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influence on retention rates for high quality teachers was the number of other high quality 

teachers employed by the same school. Essentially, high quality teachers continued to work in 

schools with other high quality teachers and left schools where they were surrounded by teachers 

of lower quality. 

Goldhaber et al. (2011) had the most detailed analysis of this question. Researchers used 

standardized test scores in North Carolina to determine teacher quality in two scales: a 

continuous scale and a quantile scale. Both scales were then regressed onto teacher turnover at 

three levels - within district, between districts, and out of the public school system. For teachers 

transferring from one school to another within the same district and from one district to another, 

higher quality was associated with lower turnover. This was true for both the continuous scale 

and the quantile scale. The lowest quantile had the highest rate of transfer, and the highest 

quantile had the lowest rate. These findings were affected by school characteristics such as 

percentage of Black students and percentage of students from poverty. The transfer rates of high 

quality teachers increased significantly as these populations increased. The unintended 

consequence of this finding is that high quality teachers are concentrated away from schools with 

historically disadvantaged student groups. For the final level of analysis, teachers who exited the 

North Carolina public school system, the findings mirror those of Jacob et al. (2012) and Feng 

and Sass (2017). Teachers at the top and bottom of the quality scale have the highest turnover 

while those in the middle have the highest retention rates. 

In order to determine why high quality teachers choose and then remain in urban schools, 

Ford et al. (2020) interviewed 16 teachers from urban schools who scored highly on the Star 

Teacher Interview. These teachers identified giving back to their community and social justice as 

critical reasons for their decision to begin teaching in an urban school. The factors that 
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influenced them to remain at those schools were feelings of self-efficacy and autonomy in their 

work. Additionally, many spoke about their roles as mentors for student teachers and novice 

teachers, continuing to build their community and give back in additional ways. 

Teacher quality does not lead to an improvement in teacher retention and a lack of 

teacher quality does not increase turnover. Appropriate intervention from administrators and 

districts would be required to change this pattern. While Krieg’s initial 2006 study indicated that 

there was not a significant relationship between teacher quality and retention, later studies have 

shed further light on this phenomenon (Feng & Sass, 2017; Goldhaber et al., 2011; Jacob et al., 

2012). 

Teachers of Color. In addition to prior research regarding teacher characteristics 

associated with retention and turnover, many researchers have investigated the relationship 

between race and turnover more deeply. While only 20% of the population of teachers identify as 

a member of a minority group, they are disproportionately concentrated in urban, high poverty 

schools (Ingersoll et al., 2021). Considering the concentration of minority teachers in urban 

schools, it is important to understand this relationship. Unsurprisingly, teachers who encounter 

racism - either personal or institutional - have higher turnover rates than those who do not 

(Grooms et al., 2021). Black and Hispanic teachers tend to have higher turnover than their White 

colleagues in rural and suburban schools, but lower turnover in urban schools (Barnes et al., 

2007; Feng, 2009; Newton et al., 2011; Renzulli et al., 2011). While many factors influence this 

relationship, teacher background (Culver, 1990; Su, 1997; McKinney et al., 2007), school 

organizational characteristics (Farinde et al., 2016; Ingersoll & May, 2011; Ingersoll et al., 2017; 

Ingersoll et al., 2019), teacher participation in professional organizations (Nunez & Fernandez, 
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2006), and teacher commitment to social justice (Dixson & Dingus, 2008; McKinney et al., 

2007) all play an important role in teacher retention. 

Culver et al. (1990) conducted a widespread analysis of new teacher satisfaction in 

Virginia. Using a combination of employee records and survey responses, data was collected 

regarding teachers with one to six years of experience in the classroom to determine personal 

characteristics, school characteristics, and their current level of job satisfaction. All 

characteristics were analyzed through the lens of the teachers’ race. Most personal characteristics 

- age, gender, years of experience - were the same across both racial groups. Only one was 

significantly different: parents’ education levels were generally lower for Black teachers. In 

terms of school characteristics such as relationships with colleagues and principals, there was no 

significant difference between the responses of Black teachers and White teachers. Neither was 

there a significant difference in the influence of those factors on job satisfaction and 

commitment. There were four areas of significant difference between Black teachers and White 

teachers: teacher achievement related to satisfaction, teacher age related to satisfaction, teacher 

gender related to satisfaction, and teacher gender related to commitment to teaching. High 

achieving White teachers were less satisfied with their jobs than low achieving White teachers. 

There was no such difference between Black teachers. Similarly, older White teachers were less 

satisfied with their jobs than younger White teachers. Again, there was no difference between 

Black teachers. The relationship between gender and satisfaction is more complicated. Black 

male teachers tended to be more satisfied than Black female teachers; White female teachers 

tended to be more satisfied than White male teachers. Finally, White female teachers had a 

higher level of commitment than White male teachers. Again, there was no difference between 
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Black teachers. These four differences highlight the importance of examining the interaction of 

teacher race on other factors related to retention and teacher turnover.  

Barnes et al. (2007) included an analysis of the influence of race on teacher retention in 

five districts across the country - three urban districts and two rural districts. They found no 

significant relationship between race and teacher retention. There were some indications that 

retention of Black teachers was higher in urban districts with a higher percentage of minority 

students, however these correlations did not rise to the level of statistical significance. Barnes 

suggested this finding as an area of further study with larger samples of other urban districts. 

In an analysis of six years of employment data from the state of Florida, Feng (2009) 

identified a curious dichotomy. As the percentage of Black students in a school increased, the 

turnover rate for White teachers also increased. However, the turnover rate for Black teachers 

significantly decreased. This suggests that a strong, positive correlation exists between the race 

of students in a school and the race of the teachers. Feng suggested that this relationship was an 

area worthy of further research. 

Newton et al. (2011) investigated Feng’s findings (2009) and utilized the term “race 

matching” to describe the relationship between student racial makeup and teacher racial identity 

on teacher retention. The idea researchers investigated is that teachers who share a racial identity 

with a majority of their students have greater satisfaction and are more likely to remain in the 

same school environment. The researchers found, in their analysis of the Los Angeles County 

School District, there was no significant relationship between race matching and retention at the 

elementary level for either Hispanic teachers or Black teachers. At the secondary level (middle 

and high schools), Black teachers showed no change in retention. However, Hispanic teachers 

did show a 29% higher rate of retention in schools with a greater Hispanic student population. 
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Newton et al. also considered the possibility that race matching among teachers would influence 

retention. No significant relationship was found between these variables. 

Renzulli et al. (2011) also examined the effect of race matching on teacher satisfaction. 

However, Renzulli et al. also included a variable describing teachers’ perceptions of their 

students’ quality in their analysis. This variable was created by combining data from four 

questions: students cutting class, student disrespect for teachers, student apathy, and students 

coming unprepared. It is important to note that this variable is not an actual measure of student 

quality, but a measure of how teachers perceive their students. When student quality was not 

considered, Renzulli et al.’s results were similar to those of previous researchers (Feng, 2009; 

Newton et al., 2011). However, when the student quality variable was included in the analysis, 

the results were quite different. Controlling for student quality fully mediates any difference in 

job satisfaction between Black teachers and White teachers in schools with a majority of Black 

students. It also fully mediates any difference between teachers of all races - White, Black, 

Hispanic - at majority Black schools and majority White schools. This makes clear that the 

relationship between teacher satisfaction and student racial makeup is strongly associated with 

the perceived quality of the students. 

In another examination of race matching. Rodriguez et al. (2022) examined the influence 

of race matching with colleagues and administrators instead of with students. Using data from 

New York City Public Schools, researchers determined that teachers of all races were more 

likely to remain in the school if their principal and a majority of their colleagues shared their 

racial background. This was especially true for Black teachers. However, these results are 

influenced by other factors such as relationships with colleagues and school leadership styles. 
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In order to determine why Black teachers stay in urban classrooms, Farinde et al. 

conducted a phenomenological study (2016). Their analysis found three major factors that 

contributed to the retention of Black female teachers in urban schools: administrative support, 

salary increases, and professional advancement. Based on the responses from participants, 

administrative support did not affect teacher retention in the profession but did affect retention 

within specific schools. On the other hand, salary increases, or a lack thereof, directly 

contributed to teacher decisions to leave the profession for alternative careers. Teacher 

advancement is also a significant factor in determining teacher retention in the profession as a 

whole. Participants described the desire for professional respect and recognition as critical 

elements of their job satisfaction and decision to remain in teaching. These factors are not only 

important to Black teachers but to all teachers. 

Richard Ingersoll, the foremost researcher in teacher retention, has been especially 

focused on the issues surrounding minority teacher retention for the last decade. Using the SASS, 

Ingersoll and May (2011) compared the retention rates of Black teachers and White teachers and 

found two primary results. First, Black teachers have significantly higher turnover rates than 

their White counterparts. Second, while White teacher turnover can be predicted using school 

characteristics such as poverty level and racial makeup, Black teacher turnover does not follow 

these same patterns. Using the TFS, the researchers examined the factors that would predict 

Black teacher turnover. Organizational factors such faculty decision making and classroom 

autonomy had a much stronger relationship than school characteristics. In fact, when 

organizational factors were controlled, there were no differences between Black teacher turnover 

and White teacher turnover. Further research by Ingersoll’s research team in 2017 confirmed 

these results (Ingersoll et al., 2017). They also found that these two organizational factors - 
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faculty decision making and classroom autonomy - were more significant predictors than other 

organizational traits such as classroom resources, professional development, and salary.  

The researchers continued to investigate these findings and identified the schools with the 

poorest ratings in faculty decision making and classroom autonomy (Ingersoll et al., 2019). They 

found that urban, high poverty schools tend to score poorly in these areas. The researchers 

suggest that school accountability movements are the driving force behind these ratings. 

Essentially, in an effort to improve student performance, faculty decision making and classroom 

autonomy are reduced in order to standardize the educational experience. According to Ingersoll 

et al., these changes adversely affect teacher retention in these high need schools. 

Edwards (2021) examined the relationship between teacher race, a variety of school 

characteristics, and teacher turnover in the 20 largest school districts in Texas. The researcher 

found that the percentage of teachers of color increased dramatically during the period of study, 

2008-2018. In fact, the percentage of teachers of color surpassed that of White teachers during 

this time. This growth is attributable to the increase in the percentage of Latinx teachers; the 

percentage of Black teachers remained relatively steady during the ten-year timeframe. The 

researcher also found that teachers of color had greater representation in low-performing schools, 

schools with high rates of teacher turnover, and schools with a majority of students in poverty. In 

the schools with high rates of teacher turnover, Edwards found that White teachers had higher 

turnover than teachers of color, indicating that teachers of color persist longer in these 

challenging environments than their White colleagues. 

The relationship between teacher race and turnover is a complex one. Many other factors 

interact and alter this relationship, such as student quality (Renzulli, 2011), student racial 

makeup (Feng, 2009; Newton, 2011; Renzulli, 2011), and organizational characteristics (Farinde, 
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2016; Ingersoll & May, 2011; Ingersoll et al., 2017; Ingersoll et al., 2019). One final factor needs 

to be considered in this discussion: the influence of social justice on teachers’ decision to remain 

in the profession. 

Teaching as a Tool of Social Justice. Su (1997) used interviews of teacher candidates 

to identify the role of social justice in the initial decision to enter teaching and in planned 

persistence in teaching as a professional career. Su interviewed approximately 150 teacher 

education candidates near the end of their program at an American public university. Candidates 

were asked to describe their understanding of teaching as a profession. Both White and minority 

candidates agreed with the statements that teaching is a profession and that the focus of teaching 

is to instill a love of learning in children. When asked how to improve the profession of teaching, 

minority and non-minority candidates agreed in some areas and disagreed in others. Candidates 

largely agreed that increasing teacher salary and reducing the number of alternative certification 

routes would be beneficial. There were four significant areas where candidates disagreed. 

Minority candidates (Asian and Black) felt that higher standards for current teachers and clear 

arguments supporting teaching as a profession were needed to increase the public view of 

educators as professionals. White candidates did not agree with these statements as strongly. 

