
 

 

 

 

 

 

 

ABSTRACT 

Factors Affecting Teacher Retention in a Local School District 

 

Courtney A. Jerkins, Ed.D. 

 

Mentor: Bradley W. Carpenter, Ph.D. 

 

 

Teacher turnover is high in many school systems throughout the world. However, 

school systems in a small number of countries consistently present low annual teacher 

turnover rates. A growing body of research shows that school systems which implement a 

career-based labor market structure for teacher recruitment and selection experience 

lower teacher turnover. Conversely, systems that implement a position-based labor 

market structure for teacher recruitment and selection are often plagued with high rates of 

teacher turnover. The position-based K-12 public education system in the United States 

has a high teacher turnover rate that ranges from eight to 16 percent annually. In 

America, teacher turnover is greatest in southern urban and suburban K-12 public school 

districts. Furthermore, American teachers are most likely to leave the profession within 

their first five years of teaching. This case study seeks to comprehend the experiences of 

this highest teacher turnover group in one of the highest-turnover district types in the 

nation. Therefore, the purpose of this study is to understand first- through fifth-year 

teachers’ perceptions related to staying in or leaving a southern U.S. suburban K-12 

public school district. This study will seek to understand these teachers’ perceptions 



through the theoretical framework of the teacher labor market structure. Ultimately, the 

study will seek to determine if incorporating career-based elements into a position-based 

system can be a valuable and viable strategy for reducing teacher turnover.  
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CHAPTER ONE 

Introduction 

 

A Problem of Practice 

Teacher turnover is a long-standing problem in public education and one that 

cannot be ignored. Research shows that teacher turnover has a substantially negative 

impact on student achievement and carries significant financial losses for school districts 

(Carroll, 2007; Carver-Thomas & Darling-Hammond, 2017; Moulthrop et al., 2005). The 

literature on teacher turnover in the United States focuses primarily on a variety of 

predictors for teacher turnover, including student demographics, teacher salary, and 

school setting (Carver-Thomas & Darling-Hammond, 2017; Grissom et al., 2016; 

Ingersoll, 2001). The literature on teacher turnover also points to two important facts. 

First, American teachers are most likely to leave the profession within their first five 

years of teaching (Darling-Hammond, 2012a; Moulthrop et al., 2005; Rothman & 

Darling-Hammond, 2015). Second, teacher turnover rates are highest in urban and 

suburban school districts in the southern U.S. (Carver-Thomas & Darling-Hammond, 

2017).  

There is little discussion in literature about the two types of labor markets – 

career-based and position-based – implemented in school systems with high and low 

teacher turnover. Teachers in the career-based labor market stay in the same district from 

entry until retirement and experience a regular cycle of training and promotion. Teachers 

in the position-based market often move to different schools or districts as they apply for 
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new positions that match their levels of experience and skill. The dearth of literature on 

labor market structure and teacher turnover is significant because systems that have lower 

turnover tend to rely on a career-based labor market structure while systems that have 

higher turnover tend to rely on a position-based labor market structure (OECD, 2018a; 

Santiago & Mckenzie, 2005). 

This case study will examine a school district with high teacher turnover to 

determine if aspects of the overall labor market structure are considerations in teachers’ 

decisions to stay in the district or to leave. This study seeks to comprehend the 

experiences of the highest teacher turnover group (first- through fifth-year teachers) in 

one of the highest turnover district types (a southern U.S. suburban K-12 public school 

district) in the nation. Therefore, the purpose of this study is to understand first- through 

fifth-year teachers’ perceptions related to staying in or leaving a southern U.S. suburban 

K-12 public school district. This study will seek to understand these teachers’ perceptions 

through the theoretical framework of the teacher labor market structure. 

As an introduction to this work, this chapter will examine the problem of teacher 

turnover in education. The chapter begins with a discussion of teacher turnover 

internationally, nationally, regionally, and locally in the school district selected as the 

case for this study. The chapter will then give a brief overview of the selected district and 

the concerns about teacher turnover expressed by district leadership.  

 

Teacher Turnover: A Crisis in Public Education 

 Desiree Carver-Thomas and Linda Darling-Hammond (2017) define teacher 

turnover as “all teacher movement out of schools or out of the profession” (p. v). Teacher 
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turnover is a persistent problem in K-12 public education. A discussion of this problem at 

various levels – globally to locally – is presented below.  

 

An International Perspective: Teacher Turnover Across the World 

 

A Global Issue  

In September 2015, the United Nations (UN) adopted 17 Sustainable 

Development Goals (SDG) as a “blueprint to achieve a better and more sustainable future 

for all” (United Nations, n.d.-a). The fourth goal, SDG 4, is quality education for all 

children by 2030. One of the targets of SDG 4 reads, “By 2030, substantially increase the 

supply of qualified teachers, including through international cooperation for teacher 

training in developing countries, especially least developed countries and small island 

developing states” (United Nations, n.d.-b). A strong supply of qualified teachers is 

essential to the establishment of  “free, equitable and quality primary and secondary 

education” for all students (United Nations, n.d.-b). Unfortunately, data now show that 

high rates of teacher turnover make SDG 4 unattainable.    

The United Nations Educational, Scientific, and Cultural Organization 

(UNESCO) is responsible for monitoring the success of SDG 4. UNESCO’s Institute for 

Statistics (UIS) reports,  

By 2030, countries must recruit a total of 68.8 million teachers…Of the 24.4 

million teachers needed for universal primary education (UPE), 21 million will 

replace teachers who leave the workforce…The need for additional teachers is 

even greater at the secondary level, with a total of 44.4 million teachers needed by 

2030, of which 27.6 million are to replace those who leave…(UNESCO Institute 

for Statistics, 2016, p. 1) 

 

Essentially, new recruits are required to replenish a dwindling workforce. Of the 69 

million teachers needed to grant educational equity to all students, 49 million will replace 
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colleagues who leave the profession. That is a staggering 71 percent. Figure 1.1 projects 

this alarming increase in teacher turnover over the next decade. 

The data clearly demonstrate the problem of teacher turnover across the world. 

They also show that SDG 4 is unlikely to be met by 2030. In fact, UNESCO reports, 

“…if the current trend continues, 33 countries will not have enough teachers to provide 

quality education to all children by 2030” (UNESCO Teacher Task Force, 2015). These 

33 range from underdeveloped countries to those classified as first-world countries.  

 
 

Figure 1.1. Numbers of Teachers Needed to Achieve SDG 4. Note: Figure created based on data from the 

UNESCO Institute for Statistics Fact Sheet (UNESCO Institute for Statistics, 2016, p. 2). 

 

According to Xianxuan Xu (2017),  

…teacher turnover and attrition are a global phenomenon. The annual attrition 

rate in Australia is 5 percent, New Zealand 9.9 percent, Europe between 4 and 9 

percent, and Sub Saharan Africa between 3 and 10 percent (Mulei et al. 2016). 

Additionally, the attrition rate in Canada can be as high as 30 percent in the first 

five years of service (Karsenti & Collin 2013).  

 

As Xu (2017) shows, teacher turnover is an international concern. Furthermore, teacher 

turnover can be excessive despite a country’s political presence and power in the world. 
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For example, the United States of America, arguably the most powerful country in the 

world, has a high annual teacher turnover rate of at least eight percent (Carver-Thomas & 

Darling-Hammond, 2017). A detailed discussion of American teacher turnover will 

follow later in this chapter.  

Surprisingly, there are countries which have very low rates of teacher turnover. 

According to the National Center on Education and the Economy (NCEE), “…[in] 

Finland and Singapore…this particular challenge is not one they face” (Aristorenas, 

2018). This brings up a critical question: Why does the teaching profession flourish in 

some countries and falter in others? The next section briefly compares teacher turnover in 

countries at both ends of the spectrum.  

 

International Comparisons of Teacher Turnover  

In 2005, the Organisation for Economic Co-operation and Development (OECD) 

released a report describing educational systems in 25 countries. The report’s overview 

outlines two approaches to public education, saying,   

Most teachers are employed in the public sector, but the basic models of public 

sector employment differ from country to country. There are two basic models 

that shape teacher employment, and which are evident in the participating 

countries: “career-based”; and “position-based.” (Santiago & McKenzie, 2005, p. 

8) 

 

The mention of these two models is significant when it comes to teacher retention. 

Teacher turnover rates appear to be much lower in one model and much higher in the 

other. “In the main, countries with career-based teaching services do not have major 

problems with teacher supply. Most have many more well-qualified applicants than 

available vacancies” (Santiago & McKenzie, 2005, p. 8). Put another way, teacher 

turnover in career-based systems is minimal.  
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Several factors contribute to the low rates of teacher turnover in career-based 

systems. First, the career-based model sets the expectation that teachers will remain in the 

profession and in the same school district until retirement (Horton, 2011; Tatsuo, 2012; 

World Bank, 2005). Next, teacher selection is centralized, under the control of a national 

agency for education (Horton, 2011; Moon & Hwang, 2013; Thijs et al., 2017). Finally, 

teachers in these systems have many opportunities for promotion and higher earnings 

without leaving the classroom (Cunningham, 2016; Kuperus & Rode, 2010; Ministry of 

Education Singapore, 2019; Yang, 2018). France, Japan, Korea, and Spain are examples 

of countries with career-based systems (Santiago & McKenzie, 2005, p. 8).  

Position-based systems, on the other hand, offer many opportunities for entry into 

the profession, including alternative certification options for individuals who wish to 

change careers (Darling-Hammond, 2012a; Kuperus & Rode, 2010; Moon & Hwang, 

2013; Rothman & Darling-Hammond, 2015; Tatsuo, 2012; World Bank, 2005). Teacher 

selection is decentralized, controlled by administrators at each campus or district (Moon 

& Hwang, 2013; OECD, 2018a; Thijs et al., 2017). Opportunities for promotion and 

higher earnings are limited, as “teacher advancement depends on successfully competing 

for vacancies, and the number of higher level vacancies is usually restricted” (Santiago & 

McKenzie, 2005, p. 8). Consequently, many teachers leave their school districts or the 

profession to look for better opportunities elsewhere. Canada, Sweden, Switzerland, and 

the United Kingdom are examples of position-based systems (Santiago & McKenzie, 

2005, p. 8). 

 Position-based systems are those which show the highest rates of teacher turnover 

(OECD, 2018a; Santiago & McKenzie, 2005). According to the OECD, “Such systems 
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also often find it difficult to retain a core of experienced teachers beyond the 30-40 year-

old age bracket. Schools in such countries therefore often have high staff turnover, 

especially in disadvantaged areas” (Santiago & McKenzie, 2005, p. 9). The position-

based model overemphasizes freedom to enter and exit the field and underemphasizes 

teacher fulfillment and professional advancement. This may cause an increasing number 

of teachers to view their jobs as temporary options rather than lifelong careers. It seems, 

then, that position-based systems will be unlikely to reduce teacher turnover without 

incorporating elements found in career-based models. An analysis of career- and 

position-based systems in chapter two will clarify this supposition.  

 

A National Perspective: Teacher Turnover in the United States 

Public education in the United States operates through a position-based system 

(OECD, 2018a). As seen in other position-based systems, teacher turnover is a major 

problem in America. In 2017, the Learning Policy Institute (LPI) released a report titled 

Teacher Turnover: Why It Matters and What We Can Do About It. This report examines 

teacher turnover in the U.S. and its implication for the future of public education. The 

authors present an "analysis of nationally representative survey data from the 2012 

Schools and Staffing Survey and the 2013 Teacher Follow-up Survey” (Carver-Thomas 

& Darling-Hammond, 2017, p. v). Taking time here to discuss their findings will provide 

a better understanding of the national teacher turnover crisis.  

 

Teacher Turnover is a Major Challenge in America  

According to the LPI report, teacher turnover grew from approximately five 

percent in 1992 to approximately eight percent in 2005. “The 3% increase in attrition 
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rates is not trivial: It amounts to about 90,000 additional teachers needing to be hired 

across the U.S. each year” (Carver-Thomas & Darling-Hammond, 2017, p. 3). This 

percentage held steady from 2005-2013. In other words, over an eight-year period, about 

720,000 new teachers had to be hired due to teacher turnover. Though the authors were 

not able to analyze and discuss survey data after 2013, one might project that the turnover 

rate held steady or increased from 2013 to the present. Holding steady would mean an 

additional 540,000 new hires from 2013-2019. Increased rates of turnover could 

potentially double or triple that estimate.  

Annual turnover leads to teacher shortages in the U.S. Carver-Thomas and 

Darling-Hammond (2017) address this, writing,  

A high rate of teacher attrition—that is, teachers leaving the profession—is a 

primary contributor to teacher shortages nationally. The profession has a national 

attrition rate of about 8% annually, and research shows that the number of 

teachers leaving each year accounts for close to 90% of annual teacher demand. 

Furthermore, less than a third of national teacher attrition is due to retirement. In 

other words, each year schools nationwide must hire tens of thousands of teachers 

as a result of beginning and mid-career teachers leaving the profession. (p. 1) 

 

Most newly hired teachers are replacing teachers who leave the profession. Most teachers 

leaving the profession are not retiring but seeking opportunities in other industries. As 

stated previously, these figures indicate America’s position-based system is more 

concerned with getting teachers into the profession than creating desirable conditions to 

keep them there. Xu (2017) agrees, saying, “…teaching is portrayed as a ‘revolving door’ 

occupation in the United States, referring to the phenomenon by which large numbers of 

teachers flow in and out of schools each year.” As Thomas G. Carroll (2007) puts it, “The 

problem is not finding enough teachers to do the job – the problem is keeping them in our 

schools” (p. 2).  
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 The teacher turnover rate in America is worse when one considers the number of 

teachers who do not leave the profession but choose to move to another school. “In 

addition to the 8% of teachers who leave the profession each year, about 8% shift 

schools. Thus, the overall turnover rate is currently about 16%” (Carver-Thomas & 

Darling-Hammond, 2017, p. 4). The overall turnover rate is important to note. All teacher 

movement – leaving the field completely or leaving a particular school site to teach 

somewhere else – brings negative consequences to the entire system. Several of those 

consequences are explained next.  

 

Impact on Student Achievement  

Turnover has a negative effect on student achievement and threatens educational 

equity. According to Carver-Thomas and Darling-Hammond (2017), 

…teacher turnover takes a toll on schools and students. In particular, when 

turnover contributes to teacher shortages, schools often respond by hiring 

inexperienced or unqualified teachers, increasing class sizes, or cutting class 

offerings, all of which impact student learning. Research is clear that both teacher 

inexperience and rates of turnover negatively impact student learning, which 

means that students in schools with high turnover and few experienced teachers 

are at a decided educational disadvantage. (p. 1) 

 

Students attending the schools that have the highest turnover rates are not receiving the 

same quality education as students who have more stable school environments. 

Furthermore, high teacher turnover affects more than a single classroom or grade level. 

“In addition, turnover impacts the achievement of all students in a school, not just those 

with a new teacher, by disrupting school stability, collegial relationships, collaboration, 

and the accumulation of institutional knowledge” (Carver-Thomas & Darling-Hammond, 

2017, p. 1). The movement of one teacher can have effects that ripple through an entire 

school. This remains true whether the teacher leaves the field or moves to another school.  
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Likewise, the negative impact on student achievement is not limited to a single 

campus, district, or state. Negative effects can also be felt at the national level. As the LPI 

report explains, “At 8% annually, teacher attrition in the United States is high relative to 

that of other high-achieving countries, where teachers often leave the profession at half 

that rate or less” (Carver-Thomas & Darling-Hammond, 2017, p. 30). Every year, the 

U.S. loses twice as many teachers as other countries whose students perform as well or 

better than American students on international assessments. If this continues, will 

American students continue to perform well when compared to their counterparts in other 

countries? Xu (2017) remarks on this, saying,  

Nationally in the U.S., about 8 percent of teachers turn over each year…By 

comparison, the teacher turnover rates in other countries that achieve the highest 

results on international achievement tests are much lower; turnover is just over 1 

percent annually in Korea, 2 percent in Finland, and 3 percent in Singapore 

(Auguste, Kihn, & Miller 2010). 

 

Xu (2017) points out countries with the lowest teacher turnover and the highest student 

achievement. By making this distinction, he implies that the United States does not have 

the lowest turnover rates or the highest student achievement scores. One can surmise, 

then, that American student performance has already been – and will continue to be – 

negatively impacted by high teacher turnover.  

The results of the Programme for International Student Assessment (PISA) do 

show a gap between American students and students in countries with lower teacher 

turnover. PISA is “a triennial international survey that aims to evaluate education systems 

worldwide by testing the skills and knowledge of 15-year-old students” (OECD, 2017a, 

p. 120). At the time of this writing, the most recent PISA results from 2015 compared 

students in 72 countries. Of those 72, students in the U.S. ranked 24th in reading, 25th in 
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science, and 40th in math (Kastberg et al., 2016, pp. 20, 17, 23). Singapore ranked first in 

all three assessments, with Korea and Finland ranking from 4th – 13th (Kastberg et al., 

2016, pp. 20, 17, 23). Overall, U.S. students were classified as average when compared 

with peers in other countries. American students are not in the top 10 or 20 percent, but 

somewhere in the middle. If teacher turnover continues to be a problem in America, there 

will likely be a further drop in the performance of American students.  

 

Fiscal Impact  

Teacher turnover causes damage to more than student learning. “High rates of 

attrition have significant financial costs, which can exceed $20,000 per teacher for 

replacing one who leaves…” (Carver-Thomas & Darling-Hammond, 2017, p. 30). Hiring 

and training a new teacher brings hefty expenses to the campus and district. And, like the 

negative impact on student growth, the financial burdens of replacing teachers are felt by 

more than a single school or district. The entire nation bears the cost. “The National 

Commission on Teaching and America’s Future (NCTAF) estimates that the national cost 

of public school teacher turnover could be over $7.3 billion a year” (Carroll, 2007, p. 1). 

This is a conservative estimate, as it does not include teachers who shift schools or “any 

federal or state investments that are lost when a teacher leaves” (Carroll, 2007, p. 1). True 

costs are likely to be “far in excess of $7 billion” (Carroll, 2007, p. 1). Federal and state 

funding for education is inadequate at best. Most of those meager funds are used in the 

replacement of existing teachers when they might be better spent updating facilities, 

increasing student access to technology, raising teacher salaries, and providing more 

professional learning opportunities for current teachers.  
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Turnover Rates Vary Regionally  

Teacher turnover is higher in some areas of the country than others. “Overall 

turnover rates are highest in the South, while they are lowest in the higher-paying 

northeastern states, which also feature smaller class sizes and greater investments in 

education” (Carver-Thomas & Darling-Hammond, 2017, p. 30). This highlights the 

decentralized nature of position-based systems. Power to determine salary, class size, and 

working conditions – how often facilities are updated, length of the school day, length of 

the school year, etc. – is given to each state and district. In career-based systems, on the 

other hand, power to determine these things is given to one national agency for education. 

Consequently, the teaching profession in career-based systems looks the same no matter 

where teachers are located. Position-based systems emphasize local control over the 

uniformity seen in the career-based model.  

There is no mistaking the strong value of local control in the position-based 

model. Local control gives each community and state the chance to meet the unique 

needs of their students. However, it can also create a false sense of security. In other 

words, local control can cause each state and district to think that its way is the best way. 

That belief can discourage entities from looking beyond themselves to find solutions to 

the problems they face. One wonders, for example, how many leaders in southern school 

systems have researched northern districts to generate ideas for reducing turnover. The 

answer to that and similar questions is beyond the scope of this work. However, it does 

lead one to conclude, again, that there are some lessons that position-based systems could 

and should learn from the career-based model. 
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A Closer Look at the South 

The southern states have the highest teacher turnover rates in the nation. Carver-

Thomas and Darling-Hammond (2017) describe this when they compare teacher turnover 

in the south to other parts of the country:  

At 16.7% annually, the South has a particularly high turnover rate compared to 

the northeastern, midwestern, and western regions, which average, at most, 13% 

annual turnover. Southern and midwestern cities have the highest rates of teacher 

turnover, followed by southern suburbs, towns, and rural areas… (p. 9) 

 

Teacher turnover in the southern U.S. is at least three percent higher than teacher 

turnover in other areas of the country. This is a major point of concern in this work 

because the district selected for this case study is located in the southern state of Texas. 

The selected district is one of 1,247 Texas districts affected by this high turnover rate 

(Cone, 2014). As a southern suburban district, it falls into the second highest category for 

teacher turnover. Next, turnover rates in Texas and the selected district will be examined 

to determine how deeply each is affected.  

 

A State Perspective: Teacher Turnover in Texas 

 

Data from the State Agency  

The Texas Education Agency (TEA) releases an annual report on teacher turnover 

and new hires in the state of Texas. The most recent release presents data from 2010-

2018. Table 1.1 presents data displayed in the report and gives a brief overview of that 

eight-year period.  
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Table 1.1  

Texas Employed Teacher Turnover and New Hires 2011-20181 

School Year 

Total Number 

of Texas 

Teachers 

Attrition by 

Number 

(Percentage) 

of Teachers 

New Hires by 

Number 

(Percentage) 

of Teachers 

2017-2018 362,192 
37,443 

(10.44%) 

41,122 

(11.35%) 

2016-2017 358,513 
36,300 

(10.29%) 

42,182 

(11.77%) 

2015-2016 352,631 
35,931 

(10.34%) 

41,093 

(11.65%) 

2014-2015 347,469 
34,807 

(10.25%) 

42,625 

(12.27%) 

2013-2014 339,651 
34,759 

(10.45%) 

41,823 

(12.31%) 

2012-2013 332,587 
34,424 

(10.45%) 

37,659 

(11.32%) 

2011-2012 329,352 
35,800 

(10.52%) 

24,871 

(7.55%) 

2010-2011 340,281 
29,993 

(8.87%) 

32,084 

(9.43%) 

 

 

Table 1.1 shows an elevated rate of turnover and an even greater rate of new hires to 

offset the loss of teachers. However, TEA holds a positive view of these data. “In most 

academic years, the public-school system gained more teachers than it lost. 

Correspondingly, the overall number of employed teachers increased during most 

academic years reported” (Ramsay, 2019). This brief analysis suggests that, because 

scores of new teachers are hired annually, teacher turnover is not a challenge in Texas. 

However, there are several problems with the data presented here that must be examined. 

 In the 2017-2018 school year alone, dividing the number of exiting teachers by 

the number of new hires shows that 91 percent of new hires replaced former teachers. 

However, the TEA report implies that turnover rates are not a problem if new hire rates 

supersede them. Carroll (2007) disputes this, saying,  

 
1
 Table 1.1 was created based on data from the Texas Education Agency (Ramsay, 2019). 
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Some would say that this is a simple recruitment problem – just find more 

teachers to replace those who leave. But focusing on the hiring of new teachers 

won’t stem the costly exodus of teachers that is undercutting our nation’s ability 

to provide every child with quality teaching in a school organized for success. As 

this and previous NCTAF reports have noted, the conventional wisdom that we 

can improve teaching quality by increasing the supply of new teachers is a 

misreading of the fundamental problem facing our schools today. (p. 2) 

 

Carroll’s points here are valid and go unaddressed in the one-page TEA report. There is 

no mention of the expenses incurred to replace teachers who leave. There is no discussion 

of the correlation between teacher turnover and student achievement. There is no mention 

of equity for the demographics that experience the highest amount of teacher turnover. 

These are important omissions because they do not give the public a clear view of the 

high amount of funds spent to replace teachers, the negative impact that turnover has on 

student learning, and the disproportionate amount of economically-disadvantaged and 

special needs students who experience the effects of teacher turnover. 

 There are two additional problems with TEA’s data on teacher turnover. First, the 

agency does not provide information on the reasons for teacher turnover. Are most 

teachers retiring or moving to another profession? This is important information that 

would help policymakers, district leaders, and other relevant stakeholders pinpoint any 

common reasons for turnover in the state. Are allowable student-to-teacher ratios too 

high? Are teacher salaries too low? Has a lack of funding made it harder to obtain 

resources needed in the classrooms? Are other occupations in Texas offering more perks 

or opportunities for career advancement? The list of questions could go on, but these 

questions will never be answered if no information is given on teacher reasons for leaving 

the field.  
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Along with the absence of this information, the data presented only “[reflect] 

teachers leaving the Texas public school teaching force” (Ramsay, 2019). The number of 

teachers who shift schools is not reported. As a result, the public does not get the whole 

story. If movers were counted, turnover rates would surely be much higher, as shown 

with the national turnover data. However, failing to report this leaves another set of 

questions unanswered. Are teachers moving from certain districts at higher rates than 

others? If so, is this due to lack of resources, student demographics, or poor working 

conditions? Again, the list could go on.  

The lack of information in these two important areas suggests that the portrait of 

teacher turnover painted by TEA is incomplete. Holme et al. (2017), affiliates of the 

University of Texas at Austin, hint at this, saying, “…an assessment of the way we 

measure teacher turnover is important, as the measures become the means by which the 

‘problem’ of turnover becomes defined and its varying dimensions understood” (p. 62). 

By omitting critical information, TEA is not acknowledging the full scope of the 

problem.  

Furthermore, inconsistencies can be found in the turnover data reported by TEA. 

The TEA report referenced above holds turnover at approximately 10 percent annually. 

However, the annual Texas Academic Performance Reports (TAPR) released by TEA 

hold turnover at 16.6 percent for the same period (Texas Education Agency, 2019). In 

December 2017, an Austin, TX news agency reported a similar figure, saying, “Another 

critical piece will be teacher recruitment and retention. The Texas Education Agency says 

right now, there's an annual teacher turnover rate of 16 percent” (S. Lee, 2017). There is 
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no information to show how this higher turnover rate was determined, adding more 

weight to the call for assessing the way turnover is measured.  

 

Data from the State Legislature  

Texas legislators do not hold the same positive view of teacher turnover that is 

displayed in the TEA report on turnover. In December 2018, the Texas Commission on 

Public School Finance (TCPSF) released a report titled Funding for Impact: Equitable 

Funding for Students Who Need It the Most. According to this report, teacher turnover is 

one of 15 obstacles to equity in Texas public schools. Specifically, “…one in six Texas 

teachers leaves their district each year, with high low-income, challenged campuses often 

seeing teacher turnover twice or triple those already high levels…” (Texas Commission 

on Public School Finance, 2018, p. 22). In other words, approximately 17 percent of 

Texas teachers leave their districts annually. Campuses with high-needs populations 

experience turnover rates of up to 51 percent.  

The TCPSF report describes the impact of teacher turnover on student 

achievement.  

…effective teachers can not only dramatically improve assessment results in their 

students but can also help students learn two to three additional months’ worth of 

mathematics and reading compared to an average teacher, and five to six 

additional months more compared to low-performing teachers. In addition, 

students with effective teachers are more likely to go to college and earn higher 

salaries as adults and are less likely to become teenage parents. (Texas 

Commission on Public School Finance, 2018, p. 156) 

 

The turnover of experienced, effective teachers leads to the impaired academic 

development of students, who demonstrate a lack of proficiency in core subject areas. 

Furthermore, affected students are more likely to have children at young ages and less 

likely to hold jobs that provide adequate salaries. 
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The TCPSF report has influenced recent Texas legislation for teacher retention. 

The report lists recommendations for financial incentives aimed at increasing retention. 

These recommendations have been incorporated into House Bill 3 (HB 3), which became 

law on June 11, 2019. Under HB 3, districts are required to increase teacher salaries, 

compensate teachers for years of experience, and compensate teachers for high student 

achievement (Lopez, 2019; Coalition for Education Funding, n.d.). To help implement 

these new initiatives, HB 3 provides districts with two years of funding. However, 

districts may have to continue funding the measures locally once the two years have 

passed.  

