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What We Studied 

 
Teachers are crucial to student achievement. It therefore becomes important to assure that teachers who can foster 

student achievement are present in all schools, and that they remain in the teaching field. The most effective teachers 

are not evenly distributed across schools. Schools with poor, high-minority, and low-achieving students are more likely 

to have teachers with less experience, lower certification scores, and a weaker history of success in the classroom 

(Clotfelter, Ladd, & Vigdor, 2007; Goldhaber et al., 2014). In addition, higher quality teachers tend to leave these types 

of campuses (Boyd et al., 2005; Lankford, Loeb & Wyckoff, 2002). 

 

Nationally, the rate of attrition for teachers has been estimated to be 7% (Boe et al., 2008). However, this rate is far 

higher for teachers with 5 or fewer years of teaching experience, and has estimated to be 40 to 50% (Boe et al., 2008; 

Ingersoll, R. M. & Smith, 2003). This is significant, in that teacher attrition has been linked to reduced levels of student 

achievement (Levy, Fields & Jablonski, 2006; Rowan et al., 2002) and to high costs to schools and districts (Haynes, 

2014). 

 

How We Analyzed the Data 
 

The primary data source used for the analyses is the database maintained by the Texas Education Research Center 

(Texas ERC) at the University of Texas at Austin. This data contain statewide, longitudinal, student-level data 

comprised of P-12 data provided by the Texas Education Agency (TEA) and higher education data provided by the 

Texas Higher Education Coordinating Board (THECB). These analytic models include all employees identified as 

teaching (role code of 87) in the Texas public schools. 

 

Additionally, this study adds supplementary analyses using datasets maintained by National Center for Education 

Statistics (NCES). For this study the data sets that are analyzed include the Schools and Staffing Survey (SASS) and 

the Teacher Follow-up Survey (TFS). The SASS is a system of related questionnaires administered to a representative 

sample of schools across the country that provide descriptive data on the context of elementary and secondary 

educational institutions, most recently administered during the 2011-2012 school year.  
Several comparisons are made below. The first section compares the SASS and TFS surveys between the US and 

Texas. Then we will turn to Texas ERC database. Multiple datasets allows us to investigate and compare Texas 

teachers to US teachers. It also allows us to add a qualitative context to the quantitative results. Because the national 

sample of Texas schools used in the NCES surveys were randomly selected, it allows for generalizations to be made 

about the entire state. 

Figure 1 illustrates the gap in student and teacher ethnicity in the US and Texas. There is a marked gap between the 

percent of minority students and minority teachers. Texas Hispanic students are the majority at 50.8%. This is 

compared to nationally at 16.1% Hispanic students. Though about half of Texas students are Hispanic, only 24% of the 
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teachers are, however, the percent Hispanic 

teachers in Texas is much higher (about three 

times higher) than the US average at 7.8%. Only 

about 9% of the teachers in our study are Black, 

which is about 3% less than the percentage of 

Black students. 

 

The national data reaffirms that Texas public 

schools serve different populations than the nation 

at large. For example, the majority of the nation’s 

teachers are predominantly white and serve 

students who are not as diverse as in the Texas 

public schools. Another finding is that Texas 

public schools serve students who are 

overwhelmingly economically disadvantaged. 

 

Almost 35% of teachers teach in schools that are 

least 76% economically disadvantaged students 

and the next highest percent is almost 29% 

teaching in schools that contain 51% to 75% 

economically disadvantaged students, see figure 2. 

 

Black, Hispanic, and Asian teachers are more likely than 

White teachers to teach low-income and minority 

students. Hispanic teachers have the highest average of 

students who are non-white and who are economically 

disadvantaged. Even though Hispanic teachers only make 

up 24% of the teaching population and white teachers 

make up 64% of the teaching population, almost as many 

Hispanic teachers serve the highest-poverty schools as 

White teachers, in real numbers (figure 3). 

 

Most teachers hold a standard certification, but a 

significant number (about 30%) hold an alternative 

certification. The number of teachers who are certified by 

exam or hold out of state certificates is negligible (see 

Figure 4). In 2015, the largest percent of teachers have 

been teaching six to ten years. About half of all the 

teachers have taught 10 or less years. More than half 

the teachers have zero to ten years of experience (see 

Figure 5).  
 