White candidates did agree with more stringent education requirements for prospective teachers, 

minority teachers disagreed. Another area where racial groups disagreed was in their reasons for 

entering teaching. White candidates focused on altruism at the individual level - improving the 

lives of individual students - as well as pragmatic reasons for becoming teachers. Minority 

candidates, especially the Black candidates interviewed, focused on systemic altruism as their 

reason for choosing to teach. Candidates, especially those who experienced substandard 

education in their own childhood, expressed a desire to improve the educational system for all 
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students, but particularly for minority students and students in poverty. Finally, when asked 

about planned persistence in teaching, White candidates and minority candidates had similar 

rates of persistence. However, their reasons for potentially leaving the profession varied widely. 

Minority candidates expressed a desire to leave teaching to become administrators and continue 

to work to improve the educational system from a leadership role. However, White candidates 

suggested leaving would be due to family reasons or career opportunities with higher pay or 

prestige. These variations describe a fundamental difference in the perception of teaching as a 

career between White candidates and minority candidates. In general, White teacher candidates 

view teaching as a profession to benefit them as individuals and further their individual goals. 

Minority teacher candidates view teaching as a way to improve and support their communities 

and improve the lives of others. This is supported by later research (Ford et al., 2020; 

Hernandez-Johnson et al., 2021; McKinney et al., 2007; Scott et al., 2021). 

In order to support their work in improving the teaching profession, teachers joined 

professional organizations dedicated to social justice such as Teacher Education for the 

Advancement of a Multicultural Society (Nunez & Fernandez, 2006). These organizations fulfill 

multiple roles for the teachers involved including continuing education, mentorship, support, and 

political organization. While membership in these organizations was not limited by race, the 

goals and activities targeted the needs of minority teachers and their desire for social justice in 

the education system. Participation in a professional organization enhances teachers’ sense of 

community and increases their likelihood of retention (Nunez & Fernandez, 2006). 

To explore the factors influencing minority teachers to remain in the classrooms, 

McKinney et al. (2007) suggested that the teachers’ own school experiences in urban school 

environments was a key factor, echoing the earlier findings of Su (1997). The researchers also 
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asked teachers to rate the level of influence different factors had on their decisions to stay or 

leave their schools. Teachers rated “Mak[ing] Contributions to Society/Community” and 

“Working with Diverse Populations” highly across the board (McKinney et al., 2007, p. 5). 

These findings support the idea that teachers’ school experiences influence their current 

perceptions of their role and its impact on students and the community. A shared community and 

cultural background enhances the connection between teachers and students in urban schools. 

In their 2008 qualitative analysis, Dixson and Dingus examined the reasons Black female 

teachers chose to join and remain in the teaching profession. The participants expressed that 

teaching connected them to their past community and also to their present community. 

Participants viewed their role as teachers as a type of cultural worker, sustaining a shared cultural 

identity and contributing to the collective well-being. Specifically, Black female teachers 

described part of their position as filling the cultural role of “othermother,” a Black female leader 

responsible for guiding and supporting children (Dixson & Dingus, 2008, p. 810). Traditionally, 

othermothers also serve as political activists in the Black community, strong female role models 

for all. Teachers are uniquely positioned in society to guide and support the next generation of 

citizens and leaders. 

While many teacher characteristics have an impact on teacher turnover rates, teacher race 

remains an important factor to consider. Race and cultural background influence teacher 

retention in many ways, including their personal background (McKinney et al., 2007; Su, 1997), 

commitment to social justice (Dixson & Dingus, 2008; Hernandez-Johnson et al., 2021; 

McKinney et al., 2007), and political activism (Dixson & Dingus, 2008; Nunez & Fernandez, 

2006).  
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Tools for Combating Teacher Attrition 

Considering the scope of teacher turnover and the significant negative effects, policy 

makers and administrators have tried many different methods for improving retention. Common 

strategies include monetary incentives (Bruno & Negrete, 1983; Clotfelter, 2011; David, 2008; 

Dee & Wyckoff, 2015; Gray & Taie, 2015; Imazeki, 2005; Shifrer et al., 2017) and mentorship 

programs (Breaux & Wong, 2003; Bullough, 2005; DeAngelis et al., 2013; Fisher-Ari et al., 

2018; Gray & Taie, 2015; LoCascio et al., 2016; Mosely, 2018; Osgood, 2001; Smith & 

Ingersoll, 2004; Thompson et al., 2005; Wong, 2002). These interventions have differing levels 

of success. 

One unconventional intervention was evaluated by Hirshberg et al. (2021). Ninety-four 

participants completed a nine-week meditation and mindfulness program during their TPP. After 

three years, these teachers were six times more likely to remain in the classroom than the control 

group who had not had the meditation program. When considering the impacts of teacher 

personality on retention (Cano-Garcia et al., 2005; Dunn & Downey, 2018; Ellison et al., 2021; 

Jones, 2016), similar interventions in TPPs and high turnover schools may have a positive, and 

cost-effective, influence on teacher retention. 

Monetary Incentives. One of the most frequently posited solutions for the shortage of 

teachers is increased pay. While increased base pay improves retention of new teachers (Gray & 

Taie, 2015), teacher pay incentive programs administered as bonuses above and beyond base pay 

have been repeatedly shown to be ineffective at improving teacher retention (Bruno & Negrete, 

1983; Clotfelter, 2011; David, 2008; Dee & Wyckoff, 2015; Imazeki, 2005; Shifrer et al., 2017). 

In a review of several pay incentive programs nationwide, David (2008) found that teacher 

recruitment may be somewhat improved by pay incentives, but teacher retention is not. 
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Essentially, increased pay can encourage new teachers to join high risk schools but cannot 

convince them to stay. These findings are supported through many studies over four decades. 

The ineffectiveness of monetary incentives is not new data, Bruno and Negrete analyzed 

one such program in 1983. Seven schools were selected to participate in a pay incentive program 

based on their racial demographics. All seven were urban, Title I schools where a majority of 

their student population was from a minority racial group. Using data from the selected schools, 

teacher characteristics and retention rates were analyzed in comparison to the rest of the district 

as well as other schools in the district with similar socioeconomic factors without the racial 

minority component. While there were small improvements in retention in the selected schools, 

none of them rose to the level of statistical significance. Overall, the teachers hired after the 

incentive program were young - less than 29 years old - and inexperienced with less than 5 years 

in the classroom. Young, inexperienced teachers have the lowest retention rates (Adams & Dial, 

1993; Barnes et al., 2007; Charters Jr., 1970; Luekens et al., 2004; Marinell & Coca, 2013; 

McKinney et al., 2008; Newton et al., 2011) and are the least effective (Pennucci, 2012; Rivkin 

et al., 2005; Rosenholtz, 1985). Bruno and Negrete (1983) argue that the funding for the 

incentive program would be more effectively spent on strategies that have demonstrable effects 

on retention such as smaller class sizes. 

Clotfelter et al. (2011) approached this question from a slightly different perspective. The 

researchers investigated the types of teachers influenced by a monetary incentive program in 

North Carolina. Their analysis found that lower quality teachers - as measured by student 

achievement - were more likely to be influenced by a financial incentive than higher quality 

teachers. In order to attract higher quality teachers, a much more significant financial incentive 
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would be required. However, Clotfelter et al. did find that lower quality teachers showed 

improvement in retention as well as recruitment. 

In an analysis of a large, racially diverse, urban district with a high percentage of students 

qualifying for free or reduced lunch, Shifrer et al. examined the impact of a pay incentive 

program (2017). The district offered a bonus for teachers based on student test scores, larger 

bonuses for greater increases. Shifrer et al. evaluated the effectiveness of this incentive program 

through two measures: student test score improvement and teacher retention. The researchers 

found no positive impact in either measure. Student test score changes were mixed with some 

increasing slightly (language arts) and others decreasing slightly (math and science). None of 

these changes rose to the level of statistical significance. There was no change in retention 

between teachers who did not receive a bonus, teachers who received a small bonus, and teachers 

who received a large bonus. 

Dee and Wyckoff (2015) analyzed the effectiveness of a multifaceted program in District 

of Columbia Public Schools tying financial incentives to a variety of teacher quality measures 

including structured observations and student test scores. The structure of the program identifies 

four levels of teachers: Ineffective (I), Minimally Effective (ME), Effective (E), and Highly 

Effective (HE). Ineffective teachers are immediately dismissed from the school system. Teachers 

who have an ME rating receive additional coaching. If they fail to rate an E or HE score the 

following year, they face dismissal. Highly Effective teachers receive a monetary bonus for their 

performance; the size of the bonus depends on the school and subject area taught with high needs 

schools and hard-to-staff subject areas receiving the highest bonuses. Dee and Wyckoff focused 

their analysis on ME teachers and E teachers who scored close to the cutoff for HE rating. Their 

analysis showed that the evaluation/incentive program had three significant effects. First, 
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with a mentor had an 86% retention rate after five years compared to a 71% retention rate for 

those who had not had that support. 

DeAngelis et al. (2013) expanded on the findings of Smith and Ingersoll (2004) by 

comparing the influence of mentorship on retention with the influence of preservice preparation 

on retention. Teachers who rated their preparation as ineffective had the greatest benefit from 

mentorship. Without mentorship, their retention rate probability was 0.7. With comprehensive 

mentorship and support, that probability increased to 0.9. It is important to note that the quality 

of the mentorship program is critical in this relationship. A poor or ineffective mentorship does 

not have the same positive influence. In contrast, novice teachers who rated their preservice 

preparation highly did not see any benefit from mentorship in terms of retention. 

Using the Beginning Teacher Longitudinal Study, Maready et al. (2021) sought to 

identify the specific elements of mentorship that best predicted teacher retention. Using a 

multinomial logistic regression, 23 mentor practices were examined. Fourteen of those practices 

were found to have a significant relationship with retention after one year. Nine practices 

predicted teacher retention at five years: assigned mentor in first year, mentor taught same 

subject, frequent observation by mentor, frequent supports in classroom discipline, frequent 

supports in use of technology, frequent supports in selecting and adapting curriculum, frequent 

support in reflecting on teaching practice, support improved classroom management, and support 

improved variety of instructional methods. Interestingly, frequent observation by mentor and 

frequent support in reflecting on teaching practice were not significant predictors of retention at 

one year. This suggests that the results of these two mentor practices are realized later in a 

teacher’s career rather than causing immediate results. 
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Teachers in a specialized content area can also benefit from mentorship experiences 

(Osgood, 2001). Osgood interviewed six mentorship teams in Oklahoma, specifically novice 

teachers in industrial and trade fields. Each team consisted of a novice teacher, mentor teacher, 

and administrator. At the time of the study, Oklahoma recommended all novice teachers be 

assigned a mentor and those veteran teachers who served as mentors were offered a stiped on 

$500 for their time. Interviews were conducted with all eighteen participants regarding the 

benefits and challenges of the mentorship program. Overall, all participants felt the program was 

beneficial. Multiple novice teachers mentioned that they would not have persisted in teaching 

without the support of their mentors, directly supporting the argument that mentorship improves 

teacher retention. Participants did identify certain elements that reduced, or had the potential to 

reduce, the effectiveness of the mentorship experience. First, the relationship between the mentor 

and mentee must be one of openness and trust. If mentees do not feel safe to ask questions, that 

they will be judged, or that their mentor is too busy, they do not receive the full advantage of the 

mentorship experience. Additionally, mentees felt that the stipend for mentors was too small 

given the amount of time and support mentors provided. 

Bullough (2005) investigated how the relationship between a mentor and mentee 

influenced the success of the mentorship program. The case study included one mentor 

supporting two novice teachers. The two mentees had different needs and levels of preparation 

for teaching. The type of support provided by the mentor therefore had to vary significantly to 

provide appropriate guidance. One mentee primarily needed emotional support in the form of 

encouragement and nonjudgmental consultation. The other mentee was less prepared for the 

tasks and demands of classroom instruction and required a more critical and evaluative approach. 

