school to account for different levels of experience, 

various disciplines, and school traits. 
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Research Questions 

To understand influences on career decisions at one independent school, I focused on the 

following questions: 

1. What are the factors that influence teachers at one independent school to move to other 

schools? 

2. What are the factors that influence teachers at one independent school to remain at this 

school? 

3. What are the factors that influence teachers at one independent school to leave the 

teaching profession? 

Scope of the Study 

Design of the Study 

The study was conducted as a qualitative case study at Greenville Academy, which is the 

pseudonym given to the school. Data was collected through multiple sources (Buchanan et al., 

2007; Hausman & Goldring, 2001) to allow for more in-depth information from a wider 

selection of teachers and to allow for validity and reliability of the findings (Liu & Meyer, 2005). 

All teachers at Greenville Academy were given the opportunity to complete an anonymous 

questionnaire that used both rating scale questions and open-ended questions (Easley, 2006; Liu 

& Meyer, 2005; Ruhland, 2001). The questionnaire had a cover letter from me to inform 

teachers about my study (see Appendixes A and B for letter and questionnaire). Variables were 

taken from these questionnaires (Buchanan et al., 2007; Hausman & Goldring, 2001), as well as 

from other studies in the literature (Brown, 2005; Day et al., 2005; Ruhland, 2001) to set out 

questions for interviews. I conducted 18 individual interviews with teachers who were classified 

as movers, stayers, and leavers (Angelle, 2006; Johnson & Birkeland, 2003; Liu & Meyer, 2005). 

I interviewed teachers who were movers and leavers from 2004 to 201 0 to investigate reasons for 

turnover consistent through time (Ruhland, 2001 ). Each person interviewed received, read, and 

signed an informed consent form prior to beginning the interview (see Appendixes C and D for 

consent form and protocol for all three types of interviews). Participants will be purposively 

chosen to secure a group of teachers that represents the pattern the literature identifies that 

teachers tend to follow in leaving the classroom. The literature reviews to this as a "U" shaped 

pattern. The literature consistently found that teachers leave the classroom either as movers or 
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leavers either early in their careers, within the first five years, or late in their careers (Day et al., 

2005; Liu & Meyer, 2005). This pattern will be discussed further in the literature review. The 

responses from the interviews were transcribed (see Appendixes E, F, and G for a summary of 

responses from interviews). Then the responses from these interviews were analyzed using 

inductive and iterative coding strategies (Angelle, 2006; Brown, 2005; Creswell, 1998, Lincoln 

& Guba, 1985). I used the qualitative software NVivo 9 to assist in the qualitative analysis. 

Participants were given the opportunity for "member checking" to validate the data collected 

(Henninger, 2007; Wolcott, 2003). 

Significance of Study 

My study explores issues related to teacher retention. The literature asserts that teacher 

turnover is a significant issue for public and independent schools (Ingersoll, 2003), yet little is 

understood about how turnover affects independent schools. Turnover is both disruptive to 

schools as communities as well as expensive. Studies have found that replacing one teacher 

costs approximately $10,000 (Ingersoll, 2005). 

My study provides support for many factors already found in the literature such as 

commitment, professional communities, and school characteristics. However, my study also 

found that teachers are greatly influenced by the classroom autonomy they have in independent 

schools. Teachers in my study were less concerned with having a voice in the decision making 

process, and more concerned with maintaining curricular and instructional control. My study 

suggests that the school environment is important, but it may be defined differently than what the 

empirical research suggest. The literature describes environments that have established 

mentoring programs, formal evaluations, collaborative leadership styles, but the teachers in my 

study emphasized the support from colleagues in the absence of a formal program, and support 

from administrators with informal evaluations and various leadership styles. The key component 

for the teachers in my study was less bureaucratic than they had experienced at other schools. 

The teachers were excited that they did not have to attend meetings each day after school, but 

had more time for responsibilities associated with teaching. 

My study is significant because little has been done (Brown, 2005; Buckley, 2005) to 

examine the influences on independent school teachers' career decisions (Gow, 2005; Harris, 

2007; Henninger, 2007; Pugh, 2003). The literature, which has grown in, regards to different 

aspects of teacher retention and has provided many conclusions as to leading factors that 
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influence turnover (Guraino et al., 2006; Hanushek et al., 2004). Yet, the work done on 

independent schools is limited (Gow, 2005; Harris, 2007; Independent School Management, 

2004; Pugh, 2003). In this study, I provide contributions that all educational institutions may 

find beneficial, but especially valuable to independent schools. My study, and others like it, can 

help schools make responsible decisions regarding teacher retention. Another reason public 

educators should be interested in the career decisions of independent school teachers is the 

impact it could have on the overall supply of teachers. If teachers at independent schools desire 

to leave that type of school but want to remain in teaching, this could have a significant impact 

upon public schools by increasing the supply of teachers. Obviously, if teachers at public school 

wanted to work at independent schools, this would decrease the supply of teachers for public 

school leaders to consider. 

The literature has many studies on the various components of teacher retention, but there 

have been very few studies that approach its design to focus on teachers of one school (Angelle, 

2006; Brown, 2005; Buckley, Schneider, & Shang, 2005; Elfers, Plecki, & Knapp, 2006; Gow, 

2005). Brown (2005) suggests that an in-depth study will offer insights regarding school culture, 

traits, and other characteristics that vary from school to school. My study is important not only 

because it considers independent school teachers, but also because it addresses teachers at one 

school. My study allows discussion to occur as to why individual teachers made decisions, but it 

should hold constant some factors that influence decisions found in the literature, such as pay, 

working conditions, etc. These types of school traits will be constant, or relatively constant, 

because my study is at one school. The study contributes to the discussion regarding teacher 

retention at public and independent schools alike. 

Review of Chapters 

After this first introduction chapter, the literature review follows and provides a summary 

of prevalent studies found regarding independent schools and then movers, stayers and leavers. 

The literature review will include studies involving teachers in public and independent schools. 

The methodology is the third chapter and sets out the design, data collection, data analysis, and 

validity of my study. Chapter four contains the findings of my study. I provide what my study 

found compared to the prevalent themes found in the literature. The findings report the results of 

the questionnaire, movers, stayers, and leavers. The final chapter provides the analysis 

conclusions that my study adds to the discussion regarding teacher career decisions. 
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CHAPTER TWO 

LITERATURE REVIEW 

Teacher retention has become a critical area of focus over the past decade. As the 

concern over teacher shortages increases, researchers are studying how to recruit and retain 

teachers (Gow, 2007; Ingersoll, 2003). Independent school leaders are not exempt; most 

research shows independent schools have a greater reason for concern as they consistently have 

higher rates of turnover than their public school counterparts (Ingersoll, 2003). In fact, the 

National Association for Independent Schools (NAIS) lists teacher retention as one of the great 

challenges facing independent schools today (Gow, 2007). The research on teacher retention 

classifies teachers into three categories in terms of teacher mobility-stayers, movers, and 

leavers. Here, I review the literature on teacher mobility, teacher retention, and teacher turnover 

in the United States. Since the overwhelming majority of work regarding teacher mobility 

focuses on teachers at public schools this review contains the most prevalent studies in that 

sector first (Gow, 2005; Guarino et al., 2006; Harris, 2007). Then the literature review examines 

the limited studies of non-traditional public school teachers and then independent school 

teachers. Each section considers the decisions of movers, stayers, and leavers (Gonzalez, 1995; 

Harris, 2007; Ingersoll, 2003, 2001a, 1999). As I mentioned in the introduction, since the 

literature is limited regarding independent schools, there may be a need to contribute general 

information about independent schools prior to our discussions about decisions made by 

teachers. I begin the literature review with a brief overview of independent schools in the United 

States. The review provides evidence as to why teachers make the career decisions they make 

and who is most likely to become a mover, stayer, or leaver. 

Independent Schools 

As discussed earlier, the literature is almost silent regarding independent schools. A 

number of reasons explain why this paucity may be, such as public funding for research would 

tend to favor public schools. The lack of research on independent schools may have created a 

lack of general information regarding independent schools as well. So, what is an independent 

school, and what does it look like? The National Center for Education Statistics (NCES) defines 

a private school as a "school that is not supported primarily by public funds" (Broughman & 

Swaim, 2006, p. A-1 ). The term private school had been used in the past as a counterpart to the 

term public school, but over the last thirty years, private schools have "campaigned to change its 
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[their] image" to a less "restrictiveness indicated by 'private schools,' [thus] the sector has 

proclaimed itself 'independent"' (Walford, 1987, p. 275). The Council for American Private 

Education (CAPE) found in a survey of900 people who have a private school in their local area 

that 67% of respondents identified the term "private school" with a parochial school or a 

Christian academy, while only 16% identified the term with a nonreligious private school (2008). 

One of the leaders in independent school research is Pearl Kane (2003) of Columbia University 

and she observes, "private schools call themselves 'independent schools' and rank among the 

most prestigious educational institutions in America" (p. 1). She added that these schools 

typically have some religious roots but act more like nonsectarian schools (Kane, 2003). The 

independent school world has attempted to change some of these stereotypes in recent years. 

There has been a movement from within to do away with the phrase private school and reach out 

to the public sector. More schools are using the term independent to promote their individual 

strengths as a school, such as choice, and the term private brings along a negative connotation of 

exclusiveness, separatist, or elitist (Gow, 2005). For my study, the term independent schools 

will primarily be used, but the term private schools is synonymous with independent schools. 

Types of Independent Schools 

Independent schools are usually very protective of their autonomy and have very clear 

missions. However, as surveys have shown, many times independent schools are grouped 

together in public opinion, and there seems to be no delineation among them. Yet the 

Department of Education assigns independent schools to one of three types of schools

Catholic, other religious, or nonsectarian (Alt & Peter, 2002; Broughman & Swaim, 2006). The 

NCES reported that in 2004 there were 7,919 Catholic schools, 12,534 other religious schools, 

and 7,961 nonsectarian schools. CAPE (2008) reported that 82% of independent school students 

attended some type of religious independent school, and Catholic schools accounted for 46.2% 

of all students who attended independent schools. The overwhelming majority (82%) of 

independent schools are small schools that enroll fewer than 300 students (CAPE, 2008; 

Ingersoll 2003). 

Characteristics of Independent Schools 

While the programs and missions at independent schools may be different than at public 

schools, there are other characteristics that are different as well. Public schools are usually 

governed by a multi-layer approach with many state regulations, an assortment of local policies, 
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and some federal stipulations. However, independent schools are "owned and governed by 

entities that are independent of any government-typically, religious bodies or independent 

boards of trustees" (Alt & Peter, 2002, p. 1). They are operated like many not-for-profit 

organizations, and independent schools enjoy more autonomy in setting policies and have less 

state or federal regulations to follow. Over the last 15 years, this liberty seems to be growing as 

states are reducing regulations on non-public schools for such issues as accreditation, teacher 

certification, curriculum, and testing (DeGroff, 2003). The option to choose a particular program 

of study, religious affiliation, or other unique characteristic of independent schools has kept 

enrollment of independent schools steady for the last few decades (Ingersoll, 2003). 

Enrollment of independent schools. The National Center for Education Statistics 

(Broughman & Swaim, 2006) reported that in the 1989-1990 school year, there were 26,712 

independent schools, with 4,838,497 students and 331,533 teachers. In the 2003-2004 school 

year, those numbers rose to 28,384 schools, 5,122,772 students and 425,238 teachers. The 

Council of American Private Education (CAPE) listed a student enrollment of6,152,000 in 2007, 

representing 11% of all U.S. students. Independent schools "have maintained their share of total 

school enrollments throughout recent decades at roughly 12 percent, with growth rates parallel to 

those of public schools" (Alt & Peter, 2002, p. 3). 

Demographics of independent schools. Public surveys have revealed that general 

public opinions see independent schools as very homogeneous groups, to the point of being 

exclusive (Alt & Peter, 2002). The lack of student diversity among independent schools has 

been a major concern for independent leaders for a number of years as well (Kane, 2003). It is 

agreed upon in the literature that "student populations in private schools and public schools and 

in different types of private schools vary on basic demographic measures, including 

race/ethnicity, limited-English proficiency status, and the family's socioeconomic background" 

(Alt & Peter, 2002, p. 8). The Department of Education reported (Alt & Peter, 2002, p. 9) that 

"77 percent of all private school students were White, compared with 63 percent of all public 

school students" (p. 9). The study continued to point out that independent schools had lower 

proportions of Black and Hispanic students than their public school counterparts. Fourteen 

percent of independent schools had no minority students compared to only 4 percent of public 

schools in the U.S. in 2000 (Alt & Peter, 2002). However, Greene (2001) found that 

independent schools were more likely to be more racially diverse within their classrooms than 
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public schools. Yet, with this finding, most would see that independent schools have much work 

to do in this area. 

Summary of Independent Schools 

Independent schools have always been a part of the educational system in the United 

States (Kennedy, Cohen, & Bailey, 2006; Ornstein & Levine, 1993). Independent schools have 

the leeway of outlining specific school goals, such as a particular curriculum type, and then 

selecting certain student qualities that match those criteria. This independence is reflected in the 

three different types of schools-Catholic, other religious sectors, and nonsectarian. Catholic 

schools usually are the largest independent schools and also have the most diverse student 

population. Independent schools have intentionally taken on the descriptor independent and they 

seem to appreciate their self-determination with regards to policy, recruitment of teachers and 

students, and instruction. The role of recruiting and retaining teachers at independent schools 

will not only have an effect on independent schools but could have an impact on the overall 

supply of teachers to public education. 

Teacher Mobility 

The concern over teacher retention brings to light a few questions: Why do teachers 

leave the profession? Why do teachers move to another school? Why do some teachers stay at 

the current schools? The answers to these questions can be critical as schools try to combat the 

teacher shortage crisis (Brown, 2005; Buckley et al., 2005; Easley, 2006; Harris & Adams, 2007; 

Ingersoll, 2003). Ingersoll (2001a, 2003) defined a "mover" as a teacher who takes a teaching 

position at another school; a "Ieaver" as a teacher who is no longer in education; and a "stayer" 

as a teacher teaching in the same school as the previous year. Yet there are variant definitions 

for these three groups in the literature. Harris (2007) considered a very broad definition of 

"leavers" as teachers who left for an administrative position, a job with an independent school, or 

even a public school job in another state (p. 289-290). This definition seems to encompass a 

larger number of people who really have not left the teaching profession. Harris's definition of a 

Ieaver provided an example of how statistics regarding teacher mobility may be skewed from one 

study to the next. Liu and Meyer (2005), as well as others (Henninger, 2007; Pugh, 2003), 

defined teacher stayers and teacher movers as one category because they do not impact overall 

teacher supply. However, the local school still has to replace a mover; therefore, movers are part 
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of the growing epidemic of the shortage of teachers. My study will define movers as teachers 

who take another teaching position with another school. 

Teacher mobility is affected by many variables and different studies have identified a 

number of reasons why teachers leave a particular school or even the profession. Harris (2007) 

in her study of middle and elementary teachers at Florida charter schools, suggested that 

"opportunities within and beyond the teacher labor market" (p. 276) might influence decisions. 

Teacher labor market takes into account all jobs available to educators. Influences on teachers 

may be strictly decisions related to the particular school such as higher pay, student conduct, or 

professional support, but many are likely to have personal reasons such as a life changing event 

or seeking better "intrinsic rewards" (Liu & Meyer, 2005, p. 994). Teachers will also be 

impacted by their current school's culture and climate (Angelle, 2006). This literature review 

summarizes the major findings of teacher mobility and provides a framework for my study of 

career decisions of independent school teachers. 

Regardless of variances in definitions and factors of teacher mobility, the overwhelming 

consensus of the literature is that teacher mobility has negative impacts on schools (Angelle, 

2006; Henninger, 2007; Ingersoll, 2003). Angelle (2006) found it takes time to assimilate 

teachers into the culture of a school and for them to feel comfortable with the environment. It is 

at that point student achievement can be impacted positively (Angella, 2006). Ingersoll (2003) 

states the sheer practical side of retention because it takes $10,000 to fill one vacancy, and then 

schools have to mentor the new teacher. Independent school leaders have even less insight than 

public school leaders into this phenomenon, as few studies have focused on independent school 

teachers. The following literature review begins with a investigation of public school teachers 

organized by movers, stayers, and leavers to understand themes applicable to teachers at 

independent schools. Then the review extends to teachers at non-traditional public schools and 

independent schools. 

Public School Teachers 

Public School Movers 

The literature review indicated 6.6% of public school teachers are considered movers 

each year, or half of all teacher turnover (Ingersoll, 2001; Johnson & Birkeland, 2003 ). Some 

teachers may not have the option to return to their schools due to poor performance or some 
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other involuntary reason, and this is why Johnson and Birkeland (2003) considered two types of 

movers-voluntary and involuntary. This literature review examines the influences on voluntary 

movers. Ingersoll (200la) and others (Elfers et al., 2006; Johnson & Birkeland, 2003) found the 

most prevalent reason for teacher turnover was job dissatisfaction. Teachers were dissatisfied 

over pay, lack of administrative support, and student discipline (Ingersoll, 2003). This section 

regarding public school movers considers this element of job dissatisfaction and other factors, 

and examines the characteristics of public school movers. 

Why Public School Teachers Move 

School characteristics. Teachers who moved from one school to the next did so for a 

variety of reasons. The literature identifies factors that are both outside and within the control of 

school leaders. Factors outside the control of school leaders are usually defined as items outside 

the control of policies, such as geographic location of schools, demographics of student body, or 

socioeconomic status of students (Harris & Adams, 2007). Guarino, Santibanez, and Daley 

(2006) conducted a review of empirical literature to make a list of influences regarding teacher 

recruitment and retention and found that there are "characteristics that are not generally within 

their (schools') control but are instead based on demographics of the population they serve" (p. 

189), and these issues may have been at play with teacher mobility. Freeman, Scafidi, and 

Sjoquist (2002) also found that teachers were also more likely to prefer higher achieving schools, 

or at least schools that were perceived to be high achieving schools, to under performing schools. 

Hanushek, Kain, and Rivkin (2002) used the State of Texas database to investigate "why public 

schools lose teachers?" Their study matched student/teacher panel data to better understand the 

influences on teacher transition. In their study of elementary teachers, Hanushek et al. found that 

"teachers systemically favor higher achieving, non-minority, nonlow-income students" (p. 337) 

as they choose a place of employment. Hanushek et al. noted that racial and ethnical factors, or 

system policies, such as community schools, is difficult to "quantify" (2002, p. 340) because 

people do not want to say they left for these types of reasons. An example would be if a teacher 

were uncomfortable remaining at a school with a high percentage of students that was 

demographically different from the teacher. Hanushek et al. (2002) found that the teacher would 

not report that demographics of students influenced his/her decision, because he/she knew that 

was a socially unacceptable reason for leaving. 
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Teachers were most likely to move when they taught in a school with low test scores and 

a poor atmosphere (Hanushek et al., 2002). In their study, Hanushek et al. (2002) found that 

11.5% of teachers were more likely to move to another school if they were currently at a school 

with low test scores as opposed to only 8.5% of teachers at one of the highest performing 

schools. 

Teachers do not only leave poor performing schools but also leave poorer economic 

schools. One of the most cited studies within the literature was a study conducted in 1993 by 

Firestone and Pennell that investigated the working conditions of schools and how this relates to 

teacher turnover. This study used empirical research to address how policies influence teacher 

commitment and contributed to the current discussion on teacher retention. Firestone and 

Pennell (1993) found that teachers were less likely to leave more affluent schools. More 

recently, the Hanushek et al. (2002) study found teachers were more likely to leave schools with 

a high percent of students eligible for reduced lunches (11.2% likely to change schools) as 

opposed to schools with a low percentage qualifying for reduced lunches (8.9% likely to change 

schools). Hanushek et al. (2002) also found teachers were more likely to leave low performing 

academic schools and lower socioeconomic schools. Ingersoll (2003) also supported this 

research that schools in high-poverty and urban settings faced a higher rate of teacher turnover. 

Teachers in high-poverty schools had a teacher turnover of20% compared to a 12.9% rate in 

teacher turnover in low-poverty schools (Ingersoll, 2003). 

The literature also revealed that teachers were slightly more willing to leave schools with 

a higher percentage of Hispanic students (11.2%) as opposed to teachers at schools with a lower 

percent of Hispanic students (9.3%). Also, teachers at schools with a high percentage of 

minority students often have the highest teacher turnover rates or at least when the majority of 

the student population does not match the ethnicity of the majority of the teachers (Hanushek et 

al., 2002; Lankford, Loeb, & Wyckoff, 2002). Studies (Lankford et al., 2002) found that 

teachers left schools when student population was 75% to 100% non-White and low-income to 

go to schools with higher percentages of White students and higher family incomes. 

The last factor that may influence teacher mobility in regards to school characteristics is 

the location of the school. Teachers moved at different rates between urban, suburban, and rural 

schools. Rural movers most often (65.9%) moved to other rural schools, and some teachers 

(22.4%) moved to suburban schools, but very few (11.7%) moved to urban schools (Hanushek et 
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al.). Suburban teachers moved to other suburban schools (49.1 %) most often, and moved to rural 

schools and urban schools in similar fashion, 26.8% and 24.2%, respectively (Hanushek et al.). 

Hanushek et al. (2002) concluded that urban teachers who moved to other schools transitioned to 

rural schools most often (55.7%), to another urban school 20% of the time, and similarly to 

suburban schools (19.6%). Ingersoll (2003) found that public school teachers in urban schools 

had a teacher turnover rate of 15.9% compared to 14.9% at suburban schools and 14.5% at rural 

schools. Ingersoll (2003) found that small public schools had a higher rate ofteacher turnover 

(16.4%) compared to large public schools (14.5%). The literature provided a greater 

understanding that a school's location may be a predictor of teacher mobility and provided 

insights into which type oflocation teachers find most likely to be appealing. This information 

will allow me to make a comparison with the teachers' movement at my site school with the 

information found in the literature regarding the location of schools. 

Salaries. It would seem that the most obvious reason for moving from one school to the 

next would be for an improvement in compensation. Harris summarized this sentiment in her 

study by stating that "all things being equal. .. teachers prefer higher salaries" (2007, p. 293). 

Yet, as the previous section on school characteristics explains, rarely are things equal. Several 

studies do show that teachers with lower salaries, at charter or public schools alike, will tend to 

change schools or leave the profession (Harris, 2007) and that higher salaries will lessen the 

probability that teachers will leave the profession (Hanushek et al., 2002). However, Hanushek 

et al. suggested that studies that considered salaries may be limited because they may not have 

taken into consideration other factors, such as working conditions, class size, student 

characteristics, and school characteristics. Hanushek et al. also found that teacher mobility was 

more likely tied to student characteristics than salary differences. Antos and Rosen (1975) found 

similar results in earlier studies that suggested teachers were willing to make less for better 

working conditions. In their study, Hanushek et al. found that the annual salary gains for all 

movers was only 0.4% or roughly $100, suggesting that people do not tend to move for 

significant changes in salary. Yet, Hanushek et al. found that Texas teachers were more likely to 

move to another school for increases in salary, small as the increases were. Hanushek et al. also 

found that higher salaries significantly "reduced the probability that male teachers leave a district 

up until retirement age" (p. 343). In general, Hanushek et al. found that teachers' salaries were 

"much more related to the probability of switching districts than to the probability of exiting" (p. 
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347) the profession. Ingersoll (2001a) found that teachers related a $1,000 difference in salary to 

a 3% change of voluntary movement, so money did impact movement, but it took a significant 

change in salary to make teachers move. 

The Liu and Meyer (2005) study used the data from the National Center for Educational 

Statistics Schools and Staffing Survey and Teacher Follow-Up Survey to examine the impact 

that salaries have on teacher mobility and provided more insight into the role that salaries play on 

teacher decisions. Through a questionnaire, Liu and Meyer found that for teachers to stay in 

their current positions, they must at "least (be) satisfied with their income" (Liu & Meyer, 2005, 

p. 994). Yet, Liu and Meyer asserted, "high salary may not compensate for teachers' 

disappointment with student discipline problems" (2005, p. 994). The study (Liu & Meyer, 

2005) stated that teacher movers are also concerned about student discipline problems and 

professional support. Liu and Meyer (2005) stated salaries do not influence movers, stayers, and 

leavers and, in fact, they pointed out that "compensation is certainly not the sole reason that 

teachers leave the profession and that their departure is influenced by other important factors as 

well" (p. 997). Berry (2004) added that "it is hard to argue that money does not make a 

difference in teacher recruitment and retention ... but it is clear that money alone is not sufficient" 

(p. 14) to solve all teacher turnover issues. 

Professional communities. Local school leaders cannot change the student 

demographics, social economic levels of its students, or even the base salaries, but they can 

attempt to create a professional community for their teachers. Many studies (Elfers et al., 2006, 

Guarino et al., 2006; Hanushek et al., 2004; Krieg, 2006) found that the overall school 

professional environment is a key factor in whether a teacher moves to another school. 

Unfortunately, the literature does not provide a consistent definition for professional 

communities (Buckley et al., 2005), as a consequence, these communities may be somewhat 

different from one school to the next and may not encompass the entire school (Hausman & 

Goldring, 2001). Professional communities typically have respect for teachers (Brown, 2005), 

have support from administration (Day et al., 2005), allow for autonomy (Johnson & Birkeland, 

2003), and provide a democratic forum for decision-making (Firestone & Pennell, 1993). 

Teachers may make a decision to change schools based on administrators at the school or the 

administrative style of the school leader (Harris, 2007). Another consideration that impacts the 

professional community of a school is the school policies at a particular school or school district. 
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There have also been studies that showed smaller schools have a better success at creating 

professional communities that "promote teachers' commitment to collaborative work (Alt & 

Peter, 2002, p. 5). 

Professional communities may also influence more specific arenas that impact teachers. 

Elfers, Plecki, and Knapp (2006), a 2-part study using both state databases and surveys from 

teachers in Washington State, listed the top reasons offered by teachers as consideration for 

moving to another school as the lack of support at home for student learning, the lack oftime for 

professional learning, and the lack of support to meet student needs (Table 9, p. 121). This study 

(Elfers et al., 2006) selected 20 districts for a closer examination and found the reasons to move 

are closely related to what could be defined as components of a professional community, or 

issues that would impact the environment of the school as a whole. The amount of support, the 

issues of professional growth, and other factors that are related to the framework of professional 

communities greatly impact the mobility oftoday's teachers. lflngersoll (2001) was correct and 

job satisfaction was the most prominent factor for teacher mobility, then job satisfaction may be 

a by-product of being part of a professional community of educators (Berry, 2004; Elfers et al., 

2006). Berry stated that movers who are dissatisfied with "assignments, sufficient help with the 

curriculum, positive communication with parents, and support from colleagues and the principal" 

(2004, p.6-7) moved to another school that provided a better professional community. 

Who Are the Public School Movers? 

The literature identified several factors that push teachers to move to another school, but 

can we predict who is likely to move? Johnson and Birkeland's (2003) study was a longitudinal 

interview study of 50 new teachers in Massachusetts and attempted to have a very diverse 

population and types of schools. They found some commonalities among who moves from 

school to school. Their study stated that movers typically came from other careers that were 

"often in higher-status and better-resourced lines of work" (Johnson & Birkeland, 2003, p. 592) 

than education. If schools did not support them, then teachers changed schools even if it meant 

taking a lower salary. Johnson and Birkeland (2003) found that movers usually changed schools 

multiple times in a career. Movers had many characteristics ofleavers but "they attributed most 

of their troubles to the shortcomings of their schools" and agreed they would give teaching 

"another chance" (Johnson & Birkeland, 2003, p. 597). The "voluntary movers," teachers 

moving on their own accord, were attempting to find a school where they could be successful 
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and find "eventual satisfaction" (Johnson & Birkeland, 2003, p. 598). Johnson and Birkeland 

(2003) reported that all of the movers in their study moved to a more affluent school, but the 

teachers stated they did not move "for wealthier students but [to] schools organized for success 

for students and teachers" (p. 599). This type of movement was particularly the case with new 

teachers (Johnson & Birkeland, 2003). Research suggests that new teachers took the first job 

available and did not see if the school would be a good match for them. However, given the 

options, teachers who had less experience took a position in a wealthier district or school. The 

"unsettled stayers" in Johnson and Birkeland's study seemed to exhibit feelings similar to one 

teacher who concluded, "I still definitely feel committed to the kids; I'm not sure if I'm fully 

committed to the school itself' (Johnson & Birkeland, 2003, p. 602). 

Public School Stayers 

Henninger's (2007) qualitative study of nine secondary urban physical education teachers 

used seven methods of data collection to better understand factors that change the career paths of 

her participants. Her study (Henninger, 2007) states that while there was a "broad research base, 

which provides a robust picture of factors that influence teachers to leave the profession ... it 

leaves out information about teachers who feel successful and/or do stay in the profession, thus 

providing us with an incomplete picture of teachers' careers" (p. 126). This deficit in the 

literature created issues in attempting to provide a complete understanding of teachers' decisions, 

but the best efforts are applied in this section of the review. Even though there is a national 

dialogue over the teacher shortage crisis in the United States, a large percentage of teachers 

remain at the same school their entire educational career (Ingersoll, 2001 a, 2003; Ruhland, 

2003). They are the "lifers" or the stayers in education. The literature (Gonzalez, 1995; 

Ingersoll, 2003) defined a stayer as a teacher who remains in the same teaching assignment as 

the previous year. Most studies (Gonzalez, 1995; Pugh, 2003;) did not consider a teacher who 

took an administrative job, even at the same school, a stayer. This review considered Ingersoll's 

definition of stayers as teachers who kept their same job in the same school as they were in last 

year (Ingersoll, 1999; Ruhland, 2001). The literature review consistently found that 

approximately 85% to 88% of public school teachers were "stayers" each year. Ingersoll 

(2001a) and Ruhland (2001) both reported that 86.8% of teachers remain at their current school 

from one year to the next. The Hanushek et al. study of Texas public school teachers from 1993-

1996 reported that 82% ofteachers stayed in the same school, while 7% left the Texas system, 
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and 11.5% moved to another school (2002, p. 334). Hanushek et al. (2004) cited the U. S. 