 

Texas Compared to Other States  

When compared to other states in the U.S., Texas has the fourth highest rate of 

teacher turnover. Figure 1.2 shows a comparison of 48 states from 2011-2013. The chart 

excludes Hawaii and Wyoming due to a lack of information on teacher reasons for 

leaving. According to these figures, the overall turnover rate in Texas is approximately 

21 percent, double the amount presented by TEA for the same two years. This percentage 

includes movers, or teachers who shift schools. Of the 21 percent total turnover, two 

thirds are teachers who leave the profession and movers. These statistics shed new light 

on teacher turnover in Texas. The positive view presented by TEA does not show through 

here. Instead, Texas appears to have one of the highest teacher turnover rates in the 

nation.  

While the data presented by TEA and the LPI do not match, one thing can be 

stated with certainty. Teacher turnover in Texas is disturbingly high. Pedro Reyes and 

Celeste Alexander (2017) remark on this, saying, “In general, Texas teachers have lower 
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rates of remaining at the same school and higher rates of leaving teaching compared to 

the averages in the US” (p. 6). Texas teachers are less likely to stay in the profession than 

teachers in other states. 

 
 
Figure 1.2. Teacher Turnover in the United States by State. Note: Figure created based on data from 

“Teacher Turnover: Why It Matters and What We Can Do About It” (Carver-Thomas & Darling-

Hammond, 2017, p. 11).  

 

A Local Perspective: Teacher Turnover in Region N and Beaconville ISD 

 

Overview  

School districts in Texas are divided into 20 regions, all supported by educational 

service centers (ESCs) affiliated with TEA. Beaconville Independent School District 
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(BISD) is part of ESC Region N2. 90 percent of Region N ISDs enrolled 100-6,000 

students. Thus, with approximately 8,400 students, BISD is one of the larger districts in 

the region. BISD is comprised of 10 campuses – six elementary schools for grades K-4, 

two intermediate schools for grades 5-6, one middle school for grades 7-8, and one high 

school for grades 9-12. These campuses sit in three cities in a metro area.  

 

Turnover Rates in the Region and the District 

Data from TEA’s annual TAPR reports include teacher turnover rates for the 

state, Region N, and BISD. Figure 1.3 presents a comparison of these, all of which have 

turnover rates that are much higher than the national average of eight percent. Turnover 

in Region N has remained close to or above 20 percent over the last four years and shows 

a steady tendency to increase annually. Region N rates consistently exceed the state and 

BISD. Turnover in BISD ranged from 14 to 19 percent during the same period. It was 

lower than the state for several years. However, the most recent figures put BISD 

turnover at about two percent higher than the state. 

 

 

Figure 1.3. From 2013-2017, teacher turnover in Region N exceeded turnover in Beaconville ISD and 

Texas. Note: Figure created based on data from the Texas TAPR reports (Texas Education Agency, 2019).  

 
2 To ensure confidentiality, the aliases Beaconville ISD and Region N are used throughout this 

work.    
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Within BISD, turnover rates vary by campus. Over the last five years, turnover of 

full-time certified teachers has been as low as zero percent and as high as 28 percent at 

certain schools. Figure 1.4 compares full-time teacher turnover at BISD elementary and 

secondary campuses. At first glance, it seems that teacher turnover at BISD is improving. 

 

 
 

 

 

 

 

 

 

 

 

 

Figure 1.4. From 2013-2018, full-time teacher turnover in Beaconville ISD fluctuated at each campus. 

Note: Figure created based on data from the BISD Human Resources Department (Jackson, 2018).  

 

 

In Figure 1.4, seven of the 10 BISD campuses, or 70 percent, show decreasing 

rates of turnover for the 2017-2018 school year. However, a closer look reveals a 

problem. In that same year, 60 percent of BISD schools also had turnover rates that 

exceeded the national rate. Only four schools were lower. In previous years, those four 

schools –Elementary 1, Elementary 4, Elementary 5, and Elementary 6 – were double or 

even triple the national rate. Furthermore, in 2018, both Elementary 1 and Elementary 6 

had a turnover rate above seven percent, hovering close to the high national average. 
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Another important consideration is the percentage of BISD teachers who leave the 

district due to retirement. Figure 1.5 compares BISD teachers who retire to those who do 

not. From 2014 – 2018, 80 to 89 percent of teacher turnover was attributed to reasons 

other than retirement. According to these data, most teachers are leaving the district 

voluntarily.  

 

 
Figure 1.5. Most teachers who leave Beaconville do not retire. Note: Figure created based on data from the 

BISD Human Resources Department (Jackson, 2018). 

 

Implications  

Teacher turnover rates in Region N and BISD are higher than the state and the 

nation. Negative impact on student growth, educational inequity, and financial burdens – 

concerns at the national and state levels – are also likely to affect students in the region 

and the district. Additionally, district data show that BISD might place too much 

emphasis on hiring new teachers and not enough on retaining instructional staff. Carroll 

(2007) refers to the effect that this practice may have on instruction and achievement. 

Many…struggle to close the student achievement gap because they never close 

the teaching quality gap – they are constantly rebuilding their staff. An inordinate 

amount of their capital – both human and financial – is consumed by the constant 

process of hiring and replacing beginning teachers who leave before they have 

mastered the ability to create a successful learning culture for their students. (p. 2) 
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A high turnover rate limits BISD’s ability to build teacher capacity and to maximize its 

resources. Inability to build teacher capacity could lead to the development or 

perpetuation of teacher dissatisfaction. Dissatisfied teachers will leave the district, 

keeping the rate of turnover high and creating a cycle of entry, discontent, and exit. 

Failure to maximize financial resources could reduce district funds and cause BISD to 

rely more heavily on the surrounding community (e.g. through raising the tax rate). This 

could damage local partnerships and the community perception of the district. To avoid 

these possible consequences, the district must find a way to reduce voluntary teacher 

turnover.  

 

Framing the Problem for Beaconville ISD 

 The Beaconville Independent School District (BISD) faces the dilemma of teacher 

turnover annually. Consequently, the superintendent of BISD grapples with several 

questions related to teacher turnover: “How do we build up a teacher’s competence and 

confidence without creating new positions? How do we balance that with lots of demands 

on teachers’ time? How do we keep teachers motivated to stay in the classroom?” 

(personal communication, Nov. 13, 2018). The superintendent is focused on the 

underlying issues of teacher retention. He wants to support student achievement, maintain 

a positive culture for teachers and students, and use district resources wisely. To 

accomplish these goals, he is looking for a way to motivate experienced teachers to seek 

opportunities which will increase their skills in the classroom (personal communication, 

July 2, 2019). He is also hopeful that these experienced teachers will help new teachers 

grow and develop professionally (personal communication, July 2, 2019). Teacher 



24 

 

turnover will be a hindrance to these goals. The crux of the district’s problem, then, is the 

high rate of teacher turnover. 

 This study will seek to generate ideas to help BISD reduce teacher turnover by 

exploring the experiences of current first- through fifth-year BISD teachers within the 

labor market system in place at BISD. Three research questions (RQs) will guide the 

direction of this study.  

• RQ 1: What are the experiences of first- through fifth-year K-12 teachers in a 

southern U.S. suburban school district related to market labor? 

• RQ 2: How do aspects of market labor enter into first- through fifth-year K-12 

teachers’ decisions to stay with or leave a district? 

• RQ 3: How do campus representatives perceive the value of implementing career-

based practices as a means of retaining teachers in the district? 

As a curriculum coordinator who works regularly with teachers in a southern, suburban 

school district, this writer feels uniquely poised to address the problem of practice in this 

district.  

 

Chapter Summary 

 Teacher turnover is a problem in school systems throughout the world. Teacher 

turnover adversely affects student achievement and is a financial burden at the local, 

state, national, and international levels. In America, teacher turnover is greatest in 

southern urban and suburban school districts. It is no surprise, then, that the Beaconville 

Independent School District, a southern suburban district, has an annual teacher turnover 

rate that is consistently higher than the national average (Jackson, 2018; Texas Education 
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Agency, 2019). This study will explore the experiences of BISD teachers to generate 

ideas for reducing teacher turnover at BISD.  



26 

 

 

CHAPTER TWO 

Literature Review 

 

Labor Market Effects on Teacher Turnover 

High teacher turnover is a problem in many countries throughout the world 

(UNESCO Institute for Statistics, 2016; UNESCO Teacher Task Force, 2015; Xu, 2017). 

Nevertheless, several countries consistently present low rates of teacher turnover each 

year (Carver-Thomas & Darling-Hammond, 2017). Mainstream literature on teacher 

turnover focuses primarily on a variety of predictors for teacher turnover, including 

student demographics, teacher salary, and school setting (Carroll, 2007; Carver-Thomas 

& Darling-Hammond, 2017; Grissom et al., 2016; Ingersoll, 2001). However, a newly-

emerging body of literature shows that one key difference between countries with high 

and low turnover is the structure of the teacher labor market (OECD, 2018a; Santiago & 

McKenzie, 2005).  

There is little discussion in mainstream literature about the two types of labor 

markets – career-based and position-based – implemented in school systems with high 

and low teacher turnover. Teachers in the career-based labor market stay in the same 

district from entry until retirement and experience a regular cycle of training and 

promotion. Teachers in the position-based market often move to different schools or 

districts as they apply for new positions that match their levels of experience and skill. 

The dearth of literature on the labor market structure and teacher turnover is significant 

because systems that have lower turnover tend to rely on a career-based labor market 
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structure while systems that have higher turnover tend to rely on a position-based labor 

market structure (Santiago & Mckenzie, 2005). 

This chapter begins with a comparison of the two systems to identify the benefits 

and drawbacks of each. This will be followed by a discussion of the Beaconville 

Independent School District (BISD), which utilizes a position-based model. The chapter 

concludes by exploring a potential blend of career-based practices in the BISD system as 

a strategy to reduce teacher turnover in the district.  

 

An Introduction to Career-based and Position-based Systems 

 Career- and position-based systems are two different approaches to human 

resource management (HRM). HRM is “the function within an organization that focuses 

on the recruitment of, management of, and…guidance for the people who work in an 

organization” (Heathfield, 2019a). HRM is a set of policies and procedures meant to 

recruit, retain, and develop the best and brightest workforce. Career- and position-based 

systems influence an organization’s ability to implement HRM effectively. 

 HRM literature describes career- and position-based models as public sector 

models. The public sector is comprised of “all levels of government and government-

controlled enterprises [and] does not include private companies, voluntary organizations, 

and households” (Wegrich & Munro, 2014). In other words, the phrase public sector is 

applied when discussing civil servants and civil service.  

According to Steven Van de Walle et al. (2015), “Within the public sector, two 

types of internal [labor] market can be discerned: career-based and position-based 

systems” (pp. 836-837). Sangmook Kim (2010) agrees, saying, “There are two basic 

models for core public service…‘career-based’ and ‘position-based’” (p. 243). Thus, 
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career- and position-based systems are utilized for the recruitment, retention, and 

development of the civil service labor force.  

As Andrew Massey (2011) notes, “There is no universally accepted definition of 

civil servant and civil service” (p. 3). However, in some countries, teachers “are 

included…in [the] civil service list” (Massey, 2011, p. 4). Though countries differ in how 

they categorize teachers, most public-school teachers work in one of the two public sector 

models. Research from the OECD (2005) shows,  

Most teachers are employed in the public sector, but the basic models of public 

sector employment differ from country to country. There are two basic models 

that shape teacher employment, and which are evident in the participating 

countries: “career-based”; and “position-based.” (p. 8) 

 

Whether or not they are considered civil servants, teachers in most countries are working 

in the public sector. Teachers must, therefore, work within career- or position-based 

systems.  

Historically, career-based systems appeared before position-based systems. 

Information from the World Bank (2005) indicates, “The career-based systems have a 

longer history,” showing up in certain Asian and European countries “in the early 

twentieth century” (p. 10). Career-based systems arose during “a time of scarce 

managerial capacity in government” (World Bank, 2005, p. 10). They provided a way to 

fill positions with generalists when a cadre of specialized workers was not available. 

“The position-based systems are younger in comparison, having been introduced mainly 

during the 1980s and 1990s, when executive capacity both in and outside government 

was readily available” (World Bank, 2005, p. 10). As more specialized workers emerged, 

so, too, did position-based systems.  
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Every developed and developing country in the world uses at least one of these 

models, with many countries implementing a hybrid of the two (Kuperus & Rode, 2010; 

OECD, 2005; World Bank, 2005). The next sections of this chapter present a broad 

overview of each model across all public sector jobs. Key differences between the two 

systems are explored, including the reliance on generalists and specialists mentioned 

above. The chapter then shifts to focus on the use of career- and position-based models in 

public education. This is illustrated through a comparison of two countries that utilize 

each system. The chapter ends with a discussion of the hybrid approach – blending 

elements of the career- and position-based systems – with a focus on the possibility of 

establishing effective career-based practices in the position-based BISD.  

 

The Career-based Approach 

Career-based employment – also known as the “personnel-ranking,” “man-in-

rank,” or “rank-in-the-man” system – establishes a direct link between entry to and exit 

from a profession (Leich, 1960, p. 92; Petričušić, 2007, p. 326). Candidates who accept 

entry-level positions are making a commitment to a certain occupation and organization 

until they retire. Hatta Tatsuo (2012) describes this, saying, “Civil servants are usually 

hired at the very beginning of their career and are expected to remain in civil service 

more or less throughout their working life” (p. 190). Sylvia Horton (2011) states, “Career 

systems have different hierarchical forms of organization but generally involve a job for 

life…” (p. 46). Likewise, the World Bank (2005) writes, “Career-based [employees] are 

employed from recruitment until the age of retirement” (p. 7). Career-based employees 

buy into the idea that they are meant to dedicate their lives to one profession and one 

organization.  
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How do career-based systems inspire such strong devotion in employees? Van de 

Walle et al. (2015) seek to answer this in their research on employee motivation to work 

in the public sector. Comparing the career-based to the position-based system, they write,  

The most interesting finding at the country level is the confirmation of Hypothesis 

3, which states that the public sector is a more preferred sector of employment 

when it has a career-based system of employment. This is possibly the result of 

the fact that the career-based system is perceived as more attractive because it 

provides greater security. (Van de Walle et al., 2015, p. 851) 

 

It appears, then, that career-based systems guarantee a higher level of job security than 

position-based systems. Along with the clear expectation that employees will remain until 

they retire, two features of career-based systems create this sense of job security. First, 

career-based systems typically have a rigorous selection process. Second, they place 

strong emphasis on career development by incorporating a continuous cycle of 

promotions within the career. Both will be examined below to determine how they 

influence an employee's decision to stay in a profession long-term.  

 

Employee Selection  

The process of becoming a career-based employee is very difficult. The OECD 

(n.d.) notes, “A career-based system is characterised by competitive selection early in 

public servants' careers…” Candidates are vying for a limited number of entry-level 

positions. Similar to membership in an exclusive fraternity, once candidates are in the 

field, they are guaranteed a job for life. However, those who are not selected will have 

virtually no other opportunities to enter that field later in their careers (Horton, 2011; 

Moon & Hwang, 2013; World Bank, 2005). If candidates do not make the first cut, it is 

highly unlikely that they will ever be able to try again. The rigor of career-based selection 

is the result of a centralized process that is measured by stringent standards.  
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Centralized selection process.  Career-based models are typically found in 

centralized systems (Moon & Hwang, 2013; OECD, 2018a). A system is centralized if 

“recruitment [depends] on one body or a committee” or if  “a particular agency [is] in 

charge of managing recruitment, selection, and examinations” (Moon & Hwang, 2013, p. 

131; Papapolychroniadis et al., 2017, p. 26). In career-based systems, one agency is 

responsible for all aspects of the employee’s career, beginning with candidate selection. 

13 countries in the European Union (EU) and Asian “industrialized countries such as 

Japan, Korea, and Taiwan still have a centralized system” (Moon & Hwang, 2013, p. 

131; Thijs et al., 2017, p. 24). While these countries employ a career-based model, 

Western countries typically rely on position-based systems (Moon & Hwang, 2013).   

The central agency at the heart of each career-based system is often endowed with 

the power of law. Horton (2011) notes, “Most career systems are rooted in legislation 

with special statutes covering recruitment, promotion, and pay” (p. 46). M. Jae Moon and 

Changho Hwang (2013) affirm this, saying,  

The laws often define the scope, roles, and responsibilities of the civil service. It 

is common that a specific agency is assigned to manage a civil service system. 

These agencies often supervise a wide array of activities from recruitment to 

retirement. (p. 126) 

 

The central agency is given legal power to determine who can enter the field and to shape 

the career path of every employee who is granted admission. If candidates are not chosen 

by this central body, they have no other way to enter the profession.  

As mentioned previously, the central agencies found in career-based systems limit 

candidate selection to “the bottom of a career path” (Horton, 2011, p. 46). In other words, 

only entry-level jobs are open to external applicants. The career-based system “favours 

internal mobility,” and all leadership roles are filled internally (Kuperus & Rode, 2010, p. 
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38). J. Barton Cunningham (2016) expounds on this, writing, “Career-based 

systems…have a competitive selection process early in the public servant’s career, and 

higher-level posting is connected to the career path” (p. 126). Moon and Hwang (2013) 

support this with, “Many of them have closed systems, in which recruitment is made at 

the entry level and upper-level recruitment is relatively limited” (p. 129). One can see 

that career-based systems are closed to workers who are not entering the job market for 

the first time. These systems even set limiting criteria, such as age requirements, to 

guarantee new hires are new to the career (World Bank, 2005). Furthermore, top 

managerial positions are generally reserved for those already in the field. Career 

development and promotion within the career-based system will be discussed in further 

detail later in this chapter. 

 

Stringent selection standards.  Employees are hired into career-based systems 

based solely on their grades in school or their scores on entrance exams. Horton (2011) 

remarks, “Entrance to a specific career usually requires minimum educational 

qualifications set down in law and a competitive recruitment process” (p. 46). Tatsuo 

(2012) elaborates on this, saying, “Initial entry is mostly based on academic credentials 

and a civil service entry examination” (p. 190). These requirements are also noted by the 

World Bank and the OECD, two international organizations that analyze governance 

structures in many countries. A World Bank (n.d.) report on recruitment and promotion 

mentions, “In career systems, the objective is to ensure that initial entry to the civil 

service is based on the knowledge of the candidates, generally as indicated by a relevant 

university degree or academic credentials.”  An OECD report to the organization’s Public 

Management Committee states, “Recruitment takes place after university or early on in 
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the career and often uses competitive examinations and thereafter progression is managed 

by the organisation” (Pilichowski, 2003, p. 2). Evidently, civil servants cannot enter 

career-based systems without meeting rigorous criteria. After completing the entry 

requirements, candidates who place among the top ranks of their peers are hired into the 

system.  

As stated above, entry requirements can include academic records and entry exam 

scores. Whether one or both measures are considered for selection varies by country. In 

Korea, for example, “anyone who wants to be a civil servant is eligible for the civil 

service entry examination, regardless of academic background…[and] the exam result is 

the only criterion to determine who will work for the government” (Kim, 2010, p. 244). 

Yet, “in Belgium there are five categories of required educational attainment…To apply 

for a ‘general qualification’ post, applicants can have any type of university degree, while 

‘specific qualification’ posts require a particular degree (in economics, engineering, law, 

etc.)” (World Bank, n.d.). However, “countries such as France, Greece, and Spain place 

weight on education and the results of recruitment competitions” (Papapolychroniadis et 

al., 2017, p. 27). While the entry requirements may differ slightly from one country to 

another, career-based systems in all countries select from the top percentage of 

applicants. 

Horton (2011) gives a more detailed example of the exacting demands of career-

based recruitment and selection. She writes,  

Within classic career systems – France and Germany – recruitment is very 

formalized and regularized and highly competitive. They still rely heavily on 

formal examinations, and it is not unusual for applicants to spend time preparing 

for these concours having already obtained masters degrees. (Horton, 2011, pp. 

48–49) 
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France and Germany are examples of career-based systems in which highly educated 

people must compete for a place in their desired field. There is no guarantee that the time 

and effort they have put forth to earn advanced degrees will be rewarded with a job. Such 

exacting demands for entry into the career-based system create a sense of exclusivity that 

may serve to increase the appeal of the profession (Kuperus & Rode, 2010).  

When career-based systems make initial hires based on such rigorous standards, 

they end up with a cadre of high-achieving generalists at the beginning of their careers. 

This is known as “‘career staffing,’ when persons of high general competence but without 

advanced training or experience are recruited for lifetime careers with the expectation 

that they will be developed for promotion by further training and rotational assignments” 

(Leich, 1960, p. 93). Career staffing is based on the belief that highly intelligent recruits 

can easily acquire any new set of skills if they are given the necessary training.  

The World Bank (2005) reports on career staffing when discussing senior public 

service (SPS). “The career-based SPS system assumes that high academic achievers can 

acquire ‘soft’ skills and knowledge of government via training and career management” 

(World Bank, 2005, p. 4). Career-based employees are hired with the expectation that 

they will apply the same precision used for their studies and entrance exams to learn 

specialized tasks in their field. “The classic career-based civil service model aims to 

maintain a corps of generalists who can move easily between different parts of the public 

administration and that frequently do so, often in connection with promotions” (Thijs et 

al., 2017, p. 24). The career model, then, includes a highly organized system of training 

and promotion to help entry-level generalists develop skills in a variety of areas. This 

system of training and promotion will be discussed next.  
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Career Development 

In career-based systems, an employee’s entire career trajectory is mapped out for 

him or her by the central agency that oversees the system. Van de Walle et al. (2015) 

assert, “After initial post-education entry, their careers depend to a large extent on 

decisions made by the organization” (p. 837). Career advancement follows a routine path 

set by the central agency.  

Professional growth for career-based workers is comprised of exposure to 

standardized learning experiences and opportunities to practice different roles. Daniela 

Kroos et al. (2011) comment on this, saying, “Career-based personnel policies…are 

based on the notion of life-long careers within the organisation and provide standardised 

paths for recruitment, training and continuous upward career development” (p. 43). In 

other words, career development takes place through “planned training and rotational 

assignments” which ensure “the new recruits are prepared for higher level 

responsibilities” (Leich, 1960, p. 94). As workers continue to train and practice new 

skills, they are given grades or rankings. These rankings, along with the length of the 

employee’s tenure, contribute to the timing of promotion to senior roles.  

 

Training.  A career-based employee is required to participate in a fixed cycle of 

training for the duration of his or her tenure. Some career-based systems set a certain 

amount of training hours. Others designate specific trainings based on years of service. 

Training is meant to “cultivate a dedicated, experienced group of civil servants” (OECD, 

n.d.). Training is also the employee’s pathway to SPS. According to the World Bank 

(2005), “Developing management capacity is a common objective of training for SPS, 

although they are also trained in specialized areas according to changing needs [of] 
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government or when they are required to lead government-wide changes” (p. 6). Training 

is a systematic way to teach specialized skills, build capacity through continuous growth, 

develop leadership potential, and meet the needs of the organization.  

A key feature of career-based training is the rotation of job assignments. This 

approach has been described as “a highly demanding system that does not allow the 

employees to stagnate in their daily routine tasks” (Analytica, 2008, p. 3). Employees are 

constantly pushing themselves to learn new skills as they take on a variety of job 

assignments. Leich (1960) writes,  

Detailing staff members to higher grade assignments is a good training device and 

gives a promising staff member a trial in a post of greater responsibility. If he 

makes good, the system will eventually catch up with him and he will receive a 

formal promotion to match his enhanced performance. On the other hand, if he 

proves unequal to the task, he can be returned to his appropriate level with 

minimum embarrassment. (p. 96)  

 

Regular rotation of assignments gives an employee a chance to practice leadership in 

preparation for higher positions. However, it also gives the organization an idea of which 

employees are best suited for SPS.  

The link between training and SPS is critical in spreading common values and 

practices in a career-based organization. As Herma Kuperas and Anita Rode (2010) 

contend, “The career-based civil service system aims at building a coherent civil service 

with top executives who share the same culture, making working together and 

communication across government organisations easier” (p. 38). Training ensures that the 

actions of those selected for leadership positions will align completely with the 

organization’s vision, mission, and goals.  
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Promotion.  One of the key features of the career-based system is the practice of 

promotion. Promotion is only available internally. Individuals who begin their career in 

the organization and progress through systematic, cyclic training are the only ones 

eligible to move into positions of leadership. Tatsuo (2012) acknowledges, “This sort of 

system is characterized by limited possibilities for entering the civil service at mid-career 

and a strong emphasis on career development” (p. 190). The World Bank (2005) affirms 

this. “In the career-based system, which lacks lateral entry, most SPS positions are filled 

by promotion from within…” (World Bank, 2005, p. 8). Career-based employees will 

never have to compete with external applicants who desire to switch careers. Instead, 

they participate in a type of grow-your-own model. The organization hires them initially 

as one of the best and the brightest and then trains them to develop the skills needed for 

leadership.  

Although promotion is internal, it is not guaranteed for every career-based 

worker. It is important to note that “career progression is not automatic, nor do all SPS 

progress at the same rate” (World Bank, 2005, p. 8). This is due to the fact that 

“promotion is based on the year of entry and the grade level of the individual rather than 

to a specific position” (Tatsuo, 2012, p. 190). To clarify this, it is helpful to think of each 

entry-level group of career employees as a cohort. Every cohort will have the same 

opportunity to move higher in the organization at the same time. However, every member 

of the cohort will also be graded on performance. Only those who perform better than 

their peers will actually advance.  

Specific examples of the cohort promotion model highlight the importance of 

employee performance. The World Bank (2005) reports,  
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In Singapore, SPSs are ranked according to laid down criteria, and those who 

demonstrate higher performance move further and faster…In India’s [Indian 

Administrative Service], only those officers who have demonstrated high 

performance in the first 20 years of their careers cross a major career hurdle to 

form a panel for promotion to Joint Secretary. (p. 8) 

 

Again, employees are considered for promotion as a group, based on the length of their 

tenure. However, this is considered along with employee performance as the basis for 

promotion. Thus, the employees in each cohort will not compete against external 

applicants but must still compete against each other.  

 One may wonder how the company retains those employees who are not 

promoted. These workers will likely receive lucrative incentives; however, the desire to 

retain them may vary by country. Akira Nakamura and Masao Kikuchi (2011) provide 

one example of this when discussing Japan’s career-based system. 

Of the 300 000 [sic] general office staff members, around 40 000 [sic] are 

designated as class one, first track streamers, or ‘elite bureaucrats…the speed of 

their promotions within agencies is extremely rapid…While chance for 

advancement is virtually non-existent for class two officials, there is an important 

incentive for these personnel to be content with their second class or supporting 

role. Retirement is compulsory at the age of 60, however, post-retirement 

employment is guaranteed, provided by the agencies for which they have worked 

for many years. For this purpose, the Japanese national agencies usually have a 

large number of semi-public or non-government corporations, with board 

members or directors comprised of these retired personnel. (pp. 291, 292)  

 

Although Japan reserves the senior jobs for the top 13 percent of the workforce, second 

class workers maintain stable jobs, with the chance to work in a more prestigious role 

after retirement.  

Leich (1960) describes the opposite – a career-based system that does not seek to 

retain its nonpromoted workers.  

Typical “rank-in-the-man” systems rely on central screening of all members of 

one rank for promotion to the next higher rank. In some cases “selection out” with 

liberal retirement benefits follows for those who are not selected for promotion. 
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Under this “up or out” plan the entire “class” that entered together at the bottom 

some years before is considered as a unit for promotion to higher rank. (p. 96)  

 

Some career-based systems provide generous retirement packages to workers who are not 

promoted in a cohort. Those not promoted are able to retire with benefits. Regardless of 

the organization’s desire to retain or release employees who are not promoted, these 

employees receive handsome incentives.  

 

Salary.  Since all employee careers will follow the same trajectory, employee 

salaries are related more to length of tenure than to job position. Career-based systems 

use “variable pay systems,” which provide additional pay to employees when they reach 

specific milestones in their careers (Pilichowski, 2003, p. 14). According to Antonija 

Petričušić (2007), “…the salary is only loosely connected to the content of the job. This 

qualification-based classification of employees allocates rank and pay based principally 

on the formal characteristics of the individual (educational background and seniority)” (p. 