Evaluation and critique are usually excluded by the mentorship program to support a more open 
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and vulnerable relationship between the mentor and mentee. However, this case study suggests 

that flexibility in this relationship is most beneficial to all involved. 

Another impact of new teacher mentorship is the influence on student achievement. 

Thomas et al. (2005) examined the effect of California’s two-year mentorship program for 

novice teachers on teacher quality and student test scores. The findings are largely positive, 

indicating that mentorship is beneficial for multiple reasons, not only retention. These findings 

may add to the research around teacher quality and retention. Average teachers have higher 

retention rates than low quality teachers (Feng & Sass, 2017). If a mentorship program helps 

novice teachers increase their quality of teaching, it may also increase their retention rate. This is 

an area where further research is needed to clarify this relationship. 

Not all mentorship programs require a formal mentor/mentee relationship. Mosely piloted 

the Black Teacher Project with the intent of supporting Black teachers in all phases of their 

career - novice to veteran (2018). Through their pilot year, many veteran teachers naturally fit 

into the role of mentor for more novice teachers, supporting them through a variety of 

challenges. While this program was informal, it still had a positive impact on participants and 

their retention. Many of the characteristics of high quality mentorship programs identified 

previously were present in the Black Teacher Project despite the lack of formality (Breaux & 

Wong, 2003; LoCascio et al., 2016; Wong, 2002). Miller and Youngs (2021) found that strong 

connections with teacher colleagues was influential enough to improve retention of first year 

teachers whether a mentorship program was present in the school or not. This finding suggests 

that the root success of mentorship may be in the facilitation of relationship-building. 
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Teacher Preparation Program Effectiveness 

There are two pathways for teacher certification: a teacher preparation program (TPP) 

and an alternative certification program. TPPs are usually four years in length and include a 

bachelor’s degree. Alternative certification programs vary greatly in length, level of support, and 

requirements (Shen & Palmer, 2009). The overwhelming majority of the research examining the 

effectiveness of TPPs compares their results to alternative certification programs. 

Comparing Teacher Preparation Programs to Alternative Certification Programs 

The number of teachers entering the profession through alternative certification programs 

increased steadily from its introduction in the 1980s to the early 2000s when it reached 30-35% 

of novice teachers (Adams & Dial, 1993; Easley, 2006; Shen & Palmer, 2009). It has remained at 

approximately one-third of the new teacher population since that time (Gray & Taie, 2015). In 

some ways, alternatively certified teachers are similar to traditionally certified teachers: 76% 

female, 82% White (U.S. Department of Education, 2022, May 5). They are found in a variety of 

schools - 28% of alternatively certified teachers work in urban schools, 32% in suburban schools. 

Similar variations can be found in school size (35% in small, 39% in large) and socioeconomic 

status (33% in upper class schools, 25% in schools in poverty). From the beginning, fully 

certified teachers and researchers have expressed concern about the level of preparation and the 

level of dedication for alternatively certified teachers (Adams & Dial, 1993; Shen & Palmer, 

2009). 

In 1993, Adams and Dial included alternatively certified teachers in their analysis of 

teacher survival rates in an urban district. Of the 2,327 participants, 31.5% were alternatively 

certified. The researchers found that alternatively certified teachers' risk of leaving was 119% 

more than teachers who were certified through a TPP. This high level of turnover has been 
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supported repeatedly in later research (Burstein, et al., 2009; Easley, 2006; Newton et al., 2011). 

For example, in a five year review of novice teachers in Los Angeles, fully certified teachers had 

a 34% lower risk of turnover than alternatively certified teachers (Newton et al., 2011). 

Burstein et al. (2009) reviewed an alternative certification partnership between an urban 

district and a university. Participants completed one year of coursework and fieldwork in the 

urban district with university supervision. Participants found the program helpful and prepared 

them well for the classroom. An impressive 94% successfully completed the program and 43% 

were hired to continue teaching in the urban district. Among those who were hired, retention rate 

was an impressive 74%- very high compared to most urban school districts (Gray & Taie, 2015). 

Retention data is unknown for those participants who were not hired within the district (Burstein 

et al., 2009). An incomplete data set makes comparison difficult with other studies regarding 

alternatively certified teachers. 

As with traditionally certified teachers, researchers have examined factors that influence 

the turnover of alternatively certified teachers. The retention decisions of alternatively certified 

teachers are influenced by the school leadership style in similar ways as traditionally certified 

teachers (Easley, 2006). In an analysis of 110 participants from an alternate certification program 

in New York, 15% were not returning for a second year teaching and 8% were undecided. The 

most significant reason given by respondents for their decision to leave or stay was the school 

environment, specifically a feeling of making a difference in students’ lives. This correlates with 

the findings by previous researchers that attributes a desire for social justice to teachers, 

especially teachers of color (Dixson & Dingus, 2008; McKinney et al., 2007, Nunez & 

Fernandez, 2006; Su, 1997). The recommendation of the researcher was that principals and 

leaders foster and encourage this desire for social justice in order to improve retention among 
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alternatively certified teachers. Another possibility is to recruit and cultivate teachers with this 

mindset through a school-community partnership similar to the one proposed by Lee (2018). The 

goal of the program designed by Lee is to recruit from within urban communities, train them to 

teach through a partnership with a local university where all of their field experiences would be 

completed in schools within the community, and then employ them at those same schools once 

their program is complete. By targeting recruits with a strong sense of social justice, program 

leaders and school administrators hope for a higher sense of commitment to the school, 

community, and students. 

According to the work of LoCascio et al. (2016), mentorship and support is an 

appropriate intervention for alternatively certified teachers in the same way as traditionally 

certified teachers. In fact, alternatively certified teachers need a higher level of support to 

compensate for their reduced preparation for the classroom. For alternatively certified teachers in 

urban schools, their need for mentorship and support is the greatest of all. The challenges of 

teaching are multiplied by the unique challenges of teaching in impoverished communities. 

Fortunately, the same characteristics that make a mentorship program effective for traditionally 

certified teachers are also effective for alternatively certified teachers: trust, communication, 

availability, and compassion.  

Not all research shows a significant difference in turnover between TPP graduates and 

teachers with alternative certification (Mac Iver & Vaughn, 2007). In a five-year study of new 

hires in the urban district of Baltimore, alternatively certified teachers had better retention over 

the first three years than novice teachers or new hires who were fully certified. These differences 

balanced out at five years with similar turnover rates among all three groups at that point. 

Interestingly, the turnover rates of those who were alternatively certified continued to increase 
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after five years, especially after the candidate received a full certificate and/or master’s degree. 

This demonstrates that long term commitment to teaching may be reduced among alternatively 

certified teachers in ways not yet fully understood. 

In an interesting combination of TPP and alternative certification, Helfeldt et al. (2009) 

analyzed the results of a program in Texas. Participants completed four years of coursework in a 

TPP in Texas. Then, in lieu of student teaching, participants were hired at local urban schools as 

novice teachers. They received 75% salary and full benefits. The other 25% of the salary was 

allocated to pay a mentor who supported up to six interns for the entire year. Interns would 

receive full certification at the completion of the year and be free to seek employment at the 

school of their choice. During the program, administrators and mentors rated interns using the 

same teacher evaluation tool as fully certified teachers. At the end of their program, 100% of the 

interns were offered to continue in their current position for a second year; 84% accepted. Most 

importantly, 100% of interns continued teaching the following year. Compared to a typical 

retention rate of 80% for first year teachers in Texas, this retention rate is a phenomenal result. 

Unfortunately, this program seems to be unique to one university in Texas. 

There is a third option in the realm of teacher certification options. For prospective 

teachers who already have a four year degree in another field, a Masters of Arts in Teaching 

(MAT) option is available. This is usually a two-year program for candidates to earn a teaching 

certificate along with a Master’s degree. One such program is the Multicultural Urban Secondary 

English (MUSE) program in California (Freedman & Appleman, 2009). Participants receive a 

teaching credential in secondary (middle or high school) English language while taking courses 

to prepare them for teaching English language learners and diverse populations during their first 

year.  The second year they are placed in a local urban school with a provisional certificate. They 
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teach under the supervision of a university representative and a mentor within the school. 

Participants are also required to complete a teacher research paper as their Master’s thesis. 

Freedman and Appleman completed a longitudinal study of one cohort (26 participants) from the 

MUSE program over five years to determine their retention rate.  After one year, 96% of 

participants were still teaching. Additionally, 92% of participants were teaching in the same 

school in which they completed the program. After five years, 69% of participants were still 

teaching in urban schools. This is a significant positive difference from the national five-year 

retention rate of 54%. 

In Chicago Public Schools, prospective teachers enter the classroom through TPPs and 

multiple alternative pathways (Matsko et al., 2022). Researchers took advantage of this 

convergence to compare the experience of candidates in the same urban area. Participants 

completed surveys regarding their preparation, coursework, field experiences, 

mentors/supervisors, and their reasons for choosing their specific pathway. Black and minority 

teachers had higher representation in the alternative pathways than TPPs - 7% Black/39% 

minority in TPPs, 18% Black/46% minority in alternative certification programs. Participants 

from TPPs reported longer programs and more coursework than those who were alternatively 

certified. They also reported that their coursework had better alignment with their field 

experience work and that they learned more during their student teaching than did those 

participants seeking alternative certification. Finally, while participants from alternative 

certification programs were more inclined to seek employment at high poverty schools and 

diverse schools, participants from TPPs planned for significantly longer careers. Most seeking 

alternative certification reported a desire to teach in the classroom for less than ten years. These 
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differences illuminate some of the reasons why teachers from TPPs have better retention rates 

than alternatively certified teachers.  

Multicultural Education in Teacher Preparation Programs 

 Multicultural education is an important component of teaching in an urban setting 

(Vavrus, 2002). Teachers in urban schools encounter students from different socioeconomic, 

cultural, and linguistic backgrounds (Duncan, 2014; Ladson-Billings, 1995; Olmedo, 1997). 

Adequately preparing teacher candidates for these challenges is a necessary task for TPPs 

(Vavrus, 2002). It is important to note that the following research articles rely on surveys, 

interviews, and other methods to determine teacher candidates’ level of comfort or interest in 

teaching in a diverse urban environment.  

TPPs have utilized a variety of techniques and programs to increase their candidates’ 

multicultural competency (Gomez, 1993). In a review of efforts at that time, and their success, 

Gomez found that short term efforts such as single semester courses were not effective in 

changing teacher candidates’ perspectives. The programs that were most effective took place 

over multiple semesters or years and included a combination of coursework and field experience. 

Unfortunately, such an intensive approach is difficult to incorporate into a TPP with a full multi-

year schedule already. Gomez argues that a TPP is the wrong setting for the work of preparing 

teachers for multicultural students because teacher candidates are too young and still 

constructing their own identities.  

In a review of 15 years of literature, del Prado Hill et al. (2012) found that empirical 

studies in this area have many features in common. First, time in the field is a critical factor. 

Those programs with a short time frame were minimally effective in changing the perspectives 

and intentions of teacher candidates. Second, as with Gomez (1993), del Prado Hill et al. (2012) 
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found that fieldwork alone is less effective than fieldwork combined with coursework, readings, 

and intentional reflections. Finally, a small selection of studies reviewed teachers' beliefs and 

assumptions about teaching in diverse schools after they had been teaching for one or more 

years. These studies primarily found that changes in attitudes were short-lived and did not have a 

significant impact on teacher quality or use of culturally relevant pedagogy. It is interesting to 

note that these retrospective studies were solely qualitative in nature and did not attempt to 

quantify the number of teachers hired in urban schools or their retention rate. 