Department of Education national statistics for 2002 which revealed 86% of teachers remained 

with their current school, and 6.6% left teaching. Yet, Elfers et al. (2006) reported that of the 

public school teachers in the state of Washington from 1998 to 2002, 58% stayed at their current 

school. Whatever the actual number of returning teachers might be, the literature concluded that 

the problem is not the number of teachers to choose from in the pool of teachers, but the goal 

should be raising the percentage of stayers to a higher level comparable with other professions 

(Darling-Hammond, 2003; Ingersoll, 2003). This continuity within the classroom and school 

generally brings about better results for both students and teachers (Henninger, 2007). Ingersoll 

(2003) suggested that not only does a school have to fill a vacancy, but also longevity is 

important as it builds a school's culture. Angelle (2006) found teachers became assimilated to 

expectations through years of service. Of course, teacher turnover can be helpful to schools with 

poor performing teachers. 

Why Do Public School Teachers Stay? 

If there is indeed a shortage of teachers and teacher turnover is a grave concern, then 

teacher retention is extremely important for school leaders. Guarino et al. (2006) found that 

teachers remained in education primarily for "compensation, working conditions, and intrinsic 

rewards" (p. 184). This section explores various factors that keep teachers at their current 

schools. 

School characteristics. As our discussion earlier over movers explained, school 

characteristics play a significant role in the career decisions of teachers. The research showed 

that in a five-year study, 46% of teachers in suburban schools stayed in their current schools, and 

only 28% of teachers in large urban schools remained in the same five years (Guarino et al., 

2006). The research indicates that if teachers have the right preparation and support, they are 

more likely to be successful, even in difficult situations. Berry (2004) focused his study on 

teacher pay and working conditions in his contribution to the discussion as to why teacher 

recruitment and retention is so difficult at hard-to-staff-schools. Berry (2004) used empirical 

research to offer his suggestions on how to attract and keep high quality teachers to these 

schools. He stated that even teachers in large urban schools stayed if "they are recruited from a 

larger pool of traditional and nontraditional candidates and if they are paid well" (Berry, 2004, p. 

20). 
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Since a school cannot change most of the school's characteristics, then how can those 

schools keep teachers? Research shows that success in retaining teachers is likely if the schools 

core values match the teacher's values. This compliments the findings provided earlier in this 

review that teachers tended to be satisfied and stayed at schools when they worked with like

minded staff members. Angelle (2006) found that "teachers who have perceptions of school 

processes similar to their personal values will likely be held to that organization" (p. 321 ). 

Berry's (2004) study speaks directly to this issue of finding the right match for a school's 

characteristics and potential teachers in that he suggest that not only did school demographics 

make a difference in retention, but added schools should consider "home grown" (p. 14) 

teachers. Berry (2004) explained that schools should consider "recruiting" students in high 

school utilizing "early outreach and the fact that many teachers end up teaching close to their 

original homes" (p.l4). 

Professional communities. School environment has been found to be a key factor in 

retaining teachers, and for teachers, the more professional the school culture, the more likely 

teachers were to stay. Hausman and Goldring (2001) focused on factors of professionalism that 

characterize the work environment and influence the local school community. Their study 

included 10 dedicated magnet elementary schools and 10 nonmagnet schools in a large urban 

system. The schools were chosen to keep racial balance among the schools in the study. In 

addition, the study included eight elementary schools randomly selected. Anonymous surveys 

were distributed to all teachers in the sample schools. Hausman and Goldring (200 1, p. 31) 

suggested there are four characteristics that are present at communal organizations: 

1. shared values among organization members that contain the norms of schooling 

2. a common set of events that promote face-to-face interactions and social connections 

between school participants 

3. enhanced collegiality and collaboration among stakeholders in the school 

4. a greater commitment to the school and its decisions. 

Hausman and Goldring (2001) noted that a professional community may not be attained, 

or necessary, by the whole school to have an impact on teachers. Hausman and Goldring defined 

professional communities "in terms of its [their] boundaries of inclusiveness, level of activity, 

and culture" (2001, p. 32); therefore a teacher in the math department may experience a 

completely different community than a science teacher, even at the same school. 
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Weiss ( 1999) found that more teacher autonomy, which created better teacher morale, 

was an important factor in creating this positive school environment. The study (Weiss, 1999) 

also found that strong school leadership and teacher influence on discipline created an 

environment that promoted teacher retention. Weiss (1999) stated teachers were more likely to 

stay at their current schools, and in the profession, when the environment of the schools was 

perceived to constitute a professional learning community. Gow (2005) supported the earlier 

work ofWeiss (1999) finding that teacher autonomy, teacher commitment, and teacher 

collaboration all help create professional communities. Gow (2005) found, in tum, that teachers 

who felt that they were part of a professional community had a tendency to remain at that school. 

Liu and Meyer (2005) also found that "when school leadership encourages teacher involvement 

in governance, [and] school leaders and teachers are actively improving the work conditions" (p. 

994) there is a more likelihood of retention. They argue that a democratic culture breeds 

ownership and accountability, and then schools are more likely to develop a positive setting. Liu 

and Meyer found that teacher stayers "viewed school climate and work conditions slightly less 

favorably than teacher leavers" (2005, p. 996). Liu and Meyer (2005) concluded that "stayers" 

may be more "critical" of their schools because they have a higher commitment than movers or 

leavers have. As their (Liu & Meyer) research found, "teacher stayers felt a little better about 

student discipline problems and professional support than teacher leavers" (2005, p. 996), and it 

may be that "teacher stayers have high career commitment" (p. 996). 

Several studies (Angelle, 2006; Darling-Hammond, 1999; Hausman & Goldring, 2001; 

Henninger, 2007; Seyfarth, 2005; Smith & Ingersoll, 2004) have found that mentoring programs 

also assist in teacher retention. While there are many different models for mentoring programs, 

all provide support to new teachers. Studies have found that the key to mentoring programs is 

the consistent support for new teachers in which a veteran teacher provides support to the novice 

teacher. Each school develops its own practices and culture, and assisting a new teacher in 

navigating this new environment creates a greater likelihood the new teacher will stay. Studies 

have found that organization of mentoring programs varies from district to district as some 

provide veteran teachers (Angelle, 2006), retired teachers (Kane, 2003), or mid-level 

administrators (Gow, 2005) to assist with the transition of new teachers. Some mentoring 

programs had "an assessment team," which included feedback from principals, teachers, and 

students (Angelle, 2006). Mentoring programs have been found to assist in creating a 
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professional environment. Berry found that "teachers in extended preparation programs are 

more likely to stay" (2004, p. 6) at a particular school. 

Angelle (2006) interviewed volunteer teachers who had taught for less than two years at 

four middle schools in a southern state and found that in addition to mentoring, "monitoring" (p. 

320) new teachers was of equal importance. This feedback "offers a form of collegiality through 

the use of reflective practice" as the principal's, or other administrator's, "visit to the new 

teacher's classroom not only diminishes the teacher's sense of isolation but also helps the teacher 

overcome the fears associated with principal evaluation and fulfilling administrative 

expectations" (Angelle, 2006, p. 320). This type of support through mentoring or monitoring, 

assists school leaders in beating the odds of teachers leaving in their first three years of service 

(Angelle, 2006). 

Through professional communities, schools are in a position to clearly collaborate with 

all stakeholders, but they also help to build a specific culture. A school culture can be a positive 

force. If teachers work with others who share similar professional values, they are more likely to 

stay at that school (Elfers et al., 2006). In fact, Elfer et al. (2006) found that if teachers can find 

a community oflike-minded professionals, they will stay in that school regardless of 

underrepresented racial or ethnic groups (41 %), lower salaries (30%), pressure to boost student 

achievement (24%), or lack of support to inexperienced teachers (21 %). This idea of working 

with staff who share the same vision for a school will certainly come into play as we discuss 

independent schools since they have specific missions that select certain criteria for teachers and 

students. 

If a school sets out to create a professional community, where should it start? The 

literature revealed that at the heart of this professional community is the principal (Angelle, 

2006; Berry, 2004; Johnson & Birkeland, 2003). Principals can "set the tone" for the entire 

campus (Angelle, 2006, p. 323). New teachers in Angelle' s study stated that it was reassuring to 

"know the principal was interested in what goes on during class" (2006, p. 324). She found that 

the principal can even influence teachers even when no action is taken. One member of 

Angelle's study was observed by her principal, but after the evaluation received no feedback. 

The explanation as to the omission of input from an assistant principal was "You didn't do 

anything wrong" (2006, p. 324). Administrators can greatly influence teachers with their actions 

or lack of actions. Johnson and Birkeland (2003) noted that "principals proved to be the key in 
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determining the extent of collaboration among teachers in these (professional) schools" (2003, p. 

585). They (Johnson & Birkeland, 2003) reported that "professional culture must be taken into 

account and may provide schools the leverage to successfully retain new teachers" (p. 586). So 

as schools foster professional communities, the principal, or building director, is critical. 

Angelle (2006) stated that "the job of teaching becomes an issue ofloyalty to the 

workplace, resulting in intent to stay in the profession" (p. 318), and if schools can create these 

professional environments, they can "socialize" new members of their community to their values 

easier. Brown (2005) added that "administrators should take note to nurture a school climate that 

encourages collaboration of personnel from all levels" (p.642). Stayers must obtain "security, 

affiliation, and self-esteem" (p. 319) to reach self-fulfillment, but teachers "must seek support of 

administrators and mentors before the higher order need of self-fulfillment can be reached" 

(Angelle, 2006, p. 319). 

Salaries. Studies have found that salaries are also a factor that contributes to retention. 

Berry (2004) found that if salaries are the same at all schools, "then teachers will naturally move 

to jobs with less stress, fewer demands, and easier students to teach" (p. 12). Many studies 

consider the influence salaries have on stayers. Guarino et al. (2006) cited other studies 

(Podgursky, Monroe, & Watson, 2004; Stockard & Lehman, 2004) that found that salaries 

positively influenced retention. Guarino et al. (2006) added that higher salaries assisted in 

raising teacher retention, and this was supported by national surveys and the labor market theory. 

However, there was some evidence offered in the literature that salaries might have 

played a less important role to stayers than both movers and leavers. Elfers et al. (2006) listed 

salaries as the second highest item that was "not a factor" in the decision to stay or leave a 

school. Teacher salaries have traditionally been much less than other professions (National 

Commission on Teaching and America's Future [NCTAF], 2003). So it may be that those who 

go into education, and particularly those who stay in education, may place a smaller value on 

salaries than those who leave the profession. Hanushek et al. (2001) found that teachers required 

50% more pay to work at "hard-to-staff' schools, and Berry (2004) reported that salaries alone 

were "insufficient to attract teachers to hard-to-staff schools" (p. 13). However, Berry (2004) 

did assert that higher salaries may keep more teachers and may also "produce a more qualified 

teacher candidate pool" (p. 12). Ruhland (2001) summarized her research in that salary is "an 
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extrinsic reward and may not improve job dissatisfaction but may be a teacher retention variable" 

(p.219). 

Salaries and overall compensation is important, but for stayers, it seems less significant 

than working conditions. Salaries may attract new teachers, but most research would suggest 

salaries would not keep them in the field (Berry, 2004; Guarino et al., 2006). This discussion 

over salaries may be hard to decode as many may not admit they stayed or left a job due to 

financial gain. This is one area I hope to address in my study as relationships are established 

with teachers. 

Who Are the Public School Stayers? 

Stayers might be defined as not being movers or leavers, and in as much, may be 

identified has having opposing characteristics of movers and leavers. Stayers have found the 

best option to what Guarino et al. (2006) considered "available alternate activities .. .in 

compensation, working conditions, and intrinsic rewards" (p. 184). Stayers were mostly likely to 

be in their "middle ranges of experience" or at the bottom of aU-shaped exiting pattern. 

Statistically, teachers leave education either during the first few years of teaching or after fifteen 

years of teaching. If teachers remain in education after three years, they typically make a career 

in the classroom. This high exit rate at the beginning and end of careers curves this "U" shaped 

pattern. This will be discussed further under the "public schoolleavers" section of the review. 

The review found that males, and particularly White males, were more likely than females to 

stay in education (Guarino et al., 2006; Kirby, Berends, & Naftel, 1999). The research indicated 

that teachers of Color had lower attrition or no significant movement compared to White teachers 

in regards to teacher mobility (Elfers et al., 2006; Guarino et al., 2006). 

Quality of stayers. Researchers have also examined the role that teacher quality as 

defined by the literature plays in teacher retention. Many studies (Firestone, Furhman & Krist; 

1991; Smith & Ingersoll, 2004) have examined the idea that the best, or most qualified, teachers 

leave education for other occupations. Yet, Krieg (2006) found that the perception that schools 

lose the best teachers to "outside opportunities" was not true in his study (p. 25). Krieg (2006) 

used a two-stage regression technique to help describe teacher quality. He found that both male 

and female teachers who are most respected by colleagues, students, and administrators find 

great personal reward and remain in teaching. Krieg concluded that "teachers who perform well 

receive valuable intangible benefits" (2006, p. 26), and this might have been why they stayed in 
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the profession. Berry's study (2004) found that quality teachers found internal, or intrinsic, 

rewards that allowed for what was referred to as teacher efficacy. This idea of efficacy will be 

discussed later in this section. Quality teachers may stay or leave, but at the heart of staying is 

having the ability to connect with students and having the support needed to be successful. This 

type of support will take quality teachers and make them committed teachers. 

Commitment of stayers. Studies have also found that teachers who are committed to 

their school are more likely to stay. The research has found that committed teachers "have 

strong psychological ties to their school, their subject areas" (Firestone & Pennell, 1993, p. 489). 

A committed teacher "believes strongly in the object's goals and values, complies with orders 

and expectations voluntarily, exerts considerable effort beyond minimal expectations for the 

good of the object, and strongly desires to remain affiliated with the object" (Firestone & 

Pennell, 1993, p. 491). Firestone and Pennell (1993) cited other research (Firestone & 

Rosenblum, 1988; Kushman, 1992; LeCompte & Dworkin, 1991) that found teacher 

commitment influenced student achievement and student achievement influenced teacher 

commitment. In their study, a lack of student achievement led to teacher burnout (Pugh, 2003) 

and apathy (Firestone & Pennell, 1993). 

School types and school environments also impacted teacher commitment (Firestone & 

Pennell, 1993). Firestone and Pennell (1993) asserted that schools encouraged teacher 

commitment by having different incentive policies that attracted quality candidates. They argued 

that once teachers are in a school, then there should be policies to assist teachers in their working 

conditions such as "merit pay, career ladders, and mentors" (Firestone & Pennell, 1993, p. 490). 

In their discussion of creating professional communities, Hausman and Goldring (2001) noted 

that "teacher commitment is central to improving teacher performance and student learning and 

to reducing teacher turnover" (p. 31 ). 

Ruhland (200 1) found that 46% of the stayers in her study reported an above average 

commitment to teaching. Hill's (2000) interview with one teacher noted that teaching was a 

difficult job, but teaching "appeals to the overachiever, the perfectionist, the person who wants to 

do everything ... [because] there's always more to do. I would never say it's easy work ... but I 

love it. I wouldn't be happy working anywhere else" (2000, p. 7). 

Day, Elliot, and Kington (2005) investigated the empirical literature into teacher 

commitment in their study of Australian and English teachers to assist in promoting commitment 
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within the profession. Their sample of 20 experienced teachers between 45 to 55 years old found 

that "the key to teachers' commitment was a sense of identity" (p. 565). This study (Day et al., 

2005) found that a committed teacher had four characteristics: caring, competence, identity, and 

career-continuance. Day et al. (2005) admitted there are other factors as to why some teachers 

stay in the profession and others leave for reasons such as the impact of student behavior, but 

those that stay had a "moral purpose" (p. 566) about being educators. Yet even these committed 

teachers "must be assisted in sustaining their enthusiasm for, and commitment to their work" 

(Day et al., 2005, p. 567). They concluded that teachers with the highest sense of commitment 

had a "clear enduring set of values and ideologies, a clear sense of standards, a continuing 

willingness to reflect. .. , and intellectual and emotional engagement" (Day et al., 2005, p. 573). 

These studies suggest that teachers who stay have a particular commitment to the occupation. 

Efficacy of stayers. The idea or perception that teachers have on the results of their 

students or schools was defined usually as efficacy, and Henninger (2007) made a distinction 

between "general teacher efficacy" and "personal teacher efficacy" (2007, p. 127). General 

teacher efficacy is a teachers' perception of the "teachers' ability to have a positive influence on 

students" and "personal teacher efficacy was the way teachers approach their role in the 

classroom, including a willingness to persist despite obstacles and an ability to overcome 

setbacks or disappointment in their work environments" (p. 127). Personal teacher efficacy had 

a "significant impact on teachers' sense of effectiveness and commitment to teaching" 

(Henninger, 2007, p. 138). It was this sense of personal teacher efficacy that seems to keep some 

teachers in the profession, and at a current school. Teachers who left the profession or changed 

schools did not view their personal influence in the same positive light as stayers (Henninger, 

2007; Ruhland, 2001). Some stayers saw it as a policy issue as to how discipline was handled or 

the teacher's lack of training as to how to handle the discipline problems. Teachers with high 

efficacy were able to stay in a school and make a change, or attempt to make changes, in school 

policies or other areas. Yet, teachers with lower levels of efficacy saw the best option was to 

leave that particular school and start over somewhere else. The Brown (2005) study discussed 

how a teacher with high personal efficacy can overcome common obstacles for teachers, such as 

lack of respect, because the teacher thought it was "best for my students" that they stayed in 

education (p. 646). 
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Easley (2006) continued this line of research in his study with 110 urban teachers by 

noting that teachers who had high "moral ideals" (p. 243) stayed in their current environments. 

Easley (2006) anonymously surveyed a specific cohort at Mercy College to determine if they 

planned to remain in education after completing the college's program. Easley (2006) suggested 

that a strong sense of efficacy "is intricately responsive to an environment of support-that is, 

principals' moral leadership that functions at a degree tantamount to teachers' moral importance 

of education" (p. 247). One ofEasley's interviewees who had entered education as a second 

career summarized this idea by stating "my career did not seem as meaningful as teaching .. .I 

feel that now I can contribute more to society-the children and also parents" (p. 24 7). 

Henninger (2007) concluded that "as teachers become more efficacious about their teaching, 

they may feel a stronger sense of success with students and therefore may be less likely to leave 

teaching" (p. 140). 

Public school stayers had a high sense of personal teacher efficacy and, this topic needs 

to be applied to independent school teachers. To this point in the literature, there have not been 

many discussions with individual teachers to explore commitment or efficacy of and the 

relationship between retention of teachers at independent schools. My study includes personal 

conversations with teachers at an independent school, or once at an independent school, to better 

understands the personal teacher efficacy of independent school teachers. 

Public School Leavers 

The third and final category the literature identifies is "leavers." Leavers are those who 

leave the teaching occupation for some other career (Ingersoll, 2003). The literature, at times, 

refers to turnover, attrition, and mobility almost synonymously. Yet, for my study, I should be 

clear to delineate between attrition and turnover and how this impacts movers and leavers. The 

literature discussing turnover accounts for both movers and leavers, however, attrition would 

only include leavers. Guarino et al., citing Ingersoll's 2001 study, reported that "more than half 

of all teacher turnover consists of migration from one school to another" (p. 184), and so it is 

important to distinguish the difference between "leavers" and "movers." Some studies include 

retirees as leavers and other factors, but my study will focus on leavers as those that leave 

teaching for another occupation (Harris & Adams, 2007). 

Ingersoll (200la) stated that teachers had a turnover rate of 14% in the early 1990's, 

which is higher than the 11% national average for all businesses' turnover. This rate of turnover 
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is similar to other professions, and this is seen in other studies. This section will discuss this 

point later. The rate of turnover ranges from 14% to 18% during most studies over a five-year 

period (Henke, Zahn, & Carroll, 2001; Kirby, Berends, & Naftel, 1999; Ruhland, 2001). 

However, what may be of greater concern is the percentage of teachers who leave the profession 

at some point during their career. Studies indicate that 40% to 50% leave the teaching profession 

within the first five years of teaching (Ingersoll, 2003). Studies found that "movers" and 

"leavers" consistently represented six to seven percent of public school teachers each year 

(Elfers, et al., 2006; Harris, 2007; Harris & Adams, 2007). 

Why Do Public School Teachers Leave? 

Teachers left the profession for a multitude of reasons ranging from "pregnancy, the 

demands of child rearing, and health problems" (Buckley, Schneider, & Shang, 2005, p. 11 08) to 

job dissatisfaction, salaries, and school characteristics. 

Job dissatisfaction. Liu and Meyer (2005) stated that the literature in organizational 

psychology finds a close relationship between job satisfaction and turnover, and that overall 

work environment "is more important in shaping employee job satisfaction than demographic 

characteristics" (p. 988). Research has identified a number of reasons teachers leave teaching. 

Studies found that teachers left due to low salaries, lack of support, and student behavior 

(Buckley et al., 2005; Ingersoll, 2003). Also, several studies found a psychological factor for 

leaving teaching. A group of teachers in Massachusetts public schools who left teaching within 

their first three years viewed teaching as a "short-term occupation or had experienced frustration 

or a sense of failure" (Johnson & Birkeland, 2003, p. 188), and many of those who leave found 

the job too stressful and wanted to be considered professionals within their local community 

(Buckley et al., 2005; McCreight, 2000). 

The Buckley et al. (2005) study used the responses from a survey of teachers in the 

Washington, D.C. area and specifically the question, "Do you plan to remain another year in 

your current school?" (p. 1114). They found that "the idealism" (Buckley et al., 2005, p. 1109) 

of teachers matters and that teachers with a higher sense of idealism were more likely to leave 

the profession. They explained this "counterintuitive" finding by asserting that the "school 

environment in general provides less than sufficient guidance on the goals, means, and 

evaluation of their work and people who are highly service-motivated are easily frustrated with 

this uncertainty" (p. 11 09). Buckley et al. (2005) used a term "performance efficacy" to explain 
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a "teacher's perception of how his or her teaching, in a particular school context, will affect 

students' learning" (p. 1110). Buckley et al. (2005) asserted that this efficacy could be caused by 

both the personality of the teacher and the school's organizational structure. This dissatisfaction, 

which may have brought about absenteeism and apathy, was "highly correlated with attrition" 

(Buckley et al., 2005, p. 111 0). The idea of efficacy should not be understated; in all three 

categories, the psychological factors of teachers tend to predict which decision they will make 

regarding their career as teachers. 

Salaries. Another key influence on teacher mobility was salaries. There is a wealth of 

research (Darling-Hammonds, 2003; Hammonds, 1997; Hall, Pearson & Carroll, 1992) that 

states teachers leave the profession due to low salaries, and there is research that indicates 

teachers, as a whole, make less than other professionals. Berry (2004) commented, "It is fairly 

well accepted that teachers' salaries remain too low to attract and retain enough of the talented 

and well-prepared people needed to teach" (p.11 ). Berry added that compared to other 

professionals, teacher salaries were unfavorable. Berry's research found that the "2001 average 

salaries of teachers was $43,250, of mid-level accountants was $52,664, of computer analysts 

was $71,155, and of engineers was $74,920" (2004, p. 11). Buckley et al. (2005) and Ruhland 

(2001) cited low salaries as the primary factor that influences teachers to leave the profession. 

As stated earlier, in my review of public school movers and salaries, Brewer (1996) and 

Hanushek et al. (2002) pointed out that lower salaries will impact the "entry and exit" (p. 331) of 

teachers and the entire pool of candidates. 

However, salaries may be less significant than what the studies conclude. Some research 

indicated that teacher turnover rates are just as high today as they were 12 years ago, but salaries 

are higher for teachers than they were 12 years ago (Guarino et al., 2006; Harris & Adams, 

2007). Since the majority of studies found a direct correlation between salaries and retention, 

one would think that as salaries increase, then attrition would decrease if other factors remain 

constant. Is there something outside of salaries impacting teachers leaving the profession or do 

salaries really matter to teachers? The findings ofHanushek et al. (2002) suggested that salaries 

did not play a significant role in teacher retention, but teachers tended to favor other issues over 

money, and this is contrary to many other studies in the literature. Hanushek et al. (2002) 

actually showed that teachers with the highest and third highest residual salaries were actually 

slightly more likely to leave the profession than teachers with lower residual salary. Harris and 
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Adams (2007) found teacher salaries were actually comparable to other similar professions, such 

as nurses, social workers, and accountants. These recent studies blurred the role salaries have on 

teachers. 

School communities. This review has already discussed research that school 

communities will have an impact on teacher mobility. Studies consistently have found that 

movers and leavers and school communities influence teacher decisions. Many studies (Darling

Hammonds, 2003; Gonzalez, 1995; Hanushek et al. (2002); Ingersoll, 1999; Olson, 2000) 

suggested that the school itself may be the most significant factor in determining if a teacher will 

leave the profession. Hanushek et al. (2002) pointed to the findings that teachers were more 

likely to leave the profession at the schools with the lowest test scores, highest percentage of 

reduced lunches, highest percent of Black students, and highest percent of Hispanic students. 

Guarino et al. (2006) in their study found that teachers in high-poverty schools were 16% more 

likely to leave the profession than teachers in medium-poverty schools that who were only 9% 

likely to leave the profession. 

The review has given us many factors regarding student achievement and student 

demographics, but what if you change some factors within the setting such as class size or 

additional pay. Hanushek et al. (2002) found these two factors as most attractive to teachers. 

However, their study found that smaller class sizes and other teacher preferences provided no 

support that teachers will leave due to these ideal situations (Hanushek et al., 2002). The most 

significant factor on teacher mobility is student achievement. One study asserted that it would 

take "1 0-15 percent higher salaries to hold exit rates constant" (Hanushek et al., 2002, p. 345) at 

these poor performing schools. 

Organizational factors of school communities will also impact teacher turnover. There 

are different policies at work at schools, and these differences may influence teacher career 

decisions. Krieg (2006) provided an example that some districts hired a number of 

paraprofessionals while other districts did not hire any assistants for the classroom teacher. This 

difference in district policy in Krieg's study (2006) created a significant reason that teachers may 

have left the profession, or at least that particular district. Another policy that concerns teachers 

is the distribution of resources and textbooks. If one school has more liberal funding or 

opportunity to support the classroom teacher, this will have an impact on teachers leaving 

schools. 
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Another consideration that may be out of the control of local building supervisors but not 

out of the boundaries for federal, state, and local school leaders is facilities. One study (Buckley 

et al., 2005) considered factors such as air quality, thermal comfort and control, soundproofing, 

and classroom lighting as having an impact on teacher attrition. Buckley et al. (2005) 

highlighted one frustration: 70% of teachers in their study "report that their classrooms and 

hallways are so noisy that it affects their ability to teach" (p. 1113). Buckley et al. (2005) added, 

"improving the quality of school facilities can be expensive, however ... the benefits of facility 

improvements for retention can be equal to or even greater than those from pay increases" (p. 

1118-1119). School reformers have given a lot of attention to pay and other expensive 

approaches, and this consideration for facilities should be considered as well. These types of 

school characteristics may be out of the control of school leaders, but what about factors school 

communities can control. 

As I discussed earlier, there are factors affecting leavers with in administrator's control 

and factors outside of their control. Many studies (Buckley et al., 2005; Rosenhotz & Simpson, 

1990) have shown that school management will affect teacher commitment in particular that of 

new teachers. The way that schools address student behavior, non-teaching duties, and the 

distribution of resources will impact teachers (Buckley et al., 2005). Schools who support their 

teachers and particularly their new teachers will have less turnover than schools who miss this 

opportunity. As we have seen in other parts of the review, the greatest impact on the school 

community is the principal (Brown, 2005; Krieg, 2006). In one interview, a young, passionate, 

and effective teacher found it impossible to continue without more support. This teacher 

commented she would keep "trying and trying to make changes based on sound research, but 

continually the administration did not help" (Brown, 2005, p. 647) and through time, this teacher 

became "too tired" to continue in the classroom. 

The various characteristics of a school community will certainly impact teacher attrition. 

These factors may be school characteristics, facilities, or district policies outside the control of 

the local school leader. However, there are factors that can be manipulated to increase the 

likelihood that teachers will not leave the profession. 

Who Are the Public School Leavers? 

Demographics of leavers. There have been many findings in this review that may be 

still under debate among researchers. However, the trend in which teachers leave the profession 
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is a finding few would question. The literature found aU-shape trend in teachers leaving the 

profession either early in their careers or late in their careers (Guarino et al., 2006; Hanushek et 

al., 2004; Ingersoll, 1999, 2001a; Krieg, 2006; Liu & Meyer, 2005; McCreight, 2000). As my 

review has already stated, a majority of teachers leave the profession in their first five years, and 

one study (Ruhland, 2001) found that 87% of the teachers leaving in her study were 40 years or 

younger. Young teachers "may be exploring options and less likely to accept working conditions 

than more seasoned professionals" (Guarino et al, 2006, p. 188). Elfers et al. (2006) noted that 

novice teachers found "teaching as a whole not what they thought it would be" (p. 1 07) and 

become disfranchised with the future of teaching. Also teachers were "more likely to leave the 

labor force to take care of children, but less likely to return to school full-time" (Harris & 

Adams, 2007, p. 327). Angelle (2006) explained that new teachers are given the most 

"challenging students, multiple course preparations, and are frequently 'floaters' if sufficient 

classroom space is unavailable" (p. 318). The reasons may vary, but the fact remains teachers 

leave the profession in their early years at a high rate. After these initial years, the rate of 

attrition went down with experience until teachers reached the age of retirement. 

