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Introduction

In this report, the Center for Teaching Quality (CTQ), informed by a team of education
researchers and labor economists, presents a fresh approach to understanding teacher
working conditions. As scholars we have a long track record of investigating working
conditions — especially in light of schools as organizations and teachers learning from
each other in order to improve their teaching practices and student learning. Most
recently, major foundations and leading policymakers have begun to focus on the
strategic management of human capital as the key variable in closing the unrelenting
student achievement gap in America’s public schools. The strategic management of
human capital has been defined as “the acquisition, development, performance
management and retention of top talent in the nation’s schools.” However, most of the
current focus has been on recruiting talented teachers and paying them more for
improving test scores in high-needs schools. However, it is one thing to identify and
recruit talent; it is another to create conditions necessary for their success and their
long-term retention in schools with students who are best served by a stable and
cohesive group of effective teachers.

We believe strongly that recruiting the right teachers with the right preparation and
gualifications is insufficient to ensure America’s public school students are taught well.
Teachers must have the right conditions in place in order to teach effectively and for
students to learn — especially at high levels. Efforts to transform high-needs schools and
improve the academic achievement of their students have been befuddled by a revolving
door of underprepared, inexperienced teachers who must cope with a complex array of
dysfunctional working conditions. In the past, discussions of teacher working conditions
have focused primarily on teacher salaries and benefits, class size, and internal transfer
policies, as well as other similar issues addressed in traditional contractual
arrangements agreed upon by both local school boards and teacher unions. We have
come to understand that the most important working conditions — i.e., the ones that
matter for meaningful teacher retention and student achievement — transcend these
typical issues. In some quarters, researchers and practitioners are suggesting that
working conditions may be viewed as opportunities to learn —and as a mediator of
teacher qualifications and valued student outcomes. However, there is little agreement
about which working conditions matter most. As Gary Sykes, one of our expert
consultants told us, “Absent specification provided by theory or a model, causal
relations — among working conditions and teacher and student outcomes — cannot but
remain murky and unresolved.”?

i This paper has been developed with support from both the Spencer Foundation and the Ford Foundation.



This paper focuses mostly on recent experiences in which CTQ has engaged in a range of
research and development initiatives at the state and local levels to begin unpacking
what is known about the conditions under which teachers teach and how to improve
them. Our work began in North Carolina — where Governor Mike Easley made the
formal reporting of teacher working conditions central to his efforts to improve teaching
and learning in the state. Over the last several years we have learned a great deal, and
much of what has been uncovered is important for policymakers and practitioners to
consider. But more needs to be done.

With initial support from the National Education Association, CTQ administered
population- and web-based surveys over a three-year period. These surveys — see
examples from 2006 and 2008 — focused on a limited range of working conditions
issues — including time, facilities and resources, teacher empowerment, school
leadership, and professional development. The survey items were built based in part on
the extant literature as well as the needs of diverse education stakeholders in the states
(e.g., Arizona, Kansas, Mississippi, Nevada, North Carolina, Ohio, and South Carolina)
in which the instrument was administered and analyzed. With over 250,000 teachers
responding to the survey, several trends have surfaced consistently in the states over
time:

1. Most teachers want to remain in teaching and are committed to their students.

2. Teachers who intend to leave their schools and teaching are more likely to have
grave concerns about their lack of empowerment, poor school leadership, and the
low levels of trust and respect inside their buildings.

3. Elementary school teachers were far more sanguine about their working
conditions, when compared to their middle and high school counterparts.

4. New teachers who have quality support are more likely to report they will remain
in teaching.

5. Teachers who report relatively low levels of satisfaction with their professional
development often do not have access to the kinds of training they believe they
need.

6. Teachers with different characteristics (e.g., type of credential, years of
experience, etc.) tend to respond more or less similarly (except in a few instances,
and, not surprisingly, new teachers were less concerned about issues of
empowerment).