326). Career-based workers are paid according to their initial qualifications for 

employment and the amount of time they have been employed. They do not receive a 

raise in pay for displaying extra initiative, such as the earning of additional advanced 

degrees. Instead, their pay correlates to their loyalty in service to the organization.   

 

Benefits of the Career-based System 

 The career-based system has many unique benefits. After comparing data from 26 

countries, Van de Walle et al. (2015) claim, “…in countries with a position-based system, 

public sector employment is seen as less attractive than in countries with a career-based 

system” (p. 848). They assert that the career-based system is more appealing to civil 
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servants than the position-based system. This may be attributed to the following 

characteristics.  

• It is a merit-based system, “seeking out the most talented citizens in a fair and 

open competition” (Evans, 2008, p. 4). 

• It sets “clear career paths” and guarantees job security (Pilichowski, 2003, p. 4). 

• It “[cultivates] a dedicated, experienced group of civil servants” (OECD, n.d.). 

• It offers many opportunities for leadership and career advancement. These begin 

“low in the hierarchy,” through “a relatively good degree of mobility and 

sophisticated promotion mechanisms” (Pilichowski, 2003, p. 15). 

• It “fosters a common SPS culture and value system, which in turn encourages 

good communications across government agencies staffed by the SPS” (World 

Bank, 2005, pp. 2–3). 

Proponents of the career model emphasize the strong investment made in each employee. 

Organizations use their resources to develop each worker ((Pilichowski, 2003, p. 4).  

Workers, in turn, can dedicate their time and energy to learning all they can about the 

profession without the worry of dismissal or competition for top positions from workers 

outside of their company. Consequently, and regardless of the occupation, the career 

model consistently demonstrates low employee turnover. Turnover in the career-based 

system will be discussed in-depth later in this chapter.   

 

Drawbacks of the Career-based System 

The career-based model also has its drawbacks. Critics cite its internal mobility, 

job assignment rotation, and job security as negatives. Kuperas and Rode (2010) argue,  
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The main weaknesses of this system lie in the lack of competition for top 

positions, and the danger that senior civil servants on a secure career path that are 

part of a somewhat exclusive “club,” may eventually become too removed from 

what is going on in the broader scheme of things and the interests they are meant 

to serve. (p. 38)  

 

This assessment of career-based employees suggests that, the longer their tenure, the 

more likely they are to become unaware of the needs of those they serve. Elsa 

Pilichowski (2003) offers a similar critique, also referring to “the bias towards 

‘generalist’ skills” as a negative (p. 4). Kim (2010) concurs, presenting the Korean civil 

service as an example. He asserts, 

The Korean civil service has been criticized for its lower levels of 

competitiveness and productivity compared with the Korean private sector. The 

inflexibility of the career civil service system and the rank-in-person system were 

analyzed to result in a significant drop in competitiveness. Because job security is 

guaranteed throughout the period of service, civil servants do not bother 

competing with the private sector. Competition among internal officials does not 

work well with the principle of seniority. Also, the traditional rank-in-person 

system results in frequent position rotation, which has been recognized as a 

principal cause of the civil servants failing to become experts in their own 

specialized fields. (p. 244) 

 

It appears, then, that the guarantee of a job for life can reduce an employee’s drive or 

ability to develop his or her skills to the highest possible level. In this way, the career-

based system may breed a sense of complacency that affects the quality of service 

provided to the customers of the organization.   

 Another drawback mentioned by some career-based system critics is the 

incremental increase in salary over time. In general, “salaries are linked to the…seniority 

principle, which foresees salary rising in connection with duration of tenure” (Petričušić, 

2007, p. 328). The longer career workers stay in the organization, the more they are paid. 

This presents a problem in countries like Croatia where “inadequate financial 

compensation… combined with the often great responsibilities and demanding tasks that 
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[new employees] are assigned” compels some “graduate recruits to the civil service…to 

leave quickly, as soon as they are able to find better-paid posts in the private sector” 

(Petričušić, 2007, p. 328). Rather than put in the time to earn more money, some new 

hires are willing to exchange their lifelong career appointments in civil service for the 

chance to earn more money immediately in the private sector.  

 

The Position-based Approach 

   Position-based employment – also known as the “job-ranking,” “job-in-rank,” 

“post,” or “rank in the job” system – seeks the best candidate for each job assignment 

based on predetermined criteria (Horton, 2011, p. 46; Leich, 1960, p. 98; Petričušić, 

2007, p. 326). Horton (2011) explains this, saying. “In these systems it is not a general 

qualification that is required but a professional skill or experience” (pp. 46-47). The focus 

of the position-based system, then, is to match the skills of the employee to the most 

suitable position. In this way, each employee is a specialist who is uniquely suited to 

complete the tasks required in his or her role.  

Position-based employees are more likely to view their jobs as temporary. As 

Horton (2011) remarks, “Post systems are where people are recruited to a specific post in 

the civil service and not to the service itself. They are recruited because they have the 

specific skills or competencies to do the job” (p. 46). Horton (2011) makes an important 

distinction here. Position-based employees are accepting a post, not necessarily a career 

in the organization. Neither the organization nor the employees are committing to a long-

term relationship. As a result, position-based workers are likely to seek other posts within 

or outside of the organization if they find other jobs that are more appealing to them. 

Ultimately, this leads to greater turnover in the position-based system when compared to 
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the career-based system. Various aspects of the position-based system will be discussed 

below to determine how they contribute to this employee transience.   

 

Employee Selection 

 Entry-level position-based jobs are not as competitive as entry-level career-based 

jobs. However, as position-based employees seek to move higher in the organizational 

hierarchy, the competition increases. Consequently, the number of leadership roles 

available in the position-based system is limited. In this way, the position-based system is 

comparable to a pyramid, with a wide base of lower-level positions narrowing down to a 

small number of executive-level jobs. The characteristics of the position-based system 

that generate this pyramid are examined next.  

 

Decentralized selection process.  Unlike the career-based system, position-based 

hiring is not centrally controlled. Instead, “personnel activities of countries employing a 

position-based hiring system…tend to be more decentralized” (Tatsuo, 2012, p. 190). In 

these decentralized systems, “each department recruits its own personnel” (Moon & 

Hwang, 2013, p. 129). Therefore, employees are mainly hired by the supervisors who 

oversee their assigned jobs.  

The decentralized position-based system is more prevalent in westernized 

countries than the centralized career-based system. Nick Thijs et al. (2017) relay, “…the 

OECD (2008) has observed an overall trend towards position-based systems,” although 

they “still find a clear dominance of the career-based system in a large number of EU 

Member States” (p. 24). Moon and Hwang (2013) notice the same trends. “Decentralized 

regional recruitment and selection systems seem to be more widely adopted than 
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centralized systems. In particular, Western countries (Australia, New Zealand, and the 

United States) have employed decentralized recruitment and selection systems…” (Moon 

& Hwang, 2013, p. 129). Position-based systems are implemented more often than 

career-based systems, and many strong, developed countries rely on the position-based 

model.  

Despite its popularity, decentralized hiring may affect the dynamics of the 

employee’s relationship to the organization. The employee’s experience – including 

working conditions, performance expectations, and department culture – is determined in 

large part by the department supervisor. Richard P. Finnegan (2015) emphasizes, “…the 

data has long been clear and conclusive: The primary reason employees work harder and 

stay longer is a good relationship with their direct supervisors” (p. 3). In a position-based 

system, the employee’s supervisor sets the tone for the employee’s satisfaction or 

dissatisfaction with the entire company. Therefore, an employee who is unhappy under a 

particular supervisor may be more likely to separate from the organization.   

 

An open system.  The position-based system is known as an open system due to 

the nature of employee recruitment and selection. Candidates are recruited from far and 

wide. The OECD (n.d.) reports, “…in a position-based system, candidates apply directly 

to a specific post and most posts are open to both internal and external applicants.” 

Tatsuo (2012) writes, “Candidates are selected from among all applicants, whether by 

external recruitment or internal promotion or mobility. Position-based systems allow 

more open access, and lateral entry is relatively common” (p. 190). Any individual with 

the requisite skills can apply to an open post in the position-based system.  
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The open nature of the position-based system often results in higher employee 

turnover. Horton (2011) notes, “Post systems are open with a lot of movement into and 

out of the service” (p. 47). Position-based employees are transient, making frequent 

moves into or out of organizations. This transience may be due to a lack of job security or 

career advancement. Job security and career advancement will be discussed below in 

more detail in the section on position-based career development. 

 

Less rigorous selection standards.  The open nature of the position-based system 

results from the use of hiring standards that are far less demanding than the career-based 

system. “The absence of specific academic requirements (in many cases, a university 

degree is sufficient)…encourages open and diversified recruitment” (Pilichowski, 2003, 

p. 11). Position-based employees may need a degree to be considered for hire, but they do 

not necessarily need to place in the top tier of their graduating class. Also, position-based 

employees are less likely to take qualifying exams, unless a special certification is 

required for all workers in their fields.  

While position-based hiring requirements are not as stringent as those in career-

based systems, position-based applicants must still demonstrate a certain level of 

competency to gain employment. Several examples of this are offered in literature. Moon 

and Hwang (2013) report, “Australia, New Zealand, and the United States do not have an 

educational requirement for the civil service, though they all emphasize merit-based 

recruitment” (p. 131). Kim (2010) highlights a similar trend in the Korean Open 

Competitive Position System (OPS).  

The OPS position should be filled through open competition…Any person 

meeting the qualification prerequisites may apply for the position. The minister 

selects the most qualified applicant through the review of the selection board 
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established in the agency…Selection is made on the basis of an applicant’s 

written records, interview performance, and previous job performance. (Kim, 

2010, p. 247) 

 

It is not to say that qualifying for position-based employment is easy. However, position-

based requirements are more lenient than career-based requirements. Position-based 

applicants have the chance to prove their worth through previous job performance, 

interviews, and professional recommendations. Career-based employees do not have this 

opportunity. Career-based applicants are only hired for entry-level positions if they rank 

highly when compared to their peers. If they are not in the top tier of candidates, they will 

not be hired and will have no other opportunities to enter that field.  

 

Career Development 

The position-based employee is in full control of his or her growth in a career. 

“People can move between jobs and instead of their career being planned by the service 

they determine their own career” (Horton, 2011, p. 47). Employees have a range of 

options. They can stay in a particular field and with the same organization for their entire 

career. They can also choose to remain in the field but move to different organizations as 

their career progresses. Finally, they can choose to learn a new set of skills and switch 

careers entirely. 

 

Training.  Position-based employees receive training to help them improve their 

work in their current jobs. However, position-based systems do not typically set a 

definitive timeline or frequency for employee training. Instead, organizations will provide 

training as the need arises. According to Kroos et al. (2011), “Position-based personnel 

policies are adjusted to a tight coupling of specific tasks and jobs. Recruitment 
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procedures and training tend to be non-standardised and focus on the requirements of the 

position to be filled…” (p. 43). If the demands of the position require training, then that 

training will be provided. Pilichowksi (2003) discusses this, also, claiming, 

Countries with an open position-based system tend to put more emphasis on 

specific training. This is not surprising in the sense that more open recruitment 

systems provide for a more diverse set of candidates with a weaker common 

culture and who sometimes need training in government affairs and procedures. 

(p. 16) 

 

Position-based training is not preset and systematic. Rather, the organization 

continuously engages in a process of needs assessment and offers training to meet the 

needs uncovered at any given time.  

 

Promotion.  Similar to the career-based model, “upward career development is 

based on performance” (Kroos et al., 2011, p. 43). However, unlike the career-based 

model, “there is no formalized promotion system” (Horton, 2011, p. 47). Career-based 

system promotions are limited to internal applicants who spend a certain number of years 

working in the organization and perform well in rotational assignments. In contrast, 

position-based systems “[require] vacant senior positions to be open to applications from 

the wider civil service and in some cases the open market” (Pilichowski, 2003, p. 4). Any 

person who has a strong performance record and the skills and experience that match the 

job requirements can apply and be considered for senior leadership.  

The open competition for position-based leadership roles can threaten the 

employee’s sense of job security. As researchers propose, “Such a system provides less 

security for public sector employees as they have to compete with others to achieve a 

career move” (Van de Walle et al., 2015, p. 837). For existing employees, time served in 

the company does not automatically create a pathway to leadership. With positions open 
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to internal and external applicants, there is no guarantee that internal employees who put 

forth time and effort to hone their skills will ever be considered for a promotion by their 

employer. If they decide to stay with the organization but are not selected for a limited 

number of leadership roles, they will remain in their existing job. And, when they are no 

longer needed by the organization – replaced perhaps by younger workers, advanced 

technology, or new techniques to maximize efficiency – then position-based employees 

could also find themselves unemployed. 

Along with a lack of job security, position-based employees may feel less 

attached to their organizations than career-based employees. If existing position-based 

employees are unable to obtain higher roles in their current organizations, they can look 

for similar promotions elsewhere. Or, they can learn a new set of skills and seek 

employment in an entirely different industry. Consequently, the position-based system, 

with its “multiple entry and exit points,” ends up being a “revolving door system” 

(Horton, 2011, p. 47; World Bank, 2005, p. 3). Position-based employees frequently 

move into and out of organizations, realizing that their first allegiance must be to 

themselves and not to the organizations if they want to find positions that will ensure 

their career advancement.  

Position-based promotions often happen later than career-based promotions. 

According to Pilichowski (2003), “The search is…directed to executives with proven 

capabilities in the civil service or elsewhere. Usually, they are recruited in the second half 

of their career” (p. 11). The World Bank (2005) confirms this, reporting,  

…the position-based system identifies those who have already demonstrated their 

professional competence and managerial skills. Behavior and performance in past 

assignments are the criteria for selection. Therefore, selection to SPS comes at a 
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much later stage than in the career system, often in the second half of their 

careers. (p. 4) 

 

If position-based workers want to move higher than the entry-level position, they must 

prove themselves over time. They are judged by “recruitment criteria focusing on former 

management experience” (Pilichowski, 2003, p. 11). They will have to build this 

experience, and simultaneously display a high level of competence, over many years. 

This makes position -based career progression much slower than the incremental 

promotions embedded into the career-based system.  

 

Salary.  Position-based employees are paid based on their place in the 

organizational hierarchy. Top executives, for example, make much more money than 

entry-level workers. Horton (2011) relays this, writing, “There is a pay scale but one’s 

position on the scale is not dependent on seniority but on position” (p. 47). Unlike the 

career-based system, in which salary is correlated to length of tenure, the position-based 

system matches salary to job rank.  

Matching salary to organizational rank is a way of instituting performance-based 

pay. Workers must perform well to be eligible for leadership positions. Those that are 

selected as supervisors are rewarded with higher pay for the performance records that 

earned them these higher roles. Pilichowski (2003) weighs in on this, stating, “Countries 

resembling a ‘position-based’ system have implemented performance-related pay” (p. 

14). Petričušić (2007) agrees, calling the position-based system “a salary system, 

established on the basis of job evaluations and, thus, focused on job content rather than 

personal characteristics of the job holders” (p. 326). Thus, the correlation of salary to the 
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hierarchical level of the position is a way of matching salary to a track record of high 

performance and years of work experience.  

 

Benefits of the Position-based System 

 The position-based system has several notable benefits. It is often lauded for 

being an open, flexible system. The OECD (n.d.) reports, “In general, recruitment 

systems that are open to external candidates at any point in their careers provide 

managers with the possibility to adjust their workforce more quickly in response to a 

changed environment.” Position-based systems can meet the needs of their clientele 

quickly by hiring workers with a distinct set of skills and experiences – in other words, 

specialists – to posts that will benefit from those exact talents immediately.  

The importance of hiring specialists to perform specialized roles is referenced 

many times in civil system literature. Kuperas and Rode (2010) remark, “This system 

facilitates decentralisation and makes it easier to adapt recruitment strategies to specific 

skill requirements” (p. 38). A position-based model allows an organization to identify the 

exact skillset that is needed in a specific part of the company. Leaders can then target 

their recruitment and selection to help them pick the best candidate who can meet that 

need right away.  

The World Bank (2005) also reports on the value of position hiring. “…this kind 

of competition will successfully appoint the best available talent…” (p. 10). Kim (2010) 

agrees. He discusses the merits of the Korean OPS, offering this assessment:  

The OPS is a position-based system, because those positions are selected based 

on job analysis, the qualifications and other necessary criteria of each OPS 

position are previously established, and vacancies are filled with the most 

qualified applicants from both the public and private sectors through open and fair 

competition. (Kim, 2010, p. 245) 
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The openness of Korea’s OPS allows for a wider selection of desirable candidates and 

ultimately allows civil systems to hire workers who can make the greatest positive impact 

in their roles. Like Kim (2010), Tatsuo (2012) offers praise for the position-based system 

by pointing to a specific example. He claims, “…Australia’s flexible system of civil 

service hiring allows individual ministries and agencies to hire graduate degree holders in 

order to place the right person in the right job” (Tatsuo, 2012, p. 199). The position-based 

model allows a company to maximize the potential of all employees by assigning them to 

jobs that are the right fit for them from the first day of employment.   

Along with hiring the best candidates for the right positions, supporters of the 

position-based model believe that it keeps an organization from getting stagnant. Kuperas 

and Rode (2010) write, “The position-based civil service system aims to provide a wider 

choice of candidates, including those with specialist skills, to promote competition, 

cultural renewal and adaptation in the civil service” (p. 38). Pilichowski (2003) concurs, 

offering a strikingly similar statement. Both sets of authors highlight the fact that external 

hires bring the outsider’s perspective with them. Their outside views can breed fresh 

ideas and lead to innovative practices in the organization. The World Bank (2005) agrees 

with this assessment, indicating, “Not only does this system open up the choice of top 

managers from a much wider pool, new entrants bring in their own ‘culture’ which 

promotes renewal and adaptivity in public organizations” (p. 3). It appears, then, that the 

position-based model can keep organizations in a cycle of constant growth and 

improvement by utilizing the new ideas brought in from external hires.   

 One final benefit of the position-based system is the ability an organization has to 

customize the salary and work experience offered to employees. “It…makes it easier to 
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differentiate pay and other employment conditions in accordance with market value and 

facilitates a strong performance orientation” (Kuperus & Rode, 2010, p. 38). Position-

based employees are hired based on their previous performance and expect to be 

compensated accordingly. Organizations can provide that compensation as well as 

additional incentives to motivate employees to maintain a strong performance record.  

 

Drawbacks of the Position-based System 

 Critics of the position-based system often discuss the lack of common 

organizational values in position-based employees. The World Bank (2005) notes, 

“…SPS members do not stay together long enough to develop an esprit de corps similar 

to the closed system” (p. 3). Likewise, Kuperas and Rode (2010) discuss, “Another 

serious disadvantage of this system is the lack of a common, shared top management 

culture, which cannot develop due to ever changing managers, each of them representing 

different ways of working and different organisational values” (pp. 38-39). Pilichowski 

(2003) contends, “…this system’s main weakness lies in the lack of a common culture 

among top executives…” (p. 5). Finally, the OECD (n.d.) reports, “…while these systems 

offer managers flexibility, they make it difficult to maintain cross-government values.” 

There is no guarantee that a position-based employee will stay with a company long 

enough to internalize the company vision, mission, goals, and core values. Without these 

to guide their daily actions, it may be difficult for them to be in alignment with the 

organization and affect systemic change.  

 Another concern with the position-based system is the lack of career development 

for position-based employees. Pilichowski (2003) comments on the “weak mobility of 

these executives across organisations” (p. 5). Kuperas and Rode (2010) expound on this, 
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saying, “The disadvantage of this system is the lack of planned career development for 

top public managers. Both internal and external candidates can compete for every 

position, so it is difficult to make a career development plan for these top managers” (p. 

38). Analytica (2008) also mentions this concern.  

The position-based system is more likely to be flexible but at the same time, it 

does not offer the employees career prospects. And the general impression is that 

one can barely progress regardless of the upgraded educational degree or 

outstanding performance results. (Analytica, 2008, p. 3) 

 

Position-based employees have no guarantee that their careers will ever advance. Even if 

they spend countless hours earning advanced degrees or ensuring their work is at peak 

performance, they will always have to compete with a large number of potential 

applicants to earn a promotion. With limited promotions available, it is more likely that 

they will not be elevated to leadership quickly or even at all.   

 A third problem with the position-based system is the potential for nepotism 

(OECD, 2017b). The World Bank (2005) describes this, asserting, “Because this system 

has multiple entry and exit points, there is some risk of patronage appointments…” (p. 3). 

Pilichowski (2003) affirms this. “Such a system does, however, open up risks of 

appointments and promotions being made on grounds other than merit” (Pilichowski, 

2003, p. 5). The decentralized hiring system gives supervisors the freedom to hire 

whomever they choose. There is no centralized process in place to assure that workers are 

hired on merit alone. As a result, supervisors may choose to hire someone whom they 

know personally over a more qualified candidate. 
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Comparing Career- and Position-based Systems in Education 

 In examining both the career- and position-based systems, it is evident that each 

model has its own advantages and disadvantages. Table 2.1 presents an overall 

comparison of the strengths and weaknesses of each model. Fairness is a strength listed 

for both systems. Weaknesses for both are related to the lack of transparency in different 

areas and the lack of continuity in common core values, either vertically or horizontally.  

 

Table 2.1  

Comparing the Strengths and Weaknesses of Career- and Position-based Systems1 

Stage of 

Employment 

Career-based 

Strengths 

Career-based 

Weaknesses 

Position-based 

Strengths 

Position-based 

Weaknesses 

Entering 

Civil 

Service 

Fairness due to 

competitive exams 

and degree 

requirements 

 

Promotion of 

shared values 

through standard 

training for all 

potential recruits 

Lack of vertical 

shared values 

between workers 

at different tiers of 

the hierarchical 

structure 

 

No way to 

determine 

employee 

motivation and 

drive for 

excellence 

Fairness due to an 

open process that is 

competitive based 

on employee track 

record 

 

Similar 

organizational 

values shared by 

workers at different 

tiers of the 

organizational 

hierarchy 

Bias is possible, with 

supervisors having 

the ability to hire 

based on their 

preference rather 

than employee skill 

 

Limited to no shared 

values of potential 

recruits 

Being 

Promoted 

While in 

Civil 

Service 

All workers 

guaranteed 

consideration for 

promotion based on 

length of tenure 

and performance 

grade 

Possibility that 

those promoted to 

new positions due 

to length of tenure 

will not be the best 

fit for the roles 

Fairness when 

promotions are the 

result of strong 

employee 

performance over 

time 

Lack of transparency 

in promotions, with 

supervisors having 

the ability to promote 

for personal 

preference rather 

than employee skill 

 

 

Although both systems have positive and negative aspects, the position-based system is 

often plagued with high employee turnover while the career-based system is not. 

Pilichowski (2003) alludes to the “possibility for a high turnover rate” in the position-

 
1 Data in Table 2.1 compiled based on data from the OECD (OECD, 2017b, p. 210). 
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based system (p. 5). Thijs et al. (2017) delve deeper, providing data from their 

comparative analysis of 28 European countries. 

Employee turnover rate (the ratio of employees leaving the civil service, due to 

other reasons than retirement, to the average number of employees) is an 

important indicator combining information on the stability, but also the 

attractiveness of public sector and the specific civil service system. We can expect 

a higher turnover in open and position-based systems. We have asked the 

EUPACK [EUropean Public Administration Country Knowledge] country experts 

to provide a qualitative assessment of this indicator and the results confirm an 

overall rather high stability of civil service employment in most EU Member 

States with only low turnover rates…This is especially the case in continental 

Europe but also in most countries with a career-based system. (Thijs et al., 2017, 

p. 25) 

 

Research confirms that most position-based systems struggle with high employee 

turnover. Career-based systems, on the other hand, consistently show low turnover. 

Therefore, position-based civil service systems are deemed less attractive and less stable 

than career-based civil service systems.  

A growing body of research reflects these same trends in education. It appears 

that countries utilizing a career-based model of education have lower teacher turnover 

than countries utilizing a position-based system (OECD, 2018a; Santiago & McKenzie, 

2005). A brief look at two examples will clarify this point.  

Singapore, which holds international renown for its low teacher turnover rates 

(Darling-Hammond et al., 2017; C. K. Lee & Tan, 2010) and high student achievement 

scores (Borzsonyi, 2018; Boston College Lynch School of Education, n.d.-a, n.d.-b; 

Darling-Hammond et al., 2017; Mullis, Martin, Foy, & Arora, 2012; OECD, 2014, 

2018b), presents a strong example of the career-based system. The United States, with its 

high rates of teacher turnover (Darling-Hammond et al., 2017; C. K. Lee & Tan, 2010) 

and average student achievement scores (Borzsonyi, 2018; Boston College Lynch School 
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of Education, n.d.-a, n.d.-b; Darling-Hammond et al., 2017; Mullis, Martin, Foy, & 

Arora, 2012; OECD, 2014, 2018b), presents a strong example of the position-based 

system. Singapore and the U.S. will be compared below.  

 

Teacher Turnover in Singapore and the U.S.  

The career-based education system in Singapore generates less than three percent 

of teacher turnover annually. Linda Darling-Hammond et al. (2017) comment on this 

with, “Teaching is highly-ranked in Singapore…and there is a very low attrition rate, less 

than 3% annually” (p. 53). Lee and Tan (2010) provide an exact percentage, writing, 

“Given all the support available to new and continuing teachers, it comes as no surprise 

that the overall attrition rate due to retirement and resignation has remained steady at a 

low rate of 2.4%, a rate which [the Ministry of Education in Singapore] is committed to 

reducing…” (p. 9). Singapore’s career-based model promotes teaching as a prestigious 

profession and provides opportunities for teacher support and career advancement. The 

result is a system that appeals to many and retains most of its teachers.  

By contrast, as mentioned in chapter one, the position-based American education 

system generates eight percent of teacher turnover annually, which increases to 16 

percent when one accounts for teachers who shift schools (Carver-Thomas & Darling-

Hammond, 2017). Unfortunately, these high turnover rates have remained virtually the 

same for the last decade. In 2007, the total teacher turnover rate was “13.2% (migration 

of 7.2% plus attrition of 6.0%)” (Ingersoll, 2007, p. 521). In 2010, total turnover was 

estimated at “about 14% in the U.S. overall” (Auguste et al., 2010, p. 17). Therefore, year 

after year, America’s position-based system fails to retain teachers at alarmingly high 

rates.  
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Teacher Turnover and Student Achievement in Singapore and the U.S.  

The negative impact of teacher turnover was discussed in chapter one. This 

includes high financial costs for districts (Carroll, 2007; Carver-Thomas & Darling-

Hammond, 2017) and adverse effects on student achievement (Carver-Thomas & 

Darling-Hammond, 2017; Xu, 2017). The impact on students is arguably the most 

significant consequence. Student achievement is at the very heart of public education. 

Anything that disrupts student achievement is an obstacle to the entire system. P. Dolton 

(2010) states, “The evidence is that higher teacher turnover is associated with lower 

educational pupil outcomes (Dolton and Newson, 2003)” (p. 493). Matthew Ronfeldt et 

al. (2013) demonstrate this with data from an 8-year study that followed 850,000 third 

and fourth graders in New York. The research team concludes, 

…results show that turnover has a harmful effect on student achievement, even 

after controlling for different indicators of teacher quality, especially in lower-

performing schools. Also, we find that turnover negatively affects the students of 

stayers—those who remain in the same school from one year to the next. Thus, 

turnover must have an impact beyond simply whether incoming teachers are 

better than those they replaced—even the teachers outside of this redistribution 

are somehow harmed by it. (p. 31) 

 

Teacher turnover affects the educational outcomes of all students in a school. Even 

students taught by teachers who have remained at the school are affected.   