Garmon (2004), like Gomez (1993), sought to identify the characteristics that created a 

successful multicultural education program. Using a case study approach, Garmon interviewed a 

White female teacher candidate regarding her experience in a TPP in Michigan. The participant 

identified three program factors: intercultural experiences, support group experiences, and 

educational experiences. The participant also identified several personal characteristics necessary 

for candidates to fully participate in the multicultural education learning experience: openness to 

diversity, self-reflectiveness, and commitment to social justice. These factors are similar to 

teacher characteristics with a positive relationship to retention in urban schools (Dixson & 

Dingus, 2008; McKinney et al., 2007; Nunez & Fernandez, 2006). 

Despite Gomez’ concerns about the age of most teacher candidates and the need for a 

sustained period of time for multicultural competency to develop, some TPPs have implemented 

programs with success (Au & Blake, 2003; Olmedo, 1997). For example, in a university in 

Chicago, teacher candidates participate in a semester-long multicultural education course 

combining classwork with fieldwork. Olmedo (1997) conducted a qualitative analysis of the 

reflective journals of 16 White teacher candidates from the course. Her analysis found that shifts 

in candidates’ perspectives and teaching philosophies did occur. However, this shift did not 
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necessarily coincide with a desire to pursue a position in an urban classroom. For many of the 

prospective teachers, the experience helped them realize that the challenges of an urban school 

were not what they were looking for in a teaching experience. Other researchers have also found 

field experience in diverse schools to be a key component in developing multicultural education 

skills and competencies (Au & Blake, 2003; Bleicher, 2011; Conaway et al., 2007; Garmon, 

2004; Grande et al., 2009; Lee et al., 2010; Wiggins, 2007). While some researchers focused on 

multicultural development through the entirety of the TPP (Au & Blake, 2003; Garmon, 2004), 

others focused on specific time periods within the program (Bleicher, 2011; Conaway et al., 

2007; Grande et al., 2009; Wiggins et al., 2007) or student teaching at the end of the program 

(Groulx, 2001; Pagano et al., 1995). Conaway et al.s’ work is unique in that it captures data 

about teacher candidates’ change in perspectives during the beginning of the program in their 

freshman year (2007). Confirming the work of previous researchers, Conaway et al. found that 

fieldwork in diverse schools is a critical component of an effective multicultural education 

program. 

To better understand the impact of length of time, Wiggins et al. (2007) compared two 

groups of teacher candidates at a university in California. The first year of the multicultural 

education program (Group A), 23 participants in the middle of their TPP had three university 

courses and 30 hours of fieldwork over one semester. The second year (Group B), 24 participants 

had four courses and 60 hours of fieldwork over two semesters. Both groups were surveyed 

regarding factors that foster readiness for culturally diverse teaching as well as factors that 

constrain readiness through a total of 34 questions. The surveys were administered before and 

after the multicultural education program. There were some differences between the two groups 

before the program: Group A started with slightly higher scores than Group B. Both groups 
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scored significantly higher on their post-tests; Group B scored significantly higher than Group A 

despite the fact that Group A began with a bit of an advantage. These findings support Gomez’ 

argument that time is a necessary component of multicultural education for teacher candidates 

(Gomez, 1993).  

While time is an important factor in effective multicultural teacher preparation, it is not 

the only factor (Au & Blake, 2003; Conaway et al., 2007; Garmon, 2004; Gomez, 1993; Olmedo, 

1997; Wiggins, 2007). Grande et al. (2009) analyzed the impact of a short-term paid field 

experience in an urban school. Participants completed 12 hours of initial training and 90 hours of 

fieldwork over a six-week period. There are three significant differences between this program 

and previous studies: all participants were volunteers, indicating a preexisting interest in teaching 

in an urban setting; the experience was paid; and there was no corresponding coursework. 

Participants rated their willingness to teach in urban schools before and after the field 

experience, no significant differences were found. These findings indicate that field experience 

alone is insufficient. 

In an evaluation of a short-term field experience, Bleicher (2011) determined the 

influence of a one-week field placement on teacher candidates’ attitudes towards teaching in 

urban settings. The Urban Education Field Placement (UEFP) took place in New York City 

during the final semester before student teaching. Participants were a mix of traditional 

undergraduate students and MAT students. All participants were surveyed before and after the 

program regarding the assumptions/experiences of teaching in diverse urban schools as well as 

their level of comfort and interest in seeking such a placement for themselves after receiving 

their certification. Analysis revealed that assumptions before the placement were largely 

negative; experiences during the UEFP were overwhelmingly positive and overturned many of 
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those previous assumptions. However, when participants were questioned about their interest in 

teaching at an urban school, there was only a 4% increase from pre-test to post-test. This finding 

suggests that the UEFP was successful at challenging assumptions of urban schools and students 

but not at changing teacher candidates’ desires and intentions to teach in a similar location. 

Multicultural Experiences in Student Teaching. As the longest and most significant 

field experience during a TPP, many researchers believe student teaching to be the best 

opportunity for teacher candidates to develop the skills and strategies to educate students from 

diverse backgrounds (Groulx, 2001; Pagano et al., 1995, Whipp & Geronime, 2017).  

Pagano et al. (1995) sought to determine whether a student teaching experience in an 

urban school encouraged or deterred teacher candidates from teaching in an urban environment. 

Through surveys and focus groups, 38 respondents were questioned about their experiences 

while student teaching in an urban environment halfway through their term.  Followup 

interviews were conducted with six of the participants at the end of the student teaching 

experience. All six participants stated their intention to seek employment in an urban school 

upon completion of the TPP. Participants in the initial focus groups and the later interviews 

stated that there were two main reasons for their decision: students and other teachers. 

Candidates universally expressed a desire to help students, support them, care for them, and 

guide them. Candidates also shared how supervising teachers and other teachers from the urban 

school actively discouraged them from pursuing a teaching career in general and teaching in an 

urban school particularly. Participants discussed how these statements actually encouraged them 

to continue their career path out of a desire to change and improve the education system.  

Groulx (2001) approached the same question in a different way. The Texas university 

partnered with three urban schools where teacher candidates completed their student teaching 
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requirements. Candidates completed a survey both before and after their student teaching 

semester. They were given descriptions of four hypothetical schools - a primarily White public 

school, a primarily African-American public school, a primarily Hispanic public school, a 

diverse private school - and asked to use a 5-point Likert scale to rate their level of comfort and 

interest in teaching at such a school. Before their student teaching experience, the means for the 

White public school and the private school were similar.  They were also nearly double that of 

the other two school choices in both comfort and interest. After a student teaching experience in 

a diverse urban school, comfort and interest ratings both increased for the minority public 

schools, and both decreased for the private school. The mean scores for the primarily White 

public school did not change significantly between the two responses. These findings suggest 

that experience with urban schools during student teaching likely increases teacher candidates’ 

probability of seeking employment at an urban school. 

In one of the few studies identified that measured teacher retention in urban schools as 

related to TPP, Whipp and Geronime (2017) sought to identify components of teachers’ 

preparation programs that influenced their commitment, employment, and retention in urban 

schools. Four categories were identified: urban K-12 schooling, volunteer service, prior 

employment in diverse settings, and student teaching in a high poverty urban school. Using a 

correlational analysis, the researchers found positive relationships between all four of these 

categories and retention in an urban school after three years. The following correlation values 

were all statistically significant: urban K-12 schooling r = .501, employment in multi-racial 

settings r = .447, volunteer service r = .281, and student teaching in a high poverty urban school r 

= .271. Due to the methodology of the research, a retention rate or probability of retention for 

teachers who had these prior experiences was unable to be calculated. One other interesting 
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finding of this study was the relationship between an expressed intent to teach in urban schools 

during the TPP and first-time employment in an urban school: 55% of the variance in first-time 

employment was explained by intent to teach. This finding demonstrates that previous studies 

correlating various TPP components with intention to teach in an urban school may provide 

valuable insights into factors which would influence first-time employment in urban schools. 

In an example of a homegrown recruitment and multicultural program, Broward County 

Florida recruited a group of high school students and cultivated them to become teachers through 

preparation courses and field experiences in local urban schools (Kaplan, 2008). At the end of 

the high school magnet program, participants are offered a full scholarship to a local TPP which 

continues their teacher preparation and includes additional field experiences in the same urban 

schools - cultivating a connection to the school staff and students. Finally, once the participants 

graduate and receive their certification, they are guaranteed a teaching position in Broward 

County schools with preference given to the same schools where they completed their field 

experience. This program has had multiple positive impacts on the participants and the schools. 

The researcher found that 83% of participants who had completed the program had accepted full 

time teaching positions in Broward County, 82% of those hired were employed in high risk 

urban schools. This influx of teachers has helped address the teacher shortage in these schools. 

The retention rate after three years for participants is over 90%, an enormous improvement for an 

urban school. According to the researcher’s analysis, the urban schools which participated in the 

program displayed significant growth in both math and reading over the three years analyzed. 

A Unique Program. While the MUSE program in California is an MAT program and 

not a TPP, Freedman and Appleman (2009) were able to identify several critical components of a 

university program that improved teacher retention in urban schools over five years. First, the 
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program reinforced and developed a sense of mission. This correlates with the findings that show 

teachers with a sense of social justice have higher retention rates (Dixson & Dingus, 2008; 

McKinney et al., 2007; Nunez & Fernandez, 2006; Su, 1996). Second, the program reinforced 

and developed a disposition for hard work and persistence (Freedman & Appleman, 2009). 

Third, fieldwork and coursework are combined in a way that builds on and supports participants’ 

learning. This is supported by the findings that show a combination of fieldwork and coursework 

is essential to a successful multicultural education program (Au & Blake, 2003; Bleicher, 2011; 

Conaway et al., 2007; del Prado Hill et al., 2012; Garmon, 2004; Gomez, 1993; Grande et al., 

2009; Lee et al., 2010; Wiggins, 2007). Finally, the program includes training in acting and 

reflecting as a teacher researcher (Freedman & Appleman, 2009). All of these components 

combined to improve teacher retention dramatically compared to the typical retention rate in 

urban schools - 96% after one year, 69% after five years. The national average retention rates for 

urban schools are 76% after one year and 54% after five years (Zumwalt & Craig, 2005). 

Experiences of Students of Color in Teacher Preparation Programs 

Intentionally recruiting teachers of color is often suggested as a way to address teacher 

shortages and improve teacher retention in urban schools (Ingersoll et al., 2021). Candidates 

from minority groups face many challenges in TPPs at predominantly White institutions (Archer 

et al., 2022). In order to ameliorate these challenges, TPPs need to develop programs to attract 

and support students of color (Gist, 2017; Hill-Jackson, 2020; Kauchak & Burbank, 2003; 

Waddell & Ukpokodu, 2012). These efforts include reducing requirements for entry (Hill-

Jackson, 2020; Waddell & Ukpokodu, 2012), providing financial incentives (Hill-Jackson, 2020; 

Landa, 2020; Waddell & Ukpokodu, 2012), supporting social justice goals (Kauchak & Burbank, 

2003; Maddamsetti, 2021; Waddell & Ukpokodu, 2012) and organizing professional support 
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groups (Gist, 2017; Hill-Jackson, 2020; Kauchak & Burbank, 2003; Maddamsetti, 2021; 

Waddell & Ukpokodu, 2012). 

Using a case study methodology, Kauchak and Burbank (2003) worked closely with two 

participants through their student teaching semester at a TPP in Utah. One of the participants 

shared a language and culture with the majority of the students, the other represented a different 

minority group and spoke a different language. This created a significant difference in their 

student teaching experiences, reinforcing the hypothesis that race matching improves teacher 

satisfaction and retention (Feng, 2009; Newton et al., 2011; Renzulli, 2011). The authors argue 

that these differences allowed the first participant to focus on curriculum and developing 

engaging content while the second participant needed to spend significantly more time 

addressing behavior and developing effective procedures for the classroom. As part of the TPP, 

both participants benefited from an urban student teaching placement where they had the 

opportunity to work with minority students. They also had the support of a cohort of other 

teacher candidates with whom they could share challenges and seek solutions. These factors 

were intended to support teacher candidates through the completion of their program and as they 

began their teaching career. 