7. Teachers’ perceptions of working conditions may vary more inside of schools
than between them.

8. Teachers’ response rates vary by type of school (low poverty versus high poverty)

in different states and appear to influence reports of positive or negative working
conditions.
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9. Teachers and administrators view teaching and learning conditions differently —
and often quite dramatically so.ii

CTQ’s more recent analyses as well as those of a number of other well-respected
researchers have found some relationships between certain clusters of working
conditions issues — e.g., school leadership — and teacher retention and student
achievement. However, limitations of current instruments (e.g., that define the
constructs too narrowly) and data (e.g., that do not distinguish between different types
of teacher attrition) raise issues about making specific causal claims between conditions
and teacher retention and student achievement. We suspect, as outlined later, that out-
of-field assignments and teaching in high-stakes grades, as well as classes with high
student mobility can have powerful impact on teachers’ perceptions of working
conditions — and subsequently on their willingness to stay in a certain school and teach
effectively. We also suspect that teachers with different career intentions view working
conditions differently — which can have consequences for whether they stay in teaching.
Combined with our other research and development efforts in staffing high-need
schools and creating professional learning communities and teacher networks, we
believe there is a lot more to understand about measuring and improving working
conditions — especially for 21st century schools and the teaching profession. With
support from the Spencer Foundation and Ford Foundation, we are now launching a
series of case studies and other action research to better understand the role teacher
working conditions play in designing the strategic management of human capital
systems in the future (See linked document for description of CTQ’s planned efforts over
the next several years).

Empirical efforts to more precisely unpack teacher working conditions for today’s and
tomorrow’s schools will require new investments in management information systems
and analytical capacity among researchers and practitioners. States and districts need to
develop teacher, student, and administrator data systems that can track teacher and
administrator teaching and learning conditions survey responses longitudinally and link
them with other datasets — including fine-grained teacher characteristics, actual teacher
turnover figures that distinguish various types of attrition, and robust measures of
student achievement. Given the new demands on the public schools and the need for all
students to meet higher academic standards and participate successfully in a global
economy, policymakers and practitioners will need these tools if they are to focus more
on the conditions that allow teachers to teach effectively in the future. Web 2.0 tools
(and beyond) can help transform the archaic (and often characterized as moribund)
school organization — and the conditions under which teachers work. The question is
how to best assess those conditions for today’s schools as well as tomorrow’s.

Measuring important outcomes in education is no simple matter. In a recent Education
Week commentary, Rick Hess and Jeffrey Henig call for “common sense and humility
about what (education) research can provide” — given long-standing problems
associated with far-removed metrics, diverse school contexts, and complex interactions
among the variables under study.3 Hess and Henig note that the metrics used — “no
matter how seemingly precise” — are typically too far removed from the concept or issue
to be assessed, and school contexts are so diverse that generalizations do not hold across

i For more information on CTQ teacher working conditions efforts, visit www.teachingquality.org.
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different communities. They go on to say that the “gold standard” of scientific research
and efforts to make causal inferences are inherently compromised in the complex social
world of education, where human conditions get in the way of best-designed random
trials — the hallmark of medical research. As David Berliner once described, education
research is the hardest where the ubiquity of interactions easily can confound efforts of
scholars to determine which variable — like school working conditions — can predict
both teacher retention and student achievement. Berliner further noted, “We do our
science under conditions that physical scientists find intolerable.” He claims that the
“ordinary events of life” (e.g., a sick child, a messy divorce, a new child in the classroom,
etc.) greatly influence the conduct of scientific inquiry in school settings by restricting
the generalization of findings.# These issues are not unfamiliar to seasoned education
researchers.

We appreciate the serious challenge of addressing a teaching quality issue with
inevitable empirical shortcomings. We have no expectations to establish a unified theory
or to confirm, without a doubt, the specific links between working conditions and
whether teachers will remain in teaching, move to another school, or increase in
effectiveness. However, with this paper, we do expect to advance the thinking and
inquiries of scholars and ideas and practices of administrators and teachers. We hope to
raise questions for policymakers — elevating their appreciation for teachers’
opportunities to learn and promote better outcomes for the students they teach and the
schools in which they work.

Our paper, while not exhaustive by any means, has been built by assembling an
amalgamation of the research literature, drawing on recently-surfaced survey data and
analyses, and developing a framework for reconceptualizing teacher working conditions
for tomorrow’s schools. With support from the Spencer Foundation, we have drawn
heavily from a team of scholars — including Linda Darling-Hammond, Ed Fuller, Ken
Futernick, Doug Harris, Helen Ladd, Tom Smith, Gary Sykes, Charles Thompson, and
Jim Wyckoff — whose counsel contributed significantly to our paper. We begin with a
review of relevant literature — and then move on to an overview of what CTQ and other
researchers have discovered about teacher working conditions of late. We conclude with
a reconceptualization of teacher working conditions and a look to the future.