Harris and Adams used data from the 1992-2001 March Current Population Survey to 

create a sample for specific occupations and compared the turnover rates between educators and 

other professions. Harris and Adams stated that the tail end of the U-shaped curve was due to 

"older teachers reflecting the fact that they retire considerably earlier than other professionals" 

(2007, p. 326). Their study found that teachers retired at an earlier age than comparable jobs in 

the work force. The exit of these older teachers may have distorted the actual turnover rates of 

teachers because they were compared to other professionals. Harris and Adams (2007) found 

that younger and older teachers left teaching at higher rates than their counterparts. Many 

teachers may retire from teaching after thirty years, but then return part time or return full time in 

another district. This is why the literature gives special consideration to what is referred to as 

"permanent leavers and temporary leavers" (Harris & Adams, 2007, p. 327; Ruhland, 2001). 

What is the consideration for a teacher who leaves the force for some reason, but then returns 

later? This might haven a significant effect on teacher turnover rates, especially with the high 

number of teachers who left the profession for personal reasons. 

The literature is well-defined as to when a teacher is more likely to leave the profession, 

and the literature provides some information as to which demographic groups may be at greater 
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risk to leave. The literature found that women have a higher rate of attrition than men, and the 

most common reason given for this is that women choose to leave during or after a pregnancy 

and then do not return to the classroom (Guarino et al., 2006; Kirby et al., 1999). The literature 

also found that single teachers regardless of gender or ethnicity were much more likely to leave 

the profession than married teachers (Hammonds, 1997). 

Quality leavers. The prevailing thought in the literature has been that education's best 

teachers are leaving the teacher market (Henke, Chen, Geis, & Knepper, 2000). Guarino et al. 

(2006) stated that "teachers with higher measured ability have a higher probability ofleaving" 

(p. 186) the teaching profession because they "have more options throughout their careers" (p. 

188). This review has already discussed what a quality teacher may consist of and, some 

findings offered that quality teachers are staying in education. However, there are many studies 

that show quality teachers leave the profession. Studies have shown that teachers with advanced 

degrees, highest ACT scores, or the most skilled teachers are much more likely to leave (Harris 

& Adams, 2007; Krieg, 2006; Lankford et al., 2002; Murnane & Olsen, 1990; Podgursky et al., 

2004). However, I noted above that the idea that quality teachers leave the profession is not an 

agreed upon finding in the field. Some recent studies using the same quality criteria found that 

low quality teachers leave the profession as well (Krieg, 2006). 

Since the 1950's and the space race, educational leaders have been placing an emphasis 

on math and science teachers (Ornstein & Levine, 1993). The literature reveals that math and 

science teachers are more likely to leave the profession than any other subject teachers (Henke et 

al., 2001; Ingersoll, 2001a; Kirby et al., 1999). It seems that math and science teachers, who in 

most regards would be considered quality teachers, may leave at a higher rate simply due to 

economic factors. The more options that people have available to them, the greater the 

likelihood for them to choose to leave whatever their profession may be. Teachers who possess 

these high qualities, or teach in these specialized fields, may not be pushed out of teaching, but 

simply pulled to a more attractive position. However, there is very little data in the literature that 

suggest that quality teachers are leaving the classroom (Kreig, 2006). 

Summary of Public School Teachers 

Hanushek et al. (2002) stated that a "lack of a comprehensive understanding of the 

determinants of teacher labor supply is a basic impediment to the development of effective 

teacher labor market policies" (p. 327). Schools must understand what motivates teachers to 
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move out of or stay in education. A growing understanding among educational leaders shows 

that policies have to be implemented to better insure that teachers' needs are being met 

(Ingersoll, 2003; Merrow, 1999). School characteristics have a significant impact on movers as 

teachers tended to leave high minority, high poverty, poor achieving, low social-economic status, 

and urban schools more than counterpart schools. The literature asserted that if a teacher 

possessed the same personal characteristics as the school's characteristics, he/she would be more 

likely to cope with the issues that typically arise for teachers. Yet, in regards to independent 

schools and public schools, this would seem to limit diversity even more. If school leaders were 

recruiting teachers who had the same background as their current students, this would reduce the 

perspective of the school and tend to make it more homogeneous. Salaries were significant to 

movers, but working conditions seemed to be just as important. The ideal working condition at a 

school creates a strong professional community that hinges on the principal and the policies at 

that school. Movers, and even "unsettled stayers," and leavers had similar outlooks on factors 

that tend to impact teacher mobility except movers saw the problems lying with their current 

schools and looked to move on to another setting in attempt to find success. 

Henninger's (2007) study identified two types of stayers-lifers or troopers. "Lifers 

were stayers who were committed to teaching, expressed sustained enthusiasm for what they did, 

believed they were making a difference and were trying to make the system better" (Henninger, 

2007, p. 132). "Troopers were stayers but who had lost their commitment to, and enthusiasm 

for, teaching and had begun to fell as though they were no longer making a difference" 

(Henninger, 2007, p. 132). Henninger (2007) noted that troopers complained about conditions 

and used these issues "to justify their lack of teaching" (p. 132) and usually found enjoyment 

outside ofwork. Interestingly enough, Henninger (2007) stated that none of the teachers 

involved with her study possessed traits of both. So Henninger's study may give justification 

that some turnover, if that of troopers, may be positive. However, Henninger (2007) noted that 

troopers are prime candidates to be movers. Stayers may also be classified as "settled or 

unsettled" (Johnson & Birkeland, 2003, p. 590). Johnson and Birkeland found it is the unsettled 

stayers, those teachers "not satisfied with their schools, or with the career of teaching" (2003, p. 

591), who may find themselves as movers or leavers if particular issues are not resolved for 

those teachers. It will be interesting to see if this idea of commitment is similar in independent 
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schools as well, or do independent schools have a more unified commitment to their schools' 

missions. 

The literature revealed that stayers may be more critical of the environment but more 

committed to it. Stayers tended to remain at schools with strong professional communities, were 

less concerned about salaries, and generally had matching characteristics and values as their 

schools. Professional communities and teacher commitment may not involve the entire school, 

but can be related to pockets of a school. Teachers tended to become "socialized" to their 

environment (Angelle, 2006). Stayers generally were of higher quality, more committed, and 

possessed more efficacy than movers and leavers. 

Leavers of classroom cited dissatisfaction and salaries as main reasons they chose to exit 

education. Leavers were dissatisfied with a multitude of issues ranging from the learning 

environment to air quality (Buckley et al., 2005). Salaries seemed to impact the reason leavers 

decided to change careers, and it would take a significant increase in salary to counter this issue 

(Hanushek et al., 2002). Leavers also followed a distinct U-shaped pattern in exiting. This U 

shaped pattern reflected the teachers who left the profession at a higher rate earlier in their career 

and then those who formed the other side of the U, those who left late in their careers (Liu & 

Meyer, 2005). The late leavers in some account would not be classified as true leavers but exited 

the classroom for retirement. The literature was mixed on whether or not the teachers who left 

the profession were the best in the profession. Some research indicated that the teachers who left 

the classroom were the higher quality teachers, yet other studies found that the higher quality 

teachers stayed in education (Henke et al., 2001, Krieg, 2006). 

This literature review provides insight to the many questions regarding teacher mobility. 

The research is vast for leaders to consider for assistance with teacher retention among public 

school teachers. Yet, we have found that school characteristics are significant predictors for 

teacher attrition and retention trends, and through our discussion about independent schools, we 

will see that salaries, demographics, and other key components of these schools are different 

from public schools. These differences lead us to find a connection between public school 

teachers and independent school teachers. This link is a literature review of teacher retention, 

mobility, and attrition among non-traditional public school teachers. 
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Non-traditional Public School Teachers 

The significant work in the literature regarding movers, stayers, and leavers among public 

school teachers did not include substantial studies regarding non-public school teachers. To gain 

more insight into independent school teachers' choices, I included this section on teachers at 

non-traditional public schools in regards to movers, stayers, and leavers. Non-traditional public 

schools are funded by a majority of public resources, but have some type of specific purpose in 

its programming and missions. These non-traditional public schools may be charter schools, 

which require specific criteria to be met by the students, teachers, or families; they may also be 

magnet schools, which focus on a particular program of study. The teachers at non-traditional 

public schools represent a bridge between public school teachers and independent school 

teachers. They and their schools possess qualities similar to independent schools and, therefore, 

may provide findings even more applicable to independent schools than traditional public 

schools. This section considered studies that involved charter schools, magnet schools, and 

school-choice programs. This review of non-traditional teachers is primarily focused on Harris's 

2007 study of charter school teachers in Florida. This does limit the scope of the review, but 

there are very few studies on non-public school teachers. 

Non-traditional Public School Movers 

As public pressure either from families or politicians increases the request for reform and 

accountability in public schools, the opportunities for choices for families and teachers have also 

risen. The United States Department of Education recognized this changing complexity of 

public education with the statement that "public schools systems are expanding school choice 

options through magnet and charter schools, open enrollment, and similar offerings" (Alt & 

Peter, 2002, p. 1 ). The growth of charter schools has created a viable alternative for teachers in 

America today. Harris (2007) provided a study comparing charter schools and traditional public 

schools in the state of Florida, which gives insight into the issues that influence "movers" in 

education. The state of Florida provides an example of the growth of non-traditional schools in 

America. Harris reported in 1996 there were five charter schools in Florida, and in 2004, there 

were 301 charter schools. Harris's study used data collected by the Florida Education Data 

Warehouse for the 1998 to 2004 school years in elementary and middle schools in the state. Her 

study (Harris, 2007) was constructed with a similar design as other studies dealing with just 

public schools in the literature review by setting out a section for movers, stayers, and leavers. 
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Who are Non-traditional Public School Movers? 

In comparing teachers at public schools with teachers at non-traditional public schools, 

Harris found there were many differences in the movers within the public sector. Harris asserted 

that "traditional public schools may not be attractive to the strongest teachers" (2007, p. 275) as 

the highest qualified teachers may choose charter schools due to the specific requirements for 

curriculum and achievement found in charter schools. Harris found teachers at Florida's charter 

schools were less experienced, were more likely to be teachers of Color, and received less pay 

than Florida's public school teachers. Harris (2007) found that 20% of those Florida charter 

school teachers who left their school went to a traditional public school and only 2.6% went to 

another charter school. The reason most of these teachers left charter schools was for an increase 

in pay especially if the teacher did not have a lot of experience. If the charter school teachers 

had a significant amount of experience and moved, they were more likely to be concerned with 

the school environment and less about pay. Harris (2007) also found that less experienced 

teachers at charter schools were more likely to move compared to traditional public school 

teachers with less experience. However, Harris found that among charter school teachers, years 

of experience did not have a significant impact on teachers moving to another school, which 

Harris noted was "in contrast with previous studies of traditional teachers" (2007, p. 297). 

Why Do Non-traditional Public School Teachers Move? 

It is important to identify who movers are, but it is even more significant to report on why 

teachers moved. Harris's study revealed that charter and public school teachers alike were more 

statistically prone to move to another school if they were in a higher poverty school (Harris, 

2007). Yet, Harris (2007) found that the only statistically significant variable affecting teachers 

moving from their charter school to another school was the school's achievement grade in 

regards to the statewide school accountability program. The study (Harris, 2007) continued to 

state that traditional public school teachers were more likely (8.5%) to move to another school if 

their current school received a lower grade than the school they were moving to as opposed to 

charter school teachers. Also, traditional public school teachers in Harris's study were more 

likely to leave low-paying positions or high-poverty schools than their charter school 

counterparts. Harris commented this might have been due to the fact that teachers who "chose to 

be employed in the relatively poorly paid charter sector" were less "sensitive to salary" (2007, p. 

297). Harris (2007) found that in Florida charter school teachers moved to schools with greater 

35 



challenges. The schools that charter school teachers moved to had a higher poverty level, a 

higher percentage of students of Color, and a higher percentage of students with limited English 

ability. Salary was a key factor for all teachers moving to other schools in Harris's (2007) study, 

but charter school teachers were most likely to take higher paying jobs "in more challenging 

demographics to gain entry into the higher paying traditional sector" (p. 302), and the traditional 

teachers who moved to charter schools were requiring much higher average salaries to move. 

Harris' findings about the influences of charter school teachers are somewhat different than other 

studies, including those of traditional public school counterparts. The literature had very few 

cases with these two characteristics together because usually schools were either high performing 

or high poverty but not both. However, this influence to serve at higher performing schools may 

be similar to independent school teachers who give up significant salaries to work at their 

schools. 

Non-traditional Public School Stayers 

Harris's (2007) study of Florida charter school teachers found that charter school teachers 

were less likely to remain in their current school than traditional public school counterparts. 

Harris (2007) revealed that 62.1% of charter school teachers were stayers, but public school 

teachers in Florida at the same time of this study had 76.7% stayers. Harris noted that "with a 

few exceptions, charter school teachers who remained in their current schools appeared to be 

similar to those who move to other schools or leave the database" altogether (2007, p. 292). 

Harris (2007) found that charter school stayers had higher undergraduate GP As and higher 

passing rates on Florida's teacher certification exam. Harris asserted that charter school teachers 

who stay in their current schools are higher quality teachers, and this will have a positive impact 

on charter schools. 

Why Do Non-traditional Public School Teachers Stay? 

Harris's study (2007), which covers seven years, found that charter school stayers tended 

to be in high achieving charter schools. Harris (2007) found that the charter school in which 

stayers taught had school characteristics such as the highest gains in school grade and adequate 

yearly gains in math scores and reading scores. These charter school stayers were in schools 

with the lowest percentage of students of Color and, on average, had the highest salaries among 

charter school teachers (Harris, 2007). However, charter school stayers had the highest percent 

of limited English proficiency speaking students and had almost the same percentage of students 
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on the free or reduced lunch program as charter schoolleavers. After reviewing Harris's study, 

the question remains, "Do these teachers stay due to the higher paying salaries, do they stay due 

to the higher performing schools, do they stay due to a more professionally climate, or is it a 

combination?" It is my desire to determine, if possible, which influence is strongest. 

In another study of non-traditional public school teachers, Hausman and Goldring (2001) 

considered ten magnet schools in one large urban area to investigate the relation between 

professionalism and teacher commitment and its impact on teacher retention. Hausman and 

Goldring (2001) found that "school-choice arrangements (like independent schools or charter 

schools) have suggested that parental choice initiatives can lead to an enhanced sense of 

community in schools" (p. 30). This sense of community positively impacts both students and 

teachers (Hausman & Goldring, 2001). This study (Hausman & Goldring, 2001) of schools that 

included parental choice found those teachers' results can be measured by absenteeism, efficacy, 

morale, and satisfaction. Hausman and Goldring's study (2001) of teachers in magnet schools 

and non-magnet schools found that teachers in the magnet schools reported a higher percentage 

oflow socioeconomic status students, more autonomy, and an overall higher level of 

commitment than their peers. This study (Hausman & Goldring, 2001) dispelled some myths 

that teachers at schools with a high volume of low socioeconomic status students will have a low 

sense of teacher commitment and the samples of teachers studied at both magnet and non magnet 

schools were similar in regards to teacher "sex, race, and level of formal education" (p. 41 ). The 

level of commitment exhibited by teachers in these magnet schools was "associated with higher 

efficacy, frequent collegiality with other teachers, and widespread opportunities to learn" 

(Hausman & Goldring, 2001, p. 43). Hausman and Goldring found that teacher workplace 

conditions "consistent with professionalization of teaching" (200 1, p. 43) and teacher efficacy 

were key predictors of teacher commitment. However, contrary to previous research, Hausman 

and Goldring (2001) found that teacher influence on school-level decisions was not a predictor of 

commitment. Hausman and Goldring (2001) suggested that principals were key when 

introducing "parents and community agencies to the school's culture" (p. 45) and essential to 

influencing teacher perception of a professional community. So teachers involved with non

traditional public schools found that principals, or school leadership, were an important influence 

on their retention just as it was for traditional public school teachers. Hausman and Goldring 

(2001) also noted a significant reason for teacher commitment among magnet school teachers: 
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They choose their schools. This choice by the teacher seems to have a considerable impact on 

teacher commitment, building professional communities, and retention. This opportunity to 

choose to teach at a particular school may have similar implications for independent school 

teachers as well. 

Non-traditional Public School Leavers 

Harris (2007) found that 29.6% of charter school teachers were classified as leavers, 

compared to 15.7% of Florida public school teachers, and both percentages are significantly 

higher than the 7. 7% of the national average of leavers. Harris considered a Ieaver as any 

teacher who left the Florida database, so a teacher could have gone to another state or to an 

independent school and not actually left the profession. Harris's numbers may be inflated due to 

the broad definition of leavers, but as Harris noted, "this is unlikely to account for the entire 

difference" (2007, p. 290). Guarino et al. (2006) also considered charter school teachers and 

found that charter school teachers in their beginning year had an attrition rate of 25%. 

Harris found that charter school teachers were more likely to leave a poor performing 

school and stated that the number teachers who left the profession "increases 34.1% for every 

one grade decrease in school grade" (2007, p. 298). This was considerably higher than the 

findings Harris's study made for traditional public school teachers, who were 11.9% more likely 

to leave the profession with each one grade decrease. Charter school teachers in Harris's study 

(2007) were also likely to leave the profession if they were less experienced. A charter school 

teacher in "his/her first year of teaching was 11.8% more likely to leave teaching than a charter 

teacher with three years of experience" (Harris, 2007, p. 298). Charter school teachers were less 

likely to leave the teaching profession of a school with higher poverty than a school with a more 

affluent setting (Harris, 2007). Harris noted this was "quite unexpected" and suggested that 

possibly charter school administrators in high-poverty schools may have an "ability ... to select 

teachers who are particularly committed to the teaching profession or the students they teach" 

(Harrris, 2007, p. 298). 

Summary for Non-traditional Public School Teachers 

Harris's study (2007) found that charter school teachers were different from their public 

school counterparts. The Florida charter school teachers had less teaching experiences, which is 

supported by other studies, and had lower undergraduate GP As but attended more selective 

undergraduate institutions than public school teachers (Harris, 2007). Hausman and Goldring 
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(2001) found that magnet school teachers were more likely than their traditional counterparts to 

have advanced degrees. The charter school teachers made on average $7,000 less than their 

traditional public school counterparts (Harris, 2007), and this could be explained by the 

difference in years of experience. Charter schools had slightly more teachers of Color, but less 

students of Color than traditional public schools (Harris, 2007). Males represented a higher 

percentage of teachers at charter schools than public schools (Harris, 2007). 

During the time of Harris' study, charter school teachers remained in their schools 

significantly less than Florida's traditional public school teachers did (2007). Charter school 

teachers and traditional charter school teachers tended to leave lower paying jobs and low 

poverty schools; however, school grade and lower salaries had less influence on charter school 

teachers (Harris, 2007). Teacher mobility was higher in traditional and non-traditional schools 

with higher percentages of students of Color (Harris, 2007). The only significant influence on 

charter school teachers' decisions to move to another school was the school's accountability 

grade, as the lower the grade, the more likely a teacher was to move (Harris, 2007). 

Harris's study (2007) suggested the framework that charter school teachers "may be less 

sensitive to salary than their traditional counterparts because they chose to be employed in the 

relatively poorly paid charter sector" (p. 297). As Hausman and Goldring (2001) stated, teachers 

choosing schools based on the "unique theme, instructional methodology, or philosophy of the 

school" (p. 37) has been proven to be an indicator to influence teacher commitment. Guarino et 

al. (2006) stated that voluntary attrition has to account for opportunity costs and the rewards for 

teaching. The rewards of teaching at a school must outweigh the opportunity costs, or the 

teacher will choose to work at another school. Guarino et al. (2006) suggested this could create a 

school, district, or type of school attrition. This choice of voluntary attrition could have some 

application to independent school teachers, who also chose to be employed at their school. This 

review of non-traditional teachers did provide an appropriate connection between public school 

teachers and independent school teachers. It allowed for the empirical research regarding public 

school teachers to be applied to a group of public school teachers who are in a semi-independent 

school setting. 
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Independent School Teachers 

The literature review identified that it is generally accepted that independent schools have 

similar or higher rates of teacher turnover than public schools, but there are very few studies 

dealing with this sector of educators (Harris, 2007; Ingersoll, 2003; Liu & Meyer, 2005; Pugh, 

2003 ). This section of the literature review provides an examination of studies specific to 

independent school teachers and is divided by movers, stayers, and leavers. 

Independent School Movers 

Ingersoll (2001a) stated that independent and public schools both had a 7% turnover rate 

due to teachers moving to other schools, and for a number of years, Ingersoll's work was one of 

the few that included independent school data. However, Pugh (2003) conducted faculty 

attrition surveys in the summers of 2001, 2002, and 2003 that included over 150 independent 

schools and 340 aggregate schools for the three years. These schools completed a survey 

reporting the number of faculty departures and then provided for each departure a destination and 

primary reason for the decision. Pugh's method of reporting unfortunately did not distinguish 

between movers and leavers when examining reasons for leaving. Pugh noted that during these 

three years, 29% of teachers who left a school moved to another school, representing 2.78% of 

the total teacher population for those three years (2003, table). Pugh (2003) found that 18% of 

all teachers who left a school during the three year study moved to an independent day school, 

5% moved to an independent boarding school, and 6% moved to a public school. So Pugh's 

research would indicate that teacher turnover rates at independent schools are lower than public 

schools, and independent movers are almost half of public school movers. Pugh's (2003) study 

does not follow earlier findings in this review as it relates to the percentage of movers. 

Why Do Independent School Teachers Move? 

Since Pugh's study considered "movers" and "leavers" together, it is not possible to 

determine specifically why "movers" left a school compared to "leavers." However, one option 

on Pugh's survey as a primary reason for leaving was to go to a "different kind of school," and 

8% of all departing teachers listed it as the primary reason for exiting their current school. Yet, 

the total percentage of teachers going to another school was 29%, so a significant amount of 

"movers" left their current school for some other reason other than just a different school. 

Pugh's results (2003) indicated that teachers, whether movers or leavers, left their current 

schools for personal reasons most often (35%), and 21% left for some unidentified or unknown 

40 



reason. This, again, gives credence to the suggestion that teachers move to another school for 

some type of personal reason(s). 

Gow (2005) in his book An Admirable Faculty examined what independent schools can 

do to recruit, hire, and retain teachers. Gow (2005) suggests that salary increases, or at least 

offering more competitive salaries, may help alleviate some of these personal reasons that Pugh's 

(2003) study revealed. Gow (2005) stated that most of the movers left independent schools 

because of some personal reason that was outside of the control of the school. Gow (2005) 

stated that "schools should make every effort to keep its average compensation levels in line with 

regional averages and (their) benefit programs comparable to those of other schools" (p. 124). 

Pugh's research (2003) revealed that salary was a significant factor for all teacher turnover 

among independent school teachers. Teachers at independent schools with lower salaries will be 

more inclined to change schools (Gow, 2005; Pugh, 2003). Gow (2005) suggested that there was 

once a time when independent schools "depressed salaries ... because schools saw it as a 

privilege" (p. 124) to work at their schools. Gow (2005) stated that teachers may choose a 

school because the school offers some remission program, but he stated there was no evidence 

that this alone caused a teacher to change jobs. Salaries did affect teachers at independent 

schools, yet they were not the sole factor. 

Liu and Meyer (2005) found that independent school teachers "perceived all five areas 

(work conditions, compensation, student discipline problems, school climate, and professional 

support) more favorably than public school teachers except for compensation" (p. 996). Liu and 

Meyer stated that even though private school teachers were "happier than public school 

teachers," there still must have been something to account for the high turnover rate among 

private school teachers, and they concluded "that salary may be a major reason for teacher 

attrition" (Liu & Meyer, 2005, p. 996). 

Who Are Independent School Movers? 

Guarino et al. (2006) reported that beginning independent school teachers moved to other 

schools at a rate of 10% compared to 16% of public school teachers. Pugh's study found that a 

part of the overall turnover of a school was correlated with age. Movers had a tendency to move 

at a higher percentage in their 20's through 40's, and then there is a drastic decrease in 

movement as the teachers become older. Teachers who departed their schools in their 20's 

moved to another school29% of the time; departures of30 year olds were movers 39%, in their 
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40's were 37%, in their 50's were 24%, but teachers who departed schools in their 60's moved to 

other schools only 1% of the time. Pugh also found teachers at small independent schools (under 

400 students) who departed their schools moved to another school35% of the time, teachers at 

medium size independent schools (400-800 students) moved to another school27% of the time, 

and teachers at large independent schools (over 800 students) moved to another school25% of 

the time (Pugh, 2003, table). Ingersoll (2001a) found that large independent schools had only 

3% of their total population of teachers moving to other schools, while small private schools had 

an 8% rate, similar to the 7% rate of public schools. Pugh's report found smaller percentages 

than Ingersoll's in that large independent schools had 1. 7% of their total faculty move to other 

schools, and small independent schools had 3.9% of their overall faculty move to other schools. 

Pugh (2003) found that women and men had almost identical turnover rates, but women moved 

to other schools 25% of the time while men moved to other schools at a much higher rate of 

36%. 

Kane (2003) in a study of independent teachers of Color found that 5.3% of minority 

teachers moved to another school. The study (Kane, 2003) indicated that 86% of their 

respondents planned on staying in the profession but would consider moving to another school. 

The study found that teachers of Color were more inclined to change schools because of 

diversity issues, but there were multiple factors similar to other research. Teachers of Color 

reported the following reasons they would consider leaving their current schools (Kane, 2003, p. 

58): 

opportunity to work in a school with more teachers and students of Color (20%) 

- job advancement (19%) 

feeling of isolation (9%) 

desire for more administrative support (8%) 

Kane concluded that the "independent school world is making strides in diversifying their 

student bodies and their faculty and staff, but many schools (47%) still have only one or no 

teachers of Color" (2003, p. 124). This lack of diversity among independent schools may 

influence not only teachers of Color but also all teachers who desire more diversity within their 

schools. 
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Independent School Stayers 

The majority of teachers remain in their current schools (Independent School 

Management, 2004; Ingersoll, 2003; Guarino et al., 2006). This is the case for public, non

traditional, and independent school teachers. Pugh's study (2003) of independent schools 

indicated that 90.4% of all independent school teachers were stayers, and Pitman's study (2003) 

of boarding schools indicated that for a five year period, the retention was 85%. Large 

independent schools, schools with over 800 students, had retention rates that averaged 93% 

(Pugh, 2003). Pugh (2003) also reported that independent school teachers in their 40's and 50's 

were more likely to stay at their current schools. This next section addresses why independent 

school teachers stay at the current school. 

Why Do Independent School Teachers Stay? 

Pitman (2003) used Pugh's research (2003) as his "benchmark" (p. 1) and studied the 

retention ofboarding school teachers. Pitman (2003) interviewed administrators and teachers at 

59 independent boarding schools. He found at most schools "optimal retention appears to be a 

common purpose among the faculty" (Pitman, 2003, p. 4). Teachers who related to the mission 

of the school stayed longer. Pitman found that schools with high retention rates had varying 

leadership styles of their heads of schools "from hands-on to laissez-faire" (2003, p. 4). Pitman 

(2003) noted that all of these schools have a published pay scale, and this was not the case at 

schools with low retention rates. 

Liu and Meyer (2005) found that independent school teachers "think of their jobs as more 

satisfying than public school teachers, despite the fact that private teachers usually receive lower 

starting salaries than public school teachers" (p. 998). Independent school teachers in their study 

enjoyed a higher morale, and this "may be largely attributed to the fact that they typically do not 

encounter as many misbehaving students" (Liu & Meyer, 2005, p. 998). The National Center for 

Education Statistics reported that teachers at independent schools are "more satisfied with 

teaching at their school" (Alt & Peter, 2002, p. 16) than public school teachers. Additional 

studies of independent school teachers (Alt & Peter, 2002; Digest of Education Statistics, 2005; 

Ingersoll 2003) provided data that might explain why independent school teachers were happier. 

The report stated that 4% of independent school teachers felt their school had a serious issue with 

student disrespect for teachers, compared with 17% of public school teachers. The report also 

stated that independent school teachers said that students were unprepared to learn 5% of the 
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time compared to the 30% that the public school teachers reported (Digest of Education 

Statistics, 2005). Independent school teachers reported that parents were not involved 3% of the 

time, while 24% of public school teachers listed the lack of parental involvement as a serious 

problem (Digest of Education Statistics, 2005). Also, public school teachers commented that 

student apathy was a serious problem (21 %), but only 4% of independent school teachers saw 

this as a serious problem (Digest of Education, 2005). Independent school teachers were more 

likely to have reported having an "influence on several teaching practices and school policies" 

(Alt & Peter, 2002, p. 12), and a majority of independent school teachers "express positive 

opinions about their principal" (Alt & Peter, 2002, p. 17). 

Independent School Leavers 

Independent schools, like public or non-traditional public schools, are losing a significant 

number of teachers each year to other occupations. Gow (2005) stated that independent schools 

experience a turnover rate of somewhere between 8 - 1 0%. Guarino et al. (2006) referenced a 

study that found that beginning independent school teachers were much more likely to leave the 

profession than beginning public school teachers, 26% and 11 %respectively. This study 

(Guarino et al., 2006) found an extremely high percentage of non-Catholic independent school 

teachers (36%) leaving the profession, with 16% of Catholic school teachers leaving. Whitener, 

Gruber, Lynch, Tingos, Perona, and Fondeleir (1997) also found much higher rates for 

independent schools at 11.9% compared to 6.6% for public schools. Independent school teachers 

tend to leave the profession due to personal reasons, including, but not limited to salaries. Other 

personal reasons tended to be family relocation, a change in family structure, or to attend 

graduate school. The next section reviews studies with these cases. 

Why Do Independent School Teachers Leave? 

Pugh's (2003) findings indicated that 5.5% of teachers in his study would be classified as 

"leavers," and leavers were defined as teachers who left the classroom and did not move to 

another school. This 5.5% of the total population of teachers did include the 23% of teachers 

who left their school and indicated their departures were for other reasons or unknown reasons, 

but it did not include those who left for retirement. Those in Pugh's study who indicated they 

were leaving for another profession amounted to only 1.0% of the total teaching population, but 

that percentage could be higher if some of the unknown reasons were actually to go to another 

school so that those teachers would be classified as "movers." Pugh (2003) reported that for all 
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attrition in his study, movers and leavers, personal reasons were the primary reason for leaving 

for 35%; 12% left for retirement, and 11% left to attend graduate school. "Personal reasons can 

mean many things, including moving with a spouse, moving to be near family, and staying home 

to raise a child" (Pugh, 2003, p. 2). Pugh's statistics listed 21% of the primary reasons why 

teachers left a school as unknown/other. This high percentage of unknown was attributed to the 

fact that the reporting was the responsibility of a school administrator, usually the business 

officer or dean of faculty. Pugh (2003) found that higher salary constituted only 6% of the 

leavers' primary reason for departing and that 8% left primarily for a different kind of school. 

