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Abstract 

Current research suggests that retaining novice teachers, teachers with less than 5 years of 

teaching experience, in Title 1 elementary schools in the Southeastern United States is a 

problem for principals. Prior research on Title 1 elementary principal’s perceptions of 

their role in retaining novice teachers is limited. The purpose of this basic qualitative 

study was to examine six Title 1 elementary school principals’ perceptions of their role in 

retaining novice teachers in the Southeastern United States. The conceptual framework 

for this study was the job demands-resources theory, which defined working conditions 

through job demands and job resources. Purposeful random sampling was used to recruit 

six Title 1 elementary school principals to participate in semistructured interviews. 

Thematic analysis was used to inductively analyze the data to identify themes related to 

principals’ perceptions of their roles in retaining novice teachers. The results from the 

study indicated that providing support opportunities, creating a positive culture and 

climate, displaying empathy, and hiring are key roles for principals in retaining novice 

teachers. Although not found in previous literature, demonstrating empathy was 

determined to be a key aspect of a principal’s role in retaining novice teachers. This study 

contributes to positive social change by identifying effective strategies to retain novice 

teachers and by identifying continued challenges that may lead to strategic principal 

professional learning and development to improve novice teacher retention.   
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Chapter 1: Introduction  

Teacher attrition and retention is an issue for Title 1 schools. Attrition results in 

the loss of instructional and organizational knowledge, and the continual sense of starting 

over to rebuild from the loss (Ronfeldt et al., 2013). Research suggests that the loss of 

instructional and organizational knowledge can negatively impact a school’s performance 

and student learning (Carver-Thomas & Darling-Hammond, 2019; Holme et al., 2018). 

According to Robinson (2018) and Green and Munoz (2016), urban schools are losing 

about half of their teachers every 5 years. Prior to the COVID pandemic, the media and 

researchers identified novice teacher retention as a crisis, and there are implications that 

COVID further impacts teacher attrition (Goldhaber & Theobald, 2022). As a result, 

teacher retention worldwide is being examined by researchers to understand better the 

retention of novice teachers (Geiger & Pivovarova, 2018; Whalen et al., 2019). There is a 

gap in the literature on principals’ perceptions of their role in novice teacher retention in 

Title 1 schools in the Southeastern United States. The educational problem is novice 

teachers are leaving the teaching profession within the first 5 years causing a “revolving 

door” of teachers in schools (Ingersoll, 2001). 

There were two reasons I focused this study on principals. First, principals and 

school leaders are influential factors in teachers' decisions to stay or leave (du Plessis et 

al., 2019; Perrone et al., 2019). Secondly, most of the current research examines teachers’ 

perceptions and experiences (du Plessis et al., 2019), creating a dearth of information 

about principal perceptions.  
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According to the research, school principals play a pivotal role in retaining novice 

teachers (Holmes et al., 2019; Kim, 2019). Novice teachers enter the profession with 

varying preservice experiences, which influence teacher preparedness and teacher 

performance (Kuriloff et al., 2019). Principals have the role of supporting novice teachers 

in applying the theoretical knowledge learned in college into the classroom (Kuriloff et 

al., 2019). As upon employment, novice teachers, like their veteran contemporaries, are 

expected to perform a variety of instructional and noninstructional tasks while 

simultaneously adjusting to the new role and environment (Al Seyabi, 2020). In some 

situations, principals have the role of supporting novice teachers in understanding the 

impact of poverty and immigration on students, creating inclusive classrooms, and 

providing resources, all of which impact a school’s working conditions (Kuriloff et al., 

2019). As such, in a study, 72% of novice teachers reported being unprepared to work in 

an urban classroom, and 62% of novice teachers reported feeling unprepared to teach at 

Title 1 schools with a culturally diverse student population (Kuriloff et al., 2019). Based 

on the statistics, principal support is needed to build the capacity of and provide job 

resources for novice teachers that enable them to do the job effectively. 

Principals have a direct role in workplace conditions, which is cited as the most 

predictive reason of teacher attrition (Carver-Thomas & Darling-Hammond, 2019; 

Holmes et al., 2019) and the initial supports a principal provides to novice teachers 

influences novice teachers’ self-efficacy, the belief in oneself to do a job (Wilhelm & 

Kara, 2019). Research also suggests that principals are in the optimal position to impact 

working conditions, which include administrative support, administrative 



3 

 

communication, shared leadership in decision making, professional learning 

opportunities, collaboration, time, student behavior, school facilities, school resources, 

school culture, and community involvement (Burkhauser, 2017). Lack of administrative 

support is a major factor in novice teacher attrition (Carver-Thomas & Darling-

Hammond, 2019; Ingersoll, 2001; Kim, 2019; Wilhelm & Kara, 2019), and novice 

teachers require administrative support to experience success (Bettini & Park, 2021). 