Relevant Literature

A wide variety of education researchers and economists agree that teachers make the
most important in-school difference for student achievement.> However, little more
than ephemeral agreement exists among not just researchers but also policymakers on
how to recruit, develop, and retain teachers — particularly the most effective ones.
Economists like Richard Murnane have claimed that America’s competitiveness in the
global marketplace “depends heavily on the quality of teachers in the nation’s
classrooms.”® Hardly anyone disputes the importance of teachers in closing the
academic achievement gap of America’s increasingly diverse students. Researchers
consistently reveal that teachers who are better trained, more experienced, and licensed
in the subjects they teach are more likely to be teaching in low-poverty schools, serving
more academically advantaged students.” However, despite more and better studies on
the links between teacher quality and student achievement, the debate continues to rage

4 Center for Teaching Quality



among researchers and think tank analysts about who gets recruited to teaching and
how they are prepared and developed.

Over the last several years (especially with the advent of the No Child Left Behind
“highly qualified” teacher provisions), the debate has tended to focus more on teachers
and less on teaching. The former refers to qualifications of individual teachers and the
requisite mix of knowledge, skills, and dispositions they bring to classroom teaching.
The latter encompasses the former but necessarily refers to how teachers and students,
as well as school organizations, interact in ways that allow learning to take place.
Researchers have begun to demonstrate the role working conditions play in both teacher
retention, and presumably, student achievement. Growing numbers of studies are
beginning to show that the “character” of the workplace can influence which teachers
choose to teach and which ones remain in teaching.8 Rosenholtz’s landmark study of
two decades ago concluded that “learning-enriched schools” were characterized by
“collective commitments to student learning in collaborative settings... where it is
assumed improvement of teaching is a collective rather than individual enterprise, and
that analysis, evaluation, and experimentation in concert with colleagues are conditions
under which teachers improve.”® Recent studies of highly-accomplished teachers and
their career preferences indicate that working conditions matter more than salary when
it comes to deciding where they will teach.10 Others claim that growing student diversity
can drive teachers away from or toward urban schools.!!

Severe teacher shortages loom on the horizon with poor teacher retention as a major
contributor to the problem. National research demonstratesthe importance of
addressing school conditions to improve teacher retention. Teachers who leave schools
cite opportunity for a better teaching assignment, dissatisfaction with support from
administrators, and dissatisfaction with workplace conditions as the main reasons they
seek other positions.12 Teachers indicate that a positive, collaborative school climate and
support from colleagues and administrators are the most important factors influencing
whether they stay in a school.’® In national surveys, teachers identified excessive
workload, lack of time, and frustration with reform efforts as areas in need of focus and
improvement.14 Additionally, a recent survey of 2,000 educators from California found
that 28 percent of teachers who left before retirement indicated that they would come
back if improvements were made to teaching and learning conditions. Monetary
incentives were found to be less effective in luring them back.?> Similarly, Hanushek and
Rivkin recently concluded that “salary affects teacher mobility patterns less than do
working conditions, such as facilities, safety, and quality of leadership.”6 A 2008 study
of teacher retention found that teachers left their schools primarily because of
management breakdowns, challenging relationships (administrators and colleagues as
well as students and parents), and the loss of creativity and control in their classrooms.t”

But what counts for working conditions? One recent study revealed how high-stakes
accountability negatively influenced teachers by forcing their instruction to become “less
deliberate, less individualized, and more homogenized” and pushed decision-making
power “further from the classroom and the school.”8 Some analysts have claimed that
addressing these working conditions and building a sense of trust in schools are critical
factors in reforming schools, as both have been linked to greater teacher effectiveness.!9
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One of the most extensive examinations of working conditions data revealed “a clear but
difficult lesson: if we want to improve the quality of our teachers and schools, we need to
improve the quality of the teaching job.”20