This seemed to be contrary to studies in the literature review regarding salaries and public school 

teachers, as salary increases tend to make more of a difference with public school teachers. 

Pitman (2003) concluded that his findings were a "bit surprise[ing] ... as so many 

respondents (in his study) were not concerned with faculty salaries, [yet] one would expect to see 

that listed on the top of the 'reasons for leaving' list" (p.3) since 59% said it was important. 

Pitman thought that percentage would have been even higher. The independent schools in his 

study, which listed factors on a scale, were similar to those in Pugh's study in that 88% of 

leavers listed personal reasons as important factors, and 81% noted they left to attend graduate 

school as important to very important reasons for leaving the profession (Pitman, 2003). Pitman 

found that 59% who left the teaching profession did so for retirement (2003). 

Harris and Adams (2007) found that independent school teachers are 50% less likely to 

have pensions than their public school counterparts, almost all (98%) of who receive one. Harris 

and Adams (2007) noted that independent school teachers are paid a lower salary than public 

school teachers, and public school teachers are older than independent school teachers. Harris 

and Adams (2007) noted the teacher turnover in independent schools is higher than public 

schools and suggested salaries and pensions may play a role in this difference. 

Whitener et al. (1997) stated that public school teachers tended to leave for reasons of 

retirement and family reasons, while independent school teachers left for jobs outside of 

education. Whitener et al. (1997) found that independent teachers who left for a reason of 

dissatisfaction cited a lack of administrative support (30.2%) and a lack of professional 

advancement (14.6%) as their reasons for leaving. The public school teachers' reasons for 

dissatisfaction were student discipline (17.9%), student apathy (17.6%), and a lack of 

administrative support (15.3%). Many public and independent school teachers were dissatisfied 
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with their jobs but for different reasons. This is an important question to follow up on in 

additional studies, not only to ask are they satisfied but why are they satisfied or dissatisfied. 

Liu and Meyer (2005) stated that the effect of"school climate on teacher morale seems to 

depend primarily on whether a school is public or private as public and private schools do not 

institute the same culture in school administration, and they affect teacher morale and career 

commitment differently" (2005, p.987). Liu and Meyer (2005), citing Bryk, Lee and Smith 

(1990), reported Catholic schools have a high quality education because of the common mission 

and sense of community. Liu and Meyer (2005) noted that some studies; even though limited, 

recognize that fewer student discipline problems, good facilities, teacher induction, and 

professional support were "correlated with high teacher morale and career commitment" (p. 

988). The study stated that many factors, including lifestyle and biological factors, affect "the 

feelings people experience at work" (Liu & Meyer, 2005, p. 989), and, at times, it is difficult to 

single out one factor over the others. 

Who Are Independent School Leavers? 

Pugh's (2003) research provided information in regards to the relationship between age 

and attrition, and his study confirmed the U-shaped pattern of attrition found by other studies of 

the literature review. Pugh (2003) found that overall attrition was 25% for teachers in their 20's, 

11% for teachers in their 30's, 5% for teachers in their 40's, 4% for teachers in their 50's, and 

15% for teachers in their 60's. Pugh noted that "there was a large overlap in cases in which the 

primary reason was personal reasons and the departing teacher's destination was not employed 

... particularly ... for women in their 30's" (2003, p. 2). Higher salaries were more often the 

reason cited for leaving as teachers became older, and burnout was more prevalent among 

teachers in their 50's (Pugh, 2003). 

Gow's research (2005) indicated that independent schools have a turnover rate between 

8-10%, that most of these teachers leave for personal reasons, and that "some end up at other 

independent schools," (p. 3) but younger teachers either attend graduate school or begin a family. 

Gow (2005) referred their reasons for leaving (or moving) as "time oflife changes" (p. 3). 

Teachers may want to start a family, begin a new career, or move to another geographic area. 

Gow (2005) used the term "cannon fodder" to describe these leavers in that "teaching at an 

independent school is intended to be a challenging but ultimately [an] enjoyable interlude while 

they ponder more permanent career choices" (p. 31). 
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Summary of Independent School Teachers 

Ingersoll (2003) found that independent schools have high turnover, but this varies 

among types of independent schools. Pitman (2003) reported that all independent schools in his 

study listed teacher retention as a major priority for their school. Gow (2005) asserted that 

independent schools have to fill 18,000 teaching positions a year and that it costs about $10,000 

to hire one person. Pugh (2003) stated there were multiple reasons that influence teacher 

turnover, but he and others (Gow, 2005; Pitman, 2003) found that personal reasons were the 

number one reason for attrition. Liu and Meyer (2005) found that independent school teachers 

are more fulfilled than public school teachers except in regards to salaries. This compensation 

had a significant influence on career decisions. Younger teachers, teachers at smaller 

independent schools, and teachers of Color were more likely to move to another school. 

Pitman (2003) found the common factor at independent schools with high retention rates 

was that the faculty and administration were serving a common purpose at the school. Teachers 

remained at schools with a good working climate and stable professional community. The 

literature review for leavers from independent schools showed a very clear U-shaped pattern 

(Ingersoll, 2003; Liu & Meyer, 2005; Pugh, 2003). Independent school teachers left the 

profession at a very high rate in their twenties or as they retired. Independent school teachers 

who left the teaching profession were also most likely at non-Catholic schools or smaller 

schools. These leavers listed personal reasons, higher salaries, or graduate school as their 

reasons for exiting the profession. 

Summary of Literature Review Findings 

A vast assortment of reasons influences teachers' career decisions. In the literature I 

reviewed, I found that research on independent school teachers was not as prevalent as that on 

public school teachers, despite the over 425,000 of teachers in independent schools in the United 

States today (Broughman & Swaim, 2006). Independent schools, or private schools, were the 

first in the United States and remain widespread today (Ornstein & Levine, 1993). The 

percentage of independent school teachers as part of the entire teacher labor supply has kept pace 

over the last three decades as reported in recent studies (Alt & Peter, 2002; Ingersoll, 2001, 

2003; Pugh, 2003). The literature regarding teacher mobility consistently referred to teachers, 
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both independent and public, in three categories-movers, stayers, and leavers (Harris, 2007; 

Ingersoll, 2003). 

Movers are those teachers who took a position in another school (Ingersoll, 2003 ). The 

literature revealed that movers were influenced by many factors and their outlook on their career 

was very similar to leavers (Liu & Meyer, 2005). However, movers had a tendency to see their 

problems resting with their current schools and not with them as teachers or the teaching 

profession. So movers cited job dissatisfaction as their top reason for moving (Johnson & 

Birkeland, 2003) and had an inclination to change jobs based on school characteristics 

(Hanushek et al., 2002). However, the school's learning environment affected their decisions 

more than other factors (Buckley et al., 2005; Elfers et al., 2006; Guarino et al., 2006). The 

influence salaries have on movers is mixed. Most movers were willing to take less money for 

better working conditions. 

Stayers were those who kept the same teaching position as the previous year in the same 

school (Gonzalez, 1995). The literature review found that the overwhelming majority of 

teachers stay in their current positions (Ingersoll, 2001a; Ruhland, 2001). These stayers had a 

high commitment to teaching (Firestone & Pennell, 1993), and they possessed a higher personal 

teacher efficacy than leavers or movers (Henninger, 2007). Stayers also usually shared 

characteristics that matched their current schools such as demographics, mission, and other 

factors (Berry, 2004). A strong professional community that allowed for autonomy, support, and 

collaboration kept stayers. 

The literature review found that teachers who decided to leave education were typically 

young or new teachers or those in their 60's (Guarino et al., 2006; Hanushek et al., 2004; Liu & 

Meyer, 2005; Pugh 2003). This U-shaped exit pattern that the literature mentions was consistent 

in most research, and teachers under the age of 60 years old leave primarily for personal reasons 

(Buckley et al., 2005; Gow, 2005; Pugh, 2003). These personal reasons are described as family 

reasons, seeking an advanced degree, or other similar factors. Leavers cited dissatisfaction with 

the environment (Elfers et al., 2006; Liu & Meyer, 2005) and low salaries (Berry, 2004; Buckley 

et al., 2006) as reasons to change occupations. However, this idea that teachers' salaries are too 

low has been questioned of late (Harris & Adams, 2007) and suggests that more intrinsic factors 

are the key influencers in teacher retention. 
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The purpose of this literature review was to examine the influences on career decisions of 

independent school teachers. However, due to the lack of research done regarding independent 

school teachers, the majority of the review revolved around public school teachers. This 

literature review focused on teacher movers (mobility and turnover), stayers (retention), and 

leavers (attrition), and the factors that influence those decisions. The literature review gives 

evidence that studies should be considered regarding independent school teachers and the 

influences of their career decisions. The literature review for public and independent schools did 

not include a study that considers all teachers at one school. The omission was noted by several 

researchers and again provides an opportunity for my study to add to the discussion regarding 

teacher retention. The review also provided a solid foundation for this study to derive interview 

questions of current and former teachers at an independent school. 
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CHAPTER THREE 

METHODOLOGY 

The purpose of this study was to explore the career decisions of teachers at Greenville 

Academy. This study investigated the influences that caused teachers to remain or to depart 

Greenville Academy. The design of this study was chosen to address some issues that have not 

been directly investigated in the research-specifically, the reasons that independent school 

teachers consider career changes. In this chapter, I describe the methodology and design of the 

study, data collection, data analysis, and the validity of the methodology of my study. This 

section also explains the rational for the decisions made in this study. 

Design of Study 

My study of teachers at a single school lent itself to be a case study. Westheimer stated 

"case studies allow for the gathering of in-depth descriptions of working groups of teachers and 

their relationship to the school and each other" (1998, p. 25). I was interested in learning more 

than just that teachers were leaving, staying, or moving from Greenville Academy. A qualitative 

study, therefore, allowed for "how and what" questions to be addressed (Creswell, 1998). It was 

the goal of this study to gain an in-depth review of what influenced teachers and how they 

determined their career decisions (Brown, 2005). I wanted to have a discussion with teachers 

and reflect on their decisions. Researchers (Creswell, 1998; Miles & Huberman, 1994) gave 

support that a case study is a strong approach when an interpretation or comprehension of the 

meaning of an action is needed and lessons learned can be shared. My goal was to provide 

pertinent information for school administrators, and specifically independent school leaders, to 

better attract and retain quality teachers. 

Site Selection 

A case should be bound by a "process, activity, event, program, or multiple individuals" 

(Creswell, 1998, p. 112). I selected Greenville Academy because it was an "ordinary, accessible 

[case]" (Creswell, 1998, p. 62) to explore a particular issue. Greenville Academy also provided 

me with the ability to gain access to willing participants who represented demographics similar 

to many other independent schools (Creswell, 1998; Henninger, 2007). I was comfortable with 

Greenville Academy, and Greenville demonstrated a high level of confidence to trust me with 

information (Creswell, 1998). Greenville Academy was "ordinary" in the sense its students' and 

teachers' demographics and school profile were around the norms for an independent school in 
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the United States. Greenville Academy was "accessible" in that the administration and faculty 

were most eager to assist in working towards a better understanding of influences of career 

decisions of their teachers. 

I chose a single case study because this allowed me to speak with teachers of various 

tenures, of multiple disciplines, and of diverse grade levels, both elementary and high school. 

The opportunity to examine one school provided insight regarding an organization and allowed 

for me to examine influences at one school for more than one year. This allowed for any unusual 

circumstance that may have impacted teachers in one particular year and provided a better 

understanding of the organizational factors. This approach was supported by the literature as 

Gow (2005) commented that schools should monitor attrition and ask questions about whether 

turnover is high, average, or low. An investigation into one school allowed for more questions to 

be asked that allowed for other factors such as cultural context as opposed to asking few 

questions at many sites. Angelle (2006) recommended that a study on a school may "focus 

concerns" (2006, p. 332) and may provide a more in-depth look at the role of principals, mentors, 

and others at the school. A single case study provided an opportunity for an in-depth look at a 

site that allowed for a better understanding of its culture, dynamics, and other organizational 

characteristics (Creswell, 1998). 

Profile of school. The school I chose for the study was given the pseudonym Greenville 

Academy to protect the identity of the school and its teachers. I chose Greenville Academy 

because it compared to national averages, such as date of establishment, accreditation, student 

enrollment, student demographics, families receiving financial assistance, teacher turnover rates, 

and tuition fees; thus, it was a typical independent school (see table 1 below). Researchers in the 

literature suggested that a typical case would be good for a comprehensive review of a school in 

determining typical decisions from its teachers (Creswell, 1998; Miles & Huberman, 1994). The 

school was established in the 1960's, is a college preparatory day school, and was fully 

accredited by its state and regional agencies. The school's philosophical approach is a traditional 

college preparatory approach, which attempts to remain a-religious and a-political. The school 

had an enrollment of855 students in grades pre-kindergarten through tth grade during the 2008-

2009 school year. Students of Color were nine percent of the student population in 2008-2009. 

The term Students of Color is used to represent many races and ethnicities that are not Caucasian 

(Kane & Orsini, 2003). There were 83 students (10.3% of student population) who received 
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financial aid for the 2008-2009 school year. The school had 62 instructional teachers in August 

2009. The school had experienced a teacher turnover rate of 12.38% over the last six years 

ranging from 3.3% to 22.8% since the 2002-2003 school year, which is similar to national norms 

for independent schools of 10% as reported by Pugh (2003) and 18.9% stated by Independent 

School Management (2004). The tuition for a Ith grader in 2008-2009 was $8,630.00. 

Comparison with independent schools. Independent schools are usually members of 

regional associations and the largest regional association in the United States is The Southern 

Association oflndependent Schools (SAIS). A significant portion of independent schools are 

also members of the National Association oflndependent Schools (NAIS). These two 

organizations provide statistical information regarding its members. Greenville Academy is a 

member of both the SAIS and NAIS, and this assisted me to compare Greenville Academy with 

other independent schools. Table 1 sets out certain comparisons with SAIS member schools and 

NAIS non-member schools: 

Table 1 

Comparisons with Independent School Averages. (2008) 

Total Enrollment 

Students of Color 

Students on financial assistance 

Teaching Experience 

Teacher Salary 

Teachers of Color 

Tuition for 121
h graders 

Class size 

Greenville 

Academy 

855 

9.0% 

10.3% 

19.2 years 

$37,500 

0 teachers 

$8,630 

13.3 

NAIS SAIS 

Average Average 

505 735 

19.6% 7.8% 

17.6% 12.4% 

not provided 15.0 years 

$38,529 $43,008 

14.0% 7 teachers 

$10,008 $13,846 

16.0 

Note. From National Association of Independent Schools www.nais.org/statsonline and 

Southern Association oflndependent Schools www.sais.org/statsonline. 
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Participant Selection 

The lead administrators at Greeneville gave all 62 current teachers a questionnaire. The 

teachers who were interviewed at Greenville Academy were purposefully sampled to meet 

several needs of the study. The human resources records at Greenville Academy provided 

contact information for all movers and leavers. The school's personnel records also provided the 

years of experience each teacher had at the time of his/her departure. Conversations with the 

school's administrative staff assisted in placing these teachers as movers or leavers. Teachers 

were classified into three points among the U-shaped pattern of experience-less than five years, 

six to fifteen years, or more than sixteen years. The selection was a purposeful sample of two 

movers, stayers, and leavers within the three segments along the U-pattem. A total of 18 

teachers were interviewed--six movers, six stayers, and six leavers. These choices were 

supported by researchers in the literature that stated that "qualitative researchers usually work 

with small samples of people, nested in their context and studied in-depth .. and purposefully and 

not random" (Miles & Huberman, 1994, p. 27). This followed Creswell's (1998) "criterion 

sampling" as all the "individuals studied represent people who have experienced the 

phenomenon" (p. 118) of working in this independent school and are either "movers, stayers, or 

leavers." The decision to use teachers who are, or have been, at Greenville Academy provided 

findings relatable to other independent school teachers and public schools and should give the 

study more "credibility" (Henninger, 2007, p. 139). Interviewing "leavers" from Greenville 

Academy provided an opportunity to hear from people who are no longer associated with the 

school, and this presented a total different view from stayers (Lincoln & Guba, 1985). As the 

literature recommends, to "study attrition over a period of time ... due to the changes in 

indicators (e.g. salary, working conditions, child rearing, and licensure requirements) ... may lead 

to higher or lower attrition rates for a given year" (Ruhland, 2001, p. 217). In selecting 

participants over a wide range of time, I attempted to account for conditions that may change 

over time by interviewing teachers who left Greenville during a seven year period. 

Profile of teachers. The profile of teachers at Greenville Academy represents a closer 

reflection of the norms of an independent school today in the United States. The faculty has an 

average of 19.2 years ofteaching experience and an average of9.5 years teaching at Greenville 

Academy. Neither the national nor the regional associations of independent schools maintain 

records for number of certified teachers, and therefore, it was not collected for Greenville 
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teachers as well. The average number of years of teaching for independent school teachers is 15 

years of experience (www.nais.org/statsonline). Forty-five percent of the teachers have degrees 

above a bachelor's. The school has 15 males and 47 females as part of its instructional staff for 

the 2008-2009 school year. There are no instructional teachers of Color. The teacher to student 

ratio for the 2008-2009 school year was 13.3, and the national average for independent schools is 

16. Since the profile of the teachers at Greenville Academy was characteristic of other 

independent schools in the U.S., it may allow for the findings of this study to be applied to more 

independent schools. 

Researcher's Relationship to Subjectivity 

Three years ago, I left Greenville Academy to advance my career by taking a lead 

administrative position with another independent school after 11 years at Greenville Academy. 

Other qualitative researchers (Bogdan & Biklen, 1992; Grant, 1990; Kohl, 1988; Merriam, 1994, 

Wolcott, 1994) have had similar connections with studies as such connections can create trusted 

relationships that assist a case study. A familiarity with the site allows for more insight 

(Wolcott, 1994) into the issues and more access to information (Wolcott, 1994) regarding the 

issues. Also, my former role within the school allowed better access to the "gatekeepers" 

(Creswell, 1998) of information. The ability to conduct a qualitative study at my former school 

allowed the study to benefit from familiar and developed relationships to service this project. 

Having an established relationship with those involved with the study allowed for a higher 

comfort and trust level needed for qualitative studies (Miles & Huberman, 1998). 

My relationship with the teachers and administrators at Greenville Academy expedited 

the time to become familiar with the setting and participants; however, there could be some 

potential negatives based upon my former position. Due to my former role at Greenville 

Academy, there is a possibility I am more bias than the typical researcher in knowing its positive 

and negative attributes and by having strong relationships with the majority of the stakeholders at 

the school. Also, some participants may have had some type of difficulties with me as their 

supervisor. I do not think this was a significant issue as I left on great terms with the school, and 

I have been able to keep a positive relationship with teachers and administrators at Greenville. 

Any member of the school community, who would have with me, should feel very little pressure 

that any type of retribution would occur because I am no longer in a supervisory capacity. The 

opportunity to purposefully select teachers to be interviewed allowed me to choose teachers with 
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whom I had limited interaction or those who did not report directly to me. However, I am very 

aware that my closeness to the school may have positive and negative affects on the study, and I 

have several components to the study to better insure my relationship does not alter the study. 

Any findings that may be influenced by my relationship with the interviewees are prefaced as 

such, and the greatest attempts were taken to use data from multiple sources to verify findings. I 

employed member-checking on all interviewees and had participants review drafts of the 

findings at several stages. 

Data Collection 

My study had a funnel approach-start wide with research, and then focus on the actual 

site-and include multiple sources of information (Creswell, 1998, Yin, 1989). I used several 

methods to collect data such as questionnaires, documentation, archival records, interviews, and 

observations (Creswell, 1998; Day et al., 2005; Elfers et al., 2006; Hausman & Goldring, 2001; 

Yin 1989). 

Questionnaires 

First, I disseminated an anonymous pre-interview questionnaire (Hausman & Goldring, 

2001) to 55 ofthe 62 instructional teachers at the school in June 2010. Four teachers were not 

returning to Greenville the next year, and three teachers were attending a conference, so seven 

teachers did not receive the questionnaire. Eighty-seven percent of teachers ( 48 of the 55) who 

received the questionnaire returned it. This instrument allowed me to secure a point of reference 

for the school and to test appropriate questions for teacher interviews (Buchanan, 2007; Elfers, et 

al., 2006; Ruhland, 2001). The questionnaire contained both a rating type scale (Liu & Meyer, 

2005; Ruhland, 2001) and open-ended questions (Easley, 2006; Elfers, et al., 2006). In the 

questionnaire, I asked teachers to identify which factors would they look for in a school, and then 

asked them to identify which of those factors would influence them to leave Greenville 

Academy. The open-ended questions allowed for other factors not listed and for teachers to 

expand upon their answers if they desired. 

Since the literature regarding independent schools was limited, this questionnaire served 

to broaden the topics discussed with teachers during the interviews. Also, the questionnaire 

results validated the questions during the interviews with teachers and administrators (Liu & 

Meyer, 2005). 
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Interviews 

I interviewed current and former teachers at Greenville Academy during the summer and 

fall of2010 (Angelle, 2006; Becher, 1999; Brown, 2005; Johnson & Birkeland, 2003). The 

interviews were semi-structured in that the questions that were asked were specific, but allowed 

for follow up questions (Day et al., 2005). Questions were different for movers, stayers, and 

leavers. The interview questions (Bogdan & Bilken, 2003; Elfers et al., 2006) were derived from 

the literature (Rubin & Rubin, 1995) and considered the most consistent influences on movers, 

stayers, and leavers that the literature review revealed. The interviews also provided an 

opportunity to have teachers share more narrative findings from the anonymous questionnaires. 

During the interview, I shared with the teachers the results of the questionnaire and then asked 

them if they agreed with the findings and then expand as to why those factors may be important 

to them. Through these one on one interviews, it became clearer what factors influence the 

teachers at, or once at, Greenville Academy. 

The literature revealed aU-shaped pattern of exits by teachers that were related to 

specific critical times when teachers are more likely to leave a school than at other times during 

their careers (Independent School Management, 2003; Ingersoll & Smith 2003, 2004;), so 

teachers were chosen and coded by the number of years of experience they had in education and 

at Greenville Academy. The interviewees were given pseudonyms to protect the individuals 

(Brown, 2005; Johnson & Birkeland, 2003). I interviewed teachers of all three categories (Harris 

& Adams, 2007; Johnson & Birkeland, 2003; Liu & Meyer, 2005) who were still at Greenville 

Academy: "stayers," "movers" (former teachers who took jobs with another school), and 

"leavers" (those who left the profession). All teachers planning on returning for the next school 

year were part of the pool of"stayers." Those teachers were categorized into subsets that 

corresponded with number of years experience (Liu & Meyer, 2005). I used the three subsets 

that the literature most often used: five years or less experience, six to 15 years experience, and 

16 years experience or more. Then a sample of six teachers, three from each subset, was chosen 

for interviews as "stayers." The teachers were selected to make sure all levels of experience 

were represented, as well as various areas of the school included. I tried to pick teachers who 

had previous experience at either another independent school or a public school. 
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Greenville Academy had 42 teachers leave the school over the last seven years. I did not 

interview former teachers whose movement would be classified as "involuntary attrition" 

(Ruhland, 2001, p. 220). This involuntary attrition included teachers who were not renewed for 

the following year, or did not return due to illness (Ruhland, 2001 ). Excluding the involuntary 

attrition (Johnson & Birkeland, 2003) and teachers who retired from the sample, the school had 

ten "movers" in the last six years, and 12 "leavers" during the same period. I interviewed six 

"leavers" and six "movers." The school's business office was able to provide contact 

information for all former teachers, both "movers" and "leavers." 

Prior to the interviews, the questions were given to an expert panel of independent school 

administrators and teachers, and slight modifications were made based on the panel's feedback 

(Ruhland, 2001). This panel consisted oftwo heads of school, two human resource officers, and 

two deans of faculty. The university's appropriate human subjects committees approved the 

questions (see Appendix H for IRB approval letter). The interviews were digitally recorded with 

the participants' permission and stored before transcription (Day et al., 2005). The interviews 

were transcribed with each question numbered and then every word by the interviewees (see 

Appendix D for protocol of interviews and Appendixes E, F, and G for summary of responses to 

interviews). I also interviewed the academic dean at Greenville to discuss her observations on 

the teachers at Greenville and the teachers who left Greenville. No teacher was discussed 

specifically, not in terms of movers, stayers, or leavers. 

Documents 

I used several types of documents in the study. I reviewed school publications such as 

websites and admissions brochures. Also, I examined student handbooks, personnel procedures, 

and teacher handbooks. I also reviewed teacher evaluation instruments, as well as conversations 

with members of the administrative team. These documents were used to derive questions, 

resolve answers, and cumulate facts about Greenville Academy. The use of documents is widely 

accepted in the literature as a general source of information to collect for qualitative research 

studies (Yin, 1989). Most of these informal documents were my notes from conversations with 

administrators, teachers, and other members of the school community. Each person with whom I 

spoke or interviewed was provided with notes from our conversations to verify consistency and 

to check any item used in the study. I had members of the school community read drafts of the 

findings to make sure my notes were copied correctly (Creswell, 1998). 
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Data Analysis 

Coding Strategies 

I incorporated a holistic analysis that "examines the entire case and presents description, 

themes and interpretations or assertions related to the whole case" (Creswell, 1998, p. 63). This 

holistic approach allowed the study to account for any influences upon the career decisions of 

teachers. I wanted to make sure that all possible influences were considered, and therefore, I felt 

this type of approach was beneficial. Data was analyzed in two phases-after questionnaires and 

after interviews (Henninger, 2007). I used categorical aggregation, which collected several 

layers of data, and out of those individual instances came applicable meanings (Creswell, 1998; 

Stake, 2000). The pre-interview phase consisted of analysis of questionnaires and documents 

regarding Greenville Academy. The second phase of analysis involved interviews and follow up 

interviews with a sample of teachers (Henninger, 2007). The transcripts and field notes from all 

the sources were coded for themes for movers, stayers, and leavers (Angelle, 2006; Brown, 2005; 

Lincoln & Guba, 1985). The literature revealed common factors among each type of decision 

makers. I saw many of the same for Greenville Academy, and new factors emerged as well. 

Then I grouped those themes, and I provided a narrative in regards to their relationships with the 

literature review (Day et al., 2005; Henninger, 2007; Ruhland, 2001). I conducted a cross-case 

analysis within the three groups to identify categories common among participants (Henninger, 

2007). 

After all the data was coded and placed into categories, I made some interpretations using 

qualitative analysis methods (Creswell, 1998; Stake, 2000; Yin, 1998). The two types of 

qualitative inquiry I used were patterns and generalizations (Stake, 1995; Stake, 2000). I looked 

for patterns that have a "correspondence between two or more categories" (Creswell, 1998, p. 

154 ). After the patterns were established from the categories, a narrative was provided that 

summarized the assertions that were apparent from the patterns based upon findings within the 

literature review (Creswell, 1998). Creswell defined naturalistic generalizations when "people 

learn from the case either for themselves or for applying it to a population of cases" (1998, p. 

154). I attempted to make naturalistic generalizations from the data ofthe study. In setting out 

these generalizations, I followed accepted practices from other qualitative researchers by using 

what Creswell terms description (Creswell, 1998). Also NVivo 8 software application was used 

to assist in analyzing the data. As the name implies, my reporting was primarily descriptive of 
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the findings at Greenville Academy, and I also attempted to follow Merriam's (1998) suggestion 

that the case study will be 60% to 70% of description over analysis in the findings. 

Validity 

A primary goal of mine for this study was for it to be meaningful to school leaders and to 

add to the discussion within the literature. It was then imperative that I took every necessary step 

to insure that my study is what Lincoln and Guba call "trustworthy" (1985, p. 362). I wanted 

this study to have "credibility, transferability, and conformability" (Lincoln & Guba, 1985, p. 

362). I collected data from multiple sources and from multiple participants. All themes and 

narratives were summarized and then given back to those interviewed for an opportunity for 

member checking (Henning, 2007; Lincoln & Guba, 1985; Wolcott, 1994). I made sure data had 

"triangulation for corroborating evidence" (Creswell, 1998, p. 202) as qualitative researchers 

have asserted (Lincoln & Guba, 1985; Patton, 1990). Also, I drew on a team of colleagues who 

served as peer-debriefers (Creswell, 1998; Henninger, 2007; Lincoln & Guba, 1985; Merriam, 

1988). This team is the same group described earlier in this chapter and is made up of six 

independent school leaders who assisted me in this study. The group assisted me in reviewing 

drafts, questions, and findings. This group had a mixture of talent such as a researcher, editor, 

and other independent school teachers and leaders. Their insight, along with other qualitative 

researchers in the literature, assisted in guiding my decisions. 

Considerations of the Study 

The researchers in the literature (Guarino et al., 2006; Hanushek et al., 2004) asserted that 

the process involved in human decision making is extremely complex. The idea of examining 

influences on career decisions must take into account all factors that may persuade teachers. 

When dealing with humans, a host of factors may manipulate their decisions (Lortie, 1975). An 

example may be a teacher's preferences or prejudices that he or she may not be willing to admit 

(Harris, 2007), yet those factors may have a significant impact on decisions. Harris (2007) found 

that many times in an interview process people are willing to share items in confidence, if a 

sense of trust is developed. The researchers also concluded that leading factors that influence 

teachers' career decisions are working conditions and salaries (Elfer et al., 2006; Guarino et al., 

2006), but the researchers are also quick to point out that there has to be an understanding that 

teachers usually do not make a decision based solely on one reason (Hanushek et al., 2004; 
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Harris & Adams, 2007). My study and most regarding teachers' career decisions recognizes the 

complexity of this topic and attempts to apply several layers of data collection and reliability to 

validate their findings. 