However, novice teachers in high-poverty schools, such as Title 1 schools, the context for 

the research, report receiving limited administrative support (Bettini & Park, 2021). 

Ingersoll (2001) identified the administrative level of support as important to a school’s 

organizational conditions. Additionally, recognition, support, and appreciation, related to 

positive school cultures and working conditions, are novice teacher retention factors, and 

school principals have a meaningful role in implementing the factors (Holmes et al., 

2019). The initial supports a principal provides to novice teachers influences novice 

teachers’ self-efficacy (Wilhelm & Kara, 2019). When working conditions and school 

cultures are favorable, retention is likely (Ansley et al., 2019; Hughes et al., 2015). 

Furthermore, Ingersoll and Smith (2003) suggested that the root cause of attrition is due 

to work conditions, and schools and districts can influence the work conditions. Ingersoll 

(2001) also espoused that teacher retention problems will not be solved until how schools 

and teachers are managed is resolved and the management is tied to the school principal. 

Effective school principals have the most substantial influence on teacher retention, and 

using strategies and resources specific to retention, is critical (Kim, 2019). Thus, because 
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principals have a critical role in novice teacher retention, understanding their perceptions 

related to their roles is critical to understanding novice teacher retention. 

The existing research suggests that attrition or turnover rates of novice teachers 

are higher at Title 1 schools, the setting for the research, that traditionally serve students 

of color (Holme et al., 2018). Ingersoll (2001) reported that high poverty schools have 

more turnover than low poverty schools. More recent data suggests that the turnover rates 

for Title 1 schools are about 50% greater than non-Title 1 schools (Carver-Thomas & 

Darling-Hammond, 2019; Robinson, 2018). Also, teachers with more experience leave 

Title 1 schools at higher rates than non-Title 1 schools (Carver-Thomas & Darling-

Hammond, 2019). 

Ingersoll (2001) referred to novice teacher attrition as a “revolving door” as 

novice teachers left the profession for reasons other than retirement. According to the 

research, there are several reasons novice teacher retention at Title 1 schools is a 

problem. Johnson et al. (2012) espoused that novice teachers leave schools with high 

minority and low-income populations because of poor work environments. Similarly, 

Burkhauser (2017) suggested that schools like Title 1 schools have less desirable working 

conditions. In a study by Kuriloff et al. (2019), novice teachers reported feeling 

unprepared to meet the challenges of high-poverty schools and not having adequate 

resources. The teachers also reported a lack of organizational stability and structure 

(Kuriloff et al., 2019). In a study that examined the attrition of novice music teachers in 

an urban school in the mid-south United States, about 20% of the schools experienced 

high or chronic turnover (Robinson, 2018). School culture, principal leadership, and 
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collegial relationship, which have a profound effect on teaching and learning, are work 

conditions that may retain novice teachers in low income, high minority schools (Johnson 

et al., 2012). Thus, the onus of supporting and preparing novice teachers coupled with 

mitigating the challenges and demands novice teachers report falls on the school 

principal. 

Attrition impacts the local school, the school district, and the state and the 

attrition results in school instability (Glazer, 2018; Holme et al., 2018; Holmes et al., 

2019; Ingersoll, 2001). From the local school perspective, instability affects school 

effectiveness, organizational functioning, institutional knowledge, and student learning 

(see Carver-Thomas & Darling-Hammond, 2019; Holme et al., 2018). Instability affects 

the overall school performance, and Title 1 schools may experience poorer performance 

(Ingersoll, 2001; Smith & Ingersoll, 2004). Instability also impacts student learning as the 

schools’ response results in hiring inexperienced or unqualified teachers (Carver-Thomas 

& Darling-Hammond, 2019). Furthermore, research suggests that teacher turnover and 

instability negatively affects the reading and math achievement of elementary students 

(Ronfeldt & McQueen, 2017). The impacts of instability due to attrition are far-reaching 

at the local school level and impedes the progress student learning (see Ronfeldt & 