While our survey research and others have suggested strongly that there are
relationships between working conditions and certain teacher and student outcomes,
little is known about the causal nexus associating independent, mediating, and
dependent variables. For example, in some contexts, collegiality among accomplished,
less able, and novice teachers may very well spread teaching expertise and innovative
instruction, increase self-efficacy, and improve retention and student achievement. On
the other hand, collegiality among veteran staff may assist in calcifying poor teaching
practices and reinforce norms of resistance and maintenance of the status quo. Could
collegiality enhance as well as detract from equitable student learning? Could harmony,
as reported in surveys, come at the expense of other valued outcomes? In the same vein,
Hanushek and Rivkin recently concluded, “An important agenda item, both for research
and for policy, is to learn which working conditions are most important for teachers.”?!
Sykes has noted:

A main issue concerns how to bound and demark the concept. From one angle
the question might be, ‘What does not count as teacher working conditions?’ The
concept seems capacious to the point of conceptual vacuity. Anything and
everything associated with schools, communities, teachers, students, et al. might
conceivably be related to the conditions of teaching work. Here again some form
of stipulation seems necessary, which in turn relies on theory.

Relatedly, there is no commonly accepted set of categories and sub-categories
that make up teacher working conditions, no canonical understanding that allows
for constant comparisons. One can imagine such categories; indeed these are
coded into various instruments, but no established usage or justification has been
formulated.22

In other words, almost anything can count for teacher working conditions. The words
themselves carry specific connotations and implications. For example, if one types in the
words “teacher working conditions” in a Google search, the listings primarily include
links to work CTQ has done over the last several years. One link to the National Science
Foundation refers to the concept primarily as salaries; others refer to those conditions
found in union contracts like class size, tenure rules and regulations, and required hours
to be on the job. Very little attention is paid to different conditions faced by different
teachers (e.g., special education, those who teach in high-stakes testing grades) in
different contexts. In a time when teachers report working more hours and having to
hold second and third jobs to make ends meet, some researchers and analysts suggest
teachers are paid too much given their truncated teaching schedules marked by days
ending at 3:00 pm and summers off. 23
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A Renewed Focus

Over the last decade Richard Ingersoll has conducted numerous quantitative analyses
linking teacher qualifications, preparation, and working conditions with retention —
and his work has contributed significantly to new thinking on the part of policymakers
and practitioners. He has primarily drawn on the School and Staffing Survey (SASS), a
nationwide sample survey of approximately 60,000 teachers administered every five
years — with follow-up surveys to those who stay in their classrooms, move to others, or
leave the profession altogether. Ingersoll has concluded that the nation’s teacher quality
problems have less to do with who is recruited and more with who is retained. He found
that a major source of teacher attrition is “dissatisfaction” — with poor administrative
support and lack of faculty influence as the most prominent factors for those who leave
high-poverty urban schools.24 Ingersoll's data trumps the conventional wisdom that the
lack of qualified teachers rests on inadequate training, inflexible unions, or limited
supply. Instead, he shows that the lack of qualified teachers has more to do with the
“organizational structure of schools and the occupational conditions and characteristics
of teaching.”?>

In an effort to turn around low-performing schools, Ken Futernick has developed a
“tipping point” strategy that in some ways defines working conditions. His strategy is
“based on the belief that when given the opportunity to work on a team with other
gualified teachers who share the same vision, teachers can actually jolt the school out of
its disequilibrium and transform it into a high-achieving school.”26 The tipping point
elements include: (1) teams, (2) time, (3) physical environment, (4) class size reduction,
(5) autonomy and shared governance, (6) leadership, (7) a well-rounded curriculum, (8)
external support, and (9) parent/community involvement.

Other researchers, such as Mark Smylie and Susan Moore Johnson, have conducted
extensive literature reviews on the topic. Smylie, drawing on the National Education
Association surveys and a 40-year perspective, shows how individual motivation,
instruments of accountability and control, and opportunities for learning and
development can influence teacher attitudes and perceptions of their working
conditions. His analysis captures a range of dimensions — structural, physical, social,
and economic — drawing on both open- and close-ended survey items. He claims that
there needs to be “new efforts to develop accurate and potentially more supportive
understandings and attitudes about teachers and schools.”27