The impact of teacher turnover on student achievement is illustrated in the 

comparison of Singapore to the United States. Students in the career-based Singapore, 

with its low rates of teacher turnover, score higher on international assessments than 

students in the position-based U.S. Singaporean students place in the top ranks of all 

students globally on multiple international assessments.  
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On the triennial PISA, introduced in chapter one, Singapore ranked second in 

mathematics and third in reading and science out of 65 countries in 2012 (Darling-

Hammond et al., 2017, p. 10; OECD, 2014). The United States ranked 36th, 24th, and 28th 

on the same subjects, respectively, in 2012 (Darling-Hammond et al., 2017, p. 10; OECD, 

2014). At the time of this writing, the latest PISA results from 2015, with 72 participating 

countries, place Singapore first in all three subjects, with the United States ranking at 

39th, 24th, and 25th, respectively (Borzsonyi, 2018; OECD, 2018b).  

 Another international assessment is the Trends in International Mathematics and 

Science Study (TIMSS). The TIMSS is given to fourth and eighth graders every four 

years. In 2011, Singaporean fourth graders ranked first in math  and second in science out 

of 50 countries, while American fourth graders ranked 11th in math and seventh in 

science (Martin et al., 2012; Mullis, Martin, Foy, & Arora, 2012). In the same year, 

Singaporean eighth graders ranked second in math and first in science out of 42 

countries, and American eighth graders ranked ninth in math and 10th in science (Martin 

et al., 2012; Mullis, Martin, Foy, & Arora, 2012).  

In the 2015 TIMSS results, Singaporean fourth graders ranked first in math out of 

49 countries and first in science out of 47 countries, while American fourth graders 

ranked 14th in math and 10th in science (Boston College Lynch School of Education, n.d.-

b). In the same year, Singaporean eighth graders ranked first in math and science out of 

39 countries, and American eighth graders ranked 11th in both (Boston College Lynch 

School of Education, n.d.-b). Singaporean student achievement grew from 2011 to 2015. 

Singaporean students maintained the rank of first in fourth grade math and eighth grade 
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science and grew from second to first in fourth grade science and eighth grade math. U.S. 

student scores at both grade levels fell from 2011 to 2015. 

 A third international assessment tool is the Progress in International Reading 

Literacy Study (PIRLS). The PIRLS is given to fourth graders every five years. In 2011, 

Singapore ranked fourth in reading and the United States ranked sixth, out of 32 countries 

(Mullis, Martin, Foy, & Drucker, 2012). In 2016, Singapore ranked second in reading, 

and the United States came in at 14th, out of 41 countries (Boston College Lynch School 

of Education, n.d.-a). Again, Singaporean students grew while American students fell.   

 These three international assessments show that Singaporean students outpace 

their peers in the United States. The gap between student achievement in the two 

countries has grown over the last decade. During the same period, teacher turnover has 

increased in the position-based United States and remained low in the career-based 

Singapore. In Singapore, the low rates of teacher turnover seem to correlate with the 

increase in student achievement scores. In the United States, the increase in teacher 

turnover seems to correlate with the decrease in student achievement scores. This 

supports the research that links higher teacher turnover to lower student performance 

(Carver-Thomas & Darling-Hammond, 2017; Dolton, 2010; Ronfeldt et al., 2013; Xu, 

2017). Thus, teacher turnover is a significant problem in the United States. Since the 

main purpose of public education is the achievement of all students, teacher turnover can 

be considered crippling to the American education system.  

 

Theoretical Framework for this Research 

The differences between the career-based system and the position-based system are 

the foundation of the theoretical framework used in this study. This framework suggests 
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that career-based practices are more desirable than position-based practices as strategies 

to reduce teacher turnover in a school district. The tenets of this theoretical framework 

are the benefits of the career-based system that may lead to low teacher turnover. 

Specifically, these are: 

• It is a merit-based system (Evans, 2008; Kim, 2010; Papapolychroniadis et al., 

2017; World Bank, n.d.). 

• It offers job security (Pilichowski, 2003; Van de Walle et al., 2015). 

• It offers many opportunities for leadership and career advancement (Kuperus & 

Rode, 2010; Leich, 1960; Pilichowski, 2003; World Bank, 2005). 

• It promotes common or shared values among employees (OECD, 2017b; World 

Bank, 2005). 

This theoretical framework will be used as the lens through which teacher turnover at 

BISD will be viewed. The merit-based nature of career-based systems is not a focus of 

this study and, therefore, will not be explored. However, the researcher will use the last 

three tenets of the framework, listed above, to determine if there is a need to implement 

career-based practices in the position-based BISD to possibly reduce teacher turnover.  

 

Implications for Teacher Turnover at Beaconville ISD 

 Beaconville ISD is an American school district that utilizes a position-based 

system. Research shows that this type of labor market produces greater employee 

turnover than a career-based system (OECD, 2018a; Pilichowski, 2003; Santiago & 

McKenzie, 2005; Thijs et al., 2017; Van de Walle et al., 2015). As a southern suburban 

district, BISD is also in the demographic which experiences some of the highest annual 
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teacher turnover rates in the U.S. (Carver-Thomas & Darling-Hammond, 2017). For both 

reasons, teacher turnover is inevitably high in BISD. 

Data from the state and the district support this claim. Data from the TEA place 

turnover in the district at 18 percent in the 2017-2018 school year (Texas Education 

Agency, 2019). Figure 2.1 shows BISD turnover as reported by the state of Texas. Data 

from the BISD Human Resources (HR) Department place BISD turnover at just under 10 

percent for the same year (Jackson, 2018). Figure 2.2. displays BISD turnover as reported 

by the district. District leaders report that the difference between state and district data is 

the result of the types of employees included in each dataset. While state data may 

include attrition of all staff, district data include full- and part-time certified teachers. 

Regardless of these differences, BISD teacher turnover rates in both datasets still exceed 

the high national average of eight percent. 

 

District Efforts to Reduce Teacher Turnover 

Increasing teacher retention is one district goal for the 2019-2020 school year. 

District leaders have implemented stay interviews to accomplish this goal. During the fall 

semester, campus leaders met individually with every teacher on their campuses to 

conduct these interviews. A more detailed description of stay interviews will be included 

in chapter three.  

 

How are stay interviews being utilized in BISD?  In September 2019, BISD 

principals received training on how to conduct stay interviews with teachers. This 

training consisted of individual and group meetings with BISD’s assistant superintendent 

of HR. During these meetings, principals received the questions for each interview and  
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Figure 2.1. Teacher turnover in Texas, Region N, and BISD. Data from the TEA show that teacher 

turnover rates in Beaconville ISD, Region N, and Texas exceeded the national average in 2018. Note: 

Figure created based on data from the Texas TAPR reports (Texas Education Agency, 2019).  

 

 

Figure 2.2. BISD teacher turnover data reported by BISD. The Beaconville ISD HR Department reports 

lower teacher turnover than the state in 2018. However, overall turnover still exceeds the national average. 

Note: Figure created based on data from the BISD Human Resources Department (Jackson, 2018).  
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the electronic form that would be used to collect teacher responses. Principals were also 

given expectations regarding the length of each interview and the deadline to complete 

these sessions with every teacher on campus. Specifically, all district stay interviews had 

to occur within a 10-15 minute timeframe, teachers were not to see the questions in 

advance, and all data were required for submission by November 18, 2019. 

Following principal training, BISD’s superintendent emailed all district teachers 

to share the purpose of the stay interviews. He informed teachers that district leaders 

aimed to “learn specific actions that the leader might take to strengthen the employee’s 

engagement and commitment to the district” (personal communication, October 4, 2019). 

Teachers were also given information on the amount of time allotted for each stay 

interview and the timeframe for the interviews to be completed.  

Finally, campus leaders conducted individual stay interviews with all instructional 

staff on their campuses. Campus leaders recorded teacher answers in an electronic form 

that was accessible to HR. The BISD HR Department hopes to utilize the data to 

implement changes or new initiatives that will encourage BISD teachers to stay in the 

profession and in the district.  

 

How do stay interviews connect to this body of research?  As a position-based 

system, BISD can likely attribute teacher turnover to one or more of the negative aspects 

associated with all position-based systems. As listed previously, these are: 

• A lack of common organizational values (Kuperus & Rode, 2010; Pilichowski, 

2003; World Bank, 2005) 

• A lack of career development and leadership opportunities for employees 

(Analytica, 2008; Kuperus & Rode, 2010; Pilichowski, 2003) 
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• The potential for nepotism (OECD, 2017b; Pilichowski, 2003; World Bank, 2005) 

An analysis of the data provided through the stay interviews may point to a problem in 

one or more of these areas.  

 Once a problem area is identified, the solution may lie in the use of career-based 

practices to address employee concerns. Literature shows that incorporating career-based 

practices into a position-based system is not only viable but also useful and necessary 

(Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 1960; OECD, 2018a; World 

Bank, 2005). Many industries take a blended, or hybrid, approach to the career-based and 

position-based models in order to maximize the best elements of both. Horton (2011) 

writes, “Most civil service systems today are somewhere in between the two ideal types” 

(p. 47). When describing the 27 EU Member States, Kuperas and Rode (2010) remark, 

“…an increasing number of Member States are starting to combine elements of both 

these systems. They can be considered as mixed or hybrid systems” (p. 39). Discussing 

the role of SPS, the World Bank (2005) reports, “Even though SPSs are cast in two 

distinct models, their differences are not water-tight. Especially, countries have one or 

other system – career-based or position-based – have adopted elements of the alternate 

system in order to improve their own SPS’s effectiveness” (p. 3). And Kim (2010) notes,  

No current civil service…is a pure example of either the career-based or position-

based type. There seems to be a tendency for each system to adopt some 

processes from the other to mitigate the weaknesses to which each system is 

prone. (pp. 243-244) 

 

Ultimately, a hybrid approach is more effective than either the career-based or the 

position-based model on its own. A blend of the two allows organizations to ensure the 

right person is in the right position while simultaneously building a strong culture with 

embedded job security.  
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 This hybrid approach may already be popular in some American industries. Leich 

(1960) describes this with,  

There is much evidence, however, that the differences are becoming smaller in the 

United States and that, in many essentials, placement systems centering on rank-

in-the-man and those centering on rank-in-the-job are now similar. Our 

experience demonstrates, for example, that a career service (in which young 

people are brought into the organization to remain and advance throughout their 

working lives) is possible in job-oriented systems and, in fact, is thriving in many 

federal agencies. Under good personnel management in either system, the rank of 

the man matches the rank of his job. (p. 92) 

 

Leich (1960) points to the use of career-based strategies in American federal agencies 

that are predominantly position-based markets. While the position-based model allows 

agencies to hire individuals with specific qualifications for open posts, embedded career-

based strategies build in leadership and career development for existing employees, 

encouraging them to remain with the organization until retirement. Thus, moving 

forward, this writer will look to the BISD stay interviews to identify position-based 

concerns that can possibly be addressed with career-based solutions.  

 

Chapter Summary 

 Teachers working in the public sector will participate in one of two labor market 

systems (Kim, 2010; Massey, 2011; OECD, 2005; Van de Walle et al., 2015). These 

systems are the career-based system and the position-based system. Each has its own 

benefits and drawbacks; however, the career-based system consistently returns lower 

employee turnover than the position-based system (OECD, 2018a; Pilichowski, 2003; 

Santiago & McKenzie, 2005; Thijs et al., 2017; Van de Walle et al., 2015). Organizations 

are increasingly utilizing a blend of the two labor market systems in order to maximize 
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the best components of both (Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 

1960; OECD, 2018a; World Bank, 2005).  

The Beaconville Independent School District is a position-based system that is 

currently experiencing high teacher turnover (Jackson, 2018; Texas Education Agency, 

2019). District leadership is looking to the results of stay interviews with all district 

instructional staff to determine ways to reduce teacher turnover. District leaders are also 

concerned with finding ways to build teacher capacity and increase teacher satisfaction 

with the profession. The literature supports the use of the hybrid approach – incorporating 

career-based elements into the position-based system – to help the district meet these 

goals (Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 1960; OECD, 2018a; 

World Bank, 2005).  

This researcher will work to analyze the data reported through stay interviews, 

looking for areas of concern that are common in all position-based systems. Once these 

are identified, career-based solutions can potentially be determined. Ultimately, this 

researcher hypothesizes that a blended approach will meet the needs of BISD, reducing 

teacher turnover and increasing teacher capacity to support BISD teachers now and in the 

future. 
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CHAPTER THREE 

Methods 

 

Introduction 

Teacher turnover in the United States ranges from eight to 16 percent annually, a 

high rate in comparison to other countries (Carver-Thomas & Darling-Hammond, 2017). 

Teacher turnover has a substantially negative impact on student achievement (Carver-

Thomas & Darling-Hammond, 2017; Xu, 2017) and carries significant financial losses 

for school districts (Carroll, 2007; Carver-Thomas & Darling-Hammond, 2017). 

Researchers have discovered that southern U.S. urban and suburban K-12 public school 

districts have the highest rates of teacher turnover in America (Carver-Thomas & 

Darling-Hammond, 2017). Researchers have also found that American teachers are most 

likely to leave the profession within their first five years of teaching (Darling-Hammond, 

2012; Moulthrop et al., 2005; Rothman & Darling-Hammond, 2015).  

This study seeks to comprehend the experiences of the highest teacher turnover 

group (first- through fifth-year teachers) in one of the highest-turnover district types 

(southern suburban) in the nation. Therefore, the purpose of this study is to understand 

first- through fifth-year teachers’ perceptions related to staying in or leaving a southern 

U.S. suburban K-12 public school district. This study will seek to understand these 

teachers’ perceptions through the theoretical framework of the teacher labor market 

structure.  
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This chapter will provide a detailed description of the study. The chapter begins 

with a look at the research approach. Next, an explanation of the research design and 

methods is provided, including a description of the research site and the selected 

participants. Procedures for data collection and analysis are then presented. The chapter 

concludes with the limitations of the study.  

 

Research Approach 

This study aimed to uncover teachers’ thoughts related to teacher turnover in their 

school district. Qualitative research was the best approach to accomplish this. As John W. 

Creswell and Cheryl N. Poth (2017) convey,  

We conduct qualitative research because a problem or issue needs to be explored. 

This exploration is needed, in turn, because of a need to study a group or 

population, identify variables that cannot be easily measured, or hear silenced 

voices…We also conduct qualitative research because we need a complex, 

understanding of the issue. This detail can only be established by talking directly 

with people…and allowing them to tell the stories… (p. 45)  

 

In qualitative research, the people are the focus. Their lives, their experiences, weave an 

intricate tapestry that can reveal a new facet of the problem being explored. This 

qualitative study examined the problem of teacher turnover by listening to the voices of 

the teachers whom the district hopes to retain.   

By taking a qualitative approach, the researcher intended to “primarily [employ] 

an inductive research strategy,” one that “builds abstractions, concepts, hypotheses, or 

theories rather than tests existing theory” (Merriam, 1998, p. 7). The researcher believes 

there is a “lack of theory” related to the influence of the labor market structure on teacher 

turnover (Merriam, 1998, p. 7). Thus, through this qualitative study, the researcher 
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endeavored to provide a foundation for further studies, which have the potential to 

generate new theories on addressing teacher turnover through labor market design. 

 

Research Design 

This study was conducted as an inferential, embedded, single case study. Robert 

K. Yin (2002) deems case study appropriate when “a ‘how’ or ‘why’ question is being 

asked about a contemporary set of events over which the investigator has little or no 

control” (p. 9). Case study was selected because the researcher investigated the how of an 

event that was beyond the researcher’s control – namely, teacher turnover. Through this 

study, the researcher asked how teacher turnover might be impacted by the labor market 

structure.  

A single-case design was used because the Beaconville ISD is a “representative or 

typical case” (Yin, 2002, p. 41). The district experiences the high teacher turnover that is 

typical of other school districts located in the suburbs of the southern U.S. (Carver-

Thomas & Darling-Hammond, 2017). As Yin (2002) notes, “The lessons learned from 

these cases are assumed to be informative about the experiences of the average… 

institution” (p. 41). The findings from this study may lead to decisions that can be 

implemented in the Beaconville ISD and in similar districts to reduce teacher turnover.  

This single case study was also inferential in that the researcher hoped to “go 

beyond a specific group in order to make generalized statements about a larger 

population” (Hancock & Algozzine, 2011, p. 4). While the study focused on the 

experiences of teachers in the Beaconville ISD, the researcher was interested in the 

implications for teachers in similar districts across the U.S. This researcher seeks to set 
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the stage for future investigations into the reduction of teacher turnover through 

adjustments to the teacher labor market structure.  

Finally, the case study was embedded. This was due to the fact that the study 

examined the perceptions of subunits within the district rather than the district as a whole 

(Yin, 2002). These subunits were the teachers in the district. As discussed later in this 

chapter, sampling was used to narrow the focus from all teachers in the district to two 

specific groups of teachers who each have unique perspectives on the problem of teacher 

turnover.  

 

Research Questions 

Three research questions (RQs) guided the direction of this study.  

• RQ 1: What are the experiences of first- through fifth-year K-12 teachers in a 

southern U.S. suburban school district related to market labor? 

• RQ 2: How do aspects of market labor enter into first- through fifth-year K-12 

teachers’ decisions to stay with or leave a district? 

• RQ 3: How do campus representatives perceive the value of implementing career-

based practices as a means of retaining teachers in the district? 

Robert E. Stake (1995) describes the benefits of RQs. In his view, RQs provide 

“conceptual organization, ideas to express needed understanding, conceptual bridges, 

from what is already known, cognitive structures to guide data gathering, and outlines for 

presenting interpretations to others” (Stake, 1995, p. 15). The selected RQs were meant to 

build a bridge between the concepts of teacher turnover and labor market structure, 

interpreted through the experiences of teachers who stay in the district.  
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The RQs presented above were appropriate for a case study. According to Yin 

(2002), “The case study strategy is most likely to be appropriate for ‘how’ and ‘why’ 

questions…” (p. 22). While RQ 1 does ask for the “what” in terms of discerning teacher 

experiences, both RQ 2 and RQ 3 endeavor to understand the “how.” Thus, the majority 

of the study was focused on how – how the labor market structure might influence 

teachers’ annual decisions to stay in or leave the district.  

 

Research Site 

The site of the research is Beaconville ISD, a suburban school district in Texas. 

BISD has an enrollment of 8,400 students. BISD was chosen because it represents the 

typical southern U.S. suburban public K-12 district. As a southern suburban district, 

BISD falls in the category of districts that have the second highest rates of teacher 

turnover in the nation (Carver-Thomas & Darling-Hammond, 2017). Specifically, BISD 

teacher turnover ranges from nine to 18 percent annually (Jackson, 2018; Texas 

Education Agency, 2019). The district reported a turnover rate of nine percent for the 

2017-2018 school year (Jackson, 2018). The state reported a turnover rate of 18 percent 

for BISD during the same period (Texas Education Agency, 2019). While there is a wide 

variation in the data, both figures show that teacher turnover in BISD is higher than the 

national average of eight to 16 percent (Carver-Thomas & Darling-Hammond, 2017).  

BISD has the high teacher turnover rates expected of southern suburban districts. 

Consequently, findings from this study can have benefits for BISD and other southern 

suburban districts with high teacher turnover. Study findings will inform district leaders 

in the implementation of new initiatives and decisions to reduce teacher turnover in the 

district. Additionally, findings have the potential to inform decisions made in other 
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southern suburban school districts by providing a teacher-driven guide that can help to 

lower their high teacher turnover rates. 

 

Study Activities 

 The researcher submitted the research proposal to the Beaconville Institutional 

Review Board (IRB) on December 4, 2019. Approval from the Beaconville IRB was 

granted on December 9, 2019. The researcher then submitted the proposal and the 

Beaconville IRB approval letter to the Baylor University IRB on December 15, 2019. 

The researcher applied for exempt status for secondary research and for interviews 

conducted with adults from non-vulnerable populations. Approval of exemption was 

granted from the Baylor IRB on December 16, 2019. The Baylor IRB approval letter is 

included in Appendix A.  

The study was conducted in two phases. Phase one began with an analysis of 

secondary data. Themes gleaned from phase one were then used to construct phase two, a 

focus group. These phases are described in detail next. 

 

Phase One 

In phase one, the researcher analyzed secondary interview data from the district’s 

stay interviews. A stay interview is an individual interview. At every BISD campus, in 

October and November 2019, principals and assistant principals conducted these one-on-

one interviews with all district teachers.  

 

What is a stay interview? A stay interview is dedicated time for a supervisor to 

ask an employee why he or she stays with an organization. The Society for Human 

Resources Management (2017) contends:  
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Stay interviews are conducted to help managers understand why employees stay 

and what might cause them to leave. In an effective stay interview, managers ask 

standard, structured questions in a casual and conversational manner. Most stay 

interviews take less than half an hour. 

 

A stay interview is a tool to help supervisors learn from and, hopefully, retain employees. 

Stay interviews stand in direct contrast to exit interviews. The two are similar in format. 

However, while exit interviews are “not proactive” and “only identify the problem once 

it's too late,” stay interviews are seen as a way for managers to identify and correct 

problems immediately (Rosenberg, 2008, p. 35). According to Susan M. Heathfield 

(2019b),  

The stay interview is preferable to an exit interview because, in a stay interview, 

you ask current employees why they continue to work for your organization. At 

the exit interview, it’s too late to identify and solve the problems or help your 

exiting employee accomplish the goals they are leaving you to obtain. 

 

Thus, the purpose of a stay interview is to proactively determine and address employee 

concerns in order to improve employee retention. 

 

How effective is a stay interview?  Hancock and Algozzine (2011) call the 

interview “a very common form of data collection in case study research” (p. 44). 

Qualitative researchers often utilize individual interviews to “yield significant amounts of 

information from an individual’s perspective” (Hancock & Algozzine, 2011, p. 44). Stake 

(1995) expands on this idea, saying, “As interviewees, the informants can provide 

observations…that the researchers cannot see for themselves” (p. 67). Interviews, then, 

provide a unique view into an area, a window that allows the researcher to see things that 

may have been previously hidden. 

The stay interview is a relatively new concept that appeared in the early 2000s. In 

2008, Michael Rosenburg (2008) referred to this as “a new retention strategy” (p. 35). 
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Most of the literature on stay interviews is confined to business journals and magazines. 

Outside of these, Richard P. Finnegan (2015) penned a book that describes the process of 

preparing for and conducting these interviews.  

Those who write about stay interviews claim that they are an effective way to 

retain employees. Finnegan (2015) believes stay interviews “improve your team’s 

engagement, retention, and productivity just by asking employees what you can do to 

make their jobs better” (p. 2). He calls stay interviews “the missing link between 

managers and employees,” a way for a manager “to know how to get employees to stay 

and work harder” (Finnegan, 2015, p. 9). Rosenburg (2008) agrees, saying, “Ask now 

what would get them to stay and put those things in place. Helping employees feel cared 

about, valued, and important goes a long way in retaining them” (p. 35). And, Michael J. 

Coury (2015), writing about the use of stay interviews with teachers, remarks, “The 

purpose of this type of interview is to help prevent turnover in an effort to retain top 

talent” (p. 38). Stay interviews are described as a strategy to help reduce the amount of 

turnover in an organization. Nevertheless, while many HR professionals espouse the 

benefits of stay interviews, there is currently no research to show how effective these 

interviews are in reducing employee turnover.  

 

Stay interview questions.  BISD stay interviews consisted of five questions.  

1. What do you look forward to when you come to work each day? 

2. Why do you stay at BISD? 

3. Which of your gifts, talents, and abilities do you feel could be better utilized in 

our district? 

4. What would make BISD an even better place to work? 
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5. Have you thought about leaving our team? If so, why? 

These questions were developed by the staff in the district’s human resources department 

(personal communication, August 27, 2019). The district’s assistant superintendent of 

human resources invited the researcher for this study to participate in the question 

development process. As a result, this researcher was able to craft question three with the 

human resources staff.  

 

Phase Two 

In phase two, the study shifted to a focus group conducted by the researcher. The  

focus group consisted of teacher representatives from every BISD campus. The focus  

group was held in one 60-minute session in early January 2020.  Hancock and Algozzine 

(2011) speak to the importance of focus groups with, “Group interviews capitalize on the 

sharing and creation of new ideas that sometimes would not occur if the participants were 

interviewed individually…” (p. 44). They also remind the researcher to be careful, noting 

that “group interviews run the risk of not fully capturing all participants’ viewpoints” 

(Hancock & Algozzine, 2011, p. 44). This researcher took two measures to ensure that all 

members had the opportunity to contribute their thoughts as the group discussed and 

generated new ideas. First, the researcher submitted focus group questions to the district 

superintendent before the focus group session. The superintendent then sent participants 

the questions prior to the focus group to give them time to think of their initial answers 

individually. Second, during the focus group session, the researcher included regular 

intervals to check in with participants to ensure that everyone had the opportunity to 

share their ideas.  
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Focus group questions.  Focus group questions used in phase two were designed 

specifically for this research based on the RQs and the themes that emerged from analysis 

of the data in phase one. Before delving into the main focus group discussion, the 

researcher asked three introductory questions to learn more about each participant. The 

introductory questions were: 

1. How many years have you been teaching? 

2. How many years have you been a teacher at Beaconville ISD? 

3. What is your current campus, and at which other campuses have you worked? 

Once participants provided answers to the introductory questions, the remaining 

questions allowed for a semi-structured session. The researcher opted for a semi-

structured session because “semi-structured interviews are particularly well suited for 

case study research” (Hancock & Algozzine, 2011, p. 45). A semi-structured focus group 

enabled the researcher to “ask predetermined but flexibly worded questions, the answers 

to which provide tentative answers to the researchers’ questions” (Hancock & Algozzine, 

2011, p. 45). To accomplish this, the researcher asked three questions during the focus 

group, each related to the three RQs of the study. Answers from focus group participants 

would then provide possible answers for the RQs. 

The focus group questions were developed using the tenets of the theoretical 

framework – the benefits of the career-based system – and the themes that emerged from 

analysis of the data in phase one. Each focus group question was also related to one of the 

study RQs. The three main focus group questions, along with their related RQs, were: 
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1. Focus group question one, related to RQ 1: When thinking about your experiences 

or the experiences of colleagues, in your opinion, do teachers plan to stay in one 

district for their entire teaching career? Why or why not?  

2. Focus group question two, related to RQ 2: Rank these from 1-5 according to how 

well you think these are accomplished at Beaconville (with 1 being the highest 

and 5 being the lowest). Please explain your number 1 and your number 5.  

a) Sense of Purpose 

b) Sense of Belonging 

c) Career Advancement / Perks 

d) Common / Shared Values 

e) Opportunities for Innovation 

3. Focus group question 3, related to RQ 3: In your opinion, which of these would 

increase Beaconville’s value as a workplace? Why? 

a) Opportunities for teacher leadership  

b) Opportunities for teacher promotions  

c) Regular salary increases based on the number of years a teacher stays in 

the district 

d) A regular cycle of training 

e) Rotating teaching assignments  

Questions one and three were developed based on the theoretical framework of the study. 

Question two was developed using the themes that emerged from analysis of the stay 

interview data from phase one.  
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Participant Selection 

All participants in phases one and two were certified teachers, ranging in age from 

22-65. Merriam (1998) discusses the need to “first [identify] the case and then select ‘a 

sample within the case’” (p. 65). She points to purposeful sampling as the most common 

sampling technique used in case study research. In line with Merriam (1998), the 

researcher used purposeful sampling in both phases of the study. 

 

Phase One  

The sample for phase one was taken from an initial pool of 656 K-12 BISD 

teachers. Campus principals and assistant principals interviewed these 656 teachers in the 

fall semester of 2019. BISD’s superintendent and assistant superintendent of human 

resources gave the researcher access to the interview responses for phase one of this 

study.  