McQueen, 2017). From a school district perspective, instability results in billions of 

dollars each year for recruiting teachers to replace those who are not retained (Reitman & 

Karge, 2019). From a state perspective, attrition has resulted in changing the 

qualifications to recruit more teachers (Ingersoll & Smith, 2003). Though some attrition 

is necessary for the organization, high levels of attrition may suggest problems with the 
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work conditions and organization conditions or may cause problems with the work 

conditions and organizational conditions if not addressed (Green & Munoz, 2016; 

Ingersoll, 2001; Ingersoll & Smith, 2003). Nonetheless, instability due to attrition is 

costly to school districts, negatively impacts students’ future success, and may influence 

principals’ ability to move their schools forward. Thus, understanding principals’ 

perceptions of their role is pertinent to understanding the research problem.  

Understanding principals’ perceptions of their roles in novice teacher retention in 

Title 1 schools is important for two reasons. First, the most important determinant of 

student achievement and future professional outcomes is having a quality teacher (Holme 

et al., 2018; Nguyen, 2021; See, Morris, Gorard, Kokotsaki & Abdi, 2020). Second, 

retaining novice teachers may increase the overall teaching quality (Green & Munoz, 

2016; Kim, 2019). However, when teachers are not retained or leave the profession, 

teacher quality decreases (Holme et al., 2018; Klimek, 2019). The lack of teacher quality 

has a more severe impact on Title 1 schools that serve more students of color and 

economically disadvantaged students (Kim, 2019; Lampert et al., 2020; Sutcher et al., 

2019). Title 1 schools experience more attrition and teacher shortages and are reported to 

have less experienced teachers (Ansley et al., 2019; Ingersoll et al., 2019; National 

Center for Education Statistics, 2018; Sutcher et al., 2019). Principals, in their roles, have 

an obligation to ensure students’ learning and achievement. Thus, the topic of the study 

was understanding novice teacher retention by exploring the perceptions of Title 1 

elementary school principals concerned with retaining novice teachers.  
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The potential social implication of this study is a better understanding of the 

perceptions of Title 1 elementary school principals of their role in novice teacher 

retention at Title 1 schools in the Southeastern United States. This study’s results may 

identify barriers and strategies principals report in novice teacher retention that will aid 

other principals and district leadership in teacher retention. In Chapter 1, the background 

of the problem, problem statement, the purpose of the study, research questions, and 

conceptual framework are presented. Chapter 1 also includes the nature of the study, 

definitions, assumptions, scope and delimitations, limitations, and significance.  

Background 

In this study, I focused on novice teacher retention in Title 1 schools and 

principals’ perceptions of novice teacher retention as teacher attrition is a growing 

concern nationally for educational stakeholders (see Whalen et al., 2019). Researchers 

have examined the reasons teachers leave and stay in qualitative, quantitative, and mixed-

method studies. The research suggested that working conditions and principal leadership 

were salient factors in novice teacher retention. Nonetheless, the research on principals’ 

perceptions of novice teacher retention at Title 1 elementary schools is limited as it 

mostly focuses on the teachers’ perceptions not school leaders. While teacher attrition is 

an issue for school principals in general, teacher attrition is exacerbated for 

disadvantaged schools, like Title 1 schools.  

This study was conducted because school principals struggle with retaining 

novice teachers, especially in hard-to-staff schools, such as Title 1 schools (see Carver-

Thomas & Darling-Hammond, 2019). Studies specific to Title 1 elementary school 
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principals’ perceptions of their role in retaining novice teachers are lacking. Keeping 

novice teachers is critical to address the teaching shortage and ensure students receive a 

quality teacher resulting in positive student achievement in hard-to-staff schools (see 

Carver-Thomas & Darling-Hammond, 2019). This study could contribute to social 

change by providing suggestions to help to improve student achievement and success and 

helping to retain novice teachers in the education profession. 

Problem Statement 

Retaining novice teachers, teachers with less than 5 years of teaching experience, 

in Title 1 elementary schools in the Southeastern United States is a problem for principals 

(see Carver-Thomas & Darling-Hammond, 2017; Carver-Thomas & Darling-Hammond, 

2019; Ingersoll, 2001; Redding & Nguyen, 2020). Retaining novice teachers may reduce 

principals’ school staffing challenges each year (Kim, 2019; Redding & Nguyen, 2020). 