The other significant consideration of my study is its limited scope of teachers at one 

school (Westheimer, 1998). My study was a case study of those teachers who are employed or 

were recently employed at one specific independent school (Henninger, 2007), and therefore, the 

findings of the study may not be able to make "generalizations" (Creswell, 1998, p. 63) to all 

teachers or even all teachers at independent schools (Westheimer, 1998). However, this small 

sample allowed for a more in-depth examination (Westheimer, 1998). The findings should 

provide teachers at schools of any size, type, location, or approach the opportunity to explore the 

similarities and differences of my study to their schools and make the appropriate conclusions. 

Conclusion 

Wolcott (2001) writes that a "case study provides a better form of reporting than a 

strategy for conducting research" (p. 90-91), yet it is my challenge to report and to provide 

research that is "trustworthy" (Lincoln & Guba, 1985). The study was designed and was 

executed to be applicable to school leaders and to have a significant contribution to the literature 

regarding teacher retention. I followed Yin's criteria for an exemplary case study by making the 

study "significant, complete, considerate of alternative perspectives, displaying sufficient 

evidence, and composed in an engaging manner" (1994, p. 147-152). 
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CHAPTER FOUR 

FINDINGS 

Introduction 

This chapter presents the findings from my research questionnaires, interviews, and data 

from my study at Greenville Academy. First, I present the findings regarding the questionnaires 

are organized by each question and provide a summary of responses. Second, I list the analysis 

from the interviews with movers, stayers, and leavers. The questionnaires provided an overview 

of the current teachers at Greenville, as well as contexts for my face-to-face interviews. The 

questionnaires also provided general information about Greenville Academy, which also assisted 

in deepening the conversations with current and former teachers. I was able to secure 18 

personal interviews with six movers, six stayers, and six leavers. The interview questions 

allowed me to compare certain factors such as environment but also allowed for personal 

preferences to be discussed. After all the interviews were completed and some initial themes 

emerged, I spoke to the former academic dean of Greenville for her insights. This chapter 

provides the findings of the questionnaires received from movers, stayers, and leavers. 

Questionnaires 

All of the classroom teachers at Greenville Academy were given a questionnaire in June 

2010. The questionnaire was given to all teachers who had been at Greenville Academy the 

previous year and who planned to return in August. The questionnaire was anonymous, but 

teachers were asked to identify number of years of experience, years at Greenville, and the 

division in which they spend the majority of their day. The questionnaire asked the teachers to 

rate the same factors for two questions, "Which is the most important factor(s) to you as a 

classroom teacher in choosing a school for work?" and "Which factors would be most likely to 

influence your decision to leave your current school?" The questionnaire also included two 

open- ended questions, "Why have you stayed at this school?" and "What is most important to 

you in staying?" 

There were approximately 55 teachers who were given the questionnaire, and forty-eight 

returned them for a response rate of 87% during a summer work session. Since it was 

anonymous and teachers were able to rate as many factors as they preferred, most rated all 

factors, which allowed me to take an aggregate of the results (see Appendixes I and J for 
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complete results). The next section contains the findings from the questionnaires. I will then 

provide a summary of the comments from the open-ended questions. 

Factors in Choosing a School 

Learning environment. The aggregate of stayers at Greenville Academy listed 

"learning environment at school" as the most important factor in choosing a school for work. 

Forty-four of the 48 teachers responding indicated this factor was most significant for them. 

Teachers in their response to the open-ended questions described the environment at Greenville 

to be almost a "utopia" and much more conducive to learning than any other school which they 

had worked before. Teachers wrote that the students' abilities, parental involvement, and 

support from administration were key factors that kept them at Greenville when other 

opportunities had arisen. 

Support of administration. Teachers listed support of administration as the second 

leading factor in remaining at Greenville. Teachers wrote that they felt the administration trusted 

them to "go into the classroom and do what needs to be done." Forty-three teachers rated 

support of administration as a "5," which was a significant factor on the questionnaire. Many 

stated on the open-ended question that the autonomy they had in the classroom was an indication 

to them that they had the support of the administration. Teachers who had spent time in the 

public sector wrote that they felt public school principals spent a great deal of time making sure 

teachers were following standards, attending meetings, and completing paperwork. Those 

teachers stated Greenville's administration did not "micro-manage" the teachers and were more 

supportive of their autonomy. Teachers identified support from administration as dealing with 

parental issues and student behavior, but also support was defined as supplying resources and 

providing feedback that was helpful. 

School environment. The third most frequent factor for Greenville teachers was school 

environment. School environment was further described as safety and friendliness. Thirty-six 

listed school environment as a 5 (highest degree), 11 listed it as a 4, and one teacher listed it as a 

3. Twenty-four teachers in their responses to the open-ended questions mentioned the school 

environment on the questionnaire. 

Student behavior. Student behavior was the fourth leading factor Greenville teachers 

stated as a consideration for teaching at a school. Thirty-four teachers listed student behavior as 

extremely important, and 12 others listed it as important. Greenville teachers commented on the 
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questionnaire that students are primarily very respectful and well behaved. This was consistent 

with information from interviews as well. Teachers found that students were motivated to do 

well, wanted to go to college, and were supported by parents to do well. Listed below are the 

results of the questionnaires, which I will discuss shortly. 

Factors in Leaving Greenville 

The second series of factors on the questionnaires was more probable in that the teachers 

were already at Greenville; the question was, "Which factors would be mostly to influence your 

decision to leave your current school?" I was hopeful this question would encourage teachers to 

consider factors at Greenville and their personal preferences and then communicate what they do 

value at Greenville. I found it interesting that the most likely factors for the second question (to 

leave) were the same as for the first question (for choosing) but in different order. The factor 

least likely to influence teachers for either question was non-instructional assignments, but 

beyond the least likely, the lists were different. 

Support of administration. Teachers were more likely to leave Greenville due to 

concerns over support of administration than other factor. Thirty teachers indicated that a 

significant change in the support they were receiving from the administration could cause them 

to consider leaving Greenville. Teachers were highly complimentary of the school's 

administration, but clearly felt a change in support would greatly influence their desire to work at 

Greenville. Many teachers at Greenville suggested that a change in support of administration 

would cause a deterioration of several areas such as overall school environment, learning 

environment, and student behavior. 

Other factors. Teachers responded that they would consider leaving if school 

environment, learning environment, or student behavior significantly changed. The second 

leading factor that may influence teachers to consider leaving Greenville would be a change in 

the overall school environment. Teachers listed the learning environment and student behavior 

as a tie in being the third most significant factors that would be cause for them to consider 

leaving Greenville. These four factors were predominately the factors most often cited as 

potential reasons teachers would leave Greenville. Twenty-eight listed the school environment, 

and 26 listed learning environment and student behavior, while the fifth factor was professional 

environment for teachers, and only 14 teachers rated it as a level "5" factor. 
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Non-factors. Teachers listed non-instructional assignments, non-salary benefits, and the 

mission of the school as least likely to influence them to leave Greenville. Non-instructional 

assignments were the least likely influence from question one, but the other two factors were 

more significant. Again, one reason non-salary benefits were less likely to influence teachers to 

leave is the understanding that these were less competitive benefits than public school packages 

similar to salary shortfalls. Greenville teachers realized what the benefits were and were less 

influenced by them. One non-salary benefit was health insurance coverage. Many teachers at 

Greenville were covered by their spouse's insurance, and this factor may be significant, but it 

might be less of an influence having it satisfied with their spouse's work. 

Greenville teachers listed the mission of the school as the third least likely factor to 

influence their leaving. At first glance, I was very surprised by this. Much of the literature 

revealed a strong connection between teachers and the mission of the school, especially in 

independent schools. Many of the teachers interviewed communicated similarly strong 

connections with Greenville due to sharing the same mission. However, in considering the 

conversations I had with many of the leavers and movers in my study, most of them were able to 

feel an equally strong sense with their new school's mission or new business's mission. 

Staying at Greenville 

The third question on the teacher preference questionnaire allowed for teachers to answer 

two open-ended questions, "Why have you stayed at this school?" and "What is most important 

to you?" The most frequent response was the environment at Greenville Academy. Twenty-four 

teachers mentioned the pleasant or family environment by describing it as friendly, family

oriented, and a great learning environment. This was the most frequent response, regardless of 

division or years of experience. The next three most frequent responses were administration's 

support with parents, high student expectations, and helping students grow or develop. Teachers 

in each division mentioned all three about 12 to 13 times (See Appendix K for summary of 

questions 3 from Teacher Preference Questionnaire). 

The following are several quotes from teachers' responses on the questionnaire and 

provide a good representation of the group. These teachers have various years of experience and 

have served at Greenville for different number of years, but their thoughts are very similar. 

I love the freedom provided to me to teach how I want to and to meet the needs of my 

students in the way they need to be taught. The students knowledge or lack thereof is an 
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indication of what should be taught, how long it should be taught, and when it should be 

mastered, as opposed to a 'set' curriculum.- 21 years of experience (5 at GA) 

It's a happy place to be. I can teach without the ridiculous constraints found in public 

schools. This is a place of high standards where learning is appreciated and excellence is 

the norm. I feel that my teaching is appreciated and has made an impact on at least some 

of my students!- 24 years of experience (12 at GA) 

The independent schools like ours does not get bogged down in paper work, but focuses 

on working together for the best education of the child and the desire and programs to 

help teachers to excel beyond their horizon.- 38 years of experience (35 at GA) 

These teachers who were quoted above, and most of the teachers who participated in the 

questionnaire, recognized the autonomy they had at Greenville. This theme would become very 

apparent during the interviews with teachers, and will be discussed further later in this chapter. 

Conclusion of Questionnaire 

Stayers at Greenville Academy identified several factors as important in choosing a 

school. The teachers' top four factors all related to working conditions. The narrative offered by 

the teachers on the questionnaire emphasized the environment of Greenville, and most teachers 

identified it as the key factor for staying. Teachers seemed to be most concerned about the 

factors upon their classrooms and their direct responsibilities. Teachers were least likely to be 

influenced by non-instructional assignments. This may be due to the fact that very few have 

non-instructional assignments or at least non-instructional assignments that they deem 

significant. However, one leaver in my study contributed non-instructional assignments as being 

significant in his leaving. We will consider this further later in the chapter. The second least 

likely factor on teachers was the salary offered by the school. This may be due to the fact that all 

of these teachers would receive a higher salary from a public school, so it would stand to reason 

that salary, at least for these stayers, would have less influence. Greenville teachers listed the 

collegial community with other teachers as the third less likely influence for them in choosing a 

school. This was rather surprising to me as this is closely related to environment, and many of 
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the teachers noted the warm and family environment among the faculty and staff. Many stayers, 

movers, and leavers who were interviewed commented on the collegial environment at 

Greenville, and I was surprised this was not a more significant factor. 

Teachers offered the same top four factors that would cause them to leave Greenville 

(question two) as the same factors they would choose in a school to work (question one). The 

results were in different order, but were the same four factors-support from administration, 

learning environment, school environment, and student behavior. However, teachers 

communicated different factors that would not influence them leaving Greeneville. Teachers 

stated that non-salary benefits and the mission of the school would not influence them to leave 

Greenville. 

The questionnaire provided teachers with the opportunity to explain their ratings or to 

speak specifically as to why they remain at Greenville. Teachers at Greenville Academy are 

committed to staying because they feel it is their school, either because they are given the 

autonomy to help children or because their children attend there. Teachers stated a high sense of 

shared beliefs with Greenville, and the literature found this type of commitment necessary for 

teacher retention and for teacher efficacy. Teachers communicated belief that everyone was 

working towards the same goal. Greenville teachers felt that the administration supports them 

with providing resources, dealing with parents, and student behavior. The teachers stated that 

they were given the autonomy to meet the needs of their students, and many felt as if they were 

actually teaching as opposed to being a part of public school bureaucracy. One teacher 

summarized her experience by stating: 

I have stayed at this school, even though my salary is much lower than it would be in 

pub lie schoo 1, because of the teaching environment. The support of the administration, 

the discipline and behavior of the students, the quality of the professionals with whom I 

work, and the overall quality of education the students receive here make me continue to 

return. I would not teach anywhere else. - 36 years of experience (27 at GA) 

This teacher captured the sentiments of many teachers at Greenville. There were many teachers 

that I interviewed that had considered leaving education, but once they were in a positive 

environment, they renewed their commitment to the classroom. 
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Movers 

My study considered "movers" as classroom teachers who left Greenville Academy to 

teach at another school. I interviewed six movers, and Table 2 provides some demographic 

information about the movers in my study. The group of movers represented all three school 

divisions, both genders, and a wide range of experiences. 

Table 2 

Demographics of Greenville Movers 

Years Years at 

Teachers Division Experience Greenville 

Brown Upper 14 8 

Clark Middle 16 7 

Elridge Elementary 26 6 

Jackson Elementary 13 5Y2 

Martin Elementary 17 5 

Stevens Upper 7 2 

Influences to Move from Greenville 

Highest 

Degree 

Master's 

Bachelor's 

Master's 

Bachelor's 

Specialist 

Bachelor's 

Gender 

Male 

Male 

Female 

Female 

Female 

Male 

There were many factors that influenced the movers in my study. However, three factors 

appeared most often and seemed to have the most significant impact. The movers indicated 

moving to another school to find a better philosophical fit with their families, such as similar 

personal values. Theirs was primarily a personal philosophical approach rather than a 

professional approach. Movers always indicated salary and benefits, such as health insurance as 

a leading factor. Two movers indicated if this was not an issue they would not have left 

Greenville. Lastly, the opportunity for professional advancement was a significant impact on at 

least two movers. I will discuss more of the details of the interviews, which highlighted these 

influences. 

Philosophical differences. The most frequent answer for why movers left Greenville 

was an attempt to be at a school with a better-perceived philosophical match for them. Two of 
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the movers expressed great concern for the social setting that Greenville possesses and its 

potential influence on their children. Mr. Brown talked about times when he was concerned for 

the students in their lack of ability to distinguish right from wrong, and he was very concerned 

that his children might follow suit. He stated: 

In every school, there are problems, and good and bad influences. One of the things that 

really, I was down on at Greenville was every spring, Senior parties, stories of Senior 

parties ... the students did not see the line (of right and wrong) ... And for me, I was 

worrying about my kids coming through and not seeing the line. 

Ms. Jackson, whose child was a high school student when she left Greenville, did not like the 

attitude of many of the students, and this was a significant factor for her move. She stated that 

many of the students thought they were "too good" or were very selfish. She stated this was 

difficult for her son and was a hard for them to work through. 

Mr. Stevens made similar observations about Greenville not being a perfect match for 

their family values, but it was only a secondary reason for leaving Greenville. Mr. Stevens 

talked about the differences in his family's political and social perspective and how they differed 

from the mainstream community at Greenville. He saw the philosophical difference being just as 

much a difference on professional approach at the school as much as personal. Mr. Stevens 

talked about both the personal and professional disconnect he felt at Greenville with the hope of 

finding a better fit: 

It's hard for me to say because no one ever accosted me, no one every said to me I can't 

believe that you voted for (name) but I will also say I never made it public knowledge, 

because I knew there would be some push back and for me it wasn't important to have. 

The other three movers in my study talked about differences in social-economic levels of the 

families at Greenville, but they did not share any thoughts that seemed to indicate any 

philosophical differences. On the contrary, those three movers found Greenville to be a very 

good match for them. Ironically, Ms. Jackson, who stated the greatest influence to leave 

Greenville was a disconnect with personal philosophies, listed Greenville as the school she had 

worked at that she most enjoyed professionally. 

Salary and Benefits. Three other movers in my study identified salaries and benefits as 

the leading factor in leaving Greenville. However, only one indicated this was the most 

significant factor. Ms. Elridge stated the factor was more specifically health insurance and the 
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ability to have quality health insurance and retirement through the state by teaching in a public 

school. She had been in the public sector for 15 years before coming to Greenville and felt she 

needed to return to be vested for retirement as well as have better immediate coverage. Ms. 

Elridge had been sick and was "getting older" and really did not want to leave Greenville, but 

felt she had no choice. 

Ms. Martin almost did not come to Greenville due to the significant pay cut she received 

when she left the public sector. In her words, the headmaster was a "shrewd businessman," and 

her husband was not happy with the decision due to the financial loss in salary. However, Ms. 

Martin stated, "I took a real big hit (financially). I felt like it was worth it. In the end, I don't 

know if it was or not. I loved my five years there, but it may not have been the right financial 

move." The issue of money was the leading factor in Ms. Martin leaving Greenville five years 

after her arrival. She did take a position she enjoyed, but the difference in the overall 

compensation was too much. 

The teachers who decided to move to other schools were influenced by many factors, but 

for two of the movers in my study, salary and/or benefits were the most important factor. 

Interestingly enough, those two teachers stated if money or insurance had not been a factor, they 

would have never left Greenville. 

Professional Opportunities. The majority of teachers in my study, regardless ofbeing 

movers, stayers, or leavers, were very content with teaching and specifically teaching at 

Greenville. However, a common factor among all three types of teachers for considering a move 

was an opportunity for professional advancement. Stayers listed it as a possible reason for 

moving, leavers took advantage of what they saw as an opportunity, and two of the movers in my 

study stated professional opportunities as a key factor in moving to another school. 

Mr. Clark desired to be in administration of some sort and felt his best opportunity was at 

another school. Even though when he left Greenville he remained in the classroom, he felt the 

move would assist his professional advancement. This turned out to be the case for Mr. Clark as 

he moved into an administrative role three years after the move to the new school. 

Ms. Martin took a similar chance when she decided to return back to the public sector. 

She wanted to be a media specialist, and there was only one opportunity at Greenville and that 

did not seem to be opening anytime soon. Through the counsel of an administrator with the 

public schools, she took a teaching position back in the public sector for half a year before a 
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media specialist position became available. Ms. Martin stated that, with a child in college, the 

number one factor was the ability to have a higher salary, as well as the opportunity to have a 

solid retirement. However, she stated she "wanted to be a media specialist and that opportunity 

was better achieved moving back into the classroom at a public school. There was no guarantee 

but I was made to believe I would have a good chance when an opening occurred." 

The influence for teachers to move based upon professional opportunity could be 

considered a personal factor. The two teachers who stated the opportunity for professional 

advancement described it as a personal preference. Both talked about thoroughly enjoying their 

days as a classroom teacher at Greenville, but both felt strongly in pursuing other opportunities 

that they felt they "wanted to do." 

Characteristics of Greenville Movers 

The six Greenville movers that I interviewed had wide ranging backgrounds, educational 

levels, and overall commitment to teaching. However, there seemed to be a few commonalities 

among those movers. These six movers had moved more often than the stayers and leavers in 

my study. The majority of these movers seemed to go into education almost by default, yet all 

now seemed very committed to the profession. The six movers all had a high sense of efficacy 

and desire to help students. 

Frequencies of moves. The six movers in my study all had taught at least at three 

schools and averaged moving once every 4.1 years. In addition to the frequencies of changing 

schools, three of the six started careers outside of education, and one mover left the profession 

only to return again. The movers in my study taught on average 5.6 years at Greenville. This is 

in pretty sharp contrast to the stayers in my study and the teachers in general at Greenville. The 

teachers at Greenville on average have 9.5 years of teaching at Greenville and on average have 

taught at one other school. 

One mover who became a teacher as a second career stated that her influence to move 

was a result of wanting something "better" for children. She had worked in two independent 

schools before Greenville and one since leaving Greenville, and each time there was something 

she felt like her children were not getting from their current school. So her children have 

changed schools to meet their needs, and therefore, she has moved to those schools as well. 

However, she has been teaching for 13 years and is very committed to teaching until retirement. 
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Another mover, who changes school on average once every 1.75 years, cited 

philosophical differences as the reason for leaving Greenville, yet ironically, philosophical 

differences were a key factor in his coming to Greenville. This mover stated a very high 

commitment to teaching and to his students, but admittedly is still looking for "the best fit 

professionally." 

One mover, who actually left education for about four years and is set to return this fall, 

was quiet open and stated his desires changed, and they may change again. He stated: 

You know it's funny how God changes you, I remember days when I was driven by 

wanting to be a successful coach and teacher, but now I am equally driven and satisfied. 

(Name of wife) and I talk about it, and ten years ago I took so much pride in and effort in 

painting the football field making sure it looked great, the locker room and all that stuff, 

but that's such a distant memory now. Now, my focus is caring for people, seeing them 

come to know the Lord and watching them grow. Those are my wins now. So I'm not 

any less satisfied, God has changed my desires. 

All movers provided explanations for each move they had made in their careers, but they 

tended to move almost twice as often as stayers. Five of the six movers communicated a sincere 

commitment to remain in education until retirement. However strong their commitment to 

teaching is, there seems to be very little commitment to their specific school. 

Reasons for becoming a teacher. Another difference with the movers and the stayers I 

interviewed was the reason why they became a teacher. As the section on Greenville Stayers 

will reveal, the stayers in my study had "always" wanted to be teachers. It's interesting to note 

that the majority of movers in my study might have considered teaching, but it was not an early 

passion. Four of the six movers had similar stories ofhow they ended up teaching. Ms. Martin 

has been in education now for 17 years and had parents who were educators. She came into 

teaching through the following consideration: 

I guess I thought I liked their lifestyle (teachers). I liked the idea of working with kids ... 

We were young, newly married, and I really couldn't afford to go back to school. So, as 

the years went on, I started gradually taking some classes, and my first certificate was in 

art because that was the easiest route to go because I had so many art classes in my 

bachelor's. 

Mr. Brown describes their decision similarly: 
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I was getting out of farming, and teaching had always been in the back of my mind, even 

at (college) as an undergraduate as a possibility. I started teaching for the income and see 

if I would like it, but I needed something steadier than farming and that was kind of the 

drive with it there. 

Most of the movers had always thought about becoming teachers, and two of the four 

were very committed to going into education from their high school years. Yet there was a clear 

difference in the mindset of the movers and stayers in my study. Ms. Elridge, who has been in 

education for 26 years and is considered by the Greenville staff to be an excellent teacher, 

seemed to pick education by default. She recalls: 

I went into teaching because at the time, I was very serious with my childhood 

sweetheart, and so, I wanted the security that I knew I had a job ... some of my childhood 

friends who I went to (undergraduate college) with were also in education. (We) made a 

pact that we were going to do that together, to come back to (city). 

Four of the six movers showed a flippant attitude in how they became teachers, yet all four of 

those have at least 13 years in education and plan to retire in the classroom. 

Efficacy. All six of the movers indicated a relatively high personal efficacy in regards to 

the overall development of students. Efficacy, as defined in the literature review, is having the 

ability to make a difference such as teachers make a difference in the lives of their students. 

However, personal efficacy is defined as a person who has a direct influence on people, such as a 

specific teacher having a positive influence on students. The difference is that most people 

realize that teachers can have an impact on their students, but only a few actually do, whereas 

personal efficacy states that an individual perceives he/she has had a positive influence 

(Henninger, 2007). Mr. Clark recalled a conversation with a former student upon whom he had 

an impact, and he thought there had been many other students upon whom he had had a similar 

influence: 

I ran into (name of former student) when we were in (name of city) one day, just random, 

and she said she was going into teaching. She said a lot of it was because she had 

enjoyed my classes so much and my influence that made me feel good. 

Mr. Stevens stated he had an influence on student achievement, but also an influence on the 

person as well: 
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They don't read outside the classroom; they may read a magazine, but they're not going 

to read Rolling Stone because the articles are too long. They felt comfortable talking with 

what was going on in their lives or if they had a problem. So, I had or I hope I had a 

positive academically and personally. 

Each mover was able to articulate having a significant impact on students. Some like Mr. 

Clark and Mr. Stevens talked about success after their class, and others talked about preparing 

their students for the next grade level. All of the movers communicated examples or 

commitment to each student as an individual. The movers talked about the work they had done, 

either through relationships or preparation, as having a positive affect on the students' lives or 

academic achievements. 

Conclusion for Greenville Movers 

The six movers in my study represented a cross section of teachers who had moved to 

another school from Greenville. The movers had a wide range of experiences and taught in the 

three different divisions of the school. The movers indicated the most significant influences for 

changing schools was a better philosophical fit for their family, opportunities for professional 

advancement, or increases in salaries and benefits. Four of the six movers decided after college 

to go into teaching, but all had a high commitment to the field. The movers in my study were 

twice as likely to move to another school as the stayers at Greenville, and the movers in my 

study stayed half as long at Greenville as the average teacher. The movers were confident that 

their decision to move at that time was the right choice, but half of the movers would like to be 

back at Greenville for professional factors (see Appendix E for a summary of responses from 

Greenville Movers). 

Stayers 

I interviewed six teachers who taught the previous year at Greenville Academy and 

planned to return the next year. Table 3 has brief demographic information on the stayers I 

interviewed. These teachers represented all three divisions of the school and various years of 

teaching experience. 
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Table 3 

Demographics of Greenville Stayers 

Years Years at 

Teachers Division Experience Greenville 

Conner Elementary 37 30 

Hallman Elementary 5 3 

Hernandez Elementary 13 4 

King Elementary 20 5 

Kyzer Upper 2 Yz 

Tyson Middle 5 3 

Influences to Stay at Greenville 

Highest 

Degree 

Bachelor's 

Master's 

Bachelor's 

Bachelor's 

Bachelor's 

Bachelor's 

Gender 

Female 

Female 

Female 

Female 

Male 

Male 

The primary question of my study is "Why do teachers stay at a school?" I asked this 

over-riding question a few different ways and at different times in the interview, and for the most 

part, the teachers interviewed supported the responses from the questionnaires of all the teachers. 

The teachers in my study offered several answers to this question, but most commented on 

autonomy they had as a classroom teacher. Another significant factor was the overall 

environment of Greenville. This environment was described as family-oriented, collegial among 

faculty, safe, and motivated students. The teachers also stated that the professional community 

was a key influence in their remaining at Greenville Academy. 

Autonomy. The second question of my interview was "What do you like about teaching 

at your school?" All of the stayers communicated a significant level of satisfaction in teaching at 

Greenville. Ms. King, an elementary teacher, stated: 

Well, comparatively speaking, it's like being at Disney World. I like being respected and 

having the freedom to be creative and teach, you know, use my own ideas and teach the 

way I want to ... we have a curriculum guide so we know what we have to teach, but I feel 

like I have a lot of flexibility in the way that. . .instead of everything just being so 

mandated. 
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All of the teachers that I interviewed commented they enjoyed the autonomy that Greenville 

afforded. This was the case for stayers, leavers, and movers alike. Ms. Hernandez, another 

elementary teacher, felt that the autonomy communicated trust and respect from the 

administration, and this in return, motivated teachers to work even harder. 

The most veteran teacher in my study, who has taught 37 years and 30 at Greenville, 

talked about the autonomy she has: 

I think the thing I like most is I can be myself. I can teach to my strengths and, of course, 

you know, wonderful children to work with .. .ifl wanted to be a police woman, I would 

go downtown, you know, but I want to teach, and I can teach there. 

The teachers seemed to appreciate the independence to be creative, to have the flexibility to meet 

the needs of individual students in their classroom, and to manipulate the curriculum as they see 

best. One teacher, Ms. Hernandez, talked about how the autonomy at Greenville created a sense 

of purpose in her teaching that she had not experienced at her previous school. In fact, when 

asked if she had ever considered leaving the profession, Ms. Hernandez replied, 

Ifl didn't get a job at Greenville, I said I would work at Wal-Mart or Steinmart, I didn't 

care ... At the time, I had a good amount of time under my belt, and I really knew what I 

was doing, but the environment I was working in was just not an enjoyable, positive, 

professional (environment) ... there were lots of factors made me not enjoy my job. It 

wasn't the teaching I didn't enjoy, it was the administrative, the paperwork, all that, and 

so I knew that I wanted to stay in teaching but I knew in the school system I was in I was 

also in one of the best schools, it was just all of the state reg. 

Many of the teachers in all three categories discussed how at Greenville that felt like they were 

"really teaching" and not being a "policewoman" or a "bureaucrat." Teachers communicated 

that if they had not gotten to Greenville, or if they had to go back to a setting with less autonomy, 

they would quit teaching. 

Environment. Most of the stayers identified Greenville's environment as one of the 

leading reasons they stay at Greenville or why they enjoy teaching at Greenville. There were 

many aspects of the environment that many saw as favorable, but all six talked about a "family 

environment." Actually, three stayers stated that the desire to have their own children at 

Greenville was a key motivation for staying at Greenville. Ms. Hernandez stated for her it's 

"happiness; just a great working environment. Wanting my children to go there (with me). 
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However, most talked about relationships with colleagues that go beyond professional 

relationships. Ms. Conner explains that outside of autonomy, family is the most important 

element. She remembered a couple of difficult times: 

I've been through a lot of tough times, and I mean, I think ifl didn't have Greenville, I 

probably .. .it would have been very hard for me. It was always like, you know, after 9-11 

when I lost my brother, and I came back ... the first thing I saw when I walked in the door, 

we had been studying the sea that year, and it said "Safe Harbor" and I thought, That is so 

true; this has been my safe harbor for years. 

Ms. Hallman, a 51
h grade teacher, stated her "main factor is the students' attitude, the 

safety of the school, and my co-workers' eagerness to help." She also noted that students and 

parents, as well as teachers, influence the positive learning environment. Ms. Hallman stated, 

"There is an environment that is eager for learning ... students and parents put in great effort and 

are ready to learn." All six describe the parental involvement as good and a positive attribute of 

Greenville. Since the school includes kindergarten through 1ih grade, the perspectives and roles 

may differ. One middle school teacher noted: 

It's (parental involvement) good, especially with technology today. The people don't 

mind sending you emails, setting up appointments. It is so easy with communication 

today ... I would say for the most part they stay on top of it, yea, pretty good. 