Merriam (1998) writes, “A typical [purposeful] sample would be one that is 

selected because it reflects the average person, situation, or instance of the phenomenon 

of interest” (p. 62). Using purposeful sampling, the researcher narrowed the research 

focus to 109 first- through fifth-year teachers in the district. First- through fifth-year 

teachers were targeted as the group that is most likely to leave the profession (Darling-

Hammond, 2012b; Moulthrop et al., 2005; Rothman & Darling-Hammond, 2015).  

The researcher was interested in learning the experiences of first- through fifth-

year BISD teachers who had never worked in another district. This was due to the 

possibility that teachers who had taught elsewhere might not have worked in southern 

U.S. suburban K-12 public school districts. The researcher was concerned that teachers 

who had previously worked outside of BISD might draw on their experiences in other 
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districts, potentially with different demographics and lower teacher turnover rates, when 

answering interview questions.  

To address this concern, the researcher used purposeful sampling to narrow the 

focus even more, only analyzing the responses of 64 first- through fifth-year teachers 

who had spent their entire careers up to this point in BISD. As mentioned above, first- 

through fifth-year teachers were the targeted sample because researchers have discovered 

that American teachers are most likely to leave the profession within their first five years 

of teaching (Darling-Hammond, 2012b; Moulthrop et al., 2005; Rothman & Darling-

Hammond, 2015). This trend is reflected in Table 3.1, which shows the years of 

experience of the 64 teacher respondents in phase one. Table 3.1 shows the number of 

teachers mostly declining from the first year through the fifth year.  

The 64 teachers in phase one were selected because their teaching experience was 

solely confined to BISD, a southern suburban district that exhibits the high teacher 

turnover expected from districts of this type. These 64 teachers, then, represented the 

likeliest group of teachers to turnover from the likeliest district to experience high teacher 

turnover (Carver-Thomas & Darling-Hammond, 2017). Thus, through purposeful 

sampling, the researcher concentrated on one of the highest turnover district types in the 

nation (southern suburban) and on one of the highest turnover groups (first- through fifth-

year teachers) in that district (Carver-Thomas & Darling-Hammond, 2017; Darling-

Hammond, 2012b; Moulthrop et al., 2005; Rothman & Darling-Hammond, 2015).  

 

Phase Two 

Phase two was conducted through a focus group. The participants were also chosen using 

purposeful sampling. The selected participants serve on the superintendent’s advisory  
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Table 3.1  

Phase One Teachers by Years of Experience 

Years of Experience Number of Teachers 

1 31 

2 6 

3 13 

4 6 

5 8 

 

 

council and have agreed to communicate directly with the superintendent on matters 

involving the district. They serve as liaisons between teachers on their campuses and the 

district superintendent. This role requires each participant to have a strong knowledge of 

the needs and concerns of campus staff and district leaders. Consequently, they must 

communicate clearly, honestly, and frequently with other teachers and with the 

superintendent to relay the needs of their campuses and the district. They were selected 

for the focus group because of their strong rapport with campus teachers and the 

superintendent, their deep knowledge of campus and district issues, and their ability to 

speak boldly to each.  

The focus group consisted of 12 representatives from BISD’s 10 campuses. 11 of 

the representatives were teachers, and one representative was a school counselor. Years 

of experience in education ranged from two to 25 years for focus group members. Years 

in BISD ranged from two to 14. Only three of the 12 participants, or 25%, had spent their 

entire career in BISD. Table 3.2 shows the years of experience and Table 3.3 shows the 

years in BISD for the focus group members. 

As shown in Table 3.2, most focus group participants were not teachers in their 

first- through fifth- years of teaching. This could be caused by many factors, including 
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Table 3.2  

Phase Two Teachers by Years of Experience 

Years of Experience Number of Teachers 

0-5 1 

6-10 3 

11-15 4 

16-20 1 

21-25 3 

 

 

Table 3.3  

Phase Two Teachers by Years in the District 

Years of in the District Number of Teachers 

0-5 7 

6-10 1 

11-15 4 

 

teachers’ level of comfort with serving on a committee like this early in their careers. It 

could also be an indication that first- through fifth-year teacher turnover is so high that 

there are not many teachers in this range to serve on the committee.  

Table 3.2 shows that most of the focus group participants are veteran teachers 

who have been in the profession for more than five years. However, Table 3.3 shows that 

most focus group participants have worked for the district for less than five years. In 

other words, many of these participants have been a part of teacher turnover in other 

districts. At this point in their teaching careers, being past five years of teaching 

experience, these participants may not be likely to leave the district at the same rate as 

teachers in their first five years of teaching. Yet, as many of them have already left 

previous districts, they might be comfortable with leaving BISD in the future if they ever 

feel the need arises.  
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Recruitment, enrollment, and consent.  Recruitment and enrollment of the 

participants in phase two was done by the district superintendent. It is justifiable that the 

superintendent led the recruitment and enrollment process for two reasons. First, the 

district superintendent has expressed concerns over the high rate of teacher turnover, and 

this study is part of a dissertation in practice meant to help find potential solutions to 

reduce teacher turnover in the district. Second, the focus group participants are members 

of the superintendent’s advisory council. Based on their established rapport with the 

superintendent, it is likely that they felt more comfortable learning about the study and its 

potential benefit for the district directly from him.   

The superintendent initially explained the purpose of the study to the selected 

subjects via email, giving all subjects the choice to opt out of the study. He also relayed 

that participation or nonparticipation would not have any influence on the participants’ 

job standing or relationship with the superintendent or the researcher. The previous 

relationship established between these teachers and the superintendent, the explanation of 

the research as a supplemental aide to help the district improve, and the option to opt out 

with no penalty minimized undue influence or coercion.  

The researcher requested verbal consent from all participants prior to the start of 

the focus group. Consent was obtained after reading a consent form approved by the 

Baylor IRB. The consent form is included in Appendix A. Participants were given the 

option to withdraw at any point, even if they had already submitted answers in the focus 

group. Had any participants chosen to withdraw after partial participation, they would 

have been given the option to have their partial data analyzed for the study or not to have 
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their data included in the study at all. However, no participants opted out, so all data from 

the focus group session was analyzed for the study.  

 

Risks and Benefits 

There were no known risks for participants in this study. The researcher is a 

curriculum specialist in a southern, suburban school district but has no evaluative 

authority over any of the study participants. Had participants in phase two felt 

uncomfortable discussing teacher turnover with the researcher, they would have been 

able to opt out or to decide not to answer every question in the focus group discussion. 

Opting out would not have affected their job standing in any way.  

There was a potential benefit for all study participants in phases one and two. This 

is the possible discovery of an idea to reduce teacher turnover in BISD through the 

implementation of changes that are meaningful to BISD teachers. This could also benefit 

students, who are likely to experience greater academic success with lower teacher 

turnover, and administrators, who will not have to bear the financial burdens of 

onboarding new hires if turnover is reduced (Carroll, 2007; Carver-Thomas & Darling-

Hammond, 2017; Dolton, 2010; Ronfeldt et al., 2013; Xu, 2017). 

This study may also benefit society at large. It could provide an entry point to 

talking about the problem of teacher turnover from a new, largely unexplored angle. The 

potential benefit to society, then, is the generation of a guide that can help to lower high 

teacher turnover in other U.S. southern suburban public K-12 school districts. Beyond 

this, such a guide could also help to lower the national teacher turnover rate. A lowered 

national teacher turnover rate would likely have a positive impact on student achievement 

and potentially help American students improve on international assessments when 
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compared to their counterparts in high-achieving countries (Carver-Thomas & Darling-

Hammond, 2017; Dolton, 2010; Ronfeldt et al., 2013; Xu, 2017).  

 

Data Procedures 

 

Data Collection and Storage 

Data from phase one of the study are teacher interview responses. Campus 

principals and assistant principals interviewed teachers as a part of a district initiative in 

the fall 2019 semester. Teacher responses were typed into an electronic Google form and 

converted into a Google spreadsheet. The form and the spreadsheet are stored on a 

secure, encrypted, password-protected Google Drive owned by the district. The drive and 

the data can be accessed by the researcher and district-level personnel, which includes the 

district superintendent and the human resources department.  

For this study, the researcher made a duplicate teacher response spreadsheet and 

removed all teacher names. The identifiers left in the duplicate spreadsheet were campus 

assignments, years of teaching experience, and years at BISD. The researcher then 

created a separate spreadsheet tab containing the responses of the 64 first- through fifth-

year teachers who had only taught in BISD. These teachers were given numeric 

identifiers. This duplicate spreadsheet is stored on the district’s secure Google Drive, 

accessible only by the researcher. The data can be shared, via the Google Drive, with the 

district superintendent and any other district leaders deemed appropriate by the 

superintendent at his request.  

Data from phase two are the teacher answers to the focus group questions. This 

data was recorded by the researcher on a district-issued iPad. Following the focus group, 
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the recording was transferred to the district’s secure Google Drive and deleted from the 

iPad. The researcher then transcribed the data manually and typed all participant answers 

into a Google document. No names were listed on the transcription document; instead 

alpha-numeric identifiers, consisting of a single letter and a single digit assigned to each 

participant, were used. The recording and the transcription document are stored on the 

district’s secure Google Drive, accessible only by the researcher. The data can be shared, 

via the Google Drive, with the district superintendent and any other district leaders 

deemed appropriate by the superintendent at his request.  

As mentioned above, the district’s secure Google Drive is encrypted, and 

password protected. It is also monitored regularly against cyber threats like hacking by 

the district’s technology department. Finally, the district’s Google Drive utilizes 

restricted access. Although all district employees can access the Google Drive, not all 

employees have access to every part of the Google Drive. The data from this study is 

stored in a location on the Google Drive that is currently accessible to only the 

researcher. 

 

Confidentiality and Data Management 

To maintain confidentiality, data used by the researcher will remain anonymous, 

with no teacher names attached to teacher responses. Teacher responses from phases one 

and two will not be shared with any individual. The only exception to this will be the 

sharing of data with district leaders at the request of the superintendent. 

 The data will be kept for a minimum of three years following the study. Data will 

be maintained electronically on the district’s Google server. Once the study is completed, 

or prior to this at the superintendent’s request, data will be fully available to the district 
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superintendent and the district’s human resources department. Additional district leaders 

may be granted access, at the superintendent’s discretion. Data may be destroyed after 

three years, under the direction of the district superintendent. If it is determined that data 

shall be destroyed, the spreadsheets, the recording, and the document containing the data 

will be deleted.  

 

Data Analysis  

The researcher coded all data manually, without the use of computer software. 

Several coding methods were used. Both inductive and deductive reasoning were then 

applied. A brief description of the coding methods and the reasoning used follows next.  

 

Phase one coding and reasoning.  Descriptive coding, also known as topic 

coding, was used with the data from phase one. Johnny Saldaña (2009) describes this 

coding method, saying, “Descriptive coding summarizes in a word or short phrase – most 

often as a noun – the basic topic of a passage of qualitative data” (p. 70). Descriptive 

coding is appropriate for “studies with a wide variety of data forms,” including 

“interview transcripts” (Saldaña, 2009, p. 70). Therefore, descriptive coding was applied 

to the large variety of stay interview data.  

The researcher read each of the stay interview responses and used descriptive 

coding by listing words or phrases that summarized response topics. A list of 24 

descriptive codes was generated from this process. These codes are included in the 

codebook listed in Appendix B.  

Once descriptive coding was complete, the researcher applied inductive reasoning 

through thematic analysis. Merriam (1998) describes inductive reasoning, writing, “…the 
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investigator knows what the problem is and has selected a sample to collect data…But, 

the researcher does not know what will be discovered…The final product is shaped by 

the data that are collected” (p. 162). Saldaña (2009) writes, “…thematic analysis allows 

categories to emerge from the data” (p. 140). The researcher wanted the data, the teacher 

voices, to tell the story of teacher turnover in BISD. Inductive reasoning provided a 

pathway for this, and thematic analysis provided the vehicle. The researcher coded all 

stay interview responses to see what themes emerged from the data. The themes from 

data analyzed in phase one, along with the tenets of the theoretical framework, were then 

used to generate questions for the focus group in phase two.  

 

Phase two coding and reasoning.  Hypothesis coding was used with the data from 

phase two. According to Saldaña (2009), “Hypothesis coding is the application of a 

researcher-generated, predetermined list of codes onto qualitative data specifically to 

assess a researcher-generated hypothesis” (p. 123). The researcher applied the themes 

from the phase one data analysis as predetermined codes in phase two. The researcher did 

this to determine if the assertion that teachers’ perceptions were impacted by the labor 

market structure was reasonable. Saldaña (2009) confirms the appropriate use of 

hypothesis coding with, “Hypothesis coding can also be applied midway or later in a 

qualitative study’s data collection or analysis to confirm or disconfirm any assertions or 

theories developed thus far…” (p. 124). The researcher used hypothesis coding to 

determine if the themes from phase one – all of which related back to the labor market 

structure – could be applied to phase two data to show that the labor market structure is 

an important consideration in teacher turnover at BISD. 
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The use of hypothesis coding invoked deductive reasoning. As Kenneth F. Hyde 

(2000) writes, “ Deductive reasoning is a theory testing process which commences with 

an established theory or generalization, and seeks to see if the theory applies to specific 

instances” (p. 83). Hyde (2000) argues that deductive reasoning, a process commonly 

associated with quantitative research, is and should be applied to qualitative research. He 

specifically describes the appropriate use of deductive reasoning in case study research, 

stating: 

Although Yin (1994) is among the most cited authors on case study methodology, 

he stands relatively alone in advocating a deductive, rather than an inductive, 

approach to case study research. For Yin, case study research should commence 

with a statement of propositions - answers to “how” and “why” questions - to be 

tested with the data gathered. Cases which confirm the propositions enhance 

confidence in the validity of the concepts and their relationships; cases which 

disconfirm the relationships can provide an opportunity to refine the theory. 

(Hyde, 2000, p. 85) 

 

Hyde (2000) argues that Robert K. Yin, a leading case study researcher, advocates for the 

use of deductive reasoning in case study research. In alignment with Hyde (2000) and 

Yin, this researcher applied deductive reasoning to see how responses from the focus 

group session in phase two showed evidence of the influence of the labor market 

structure on teacher retention. 

 

Trustworthiness, Reliability, and Ethics 

Merriam (1998) contends, “…the burden of producing a study that has been 

conducted and disseminated in an ethical manner lies with the individual investigator” (p. 

219). This researcher put several safeguards in place during the study to ensure that the 

research was conducted in an ethical manner. Along with the steps taken to maintain 

confidentiality and to store data securely, verification strategies were used throughout the 
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data analysis to eliminate bias and ensure trustworthiness. Strategies used included rich 

description, participants’ quotations, triangulation of the data, member checking during 

the discussion with the 12 participants in phase two, peer review of the data, and a 

researchers’ journal for audit trail. Qualitative experts espouse the use of these strategies 

in qualitative research as the means of guaranteeing internal validity, reliability, external 

validity, and ethical behavior (Hancock & Algozzine, 2011; Merriam, 1998; Stake, 1995; 

Yin, 2002). 

 

Limitations 

 There were several limitations encountered in this study. First, the stay interviews, 

which were the data source for phase one, were conducted by different people at each 

campus. District leaders asked campus principals to complete the interviews, and the 

BISD human resources department gave principals guidelines on how to conduct the 

interviews. However, some principals required assistant principals to conduct stay 

interviews. Assistant principals did not receive the same training and guidance on 

completing stay interviews from district leadership. Therefore, it is not known if they 

veered away from the district expectations – which included limiting interviews to 15-20 

minutes and not showing interviewees the interview questions ahead of time – in a way 

that could have influenced the data that was collected.  

Another limitation of the stay interviews used in phase one is the fact that teachers 

were interviewed by their campus administrators. Some teachers may not have been as 

comfortable talking to a campus leader, who also may have been their evaluator. This 

could have negatively influenced teachers’ decisions to be completely honest in the 

interviews. 
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 A third limitation associated with the stay interviews was seen in how the data 

was recorded. At some campuses, interviewers typed teachers’ answers verbatim. At 

other campuses, interviewers paraphrased and recorded answers in the third person. The 

inclusion of paraphrased answers may have resulted in a misinterpretation of what a 

teacher was actually trying to impart.  

 A limitation of the focus group session in phase two was the length of time 

assigned for the session. The focus group was conducted in one 60-minute session. 

Although participants had the chance to preview the questions before the meeting, they 

still may not have had enough time to truly express their ideas, hear and process the ideas 

offered by others, and respond with any new ideas generated.  

 Even with these limitations, study findings pointed to strengths and weaknesses in 

the district. Ultimately, the 64 stay interview responses included many common themes 

that uncovered realities across the district. The focus group then allowed for more 

exploration of these themes and gave the researcher the opportunity to delve deeper into 

the study of teacher turnover and the teacher labor market. 

 

Chapter Summary 

This study was designed to understand first- through fifth-year teachers’ 

perceptions related to staying in or leaving a southern U.S. suburban K-12 public school 

district. This study seeks to understand these teachers’ perceptions through the lens of the 

teacher labor market structure. To promote an understanding of teachers’ experiences, 

this study was conducted as a qualitative case study in two phases.  

The Beaconville ISD, a southern U.S. suburban public K-12 school district, 

served as the study site. Through purposeful sampling, phase one of the study focused on 
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64 first- through fifth-year teachers who have spent their entire teaching careers in BISD. 

In phase two, purposeful sampling was used again to select 12 representatives from each 

BISD campus to serve as members of a focus group. 

In phase one of the study, the researcher utilized transcripts from BISD stay 

interviews to discover the perceptions of first- through fifth-year teachers in the area of 

teacher retention. An analysis of this data led to the discovery of five themes related to 

teacher turnover. The themes that emerged from phase one were then used as hypothesis 

codes in phase two to determine if the researcher’s assertion about the labor market 

structure and its impact on teacher turnover could be confirmed.  

This chapter offered a detailed description of the study. Research approach, 

research design and methods, procedures for data collection and analysis, and study 

limitations were all discussed. Chapter four will present the study findings, and chapter 

five will discuss the implication of the findings for BISD, the field of education, and 

future educational research.   
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CHAPTER FOUR 

Results 

 

Introduction 

The purpose of this study is to understand first- through fifth-year teachers’ 

perceptions related to staying in or leaving a southern U.S. suburban K-12 public school 

district. Consequently, this study examines the experiences of the highest teacher 

turnover group in one of the highest-turnover district types in the nation (Carver-Thomas 

& Darling-Hammond, 2017; Darling-Hammond, 2012; Moulthrop et al., 2005; Rothman 

& Darling-Hammond, 2015). This study seeks to understand these teachers’ perceptions 

through the lens of the teacher labor market structure.  

This chapter presents the findings from the study. It begins with a presentation of 

the themes that emerged from phase one of the study, following an analysis of existing 

teacher interview data provided to the researcher by district leaders. Next, findings from 

phase two, a focus group, are presented. Finally, the chapter concludes with a brief 

discussion of the implications of the study findings.  

 

Findings from Phase One 

 

Overview of Phase One 

In phase one, the researcher analyzed secondary interview data from stay 

interviews that Beaconville ISD (BISD) principals and assistant principals conducted 

with teachers. These one-on-one interviews took place at every BISD campus, in October 
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and November 2019. Interviews consisted of five questions developed by BISD’s human 

resources department, with input from the researcher (personal communication, August 

27, 2019). The five questions were: 

1. What do you look forward to when you come to work each day? 

2. Why do you stay at BISD? 

3. Which of your gifts, talents, and abilities do you feel could be better utilized in 

our district? 

4. What would make BISD an even better place to work? 

5. Have you thought about leaving our team? If so, why? 

A total of 656 teachers were interviewed across the district. However, the researcher 

wanted to focus on first- through fifth-year teachers, which is the group that is most likely 

to leave the profession (Darling-Hammond, 2012b; Moulthrop et al., 2005; Rothman & 

Darling-Hammond, 2015). Using purposeful sampling, the researcher narrowed the 

research focus to 109 first- through fifth-year teachers in the district. From there, the 

researcher narrowed the focus even more to study first- through fifth-year teachers who 

had only taught at BISD and did not have any experiences with different types of 

districts. Consequently, phase one of the study focused on the experiences of 64 first- 

through fifth-year teachers in the school district.  

 

Thematic Coding of Phase One Data 

 The researcher used descriptive coding to generate themes from the 64 teacher 

responses to the five stay interview questions (Saldaña, 2009). Pre-determined codes 

were not used. Instead, the researcher began “with a short list – only expanding the list of 

initial codes as necessary” (Creswell & Poth, 2017, p. 190). This initial coding produced 
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24 codes. The codes were then grouped into five themes. A codebook was developed to 

display the five themes and 24 codes. The codebook book is listed in Appendix B. 

 

Themes Emerging from Phase One 

 Five themes emerged from the analysis of stay interview data in phase one of the 

study. They are listed below, beginning with the theme that teachers mentioned the most 

to the theme that was mentioned the least. These were: 

a) Sense of Purpose 

b) Sense of Belonging 

c) Career Advancement / Perks 

d) Common / Shared Values 

e) Opportunities for Innovation 

Each of these is described in detail below. The influence of the labor market structure on 

each is also discussed.  

 

Theme 1: Sense of Purpose 

The teachers interviewed in phase one overwhelming described a strong sense of 

purpose in teaching. Teachers described the sense of purpose in three main ways. These 

were: 1) Helping students, 2) Self-fulfillment, and 3) Supporting campuses and BISD.  It 

was evident that the sense of purpose was a large part of their decision to remain in the 

profession. The sense of purpose also influenced their decision to stay in BISD, but to a 

lesser extent. The difference between teacher attachment to the profession and to the 

district is discussed later in this section. 
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Helping students.  Teachers placed the greatest emphasis on fulfilling their 

purpose to help their students. They talked about their duty to their students more than 

their duties to themselves or to the district. As they spoke, they often reflected on their 

goals to support student growth academically and socially. When asked what they looked 

forward to every day, a first-year teacher responded, “Working with the students… 

building their skills that will help them in the future…to help them develop their 

character.” This respondent saw teaching as a way to shape the students’ characters. 

While many things can be considered elements of character development, this researcher 

posits that an individual’s character is rooted in that person’s moral fiber, the very 

integrity that compels that person to make good choices. Consequently, this teacher uses 

teaching as a vehicle to help students value integrity and upright behavior.  

Two third-year teachers provided similar responses to the same question. One 

third-year teacher remarked, “I like creating that relationship and seeing the light bulb 

turn on.” Another third-year teacher replied,  

I really like being with the students. They make my day. I love interacting with 

them. I love seeing them finally grasping a concept and hearing what is going on 

in their lives. They are why I show up each day. 

 

BISD teachers place high value on the relationships they establish with their students, 

connections that they use to help students learn the academic skills and the social skills 

that will help them grow to be productive members of society. Teachers’ desire to shape 

the lives of their students led them to the teaching profession and is one compelling 

reason they continue to teach.  
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Self-fulfillment.  Next, respondents described a sense of purpose in terms of self-

fulfillment. They talked about the joy of being in the right place, teaching the content that 

made them feel happy. For instance, a fourth-year teacher, commented, “I do what I like 

to do,” while a second-year teacher said, “I am excited to do what I love.” A fifth-year 

teacher went even farther, saying, “The content keeps me here.” These respondents and 

others with similar answers teach because they love the art of teaching and the content 

they teach. However, respondents also explained they would leave the profession if they 

found other opportunities outside of education that made them feel fulfilled. As one first-

year teacher put it, “Yes, [I would leave], but only for an opportunity outside education.” 

This teacher and others with similar answers show that BISD teachers are seeking 

fulfilment, even if it is to be found in a different profession. 

Teachers also spoke of self-fulfillment in terms of professional growth. One third-

year teacher stated, “I love the opportunities we are given as teachers to grow each year,” 

while one first-year teacher remarked, “This is a great place to learn and grow.” A third-

year teacher summed these sentiments up with, “I am being challenged in a healthy way.” 

The ability to learn and grow as teachers is appealing to many first- through fifth-year 

BISD teachers. They derive satisfaction from continuously growing to be better versions 

of themselves. They feel greater contentment as they increase their capacity. 

Finally, teachers described self-fulfillment by the pride they felt in working in 

BISD with its impressive reputation. A fifth-year teacher noted, “BISD has this higher 

standard. I enjoy saying BISD.” A second-year teacher stated, “I am very proud to be at 

Beaconville. I feel fortunate.” And, a third-year teacher explained, “I like that 

Beaconville has a positive reputation.” Working in a place that is well-spoken of gives 
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BISD teachers the belief they are serving a higher calling. In their opinions, they have 

been selected by the best district to serve the best students. One first-year teacher stated 

this openly, saying, “Our students are some of the best.” Working for the best and serving 

the best is important to BISD teachers. This allows them to feel fulfilled.   

 

Supporting campuses and the district.  Several phase one respondents derived 

personal satisfaction from achieving their purpose to support their campuses and the 

district. They specifically talked about their resolve to create a welcoming atmosphere at 

the campus and district levels and to build community partnerships. A first-year teacher 

said, “Our campus works hard to make [Beaconville Middle School] a good place for 

students and teachers. Everyone really likes being here.” By serving on the staff at the 

middle school, this teacher is living out a purpose to create a “good place” in their part of 

the world. When discussing the sense of purpose to the wider community, a third-year 

teacher stated, “I want to be out in the community and culture that helps us build trust 

with the community.” For this teacher, adding to the goodwill of the district in the 

surrounding community is an important part of fulfilling their purpose. For both teachers 

quoted here, and for others like them, adding to the positive image of a campus or the 

district is gratifying. 

 

Career-based or position-based?  The sense of purpose described by the BISD 

teachers could be associated with both the career- and the position-based systems. 

Teacher dedication to the profession is reminiscent of the dedicated workforce created in 

the career-based system, in which employees spend their entire careers in the same 

profession (Horton, 2011; Leich, 1960; OECD, n.d.; Petričušić, 2007; Tatsuo, 2012). 
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However, the idea of being in the right place to use one’s special talents and to make an 

effective impact on others speaks more to the position-based system, in which employees 

will move from organization to organization until they find their niche (Horton, 2011; 

Pilichowski, 2003; Tatsuo, 2012). BISD teachers discussed purpose more often in terms 

related to themselves or to their students and less often in terms related to the district. 

Thus, BISD teachers seemed to hold a more position-based sense of purpose.   

The position-based sense of purpose is reflected in teacher responses to a stay 

interview question asking if they had ever considered leaving BISD. Several said yes. 

One first-year teacher would leave “to get closer to my family in San Antonio,” while 

another first-year teacher would move “to get closer to my family in Idaho.” A third-year 

teacher considered leaving after feeling “unsupported by [campus] administration… 

regarding a conflict with a colleague.” This same third-year teacher also considered 

leaving for “an increase in pay” at another district. And, one fifth-year teacher, wanting 

to move into administration, would leave BISD “for promotability opportunities.” As 

shown here, there are a variety of reasons BISD teachers might leave the district.  

The downside of this is that these teachers – though they remain dedicated to their 

current roles – are not 100 percent attached to BISD for the duration of their careers. 

Consequently, as the position-based worker who is more attached to the position than to 

the organization, these teachers are likely to be happy in any district where they feel that 

they can bring joy to their students and to themselves. Like workers in other position-

based systems, it is probable that a large number of BISD teachers will not end their 

careers in this district. 
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Theme 2: Sense of Belonging 

The teachers interviewed in phase one repeatedly expressed a strong sense of 

belonging in the district. This was described through the personal connection they felt to 

BISD, a connection mentioned in teacher answers to each of the five stay interview 

questions. An analysis of the data showed that this personal connection, this sense of 

belonging, developed in at least one of four ways: 1) Personal family, 2) Attachment to 

coworkers, 3) Administrator actions, and 4) Culture and climate. These are described 

next.   