Johnson, with her work built more from case studies, has noted that working conditions
can include (1) physical features such as the suitability of buildings and equipment; (2)
organizational structures that influence workload, autonomy, and supervisory and
collegial arrangements; (3) sociological components that influence teachers’ roles and
status as well as experiences with students and peers; (4) political features that define
teachers’ power and authority; (5) cultural dimensions that frame values, traditions,
and norms; (6) psychological issues that may support or diminish teachers personally;
and (7) educational policies, such as those related to teacher education, curriculum, and
accountability, that may enhance or constrain what and how teachers can teach.
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Johnson concludes that remarkably few schools — particularly among those serving
low-income students — provide all or even most of the workplace conditions that
teachers need to do their jobs well and stay in teaching.28 In her review of the research
on working conditions and teacher retention, Johnson and colleagues suggest that
different subgroups of teachers respond differently in different contexts (e.g., school
size, subjects and grade levels taught), and their priorities change over the course of
their careers. She concludes that “far too many surveys about teacher retention brush
superficially across the surface of many topics, rather than exploring any in depth, or
they neglect to include answer choices that truly represent respondents’ opinions.”2° Too
few studies can link teacher working conditions with measures of “highly qualified”
teachers and student achievement.

In addition, Karen Hunter Quartz and her colleagues at UCLA recently published a
remarkable set of studies showing how rigorous and specialized university-based
preparation may not be able to overcome the negative impact of poor working
conditions on the retention of classroom teachers, but it can encourage new recruits to
stay committed to their schools as teacher leaders.30 Over the last several years, labor
economists have dominated the research on different pathways into teaching and their
effects on teacher retention and student achievement.3! Simply stated, their findings —
built on econometric assumptions and available data (not always complete) — have
generally concluded that minimal differences exist between traditional and alternative
approaches to preparation and certification — questioning the ability of universities to
recruit academically-abled talent and prepare them to teach effectively in high-need
schools.32 Like other new generation recruits, Quartz and colleagues have found that
new teachers, with specialized preparation for working in high-need schools, do leave
their classrooms like their alternative counterparts, but they are far more likely to stay
in education and remain as instructional leaders in their buildings — thus lessening the
churn of teacher turnover. Her research suggests that preparation may mediate the
relationship between workplace conditions and teacher attrition — and requires a much
closer look at not only those who in stay in teaching, move to another school, and leave
education altogether, but those who are role changers and same school stayers.33

The CTQ Research Base

There is a wealth of literature related to teacher working conditions. Here we first
present a review of some of the key empirical findings associated with the five major
domains addressed through the initial CTQ teacher working conditions initiatives —
time, facilities and resources, empowerment, leadership, and professional development.
This brief review, while not meant to be exhaustive, is intended to set the stage for
addressing how we can assess CTQ findings in a larger context and consider how to best
reconceptualize teacher working conditions for the future.

Time

Researchers have begun to document that teachers are working longer hours than ever
before.34 A recent report indicated that teachers spend an average of 50 hours per week
on instructional duties, including an average of 12 hours each week on non-
compensated, school-related activities such as grading papers, bus duty, and club
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advising.3> While the idea of the shortened workday and workweek is a commonly held
misconception about teaching, many teachers dedicate additional hours supervising
student extra-curricular activities or further developing their teaching skills with
evening coursework and/or graduate programs in the summer. As teaching becomes a
more complex job in the 21st century, teachers claim they need more time to learn new
skills and collaborate with their colleagues in figuring out what works best for the
diverse students they teach. A recent survey indicated that 70 percent of the teachers
responding did not have enough time to cover the topics demanded by their states’
curriculum frameworks.36 Studies suggest reduction in teacher workload increases
teacher satisfaction and reduces attrition.3?

Researchers have shown that collaboration time bolsters teachers’ self-efficacy,38 while
frustrations with non-teaching, administrative routines and paperwork contribute to
increased teacher dissatisfaction, withdrawal, and exiting the profession.3® There is a
wealth of studies — mostly qualitative — revealing how teachers’ joint work leads to new
teaching knowledge and the development of collective expertise.4® In fact, some
researchers have claimed for some time that more opportunities for teachers to
collaborate with colleagues and engage in more expanded leadership roles result in
educators increasing their teaching effectiveness, adopting new instructional strategies,
and remaining in teaching longer.#! Indeed, researchers of late have found that
collaboration and common planning time in the context of teacher induction programs
had the greatest influence on reducing novice attrition rates.42 Teachers may or may not
have planning periods where they can collaborate, however. And while high school
teachers may have more time allotted for planning, often there is less time for joint
planning — and school cultures may mitigate chances for effective collaboration.
Unfortunately, while it is extremely important for administrators to schedule time for
collaboration among faculty, many of them have not been prepared to create and
implement school designs that offer more opportunities for teachers to learn from one
another.43 As Johnson and colleagues noted:

Collaboration among teachers requires more than good intentions and norms
that promote joint work, for the open exchange of ideas and feedback takes time,
and the school schedule seldom allows for ongoing interaction. Some school
administrators deliberately arrange teaching assignments to align the
preparation periods of teachers who need time to work together — for example,
those teaching the same cluster of middle school students, the same elementary
grade level, or the same high school students.

However, recent investigations into teacher networks suggest more time is not a
panacea for teacher learning.

Creating more opportunities for teachers to meet may have limited impact if
multiple priorities compete for teachers’ time and attention. The design of
coaching — especially, selection criteria, work roles, and the focus of professional
development — not only influences teachers’ access to expertise; it also has
implications for the degree to which teachers interact with depth and substance.*4
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Time for instruction is another important element for consideration. Few studies
indicate how much time different teachers need for teaching in different contexts.
Teachers — and their unions — often call for smaller class sizes so teachers can have
fewer students to serve, and thus more time to work with those they do teach.
Nationwide, class sizes average about 25 students per class, but there is great variation
between and within schools.45> Schools serving poor students and those of color tend to
have much larger class sizes.4¢ Reduction in class size tends to improve teacher attitudes
and increases their retention, but only marginally.4” One study suggests class sizes need
to drop considerably — e.g., from 30 to 20 students — in order to make a difference.48 It
is difficult to isolate the impact of class size, given a host of other factors, on teacher
retention. Some researchers have shown that in relatively smaller classes, teachers are
able to provide more one-on-one interaction as well as tailor curriculum and pedagogy
that is differentiated to individual student needs.4°

But just having a smaller class size does not necessarily mean that a teacher knows how
to teach differently. Few teacher working conditions surveys attempt to make
connections between reductions in class size and changes (and improvements) in
teaching strategies. In addition, the literature does not offer much guidance on how
much time teachers need in different contexts teaching different subjects.

Facilities and Resources

Some researchers have noted that while well-designed school facilities can assist
teachers in teaching more effectively, what matters most is whether the building is
maintained and resources are available.50 As Johnson indicated:

Neglected maintenance not only conveys indifference or disdain for those who
use the school but also interferes with effective instruction. Bunsen burners that
malfunction in the chemistry lab, electrical systems that fail to support classroom
computers, weak lighting that makes it hard to read, and poor acoustics that
discourage discussions during class — all can compromise even the best teacher’s
effectiveness.5!

According to the U.S. General Accounting Office (GAO), almost three-fourths of schools
in the United States were constructed before 1970. As a result, about one-third of
schools have need of extensive repair or replacement. In addition, almost two-thirds of
schools have at least one inadequate building feature such as substandard plumbing,
roofing, or electrical systems. Moreover, 58 percent have at least one unsatisfactory
environmental condition such as inadequate ventilation, acoustics, or physical
security.52 The GAO estimates that upgrading (which includes only routine maintenance
or minor repairs) existing schools according to federal mandates will cost approximately
$112 billion over a three-year period.53 Indeed, improving the quality of school facilities
is an expensive undertaking. Health hazards aside, leaking ceilings and poor heating or
air conditioning systems are a distraction from the primary mission of schools.54

Besides general maintenance and construction issues, the GAO found most school
facilities lacking 21st century features in the form of infrastructure, laboratories, and
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instructional space. For example, about three-fourths of schools do not have the
necessary infrastructure for modern technology, while about 40 percent cannot meet the
functional requirements for laboratory sciences. More than half do not have sufficiently
flexible instructional space for effective teaching to take place. Finally, space for before-
and after-school care is available for only about one-third of schools.5>