In another examination of the challenges faced by teacher candidates of color, Gist 

(2017) completed interviews and focus groups with nine participants to better understand the 

double bind effect - tension between their social and cultural ties as well as their ties to the 

education system. In regard to their social and cultural ties, participants described their pride: 

pride in their languages, pride in their families, pride in their communities, pride in their cultures. 

However, participants also described struggles with overcoming cultural expectations and 

external stereotypes. When discussing their ties to the education system, participants described 
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feeling isolated and silenced. Some candidates chose to combat these feelings through 

independent struggle by speaking out and involving themselves more deeply in university 

courses and programs. Others chose to join support groups for minority students in order to 

create a space where they were no longer isolated. The challenges described by these participants 

emphasize the need for TPPs to support and encourage minority teacher candidates. Maddamsetti 

found similar results in their case study analysis of three teacher candidates at an urban TPP 

(Maddamsetti, 2021). 

Waddell and Ukpokodu (2012) described a program developed by a midwestern 

university to recruit and develop teachers of color. First, the university altered their recruitment 

processes to target candidates from urban backgrounds, from minority groups, and first-

generation college students. In order to support this process, admission requirements were altered 

to allow for alternate demonstrations of academic skills (transcripts and writing samples instead 

of standardized test scores). Additionally, admission counselors provided support for candidates 

throughout the process with completing forms and meeting deadlines in order to support those 

unfamiliar with the college admissions process. As a result, admission to the urban education 

program of a predominantly White institution is 62% minority students. Once admitted to the 

program, participants receive financial support including assistance with housing, tuition, and 

textbook costs. Additionally, content course requirements were integrated with methods courses 

in the same content to support background knowledge development and build connections 

between content and pedagogy. To ensure candidates complete the program, various levels of 

support were available including a cohort of fellow students and a faculty mentor. Faculty 

mentorship continues after completion of the program through initial years of teaching. 

Throughout the program, prospective teachers are supported in their development of a social 
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consciousness through seminars and action research projects supporting urban students. As a 

result, program completion rates are significantly higher than in previous years and 94% of 

graduates found teaching positions in an urban school following graduation. After three years, 

88% remained teaching in an urban classroom.  

To determine the impact of financial awards on teacher candidate retention, Landa (2020) 

analyzed the influence of the Minority Teacher Scholarship (MTS) on retention at two points in 

the teacher pipeline: completion of bachelor’s degree and initial employment. Based on data 

from five states, minority students who received the MTS were more likely to complete their 

degree than minority students who did not. Additionally, in states where the MTS was offered, 

the percentage of minority graduates from TPPs was significantly greater than states that did not 

offer the MTS. Finally, graduates who had received the MTS had greater initial employment 

rates than minority graduates who did not receive the scholarship. Overall, the receipt of the 

scholarship had a positive effect on recipients throughout the teacher pipeline. 

Ingersoll, the seminal researcher in the area of teacher retention, has investigated 

minority teacher recruitment and retention repeatedly over the last decade (Ingersoll et al., 2017; 

Ingersoll et al., 2019; Ingersoll et al., 2021; Ingersoll & May, 2011). Ingersoll’s consistent 

finding is that the proportion of minority teachers has and continues to increase, from 13% in 

1987 to over 18% in 2016. However, this growth has not kept pace with the increase in 

proportion of minority students in schools (Ingersoll et al., 2017; Ingersoll et al., 2019; Ingersoll 

et al., 2021; Ingersoll & May, 2011) and the increase in proportion of minority candidates in 

TPPs (citation needed). This disparity indicates that further efforts are needed to recruit minority 

candidates into TPPs and support them through to graduation and certification (citation needed). 
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While TPPs have made changes to better recruit and retain teacher candidates (Gist, 

2017; Hill-Jackson, 2020; Kauchak & Burbank, 2003; Waddell & Ukpokodu, 2012), barriers still 

exist. In a 2019 analysis of the Massachusetts teacher pipeline - from entrance into a program 

through certification and employment - Rucinski and Goodman found that the greatest decrease 

in minority candidates was between enrollment and passing of the teacher licensure exam. At 

enrollment in a TPP, 34% of candidates are Black, Hispanic, Asian or another minority. Only 

13% of those candidates who pass the licensure exam are from one of these groups. Interestingly, 

the researchers found that race was not a significant predictor of performance on the licensure 

exam during their first trial. In fact, minority candidates have essentially equal pass rates as 

White candidates. However, White candidates are significantly more likely to retake the exam 

after an initial failure than minority candidates, leading to a decrease in the percentage of 

minority teachers at the time of initial certification. This suggests that additional support for 

minority students during preparation for the licensure exam, including assistance scheduling and 

preparing for necessary retakes, could help improve the percentage of minority teacher 

candidates achieving certification and entering the profession. 

Connection Between Teacher Retention and Teacher Preparation Programs 

Although previously discussed studies have examined the effect of an urban student 

teaching placement (Groulx, 2001; Pagano et al., 1995, Whipp & Geronime, 2017), other factors 

also play a role in future retention (Ronfeldt, 2012). The turnover rate at the field experience site 

(Ronfeldt, 2012) as well as the way that candidates’ culture and context is taken into account 

(Anderson & Stillman, 2013) influence the perceptions and performance of teacher candidates 

and their future employment and retention. 
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In a review of the literature from twenty years of research, Anderson and Stillman (2013) 

identified four major themes around the subject of student teaching: belief and attitude changes 

among student teachers, student teachers learning about the practice of teaching, how context 

and culture influence student teachers, and finally how teacher candidates learn from student 

teaching. The researchers note that several important topics are missing from the body of 

research and some topics are not handled with the care that they should be. Oftentimes, the 

question of culture and context is handled in a reductive way, ignoring crucial elements that 

impact the development and future careers of teacher candidates. This is true whether the culture 

and context being examined is that of the students or of the student teacher. The researchers 

suggest that areas for further research include determining the specific elements of student 

teaching that have the most beneficial effect as well as longitudinal studies to evaluate the long-

term effects of those elements. 

To determine what school characteristics had the most influence on teacher candidates, 

Ronfeldt (2012) analyzed the records of 3000 teachers in New York City public schools. 

Participants included demographic and employment data about themselves as well as school 

information for the school in which they completed their student teaching. Participants also rated 

their level of satisfaction with their field experience school, supervising teacher, and the school’s 

administrators. These satisfaction ratings were combined to provide a measure of student 

teaching quality. The researcher found that schools with a low turnover rate - regardless of their 

racial demographics, socioeconomic status, or student achievement - had high positive 

relationships with student teaching quality and with future teacher retention. The opposite was 

also true; high turnover schools had negative relationships with student teaching quality and 

future teacher retention, even when all other variables were controlled.  
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Chapter 3 

 

Methodology 

 

The research questions guiding this study are as follows: 

1. How is racial identity associated with teacher retention? 

2. How does multicultural coursework completed in teacher preparation 

programs impact teacher retention? 

3. How does acknowledging diversity in the mission/vision of a teacher 

preparation program impact teacher retention? 

There are three associated hypotheses: 

 H1 Teacher racial identity is a significant predictor of retention. 

 H2 Multicultural coursework in the teacher preparation program increases   

retention. 

H3 Acknowledging diversity in the mission/vision statement of a teacher  

preparation program increases teacher retention. 

This study utilizes a path analysis to determine the relationship between the input 

variables and the length of retention for each teacher in their initial school. The participants are 

the individual teachers. However, due to the variables included in this analysis, the assumption 

of independence is violated. The teachers (n = 6357) were certified by one of 28 teacher 

preparation programs (TPP) in the state of Kentucky. All teachers who graduated from the same 

institution will share a set of variables. All teachers who are then employed by the same school 

will share a set of variables. To accommodate for this violation of the assumption of 

independence, the path analysis will account for the covariance among variables. 
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Participants 

The input variables can be divided into three groups: teachers, TPPs, and schools. The 

teachers are the unit of analysis for this study. Teachers are nested within the TPP which 

provided their initial certifications. Teachers are also nested within the school which initially 

employs them. Through these connections, variables will be connected to the teacher and 

through them their length of retention at their first school. Due to the academic, cultural, and 

monetary cost of replacing a teacher at the school level, only the first school of employment is 

considered in this model. If the teacher remains in the field of education or even in the same 

district, the school must still absorb the cost of replacing that teacher. For this reason, length of 

employment at initial school is used as the outcome variable. For each participant, two variables 

are included: race and certification area. Certification area is included in order to determine the 

coursework required by the TPP. Teacher race has a significant relationship with teacher 

retention and should be considered as a potential mediating variable (Adams & Dial, 1993; 

Barnes et al., 2007; Charters Jr., 1970; Luekens et al., 2004; Marinell & Coca, 2013; McKinney 

et al., 2008; Newton et al., 2011). 

Setting 

There are two distinct settings for each participant: their TPP and their initial school of 

employment. A nest of variables is associated with each setting. Research has repeatedly 

demonstrated the relationship between school (of employment) characteristics and teacher 

retention (Allensworth et al., 2009; Barnes et al., 2007; Ingersoll, 2001; Loeb et al., 2005). The 

theoretical framework of this study supports the hypothesis that TPP characteristics, especially 

multicultural coursework requirements and acknowledgement of diversity in the school’s 
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mission/vision statement, have an effect on later retention (Vavrus, 2002). Therefore, both 

settings are important elements of analysis. 

Teacher Preparation Programs 

There are 28 TPPs in the state of Kentucky which certify teachers in several different 

areas. This nest of variables includes the inclusion of diversity in the school of education’s 

mission/vision statement (yes/no categorical variable). Additionally, the number of hours of 

multicultural education coursework required for each certification type and the timing of that 

coursework will be included. The timing of the multicultural coursework will be determined by 

the course number. Typically, 100 and 200 level courses are completed early in the program and 

300 and 400 level courses are completed closer to graduation. Vavrus (2002) asserts that 

multicultural coursework throughout the TPP is an important step in developing multicultural 

competency. Many other researchers have noted the influence of time on the effectiveness of 

multicultural coursework in TPPs (Au & Blake, 2003; Bleicher, 2011; Conaway et al., 2007; 

Garmon, 2004; Grande et al., 2009; Wiggins et al., 2007). By accounting for the number of hours 

required and the placement of those requirements within the program, this study will further the 

work of those researchers. Required credit hours and course timing are variables that may vary 

within the same institution for different certification types (eg. elementary or middle school). 

This will create a sub-group within the TPP set of variables. 

Schools 

There are 175 school districts of various sizes in Kentucky. Some schools have multiple 

participants included in this study; other schools are not represented. A school’s representation is 

determined by the number of teachers who fit the criteria:  graduates of Kentucky TPPs from the 

years 2011/12-2015/16 who were then employed in a Kentucky public school. Individual schools 
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may have multiple participants. The total number of schools included in this analysis was 1215. 

The school level variables include the following: enrollment, location, diversity of the staff as a 

percentage, diversity of the students as a percentage, and the number of students who qualify for 

free/reduced lunch (FRL) as a percentage. These variables have known relationships with teacher 

retention and should be included as potential mediating factors influencing retention.  

Sampling and Approach 

 

Teachers 

Teachers are the unit of analysis for this study. Participants were identified by limiting 

inclusion to graduates of Kentucky TPPs from the years 2011/12-2015/16 who were then 

employed in a Kentucky public school. The total number of participants included was 6357 (n = 

6357).  

Settings 

Teacher preparation programs and schools of employment were identified through 

qualifying teachers. Of the 30 TPPs in the state, 27 had qualifying graduates meriting their 

inclusion in the study. Graduates from three TPPs were excluded from the final dataset. Two 

Kentucky colleges closed during the selected time period and no data were available for those 

graduates. One TPP would not release necessary data regarding multicultural coursework and 

credit hours, necessitating the exclusion of their graduates as well.  On the contrary, not all K-12 

schools in Kentucky employed a qualifying teacher. Only schools who were the initial employer 

of a graduate from a Kentucky TPP in the years in question were included in analysis. 