Retaining novice teachers may also reduce equity concerns raised with the unequal 

distribution of novice teachers hired at Title 1 schools, schools with 50% or more of the 

students eligible for free or reduced-price lunch (Redding & Nguyen, 2020). While there 

is some research on the importance of Title 1 elementary school principals' perceptions of 

their role in retaining novice teachers in the Southeastern United States, few peer-

reviewed studies within the last 5 years specific only to principals’ perceptions exist. 

Furthermore, the existing studies may use principals and teachers or other educational 

stakeholders in the same study to explore perceptions on novice teacher retention.  

Nationally, teacher attrition rates range from 5-8% each year (Carver-Thomas & 

Darling-Hammond, 2019; National Center for Education Statistics, n.d.). Specific to Title 
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I schools, the teacher attrition rate is 50% higher than in non-Title 1 schools, equaling 10-

16% each year (Carver-Thomas & Darling-Hammond, 2019). When the teacher 

workforce is about 4 million, the attrition rate may not seem high (Carver-Thomas & 

Darling-Hammond, 2019). However, when novice teachers leave the teaching profession, 

there is an increase in the number of available teaching positions to be filled each year, 

creating a teacher shortage. Novice teachers who leave the teaching profession create a 

need for approximately an additional 7,500 to 10,000 teaching positions to be filled 

(Carver-Thomas & Darling-Hammond, 2019). The number is significant because there is 

declining enrollment in teaching programs that will not fill the gap from attrition 

(Carothers et al., 2019; Sulit, 2020). This decline in student enrollment in teaching 

programs leaves school principals struggling to fill positions because there are limited 

teachers available for hiring (Carver-Thomas & Darling-Hammond, 2019). Moreover, 

teacher attrition is exacerbated for Title 1 schools that generally serve students of color 

and economically disadvantaged students (Kim, 2019). The candidate pool of teachers for 

Title 1 schools typically consists of novice teachers who have yet to become proficient in 

their careers (Carver-Thomas & Darling-Hammond, 2019; Kamrath & Bradford, 2020). 

Overall, for K–12 public schools, 30% to 44% of teachers leave the profession by the 

fifth year (Dell’Angelo & Richardson, 2019; Kim, 2019). In the Southeastern United 

States, about 45 % of novice teachers are leaving the profession by their fifth year in one 

state in an urban school district (Owens, 2015). According to Kamrath and Bradford 

(2020), 70% of novice teachers leave urban and Title 1 schools by the fifth year.  
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Purpose of the Study 

The purpose of this qualitative study was to examine six Title 1 elementary school 

principals’ perceptions of their roles in the retention of novice teachers in Title 1 

elementary schools in the Southeastern United States. As measured by Title 1 status, high 

poverty schools are likely to have more novice teachers and have difficulty retaining 

teachers than low poverty schools (Professional Association of Georgia Educators, 2019). 

Furthermore, Southern states experience more attrition than Northeastern states (Carver-

Thomas & Darling-Hammond, 2019). Because teacher attrition is typically high at Title 1 

schools, understanding Title 1 elementary school principals’ perceptions of their roles 

provided insight into how the Title 1 elementary school principal's role may influence 

novice teachers to remain or leave the profession in the Southeastern United States. 

Research Question 

The principal’s role in novice teacher retention is critical. Thus, understanding 

their perceptions in their roles is important to understand the phenomenon and add to the 

current research. One research question (RQ) guided this research to examine the issue of 

novice teacher retention from six principals’ perceptions of their roles in retaining novice 

teachers:  

RQ: What are Title 1 elementary school principals’ perceptions of their roles in 

retaining novice teachers in elementary Title 1 schools in the Southeastern United States? 

Conceptual Framework  

Principals who understand the job demands can possibly provide job resources 

that buffer the effects of job demands and that help shape positive perceptions of the 
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work environment (Kaiser & Thompson, 2021). In a study related to the values and 

dispositions of novice teachers, principals reported that novice teachers complained about 

the job demands and expressed discontentment with working conditions (Al Seyabi, 

2020). For the reasons expressed above, using the job demands-resources theory provided 

valuable information and added to the limited research on Title 1 elementary principals’ 

perceptions of their role in novice teacher retention.  