While a first grade teacher added, "the involvement is just amazing from the discipline end of 

things or, you know, the studies ... that's not always easy to make happen, but they want what's 

best for their child." However, even though all six stayers talked about the students being 

positive contributors to the environment and that the students were respectful and well-behaved, 

most of the stayers communicated that the students were average to above average academically. 

A few stayers noted they were not a lot different from students at other schools. Each stayer also 

noted that the typical student was from a much higher socio-economic level than he/she was. 

Professional community. Stayers in my study communicated that the professional 

community at Greenville Academy was another key influence in their remaining at the school. 

Ms. Hernandez, who has been at Greenville four years, describes the professional environment of 

her colleagues as the "one thing that I've been most impressed with at my school. .. everybody is 

there because they want to be there, and they want to do their best. There are no slackers; I 

mean, you know, we can all slack off sometimes, but overall, it's just ... it's so nice to work in a 
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place where everybody is looking forward to each day and ready to do the best they can. I would 

say it's a very professional (environment. .. and teachers) treat each other professionally, as well, 

respectfully." 

Two stayers saw the professional community as a slippery slope when it comes to a k-12 

grade school. Ms. King explains: 

I think if an outsider came in (he/she) would see us as professional. But I think they would 

also feel welcomed, and, I mean, that's how I felt as a parent. It just feels like a nurturing 

environment; I think it's a good balance .. .I just think the staff just doesn't feel the 

pressures of maybe, you know, that other teachers do and so I think we are just a more 

relaxed environment. 

Mr. Tyson, a middle school teacher, states that the environment is friendly and family-oriented, 

but it is also professional. In his opinion, some organizations are either too relaxed or too stiff in 

regards to professionalism, but Greenville, as well as other independent schools, does a good job 

balancing the two. 

This professional community is more than collegial as Mr. Kyzer explains in remembering 

a stressful time for the faculty and staff: 

Well, I think this past year was an interesting year because of the transition (of 

administration). But, they have maintained a pretty high degree of, you know, 

professionalism, and I think the group is so close together and have known each other for 

so long that they realize that their attitudes influence each other a great deal. 

Teachers also commented on how respected they feel as professionals. I have already 

talked about how the autonomy given to teachers instills a higher level of trust in their 

professional opinions, but the stayers noted how valued they feel. All stayers felt that their 

opinions would be listened to and that they all had an impact on decisions influencing teaching 

practices. Most noted that the level of trust increased with time on staff. However, none of the 

stayers felt they had an influence on school policies, yet since these policies were seen to have 

little impact on their classroom or responsibilities, the teachers did not seem upset. 

Each teacher felt that there were very high expectations on him or her at the beginning of 

their tenure at Greenville Academy. All of the stayers stated they prepared more this year than 

the previous year and stated their decision to do things better was the reason for the extra time. It 

is interesting that many of the stayers came from public schools and noted they felt tremendous 
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pressure to have their students perform well on tests or other indicators, and it was this high 

stress factor they pushed them out of the public sector. However, all of the teachers sensed a 

high level of expectations at Greenville, but none felt it was stressful. 

All of the stayers in my study stated they were evaluated several times each year. Most 

communicated that the evaluation process was relaxed and productive. One teacher described 

the evaluation process: 

I would say it's fair. It's very relaxed ... It's not nearly as structured as when I was in the 

public school system; like this year, we did peer evaluations. And, I really liked that 

because, not only did we get to see a peer teaching, and, you know, learn and get ideas 

from them, but they got to see us and give us feedback. 

Another teacher noted that an administrator is "always down there in my room, seeing. It was 

very informal, but they were down there still two or three times a week." The stayers seemed to 

embrace the evaluation and want input. 

Stayers also seemed comfortable with their salaries. Five out of the six stayers stated they 

are "fairly compensated." Greenville Academy does not have a published pay scale, and this 

four out of the six stayers were not concerned with not having a published scale. 

Professional environment will consist of a variety of factors. Stayers in my study 

communicated that Greenville had a very professional community which created an environment 

they personally enjoyed and fostered student achievement. 

Missing elements. The literature revealed autonomy, environment, and professional 

communities could be conducive to retaining teachers. So I was not surprised to see these 

factors present at Greenville. However, the literature and antidotal experience suggested other 

items would be present as well at Greenville, and I was surprised to find some absent. An 

example is the ability to impact school policies. None of the six stayers communicated an ability 

to influence school-wide policies, and most were not concerned that they did not have a stronger 

voice in this area. There is no formal mentoring program at the elementary school; however, all 

of the teachers talked about the informal mentoring that occurs. 

All of the teachers felt as if professional development or opportunities could be improved. 

One stayer referred to these opportunities as "bad." It was interesting to find this absent in a 

place where almost everyone praised the professional environment. 
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So there were significant, sincere accolades from the teachers about Greenville Academy, 

but there were also areas, which could be improved. I found that teachers certainly desire input 

and professional development and other important factors, but the stayers in my study seemed 

much more concerned about having input in the areas that directly affect them or their classroom. 

They did not seem overly concerned that the curriculum guides need to be updated since they 

could teach what they felt was best. The stayers seemed more concerned that they "perceived 

they were compensated fairly" over having a published pay scale. They reported that they felt 

supported by teachers as opposed to having a formal mentor. Also, I mentioned these missing 

elements because the findings reflect a high regard for Greenville even if the school community 

is not perfect. This is a real school with real people and improvement is always a reality. 

Characteristics of Greenville Stayers 

Decision to become a teacher. Each of the six stayers communicated that I had "always 

wanted to be a teacher" or had considered teaching "all my life." It was interesting to note that 

five of the six talked about experiences as a child or teen that affirmed at a very early age that 

education was right for them. Ms. Conner remembers, "I always wanted to be a teacher; just 

never wanted to do anything else. I guess since I was a little girl and played school, just loved 

and knew that's what I wanted to do. That's where my heart was." Her sentiment seemed to 

reflect the group of stayers' decision as to why they became teachers. 

Mr. Tyson reflected the internal debate he had in deciding to become a teacher. He came 

into the teaching profession after a successful 18-year career in business. However, the passion 

to teach was always there: 

I've felt like it's (teaching) always been in my blood; it's something I've always wanted to 

do ... because I had an engineering degree ... when I graduated in 1988, you know, I always 

thought I couldn't make enough money in it, you know, and back then when you first come 

out, it's all about money. But then ... you always think about your passion, and I've always 

loved the coaching, and I've always loved being around kids, and I thought it would be fun 

to teach math. I've always enjoyed, you know, my teachers and being around them, and 

they always had a great influence on me and then I just finally decided, hey, you know, I 

was going to give it a shot. 
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All six talked about knowing from a young age they wanted to help people and children. 

Moreover, all six had a desire at an early age to work with children, and five of the six realized 

this was best served as a teacher. 

Efficacy. Even though none of the teachers interviewed used the word efficacy, all six 

stayers in my study communicated some sense of making a difference, and most of the stayers in 

my study attributed their efficacy to the characteristics of Greenville. An upper school teacher 

described his effectiveness in this manner; "You get to see kids that don't know anything, teach 

them, and then watch them succeed. And I think seeing kids that are struggling through 

something ... everybody calls them the 'ah-ha' moments, but just that whole process of them not 

knowing, to struggling through it, to getting it. I love that." This young teacher considered 

quitting the profession because at his first school, he did not feel a sense of accomplishment. He 

recalls thinking about leaving the profession: 

I think after my first year of experience in the public school system, I was frustrated .. .I 

had no feeling of accomplishment. I didn't feel like I made a difference at all, and that 

really persuaded me or pushed me to pursue other options. And, I think that I've learned 

that it's really a matter of your environment and the school situation that you are in, 

whether or not you are going to enjoy it. .. given the right situation, you can make a 

difference. 

It is interesting to note that some of the stayers contributed their efficacy to their particular 

involvement like the above teachers, and three other stayers felt similarly. Five of the six felt the 

school characteristics, environment, or other attributes would impact their effectiveness as a 

teacher and, therefore, their satisfaction. 

However, one middle school teacher talked a lot of about influencing students in and 

outside of the classroom. His description of what he enjoys is 

I like just building relationship with the kids ... They are usually thirteen and fourteen 

years old, being in the gth grade ... and that's a difficult age ... And I just try to have an 

influence on them ... and, also not only in the classroom but outside the classroom, I try 

to bring in a lot of life experiences and talk to them about one day when they will be in 

the working world. 

This middle school teacher did not see his influence on students being tied to the environment of 

the school and thought he would have a similar impact at any school. 
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Ms. Hallman, an elementary teacher, receives great satisfaction in her students' 

achievements. She states: 

My job is more to inspire kids, to enhance their own strengths, not, per se, to spout off a 

lot of information. I want them to realize what they are good at and to figure out a way to 

strengthen what they are not good at. .. the satisfaction of feeling like you are teaching. 

That keeps you going; ... the job you are trying to do is being accomplished and that 

feeling of accomplishment is a big deal. 

She communicated a very direct correlation between her ability to "truly teach" and her personal 

job satisfaction. All six stayers felt similarly to Ms. Hallman. My study found that the six 

stayers all had very high personal efficacy. This idea to make a difference in the lives of 

students really seemed to be an overriding characteristic in my findings. 

Past consideration for leaving. All six stayers had a high level of commitment to 

teaching in that five of the six stated they planned to teach until retirement, and the sixth teacher 

had no plans to leave. However, what was surprising to me was that four of the six "seriously 

considered leaving the teaching profession" at some point in their career. One stayer was a 

teacher as a second career, and one stayer stated she had never considered anything else. 

All four stayers who stated they had seriously considered leaving the profession related 

their problem to the environment of another school where they were teaching at that time. Three 

of the four cited the feeling of not teaching and spending more time on paperwork and attending 

meetings. Those three felt these were factors of public schools. I provided a quote from Mr. 

Kyzer in the above section on efficacy that he thought was directly related to environment. In 

addition, Ms. King and Ms. Hallman commented that they were not going to return to the 

classroom unless they changed schools. Also, remember Ms. Hernandez's statement about 

professional community "because ifl didn't get a job at Greenville, I said I would work at Wal

Mart or Steinmart; I didn't care. So maybe I ... I mean, yea, I should say yes, because that was 

huge ... when I interviewed that year, that transition." 

This statement illustrates that committed stayers once had such significant thoughts of 

calling it quits, and if committed teachers had such thoughts, then it is not surprising such a high 

percentage of teachers throw in the towel. 

81 



Potential Influences 

Another fundamental question in my interview was "What may cause you to leave 

Greenville?" Even though none of the six stayers had any plans of leaving Greenville, and one 

jokingly answered "her death" would be the only reason for leaving, five of the six offered valid 

reasons for leaving. However, these could be categorized into two general responses

professional opportunity and financial need. 

Three of the six stayers stated professional opportunity as the number reason they would 

consider leaving Greenville. All three discussed the desire to move into some type of 

administrative position at some point in the future. None of these three stayers said they would 

leave Greenville for another lateral teaching position. All three of these stayers have five or less 

years of experience in teaching, so the lure of promotion was their key factor. One of the three 

stated that even with a move to another school, the overriding concern would be the impact on 

her family. 

Two other stayers who provided an influence in their decision to leave Greenville 

identified a significant change in their personal life, and they offered examples like moving to 

another city or loss of job by spouse. The loss of job by spouse may require taking a position at 

a public school with better salaries and better benefits. However, both of them stated no desire 

to leave Greenville and hope they don't have to do something "drastic." The sixth stayer, who 

has 3 7 years of experience in teaching, answered the question this way: 

You know what; I've thought of that a lot because I do not like hot weather. I have to 

admit ... but I wouldn't leave because of that. I mean, you know, I could probably move 

anywhere I want at this point in my life, but if I left Greenville, I would not teach 

anymore. Let's put it that way. Because I know that I will never find another school like 

Greenville. I said, to me, it's as close to Utopia as you are ever going to get in teaching. 

That's how I feel about it, anyway. 

Most of the teachers reported they enjoyed their time at Greenville, and the stayers had no 

intentions ofleaving; however, four of the six left it open for professional advancement or an 

unforeseen personal change. It seemed that teaches appreciated the environment that Greenville 

possessed for its teachers. 
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Leavers 

My study considered "leavers" as classroom teachers who did not continue to teach in a 

classroom at Greenville or another school. I interviewed six leavers who represented all three 

divisions and a range of experience in the classroom. All six of the leavers in my study are 

female. Table 4 provides some demographic information about the six leavers in my study. 

Table 4 

Demographics of Greenville Leavers 

Years Years at 

Teachers Division Experience Greenville 

Bradley Middle 3 2 

Denver Upper 22 5 

Diaz Elementary 19 9 

Henson Upper 12 ｾ＠ Ｒｾ＠

Sampson Upper 14 1 

Shuler Middle 10 7 

Highest 

Degree 

Bachelor's 

Master's 

Bachelor's 

Master's 

Master's 

Bachelor's 

Gender 

Female 

Female 

Female 

Female 

Female 

Female 

The six leavers in my study shared similar backgrounds, what they enjoyed about 

teaching at Greenville, influences on their career decisions, their plans, and other information. I 

will provide the findings for the factors that influenced them to leave Greenville, characteristics 

of these leavers, and their experience at Greenville. 

Influences to Leave Greenville 

All six of the leavers in my study remembered their time at Greenville with fondness. 

They recalled a great working environment with overall good relationships with all stakeholders. 

The leavers in my study left Greenville because of professional opportunities in other 

occupations. Most of these leavers did not set out with a plan to leave Greenville; it just 

happened. Leavers also left Greenville for personal reasons. Most of the leavers had a 

significant change in their family structure such as a divorce. Another significant factor that 

caused teachers to leave Greenville was financial hardship. In some cases, the financial hardship 
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was related to the personal situations these teachers were going through at the time of their 

departure from teaching at Greenville. 

Professional opportunities. I have discussed in the above sections regarding movers 

and stayers that other professional opportunities is a significant factor for all groups. Three of 

the six leavers stated that professional opportunities in the business world or at a college were the 

key factor in their decision to leave Greenville. All three of these leavers indicated that nothing 

would have kept them at Greenville. 

Ms. Diaz, a teacher for nine years at Greenville with 17 years total in the profession, had 

been involved with a startup business for a couple of years. In those years, the business had 

really picked up, and it needed more time. She recalled that she had never thought about leaving 

Greenville and would not have if this situation had not been so lucrative. Ms. Diaz remembers 

that process: 

Well, had never planned to, would have never left. But on a whim, two other people and 

I start playing with some (product) just for fun, and it actually turned into such a viable 

business that one of us had to stop doing what we were doing during the day, or one or 

the other things were going to suffer. .. So, I decided that the business opportunity was 

such that I just couldn't tum it down, so I took a leap of faith. It (business) was good for 

a while. 

Ms. Diaz talked about the money being attractive, but it was the challenge of seeing how far the 

business could go that was the biggest motivation. She stated there was nothing at the time that 

would have kept her at Greenville. Interestingly, Ms. Diaz spent four years in the business 

world, but returned to education as a media specialist. 

Ms. Bradley had a somewhat similar decision to make. She was an art teacher and went 

to teaching as a way to combine her passion and make a living. Ms. Bradley was not as adamant 

that nothing would have kept her at Greenville at that moment. She said "maybe a pay increase" 

might have, but she really wanted the opportunity to be more involved with her passion-art. 

She also added that her family life was likely to change soon, and this was the best time to 

venture into a new opportunity. 

I had the opportunity to open a business .. .I thought it would allow me to do my art and 

sell it, which is something I always wanted to do. I wanted to know if I could make 

money off it, and now I know I can't (laugh,) and I knew I was getting ready to start a 
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family, so I just tried something I always wanted to do. Then I did have my children and 

now (I'm) home with them. 

The third leaver who left the classroom for another professional opportunity did not go as 

far away as the previous two leavers. Ms. Denver's family had moved into the area five years 

prior to her leaving Greenville due to her husband's job. At that time she moved to the city 

Greenville's situated, the job she wanted was not available, but when it became available, she 

left Greenville. Ms. Denver was happy at Greenville, but stated that nothing at that point would 

have kept her at the Greenville and in her words the job was "too good not to take it." 

Professional opportunities outside of their classroom were the leading reason why the 

leavers in my study left Greenville. For Ms. Bradley and Ms. Diaz, it was an opportunity to 

pursue their passion of the subject matter, which both stated as the reason they went into 

teaching. For Ms. Diaz, the opportunity provided a chance to return to her first career

business. Opportunities, whether personal or professional, certainly influenced a majority of 

leavers and movers and would influence stayers at least in the discussions in my study. Leavers 

indicated that these opportunities were almost more personal than professional. 

Personal reasons. All the teachers whom I interviewed were very honest and candid; 

however, only one of the leavers was willing to share what I would classify as the most personal 

decision of the group. Ms. Henson had over 12 years of teaching experience and was completing 

her third year at Greenville when she felt she had to leave. The fundamental question to leavers 

was, "Could you tell me why and how you decided not to teach?" Ms. Henson answered, "Do 

you really want to know? I would go back to teaching now if I could, but the situation I'm in 

now I have to be very, very flexible because my kids are still at Greenville, so I drive back and 

forth all the time. I knew that I had to get divorced; I was in an abusive situation, and the only 

way I could figure out how to do it cleanly was to double my salary, and that is the only reason I 

got out ofteaching." I followed up the original question by asking, "You said two things there

personal reasons and then salary. Which was greater?" Ms. Henson continued, "I don't know, 

honestly. I couldn't have done one without the other. I had to find a job where I made enough to 

support my kids, keep them at Greenville, and provide benefits, and I couldn't do that teaching." 

Ms. Henson stated the only factor that would have changed her personal situation was the 

ability to double her salary. She knew she could not do that in education and looked for 

something else. She left Greenville for a job outside of education that kept her in a field that 
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allowed her to use her subject matter, that she was passionate about. She plans to return to the 

classroom when her children enter college. She commented, however, that teaching provided 

intrinsic rewards that her current job does not: 

They are both (teaching and sales) very demanding. You have no down time with either 

job, which is good. The thing is, with teaching you feel like at the end ofthe day, you 

helped somebody or worthwhile. If you're not careful, in this job, at the end of the day, 

you don't have that feeling. So what you have to do, to figure out, is even though you are 

providing something that is helping a patient in an operation or whatever, so you have to 

figure out how to make a difference. So, what I do is volunteer once a month for a long 

weekend in a third world country because that's the only way of getting that feeling back. 

A second leaver also discussed personal reasons when she left Greenville. At the time 

when she left Greenville, she wanted to finish her doctoral program and felt she could not do 

both. However, almost four years after that decision, Ms. Sampson supported that teaching at 

the high school level, was not a good fit for her. She admits that it was her first experience at 

that level and many issues would have improved with time, but she felt "overworked" and in that 

environment did not "enjoy" teaching. In fact, she stated that only "financial hardship" would 

bring her back to teaching at the high school level, and she would only teach at an independent 

school if it was part-time. Ms. Sampson stated that she would love to be near a large university 

so she could teach some and take classes. She seems to really enjoy the subject matter, but the 

demands of multiple classes and so many students, took away that passion. 

Financial hardship. The sixth leaver was very direct in that only more money would 

have kept her in a Greenville classroom, or any classroom for that matter. Ms. Shuler stated: 

Okay, one word is why-money! Because I could teach in private schools, and my kids 

could go there, but I still didn't make enough money to take care of my kids. Three, I 

had a husband who had a decent job, but I didn't have enough money to pay my bills at 

the end of the month. I HAD to leave. I was forced .. .I did not have choice--plain and 

simple. 

Ms. Shuler talked about money, but her explanation raised several other issues. It 

appears to me she did not feel she was being treated fairly in regards to extra-curricular duties 

and pay. It also seems she felt she was worth more than her salary. In a different question 
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specific to salary she stated simply, "no" her salary was not compensated fairly. The issue of 

money certainly seemed to be somewhat of a professional concern. 

Secondly, this issue of money was personal in multiple ways. Soon after leaving 

Greenville, Ms. Shuler's marriage ended with a divorce. It was unclear if the influence for a 

higher salary and the divorce were connected, but her personal situation certainly keeps her away 

from the classroom. Ms. Shuler talked about her job now and how it relates to teaching: 

I'm a teacher still. I just teach grown people who have a lot more education than I, who 

think they are smarter than everybody else, and some of them are. And they don't pay 

attention, just like the kids, and they are "smart alexs," just like the kids. (Laugh) ... Let 

me think. I make five times what I made at Greenville, FIVE times. I have a car paid 

for, free gas, free insurance, free maintenance. I don't pay anything for medicine for me 

or my family. It's 100% free ... I have been all over the country to meetings and seen 

things I had never seen. And this might help you with what you are trying to do here. 

One reason why I like my new job is that it is a constant challenge to learn new things. 

We are constantly studying and reading, and taking tests. We have to present, skill days; 

it's a constant push to be better. .. but you have to be held accountable, and that's the 

difference, I think. 

Interestingly enough, even with those significant issues, Ms. Shuler enjoyed her time at 

Greenville, would have never left, and would go back right now if she could. She stated in a 

comedic tone, "Yeah, if I would have made more money, I would still be there right now. If I 

win the lottery or marry a rich man, I'm going back." 

Characteristics of Greenville Leavers 

Decision to become a teacher. It was interesting to note why teachers went into 

teaching regardless of their classification as a mover, stayer, or leaver. Stayers were more likely 

to have always considered teaching than movers who entered more likely as a secondary thought. 

However, another interesting finding of my study was that leavers enjoyed their teaching subject 

and the idea of teaching. Four of the six leavers talked about the desire to share their subject 

material with others as the leading reason why they became teachers. Only one leaver choose 

teaching by default, but even that leaver had always thought about teaching because her parents' 

involvement with education. 
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I have already discussed Ms. Bradley's desire to combine art with making a living and 

finding teaching to be an appropriate mix, but Ms. Henson discussed her passion as well: 

I loved (subject). After some of my upper level (subject) classes (in college), that's when 

I decided I wanted to teach. I wanted to keep going. My dad was an educator and sat me 

down and said, 'with your biology degree you can either wait tables, get a teaching 

certificate, or you can continue with your masters.' At that, time I didn't want to go back 

to school, so I went in to teaching and I loved it, because I loved the subject matter. 

Ms. Sampson talked about her desire to share her love for (subject) with others and, in fact, still 

does that at the college level. Ms. Denver shared that teaching was a way for her to continue her 

art and have a reasonably secure living. 

These four leavers who stated they went into teaching because of their passion for the 

subject matter found that the high school level was not what they were looking for in a career. 

Again, all four decided to leave the classroom, but not their subject matter, as all four continued 

in some way to share their love of a subject matter. 

Efficacy. All six of the leavers were able to quickly answer the question of whether they 

made a difference in the lives of students. All six talked about assisting students or families in 

achievement and life. Ms. Denver recalls her abilities to connect with all types of students: 

I always felt what I do best is to identify what students' talents are and help them do their 

best work. Sometimes that meant giving students an opportunity to really just achieve 

something remarkable by getting out of their way ... Then there were a number of students 

who were not academic stars and had specific difficulties with learning, rather they were 

diagnosed or not. I think I was able to make them aware of what they needed to do to 

overcome what was kind of in their way. 

Ms. Diaz talked about how she was different from other first grade teachers at Greenville 

and how she had the confidence to help students. 

(Of) my direct first grade colleagues I was the tough one, ... but that was a compliment to 

me. I made no excuses, and I made no apologies ... You have to know when to quit, and 

you have to know when you are frustrating a child, but you have to push them, and you 

have to expect their best, and if you don't your not serving that child. My influence on 

student achievement? It was the only way they were going to achieve if I influenced 

them. 
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The high expectations she had were not just for her students, but also for herself. Ms. Diaz 

talked about working 24/7 and that her car was always there. She also talked about the 

encouragement that she received from parents and administrators on the job she was doing. All 

of these factors seemed to create a very high personal efficacy for her. 

Ms. Shuler talked about the ability to keep the end goal as priority and the ability to teach 

middle school students in an affective way: 

Well first of all, I kept the goal in mind at all times. I'll give you an example. There 

might be a teacher that says, If you do not have a pencil, you are going to get a zero. And 

when they don't have a pencil, it's this big ordeal that takes three to four minutes to 

resolve. It's negative, and it is wasting time when people could be learning .. .I learned 

two things about middle school, one is they can only focus ten minutes, on one thing. So 

I'm constantly, throughout the class period, changing what we were doing. We may not 

complete anything until 3 days later changed every ten minutes, and we may not get 

anything completed for 3 days ... And the second thing I learned is you can't teach every 

kid the same way. Within a classroom, there are people who learn better by listening, 

people who learn better by touching, doing; everybody learns better by doing. So, I 

would vary my activities. 

These teachers had a very high sense of efficacy. In the interview with the school's academic 

dean, she commented that most of the leavers had a very high level of confidence, even "cocky." 

The academic dean stated that's not a bad thing usually to have confidence, and in the case of 

these leavers, they were highly effective teachers. In fact, she commented that four of these 

leavers were "outstanding teachers and even though a couple of them were more difficult to deal 

with than the majority of the teachers (at Greenville), they were excellent in the classroom." She 

also noted that the other two leavers would have been good teachers "if they had stayed with it." 

Impressions of Greenville Stakeholders 

Leavers in my study shared similar reasons as to why they went into education and in a 

very general regard similar reasons as to why they left Greenville. However, the leavers in my 

study had a much different perspective on certain aspects as a teacher at Greenville than the 

stayers and even the movers in my study. My study found that leavers had the widest range of 

experiences while teaching at Greenville. 
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Teachers. Leavers in my study were less likely to be complimentary of fellow teachers 

than the movers and stayers in my study. Ms. Denver felt she had a fundamentally different 

philosophic approach than the average Greenville teacher. In fact, when describing the values of 

she and other teachers at Greenville she stated, "I would say on the whole probably not (sharing 

same values). There were not very many, a few, that I felt we shared the same core values, but 

for the whole, I always felt that my take on education was significantly different." Ms. Bradley 

talked about the constant struggle she felt with veteran teachers. She admitted it might have 

been that she was an alumna, and some of her colleagues were former teachers, but she felt she 

was an adult now and, at times, did not feel as if she was being treated as one. 

Ms. Sampson shared at length her observations on how she and the rest of teachers at 

Greenville differed. 

"Values" is a loaded word. Most of my colleagues seemed very black and white, 

very objective, and I understand that high school is a place to groom students to accept 

responsibilities in the future and to grow into ethical adults. 

When I was interviewed for the position and administrators were talking of 

responsibilities, they warned me about the first year and how difficult it is to come up 

with lesson plans, etc. But they also encouraged me by telling me how much easier it gets 

through the years, that one can almost plan to the date what he or she will be teaching. I 

was sort of appalled, thinking how utterly boring and out-of-date a teacher would have to 

be to teach the same thing year after year after year. But I also figured there must be 

something to it as Greenville was graduating the area's best and brightest students. That 

incident has stood in my memory; I think it illustrates the resistance to change that many 

of the teachers at Greenville exhibited. 

So were our values similar? I feel like we all wanted students to grow 

academically and morally. Did we have the same academic and moral compass? I don't 

think so. 

Parents. All of the six leavers talked about the apprehension they had when arriving at 

Greenville in regards to parents. Most shared it was not as bad as they thought, but all talked 

about how the parental involvement was "too much." Ms. Diaz shared that she knows parent 

involvement is critical for a successful school, and she knows that the parents at Greenville mean 

well, but at times, it impeded the growth of their children. 
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Ms. Shuler said that after her first year and the parents being too involved, she 

completely restructured her assignments. 

At first, I couldn't stand it (parental involvement). (Laugh) ... They wanted their child to 

make straight A's, and they didn't let their child be independent ... They didn't give them 

any independence to learn that if they don't do things the right way you get points taken 

off. Or if you don't do things on time you get a bad grade .. .I had people stand before me 

and say, "WE studied and WE made a B," but I was like, "WE did not take the test." 

(laugh) And it's okay. Your child is not perfect. 

Ms. Henson's recollection of parents was very similar: 

I think the parental involvement is strong, and I think that's one of the reasons a lot of the 

students excel because they have the support of their families. HOWEVER, I have never 

taught where the parents were so completely overbearing and controlling, and that drove 

me completely nuts. And at that time, I didn't understand that when a mother calls you 

and asks why her son get a 97 and someone else got a 99, you said, "Sorry should have 

studied harder." ... There are a handful of moms in my mind that will never go away. 

Interestingly even, Ms. Sampson had a totally different perspective on Greenville parents 

in the same division and almost at the same time as Ms. Shuler and Ms. Henson: 

Unfortunately, there was apathy among parents as well. I only wish those parents who 

gave all of that time and energy to football and basketball and other outside activities 

would have given just a little of that same energy to reading his or her child's homework 

or essay assignment. 

Students. Movers remembered Greenville students as the best they had worked with, 

especially academically, and stayers thought highly of students as well. Leavers in my study 

seemed to have varying views of the students. One leaver thought the students were excellent, 

but four leavers did not give the across the board high praise for Greenville students. Ms. 

Denver probably represented the norm in her comments: 

An interesting combination of those who were almost too serious and studious and 

several who I felt weren't that they really wanted to learn so much as they wanted to get a 

grade. And that letter or number was everything, but the journey to get to that place was 

of less importance to them. I would say the latter probably outnumbered the former, but 
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the kids who fell in that former group were the most brilliant, creative minds I have ever 

dealt with of any age, really remarkable people. 

Ms. Shuler summarized her recollection of students "For the most part, I taught AC (accelerated, 

honors), and they were usually prepared. The other classes, at times, wouldn't be just like any 

other kid in a school." 

Summary of Greenville Leavers 

The six teachers I interviewed who were defined as leavers were all female but 

represented all three divisions in the school and various years of experience. Three of the six 

leavers identified professional opportunities as their main reason for leaving Greenville. The 

other two factors were personal reasons and financial hardship. Almost allleavers in my study 

entered the teaching profession because they enjoyed their subject area. This passion remains 

with all six as they all are back in education or plan to retire in education at some point. The 

leavers enjoyed their time at Greenville even though they had varying opinions about the 

stakeholders. Ms. Bradley talked about the school she attended as a student and a teacher: 

Having gone to school there my whole life, I was very comfortable there. A lot of 

teachers were there when I was there when I was growing up. I loved the way the school 

was run. I loved the kids. The parents were very involved with the children. I liked the 

(subject) program. We had good administration. 