 

 

 

 

 

 



CULTIVATING TEACHERS FOR HIGH-POVERTY SCHOOLS 88 
 

   

 

Table 1 

Variables 

Teacher School of Employment TPP School of Education 

Level 

Race Location Mission/Vision Statement 

Certification Type Enrollment Size Multicultural Coursework 

Required Credit Hours 

Certifying Institution Diversity of Staff Multicultural Coursework 

Course Level 

School of Initial Employment Diversity of Students  

Length of Employment Free/Reduced Lunch 

Percentage 

 

 

Intervention 

Based on the theoretical framework, two potential interventions are hypothesized. First, 

acknowledging diversity in the mission/vision of a TPP will improve teacher retention in high 

poverty schools. Second, the number of required credit hours in multicultural education 

coursework at a TPP will improve teacher retention in high poverty schools. These interventions 

are not designed or implemented by the researcher, rather by the TPPs independently. The goal 

of this analysis is to determine what if any impact these interventions may have. 

Vavrus (2002) outlined the Theory of Transformative Multicultural Education. Founded 

in Critical Race Theory, the Theory of Transformative Multicultural Education identifies a 

“Eurocentric core curriculum” (p 1, Vavrus, 2002) as the inherently racist system that must be 

transformed. The goal is to improve teacher preparation across a variety of areas including 

assessments, standards, pedagogy, curriculum, and technology. TPPs which incorporate 

multicultural education throughout all of these areas are described as achieving critical 

emancipatory multiculturalism. In order to identify TPPs in Kentucky who have accomplished 
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this goal, two potential indicators were identified. If the TPP identifies diversity within their 

mission/vision statement, that is a potential manifestation of multicultural education being 

implemented throughout the program. Additionally, if multicultural education courses are 

required repeatedly throughout the coursework program, that would be a further indication. It is 

for this reason that these two interventions have been selected for analysis. 

Data Collection 

Data collection for this analysis will come from three distinct sources. First, school 

characteristics are publicly available through the Kentucky Department of Education. Program 

information and requirements will be collected from each TPP through their course catalogs. 

Finally, the Educational Professional Standards Board collects the data for all teachers in the 

state. This information is stored and maintained by KYSTATS. 

The Kentucky Department of Education releases a School Report Card on each public 

school annually. This data includes enrollment size and demographic information, as well as a 

myriad of other data points that are not relevant to this analysis. Information is posted publicly 

on the School Report Card Historical Data Webpage 

(https://applications.education.ky.gov/SRC/DataSets.aspx). The data included in the School 

Report Card is required from all schools through federal and state guidelines, ensuring accuracy 

and full participation. Location is not included in the school report card; it is determined by 

entering each school’s address into the National Center for Education Statistics Education 

Demographic and Geographic Estimates 

(https://nces.ed.gov/programs/edge/Geographic/SchoolLocations). Through this database, each 

school is designated by a two-digit code identifying its location by one of twelve categories: 

urban large, urban midsize, urban small, suburban large, suburban midsize, suburban small, town 
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fringe, town distant, town remote, rural fringe, rural distant, rural remote. These categories are 

determined by the school’s distance from an urban center. During analysis, the categories are 

collapsed into four categories: urban, suburban, town, and rural. As urban schools are the focus 

of this analysis, the data is collapsed one final time into two categories, urban and not. 

Information about course requirements and TPPs are provided by the individual schools 

of education. Many programs post this data online. For those that do not, or that only post the 

most current information, the historical data is requested directly from the school through 

personal contact. All but one TPP provided access to this historical data upon request. 

Finally, information about individual teachers is not publicly available due to the 

personally identifiable nature of the data. Instead, this information is collected by the Kentucky 

Educational Professional Standards Board and maintained by the organization KYSTATS. A 

memorandum of understanding (MOU) is in effect with KYSTATS to access the necessary data 

about teachers including race, gender, certification type, certifying institution, school of initial 

employment, and length of initial employment. These variables are only described in aggregate 

form in order to maintain the confidentiality and privacy of the teachers. 

Analysis Design 

To investigate the contribution of the featured factors in explaining teacher retention rates 

within the hypothesized structure, a path model utilizing structural equation modeling was used.  

The Path model reflects the degree to which empirical evidence supports the existing research 

and theoretical explanations for the relationships between the variables.  

There is significant research demonstrating the relationship between school 

characteristics and teacher retention (Allensworth et al., 2009; Barnes et al., 2007; Ingersoll, 

2001; Loeb et al., 2005). School characteristics include size, location, age level, socio-economic 
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level, teacher salary, diversity of students, and diversity of staff. Teacher characteristics also 

have an impact on retention, especially race and gender (Adams & Dial, 1993; Barnes et al., 

2007; Charters Jr., 1970; Luekens et al., 2004; Marinell & Coca, 2013; McKinney et al., 2008; 

Newton et al., 2011). 

 Figure 1 shows the variables that are included in the initial path analysis and their 

predicted interrelationships. This figure provides a graphic representation of the proposed 

connections among the variables. 

Figure 1 

Initial Path Diagram 

 

Summary 

 

A structural equation model featuring path analysis is the methodology for this study. 

This methodology will identify what, if any, association multicultural education coursework and 

an emphasis on diversity in the TPP have on teacher retention. Known factors that influence 



CULTIVATING TEACHERS FOR HIGH-POVERTY SCHOOLS 92 
 

   

 

teacher retention such as race, gender, and school characteristics are included in order to 

differentiate between their impact on retention and the impact of the variables specific to these 

research questions.  
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Chapter 4 

Results 

Introduction 

 The purpose of this study is to determine how teacher preparation programs influence 

teacher retention, especially in high-poverty urban schools. Contributing variables such as 

teacher racial identity are included in the analysis. Drawing from the theoretical framework, 

three intervention variables are identified. The intervention variables are required multicultural 

coursework hours, course levels for those courses, and the inclusion of diversity in the TPP’s 

mission/vision statement. The research questions are as follows: 

1. How is racial identity associated with teacher retention? 

2. How does multicultural coursework completed in teacher preparation 

programs impact teacher retention? 

3. How does acknowledging diversity in the mission/vision of a teacher 

preparation program impact teacher retention? 

There are three associated hypotheses: 

 H1 Teacher racial identity is a significant predictor of retention. 

 H2 Multicultural coursework in the teacher preparation program increases   

retention. 

H3 Acknowledging diversity in the mission/vision statement of a teacher  

preparation program increases teacher retention. 

Structural equation modeling utilizing extant data from multiple sources was used to estimate a 

path model and evaluate the three hypotheses. All analyses were performed with STATA version 

16. 
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Presentation of Results 

 The initial path model specifications included 10 variables with 306 possible paths. All 

paths were analyzed to determine significance so that unnecessary paths could be eliminated. For 

example, school enrollment size has been shown to influence teacher retention in national 

research (Barnes et al., 2007; Perie & Baker, 1997). However, enrollment was shown to have no 

effect in this analysis when considered alone or in combination with other variables. For this 

reason, enrollment was eliminated from the path diagram entirely. Paths that were not 

statistically significant were eliminated as well, resulting in the following trimmed path diagram. 

Figure 2 

Respecified Path Diagram 

 
 

Using this respecified model, further analysis identified additional revisions that would improve 

the fit of the model. Paths g1, h1, and i1, which had been removed due to apparent insignificance, 

were added back. Path r was removed as it was now insignificant. Finally, a new path from credit 

hours to mission/vision statement (r1) was included. This new path was suggested by the STATA 

estat mindices function and fits within the theoretical framework. TPPs with a greater number of 

required course hours in multicultural education are also likely to have an emphasis on diversity 
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throughout the program. This emphasis is captured by the mission/vision statement variable. 

While this connection was not originally considered, it is consistent with theory and is significant 

in the analysis. All these changes resulted in the final model. 

Figure 3 

Final Path Diagram 

 
Table 2 

Goodness of Fit Comparison between Trimmed Model and Final Model 
 

 Trimmed Final 

n 6147 6147 

Chi-Square 15323 162.4 

R-Square 0.1466 .328 

Root Mean Square Error of Approximation 0.336 .035 

Comparative Fit Index 0.079 .99 

Standardized Root Mean square residual 0.213 .018 

 

The Chi-square likelihood ratio test of the final model versus saturation is statistically significant 

(p < .001) with a 𝛘² of 162.44. This indicates that there is a significant difference between the 

model and reality; a significant amount of error remains. This is to be expected as this model 

incorporates two areas of known variation in regard to teacher retention - teacher characteristics 

and school characteristics - in addition to the intervention variables. Many other factors known to 

affect retention, such as mentorship (Breaux & Wong, 2003; Bullough, 2005; DeAngelis et al., 
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2013; Fisher-Ari et al., 2018; Gray & Taie, 2015; LoCascio et al., 2016; Mosely, 2018; Osgood, 

2001; Smith & Ingersoll, 2004; Thompson et al., 2005; Wong, 2002) and teacher pay (Bruno & 

Negrete, 1983; Clotfelter, 2011; David, 2008; Dee & Wyckoff, 2015; Gray & Taie, 2015; 

Imazeki, 2005; Shifrer et al., 2017), are not included in the model. Despite these limitations, this 

model does demonstrate a good fit. 

Hypothesis Testing 

 The intervention variables were determined through the theoretical framework: required 

coursework, credit hour requirements, and mission/vision statement. Required coursework and 

credit hour requirements were identified through course catalogs and descriptions of required 

courses at participating TPPs. Credit hours are a scale variable. Required coursework is a 

categorical variable with 13 categories. A course level of zero means that no required courses 

were identified. A course level with only one number such as 300 means that one required course 

at the 300 level was identified. A course level range such as 200-300 means that multiple 

required courses at both the 200 and 300 levels were identified. Finally, a course range 200-200 

means that multiple required courses all at the 200 level were identified. Table three lists all 

identified categories and their sample size. For clarity, the sample size does not represent the 

number of TPPs or certifications with those required courses, but the number of participant 

teachers who went through those programs during the time period. 

Due to the large number of categories, this variable was collapsed into several potential 

dummy variables which were analyzed through the path model. The model with the best fit 

collapsed the course levels into two groups - no required courses and any required courses at any 

level. This was the model that was ultimately used.  
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Table 3 

Course Level Categories and Sample Size 

Course Level Categories Sample Size 

0 3474 

100-300 23 

100-400 9 

200 113 

200-200 11 

200-300 746 

200-400 272 

200-500 61 

300 1022 

300-300 247 

300-400 47 

300-500 288 

400 38 

 

The mission/vision statement variable is a categorical yes/no variable, examined through 

the course catalog or the website. If the mission/vision statement included a mention of diversity, 

the variable was coded at yes (n = 2166). If the mission/vision statement did not include an 

acknowledgement of diversity or no mission/vision statement was found, the variable was coded 

at no (n = 4185). Again, the n value is the number of teacher participants from the institutions 

with those variables, not the number of TPPs in Kentucky.  

In addition to the intervention variables, the model included several other variables with 

known relationships to teacher retention. Teacher racial identity is a categorical variable with 

two groups: White (n = 6069) and Black (n = 178). Other racial groups were represented in the 
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data sample, but at such small numbers they are insufficient for analysis. It is worth noting that 

Kentucky’s ratio of White teachers to Black teachers is severely skewed from the national 

average. Nationally, approximately 7% of teachers are Black (U.S. Department of Education, 

2020). However, Black teachers represent only 2.9% of teachers in the participant sample, a 

slightly lower percentage than the 3.5% of teachers statewide who identify as Black (Kentucky 

Department of Education, 2020). School staff diversity is a scale variable identifying the 

percentage of certified teachers employed at the school who identify as White. School student 

diversity is a scale variable identifying the percentage of students enrolled at the school who 

identify as White. Free and reduced lunch percentage is a scale variable representing the 

percentage of students enrolled who qualify financially for free or reduced lunch. Location is a 

categorical variable with four designations: urban (n = 1017), suburban (n = 1237), town (n = 

1651), and rural (n = 2291). These designations are assigned based on distance from an urban 

center by the United States Census Bureau (National Geographic, 2021). The sample size does 

not represent the total number of schools from each category in Kentucky, but the total number 

of new teachers employed by schools in each category. As this analysis is focused on the specific 

challenges faced by urban schools, the four categories were collapsed into two: urban and not 

urban. Not urban includes teachers at schools in suburban, town, and rural areas. Collapsing 

categories in this way focuses the analysis on those variables that have been shown to have a 

specific impact on teacher retention. 