Thus, the conceptual framework that guided the study was the job demands-

resources (JD-R) theory by Demerouti et al. (2001). In the JD-R theory, working 

conditions are defined through job demands and job resources. As noted in the 

introduction and background of Chapter 1, work conditions play an important role in 

novice teacher retention. Job demands may include work pressures and interactions with 

stakeholders, and job resources may consist of opportunities for growth, feedback, and 

autonomy (Bakker & Demerouti, 2017). One of the roles of Title 1 elementary school 

principals is supporting the growth and development of novice teachers, and with the 

proper supports and resources novice teachers are likely to remain in the profession 

(Grissom & Bartanen, 2019). According to the JD-R theory, unreasonable job demands 

may result in strain, burnout, or exhaustion, resulting in employees leaving a job (Bakker 

& Demerouti, 2017). In their role, Title 1 elementary school principal influence some of 

the demands placed on novice teachers. Bakker and Demerouti (2017) posited that 

appropriate job resources could be a remedy to offset job demands and increase 

motivation. In their role, Title 1 elementary school principals influence the resources 

provided to novice teachers. Supportive school leadership and timely supervisor support 
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are examples of job resources (Collie et al., 2018). In this study, Title 1 elementary 

school principals’ perceptions of their role in novice teacher retention was examined to 

determine how Title 1 elementary school principals identify demands and resources that 

may influence the retention of novice teachers in the Southeastern United States. The JD-

R theory was a critical lens to view Title 1 elementary school principals’ perceptions of 

their role because the theory addresses work conditions and climate affecting novice 

teachers staying or leaving the teaching profession (see Bakker & Demerouti, 2017). 

There are strengths and limitations related to the JD-R theory, which has been 

empirically tested. The JD-R theory is described as an open model and allows for 

flexibility in applying to different work contexts, which is a strength (Schaufeli & Taris, 

2014). The flexibility allows for researchers using the theory to identify job demands and 

resources specifically related to an organization. Nonetheless, as an open model, the job 

demands and job resources are not clearly defined, which could be a limitation (Schaufeli 

& Taris, 2014). Furthermore, the theory states that certain job demands promote work 

engagement (Bakker & Demerouti, 2017). However, the term job demands may have a 

negative connotation. A noted limitation of the theory is that it focuses on the what of the 

job demands and job resources and the influence on psychological outcomes but does not 

provide a mechanism to understand why the job resources and demands have an impact 

on work performance and psychological outcomes. (Schaufeli & Taris, 2014). According 

to Schaufeli and Taris (2014), a possible solution is to add an additional framework to 

examine the why.  
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Furthermore, the JD-R theory aligned with the research topic and question 

because I aimed to identify Title 1 elementary school principals’ perceptions of their role 

in novice teacher retention and principals have a direct role in many of the job resources 

and job demands that influence the retention or attrition of novice teachers. According to 

Tummers and Bakker (2021), leaders influence job resources and job demands and are a 

facilitative link between job resources and motivation, and job demands and strain. 

Leaders influence job crafting and self-undermining, two concepts explored in the theory. 

The JD-R theory has implications on employees remaining on a job (Perrone et al., 

2019). Thus, the JD-R theory is an important framework for exploring novice teacher 

retention from the perceptions of Title 1 elementary school principals. Chapter 2 provides 

a more detailed account of the JD-R theory. 

Nature of the Study 

There are many types of qualitative studies. For this study, the following 

qualitative approaches were considered: phenomenological, ethnography, grounded 

theory, narrative inquiry, case studies, and the basic qualitative study. Phenomenological 

research focuses on the lived experiences of participants with common characteristics and 

are suited to study the emotions and affective states (Starks & Trinidad, 2007). 

Ethnography requires researchers to immerse themselves in a group’s culture and observe 

to provide rich description on the culture (Reeves et al., 2013). Grounded theory results 

in theory being derived from the data collected (Starks & Trinidad, 2007). Narrative 

inquiry uses the participants’ stories about their lives as data (Channa, 2015). Case 

studies are bounded to one or few instances of a social phenomenon (Starman, 2013). The 
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basic qualitative study seeks to understand how people make sense of their lives and 

experiences (Merriam & Tisdell, 2016). In addition, I considered quantitative research, 

which relies on numbers as data and analyzed using statistical methods.  

To that end, the purposes of the phenomenological, ethnography, grounded 

theory, narrative inquiry, case studies, and the quantitative study were not aligned with 

my research’s purposes and goals. While a viable option, phenomenology was not 

selected because it focuses on what and how people experience a phenomenon and uses 

bracketing to remove the researcher’s assumptions about a phenomenon (see Farina, 

2014). I did not select ethnography as the research goals were not focused on direct 

observation to learn more about the culture of a particular group (see Reeves et al., 2013). 