All of the leavers commented several times about the autonomy they experienced at Greenville 

similar to Ms. Henson: 

I liked the fact I felt like I could teach what the students needed to know to prepare them 

for college rather than just sticking to a curriculum that someone else wrote that has no 

idea what these kids were going to be in for in college. That was one of the things I liked. 

All six leavers seemed very content with their decision to leave Greenville and happy with the 

career they now have (See Appendix G for a summary of responses from leavers.) 

Summary of General Findings 

Greenville Movers 

The six movers from Greenville that I interviewed indicated three primary reasons for 

changing schools. Three movers indicated that the school they were moving to represented a 

better philosophical match, either for them personally or professionally. These movers were 
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very dedicated to teaching and were relatively happy at Greenville, but not completely satisfied 

staying long term. Two movers stated the key factor for them in changing schools was the 

potential for professional opportunities to advance their careers outside the classroom. They 

both changed schools because they felt as if a change would advance their careers more quickly. 

The last mover was completely happy and would have stayed at Greenville, but needed better 

insurance and retirement and, therefore, took a teaching position with the public sector. 

It was interesting to note that four of the six movers went into education as a second 

career. One of the remaining movers had actually left education to work at a church. The 

movers in my study had taught on average at four schools and changed schools every 4.1 years. 

This was very different from the stayers at Greenville who had on average been at two schools 

and changed schools every 10.6 years. It seemed the movers in my study enjoyed teaching but 

were not dedicated to staying in the classroom. 

Greenville Stayers 

The six stayers in my study listed several reasons as to why they remain at Greenville. 

However, there were a few that seemed to be consistent-autonomy, environment, and family. 

All of stayers talked about how much they enjoyed the autonomy they had in the classroom. 

Teachers who had been in the public sector noticed and appreciated this factor, and this seemed 

to create other benefits. Teachers felt they could better meet the needs of all students because of 

the autonomy. A few teachers talked about the trust they felt due to the autonomy and, therefore, 

were willing to go the extra mile. All of the stayers identified the positive environment at 

Greenville and how nice it was to work with professionals and with students who wanted to 

learn. Four of the six stayers commented that their family was a key factor keeping them at 

Greenville. These four talked about how they enjoyed teaching at the same school their children 

attended or did attend. One teacher stated Greenville was the reason she stayed in the area; it 

had become her family. 

The stayers in my study had several similar characteristics. All six talked extensively 

about how they had always wanted to be teachers and how much they enjoyed teaching. 

However, the majority had given serious consideration to leaving the teaching profession prior to 

arriving at Greenville. Three of the six stayers said they had no plans to leave Greenville, and it 

would take a highly unusual and unexpected factor to influence them to leave. The other three 

stayers indicated they would consider leaving for professional advancement in education. All 
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three had desires to one day be in educational leadership. All of the stayers saw significant 

weaknesses at Greenville such as professional development, published pay scale, or formal 

evaluation. However, all ofthe stayers were happy and had no immediate plans to leave. 

Greenville Leavers 

I interviewed six leavers in my study. These six teachers decided to leave the classroom 

for other opportunities. All six leavers had personal reasons for leaving, but three of the teachers 

indicated their decision was for another professional opportunity that better fit their preferences. 

In addition to the three who cited professional opportunity, two leavers stated that personal 

factors influenced their decision. The last leaver also left for personal reasons, but those reasons 

were marked by the need to increase her salary. 

All of the leavers reported that they enjoyed their time at Greenville, and of the three 

groups, the leavers spoke most highly of Greenville. Five of the six leavers had a strong passion 

for teaching and their subject matter. Even though significant professional opportunities or 

personal issues led the teachers away from Greenville, all six have plans on retiring in education. 

94 



CHAPTER FIVE 

ANAYLSIS CONCLUSIONS 

Introduction 

This chapter provides analysis on my case study based upon the current literature review, 

suggestions for further research, and asserts a few practical implications for school leaders to 

consider. The purpose of this dissertation was to explore teacher mobility in one independent 

school context. With research showing that teachers are influenced many factor such as a 

school's characteristics, salaries, and job dissatisfaction, understanding teacher mobility is 

critical (Hanushek et al., 2002; Harris & Adams, 2007; Liu &Meyer, 2005). My study explored 

factors that influenced teachers at one independent school that moved to other schools, stayed at 

this school, or left the teaching profession. 

My study found that philosophical approach, school environment, teacher commitment, 

and professional opportunities had the greatest influence on teachers at one independent school. 

Teachers in my study frequently changed schools in attempting to work at a school that had a 

similar personal and professional philosophical approach. Teachers also remained at their 

current school if they perceived their school environment was satisfactory. Most often for 

teachers at this independent school, the autonomy they received to teach in their classroom was 

most significant. My study provides several contributions for school leaders. Since my study 

and all the teachers interviewed taught at an independent school, there are several conclusions 

for independent school leaders to consider. However, all but two of the teachers interviewed had 

been at other schools prior to their time at Greenville. The conclusions drawn from my study 

may be applied to independent schools or public school leaders as well. 

Philosophical Approaches 

The literature found that public school teachers move from one school to another based 

upon school characteristics, salary, and professional communities (Elfers et al., 2006; Guarino et 

al., 2006; Harris & Adams, 2007; Liu & Meyer, 2005). The literature on independent school 

teachers found teachers move to other schools primarily due to personal reasons and usually 

those personal reasons were outside the control of the school (Gow, 2005; Liu & Meyer, 2005; 

Pugh, 2003). My study found the most significant factor that influenced teachers in all three 
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groups was finding the right philosophical match for them. This philosophical match includes 

both personal and professional values. The literature regarding public and independent schools 

found very similar conclusions (Berry, 2004; Gow, 2005; Weiss, 1999). The literature found that 

schools should seek after teachers who can best relate to its students and its mission (Berry, 

2004). Gow's (2005) study of independent schools found that teachers were most likely to stay 

at schools with high teacher autonomy, teacher commitment, and teacher collaboration. It is 

important for schools to know what their core values are and be able to communicate those. 

Greenville had very little turnover, but a few teachers left because the values of teachers, parents, 

students, did not match theirs. The literature and my study suggest that it is imperative to attract 

teachers who share those same values. 

School leaders can hire teachers with pedagogical approaches that the school desires, but 

my study revealed that personal philosophical approaches are important as well. The literature 

review on public school teachers did not find personal reasons as a significant influence; 

however, the research regarding independent schools found personal reasons as the number one 

factor for teachers to leave an independent school (Gow, 2005; Pugh, 2003). These personal 

reasons were most often a change in family structure, a feeling of more personal satisfaction with 

another opportunity, or admission to graduate school. This certainly seemed to be true for four 

of the six movers and five of the six leavers in my study. These personal reasons are outside the 

control of the school leadership, and the literature and my study support this conclusion (Harris 

& Adams, 2007). Three of the movers in my study stated the school environment as not being a 

good personal match. Teachers in my study wanted to teach in the same school their children 

attended. Mr. Stevens in my study was influenced by personal preferences; he really liked 

Greenville, but thought another school was a better fit for his family regarding political and 

social issues. Again, it does not seem important what the approach or personal issues are, just 

that they match the school. The influence of finding a right personal match to teach in that many 

of the teachers in my study communicated was very similar to the conclusions in the literature 

(Berry, 2004). Berry (2004) found teachers who were from urban areas were more likely to stay 

at their urban schools, because they personally related to the students and schools. Berry (2004) 

concluded that school leaders should purposively recruit teachers based upon their personal 

backgrounds. 
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School Environment 

One statement in the literature was "all things being equal, teachers will take the higher 

salary" (Harris, 2007, p. 293). As we know, schools are not equal. School leaders can influence 

certain aspects of the school environment (Brown, 2005). The literature found that the school's 

environment has a significant influence on teacher mobility (Hanushek et al., 2002; Harris & 

Adams, 2007; Ingersoll, 2003; Krieg, 2006). The literature found that the socioeconomic level 

of students, conduct of students, professional community of the staff, and other components of 

the culture and environment of a school influences teachers (Elfers et al., 2006; Harris & Adams, 

2007; Liu & Meyer, 2005). My study suggests that teachers are greatly influenced by a school's 

environment as well. Many of the teachers that I interviewed stated they would have left the 

profession if they had not gotten into another environment or would not teach if they had to go 

back to a certain environment. However, the teachers in my study did not talk about unsafe 

negative environments, low social economic levels, bad neighborhoods, or lack of resources as 

most often cited in the literature (Harris & Adams, 2007). 

My study suggests the biggest difference in the teachers who taught in public schools and 

Greenville is the autonomy teachers had at Greenville. Teachers, regardless of group, stated this 

one factor would keep them out of public schools. The literature review did not consider teacher 

autonomy at great depth. Most of the discussion in the literature about teacher autonomy was as 

a component of the professional community (Hausman & Goldring, 2001). Weiss (1999) in an 

older study found that teacher autonomy promoted higher morale, but not a lot of studies have 

been done regarding this topic specifically. However, the literature regarding independent 

schools did find that teacher autonomy was a significant factor in teacher retention (Gow, 2005). 

Teachers in my study when talking about the autonomy they had, also talked about the support 

they needed. My study suggests this autonomy should not be given out without support. 

Teachers in my study discussed the great support they received from administrators and fellow 

teachers. Greenville does not have a formal mentoring program, but the vast majority felt they 

were given everything they needed to be successful. Teachers who felt valued and knew whom 

to turn to for advice or support communicated the fine line between autonomy and isolation. My 

study found teachers felt the school had very high expectations for them, but because of the 

autonomy and support, this came across as trust not pressure. Many of the stayers in my study 

felt the environment at Greenville would be too "loose" for an inexperienced teacher, and one 
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leaver agreed with that idea. The assistance teachers in my study needed is similar to the 

research that emphasis the need for formal support systems for teachers, which was very 

prevalent in the literature (Angelle, 2006; Hausman & Goldring, 2001; Henninger, 2007). My 

study supports the literature, which suggest that isolation of teachers will create apathy and 

ultimately turnover. 

Commitment over Efficacy 

The literature suggests teacher commitment directly correlates with a teacher remaining 

at his or her current school and in education. The literature found that teachers remain at their 

current schools, if they are committed to their school (Firestone & Pennell, 1993; Ruhland, 

2001 ). There are a number of studies focusing on teacher commitment, and exploring ways to 

foster teacher commitment. My study supports the literature review regarding teacher 

commitment. However, my study found the most important factor in teachers remaining in the 

classroom was that they had always had a desire to be a teacher, and they were committed to the 

profession. If they had plans to remain at my site school, they were equally committed to the 

school. The movers were equally committed to teaching as the stayers, but not at my site school. 

The movers considered a better philosophical match, as stated above, but they had no plans of 

leaving the profession. However, the leavers were not committed to teaching or the school. 

The literature suggests that teachers who are committed to their subject matter will also 

remain in the classroom (Day et al., 2005). However, my study suggests that those teachers are 

committed to their subject matter may find other occupations that are in their field of study. An 

example from my study is a biology teacher, who was very committed to biology, took a job 

with a pharmaceutical company and was able to use her science background in a different 

profession. Many of the leavers in my study were very passionate about their subject matter, and 

continued to use their background, but they left the classroom. 

The literature suggests that teachers with the highest sense of personal efficacy will stay 

in the classroom (Henninger, 2007; Ruhland, 2001). The literature defines efficacy as the idea or 

perception that teachers have on the results of their students or schools, and personal efficacy 

was the way teachers approach their role in the classroom, including a willingness to overcome 

sit backs in the classroom or school (Henninger, 2007). The literature finds that teachers who 

remained in the classroom, and even remained at their current school, reported to have a positive 

influence on the classroom. The literature found that teachers with a high sense of efficacy 
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overcame many obstacles at their current school such as student discipline and low salaries 

(Henninger, 2007). However, my study did not support this finding. All of the teachers I 

interviewed were able to communicate a pretty high level of personal efficacy. In fact, the 

leavers seemed to have the highest efficacy within my study. My study found that the stayers 

had always wanted, or considered, teaching. It did not seem to be important when they decided 

to go into education even if it was as a second career, as long as they had always had a passion 

for teaching. 

Many of the stayers talked about their passion were to help others and that education was 

the best way to accomplish that personal goal. This was really similar to the findings of movers 

and leavers. The movers felt they had a personal effect; it would just be better served at another 

school. The leavers felt they were still great teachers, just in another field. The leavers also 

found other ways to satisfy their high sense of efficacy such as volunteering or teaching Sunday 

school. 

The literature suggests that the commitment and efficacy of a teacher are important 

indicators in determining if a teacher will remain in the classroom. My study suggested that a 

teacher's commitment to being a teacher is the most predictable factor in determining if the 

teacher will remain in the classroom. A person with a high sense to help young people may have 

led them into education, but if a more lucrative position comes available, or if personal situations 

change, a person's efficacy will not keep them in the classroom. Leavers in my study recalled 

having a very high sense of efficacy while they were teaching, but it was not a strong even 

reason to keep them in the classroom. My study found that teachers do have a high sense of 

efficacy, but there commitment to being a teacher is a more significant factor in keeping them in 

the classroom. 

Professional Opportunities 

The literature review discussed professional opportunities in regards to job satisfaction, 

salaries, and teacher quality (Guarino et al., 2006; Krieg, 2006; Liu & Meyer, 2005). The 

literature found that teachers who were not satisfied with being a teacher left for other 

opportunities (Johnson & Birkeland, 2003; Liu & Meyer, 2005), but my study found that leavers 

and movers were satisfied teaching. The decision was influenced by a perceived greater 

challenge, or a change in personal situations, and the leavers in my study felt they had to take the 
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opportunity. My study suggests that all three groups of teachers were greatly influenced by 

professional opportunities. Some of these were outside of education, but many were not. Three 

of the six leavers, and two of the six movers in my study stated professional opportunities were 

the most significant factor in their decision to leave my site school. The remaining three leavers 

cited professional opportunities assisted them in resolving the most significant factor-- a change 

in their personal situation. My study found that salaries were only a significant factor when a 

teacher's personal situation changed, and again, the teacher felt they had to change to support his 

or her family. 

The literature provided a significant amount of research concluding that quality teachers 

are leaving for the lure of other professional opportunities (Henke et al., 20001; Krieg, 2006). 

The administrators and teachers interviewed in my study did feel like many of the teachers who 

left my site school were excellent teachers and highly motivated. However, neither the 

administrators nor teachers felt like there was any difference in the "quality" ofleavers versus 

stayers. 

Three of the six stayers in my study stated they would consider leaving their current 

school for a better professional opportunity. All three of these stayers, stated that the most likely 

opportunity for them was an administrative position. They also stated that they wanted to be 

challenged with a new opportunity so they would not become complacent. All three stated they 

hope the opportunity would occur at their current school to avoid making a change. 

Factors not Found 

In the previous few pages, I have set out the factors that were present within my study. 

However, there were a few prevailing factors in the literature that did not surface in my study. 

As I mentioned briefly above, the teachers in my study were not overly sensitive to the influence 

salaries had on their careers. The literature suggested that public and independent school 

teachers were influenced by salaries (Gow, 2005; Hanushek et al., 2002; Harris, 2007). The 

teachers in my study reported to make a personal decision that salaries was not going to be a 

factor, and that they wanted to teach. The teachers knew going into the profession that they 

would not make a significant salary. However, in at least one mover and two leavers, salary, or 

benefits, was the key factor in their departure from Greenville. All three of those teachers did 

not want to leave, and saw their personal situations as the key factor and not just the money. The 
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sample of teachers in my study may be atypical in regards to their decisions not being affected 

by salaries. Most of the teachers in my study had been in public schools, or other industries, 

where they were making higher salaries, and made a decision to take their current position 

knowing they were going to make less money. So inferences from my study should be made 

with caution. 

The literature regarding professional communities found that formal mentoring programs 

were significant in creating environments that assisted in retaining teachers (Angelle, 2006; 

Hausman & Goldring, 2001; Henninger, 2007). The literature reported several effective forms of 

mentoring for teachers, and provided this was very important. The teachers in my study did feel 

that support was essential, but most of the teachers did not participate in a formal mentoring 

program at Greenville. The teachers felt it was more important to have a colleague or an 

administrator to ask when they had questions. All of the teachers in my study who had taught at 

Greenville felt supported, but only one reported that the formal mentoring program was 

particularly helpful. 

The literature also mentioned the importance for teachers to play a significant role in the 

decision-making of the schools, such as practices and policies (Berry 2004; Hausman & 

Goldring, 2001; Liu & Meyer, 2005). The literature found that if teachers were given more 

ownership, opportunities to collaborate, and voice their concerns the more committed teachers 

would be (Liu & Meyer, 2005). However, the teachers in my study were not interested in the 

playing a significant role in the policies of the school, unless they directly impacted their 

classroom. The teachers in my study were much more concerned about the autonomy they 

received to teach in their classroom in the manner they saw best. The only time the teachers in 

my study reported they would want to have a voice regarding practices or policies for a school

wide issue was if it might change the mission or focus of the school. 

Suggestions for Further Research 

My study has certain limitations, just as any other study. My case study included a 

number of teachers, but not all teachers were interviewed, and so my findings would be limited 

to those movers, stayers, and leavers that were interviewed. Also, my case study involved only 

one independent school. All 18 teachers I interviewed had taught in at least one other school, 

and this allowed for some assertions to encompass more than just Greenville. Yet, generalization 
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from Greenville to other schools should be cautious. Teachers at Greenville made a choice to 

teach there, and therefore knew they would make less money, have less benefits, and have more 

autonomy. 

The literature review and my findings provide enough support that more research 

regarding teachers at independent schools should be considered. The literature included data 

regarding independent schools (Ingersoll, 2001), but only a few studies (Gow, 2005; Pittman, 

2003; Pugh, 2003) looked solely at independent schools. Pugh's study included the most 

independent schools, 340 aggregate, but that would represent less than 2% of all independent 

schools. It would be helpful to take my findings and compare them to other independent schools. 

This could be accomplished with a questionnaire of multiple independent school teachers and 

leaders through the Southern Association of Independent Schools database. Also, more 

interviews could be done with other independent schools and their teachers and administrators to 

determine what factors influence those teachers. 

Additionally, further research should be considered with independent school leaders who 

have low teacher turnover rates. Henninger suggested that we should study schools with low 

turnover rate to "better understand teachers who stay in the profession" (2007, p. 126). The 

literature provided a few studies that looked at independent schools' data, but with very little 

purposively selection (Kane, 2003; Pugh, 2003). A study that visits school leaders at 

independent schools that have low teacher turnover rates may serve meaningful. Pugh (2003) 

reviewed data from schools in the New England region, and Pittman (2003) studied data from 

boarding schools, but there was not a study regarding teacher mobility at one school. My study 

included a school that is situated in an area with very few other independent schools. A study in 

a metropolitan area would be very beneficial since teachers in those regions would have multiple 

options of independent schools to consider. Also, as mentioned above in this section, the 

literature was very limited regarding teacher autonomy. Weiss (1999) had found that autonomy 

is very important for teachers, but there has not been a lot of research specific to the affect of 

autonomy. It is worth considering what constitutes a professional community, a learning 

environment, and other factors that may tend to retain teachers, such as teacher autonomy. 

The teachers in my study enjoyed autonomy within their classroom, and this autonomy 

was a strong factor in retaining them. More research should be done to see if autonomy is 

important to other teachers as well. Given the current accountability climate of mandated 
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curricular standards and assessments in which teachers are losing autonomy in the classroom, 

this may be important way to retain teachers in independent schools. 

Career decisions are a complicated issue. People have different preferences and goals. 

School leaders have a daunting task to attract, retain, and develop quality teachers. My study 

provides a few considerations. Schools can't keep everyone-sometimes, personal preferences 

and issues arise, and no one can see them coming, not even the teachers. However, I think we 

can do better in not just our independent schools, but also our public schools, but we have to 

attract the right person and create the right environment if we are to make any changes in teacher 

turnover rates. In the following section, I propose a few considerations based upon the literature 

and my study for school leaders to consider. 

Implications for Practice 

My study provides a few implications for school leaders in regards to teacher retention. 

My study found that teachers are in pursuit of finding a school that matches their professional 

and personal philosophical approach. My study suggests that if a school wants to retain teachers 

it must hire teachers who share a like-minded philosophy, as the school possesses. However, a 

concern for hiring like-minded teachers is that it may reduce the diversity among faculty and 

ultimately at the school. In this regards, diversity would comprise social-economic backgrounds, 

ethnicity, worldview perspectives, teacher training programs, and other characteristics that may 

expose students to a broader experience. School leaders are likely to increase teacher retention 

rates if they hire like-minded teachers, but leaders need to make sure they do not make a school 

too homogeneous. The National Association of Independent Schools and most in independent 

education are trying to increase diversity among teachers and students at their schools. School 

leaders must make sure they do not insulate their communities from the global world by hiring 

one type of teacher. 

My study suggests that school leaders should consider the school environment. The 

environment consists of many factors such as student conduct, parental involvement, and 

administrative support to teachers. However, the school environment should also include the 

culture in which the teacher operates, and in the literature this most often is referred as the 

professional community (Elfers et al., 2006). In fact the literature has suggested more should be 

done to examine how school communities can be sustained (Hausman & Goldring, 2001). 
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Teachers in my study described the two most significant components of the school environment 

being a single purpose and the autonomy they were given in the classroom. The stayers in my 

study enjoyed that the entire school had a common purpose, and this has a lot to do with my first 

consideration-philosophical approach. However, it goes deeper in to the daily functions of the 

school such as discipline, agenda for faculty meetings, and school improvement plans. At 

Greenville, the entire school was working towards college preparatory education. This idea of 

being mission-driven seems to be a motivation force at magnet or charter schools. The school 

states, we are going to accomplish "x," and everyone works towards "x." 

The other significant factor that teachers enjoyed about their school environment 

compared to other setting was the autonomy they had in the classroom. The consideration for 

autonomy may sound as if it is intended only for independent school leaders. Yet, I would 

suggest all school leaders should consider this point. National standards make sense to guarantee 

uniformity and consistency; however, is it impossible to believe that every third grader in 

America needs the exact same thing, at the exact the same time, for exactly the same period of 

time. I confess this is an overstatement, but the teachers in my study repeatedly talk about how 

much more effective they were as teachers when they had the autonomy to adapt to the needs of 

their students. My study would suggest that school leaders must find appropriate ways to 

provide the classroom teachers with more autonomy. Teachers in my study stated that the level 

of autonomy they had within their classroom, communicated the high level of trust the 

administration and school leaders had in the teachers. Teachers enjoyed the autonomy to meet 

the needs of their students, but this perception of trust also increased the perception of the 

professional community at the school. School leaders must make sure that teachers are 

supported, visited within the classroom, and have peer advisors. The teachers in my study felt 

that the autonomy the administration gave to them conveyed a high level of trust and 

expectation. The teachers in my study felt like they were treated much more like professionals 

than they had been treated in the public sector. School leaders should not abandon teachers in 

the name of autonomy. The teachers in my study stated the support from administration was 

vital considering the autonomy they were given. Teachers still need support from 

administration, they need the opportunity to collaborate with colleagues, and inexperience 

teachers in particular need a mentor. However, teachers in my study consistently reported 

having the right balance of guidance and autonomy that allowed them to be the most effective. 
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My study also found that teachers were not as concerned with influencing school-wide 

policies as they were with those policies affecting their classrooms. Teachers did not care what 

color shirt was going to be part of the dress code, or even if there was a dress code, but if 

curriculum or instructional issues were discussed, they wanted to make the decisions. Teachers 

in my study who spent time in public schools, spoke very favorably about not having to attend so 

many meetings so they could have more time to prepare for class. Several teachers who had 

been in the public school system reported feeling renewed by not having to spend so much time 

on non-teaching responsibilities. 

School leaders should consider why teachers decided to go into education when 

recruiting potential teachers. My study suggests most teachers have a high sense of efficacy, but 

that's not enough to keep teachers in the profession. This sense of helping others must be 

accompanied with a high commitment to the teaching profession. My study would also suggest 

that teachers must have more than just a passion for their subject matter. Most leavers in my 

study found other opportunities, usually with higher salaries, to pursue their subject matter. 

School leaders will have a better chance to retain teachers if teachers are committed to the 

classroom. At independent schools, teachers are not expected to be part of the decision making 

process, and those who accept positions at independent schools should be made aware of this 

up front. 

My study suggests that independent schools have a competitive advantage over public 

schools regarding teacher recruitment and retention. In particular, they have a competitive 

advantage in the area of teacher autonomy. Teachers in my study enjoyed not having a large 

degree of oversight in their curricular and instructional choices. They also said that by not 

meeting as much as their public school counterparts, they had much more time to prepare for 

class. Independent school leaders should consider these factors to prospective teachers. 

School leaders should also consider ways to provide professional opportunities for their 

teachers at their schools. My study suggests that all three groups of teachers were greatly 

influenced by professional opportunities. It would be impossible to think that a school could 

satisfy all its teachers' future career desires, but the school can help with some. School leaders 

should know the individual goals of each teacher, and look for ways to provide opportunities to 

their teachers. This may foster more leaders within the school and help develop teachers 

professionally. 
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Summary of Analysis Conclusions 

School leaders have many influences to consider when recruiting and retaining teachers 

to their schools. My study suggests that independent school teachers desire to find a school that 

matches their professional and personal philosophical approaches to education. The teacher and 

school should agree on the mission of the school, the style of instruction, and the overall 

guidelines of conduct for teachers and students. The search for the right philosophical fit seemed 

to keep teachers at Greenville and motivate movers from Greenville to try another setting. The 

school environment was very important to all the movers, stayers, and leavers in my study. The 

most attractive component for the teachers in my study was having the autonomy in their 

classroom. This was especially important to teachers who had served in public schools. Almost 

as equally important was the family-oriented environment. Those who stayed at Greenville, or 

missed being at Greenville, stated that this was important to them. Also, many of the movers 

cited that looking for a better match for their family led them away from Greenville. This 

family-oriented environment was a great place for their children to go to school and very 

collegial working environment with administrators, teachers, and parents. 

It can be difficult to know what questions to ask during an interview processes, but my 

study would suggest that knowing how long teachers wanted to be teachers may be helpful. All 

six stayers in my study had "always" wanted to be teachers and were committed to teaching as a 

career until retirement. Also, the stayers communicated a desire of subject matter, but a greater 

passion for helping students. Many leavers had a desire for their subject matter but found other 

professions that allowed them other opportunities to work in that field. My study would suggest 

that school leaders should look for ways to allow professional opportunities for teachers. 

Movers, stayers, and leavers stated that other professional opportunities had a significant 

influence on their career decisions. These opportunities could keep teachers in their classrooms 

but allow them to work on curriculum projects, accreditation teams, professional development 

training, or peer evaluations. Many teachers stated that wanted to remain in the classroom but 

would be open to projects that kept them renewed. 
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APPENDIX A 

LETTER ACCOMPANYING WITH QUESTIONANAIRE TO TEACHERS 

June 2010 

Dear 
----------------

I am a doctoral student under the supervision of Professor Stacey Rutledge in the Department of 

Educational Leadership and Policy Studies, College of Education, Florida State University. I am 

conducting a research project entitled The Career Decisions of Independent School Teachers to 

explore the influences on why teachers stay or leave independent schools. 

I am requesting your participation which will involve a questionnaire which consists of your 

preferences with 13 areas of your school and one short answer question. It should take less than 

ten minutes to complete the questionnaire. Your participation is voluntary. If you choose not to 

participate or to withdraw from the study at any time, there will be no penalty. The results of the 

research study may be published, but your name and location will not be used. I will keep the 

questionnaires in a locked filing cabinet, and only I will have access to these questionnaires as 

well as to their transcriptions. The information you provide may be used for additional research 

at a future time. All of your answers to the questions will be kept confidential to the full extent 

allowed by law and identified only by a participant code name; your name and location will not 

be used. 

Return of the questionnaire will be considered your consent to participate. Please return the 

questionnaire to the front office on your campus. If you have any questions please feel free to 

contact me by e-mail at _or by phone at _. Thank you for your time. 

Sincerely, 

Andrew L. Collins Jr. 

Enclosure (1) 
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Biographical information: 

__ - number of years in education 

__ - number of years at current school 

-male or female 

__ - highest degree earned 

APPENDIXB 

QUESTIONNAIRE 

Teacher Preference Questionnaire 

__ -Were you involved with a pre-teacher program? (yes or no) 

Majority of your day spent in: 

- lower school 

-middle school 

__ - upper school 

__ -English 

__ -Foreign Language 

-Math 

-P.E. 

-Science 

- Social Science 

Questionnaire: 

Please indicate the degree of your choice by using a l through 5 scale, l being the LEAST important and 5 being the 

MOST important. You MAY use the same number as many times as appropriate for your choices, for example you 

may have all 5's or maybe no 5's. 