 

Personal family.  Teachers felt a sense of belonging develop from the district’s 

relationship to their family life. Many of the teachers spoke of being born and raised in 

the area, attending the district as students, having spouses that work for the district, or 

having children that attend the district. A first-year teacher remarked, “I live here, I went 

to school here, my education was poured into me here at Beaconville and I want to do the 

same for my students.” Likewise, a third-year teacher stated, “I am BISD to a fault. It is 

where I grew up. We are a family of BISD. I am a product of BISD, and I hope that I can 

promote in BISD.” A fifth-year teacher summed it up, saying, “Beaconville is home, I 

have no desire to leave the district.” Having their personal lives heavily involved in BISD 

has inspired a sense of loyalty and district pride for respondents.  

While family life connected respondents to the district, it was also the thing that 

could draw teachers away from the district. Many teachers stated that their connection to 

the district could only be broken by a change in their family. For example, one first-year 

teacher said, “If I ever left, it would be to get closer to my family in San Antonio.” This 

sentiment was echoed by a third-year teacher, who acknowledged she would leave the 
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district if her husband were “transferred to another state or town.” Many teachers 

mentioned a hesitancy to leave the district, noting that they would only be compelled to 

do so if a major, life-changing event occurred in their families.   

 

Attachment to coworkers.  Teachers’ sense of belonging was also derived from a 

strong attachment to their coworkers. They mentioned enjoyment at seeing coworkers 

daily and having the opportunity to work closely with their teams. They expressed the 

respect they had for their colleagues and the support they felt from other teachers. One 

first-year teacher commented, “I enjoy my Math Team and PLC [professional learning 

community]. I enjoy the people I get to work with because they are all so receptive, 

helpful, and supportive.” When asked if leaving the district was ever a consideration, a 

second-year teacher replied, “No. If I didn't have a PLC [professional learning 

community] it would be difficult.” Teachers value their relationships with other staff 

members and repeatedly voiced wishes to have more chances to work with colleagues 

across the district.  

Phase one respondents also spoke to the impact of coworkers on their overall 

work experience. Several teachers mentioned colleagues by name, saying that these 

individuals were the reason they came to or stayed in BISD. Other teachers mentioned 

the impact of coworker conflict. As a third-year teacher put it, “I am comfortable at 

Beaconville, I have built a community of people.” On the other hand, a second-year 

teacher explained, “We have had a challenging team situation that we are working 

through, but adult personalities and chemistry do matter.” Thus, the dynamics between 

teachers and their coworkers influenced whether or not they felt grounded in the district.  
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Administrators actions.  The third source of the sense of belonging was the 

behavior of campus and district administrators. Respondents valued administrators who 

showed concern for their professional growth through the provision of targeted resources. 

They also appreciated administrators who were not domineering but still maintained a 

strong presence on the campus. One fourth-year teacher said, “The admin [administration 

team] is great without being overbearing. I feel respected…I feel valued.” A first-year 

teacher stated, “Our admin [administrative] team is very supportive all the way down the 

list: principal, assistant principals, instructional specialists, district coordinators. 

Even…our IS [instructional specialist] came in and modeled a lesson for me in one of my 

classes.” Teachers feel content when they believe their administrators want them to 

succeed, provide them with resources and support, and give them a measure of autonomy 

to get the job done.  

 

Culture and climate.  Lastly, the sense of belonging was established through the 

culture and climate of the district and at each campus. Overall, phase one respondents 

were pleased with the environment created by the district and talked about the effects of 

positive culture and climate on staff morale. A fifth-year teacher explained, “The culture, 

the feeling you get when you are here. It feels like home. The people and the place all 

together.” A third-year teacher felt the same, saying, “It is a great community and I feel 

welcomed and part of the community.” A first-year teacher highlighted specific positives 

with, “BISD has a culture of trust, support and consistency.”  Teachers feel part of a 

family, a welcoming community filled with approachable people, including staff 

members, parents, and students.  
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A career-based element.  The 64 first- through fifth-year teachers overwhelmingly 

expressed positive feelings towards BISD because they felt like they had a place, a niche. 

BISD operates as a position-based labor market, but, as noted in chapter two, this strong 

sense of belonging is often associated with the career-based model. It is reminiscent of 

the “exclusive club” impression generated by the highly-competitive entry requirements 

and the lack of opportunities for “lateral entry” (Kuperus & Rode, 2010, p. 38; World 

Bank, 2005, p. 8). As members of this exclusive club, career-based employees may 

naturally develop a strong sense of belonging, feeling that they have a firmly rooted place 

in their organizations. Chapter two also elaborates on the success organizations have 

when they blend aspects of the position- and career-based systems (Horton, 2011; Kim, 

2010; Kuperus & Rode, 2010; Leich, 1960; World Bank, 2005). When it comes to the 

sense of belonging, the position-based BISD has successfully blended this career-based 

element into its system, something to which teachers have responded positively.   

 

Theme 3: Career Advancement / Perks 

After the sense of belonging and the sense of purpose, phase one respondents 

place emphasis on career advancement and career perks. Some hope to move into 

administration in the future and are preparing presently by earning advanced degrees. 

However, several phase one respondents acknowledged the limited opportunities for 

promotion in BISD. One fifth year teacher discussed this, saying “I would like to see 

more coaching and support to be groomed to move up and improve within BISD.” This 

teacher’s career goals include moving into leadership roles in the district.  

Other teachers said promotions in other districts would be a reason for them to 

leave BISD. When respondents were asked if they had considered leaving the district, a 
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first-year teacher replied, “At some point, I want to get into curriculum and instruction, 

and if there were no openings at Beaconville then I would consider moving to another 

district.” One fifth-year teacher had a similar response, saying, “Just for promotability 

opportunities, but if given the opportunity to move up here I would stay. This is where I 

want to be.” While teachers may love BISD, those who seek career advancement do not 

necessarily believe that there are enough leadership opportunities available to keep them 

in the district.  

A large number of phase one respondents also expressed discontent with the 

financial incentives offered by BISD. According to them, BISD salary was lower than 

other districts in the region or was not supplemented with the stipends and bonuses 

offered at other districts. This seemed to be more of a concern for teachers in their fourth 

or fifth years. A fourth-year teacher contemplated leaving BISD “to return to the practice 

of law,” explaining that “this would be mostly for the money.” One fifth-year teacher 

“would only ever leave because of pay,” and another fifth-year teacher would leave to 

“go back to the salary I had before.” This suggests that BISD teachers may not feel that 

their compensation matches the value of their work. They may believe that district 

leaders do not offer higher salaries because they do not understand how complex the role 

of teaching can be. Teachers who feel this way may be more likely to leave the district in 

search of appreciation through financial compensation elsewhere.  

 

A career-based element.  A regular system of promotion and incremental salary 

increase is a feature of the career-based system (Pilichowski, 2003; Tatsuo, 2012; World 

Bank, 2005). Career-based employees may have to compete with each other for 

promotions, but they will never have to compete with workers outside of their 
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organization. The openness of the position-based system does not allow for guaranteed 

promotions and raises in salary for current employees (Analytica, 2008; Kuperus & Rode, 

2010; Pilichowski, 2003). Instead, it puts them in competition with any internal and 

external candidates who have the matching qualifications to perform well in the job.  

A number of BISD first- through fifth-year teachers have expressed a desire to 

eventually move into educational leadership or to have more financial incentives. In order 

to retain these teachers, the district will need to consider ways to provide opportunities 

for promotion along with other perks. Looking to career-based education systems as 

models for teacher career advancement may help the district uncover ways to allow for a 

consistent pattern of promotion that will keep teachers in the classroom and prevent the 

district from creating a litany of new administrative positions.  

 

Theme 4: Common / Shared Values  

To a lesser extent than the first three themes, phase one respondents indicated a 

lack of common or shared values in BISD. Teacher responses focused on values related 

to student discipline, peer relationships between staff members, campus schedules, and 

district processes that affected staff at all campuses. Teachers listed a lack of consistency 

in these areas as a negative of working in the district.  

One first-year teacher believed the district would improve “if we had some 

stronger behavior expectations across the board.” Another first-year teacher, who spends 

part of each day teaching at two campuses, described her work experience as being “in 

two separate worlds” and expressed a desire for “more continuity.” For these first-year 

teachers, their experiences with students and staff have been marred by the absence of 

common values.  
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Teachers who have been in the district longer than one year also expressed 

concerns with the lack of shared values. A fifth-year teacher remarked, “I think if we 

streamlined things better that would improve behaviors.” A fourth-year teacher said, 

“One thing I think would make it better is consistency across the board… I think more 

across the board structures would improve this campus.” This teacher mentioned the need 

for consistent expectations as one example. Finally, a third-year teacher commented,  

There is a competitive nature between schools…that does not appear to be 

healthy. In the same vein, the Beaconville way strives toward perfection, but there 

must be an awareness of the pressure that creates. It seems we are sometimes 

putting on a big production to make an impression rather than just focusing on 

doing the right thing.    

 

Often, phase one respondents pointed to the ill effects of the inconsistency that they had 

observed with student discipline, staff interactions, campus schedules, and overall district 

systems and procedures.  

Respondents felt that inconsistencies in these areas placed added stress on district 

teachers. They expressed a desire to see the district develop a common value system to 

put in place at all campuses. These responses from teachers made one thing clear. 

Although the district may have a set value system, not all employees of the district are 

aware of what that is. And, if employees are not aware of district values, their beliefs and 

actions cannot be aligned to district values.   

 

A career-based element.  Common or shared values are a key feature of the 

career-based system (Kuperus & Rode, 2010; OECD, 2017b; World Bank, 2005). Career-

based systems are able to clearly establish common values and ensure that every 

employee knows them and is aligned to them. Position-based systems, however, struggle 

to maintain common values (Kuperus & Rode, 2010; Pilichowski, 2003; World Bank, 
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2005). As workers freely enter and exit position-based systems at their convenience, it 

becomes difficult to establish and promote a single value system. BISD evidently 

struggles with this, too. The fact that first- through fifth-year teachers perceive a lack of 

shared values shows that all employees are not aligned to the district values in word and 

deed. BISD will need to address this area moving forward in order to inspire more 

employees to remain in the district.  

 

Theme 5: Opportunities for Innovation  

Occasionally, teachers in phase one spoke to the opportunities for innovation 

provided in BISD. They defined innovation in a variety of ways, including the use of 

technology, the multitude of resources available to students, and the spontaneity brought 

about by the differences from one school day to the next. A second-year teacher spoke 

highly of the “one-to-one technology commitment,” while a third-year teacher exclaimed, 

“I really like what Beaconville has in store for our students…we have so many 

opportunities for students to find their interests and the resources to get them the things 

they need.” A first-year teacher was excited by “the possibility that anything can 

happen.” BISD teachers enjoy the chance to experience something new through the 

various paths laid out for teachers and students in the district. 

  

Career-based or position-based?  Opportunities for innovation can be associated 

with either the career- or the position-based system. The career-based system breeds 

spontaneity and, potentially, new technology through the regular cycle of training 

(OECD, n.d.; World Bank, 2005) and through the rotation of job assignments (Analytica, 

2008; Leich, 1960). On the other hand, the position-based system utilizes training to 
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teach employees the most updated techniques based on the situational needs (Kroos et al., 

2011; Pilichowski, 2003).  

It is likely that phase one respondents value the position-based method of creating 

innovation over the career-based approach. This is due to the fact that phase one 

respondents expressed discontent with the career-based aspects of innovation – the 

rotating job assignments, for example. One fifth-year teacher said, “I keep getting 

shuffled around the campuses. Three years and three campuses of pack up, move, new 

kids, new team is hard on anyone.” For this teacher, rotating job assignments was a 

negative. It led to a feeling of instability and uncertainty. Interestingly, this sentiment was 

later echoed by a focus group participant in phase two who stated,  

The only point I want to make about the one that says rotating teaching 

assignments – it’s one of those things that can be kind of sticky. If you want that, 

I think you should have the opportunity, but sometimes I think that if you are 

made to do that, that can cause animosity. And change is hard for everyone, but 

it’s one of those things where sometimes it’s necessary. But I just know people 

who, in other districts and this one, have experienced that if you’re going to stay, 

you’re going to teach this grade. And, that was kind of how it was basically put, 

and they were very very unhappy…I just think that if you want to change, I think 

you should have the opportunity to change in house, but I just think if you’re 

made to, that could be very rough. (Participant B3, 22 years in the profession, 12 

years in the district) 

 

The response from this phase two participant emphasizes the need for stability mentioned 

by the respondent in phase one. The rotational job assignments seen in the career-based 

system would not appeal to either of these teachers. Thus, it is likely that it is position-

based innovation, not career-based innovation, that works well in BISD. 

 

What the Five Themes Indicate 

 Each of the themes that emerged from the stay interview data are features of a 

career-based or a position-based system. The two labor market systems were never 
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discussed with phase one respondents. Yet, their answers – their perceptions of their time 

in the district – reflected the positives or negatives of the career- and position-based 

systems.  

Table 4.1 lists each theme that emerged from phase one, along with the labor 

market structure associated with those themes and the implications for BISD. As the table 

shows, BISD has been successful in incorporating the career-based sense of belonging 

and utilizing the position-based opportunities for innovation. However, there are also 

three areas in which the position-based elements used in BISD are leading to teacher 

discontent. These three areas – sense of purpose, shared values, and career advancement 

– are often areas of weakness in position-based systems. Yet, these same things are 

strengths of the career-based system (Analytica, 2008; Horton, 2011; Kim, 2010; 

Kuperus & Rode, 2010; Leich, 1960; OECD, 2017b; Pilichowski, 2003; Tatsuo, 2012; 

World Bank, 2005). Thus, it may benefit BISD to incorporate career-based practices in 

these areas to improve teachers’ perceptions of their work experience. In other words, 

making these career-based adjustments may lead to greater teacher retention in BISD.  

 

How the Five Themes Informed Phase Two 

 The five themes that emerged from phase one point to the theoretical framework 

of this study – namely, the teacher labor market structure. As shown in Table 4.1, the 

themes are connected to either the career- or the position-based system. Overall, the 

themes seem to indicate that BISD would benefit from incorporating more career-based 

elements into its position-based system.  
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Table 4.1  

Phase One Themes and Their Connection to the Labor Market Structure 

Theme Strength of This Theme in BISD 
A Feature of Which Labor 

Market? 
Implications for BISD 

1. Sense of Purpose 

Teachers expressed a strong sense of purpose to 

help their students grow, help themselves grow, and 

help the district shine. 

Career-based 

Position-based 

Teachers appear to have a stronger 

sense of purpose in the position-based 

sense. In other words, they seem to 

attach purpose more to themselves and 

their students than to the district. This 

would allow them to find a sense of 

purpose in other districts as well. 

BISD may need to focus on cultivating 

more of a career-based sense of 

purpose, one in which purpose is also 

fulfilled through dedication to BISD. 

2. Sense of Belonging 
Teachers expressed a strong sense of belonging in 

BISD. 
Career-based 

The district has seen success in 

blending this career-based element 

into its position-based system. 

3. Career 

Advancement / 

Perks 

Teachers expressed a desire to advance in their 

careers. Many are currently earning advanced 

degrees in preparation for promotion. Teachers 

stated that career advancement opportunities in 

other districts could draw them away from the 

district. Teachers also expressed a desire to have the 

same higher salaries, stipends, and bonuses offered 

by other districts. 

Career-based 

Teachers are eager for opportunities to 

advance while staying in the 

classroom or moving into 

administration. The district should 

consider incorporating this career-

based element by providing more 

opportunities for teacher leadership. 

4. Common / Shared 

Values 

Teachers expressed mixed views on shared values. 

Some teachers believe the district has a strong 

system of common values, while other teachers 

believe the district needs to establish a strong 

system of common values. 

Career-based 

Like other position-based systems, the 

district struggles to promote common 

values to all employees. District 

leaders may need to incorporate 

career-based elements to address this 

concern. 

5. Opportunities for 

Innovation 

Teachers expressed contentment with the 

opportunities for innovation in technology, lesson 

planning, and the day-to-day operations of the 

campus. 

Career-based 

Position-based 

The district has seen success with 

position-based opportunities for 

innovation. 
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The themes emerging from phase one were derived from existing data provided 

by the district. The researcher wanted to determine if these themes would be reinforced 

by other BISD teachers during a face-to-face discussion. With this thought in mind, the 

researcher conducted a focus group with BISD teachers for phase two of the study. The 

researcher utilized the five themes and the tenets of the theoretical framework – the 

benefits of the career-based system listed in chapter two – to develop questions for the 

phase two focus group. Participant answers were then coded according to the five themes. 

In other words, the researcher used hypothesis coding to apply the themes from the phase 

one data analysis as predetermined codes in phase two. The findings from phase two are 

presented below. 

 

Findings from Phase Two 

 

Overview of Phase Two 

In phase two, the researcher conducted a 60-minute focus group in early January 

2020. 12 campus representatives participated in the focus group session. Three questions 

were used to guide the discussion. Each focus group question related to the RQs of the 

study, the themes generated in the data analysis from phase one, and the benefits of the 

career-based system. The three questions were: 

1. Focus group question one, related to RQ 1: When thinking about your experiences 

or the experiences of colleagues, in your opinion, do teachers plan to stay in one 

district for their entire teaching career? Why or why not?  
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2. Focus group question two, related to RQ 2: Rank these from 1-5 according to how 

well you think these are accomplished at Beaconville (with 1 being the highest 

and 5 being the lowest). Please explain your number 1 and your number 5.  

a) Sense of Belonging 

b) Opportunities for Innovation 

c) Sense of Purpose 

d) Common / Shared Values 

e) Career Advancement / Perks 

3. Focus group question 3, related to RQ 3: In your opinion, which of these would 

increase Beaconville’s value as a workplace? Why? 

a) Opportunities for teacher leadership  

b) Opportunities for teacher promotions  

c) Regular salary increases based on the number of years a teacher stays in 

the district 

d) A regular cycle of training 

e) Rotating teaching assignments  

 

Hypothesis Coding of Phase Two Data 

The researcher was interested in seeing how the focus group responses matched 

with the themes generated from phase one. The researcher also wanted to see if her 

assertion that teacher turnover is connected to the labor market structure is an idea worthy 

of consideration. To help clarify this, hypothesis coding was used for phase two data 

analysis, with the themes from phase one serving as a predetermined list of codes for 

phase two (Saldaña, 2009). Specifically, phase one data indicated a need for the district to 
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incorporate career-based practices to improve teacher career development, teachers’ 

sense of purpose related to staying in BISD, and teachers’ understanding of the shared 

values in the district. Phase one data also showed that the district has had success with 

creating a sense of belonging, typically a feature of a career-based system. Consequently, 

the researcher hypothesized that, like the first- through fifth-year teachers in phase one, 

the teachers with more years of experience in phase two would show an inclination for 

career-based practices to enhance their work experience. The findings from the 

hypothesis coding are presented below. 

 

Code 1: Sense of Purpose 

 Unlike the respondents in phase one, phase two participants offered very few 

comments that related to the sense of purpose. One participant mentioned “the sense of 

purpose that everybody seems to share in the classroom” (Participant B6, 14 years in the 

profession, 14 years in the district). Following this, participants only hinted at this 

engrained sense of purpose as they discussed their desire to have more opportunities for 

professional development, their desire for more collaboration with peers, and the things 

they do to meet student needs. Thus, while a sense of purpose was not overtly discussed 

much in the phase two focus group, it was clear that, BISD teachers in phase two feel the 

same strong sense of purpose expressed by respondents in phase one. 

 Phase one data highlighted the fact that BISD teachers may feel a sense of 

purpose related to the profession but not to the district. In other words, they may feel a 

calling to teach but not necessarily to teach in BISD. Comments from some phase two 

participants indicated this as well. For example, three participants had this conversation:  
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Participant B6: …we do have periods where we do have a lot of turnover. And, a 

lot of teachers leave when they do have opportunities to go to smaller districts 

where they feel less overwhelmed by curriculum or class numbers, and just to 

have a smaller classroom where there might be less stress. (14 years in the 

profession, 14 years in the district) 

 

Participant B1: We just had one leave midterm…and it was a stress issue. It was 

more of a - we’re so high performing and just the stress of when you put it on 

your own shoulders and don’t let other people help bear that. The expectations of 

the weekly PLCs [professional learning communities], and we’re staring at data 

and being told make sure the data stays this high. That makes it hard. (25 years in 

the profession, 3 years in the district) 

 

Participant B2: We have a first-year teacher who is feeling that, “I don’t know if I 

can hang here,” because the expectation is so high… (13 years in the profession, 5 

years in the district) 

 

The conversation between these three participants shows BISD teachers connect their 

sense of purpose to the profession and not to the district. If district conditions – class 

sizes, expectations, etc. – are too stressful or overwhelming, BISD teachers are likely to 

look for a teaching job in another place. Since some of the district conditions mentioned 

are not going to change – like weekly data meetings used to track student progress – the 

district must look for ways to develop teachers’ sense of purpose related to their 

profession and to the district.  

 

Code 2: Sense of Belonging 

 Like the respondents in phase one, phase two participants believed that BISD 

made them feel welcome and part of a family. The sentiment expressed by the group is 

summed up in the words of one veteran teacher, with 22 years in the profession and 12 

years in the district: 

Participant B3: I think we all have a sense of family on our campuses, which is 

why we want to stay and why we’re there. But, I take that a little farther. I mean, I 

think the different things that I’m a part of like this group - being on here, people 

are able to be honest and truthful, and, [the superintendent], he listens and he 



114 

 

takes our concerns. You know, you’re not always going to get what you want, but 

at least I feel we have people who will listen to us. And [at the annual] 

Convocation, even though there’s 1,000 people in there, it still feels like a family 

to me…Even though we are a large district and I don’t know everybody, I feel 

like if you see someone who works at Beaconville, they’re like, “Oh yeah, we’re a 

part of that big group.” So, that’s something that I just really love about being 

here. And then the opportunity that we have on our campuses to build those 

relationships and, you know, do life together.  

 

Respondents all agreed that they, like this teacher, felt proud to be a part of the 

Beaconville teaching staff. Similar to the career-based model, they enjoy being a part of 

the exclusive BISD club (Kuperus & Rode, 2010). Along with being with the “in” crowd, 

they also saw the district as a part of their extended families.  

Many of the phase two participants also talked about the strong bonds they had 

formed with their coworkers. However, several respondents did mention the difficulty 

with establishing those bonds as a newcomer. Take, for instance, the words of one 

respondent, with 15 years in the profession and 3 years in the district:  

Participant B9: I’d say we have some room for growth in developing a sense of 

belonging for people that are coming into the district. I think if you started here 

and you’ve been here for a while, it’s really easy to become connected to that 

sense of family, but for people moving in, it’s a little tougher, just because you’re 

moving into a place that’s already established…there was no, “Welcome to 

Beaconville. This is who we are” - some of the social pieces that make it really 

special to be here. And you kind of pick them up along the way. But, if you don’t 

end up staying for a while, or you don’t end up getting hooked in right away, it’s 

a little more difficult to be included in that way, just because you are coming into 

an area that has such a strong sense of connectedness and family with people that 

have been here for a long time.  

 

This participant highlighted the difficulty for new employees to find a place in the 

district. Several other participants agreed, reflecting back to their first years in the district. 

One participant mentioned that her mentor was the reason she did not have trouble with 

forming relationships. With seven years in the profession and two years in the district, 

this participant replied, 
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Participant B10: I was blessed with a really great mentor. She’s very outgoing and 

I swear she knows everybody that ever existed in the [metro] area. And so, I was 

very blessed with that, but if I hadn’t been, I could see how it would have been 

very challenging just to get plugged in where everybody seems to know 

everybody’s name from 25 years ago. I can understand how that can be 

challenging. 

 

It is clear BISD has the ability to foster a sense of belonging. However, the district needs 

to ensure the sense of belonging is developed in every employee. For the teacher who had 

no problem finding connections with others, it was her mentor that made the difference.  

Assigning mentors to new employees is a district initiative. All employees who 

enter the district are assigned a mentor. One wonders, then, why some new employees 

have a better experience than others. The difference could be the way in which mentors 

relate to their mentees. Some mentors may be more adept at relating to others and at 

sharing the values of the district with others.  

In the researcher’s opinion, this points more to a problem with the shared values 

of the district than to a problem with the sense of belonging. This may show that mentors 

need additional training on what the district’s values are, the best ways to share those 

values, and the way to use those values to help new employees build connections with 

their coworkers. This assertion aligns with the data analysis from phase one, which 

showed that BISD struggles with the communication and diffusion of its core values.  

 

Code 3: Career Advancement / Perks 

 Phase two participants displayed the most passion when answering questions on 

career development in BISD. Like phase one respondents, phase two participants were 

interested in pursuing leadership opportunities in the future. However, participants felt 

there were not many opportunities to grow in the teaching profession. They provided two 
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reasons for the lack of career growth: 1) Lack of administrative positions in the district 

and 2) No growth opportunities for teachers who wanted to stay in the classroom. Both of 

these reasons are discussed below.  

 

Lack of administrative positions in BISD.  Despite the high teacher turnover rate 

in BISD, the district retains administrators at a high rate. Participants in phase two 

described this, noting that the retention of administrators limits the number of promotions 

available for teachers. For example, one participant said,  

Participant B10: I think it can be a double-edged sword because everybody wants 

to be in Beaconville and nobody wants to leave. So, the only time anybody leaves 

is when they retire and so opportunity and career advancement - when an 

opportunity or a job comes open, it’s a great opportunity but that doesn’t often 

happen because nobody wants to go anywhere. So, it’s good and bad. (7 years in 

the profession, 2 years in the district) 

 

BISD administrators do not exit the district at the same rate as teachers. This does not 

leave many administrative leadership positions available for teachers. A second 

participant agreed with this assessment, stating, “…you’ve got your Master’s and you 

want to be in admin [administration], [but] it’s just like you said. No one leaves” 

(Participant B1, 25 years in the profession, 3 years in the district). Thus, district teachers 

perceive administrative positions as limited and nearly impossible to attain at BISD.  

 

No growth opportunities in the classroom.  Another issue with career 

development in BISD is the lack of career growth for teachers who want to stay in the 

classroom. Consider the conversation of two phase two participants during the focus 

group session. 

B12: I think as a profession, there’s not a lot of career advancement that you can 

stay in the classroom and have a new perk or something. Any kind of extra you 

take on doesn’t really come with compensation or perks or anything. You just 
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choose to do that because you want to because you love it. Like, I’m thinking of 

getting an intern - you are compensated for that - and so that’s kind of 

advancement. You get to mentor a new teacher, you get that opportunity, and you 

are compensated. I can’t think of other ways to move up, stay in the classroom, 

and move into a different role that you also get an added perk or something 

with. (8 years in the profession, 3 years in the district) 

 

B3: When I was [in college], being a guy at an elementary, I was asked, “So are 

you going to be a principal?” I have no desire to be a principal. I love the 

classroom. I will be there until I’m done. That’s my goal. And, so, there really 

isn’t any advancement for me unless I went - I mean people thought I should go 

that way. I’d like the idea of maybe if there was something, like you said. I’ve had 

interns, I’ve had TAs, and had a great experience in that, but if you don’t have a 

desire to be an administrator, which I don’t, you really don’t have a place of 

advancement, other than maybe leadership positions on your campus or 

something. And, like you said, you’re not compensated for that. I mean, you can 

serve on councils like this or committees and things like that, but I mean that’s 

voluntary. (22 years in the profession, 12 years in the district) 

 

As these teachers acknowledged, the teaching profession in BISD and in the United 

States overall does not provide opportunities for career advancement in the classroom. 

This is a problem in all position-based educational systems. Leadership roles must be 

gained through promotion from the classroom into administration. To further compound 

the problem, promotions are not guaranteed and can only be attained if a candidate can 

outshine any other candidate who may apply for the job.  