In a recent study undertaken in Washington DC, researchers reported that “facility
quality” emerged as a major factor in determining whether teachers decided to remain
teaching in their current positions. They concluded that “the benefits of facilities
improvement for retention can be equal to or even greater than those from pay
increases.”® Other researchers uncovered similar findings. A study in Chicago found
that 40 percent of teachers who graded their facilities a “C or lower” on a scale of “A
through F” reported that “poor conditions have led them to consider changing schools
and 30 percent are thinking about leaving teaching.”>” Without adequate facilities and
resources, it is extremely difficult to serve large numbers of children with complex
needs.>® Qut-dated and dilapidated facilities hinder both the teaching and learning
experience in a classroom. For example, indoor air quality has been identified as a major
contributor to asthmatic students’ absenteeism.>® Researchers have noted that many
schools suffer from what is termed “sick building syndrome,” which affects all students’
performance and increases absenteeism.60

Appropriate resources and personnel support are significant factors in the hiring and
retaining of effective teachers.6! However, it is unclear as to which facilities and which
resource issues are most important —and often policymakers do not have strong
evidence upon which to make decisions. For example, studies show that support
personnel, such as paraprofessionals or instructional assistants, are considered an
essential component to the success of both teachers and students.t2 However, while
some studies show that instructional assistants’ supplementary instruction raises
achievement in math and literacy,%2 others show the opposite effect.64 The importance of
support personnel cannot be overestimated, but some studies suggest there is an over-
reliance on instructional assistants (who are not necessarily well-trained), resulting in
unintended consequences such as a decrease in teacher engagement and peer
interaction as well as limited access to instruction from the most highly-qualified
instructor in the room.55> Another concern is the high level of turnover among
instructional assistants.66

Some researchers have found that adequate instructional materials and supplies were
positively associated with gains on the National Assessment of Educational Progress
(NAEP) mathematics and reading tests at the elementary and middle school levels.7
Providing needed resources, along with directions for their use, positively influences
individual teacher and collective efficacy belief.68 Conversely, lack of resources
contributes to teachers’ job dissatisfaction and attrition.®® In addition, appropriate
classroom lighting boosts the morale of teachers and students as well as reduces off-task
behavior and improves test scores.” In fact, students with the most exposure to natural
daylight were found to progress 20 percent faster in one year in math and 26 percent
faster in reading than students who were taught in environments with the least amount
of natural light.”
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Still more researchers call for schools to be small, with evidence that overcrowding leads
to increased aggression and decreased student involvement and interaction.”?
Investigators have recommended that schools decrease enrollment to no more than 500
to 600 students to encourage a more conducive education setting, where teachers and
students can know each other better.”3 Research has documented that small schools do
indeed help disadvantaged students perform better on standardized basic skills tests
than their counterparts in larger schools, while it also has shown that small schools are
more effective in closing the achievement gap.’4 In fact, the Consortium on Chicago
School Research found that, “for both reading and math, small schools produce greater
achievement gains than larger schools holding demographic and teacher characteristics
constant so that this effect is independent of the particular students and teachers at the
schools.”7s

Finally, while small schools may be very important to teacher working conditions, so
may large classrooms with few outside distractions. Classrooms with ample space are
more conducive to providing a combination of secluded study spaces and cooperative
learning centers. Creating private study areas as well as smaller learning centers reduces
visual and auditory interruptions and is positively related to student development and
achievement.”® Classrooms that are associated with less external noise are positively
associated with higher academic achievement compared to those where students are
exposed to more distractions.””

Teacher Empowerment

Researchers have found some relationships between teacher decision-making and
retention. However, decision-making often rests on principals who encourage teacher
autonomy.’® Nevertheless, teachers who report more control over the policies that affect
their jobs are more likely to remain in teaching.”

Teachers’ level of autonomy in instructional practice directly influences feelings of
efficacy and level of commitment to the organization.8° In fact, participation in decision-
making increases teachers’ feelings of trust and sense of fairness because they directly
influence classroom activities and learn to defend their practices.8! Conversely, the lack
of control over classroom decisions, such as selecting curriculum and designing
discipline policy in today’s high-stakes testing environment, is cited as a primary reason
teachers leave the classroom.82 The issue is not that teachers reject standards-based
reforms and more centralized curriculum, but that they seek the flexibility needed to
shape their teaching for the diverse learners in their classrooms.83 A recent study
showed that scripted curriculum at the elementary level frustrated teachers. One teacher
responded:

Most of the curriculums are pre-scripted. We have to follow [them] and there is no
time to be creative. This leaves no space to address students’ needs; we have
difficult kids and sometimes need to be creative to meet their needs.84