What We Discovered 

 
Using logistic regression, the following question is 

addressed: What individual, teacher preparation, 

school-level, and district-level factors influence three-

year teacher retention, both school-specific retention 

and retention in the teaching profession overall? In this 

model we estimate the probability of a teacher being 

retained versus not being retained. 
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Table 1 presents the results for a teacher three-year retention model. The first column is the name of the variable in the 

model, the second column is the standard estimate (standard error) of the variable, the third column is the odds ratio for 

the variable which is calculated from the standard estimate, and the final column contains the results of a test of 

statistical significance (a number less than .05 is considered “statistically significant” by conventional social science 

standards). Table 1 is divided into three parts by the level of the variable (teacher, school, and district). For this model, 

teacher characteristics (race/ethnicity, experience, and teacher certification), school characteristics (percent 

economically disadvantaged at school, percent of White students at school, and grade-level of school), and district 

characteristic (type of district) were included. The estimated odds ratios presented for each analysis represents the 

likelihood of a teacher being retained, meaning that an odds ratio greater that 1 indicates a positive relationship 

between the variable and retention while an odds ratio between 0 and 1 represent a reduction in the likelihood of being 

retained. 
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To make the odds ratio estimates of the model interpretable the indicator variables were excluded from the model and 

serves as the reference category which is captured by the Intercept parameter. The odds ratio estimate for each variable 

therefore represents the difference in the odds of a teacher being retained who is white, has zero years of experience, is 

traditionally certified, teaches at a school that is less than 25% economically disadvantaged, less than 25% percent 

white students, is an elementary campus, and teaches in a suburban school district. Therefore, the reference category 

(enumerated above) are not listed because they are the comparison group. 

 

Highlights. The odds of a Hispanic teacher being retained are 1.62 times the odds of an identical white teacher being 

retained. In other words, a Hispanic teacher is almost twice as likely to be retained as a white teacher from a similar 

schools and similar district types. Black teachers also have higher odds of being retained—at 1.26 times the odds of 

white teachers. This finding is especially interesting given that we also find that Hispanic and black teachers tend to 

teach in higher minority schools and lower income schools. 

Teachers with 6-10 years and 11-15 years of experience were more likely to be retained that first year teachers. 

Interestingly, but not surprising, possibly due to retirements, teachers in both the 16-25 years and greater than 25 years 

of experience have a lower retention rate than new teachers. 

The odds of a teacher teaching in a rural district being retained is approximately 1.16 times the odds of an identical 

teacher in a suburban district. Most noteworthy though is that teachers in Charter schools are retained at half the rate of 

teachers in suburban schools. 

 

Race/Ethnicity. When looking at Table 1, the odds ratio is always relative to White teachers. This means that Asian, 

Black, and Hispanic teachers are all significantly more likely to be retained compared to White teachers. 

 

Economically Disadvantaged Students. As the percentage of students who are economically disadvantaged increases, 

rates of teacher retention steadily decrease. The odds of retaining a teacher whose classes are 76-100% economically 

disadvantaged are about twenty percent lower than the odds of retaining a teacher whose classes are 0-25% 

economically disadvantaged (See Table 5). Asian, Black, and Hispanic teachers are more likely to teach in low-

income, high-minority schools, so when school effects on retention are taken into consideration, they have significantly 

higher retention rates. 

 

Minority Students. As the percentage of minority (non-white) students increases, rates of teacher retention steadily 

decrease. The odds of retaining a teacher whose classes are 76-100% white were ten to twenty percent higher than the 

odds of retaining a teacher whose classes are 0-25% white (see Table 5). Asian, Black, and Hispanic teachers are more 

likely to teach in low-income, high-minority schools, so when school effects on retention are taken into consideration, 

they have significantly higher retention rates. In other words, minority teachers are more likely to stay in high-poverty, 

high-minority schools than their White counterparts. 

 

Experience. Teachers’ experience relates to teacher retention in a non-linear fashion. Teachers at the end of their 

careers are least likely to be retained, most likely due to retirement. Teachers at the beginning of their careers are more 

likely to leave teaching than teachers with 6-15 years of experience. 

 

Certification. Certification type had a significant effect on retention. The odds of retaining a teacher who holds an 

alternative certifications were 14-22% less likely than the odds of retaining a teacher with a standard certification. 

Given that around thirty percent of teachers in Texas hold alternative certifications, this is important to consider. While 

post- baccalaureate, certification-by-exam, and out-of-state teachers also had lower rates of retention, together they 

only comprise about ten percent of the teacher population. 

 

Grade Taught. Elementary teachers had the highest rates of retention. The odds of retaining a middle or high school 

teacher were 4.1-9.9% percent lower than the odds of retaining an elementary teacher. Teachers in mixed-grade 

schools also had lower rates of retention, though the results were not significant (in part because they only make up 

3.3% of teachers). 

 

Type of District. Charter schools had the lowest rates of retention; the odds of retaining a teacher at a charter school 

were 41-46% lower than the odds of retaining a teacher at a traditional suburban school. Urban schools also had higher 

rates of turnover; the odds of retaining a teacher at an urban school were 12.9-15.8% lower than the odds of retaining a 
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teacher at a suburban school. Results were mixed for teachers in rural schools: they had higher rates of retention in the 

three-year dataset, but lower rates in the one-year dataset. 

 

Reasons Why Teachers Leave 

In general, Texas teachers have lower rates of remaining at the same school and higher rates of leaving teaching 
compared to the averages in the US. 