 Career advancement is not lacking in the career-based educational system. The 

career-based structure of teacher leadership, then, may be something teachers in BISD 

would find valuable. As a member check of this idea, the researcher informed the group 

of the research she had done into school systems like Singapore that embed teacher 

promotions into the profession while allowing teachers to stay in the classroom. The 

researcher asked the group if they would find value in this type of system, were it to be 

incorporated into BISD. All participants in the room gave a resoundingly positive answer 

to this question. Thus, it is evident BISD teachers may enjoy the chance to experience the 
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career growth opportunities that exist in the career-based system. Leaders in BISD should 

consider embedding career-based teacher leadership into the district.  

 

Code 4: Common / Shared Values  

 Phase two participants spent time elaborating on the need for shared values in the 

district. Part of this was previously discussed in relation to newcomers to the district (see 

the section “Code 2: Sense of Belonging” above). However, beyond newcomers, 

participant comments pointed to the absence of common values between campuses. One 

participant remarked,  

Participant B3: Like campus norms. Like how things go because we all do it 

differently. It is what it is, and it’s not bad or good. But if you go to a new 

campus, you’re not used to the way they do things. It’s okay. It’s just that you 

don’t know. And you don’t want to be that person whose like, “I’m sorry for 

doing that. I didn’t know.” (22 years in the profession, 12 years in the district) 

 

According to this teacher, each campus has its own value system, and each system differs 

from the others. This creates 10 separate sets of values under one district umbrella rather 

than one district set of values spread through 10 campus sites. Another participant in the 

focus group also alluded to this, saying,  

Participant B5: But I wonder: Are there going to be more similarities between the 

campuses? Because, I do know that as we grow, we’re going to have a lot of 

students that are going to be more transient, even between our district, and I think 

we’re going to see a need to be a little bit more similar and not have so many 

campus cultures and differences. (14 years in the profession, 4 years in the 

district) 

 

This teacher is worried district growth will further compound the existing problems 

created by inconsistent values across the district. These existing problems, discussed in 

the findings from phase one (see the section “Theme 4: Common / Shared Values” 
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above) are negative student behavior and staff interactions, as well as confusion with 

campus schedules and overall district systems and procedures.  

Responses from phase two participants made it clear that not all employees of the 

district are aware of the district’s values. Taken together with the data from phase one, 

the comments from these phase two participants highlight an area of growth for BISD. 

District leaders will need to shift the focus from campus culture to district culture to 

ensure all employees are aligned with and invested in the same values. The ultimate goal 

of such alignment is the building of a cohesiveness that will bond employees to the 

district and decrease the rate of teacher turnover.  

 

Code 5: Opportunities for Innovation  

 Similar to phase one respondents, phase two participants did not spend much time 

discussing opportunities for innovation. They remarked on the endless possibilities 

provided by the district’s 1:1 iPad initiative and the technology support provided. “I 

never feel limited by anything I can dream up in my mind to present to my principal or 

just anybody” (Participant B7, 9 years in the profession, 2 years in the district as a 

paraprofessional, 9 years in the district as a teacher). They also described some of the 

things they would like to see done in BISD to create new opportunities for innovation. 

They suggested BISD consider offering more chances for teachers to lead professional 

development workshops for their colleagues, such as an in-house conference or “a PD in 

your pajamas” (Participant B1, 25 years in the profession, 3 years in the district). Overall, 

though, phase two participants did not place much emphasis on opportunities for 

innovation. This indicates the phase one data, which showed that the district was doing 

well in this area, is correct.  
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Implications of the Data from Phases One and Two 

Five themes emerged from the analysis of phase one data, and these themes were 

used as predetermined codes to analyze phase two data. The five themes are all aspects of 

market labor. Looking at the five themes, the sense of purpose and the opportunities for 

innovation have been shown to be successful parts of both the career- and the position-

based systems (Analytica, 2008; Horton, 2011; Kroos et al., 2011; Leich, 1960; OECD, 

n.d.; Petričušić, 2007; Pilichowski, 2003; Tatsuo, 2012; World Bank, 2005). However, 

the remaining themes – the sense of belonging, career advancement, and shared values – 

have been shown to be stronger when implemented in career-based systems (Analytica, 

2008; Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 1960; OECD, 2017b; 

Pilichowski, 2003; Tatsuo, 2012; World Bank, 2005). 

Overall, the perceptions of BISD teachers reflect these same trends, with one 

exception. Unlike many position-based systems, BISD has done well with developing a 

sense of belonging in its teachers. BISD teachers described the district as their home, the 

students and coworkers as their family. They often expressed the feeling that they 

belonged in BISD. And, like other position-based systems, BISD has had success with 

developing opportunities for innovation. Teachers described a variety of new experiences 

that were available to them daily, experiences that encompassed the use of technology 

and all of the resources available to teachers and students.  

Similar to other position-based systems, teachers’ perceptions suggest BISD 

struggles the most with career advancement and shared values. Teachers feel there is 

nowhere to grow once they are established in their classrooms. Also, teachers feel not 

everyone in the district is aligned to the same values and behaviors. Thus, to reduce 
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turnover, BISD leaders should consider first addressing the career advancement 

opportunities for BISD teachers and then ensuring core district values are communicated 

and promoted throughout the district.  

Another problem highlighted by study findings was the sense of purpose held by 

BISD teachers. Currently, teachers feel as though they can fulfill their purpose anywhere. 

In other words, they can leave BISD without feeling like they have missed their calling. 

While BISD leaders should encourage teachers to have a strong sense of purpose, it could 

turn out to be a negative for BISD if it draws teachers to other districts. Thus, district 

leaders should consider implementing changes that encourage teachers to attach their 

sense of purpose to the district, not just to the teaching profession.  

The discussion of these implications will continue in chapter five. The researcher 

will offer recommendations to help BISD leaders address the area needing the most 

immediate attention. Hopefully, as the district takes actions to address the most critical of 

the three problem areas, improvements in the other two areas will occur as a result.   

 

Chapter Summary 

Data from phases one and two of this study show the prevalence of five themes 

related to teacher turnover in BISD. These are: 1) Sense of purpose, 2) Sense of 

belonging, 3) Career advancement / perks, 4) Common / shared values, and 5) 

Opportunities for innovation. These five themes reflect aspects of either the career- or the 

position-based labor market systems. This suggests the labor market structure may impact 

teachers’ perceptions of their ability to stay in the district for a long or a short period of 

time. Furthermore, it suggests the labor market structure is an important consideration in 

the reduction of teacher turnover in BISD. 
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BISD teachers’ perceptions indicate the district struggles with three of the five 

themes. Beginning with the theme that appeared to need the greatest amount of 

improvement, these are career advancement, shared values, and the sense of purpose. 

These three areas are implemented successfully in career-based systems (Analytica, 

2008; Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 1960; OECD, 2017b; 

Pilichowski, 2003; Tatsuo, 2012; World Bank, 2005). Therefore, the position-based 

BISD should consider looking to the model offered by career-based systems to find 

strategies for improvement in these areas. Suggestions to accomplish this are presented in 

the concluding chapter of this work.  
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CHAPTER FIVE 

Conclusion 

 

A Review 

 

Reviewing the Problem of Practice 

Teacher turnover is a problem in many countries throughout the world (UNESCO 

Institute for Statistics, 2016; UNESCO Teacher Task Force, 2015; Xu, 2017). Teacher 

turnover in the United States is considered high, ranging from eight to 16 percent 

annually (Carver-Thomas & Darling-Hammond, 2017). Mainstream literature on teacher 

turnover focuses primarily on the predictors of teacher turnover, including student 

demographics, teacher salary, and school setting (Carroll, 2007; Carver-Thomas & 

Darling-Hammond, 2017; Grissom et. al, 2016; Ingersoll, 2001). However, there is little 

discussion in literature about the two types of labor markets – career-based and position-

based – implemented in school systems with high and low teacher turnover. The dearth of 

literature on the labor market structure and teacher turnover is significant because career-

based systems tend to have low teacher turnover and position-based systems tend to have 

high teacher turnover (OECD, 2018a; Santiago & McKenzie, 2005). 

The U.S. utilizes a position-based system of education (OECD, 2018a). Teacher 

turnover is high throughout the nation, but southern urban and suburban school districts 

experience the highest rates of teacher turnover in the U.S. (Carver-Thomas & Darling-

Hammond, 2017). Furthermore, first-through fifth year teachers have the highest turnover 

of any teacher group, based on years of experience (Darling-Hammond, 2012b; 
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Moulthrop et al., 2005; Rothman & Darling-Hammond, 2015). This case study aimed to 

explore teacher turnover in the position-based American system by focusing on one of 

the highest turnover district types (southern suburban) and the highest teacher turnover 

over group (first- through fifth-year teachers) in America.  

 

Reviewing This Study 

The purpose of this case study was to understand first- through fifth-year 

teachers’ perceptions related to staying in or leaving a southern U.S. suburban K-12 

public school district. The theoretical framework used was the structure of the career-

based labor market. The study was guided by three research questions:  

• RQ 1: What are the experiences of first- through fifth-year K-12 teachers in a 

southern U.S. suburban school district related to market labor? 

• RQ 2: How do aspects of market labor enter into first- through fifth-year K-12 

teachers’ decisions to stay with or leave a district? 

• RQ 3: How do campus representatives perceive the value of implementing career-

based practices as a means of retaining teachers in the district? 

The research questions helped the researcher examine a school district with high teacher 

turnover to determine if aspects of the overall labor market structure influenced teachers’ 

decisions to stay in the district or to leave. 

This case study was completed at the Beaconville Independent School District 

(BISD), a southern suburban public K-12 school district. The study consisted of two 

phases. Phase one was conducted through an analysis of teacher stay interviews. 

Individual stay interview sessions, conducted by campus principals and assistant 

principals, were held for every teacher in the district. These interviews were meant to 
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determine reasons BISD teachers stayed in the district or considered leaving the district. 

District leaders gave interview transcripts to the researcher. The researcher then used 

purposeful sampling to analyze interview responses from 64 first- through fifth-year 

teachers who had spent their entire careers in BISD. Phase one data was analyzed to 

determine major themes related to teachers’ decisions to stay in or leave BISD. These 

themes were then incorporated into phase two.  

Phase two of the study was conducted through a focus group with 12 

representatives from each of the district’s 10 campuses. 11 of the representatives were 

teachers, and one representative was a school counselor. Years of experience in education 

ranged from two to 25 years for focus group members. Years in BISD ranged from two to 

14. Only 25% of phase two participants had spent their entire careers in BISD.  

The focus group participants in phase two were chosen using purposeful 

sampling. The selected participants were members of the superintendent’s advisory 

council, serving as liaisons between teachers on their campuses and the district 

superintendent. They were selected for the focus group because of their strong rapport 

with campus teachers and the superintendent, their deep knowledge of campus and 

district issues, and their ability to speak boldly to each. Focus group members responded 

to questions developed by the researcher using the tenets of the theoretical framework 

and the themes that emerged from phase one of the study.  

 

Reviewing the Study Findings 

Data from phases one and two of this study show the prevalence of five themes 

related to teacher turnover in BISD. These are: 1) Sense of purpose, 2) Sense of 

belonging, 3) Career advancement / perks, 4) Common / shared values, and 5) 
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Opportunities for innovation. These five themes reflect aspects of the career- and the 

position-based labor market systems. Specifically, the sense of purpose and the 

opportunities for innovation have been shown to be successful parts of both the career- 

and the position-based systems (Analytica, 2008; Horton, 2011; Kroos et al., 2011; Leich, 

1960; OECD, n.d.; Petričušić, 2007; Pilichowski, 2003; Tatsuo, 2012; World Bank, 

2005). However, the remaining themes – the sense of belonging, career advancement, and 

shared values – have been shown to be stronger when implemented in career-based 

systems (Analytica, 2008; Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 

1960; OECD, 2017b; Pilichowski, 2003; Tatsuo, 2012; World Bank, 2005).  

Teachers’ perceptions indicate the position-based BISD struggles with three 

major things that are successfully implemented in career-based systems. Beginning with 

the area that appeared to need the greatest amount of improvement, these are career 

advancement, shared values, and the sense of purpose. BISD should consider looking to 

the model offered by career-based systems to find strategies for improvement in these 

areas. This chapter will offer suggestions to help BISD accomplish this task.  

 

Conclusions from the Study 

 The study RQs reflected the tenets of the theoretical framework. Each RQ 

referenced the labor market structure and its impact on teacher turnover. What follows is 

a discussion of the study RQs and the answers provided by an analysis of the data 

collected in the study.  
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RQ1: What are the Experiences of First- through Fifth-year K-12 Teachers in a Southern 

U.S. Suburban School District Related to Market Labor? 

 

 In this case study, the experiences of first- through fifth-year teachers can be 

grouped into five overarching themes: 1) Sense of purpose, 2) Sense of belonging, 3) 

Career advancement / perks, 4) Common / shared values, and 5) Opportunities for 

innovation. All of these themes are features of the labor market structure. As stated 

previously, the sense of belonging, the guarantee of career advancement, and the 

promotion of shared values are typically strengths of the career-based system (Analytica, 

2008; Horton, 2011; Kim, 2010; Kuperus & Rode, 2010; Leich, 1960; OECD, 2017b; 

Pilichowski, 2003; Tatsuo, 2012; World Bank, 2005), while the sense of purpose and the 

opportunities for innovation can be strengths of both the career- and position-based 

systems (Analytica, 2008; Horton, 2011; Kroos et al., 2011; Leich, 1960; OECD, n.d.; 

Petričušić, 2007; Pilichowski, 2003; Tatsuo, 2012; World Bank, 2005). 

Career-based systems do well in establishing a sense of belonging and overall job 

security through a rigorous selection process that resembles the process of gaining entry 

to an exclusive fraternity (Kuperus & Rode, 2010; Van de Walle et al., 2015). Once 

career-based workers have successfully navigated this process and received a job offer, 

they can be firm in the knowledge that they have earned a secure place in the 

organization until retirement (Horton, 2011; Leich, 1960; Petričušić, 2007; Tatsuo, 2012; 

World Bank, 2005). Career-based employees also know they will have the opportunity to 

move into leadership roles in the organization because career-based systems guarantee 

career advancement through a regular cycle of trainings and promotions (Kroos et al., 

2011; Kuperus & Rode, 2010; Leich, 1960; Tatsuo, 2012; Van de Walle et al., 2015; 

World Bank, 2005). Finally, career-based employees are fully aware of the organizational 
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beliefs and align their actions to those beliefs. This is due to the fact that career-based 

systems use the regular cycle of trainings to promote shared values (Kuperus & Rode, 

2010; OECD, n.d.).  

Career-based systems and position-based systems both do well with instilling a 

sense of purpose and creating opportunities for innovation. Nevertheless, the two systems 

promote these themes in different ways. The career-based sense of purpose involves a 

deep commitment to the profession and to the organization (Horton, 2011; Leich, 1960; 

OECD, n.d.; Petričušić, 2007; Tatsuo, 2012). The position-based sense of purpose 

involves dedication to the profession only, allowing workers to feel at ease when moving 

from one organization to another (Horton, 2011; Pilichowski, 2003; Tatsuo, 2012). 

Career-based opportunities for innovation can be found in the rotating job assignments 

that frequently put employees in new roles, as well as the continuous cycle of employee 

training (Analytica, 2008; Leich, 1960; OECD, 2005; World Bank, 2005). The position-

based opportunities for innovation can be seen in trainings and resources that are brought 

in to help organizations meet a specific need (Kroos et al., 2011; Pilichowski, 2003).  

The ease with which teacher experiences can be categorized in terms that reflect 

the labor market structure shows the labor market structure is an invisible presence in the 

daily lives of teachers. In other words, the labor market structure may play a major role in 

determining whether districts deal with high or low teacher turnover. The potential 

positive or negative impact of the labor market structure suggests it could be the silent 

partner of teacher retention or teacher turnover. It may be ever active but never 

acknowledged. In other words, the labor market structure in place at a school district 
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should not be discounted in the discussion of teacher turnover. This assertion will be 

clarified below in the discussion of RQ 2. 

 

RQ2: How do Aspects of Market Labor Enter into First- through Fifth-year K-12 

Teachers’ Decisions to Stay with or Leave a District? 

 

In BISD, aspects of market labor are reflected in the five themes that emerged 

from the study. Data show that these themes play a large role in teachers’ decisions to 

stay with or leave the district. It is not surprising that aspects of market labor enter into 

teachers’ decisions to stay with or leave the district, especially when considering a 

position-based system like BISD. Research shows that position-based systems are more 

likely to have high employee turnover than career-based systems (Analytica, 2008; 

Kuperus & Rode, 2010; OECD, n.d.; Pilichowski, 2003; Santiago & McKenzie, 2005; 

Thijs et al., 2017; World Bank, 2005). In fact, the major reasons that career-based 

systems have more success with employee retention involve the ways in which career-

based systems provide guaranteed career advancement, promote shared values, and 

develop a sense of purpose attached to the organization and to the profession (Analytica, 

2008; Kuperus & Rode, 2010; Pilichowski, 2003; World Bank, 2005).  

BISD’s struggles in these areas make the district more likely to have high 

employee turnover. This likelihood has been realized, as BISD’s annual teacher turnover 

rate consistently exceeds the national average (Jackson, 2018; Texas Education Agency, 

2019). What follows is a discussion of the ways in which the features of the labor market 

structure factor into teachers’ decisions to stay with or leave the district.  

 

The decision to stay for a sense of belonging.  Study findings show that the 

district is very strong in developing a sense of belonging in its workers. Though this is 
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typically a strength of the career-based system (Kuperus & Rode, 2010; Van de Walle et 

al., 2015), the position-based BISD has experienced a high level of success in this area. 

This plays a large role in teachers’ decisions to stay in the district.  

Many teachers stay because they feel that BISD is their home and their colleagues 

are their family. This is especially the case for those who were born and raised locally. A 

first-year teacher spoke to this with, “I live here, I went to school here, my education was 

poured into me here…and I want to do the same for my students.” A third-year teacher 

remarked, “I am comfortable at Beaconville. I have built a community of people.” A 

fifth-year teacher concurred, saying, “Beaconville is home.” These BISD teachers and 

others like them feel deeply rooted to their campuses and the surrounding community. As 

a result, they feel connected to the district as well. In colloquial terms, they are members 

of the club, similar to the way that career-based workers are part of an “exclusive club” 

(Kuperus & Rode, 2010, p. 38). This sense of belonging generates a strong desire within 

many teachers to stay at BISD. However, as discussed later in the chapter, this 

connection is not enough to keep every BISD teacher in the district.  

 

The decision to leave for career growth.  BISD teachers’ perceptions indicate that 

three things may factor into teachers’ decisions to leave BISD. The first concern, a lack 

of opportunities for career advancement, is a problem in all position-based systems 

(Analytica, 2008; Kuperus & Rode, 2010; Pilichowski, 2003). BISD teachers do not see 

many opportunities to grow while remaining in the classroom, and there is a dearth of 

administrative positions available. Regarding the latter, a phase two participant noted, 

“…it can be a double-edged sword because…the only time anybody [in administrative 

roles] leaves is when they retire and so…when an opportunity or a job comes open, it’s a 
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great opportunity but that doesn’t often happen…” (Participant B10, 7 years in the 

profession, 2 years in the district). Other phase two participants acknowledged that they 

had colleagues who left the district to seek promotions in other districts. For instance, one 

participant said, “Sometimes people take a job outside the district because they want to 

move up” (Participant B1, 25 years in the profession, 3 years in the district). Both 

participants quoted here have only been at BISD for a short time. However, they 

understand that administrative jobs in the district are limited. If these teachers have 

developed that understanding in two or three years, it could be a pervasive reality for all 

BISD teachers. Therefore, teachers who aspire to advance in their careers will likely 

consider leaving BISD and moving to districts that offer more leadership opportunities.  

 

The decision to leave to find shared values.  Position-based systems often struggle 

to establish a strong, unified system of values (Kuperus & Rode, 2010; OECD, n.d.; 

Pilichowski, 2003; World Bank, 2005). It is not surprising, then, that BISD teachers do 

not feel all district staff are on the same page. As a result, problems arise that create stress 

for teachers. The problems specifically mentioned by study respondents in phases one 

and two were inconsistencies with student discipline, staff expectations, campus 

scheduling, and systems alignment in the district. Phase two participants further noted 

that they had colleagues who left the district for smaller or larger districts that handled 

these issues in ways that appeared to be more effective. For example, one phase two 

participant said,  

We do have periods where we do have a lot of turnover. And, a lot of teachers 

leave when they do have opportunities to go to smaller districts where they feel 

less overwhelmed by curriculum or class numbers…where there might be less 

stress. (Participant B6, 14 years in the profession, 14 years in the district)  

 



132 

 

This participant implies that the lack of shared values with district and campus 

procedures – including the instructional expectations and the determination of class sizes 

– causes stress that leads BISD teachers to seek jobs in other districts.  

This sentiment was echoed by phase one respondents and other participants in 

phase two. Some phase one respondents described things they had heard about other 

districts, while some phase two participants reflected fondly on experiences they had in 

other districts. There were teachers from both phases who expressed the wish that BISD 

leaders would adopt practices found in other districts to help promote shared values in 

BISD. This suggests that some BISD teachers may hold a grass-is-greener mentality, 

believing that the concerns brought on by a lack of shared values would not exist in 

another district. Thus, study findings indicate that a lack of shared values may also be a 

consideration for BISD teachers when thinking about leaving the district.  

 

The decision to leave and the sense of purpose.  A third finding from the study 

showed that study participants had a sense of purpose that was attached to their 

profession, but not necessarily to their district. This may be exacerbated by teacher 

dissatisfaction with the lack of career advancement and the lack of shared values. For 

example, leaving the district for the career advancement to be found elsewhere would 

enable BISD teachers to simultaneously fulfill their calling to educate and their desire to 

move up in the profession. Similarly, leaving the district to find a place where values are 

more consistent across the board would allow them to fulfill their calling while meeting 

their needs for a common value system.  

Phase one respondents consistently expressed these sentiments. Three third-year 

teachers said they had considered leaving “to see if there is another opportunity outside of 
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[this city],” to go “back to school to get my Ph.D. in counseling,” and to “move up.” The 

latter specifically stated, “I would love to stay in BISD, but I recognize that I have goals 

and I don’t want to get stuck.” For this teacher, an inability to advance in education 

would equate to being stuck and, thereby, not fulfilling their purpose.  

Ultimately, study findings suggest that the strong sense of purpose in BISD 

teachers keeps them in the district for the time being. However, their purpose is position-

based, tied more to teaching and to their personal goals than it is to the district (Horton, 

2011; Pilichowski, 2003; Tatsuo, 2012). As a result, if they feel they can fulfill that 

purpose better elsewhere, they are likely to leave BISD.  

 

RQ3: How do Campus Representatives Perceive the Value of Implementing Career-based 

Practices as a Means of Retaining Teachers in the District? 

 

Overall, the findings show that BISD teachers feel the district needs the most 

improvement in the areas of career advancement, shared values, and sense of purpose. 

This connects back to the literature, which shows that position-based systems are often 

criticized for poor career development (Analytica, 2008; Kuperus & Rode, 2010; 

Pilichowski, 2003) and a lack of shared values (Kuperus & Rode, 2010; OECD, n.d.; 

Pilichowski, 2003; World Bank, 2005). Literature also shows that the sense of purpose in 

position-based employees may be associated more with the profession than with a 

particular organization (Horton, 2011; Pilichowski, 2003; Tatsuo, 2012). For district 

leaders, improving these issues could involve looking to the career-based labor market as 

a model of implementation.  

The researcher asked campus representatives in the phase two focus group if they 

would find value in implementing career-based practices in BISD. To avoid 
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overwhelming participants with information related to all three problem areas, the 

researcher decided to focus on one of the concerns ascertained through study data. 

Therefore, the researcher questioned the focus group on the benefit of adding career-

based career advancement strategies to BISD.  

The researcher chose to concentrate on career advancement. From the three 

themes that needed improvement, this was the one that was mentioned the most by phase 

one respondents. Furthermore, during the focus group, as participants discussed the five 

themes, improvements in career advancement was the topic that they discussed with the 

most enthusiasm.  

During the focus group, the researcher described teacher career paths in a career-

based education system. The researcher gave participants a brief overview of teacher 

leadership in Singapore. Specifically, the researcher told participants about opportunities 

for Singaporean teachers to be promoted while staying in the classroom. The researcher 

described how Singaporean teacher leaders have fewer teaching assignments to allot for 

more time to work in different capacities (such as coaching or leading professional 

development) with other teachers (Ministry of Education Singapore, 2019; Yang, 2018).  

Following this description, the researcher asked the campus representatives if they 

believed a system of teacher career growth like the one described would be valued and 

beneficial to implement in BISD. The campus representatives immediately and 

resoundingly agreed that BISD teachers would place a high value on the addition of this 

career-based element to the district. They were most enthusiastic to hear that teacher 

growth in career-based systems includes the opportunity for teachers to train other 

teachers. Campus representatives made statements like, “There’s nothing better than 
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learning from another teacher,” and, “You know, we have a lot of people here in house 

that are gurus” (Participant B1, 25 years in the profession, 3 years in the district; 

Participant B9, 15 years in the profession, 3 years in the district). Clearly, campus 

representatives are eager for more opportunities for teachers to lead while remaining in 

the classroom. Thus, it is likely that many of their peers would show enthusiasm for 

teacher leadership opportunities as well. The literature supports this, showing that teacher 

leadership is a critical part of teacher retention (Yang, 2018). Teachers want the chance to 

exercise their expertise. Giving them the time and space to do so could go a long way in 

retaining them in the district.  

 

Implications for Practice 

Based on the findings of this study, it is evident that BISD could potentially 

benefit from the use of career-based practices. This researcher posits that the same is true 

for other position-based districts that experience high teacher turnover each year. 

However, it is not practical to assume or to even propose that a position-based system can 

transform into a career-based system. Beyond the fact that this would be a mammoth 

task, research shows that there are more benefits to be had from a blend of the two 

systems rather than a pure version of each (Horton, 2011; Kim, 2010; Kuperus & Rode, 

2010; Leich, 1960; World Bank, 2005). A hybrid of the two systems is more preferred 

and more practiced. This is good news for BISD and similar districts because it shows 

that blending career-based elements into their position-based systems could yield positive 

results in the reduction of teacher turnover. 

Leaders in BISD should look to the five themes for guidance on places to 

incorporate career-based practices. As this study highlights, a good place to start would 
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be in the areas of career advancement, shared values, and developing a district-based 

sense of purpose. The data from phases one and two suggest that the most pressing 

concern for district teachers is the need for career growth. Therefore, in the next section, 

the researcher will make several recommendations for incorporating career-based 

elements to target career advancement.  

 

Recommendations 

 

Recommendations for Practice 

 To improve career growth opportunities for BISD teachers, district leaders should 

consider implementing a teacher leadership pathway modeled after successful career-

based systems of education throughout the world. One example is the teacher leadership 

track offered in Singapore.  

 

Rationale for offering Singapore as an example.  As noted in chapter two, 

Singapore consistently demonstrates low teacher turnover, with an annual turnover rate 

that is less than three percent (Darling-Hammond et al., 2017; C. K. Lee & Tan, 2010). 

Simultaneously, Singaporean students have consistently placed at the top of international 

assessments, including the PISA (Borzsonyi, 2018; Darling-Hammond et al., 2017, p. 10; 

OECD, 2014, 2018b), the TIMSS (Boston College Lynch School of Education, n.d.-b; 

Martin et al., 2012; Mullis, Martin, Foy, & Drucker, 2012), and the PIRLS (Boston 

College Lynch School of Education, n.d.-a; Mullis, Martin, Foy, & Drucker, 2012). It is 

clear, then, that Singapore has implemented a career-based system that keeps its teachers 

content and pushes its students to succeed. In fact, it is likely high teacher contentment 

and low teacher turnover is the reason for the country’s high student achievement 
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(Carver-Thomas & Darling-Hammond, 2017; Dolton, 2010; Ronfeldt et al., 2013; Xu, 

2017). For this reason, Singapore is a good system to study as an example of teacher 

leadership. 