These variables in the final model were analyzed using structural equation functions in 

the STATA program, a tool for statistical analysis. Unstandardized and standardized path 

coefficients and constant values are calculated. The standardized path coefficients and constant 

values allow comparison across the variables. Staff diversity has the greatest impact within the 
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model with the largest standardized path coefficient, .737 from student diversity to staff 

diversity, and the largest constant at 10.779. This finding matches with current research that 

identifies staff diversity as a factor in teacher retention, especially for teachers of color (Barnes et 

al., 2007; Feng, 2009; Newton et al., 2011; Renzulli et al., 2011). 
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Table 4 

Standardized Values of Variables in Final Model 
 

Standardized  Coeff. 

Standard 

Error z P ❙z❙ 
95% Confidence 

Interval 

Mission 

Statement 

Course Hours -.346 .011 -31.03 <.001 -.368 -.324 

 Free/ Reduced 

Lunch 

-.024 .012 -2.01 .045 -.047 -.001 

 Race .069 .012 5.79 <.001 .046 .092 

 Urban .175 .012 14.89 <.001 .152 .198 

 Constant .975 .044 22.29 <.001 .890 1.061 

Student 

Diversity 

Race -.171 .011 -15.95 <.001 -.192 -.150 

 Urban -.479 .009 -52.71 <.001 -.497 -.461 

 Constant 3.705 .031 119.55 <.001 3.644 3.766 

Staff Diversity Student Diversity .737 .006 124.61 <.001 .725 .749 

 Race -.096 .008 -11.35 <.001 -.112 -.079 

 Constant 10.779 .117 92.00 <.001 10.549 11.008 

Required 

Coursework 

Student Diversity .165 .014 12.15 <.001 .139 .192 

 Free/ Reduced 

Lunch 

.031 .014 2.28 .023 .004 .058 

 Constant .400 .082 4.87 <.001 .239 .561 

Retention Student Diversity .061 .013 4.73 <.001 .036 .086 

 Required 

Coursework 

-.058 .013 -4.48 <.001 -.083 -1.662 

 Constant 1.566 .049 31.80 <.001 1.470 1.663 

Free/ Reduced 

Lunch 

Student Diversity -.472 .012 -38.73 <.001 -.496 -.448 

 Urban -.136 .013 -10.24 <.001 -.162 -.110 

 Constant 5.205 .049 105.53 <.001 5.108 5.301 
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Table 5 

Unstandardized Values of Variables in Final Model 
 

Unstandardized  Coeff. 

Standard 

Error z P ❙z❙ 
95% Confidence 

Interval 

Mission 

Statement 

Course Hours -.051 .002 -29.16 <.001 -.054 -.048 

 Free/ Reduced 

Lunch 

-.062 .031 -2.01 .045 -.123 -.001 

 Race .196 .034 5.77 <.001 .130 .263 

 Urban .224 .015 14.55 <.001 .193 .254 

 Constant .464 .021 22.33 <.001 .423 .504 

Student 

Diversity 

Race -.228 .015 -15.64 <.001 -.256 -.199 

 Urban -.287 .007 -43.88 <.001 -.300 -.275 

 Constant .825 .003 311.15 <.001 .820 .830 

Staff Diversity Student 

Diversity 

.238 .003 87.24 <.001 .232 .243 

 Race -.041 .004 -11.31 <.001 -.048 -.034 

 Constant .774 .002 350.60 <.001 .769 .778 

Required 

Coursework 

Student 

Diversity 

.370 .031 12.01 <.001 .310 .431 

 Free/ Reduced 

Lunch 

.086 .038 2.28 .023 .012 .160 

 Constant .199 .041 4.91 <.001 .120 .279 

Retention Student 

Diversity 

.479 .101 4.72 <.001 .280 .678 

 Required 

Coursework 

-.203 .045 -4.48 <.001 -.292 -.114 

 Constant 2.751 .081 33.77 <.001 2.591 2.910 

Free/ Reduced 

Lunch 

Student 

Diversity 

-.385 .011 -35.26 <.001 -.407 -.364 

 Urban -.066 .007 -10.14 <.001 -.079 -.054 

 Constant .946 .009 102.25 <.001 .928 .964 
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While the standardized values allow for easier comparisons, the unstandardized values 

maintain the original scale of measurement and a utilitarian interpretation. From this table we 

can see that an increase of 1 in student diversity, indicating a larger number of White students, 

improves retention by nearly half of a year (.479). Similarly, having zero multicultural education 

courses in the TPP decreases retention by approximately one-fifth of a year (-.203). 

 The effects of each variable can also be determined. Tables 6, 7, and 8 show the total 

effects, direct effects, and indirect effects of this model. 

Table 6 

Total Effects of Variables 
 

  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Mission Statement Student Diversity .137 .015 9.03 <.001 .064 

 Staff Diversity .095 .017 5.50 <.001 .014 

 Course Hours .267 .009 28.17 <.001 .280 

 Free/ Reduced 

Lunch 

-.039 .033 -1.20 .229 .015 

 Race .161 .034 4.74 <.001 .057 

 Urban .187 .015 12.09 <.001 .146 

Student Diversity Race -.228 .015 -15.64 <.001 .171 

 Urban -.287 .007 -43.88 <.001 .479 

Staff Diversity Student Diversity .238 .003 87.24 <.001 .737 

 Race -.095 .005 -19.23 <.001 .221 

Required 

Coursework 

Student Diversity .337 .028 11.91 <.001 .151 

 Free/ Reduced 

Lunch 

.086 .038 2.28 .023 .031 

 Race -.077 .008 -9.48 <.001 .026 

 Urban -.103 .009 -11.89 <.001 .076 
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  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Course Hours Student Diversity -2.205 .168 -13.15 <.001 .153 

 Staff Diversity -1.864 .333 -5.60 <.001 .042 

 Required 

Coursework 

-5.227 .048 -108.95 <.001 .810 

 Free/ Reduced 

Lunch 

-.450 .197 -2.28 .023 .025 

 Race .579 .057 10.23 <.001 .030 

 Urban .664 .051 12.95 <.001 .077 

Retention Student Diversity .410 .100 4.09 <.001 .052 

 Required 

Coursework 

-.203 .045 -4.48 <.001 .058 

 Free/ Reduced 

Lunch 

-.017 .009 -2.03 .042 .002 

 Race -.094 .024 -3.95 <.001 .009 

 Urban -.117 .029 -4.03 <.001 .025 

Free/ Reduced 

Lunch 

Student Diversity -.385 .011 -35.26 <.001 .472 

 Race .088 .006 14.29 <.001 .081 

 Urban .044 .006 7.13 <.001 .090 

* The path from Free/Reduced Lunch to Mission Statement is not statistically significant. 
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Table 7 

Direct Effects of Variables 
 

  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Mission 

Statement Course Hours -.051 .002 -29.16 <.001 -.346 

 

Free/ Reduced 

Lunch -.062 .031 -2.01 .045 -.024 

 Race .196 .034 5.77 <.001 .069 

 Urban .224 .015 14.55 <.001 .175 

Student Diversity Race -.228 .015 -15.64 <.001 .171 

 Urban -.287 .007 -43.88 <.001 .479 

Staff Diversity 

Student 

Diversity .238 .003 87.24 <.001 .737 

 Race -.041 .004 -11.31 <.001 .096 

Required 

Coursework 

Student 

Diversity .370 .031 12.01 <.001 .165 

 

Free/ Reduced 

Lunch .086 .038 2.28 .023 .031 

Course Hours Staff Diversity -1.864 .333 -5.60 <.001 .042 

 

Required 

Coursework -5.227 .048 -108.95 <.001 .810 

Retention 

Student 

Diversity .479 .101 4.72 <.001 .061 

 

Required 

Coursework -.203 .045 -4.48 <.001 .058 

Free/ Reduced 

Lunch 

Student 

Diversity -.385 .011 -35.26 <.001 .472 

 Urban -.066 .007 -10.14 <.001 .136 
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Table 8 

Indirect Effects of Variables 
 

  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Mission 

Statement 

Student Diversity .137 .015 9.03 <.001 .064 

 Staff Diversity .095 .017 5.50 <.001 .014 

 Required 

Coursework 

.267 .009 28.17 <.001 .280 

 Free/ Reduced 

Lunch 

.023 .010 2.27 <.001 .280 

 Race -.035 .004 -8.27 <.001 .012 

 Urban -.037 .003 -11.42 <.001 .029 

Staff Diversity Race -.054 .004 -15.39 <.001 .126 

 Urban -.069 .002 -39.20 <.001 .126 

Required 

Coursework 

Student Diversity -.033 .015 -2.27 .023 .015 

 Race -.077 .008 -9.48 <.001 .026 

 Urban -.103 .009 -11.89 <.001 .076 

Course Hours Student Diversity -2.205 .168 -13.15 <.001 .153 

 Free/ Reduced 

Lunch 

-.450 .197 -2.28 .023 .025 

 Race .579 .057 10.23 <.001 .030 

 Urban .664 .051 12.95 <.001 .077 

Retention Student Diversity -.068 .016 -4.19 <.001 .009 

 Free/ Reduced 

Lunch 

-.017 .009 -2.03 .042 .002 

 Race -.094 .024 -3.95 <.001 .009 

 Urban -.117 .029 -4.03 <.001 .025 

Free/ Reduced 

Lunch 

Race .088 .006 14.29 <.001 .081 

 Urban .111 .004 27.49 <.001 .226 
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The variable with the greatest total effect on retention is student diversity, indicating that 

as the percentage of White students in the school increases teacher retention also increases. The 

only intervention variable connected to retention in the final model is required coursework with a 

standardized coefficient of the total effect of -.203. Since required coursework is a categorical 

variable with any number of required courses as the default, this can be interpreted to mean that 

not having multicultural education courses reduces overall retention.  

Kentucky Baseline Data 

 Once the final model was determined, a variation was created which removed all 

intervention variables. The only variables remaining were those variables identified through 

previous research as having an impact on teacher retention: teacher racial identity, school staff 

diversity, school student diversity, school free and reduced lunch percentage, and school 

location. The purpose of this phase was to identify the baseline data for Kentucky during the 

years selected for analysis. No other changes were made to provide an accurate comparison for 

the effects of the intervention data. 

Figure 4 

Baseline Path Diagram 

/ 
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 In the standardized values, staff diversity retains the largest constant (10.827) and the 

greatest path value (.737 from student diversity to staff diversity). The rest of the values also 

remain similar as well. 

Table 9 

Standardized Values of Variables in Kentucky Baseline Model 
 

Standardized  Coeff. 

Standard 

Error z P ❙z❙ 
95% Confidence 

Interval 

Student 

Diversity 

Race -.171 .011 -16.08 <.001 -.192 -.150 

 Urban -.480 .009 -53.18 <.001 -.498 -.462 

 Constant 3.719 .031 120.29 <.001 3.658 3.780 

Staff Diversity Student Diversity .737 .006 125.59 <.001 .726 .749 

 Race -.096 .008 -11.42 <.001 -.112 -.079 

 Constant 10.827 .117 92.59 <.001 10.598 11.057 

Free/ Reduced 

Lunch 

Student Diversity -.462 .012 -37.76 <.001 -.486 -.438 

 Urban -.135 .013 -10.22 <.001 -.161 -.109 

 Constant 5.185 .050 104.57 <.001 5.088 5.282 

Retention Student Diversity .068 .015 4.66 <.001 .039 .097 

 Urban .031 .015 2.09 .037 .002 .059 

 Constant 1.465 .058 25.08 <.001 1.351 1.580 
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Table 10 

Unstandardized Values of Variables in Kentucky Baseline Model 
 

Unstandardized  Coeff. 