 

US: Of the 3,377,900 public school teachers who were teaching during the 2011–12 school year, 84.3 percent remained 
at the same school (“stayers”), 8.1 percent moved to a different school (“movers”), and 7.7 percent left the profession 
(“leavers”) during the following year. 

Texas: Of the 262,435 public school teachers who were teaching during the 2013–14 school year in Texas, 63.9 percent 
remained at the same school (“stayers”), 28.2 percent moved to a different school (“movers”), and 7.9 percent left the 
profession (“leavers”) during the following year. 

 
 

US: Among public school teachers with 1–3 years of experience, 80 percent stayed in their base year school, 13 percent 
moved to another school, and 7 percent left teaching in 2012–13. 

Texas: Among public school teachers with 1–3 years of experience, 62.5 percent stayed in their base year school, 28.6 
percent moved to another school, and 8.9 percent left teaching in 2014–15. 

 
 

US: About 10 percent of public school teacher leavers left teaching involuntarily in 2012–13. 

Texas: About 7 percent of public school teacher leavers left teaching involuntarily in 2014–15. 

 
 

US: About 8 percent of public school teachers who left teaching in 2012–13 were working in an occupation outside the 
field of education, including military service. 

Texas: About 15 percent of public school teachers who left teaching in 2014–15 were working in an occupation outside 
the field of education, including military service. 

 
 

US: About 7.6 percent of public school teachers who were former teachers indicated they were on maternity, paternity, 
disability leave or sabbaticals from teaching. 

Texas: About 7.1 percent of public school teachers who were former teachers indicated they were on maternity, 
paternity, disability leave or sabbaticals from teaching. 

 
 

US: About 44 percent of public school teachers who were former teachers listed that the reason they left was due to 
retirement from teaching. 

Texas: About 31.3 percent of public school teachers who were former teachers listed that the reason they left was due to 
retirement from teaching. 

 

Policy Recommendations/Conclusions 
 

Teacher experience and race/ethnicity are strong predictors that a teacher will continue teaching in one and/or three 

years. Asian, Black, and Hispanic teachers are more likely to remain in teaching than their White counterparts, when 

holding school-level factors constant. Non-white teachers have higher retention rates overall, even when not holding 

school-level factors constant, as shown in Table 1. Asian, Black, and Hispanic teachers are more likely to teach in low- 

income, high-minority schools, so when school effects on retention are taken into consideration, they have significantly 

higher retention rates. In other words, minority teachers are more likely to stay in high-poverty, high-minority schools 

than their White counterparts. The most effective teachers are not evenly distributed across schools. Schools with poor, 

high-minority, and low-achieving students are more likely to have teachers with less experience, lower certification 

scores, and a weaker history of success in the classroom (Clotfelter, Ladd, & Vigdor, 2007; Goldhaber et al., 2014). In 
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addition, higher quality teachers tend to leave these types of campuses (Boyd et al., 2005; Lankford, Loeb & Wyckoff, 

2002). Teachers also prefer to work near where they grew up, near places that are like where they grew up, or near 

their college (Boyd et al., 2005). 

 

Charter Schools. It is recommended that the State and districts work with charter school districts to improve working 

conditions for teachers to incentivize retention. Given that charter schools typically employ inexperienced teachers, 

they should be encouraged to recruit more experienced teachers, who also typically have greater student achievement. 

Teacher Salary. School districts should consider adjusting salary schedules to increase starting salaries for 

inexperienced teachers. New teachers, even those with work experience outside of teaching, are typically paid 

according to a salary ladder that provides greater increases in salary in later years of teaching. Schools should also 

consider increasing salaries in high- poverty schools, which may reduce the currently high rates of attrition. 

Teacher Incentives. School districts should consider incentivize teachers to work at high-poverty schools by providing 

affordable housing near schools that struggle to recruit and retain teachers. Teachers prefer to work near their home, 

and given the rising cost of urban living, more teachers may choose to work in high-poverty schools if they have an 

affordable option for living in an urban area. 

Minority Teachers. Black, Hispanic, and Asian teachers are more likely than White teachers to teach low-income and 

minority students. Hispanic teachers have the highest average of students who are non-white and who are economically 

disadvantaged. Even though Hispanic teachers only make up 24% of the teaching population and white teachers make 

up 64% of the teaching population, almost as many Hispanic teachers serve the highest-poverty schools as White 

teachers, in real numbers Teacher certification programs and school officials should try to recruit more minority 

teachers because they have higher rates of retention and are more likely to work in high-need schools. 

Teacher Certification. Understaffed regions should focus on preparing local teacher candidates through grow-your-

own programs. As discussed in the literature review, teachers desire to work near where they grew up or in similar 

locations, and are therefore more likely to be retained in those places. Also, schools should consider providing 

additional support and mentorship opportunities to new teachers to increase retention. 
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