Questions: 

1. Which are the MOST important factor(s) to you as a classroom teacher in choosing a school for work? 

__ -learning environment (conducive to learning, disciplined, supported by administration, etc.) 

__ -mission of the school (matching your professional goals) 

__ -school environment (safety, friendliness, cleanliness) 

__ -school characteristics (student demographics, school location, student SES) 

__ -professional environment (autonomy in class, democratic environment, professional development) 

__ - collegial community with o¢.er teachers 

__ - salary provided by school 

__ -non salary benefits provided by school (insurance, retirement) 

__ -student behavior (conduct in class, ready for work, proper motivation) 
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__ - parental support with academic issues 

__ - support of administration 

__ - perception on your influence on student achievement 

___ -teaching assignments (courses you teach) 

__ -non instructional assignments (extra-curricular sponsorship, break duty) 

__ -personal or family reasons 

__ -OTHER (please use the space below to comment on others not listed above) 

2. Which factors would be mostly likely to influence your decision to leave your current school? 

__ - learning environment (conducive to learning, disciplined) 

__ - mission of the school (matching your professional goals) 

__ -school environment (safety, friendliness, cleanliness) 

__ -school characteristics (student demographics, school location, student SES) 

__ -professional environment (autonomy in class, democratic environment, professional development) 

___ - collegial community with other teachers 

__ - salary provided by school 

__ - non salary benefits provided by school (insurance, retirement) 

__ -student behavior (conduct in class, ready for work, proper motivation) 

__ -parental support with academic issues 

___ - support of administration 

__ - perception of your influence on student achievement 

__ -teaching assignments (courses you teach) 

__ -non instructional assignments (extra-curricular sponsorship, break duty) 

__ - personal or family reasons 

__ -OTHER (please use the space below to comment on others not listed above) 

3. Why have you stayed at this school? What is most important to you? (Please use the space below for your 

comments.) 
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APPENDIXC 

INFORMED CONSENT FORM FOR INTERVIEWS 

Informed Consent Form 

I am a doctoral student under the supervision of Professor Stacey Rutledge in the Department of 

Educational Leadership and Policy Studies, College of Education, Florida State University. I am conducting a 

research project entitled The Career Decisions of Independent School Teachers to explore the influences on teachers 

staying or leaving independent schools. 

Your participation in this study will consist of one interview throughout the year. The interview will last up 

to 60 minutes. Your participation is voluntary. If you choose not to participate or to withdraw from the study at any 

time, there will be no penalty. The results of the research study may be published, but your name and location will 

not be used. Your interview will be tape-recorded by me. I will keep the tapes in a locked filing cabinet. I will be 

the only person who has access to these tapes as well as to their transcriptions. The information you provide may be 

used for additional research at a future time. All of your answers to the questions will be kept confidential to the full 

extent allowed by law and identified only by a participant code name; your name and location will not be used. 

Documents will be collected which will include letters, memos, emails, photos, videos, meetings, and any 

other physical object that may lend information will only be used with participant permission in this case study. 

These documents will be collected to help me identify possible factors for teachers staying or leaving independent 

schools. 

There are no risks if you agree to participate in the study. All names and the school name will be changed 

and pseudonyms will be used. All identifiers will be removed. Furthermore, the tapes, documents, and any other 

data collected will be destroyed no later than December 20 11. I will follow all procedures for qualitative 

ethnographic research as approved by the Florida State University Institutional Review Board for the Protection of 

Human Subjects. 

Although there may be no direct benefit to you, the possible benefit of your participation is contribution to 

the general knowledge in the field ofleadership especially with independent schools. 

If you have any questions concerning this research study, please call me at_ or via email at __ or Dr. 

Stacey Rutledge at 850.644.6777 or via email at rutledge@coe.fsu.edu. If you have any questions or concerns about 

your rights as a participant, you can contact the Chair of Human Subjects Committee, Institutional Review Board, 

through the Vice of President for the Office of Research at 850.644.8633. 

Sincerely, 
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Andrew L. Collins, Jr. 

I give my consent to participate in the above study. I understand that I will be digital-recorded by the researcher. The 

researcher will keep these discs in a locked filing cabinet. I understand that only the researcher and directing 

professor will have access to these tapes. 

________________ (signature) __________ (date) 
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Protocol for Stayers 

APPENDIXD 

PROTOCOLS FOR INTERVIEWS 

Note: Throughout the interview, probe for comparisons between (a) expectations and actual 

experience, (b) this and prior year(s), and (c) current and prior school(s). 

Background information: 

Demographic: 

__ - number of years at Greeneville -male or female __ - number of years in education 

__ - highest degree earned 

_ -degrees earned from (colleges) 

Majority of your day spent in: 

__ - Were you involved with a pre-teacher program? (yes or no) 

- lower school 

_ _ -English 

-P.E. 

- middle school 

__ - Foreign Language 

-Science 

1. Why did you go into teaching? 

2. What do you like about teaching at your school? 

Curriculum and Instruction: 

__ - upper school 

-Math 

- Social Science 

3. Are your curriculum guidelines and materials helpful to you as a teacher? 

4. Do you have the guidance and materials that you need for the curriculum that you are 

expected to teach? 

a. What do you have that you have found useful? 

b. Where do you get it? 

c. What do you most need that you do not have? 
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5. Do you feel that your curriculum offers you the right balance between structure and 

autonomy in deciding what to teach and how to teach it? 

6. Do you spend more or less time preparing for teaching this year in comparison with last 

year? Why? 

Professional Community: 

7. What group of teachers do you work with most? Novices? Veterans? Or a mix? 

8. How well do you "get along with other teachers"? Administrators? 

9. How would you describe the professional environment of your colleagues? 

10. Is there a collegial environment? 

11. Are you, or have you been, a mentor? Is there a mentor program is place? 

12. Do you share the same "values" as an educator with your colleagues? 

13. Do you share the same "mission" as Greeneville? 

Students and Parents: 

14. How would you describe the students at your school? 

a. Conduct? 

b. Academic Performance 
c. Respect for teachers? 

d. Are students prepared for class? 
e. Students' apathy? 

f. Do you share the same characteristics with the majority of your students? 
g. Do you "get along well" with your students? 
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15. How would you describe parental involvement at your school? 

16. Do you relate well with the parents at your school? 

Administration and Policies: 

17. How would you describe the administration of your school? 
a. Supportive dealing with parents and students? 

b. Supplying resources? 

c. Respect for your professional opinions? 

18. Now that you are a -year teacher, do you find your role in the faculty or the 

expectations that others have of you to be any different? How? 
a. Role and opportunities outside the classroom 

b. Expectations for work inside the classroom 
c. Influence on teaching practices 

d. Influence on school policies 

19. How would you describe teaching assignments at your school? 

20. How would you describe the professional learning opportunities at your school? 

21. Describe the evaluation procedure, is it fair? 

22. Is there a published pay scale? 

23. Are you fairly compensated (Do you perceive that you are fairly compensated)? 

Personal influences: 

24. What difference do you play in student achievement at your school? 

25. What factors keep you at this school? 

a. Geographic? 
b. Family? 

c. Compensation and Benefits? 
d. Professionally environment? 

26. Did you have any doubts that you would be back at the same school this year? 

If yes: 

a. What would you have been looking for? 

b. Why did you decide to stay at this school? 
c. Did you think about changing to a job other than teaching? 

d. What would you be looking for? 
e. Why did you decide to continue teaching? 
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27. Have you ever seriously considered leaving the teaching profession? 

28. What might cause you to leave Greeneville? 

29. What are your plans for the future? 

a. What are your plans for next year? 
b. How long do you expect to stay in teaching? 

c. Is teaching a good fit for you as a career? Why or why not? 

Protocol for Movers 

Background information: 

Demographic: 

_ _ - number of years in education __ -number of years at Greeneville -male or female 

_ _ - highest degree earned __ -Were you involved with a pre-teacher program? (yes or no) 

_ -degrees earned from (colleges) __ - What type of school did you move to after Greeneville? 

Majority of your day was spent at Greeneville in: 

- lower school - middle school __ - upper school 

__ -English __ -Foreign Language -Math 

-P.E. -Science - Social Science 

1. Why did you go into teaching? 

2. What did you like about teaching at Greeneville? 

Curriculum and Instruction at Greeneville: 

3. Were your curriculum guidelines and materials helpful to you as a teacher? 

4. Did you have the guidance and materials that you needed for the curriculum that you 
were expected to teach? 

a. What did you have that you found useful? 
b. Where did you get the resources you used? 

c. What did you most need that you did not have? 

5. Did you feel that your curriculum offered you the right balance between structure and 
autonomy in deciding what to teach and how to teach it? 
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6. During your time at Greeneville did you spend more or less time preparing for teaching 
than when you first began? Why? 

Professional Community: 

7. What group of teachers did you work with most? Novices? Veterans? or a Mix? 

8. How well did you "get along with other teachers"? Administrators? 

9. How would you describe the professional environment of your former colleagues? 

10. Was there a collegial environment? 

11. Did Greeneville have a mentoring program? Were you, or had you been, a mentor? 

12. Did you share the same "values" as an educator with your colleagues? 

13. Did you share the same "mission" as Greeneville? 

Students and Parents: 

14. How would you describe the students at Greeneville? 
f. Conduct 

g. Academic Performance 
h. Respect for teachers? 

i. Were students prepared for class? 
j. Students' apathy? 

k. Did you share the same characteristics with the majority of your students? 
1. Did you "get along well" with your students? 

15. How would you describe parental involvement at Greeneville? 

16. Did you relate well with the parents at your school? 

Administration and Policies: 

17. How would you describe the administration of Greeneville? 

m. Supportive dealing with parents and students? 
n. Supplying resources? 

o. Respect for your professional opinions? 

18. Through your year(s) at Greeneville, did you find your role in the faculty or the 
expectations that others have of you to be any different? How? 

a. Role and opportunities outside the classroom 
b. Expectations for work inside the classroom 
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c. Influence on teaching practices 

d. Influence on school policies 

19. How would you describe teaching assignments at Greeneville? 

20. How would you describe the professional learning opportunities at Greeneville? 

21. Describe the evaluation procedure at Greeneville, was it fair? 

22. Was there a published pay scale? 

23. Were you fairly compensated (Do you perceive that you were fairly compensated)? 

Personal influences and Move to new school: 

24. What difference did you play in student achievement at Greeneville? 

25. What difference do you play in student achievement at your current school? 

26. What factors led you to your current school? 
a. Geographic? 

b. Family? 
c. Compensation and Benefits? 

d. Professionally environment? 

27. Have you ever seriously considered leaving the teaching profession? 

28. What prompted the move to a different school? 
a. What were you looking for in a new school? 
b. Did you ever think about changing to a job other than teaching? 

c. At what point in the year did you decide to change schools? 

d. Was there something in particular about your new school that appealed to you? 
What? 

29. How did you end up in your present school? 

a. What was the hiring (or transfer) process like? 
b. Did you consider other schools? 
c. Did you get an accurate sense of the school and what it would be like to work 

there before you took the job? 

30. Are you more satisfied at your new school? Why or why not? 

a. Are there things at the new school that are better? 
b. Are there things at Greeneville that you miss? 

31. At your current school? 
a. Is there a Mentoring program? 

117 



b. Is the school more collegial? 

c. Does the school have a more professional environment? 

d. Do you share the same "mission"? 

e. Are you more or less similar to the average students' characteristics? 

f. How would you describe the students? 

g. How would you describe the principal? 

32. What are your plans for the future? 

a. What are your plans for next year? 

b. How long do you expect to stay in teaching? 

c. Is teaching a good fit for you as a career? Why or why not? 

Protocol for Leavers 

Background information: 

Demographic: 

__ - number of years in education __ - number of years at Greeneville -male or female 

__ - highest degree earned __ -Were you involved with a pre-teacher program? (yes or no) 

_ -degrees earned from (colleges) __ - What type of position did you accept after Greeneville? 

Majority of your day was spent at Greeneville in: 

- lower school - middle school __ - upper school 

__ -English __ - Foreign Language -Math 

- P.E. -Science - Social Science 

1. Why did you go into teaching? 

2. What did you like about teaching at Greeneville? 

Curriculum and Instruction at Greeneville: 

3. Were your curriculum guidelines and materials helpful to you as a 

teacher? 

4. Did you have the guidance and materials that you needed for the 

curriculum that you were expected to teach? 

a. What did you have that you found useful? 

b. Where did you get the resources you used? 

c. What did you most need that you did not have? 
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5. Did you feel that your curriculum offered you the right balance 

between structure and autonomy in deciding what to teach and how to teach it? 

6. During your time at Greeneville did you spend more or less time 

preparing for teaching than when you first began? Why? 

Professional Community: 

7. What group of teachers did you work with most? Novices? 

Veterans? Or a mix? 

8. How well did you "get along with other teachers"? 

Administrators? 

9. How would you describe the professional environment of your 

former colleagues? 

10. Was there a collegial environment? 

11. Did Greeneville have a mentoring program? Were you, or had you 

been, a mentor? 

12. Did you share the same "values" as an educator with your 

colleagues? 

13. Did you share the same "mission" as Greeneville? 

Students and Parents: 

14. How would you describe the students at Greeneville? 

a. Conduct? 

b. Academic Performance 

c. Respect for teachers? 

d. Were students prepared for class? 

e. Students' apathy? 

f. Did you share the same characteristics with the majority of your students? 

g. Did you "get along well" with your students? 

15. How would you describe parental involvement at Greeneville? 

16. Did you relate well with the parents at your school? 

Administration and Policies: 

17. How would you describe the administration of Greeneville? 

a. Supportive dealing with parents and students? 
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b. Supplying resources? 

c. Respect for your professional opinions? 

18. Through your year(s) at Greeneville, did you find your role in the faculty or the 

expectations that others have of you to be any different? How? 

a. Role and opportunities outside the classroom 

b. Expectations for work inside the classroom 

c. Influence on teaching practices 

d. Influence on school policies 

19. How would you describe teaching assignments at Greeneville? 

20. How would you describe the professional learning opportunities at Greeneville? 

21. Describe the evaluation procedure at Greeneville, was it fair? 

22. Was there a published pay scale? 

23. Were you fairly compensated (Do you perceive that you were fairly compensated)? 

Personal influences and Leaving the classroom: 

24. What difference did you play in student achievement at Greeneville? 

25. Could you tell me why (and how) you decided not to teach this year? 

a. When did you decide to leave the classroom? 
b. Would anything have kept you in teaching longer? 

c. Did you consider changing positions or schools instead? 

26. What are you doing now? 

27. How do you like what you're doing now? How does it compare with teaching for you? 

28. What were you looking for in a new line of work? Did you find it? 

29. Was your salary a consideration for changing professionals? What benefits? 

30. Was your decision to leave education based upon the perception ofbeing a teacher? 

31. What factors might have kept you in the teaching? 

a. Geographic? 

b. Family? 
c. Compensation and Benefits? 
d. Professionally environment? 

32. What are your plans for the future? 

a. Short-term 
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b. Long-term 

33. Do you think you will return to teaching one day? 

34. Is there anything in particular that would bring you back to teaching? 

Questions derived from (Elfers et al., 2006, & Johnson and Birkeland, 2003, & Conversations 

with other independent school administrators) 
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APPENDIXE 

SUMMARY OF RESPONSES FROM INTERVIEWS WITH GREENVILLE MOVERS 

Mover Years Why you What you liked What factors What are Other comments 

Ex peri become a about GA? influenced your your plans 

ence teacher? move from GA? for future? 

Brown 14 l.Always in Relationships !.Different school Retire in 1. Feels like he is 

mind with faculty & was better fit for public treated more as a 

2.1ncome students family school professional at 

2. Salary and public school 

benefits 

3. Lack of 

support by 

administration 

Clark 16 Always desire !.Support of Professional Currently l.GA administration 

to teach administration opportunity working for strongest school he 

and faculty a church and had been 

2. Relationships not teaching 2.Desire to help 

with students others changed from 

teaching to pastor 

Elridge 26 Job Security Autonomy Health insurance Just changed 1. Miss parent 

jobs will be involvement & 

new EIP autonomy 2. 

Friendship attracted 

toGA 

Jackson 13 1. Liked !.Environment !.Different school Continue to All of moves were 

Children 2.Autonomy was better fit for teach for children 

2. Same 3. Curriculum family 

schedule as 2. Care for 

children mother 

Martin 17 !.Lifestyle Autonomy 1. Professional This year l.Son attending GA 

(schedule) opportunity will be brought her to GA 

2.Working 2.Salary and Media 2. Miss GA 

with kids benefits Specialist community 

until 

retirement 
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Mover Years Why you What you liked What factors What are Other comments 

Ex peri become a about GA? influenced your your plans 

ence teacher? move from GA? for future? 

Stevens 7 !.Influenced !.Academic 1. Different 1. Retire (in Was pushed to GA 

by a teacher rigor school was better 30 years) by philosophical 

2.Loved 2.Community fit for teacher and from approaches and left 

content with high family teaching GA for same 

3.Helping expectations 2.Difficulty 

kids 3. Autonomy accessing "inner" 

group atGA 
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APPENDIXF 

SUMMARY OF RESPONSES FROM INTERVIEWS WITH GREENVILLE STAYERS 

Stayers Years Why you What do you like What factors keep What would cause 

Ex peri became a aboutGA? you atGA? you to leave GA? 

ence teacher? 

Conner 37 Always l.Autonomy 1. Autonomy W auld not teach 

wanted to be 2. Family 

teacher atmosphere 

3. Professional 

environment 

Hallman 5 Always liked 1. Challenging !.Students Professional 

children gifted students achievement opportunities 

2. Parental 2.Safety 

support 3.Co-workers 

Hernandez 13 Love for l.Autonomy !.Working l .Move out of town 

children 2.Professional environment 2. Other opportunity 

environment 2.Teaching where 

3.Parental support children attend 

3. Job satisfaction 

King 20 Always Autonomy !.Teaching where Drastic change in 

wanted to be children attend personal life 

a teacher 2.Job satisfaction 

Kyzer 2 Impact on !.Efficacy created !.Professional Professional 

lives by environment environment opportunities 

2. Autonomy 2.Professional 

opportunities 

Tyson 5 To make a ! .Relationships l.Family 1. Professional 

difference in 2. Good for his 2.Professional opportunity 2. 

students children environment Administration's 

3. Professional approach 

environment 
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APPENDIXG 

SUMMARY OF RESPONSES FROM INTERVIEWS WITH GREENVILLE LEAVERS 

Leavers Years Why you become What did you What factors Would What are 

Experie a teacher? liked about influenced you anything kept your future 

nee GA? to leave GA? you in plans? 

teaching? 

Bradley 3 l. Opportunity to 1. Graduate, ! .Professional 1. Possibly 1. Go back 

combine subject liked opportunity- more money to teaching 

and make a living everything business 

2. Mother in about it 2. To be at 

education home with 

children 

Denver 22 1. Opportunity to Autonomy Professional 1. No l. 

combine subject opportunity- Complete 

and make a living college additional 

Master's 

Diaz 19 1. Education as ! .Autonomy Professional l. No l. Retire as 

second career- 2.Colleagues opportunity- media 

thought could be business specialist 

good at it and 2. Finish 

security Master's 

Henson 12.5 Opportunity to Autonomy Personal- 1. Money Go back to 

use subject divorce teach when 

kids in 

college 

Sampson 14 Sharing subject Gifted Personal-more No Undecided-

matter with others students flexible possibly 

schedule teach at 

college 

level 

Shuler 10 1. Always wanted ! .Challenging Money Money Go back to 

to be a teacher environment teach when 

until education 2. Autonomy kids in 

classes in college, college 

but decided as 2nd 

career 
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APPENDIXH 

HUMAN SUBJECTS APPROVAL 

-----Original Message-----
From: Human Subjects [mailto:humansubjects@magnet.fsu.edu] 
Sent: Friday, June 12, 2009 9:04 AM 
To: Collins,Larry 
Cc: srutled2@fsu.edu 

... 

Subject: Use of Human Subjects in Research - Approval Memorandum 

Office of the Vice President For Research Human Subjects Committee Tallahassee, Florida 
323e6-2742 
{SSe) 644-S673 * FAX {SSe) 644-4392 

APPROVAL MEMORANDUM 

Date: 6/12/2ee9 

To: Andrew Collins 

Address: 
Dept.: EDUCATIONAL LEADERSHIP 

From: Thomas L. Jacobson, Chair 

Re: Use of Human Subjects in Research 
Career Decision of Independent Teachers 

The application that you submitted to this office in regard to the use of human subjects in 
the research proposal referenced above has been reviewed by the Human Subjects Committee at 
its meeting on e6/1e/20e9. 
Your project was approved by the Committee. 

The Human Subjects Committee has not evaluated your proposal for scientific merit, except to 
weigh the risk to the human participants and the aspects of the proposal related to potential 
risk and benefit. This approval does not replace any departmental or other approvals, which 
may be required. 

If you submitted a proposed consent form with your application, the approved stamped consent 
form is attached to this approval notice. Only the stamped version of the consent form may 
be used in recruiting research subjects. 

If the project has not been completed by 6/9/2e1e you must request a renewal of approval for 
continuation of the project. As a courtesy, a renewal notice will be sent to you prior to 
your expiration date; however, it is your responsibility as the Principal Investigator to 
timely request renewal of your approval from the Committee. 
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You are advised that any change in protocol for this project must be reviewed and approved by 
the Committee prior to implementation of the proposed change in the protocol. A protocol 
change/amendment form is required to be submitted for approval by the Committee. In 
addition, federal regulations require that the Principal Investigator promptly report, in 
writing any unanticipated problems or adverse events involving risks to research subjects or 
others. 

By copy of this memorandum, the Chair of your department and/or your major professor is 
reminded that he/she is responsible for being informed concerning research projects involving 
human subjects in the department, and should review protocols as often as needed to insure 
that the project is being conducted in compliance with our institution and with DHHS 
regulations. 

This institution has an Assurance on file with the Office for Human Research Protection. The 
Assurance Number is IRB00000446. 

Cc: Stacey Rutledge, Advisor 
HSC No. 2009.2626 
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From: 
Sent: 

Human Subjects [humansubjects@magnet.fsu.edu] 
Friday, May 14, 2010 9:38AM 

To: Larry Collins 
Cc: srutled2@fsu.edu 
Subject: 
Attachments: 

Use of Human Subjects in Research - Approval Memorandum 
2010.44371CF.pdf 

Office of the Vice President For Research Human Subjects Committee TallahasseeJ Florida 
32306-2742 
(850) 644-8673 · FAX (850) 644-4392 

RE-APPROVAL MEMORANDUM 

Date: 5/14/2010 

To: Andrew Collins 

Address: b 5 p 
3 - Jm• 

Dept.: EDUCATIONAL LEADERSHIP 

From: Thomas L. JacobsonJ Chair 

Re: Re-approval of Use of Human subjects in Research 
Career Decision of Independent Teachers 

Your request to continue the research project listed above involving human subjects has been 
approved by the Human Subjects Committee. If your project has not been completed by 
5/11/2011J you must request a renewal of approval for continuation of the project. As a 
courtesyJ a renewal notice will be sent to you prior to your expiration date; howeverJ it is 
your responsibility as the Principal Investigator to timely request renewal of your approval 
from the committee. 

If you submitted a proposed consent form with your renewal requestJ the approved stamped 
consent form is attached to this re-approval notice. Only the stamped version of the consent 
form may be used in recruiting of research subjects. You are reminded that any change in 
protocol for this project must be reviewed and approved by the Committee prior to 
implementation of the proposed change in the protocol. A protocol change/amendment form is 
required to be submitted for approval by the Committee. In additionJ federal regulations 
require that the Principal Investigator promptly report in writingJ any unanticipated 
problems or adverse events involving risks to research subjects or others. 

By copy of this memorandumJ the Chair of your department and/or your major professor are 
reminded of their responsibility for being informed concerning research projects involving 
human subjects in their department. They are advised to review the protocols as often as 
necessary to insure that the project is being conducted in compliance with our institution 
and with DHHS regulations. 

Cc: Stacey RutledgeJ Advisor 
HSC No. 2010.4437 
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APPENDIX I 

SUMMARY OF ANSWERS TO QUESTION 1 FROM TEACHER PREFERENCE 

QUESTIONNAIRE 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

learning environment at school 

14 

8 1 

19 2 

2 

1 

44 3 0 0 

NIA 

1 

1 0 

Most important factors to you as a classroom teacher in choosing a school for work 

lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

school environment(safety, friendliness) 

5 

12 2 

5 4 

16 5 

2 1 

1 

36 11 1 0 

N/A 

0 0 

Most important factors to you as a classroom teacher in choosing a school for work 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

collegial community with other teachers 

5 

4 8 1 1 

3 4 2 

6 9 5 

2 

1 

13 22 10 1 

N/A 

1 

1 

1 1 

Most important factors to you as a classroom teacher in choosing a school for work 
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Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

mission of the school (matching your professional goals) 

3 N/A 

8 5 1 

6 3 

10 9 2 

2 1 

1 

27 17 3 0 0 1 

Most important factors to you as a classroom teacher in choosing a school for work 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

professional environment for teachers at school 

5 

10 4 

5 3 1 

12 7 2 

2 

1 

30 14 3 0 0 

N/A 

1 

1 

Most important factors to you as a classroom teacher in choosing a school for work 

lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

salary provided by school 

3 

5 7 2 

3 4 2 

2 14 4 

2 1 

1 

12 27 8 

N/A 

1 

0 1 0 

Most important factors to you as a classroom teacher in choosing a school for work 



Lower 

Middle 

Upper 

Middle/Upper 

Other 

Tolal 

non salary benefits provided by school (Insurance retirement) 

5 3 N/A 

7 5 1 1 

3 4 1 1 

6 8 4 2 1 

2 1 

1 

19 17 6 3 2 1 

Most important factors to you as a classroom teacher in choosing a school for work 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

parental support 

9 4 

6 3 

7 10 

1 

1 

23 18 

3 N/A 

1 

3 1 

1 1 

5 1 0 1 

Most important factors to you as a classroom teacher in choosing a school for work 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

teaching assignments (courses you teach) 

3 

8 6 

3 4 2 ' 
8 10 3 

1 1 1 

1 

21 21 5 1 0 

NIA 

0 

Most important factors to you as a classroom teacher In choosing a school for work 
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Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

student behavior 

10 4 

7 2 

15 5 

1 1 

1 

34 12 

N/A 

1 

1 

1 0 0 1 

Most important factors to you as a classroom teacher in choosing a school for work 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

support of administration 

13 1 

9 

18 3 

3 

1 

43 5 0 

N/A 

0 0 0 

Most important factors to you as a classroom teacher in choosing a school for work 

non instructional assignments ｻ･ｾｾ［ｴｲ｡ﾷ｣ｵｲｲｩ｣ｵｬ｡ｲ＠ sponsorship, break duty) 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Tolal 

4 

4 

6 

2 

6 

1 

15 

3 NIA 

5 1 2 

5 2 

6 3 2 

1 1 1 

17 5 6 1 

Most important factors to you as a classroom teacher in choosing a schoot for work 



APPENDIXJ 

SUMMARY OF ANSWERS TO QUESTION 2 FROM TEACHER PREFERENCE 

QUESTIONNAIRE 

lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

learning environment at school 

3 

7 2 

7 2 

9 7 2 

2 1 

1 

26 11 1 0 

N/A 

1 4 

1 2 

2 6 

Factors that would most ｬ ｩｫ ｾｹ＠ influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

school environment 

6 3 

8 

11 6 

2 

1 

28 9 

3 N/A 

1 4 

1 

1 1 2 

1 

1 0 3 7 

Factors that would most likely influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

collegiat community with others 

3 

4 3 1 

3 3 1 1 

5 6 5 2 

2 

1 

12 12 9 3 

N/A 

j 2 4 

1 

1 2 

1 

3 8 

Factors that would most likely Influence your dec1sion to leave your current school 
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Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

mission of the school 

5 3 

5 3 

4 3 

3 10 4 

1 

1 

9 18 7 

N/A 

1 1 4 

2 

2 2 

1 1 

2 3 8 

Factors that would most likely influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

professional environment for teachers at school 

1 7 1 1 

5 3 

8 6 4 1 

1 1 

1 

14 18 6 0 2 

N/A 

4 

1 

2 

1 

8 

Factors that would most likely influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

salary prov;ded by school 

3 5 3 

2 5 

5 8 4 

2 

1 

12 18 7 

N/A 

I 3 

1 1 

1 1 2 

1 

3 1 5 

Factors that would most likely influence your decision to leave your current school 



Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

non salary benefits provided by school 

3 

1 5 5 

2 4 2 

5 7 4 1 

1 1 

1 

9 16 12 1 

N/A 

3 

1 

2 2 

1 

2 7 

Factors that would most likely influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

parental support 

2 3 

6 2 

5 5 

2 

1 

13 14 

3 N/A 

4 1 4 

1 

6 1 2 2 

1 

9 2 2 7 

Factors that would most likely influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

teaching ｡ｳｳｴｧｮｭｾｴｳ＠

3 

3 6 1 

2 4 2 

5 6 7 

1 2 

1 

10 17 12 

NIA 

1 3 

1 

1 2 

1 1 6 

Factors that would most likely 1nfluence your decision to leave your current ｳ｣ｨｾ＠
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Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

student behavior 

6 1 

8 1 

10 4 

1 2 

1 

26 7 

NIA 

2 1 4 

3 2 2 

5 1 2 6 

Factors that would most likely influence your decision to leave your current school 

Lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

support of administration 

5 5 

7 1 

15 2 

2 

1 

30 7 0 

N/A 

1 3 

1 

1 1 2 

1 

2 1 7 

Factors that would most likely influence your decision to leave your current school 

lower 

Middle 

Upper 

Middle/Upper 

Other 

Total 

non instructional assignments 

1 3 2 

1 3 3 

4 4 5 

1 

1 

6 11 11 

NIA 

1 3 4 

2 

3 3 2 

1 1 

4 6 9 

Factors that would most likely influence your decision to leave your current school 



APPENDIXK 

SUMMARY OF ANSWERS TO QUESTION 3 FROM TEACHER PREFERENCE 

QUESTIONNAIRE 

Teachers Pleasant Supported High Help Where Parental 

/family with student students my involve 

environment parents expectations grow children 

attend 

Lower 8 2 4 6 5 3 

Middle 5 5 2 2 1 

Upper 7 4 4 3 3 

Mid/Upp 1 2 2 1 

Other 1 1 

Total 24 13 12 12 7 6 

Teachers Discipline Freedom Common Treat as Mission 

to grow goals Professional 

programs 

Lower 2 1 

Middle 3 1 2 

Mid/Upper 1 1 2 2 1 

Upper 1 

Other 1 

Total 5 4 3 3 3 

Teachers Needed at Salary is Total Opinion 

school sufficient benefit respected 

package 

Lower 

Middle 1 1 

Mid/Upper 2 

Upper 1 1 

Other 

Total 2 2 1 1 
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