When teachers lack influence over the teaching process, they often believe their efforts
are for naught.8s
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In addition, some research has shown that school improvement efforts are advanced
when teachers share the responsibility of hiring new faculty.8¢ Similarly, teachers
express dissatisfaction with the lack of career opportunities in the profession — which
often is characterized as flat.8” As well-respected sociologist Dan Lortie noted, compared
with most other kinds of middle-class work, teaching is relatively “career-less.”s8 He
noted that for teachers to advance in their profession they must separate themselves
more and more from classrooms and teaching students. He argued that a career ladder
(or perhaps lattice) can yield cycles of effort, attainment and renewed ambition, but the
lack of “stages” can put the link between effort and reward out of sync. Other
researchers have observed that career ladders, which keep teachers connected to
students while giving them leadership opportunities outside their own classrooms, can
be empowering and motivating to them, especially those teachers who are most talented
and capable.89

Most research on teacher empowerment has focused on individuals’ perceptions of self-
efficacy. However, recent research has identified collective efficacy as an equally, if not
more, important component of school improvement.?®© Collective efficacy refers to an
individual’s belief in the group’s capabilities and influences professional commitment.
Further, collective efficacy is associated with school improvement —moving beyond solo
teachers making decisions for individual classrooms and students and toward teacher
teams and school faculty jointly making decisions in the best interest of students.o!
While it is important for new teachers to develop their own identities, they must
increasingly become part of wider professional learning communities in order to meet
the complex challenges posed by public education in the 21st century. Autonomy and
personal growth must be balanced with teamwork and group goals.%2

In addition, there are differences noted between new and experienced teachers when it
comes to personal discretion and autonomy. New teachers are more concerned with
classroom management, student discipline, and developing effective lessons, and are
less concerned with the lack of personal autonomy in decision-making than their more
seasoned counterparts.93 Nevertheless, new teachers can and should be encouraged to
set high standards for pupils and should be afforded the power to decide how to attain
these goals in order to experience feelings of success and efficacy.?4 One area of research
not yet fully explored is the role that perceptions of empowerment play in teacher
retention among novices who are more or less prepared for the teaching jobs they are
assigned. Today more teachers, especially those entering through short-cut alternative
certification programs, report being far less prepared for the students they are
teaching.?> On the other hand, others have found that well-prepared teachers for high-
need schools may seek even more autonomy than their peers who enter teaching less
gualified for the tasks at hand.%¢

Leadership

Researchers have long documented how school administrators affect the conditions
under which teachers teach,®” and how a principal’s leadership style, communication
skills, and supportive behaviors influence teacher recruitment and retention.® Indeed,
in one recent study the role of the principal stood out as the most significant factor in
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retaining teachers — however, most of the principals who worked with the teachers had
no formal preparation for and assistance in “minimiz(ing) the burdens on teachers.”?°

No one single model of leadership appears to be appropriate for all teachers in a given
school. Thus, researchers need to examine the impact of leadership style on teacher and
student performance, simultaneously with personal characteristics of leaders and their
subordinates — such interactions and the context of their interactions matter.100
Regardless of context, school leaders who are perceived as chilly, distant, and
manipulative tend to have teachers who are not satisfied in and less committed to their
jobs; while school leaders who are perceived as warm, caring, personable, and honest
tend to have teachers that are happy in and more committed to their jobs.101

Considerable research on school leadership has focused on overall support, trust,
communication, and participation. First, when teachers feel more supported by
administrators, they are more likely to stay in teaching.l92 Leadership support has
tended to mean administrators who back teachers up when it comes to student
discipline, buffer teachers from outside-the-classroom forces, and minimize non-
teaching obligations and duties — all of which have been shown to be related to new
teachers’ commitment to teaching.193 Indeed, principals who are willing to handle
difficult situations for teachers are more likely to be viewed as supportive.l94 Teachers
expect leaders to support all teachers fairly and consistently as well as establish routines
and distribute resources fairly.105

Second, supervisors — in general — who exhibit high levels of competence,
trustworthiness, and fairness produce greater employee satisfaction and motivation.106
There is a growing body of research strongly suggesting that principals who can
engender a sense of personal and professional trust in teachers as well as create an
overall atmosphere of trust and respec