  

 Teacher leadership pathways in Singapore.  Teachers, or education officers 

(EOs), in Singapore have the option to choose one of three leadership pathways. Each 

pathway provides opportunities for teachers to be promoted to the next level. Along with 

this, a teacher has the option to change pathways at any time.  

Two career pathways will eventually lead the teacher out of the classroom, but 

one pathway allows teachers to be promoted while still teaching. Figure 5.1 depicts the 

career pathways available to all Singaporean EOs. The school leadership track and the 

senior specialist track are similar to opportunities available to American teachers who 

want to go into campus or district leadership positions. While the school leadership track 

has some obvious and direct correlations to American educational leadership jobs, the 

senior specialist track may warrant further explanation. According to Vivien Stewart 

(2019), a teacher on the specialist track is training to become a “specialist in curriculum 

or research.” American teachers can seek to do this at the campus and district level, and 

they can also seek employment as curriculum specialists for educational vendors. 

Unlike the other two tracks, there is no American version of Singapore’s teaching 

track. The first two levels of the teaching track allow teachers to stay in the classroom 

and still receive promotions. The last two levels of the teaching track allow teachers to 

work with other teachers to help them hone their skills in the classroom. Consequently, 

this type of leadership pathway answers three questions posed by the superintendent of 

BISD: “How do we build up a teacher’s competence and confidence without creating 
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new positions? How do we balance that with lots of demands on teachers’ time? How do 

we keep teachers motivated to stay in the classroom?” (personal communication, Nov. 

13, 2018).  

Singapore’s teaching track meets all these requirements by giving teachers the 

time, space, and motivation to grow in their practice. Teachers can choose to stay in the 

classroom with their students or to help other teachers improve their classroom 

instruction. Therefore, Singapore’s teaching track may be a model that BISD leaders 

should consider as they work to develop a teacher leadership pathway in the district. For 

this reason, the teaching track will be discussed in more detail next. 

  

Singapore’s teaching track.  According to Singapore’s Ministry of Education 

(2019), “The Teaching Track provides professional development and advancement 

opportunities for teachers who are keen to further develop the pedagogical capability of 

the teaching force, with the pinnacle position of Principal Master Teacher.” As stated 

here, the teaching track begins with professional development (PD). However, it is not 

the kind of PD American teachers experience, in which they attend a random selection of 

workshops each year at their own or their district’s discretion. The PD offered in the 

teaching track begins with the teacher’s classroom evaluation and develops into an 

organized cycle of training and reflection on practice.  

PD begins with school leaders identifying leadership potential in entry-level 

teachers. School leaders use “the teacher performance appraisal process” which is built 

on five tenets: “1) the Ethical Educator, 2) the Competent Professional, 3) the 

Collaborative Learner, 4) the Transformational Leader and 5) the Community Builder” 
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(Darling-Hammond et al., 2017, p. 151; Yang, 2018). Teachers who show growth 

potential in these areas are then counseled on leadership opportunities that match their 

 

 
 

Figure 5.1. Career Pathways for Teachers in Singapore. Note: Figure created based on information from  

“Career Information” (Ministry of Education Singapore, 2019). 

 

strengths and interests. Like the counseling given to many American high school students 

as they select courses and plan for their futures, teacher counseling is personal, targeted, 

and ongoing. Teachers are counseled as they consider teacher leadership and as they seek 

to meet the requirements of promotion. School principals counsel potential teacher 

leaders and nominate for promotion those teachers who express interest in leadership 

(Darling-Hammond et al., 2017).   
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 PD continues on the teacher leadership track through “a carefully-planned, 

comprehensive suite of programs” (Yang, 2018). As Qidong Yang (2018) notes, 

“Singapore teachers assuming appointments on the career tracks are not left to their own 

devices to search for and sign up for appropriate PD initiatives.” Instead they attend a 

specific set of trainings geared toward preparing them for the next level of teacher 

leadership. Along with this, they must maintain and submit a professional portfolio, 

which includes statements reflecting on practice and evidence of effective instruction. 

Finally, teacher leader candidates must be actively involved in their schools and the 

larger community (Darling-Hammond et al., 2017).  

 Teachers who choose the teacher leadership track can advance through four levels 

of leadership. Entry-level teachers can be promoted to senior teachers, who mentor and 

coach new or struggling teachers on their campuses (Hairon, 2017). Senior teachers can 

be promoted to lead teachers, who mentor and coach new or struggling teachers “within a 

school cluster (or district)” (Hairon, 2017, p. 176). Both senior teachers and lead teachers 

have reduced teaching assignments in order to give them time each day to mentor or 

coach other teachers (Darling-Hammond et al., 2017). 

Lead teachers can rise to become master teachers, who “[focus] on developing the 

pedagogical development in their respective specific subject areas (such as, Mathematics, 

Science and English Language) and developing the competency of teachers teaching in 

their specific subject areas” (Hairon, 2017, p. 176). Master teachers do not work directly 

with students but spend their days teaching teachers how to better understand and relay 

their content. Finally, master teachers can rise to become principal master teachers. 

Principal master teachers carry the same responsibilities as master teachers but also coach 
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and mentor senior teachers, lead teachers, and master teachers “to [help them] grow as 

teacher leaders” (Hairon, 2017, p. 176). All teacher leaders, from senior teachers to 

principal master teachers, work with campus and cluster leadership as well as curriculum 

specialists to ensure their efforts are aligned to the goals of the educational system.  

Singapore’s teacher career ladder is built on “a strong and clear set of guidelines 

and values” (Dimmock & Yong Tan, 2013, p. 328). Principals are trained on how to 

identify potential teacher leaders using the teacher evaluation instrument. Teacher leader 

roles are clearly defined and delineated, with each higher-level role being distinct from 

the role below. Furthermore, there is a specific cycle of training that teachers must 

complete to advance from one role to the next. Finally, teachers are well-compensated as 

they move higher on the teacher track. In fact, a principal master teacher “earns as much 

as a principal” (Darling-Hammond et al., 2017, p. 153). The educational system invests a 

great deal of time and money into its teacher leaders, which shows teacher leaders the 

value of their work and the level of appreciation the system has for them.  

Teacher leadership is a large part of Singapore’s low teacher turnover rate. 

According to senior teacher Yang (2018), “Singapore’s clearly-defined and articulated 

career tracks have led to the development and retention of teaching talent based on 

individual interests and abilities and is an integral part of the human capital system in our 

country’s high-performing education system.” In other words, Singapore has used teacher 

leadership as an opportunity to identify teachers’ interests and skills, help teachers grow 

in both, and then use both to increase student achievement. Singapore’s teaching track 

and its resulting low teacher turnover support the findings of this study. It shows that 
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using career-based elements to implement an organized system of career growth for 

teachers can lead to reduced teacher turnover and increased student success.  

 

Implications for BISD.  The data from this study suggest that creating more 

opportunities for teacher leadership can reduce teacher turnover and improve teacher 

retention in BISD. To do so, BISD leaders should consider looking to models of teacher 

leadership in career-based education systems that have low teacher turnover. The 

example of Singapore provided above may be a good starting point.  

While BISD leaders may not choose to create a teacher leadership structure that is 

exactly like the one found in Singapore, there are some key takeaways that can help the 

district. First, district leaders should look to the teacher evaluation instrument to 

determine the qualities necessary for teacher leaders. If the teacher evaluation instrument 

does not currently reflect the qualities of teacher leaders, district administrators may want 

to consider adding such qualities to the instrument or selecting a new instrument for 

teacher evaluation. Once they have identified a set of teacher leader qualities aligned with 

the teacher evaluation tool, they should consider how these qualities can be used in 

leadership roles to support the goals of the district.   

Second, district leaders should create those teacher leadership roles. As they work 

to do so, they must keep in mind that each role needs to be distinct with its own set of 

responsibilities. Length of tenure could also be a consideration at this time. Will teacher 

leaders fill their roles indefinitely, until they apply for another promotion? Or, will these 

roles be temporary, with teachers filling them for one or two years before the positions 

are opened up again for a new set of teacher leaders? 
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Third, after identifying roles, responsibilities, and length of tenure, BISD leaders 

should consider how they will train teachers to step into these higher-level positions. As 

leaders consider training options, they should consult with the curriculum and instruction 

department of the district to determine a series of courses that will lead to teacher 

promotion. Additionally, leaders will need to set a timeline for course completion. 

Next, BISD leaders must determine how they will identify and counsel candidates 

for teacher leadership. This includes outlining methods of training principals to utilize the 

teacher evaluation instrument as a tool to help recognize and nominate potential teacher 

leaders. It also includes determining who will provide counseling to teachers to discuss 

their leadership options and to help them map out their goals and course of training. 

Finally, BISD leaders must consider how teachers will be rewarded as they are 

promoted. Can the district afford to provide financial incentives to teachers who take on 

teacher leadership? This may be a possibility now using the funds from House Bill 3, 

mentioned in chapter two. If financial incentives are not possible, what other perks can 

BISD leaders offer? Perhaps they can give teacher leaders lighter teaching loads and 

more time to work with other teachers during the day. Perhaps the district’s education 

foundation or other community partners can provide additional financial assistance for 

teacher leaders to purchase more advanced equipment to use in their classrooms. Perhaps 

teacher leaders can receive preferential parking. Many things are possible, depending on 

what is feasible for the district. 

 

Recommendations for Research 

As this work nears its conclusion, this researcher is reflecting on a concept from 

medical science. Medical literature describes the fact that infections can prompt fevers in 
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the body. A fever is the body’s way of fighting the infection. However, people often take 

medicine to reduce the fever, inadvertently fighting a symptom of the infection but not 

addressing the root cause of the infection (Federation of American Societies for 

Experimental Biology, 2011).  

As mentioned at the start of this work, there is a large amount of research and 

literature on teacher turnover that focus primarily on the predictors for teacher turnover. 

However, there is a dearth of research and literature on the two types of labor markets – 

career-based and position-based – implemented in school systems with high and low 

teacher turnover. The dearth of literature on the labor market structure and teacher 

turnover is significant because systems that have lower turnover tend to rely on a career-

based labor market structure while systems that have higher turnover tend to rely on a 

position-based labor market structure (Santiago & Mckenzie, 2005).  

This suggests that the labor market structure could be a cause of teacher turnover. 

Thus, discussing the predictors of turnover without mentioning the labor market structure 

may be akin to fighting the fever and not the infection. Without addressing the influence 

of the labor market structure on teacher turnover, researchers may be examining the 

symptoms of teacher turnover and not the root cause.  

This researcher hopes that, going forward, more research will be devoted to 

exploring the nuances of the career-based and the position-based systems and the role 

they play in teacher turnover. As this topic continues to be explored, future research may 

focus on ways to blend career-based elements into position-based systems to reduce 

teacher turnover. If this proves to be viable, it could transform the entire landscape of 

public education in America.  
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Conclusion 

 This case study examined teacher turnover in a southern suburban K-12 public 

school district. The theoretical framework used in the study was the teacher labor market 

structure. The study revolved around the perceptions of teachers in the selected district 

related to the theoretical framework. 

 Study findings suggested the infusion of career-based elements into the position-

based district in order to reduce teacher turnover. The researcher identified three areas of 

improvement for the district, areas in which career-based elements might be applied to 

reduce teacher turnover. Recognizing the impossibility of tackling three areas in this way 

at once, the researcher focused recommendations on the area that needed the most 

improvement, as indicated by teachers in both phases of the study. This was career 

development and perks.  

 The researcher offered an example of career development in the career-based 

educational system of Singapore. The researcher then discussed ways that leaders in the 

case study district could create a similar teacher leadership structure to reduce teacher 

turnover. The researcher hopes this work has sparked ideas and offered strategies that 

district leaders can use immediately to continue the work of retaining more teachers in 

the district. Beyond that, the researcher hopes this work will inspire other educational 

leaders in the United States and in other countries with high teacher turnover to take a 

second look at this problem from the lens of the labor market.  

Ultimately, the need to reduce teacher turnover is about so much more than 

keeping the teaching profession stocked full of employees. It is about maintaining a 

workforce that will continue to strive toward student academic success, toward the 



146 

 

generation of productive citizens of society. As researchers like this one continue to 

discuss new ways to view the problem of teacher turnover, perhaps one day the world 

will meet the goal set by SDG 4 – to “substantially increase the supply of qualified 

teachers” in the world in order to provide a “free, equitable and quality primary and 

secondary education” for all students (United Nations, n.d.-b). 
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IRB Consent Form for Participants in Phase Two 

 

Baylor University 

Department of Educational Leadership 
 

Consent Form for Research 
 
PROTOCOL TITLE:   Factors Affecting Teacher Retention in a Local School 
District 
 
PRINCIPAL INVESTIGATOR:    Courtney Jerkins 
 
SUPPORTED BY:  Baylor University and the Beaconville Independent 

School District 
 
Purpose of the research: The purpose of this study is to understand teacher turnover in 
the Beaconville Independent School District. Teacher turnover in Beaconville will be 
examined with a consideration of Beaconville’s labor market structure, which involves 
the length and benefits associated with teacher tenure. We are asking you to take part 
in this study because you communicate with the district superintendent frequently and 
honestly to represent the needs of all teachers on your campus.  
 
Study activities:  
If you choose to be in the study, you will 

• Take part in a focus group.  A focus group is a small group of people who take 
part in a discussion about a selected topic. The focus group will be led by 
Courtney Jerkins. The focus group leader will ask the group members about 
their opinion of teacher reasons for staying or leaving Beaconville and how 
those may relate to Beaconville’s labor market structure.  

 
Risks and Benefits:  
To the best of our knowledge, there are no risks to you for taking part in this study. 
 
You may be uncomfortable with some of the questions and topics we will ask about.  
You do not have to answer any questions that make you feel uncomfortable. 
 
Version date:  12/16/2019        Page 1 of 3 
The researcher will ask you and the other people in the group not to tell anyone outside 
the group what any particular person said in the group. However, the researcher cannot 
guarantee that everyone will keep the discussions private.  
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You may or may not benefit from taking part in this study.  Possible benefits include the 
discovery of a way to reduce teacher turnover in the Beaconville Independent School 
District through the implementation of changes that are meaningful to you and the 
teachers you represent at your campus. 
 
Others may benefit in the future from the information that is learned in this study. The 
potential benefit to society is the generation of a guide to reduce teacher turnover that 
can help to lower the high national teacher turnover rate. This benefit could have a 
positive impact on student achievement 
 
 
Confidentiality:  
A risk of taking part in this study is the possibility of a loss of confidentiality. Loss of 
confidentiality includes having your personal information shared with someone who is 
not on the study team and was not supposed to see or know about your information. 
The researcher plans to protect your confidentiality. The focus group discussion will be 
recorded on a district-issued iPad and transcribed into a Google Document. Both the 
recording and the transcribed document will be housed on the district’s secure server, 
only accessible to Courtney Jerkins, the district superintendent, and any district leaders 
deemed appropriate by the superintendent. The recording will be deleted from the 
district-issued iPad.  
 
You will be assigned a unique code that will be used instead of your name. This code will 
be listed next to your responses in the Google Document.  Your name will never appear 
on the written Google Document.  
 
We will keep the records of this study confidential by storing all information on the 
district’s password-protected Google Drive.  We will make every effort to keep your 
records confidential.  However, there are times when federal or state law requires the 
disclosure of your records. 
 
Authorized staff of Baylor University may review the study records for purposes such as 
quality control or safety. 
 
Compensation: 
You will not be paid for taking part in this study. 
 
Version date:  12/16/2019        Page 2 of 3 
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Questions or concerns about this research study 
You can call us with any concerns or questions about the research. Our telephone 
numbers are listed below:   

• Principal Investigator: Courtney Jerkins  
xxx-xxx-xxx 

• Baylor Faculty Advisor: Dr. Bradley Carpenter 
254-710-3050 

 
If you want to speak with someone not directly involved in this research study, you may 
contact the Baylor University IRB through the Office of the Vice Provost for Research at 
254-710-1438. You can talk to them about: 

• Your rights as a research subject 

• Your concerns about the research 

• A complaint about the research 
 
Taking part in this study is your choice.  You are free not to take part or to stop at any 
time for any reason.  No matter what you decide, there will be no penalty or loss of 
benefit to which you are entitled.  If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential. Information 
already collected about you cannot be deleted.  
 
By continuing with the research and completing the study activities, you are providing 
consent. 
 
 
Version date:  12/16/2019        Page 3 of 3 
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APPENDIX B 

Codebook 

 

 
Table B.1 

Theme: Common / Shared Values 

Code Name Definition When to Use When not to Use 
Example of a Segment 

of Text from Study 

Discipline 

Anything 

having to do 

with teachers’ 

perceptions of 

student 

behavior 

When interviewee 

describes the pros 

or cons of student 

behavior in the 

district 

When interviewee 

refers to disciplinary 

actions taken 

against district staff 

“Increase behavior 

supports by providing 

strategies and more 

structured disciplinary 

consequences.” 

Stress 

Anything 

having to do 

with stressful 

situations for 

teachers 

When interviewee 

describes 

situations that 

create anxiety for 

teachers in the 

district  

When interviewee 

makes a vague 

reference to stress 

with no explanation 

to define their 

meaning of stress  

“Yes, teaching is hard. 

Issues that I have 

difficulties with are 

more state-wide rather 

than Beaconville ISD. 

I've seen lots of 

changes and feel lots 

of pressure for the 

students to succeed.” 

Compared to 

Other Districts 

Anything 

having to do 

with teacher 

comparisons of 

Beaconville 

ISD to other 

districts  

When the 

interviewee 

discusses the 

district in 

comparison to 

other districts 

When interviewee 

makes a vague 

reference to 

something that is 

different in a place 

that is outside of the 

district 

“Stipends are not that 

of other districts.” 

Communication 

/ Organization 

Anything 

having to do 

with the setup 

and 

management of 

district 

processes and 

procedures 

When interviewee 

describes campus 

scheduling, 

communication 

between district 

departments 

When interviewee 

makes a vague 

reference to 

communication or 

organization but 

does not provide a 

definition to clarify 

their meaning 

“One thing I think 

would make it better is 

consistency across the 

board (i.e., 

expectations).” 

Small Classes 

Anything 

having to do 

with teachers’ 

desire for 

smaller class 

sizes 

When interviewee 

describes the need 

for smaller 

classes with 

specific reasons 

When interviewee 

makes a vague 

reference to wanting 

smaller classes but 

gives no explanation 

as to why 

“I feel that we are 

crammed and so 

overwhelmed right 

now. We have so 

many kids and struggle 

to stay afloat. Would 

love to have more 

space, more room to 

grow.” 
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Table B.2  

Theme: Sense of Belonging 

Code Name Definition When to Use When not to Use 
Example of a Segment of Text 

from Study 

Coworkers 

Anything having to do with 

seeing coworkers, collaborating 

with coworkers, support from 

coworkers, relationship / 

rapport with coworkers, 

problems with coworkers, and 

respect for coworkers 

When interviewee provides 

a detailed description of his 

/ her interactions with 

coworkers 

When interviewee 

makes a vague 

reference to the 

people around him / 

her, such as liking to 

see the people  

“I look forward to working with 

my team because we have good 

accountability for all of our kids, 

my team is very supportive, 

connecting with all my kids so 

they enjoy school more.” 

Culture / Climate / 

Environment 

Anything having to do with the 

internal or external community, 

staff morale, district pride and 

traditions, and the feeling the 

participant has in the district 

When interviewee gives a 

detailed description of the 

positive or negative 

feelings involved in 

working in the district 

related to students, staff, 

administrators, and the 

external community 

When interviewee 

makes a vague 

reference to liking 

the surroundings but 

does not explain why 

this is the case  

“It is a great community and I feel 

welcomed and part of the 

community. I like the big school. 

Big, competitive but still have the 

small-town feel.” 

Administrator Actions 

Anything having to do with the 

behaviors of instructional 

coaches / specialists, principals, 

assistant principals, and district 

administrators 

When the interviewee 

provides a detailed 

description of the 

administrator’s behaviors 

and how those behaviors 

affected him or her 

When interviewee 

makes a vague 

reference to an 

administrator with 

no explanation, such 

as saying they like 

their administrator 

“Our Admin Team is very 

supportive all the way down the 

list; Principal, Assistant 

Principals, Instructional 

Specialists, District Coordinators. 

Even when our IS came in and 

modeled a lesson for me in one of 

my classes. Lots of technology 

and the support that goes along 

with it. Makes our planning a lot 

easier. And our PLC is a strong 

team of teachers.” 

 

Personal Family / 

Children 

Anything having to do with the 

employee’s personal 

experiences with the district, 

including growing up in the 

district and having family 

members in the district 

When interviewee 

describes how personal 

matters influenced 

decisions to stay in the 

district or inspired a sense 

of connection to the district 

When interviewee 

makes a vague 

reference to personal 

matters but does not 

give an explanation 

to clarify meaning 

“I am [BISD] to a fault. It is 

where I grew up. We are a family 

of [BISD]. I am a product of 

[BISD] and hope that I can 

promote in [BISD].” 
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Table B.3  

Theme: Opportunities for Innovation 

Code Name Definition When to Use 
When not 

to Use 

Example of a Segment of 

Text from Study 

Innovative / New 

Possibilities 

Anything having 

to do with 

spontaneity, 

technology, new 

ideas, taking risks, 

and diverse 

opportunities for 

students 

When interviewee 

describes the 

potential for 

something new 

When 

interviewee 

makes a 

vague 

reference 

to 

innovation 

with no 

explanation 

to define 

what they 

see as 

innovation 

“I really like what 

[Beaconville] has in store 

for our students. Even 

though we are a growing 

district and that parents 

may feel like their 

students could get lost, 

we have so many 

opportunities for students 

to find their interests and 

the resources to get them 

the things they need. I 

feel so supported by the 

admin, coaches, teachers, 

and all of our focus is the 

success of our students.” 
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Table B.4  

Theme: Sense of Purpose 

Code Name Definition When to Use When not to Use 
Example of a Segment of 

Text from Study 

Students 

Anything having to do 

with building 

relationships / rapport 

with students, the feelings 

evoked by students, 

student academic success, 

and student behavior 

When interviewee describes 

how working with the 

students influences his or her 

decisions or actions 

When interviewee makes a vague 

reference to the students that does 

not explain how the students 

affect them. For example, if they 

answer an interview question 

with, “The kids,” then the 

category will not be applied. 

“Getting to work with the 

students every day. I'm 

looking for the students 

who might have social 

and/or emotional needs in 

order to build relationships 

with them.” 

Growth / Progress 

Anything having to do 

with student and teacher 

growth, including 

academic growth for 

students and career 

growth for teachers 

When interviewee describes 

the importance of growth or a 

desire to see growth happen 

When interviewee uses the term 

growth, or a similar term, but 

does not provide a description 

that shows what the terms meant 

to him or her 

“Helping students problem 

solve. That is what I am 

most excited about. Help 

them to grow their skills 

and move past what they 

have been able to do 

before.” 

High Expectations / 

Challenges / 

Accountability 

Anything having to do 

with holding teachers and 

students to specific 

expectations 

When interviewee describes 

challenges, expectations, or 

student accountability 

measures  

When interviewee uses the term 

accountability in a vague way 

that does not explain his or her 

meaning  

“I love to be pushed. I want 

the challenge that [BISD] 

can offer. Great support. 

We hold each other 

accountable at Elementary 

1.” 

Planning Lessons / 

Being Creative 

Anything having to do 

with creating things to 

share with coworkers, 

planning lessons, or being 

creative 

When interviewee describes 

the process of creating 

lessons or tools to help 

students, colleagues, or the 

campus 

When interviewee makes a vague 

reference to being creative 

“Honestly, maybe creating 

and scaffolding 

accommodations and feel 

that the way that I use a 

tracker works well for 

myself, my team, and 

others and would love to 

share that out so that I can 

help others with helping all 

of our students.” 

Content / Subject 

Area Specific 

Anything having to do 

with the content taught by 

teachers in the classroom 

When interviewee describes 

experiences related 

specifically to the subject(s) 

he/she teaches 

When interviewee describes 

teaching kids new skills but does 

not describe a specific discipline 

or subject taught 

“The content keeps me 

here. Fashion and sewing.” 

(Continued) 
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Code Name Definition When to Use When not to Use 
Example of a Segment of 

Text from Study 

Impressive 

Reputation 

Anything having to do 

with teacher 

acknowledgment or 

appreciation of external 

views of the district 

When interviewee references 

others’ positive views of the 

district  

When interviewee references 

others’ negative views of the 

district 

“Others outside BISD love 

this place, too. They speak 

highly of the district.” 

Special Talent 

Anything having to do 

with teacher talents that 

could be used to help the 

campus or the district 

When interviewee describes 

unique abilities that can be 

used to improve the district 

When interviewee makes a vague 

reference to being skilled at many 

things 

“I am pretty calm and don’t 

overreact which I think 

would be beneficial to 

share strategies with 

others.” 

Not Applicable 

Anything having to do 

with teachers who felt that 

problems or solutions in 

the district did not apply 

to them 

When interviewee says that 

an issue does not pertain to 

them because they are either 

exactly where they should be 

or because they are nowhere 

near the ideal situation. 

When interviewee answers, “I 

don’t know,” or, “No,” to a 

question without giving an 

explanation of what they mean 

“I don't think I could make 

it any better.” 

Autonomy / Trust  
 Anything that has to do 

with teacher autonomy 

When interviewee describes 

what autonomy means to 

them and how it makes them 

feel 

When interviewee makes a vague 

reference to having autonomy but 

does not give an example to 

clarify meaning 

“The department has 

autonomy in creating 

experiences that are 

student-centered.” 
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Table B.5 

Theme: Career Advancement / Perks 

Code Name Definition When to Use When not to Use 

Example of a 

Segment of Text 

from Study 

Leadership / 

Advancement 

Opportunities 

Anything having 

to do with teacher 

promotion within 

or outside of 

public education 

When interviewee 

mentions a desire 

to move into 

another role 

beyond teaching 

When interviewee 

refers to seeking 

opportunities for 

standard 

professional 

development 

“At some point, I 

want to get into 

Curriculum and 

Instruction, and if 

there were no 

openings at 

Beaconville then I 

would consider 

moving to another 

District.” 

Salary Benefits 

Anything having 

to do teachers 

wanting to make 

more money or 

have more 

benefits, including 

time off 

When interviewee 

describes the need 

for additional 

funds or resources  

When interviewee 

describes the need 

for more 

classroom 

resources that do 

not affect the 

interviewee in his 

/ her personal life   

“Maybe 

money...make 

district pay more 

competitive.” 

University 

Connection 

Anything having 

to do with teacher 

relationships with 

the local 

university  

When the 

interviewee 

discusses an 

attraction to the 

district due to its 

connection to the 

local university 

When interviewee 

makes a vague 

reference to higher 

education but does 

not clarify with 

examples  

“I wanted to work 

at Beaconville so I 

could work with 

[local university] 

students 

specifically. It was 

one of the main 

reasons for me to 

come to 

Beaconville.” 

Stability 

Anything having 

to do with district 

teachers feeling 

stable in their 

environment  

When interviewee 

describes the 

presence or 

absence of 

stability in his / 

her work 

experience 

When interviewee 

refers to leaving 

the district or the 

profession 

“I have changed to 

multiple 

campuses, so I 

look forward to 

some stability.” 

Support 

Anything having 

to do with 

teachers feeling 

supported by 

district and 

campus leaders 

When interviewee 

describes the 

support they 

received or did not 

receive with 

students, staff, and 

personal or 

professional goals 

When interviewee 

makes a vague 

reference to the 

district or campus 

being supportive  

“A little more 

support. I need 

more help from 

the Instructional 

Specialists. I feel 

like I run out of 

ways to teach and 

differentiate.” 
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