Standard 

Error z P ❙z❙ 
95% Confidence 

Interval 

Student 

Diversity 

Race -.229 .015 -15.76 <.001 -.258 -.201 

 Urban -.288 .007 -44.25 <.001 -.301 -.276 

 Constant .827 .003 314.76 <.001 .821 .832 

Staff Diversity Student 

Diversity 

.237 .003 87.88 <.001 .232 .242 

 Race -.041 .004 -11.38 <.001 -.048 -.034 

 Constant .774 .002 353.18 <.001 .770 .778 

Free/ Reduced 

Lunch 

Student 

Diversity 

-.377 .011 -34.53 <.001 -.399 -.356 

 Urban -.066 .007 -10.12 <.001 -.079 -.054 

 Constant .942 .009 101.57 <.001 .924 .960 

Retention Student 

Diversity 

.538 .116 4.65 <.001 .312 .765 

 Urban .145 .070 2.09 .037 .009 .282 

 Constant 2.574 .098 26.21 <.001 2.381 2.766 

 

As stated earlier, unstandardized values are easier to interpret in meaningful ways. From these 

values, relationships between student diversity and retention as well as school location and 

retention can be interpreted. An increase in the percentage of White students increases retention 

by approximately half of a school year (.538). A school located in an urban environment has a 

slightly longer retention time than one located in any other environment (suburban, town, and 

rural are collapsed into one category of non-urban in this analysis). 

 The effects of each variable can also be determined. Tables 11, 12, and 13 show the total 

effects, direct effects, and indirect effects of this baseline model. 
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Table 11 

Total Effects of Variables 
 

  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Student Diversity Race -.229 .015 -15.76 <.001 -.171 

 Urban -.288 .007 -44.25 <.001 -.480 

Staff Diversity Student 

Diversity 

.237 .003 87.88 <.001 .737 

 Race -.096 .005 -19.37 <.001 -.222 

 Urban -.068 .002 -39.52 <.001 -.354 

Free/Reduced 

Lunch 

Student 

Diversity 

-.377 .011 -34.53 <.001 -.462 

 Race .086 .006 14.34 <.001 .079 

 Urban .042 .006 6.84 <.001 .086 

Retention Student 

Diversity 

.538 .116 4.65 <.001 .068 

 Race -.123 .028 -4.46 <.001 -.012 

 Urban -.010 .060 -.017 .868 -.002 

*The path from Urban to Retention is not significant in this model. 

The variable with the greatest total effect on retention is student diversity. This is the same 

finding as the final model with the intervention variables. Again, this indicates that the 

percentage of White students in a school is the best predictor of retention in this model. The 

standardized coefficient of the total effect of teacher racial identity on retention is -.123. 
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Table 12 

Direct Effects of Variables 
 

  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Student Diversity Race -.229 .015 -15.76 <.001 -.171 

 Urban -.288 .007 -44.25 <.001 -.480 

Staff Diversity Student 

Diversity 

.237 .003 87.88 <.001 .737 

 Race -.041 .004 -11.38 <.001 -.096 

Free/Reduced 

Lunch 

Student 

Diversity 

-.377 .011 -34.53 <.001 -.462 

 Urban .066 .007 -10.12 <.001 -.135 

Retention Student 

Diversity 

.538 .116 4.65 <.001 .068 

 Urban .145 .070 2.09 .037 .031 

 

Table 13 

Indirect Effects of Variables 
 

  Coeff. 

Standard 

Error z P ❙z❙ 
Standardized 

Coeff. 

Staff Diversity Race -.054 .004 -15.51 <.001 -.126 

 Urban -.068 .002 -39.52 <.001 -.354 

Free/ Reduced 

Lunch 

Race .086 .006 14.34 <.001 .079 

 Urban .109 .004 27.22 <.001 .222 

Retention Race -.123 .028 -4.46 <.001 -.012 

 Urban -.156 .034 -4.63 <.001 -.033 
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Most of the relationships remain extremely similar between the two models. To determine which 

model has the best fit, the goodness of fit between the final model and the baseline model are 

compared. 

Table 14 

Goodness of Fit Comparison between Final Model and Baseline Model 
 

 Final Baseline 

n 6147 6147 

Likelihood Ratio Test 162.4 80.849 

R-Square .328 .308 

Root Mean Square Error of Approximation .035 .045 

Comparative Fit Index .99 .99 

Standardized Root Mean square residual .018 .014 

 

The likelihood ratio test of the baseline model versus saturation is statistically significant 

(p < .001) with a 𝛘² of 80.849. This is half of the variation found in the final model, indicating 

that the baseline model is significantly closer to reality than the final model including the 

intervention variables. The R² of the final model is greater than that of the baseline model, .328 

as opposed to .308. However, this difference is very small. 

These tests determine that the baseline model is the most parsimonious of the two. It has 

fewer variables, fewer paths, and less error while explaining a similar amount of the variation. 

Therefore, the baseline model without the intervention variables provides a more optimal 

solution.   
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Chapter 5 

Discussion 

Introduction 

 The purpose of this study is to determine how teacher preparation programs influence 

teacher retention, especially in high-poverty urban schools. This analysis takes into account 

contributing variables such as teacher racial identity. Three specific variables were selected for 

examination: inclusion of diversity in the program’s mission/vision statement, the course level(s) 

of required courses in multicultural education, and the number of credit hours required for 

multicultural education. The research questions are as follows: 

1. How is racial identity associated with teacher retention? 

2. How does multicultural coursework completed in teacher preparation 

programs impact teacher retention? 

3. How does acknowledging diversity in the mission/vision of a teacher 

preparation program impact teacher retention? 

There are three associated hypotheses: 

 H1 Teacher racial identity is a significant predictor of retention. 

 H2 Multicultural coursework in the teacher preparation program increases   

retention. 

H3 Acknowledging diversity in the mission/vision statement of a teacher  

preparation program increases teacher retention. 

The analysis identified some key differences between Kentucky’s retention data and national 

research into teacher retention. The Kentucky baseline model has a better fit, explains a similar 

amount of variation, and is more parsimonious than the intervention model. 
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Synthesis of Findings 

Research Question One: How Is Racial Identity Associated with Teacher Retention?  

 In contrast to national studies (Adam & Dial, 1993; Hancock & Scherff, 2010; McKinney 

et al., 2008; Newton et al., 2011), race did not have a significant relationship with retention in 

either the intervention model or the Kentucky baseline model. There was a small indirect effect 

of -.094 (p <. 001). The most likely reason for the difference between this analysis and prior 

research is the dramatically lower proportion of Black teachers in the sample population than 

what is found nationally. According to the Department of Education, 7% of teachers nationwide 

are Black (U.S. Department of Education, 2020). In Kentucky, it is half that at 3.5% of teachers 

(Kentucky Department of Education, 2020). The participant sample included only 178 Black 

participants, 2.9% of the sample. The small sample size can obscure existing relationships by 

amplifying the effects of outliers. Whatever the reason, the null hypothesis was supported; there 

is no significant relationship between teacher racial identity and retention. 

Research Question Two: How Does Multicultural Coursework Completed in Teacher 

Preparation Programs Impact Teacher Retention? 

 A significant relationship does exist between required coursework and teacher retention. 

Teachers who did not have required multicultural courses in their TPP had slightly lower 

retention than those who did. The unstandardized beta coefficient is -.203, meaning that not 

having required multicultural coursework in the TPP reduced retention by approximately one-

fifth of a year. When comparing standardized coefficients, required coursework had the smallest 

impact on retention of all variables with a direct relationship. Additionally, the baseline model 

without any of the intervention variables, including required coursework, was more 

parsimonious. It explained a similar amount of variation with significantly less error. Taking 
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these factors into account, there is not enough evidence to support the hypothesis that 

multicultural coursework increases teacher retention. 

Research Question Three: How Does Acknowledging Diversity in the Mission/Vision of a 

Teacher Preparation Programs Impact Teacher Retention? 

 Acknowledging diversity in the mission/vision statement of the TPP did not have a 

statistically significant relationship with teacher retention. There were neither direct nor indirect 

effects in the path analysis, thereby supporting the null hypothesis. This unexpected result could 

possible be attributed to the ineffectiveness of this variable in measuring the cultural 

responsiveness of the TPP, although that claim is unsubstantiated at this time. In future research, 

an alternate method for determining cultural responsiveness should be utilized.  

Implications 

 Despite the theoretical framework, none of the hypotheses were supported in this 

analysis. These findings do not indicate that cultural responsiveness and multicultural 

coursework preparation are not important components of a TPP. According to published 

research, there are a number of reasons that these components have an important role in new 

teacher preparation (Duncan, 2014; Ladson-Billings, 1995; Olmedo, 1997; Vavrus, 2002). 

However, requiring multicultural education courses does not improve later retention, including 

diversity in the mission/vision statement does not improve later retention. While it could be 

argued that these are important characteristics of a TPP for other reasons, retention is not one of 

the benefits. 

 Despite the failure to support any of the associated hypotheses, this research has an 

important implication for future research in teacher retention. This is the first time that the 

relationship between TPP characteristics and retention has been examined. While these specific 
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characteristics were not found to have a significant relationship, other characteristics may in the 

future. This model can continue to be used in the future to examine additional TPP 

characteristics and identify relationships with retention. 

Study Limitations 

 These data were collected from Kentucky colleges and universities for graduates who 

were employed before the COVID-19 pandemic beginning in 2020. This pandemic altered the 

face of education to an extreme degree. Educators today face different challenges. These 

variables may no longer hold the same significance in the new landscape of education. 

 Many of the course level categories had very small sample sizes. Collapsing the data into 

smaller categories increases the sample size but reduces the specificity of the variable. Further 

examination with a larger sample size would allow for a more nuanced exploration of the course 

level variable. 

 Two Kentucky colleges closed during the time of the study; their graduates were 

eliminated from this analysis. One teacher preparation program would not release program data, 

they were also eliminated. 

 Multicultural education courses were identified through course descriptions. A variety of 

terms and descriptors were included: diverse populations, methods for instructing students from 

different cultural backgrounds, multicultural pedagogy, etc. There may have been other courses 

which provided instruction in multicultural education but did not include these terms in the 

descriptions. This would reduce the number of courses/credit hours identified and could affect 

the results. 
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The specified variables were not supported by additional fidelity of implementation 

variables. The assumption was made that these variables would accurately measure the desired 

characteristics within the TPP. 

Extant data sources were used for the collection of all variables: KYSTATS, Kentucky 

Department of Education, course catalogs. Any errors that exist within these data sets was 

incorporated into the analysis. 

Future Research 

 These results suggest two areas of possible future research. First, the acknowledgment of 

diversity in the teacher preparation program’s mission/vision statement was not found to have a 

significant impact despite the theoretical framework. Other variables might more accurately 

capture the data needed to support or nullify Vavrus’ position (2002). In his book, Vavrus 

includes a series of rubrics with which to assess teacher preparation programs in regard to 

multicultural education. Utilizing these rubrics would provide a better assessment of teacher 

preparation programs, although it would require in-depth access to each program to accurately 

evaluate them. A similar analysis to this study using those results would provide an interesting 

test of the suppositions of the Theory of Transformative Multicultural Education (Vavrus, 2002). 

 Second, the path of best fit only accounted for 30.8% of the variance, many other factors 

remain unaccounted for. Further investigation into the teacher preparation programs may help to 

identify these unknown variables. Suggestions include TPP size, length of field experience, type 

of field experience, course level and credit hours in content area courses, and mentor or cohort 

support after graduation. Currently, this is the only research known to the investigator which 

analyzes the relationship between TPP and future teacher retention. This is an area ripe for future 

research.  
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