Grounded theory was not selected as developing a new theory was not my research goal 

(see Starks & Trinidad, 2007). Narrative inquiry was not aligned because deriving 

meaning from participant stories would not have answered the research question (see 

Channa, 2015). Case studies require multiple data sources, and for this study 

semistructured interviews were the identified data source (see Starman, 2013). Finally, 

because numerical data was not collected, a quantitative study was not appropriate.  

Based on the purpose and the research questions for the study, the basic 

qualitative study was most appropriate. The basic qualitative approach was appropriate 

for the investigation to understand how Title 1 elementary school principals’ perceptions 

on retaining novice teachers in the Southeastern United principals interpret their 

experiences and role, and the meaning attributed to the experiences. One goal of a basic 

qualitative study is to know how people interpret and make meaning of their experiences 
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(Merriam & Tisdell, 2016). Furthermore, according to Merriam and Tisdell (2016), the 

qualitative approach is exploratory and seeks to understand the perceptions of the 

participants involved in the study. Thus, I made fewer assumptions by focusing on the 

experiences and perceptions of those in the study. To complete the study and gain insight, 

the data from individual semistructured interviews of six Title 1 elementary school 

principals was transcribed and analyzed through coding. Thematic analysis, through an 

inductive process, was used to identify recurring themes and patterns. Because the 

study’s purpose was to understand novice teacher retention examining the perceptions of 

Title 1 elementary school principals provided insight into the roles they have in retaining 

novice teachers. Studying and understanding the experiences may also provide principals 

and district leaders with relevant strategies and other information in retaining novice 

teachers.  

Definitions 

Throughout the research, the following terms were used in the study: 

High poverty schools: Schools with 50% or more of its students live in poverty 

(Ingersoll, 2001). 

Novice teacher: Teachers with 5 years or less teaching experience (Kamrath & 

Bradford, 2020; Kim, 2019; Smith & Ingersoll, 2004). 

Organizational conditions: Include supportive school administration, minimal 

student discipline problems, shared leadership in decision making, and salary increases 

(Ingersoll, 2001).  
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Teacher attrition: The act of teachers leaving the profession (Carver-Thomas & 

Darling-Hammond, 2019; Elyashiv, 2019). 

Teacher retention: The act of teachers staying or remaining in the profession 

(Dell’Angelo & Richardson, 2019). 

Title 1 Schools: Schools with students who quality for free and reduced-priced 

meals (Ingersoll, 2001). 

Turnover: Teachers leaving teaching or moving schools (Carver-Thomas & 

Darling-Hammond, 2019; Holme et al., 2018). 

Working conditions: Like organizational conditions include student discipline 

problems, supportive school administration, lack of student motivation, and lack of 

shared leadership on school-wide and classroom decisions (Ingersoll & Smith, 2003).  

Assumptions 

Assumptions are parts of the study that are believed but cannot be demonstrated 

to be true (Johnson, 2012). Assumptions can also be explained as an unexamined belief 

that the researcher or other readers may have about the study. Addressing the 

assumptions are critical to the meaningfulness of this study, and critical to the data 

analysis and interpretation as inferences and conclusions are being made about the data 

(Johnson, 2012). For this study, I had five assumptions which are addressed in the 

paragraphs below. 

First, I assumed that the six participants were truthful and honest in their 

responses to the interview questions. Truthfulness and honesty were essential to the study 

because the participants identified and provided meaningful information related to the 
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research question. Throughout the process, participants were reminded that their identity 

would be kept confidential, and their names not used to encourage the truthfulness and 

honesty of the responses. In addition to further limit the recognition of participants, the 

school location of the participants was kept confidential.  

Second, I assumed the six participants deemed novice teacher retention as a 

problem. This assumption was critical to the study to ensure participants addressed the 

interview questions from the perspective of novice teacher retention being a problem. 

Thus, to address this assumption, the criteria to participate in the study included the 

following: experienced novice teacher attrition or had success with novice teacher 

retention and concerned with retaining novice teachers. In addition, as part of the criteria 

to participate, participants were explicitly asked if novice teacher retention was a problem 

or concern.  

My third assumption was that the six participants were familiar with retention 

strategies or job resources to retain novice teachers. In the research, there are specific 

strategies or job resources that support the likelihood on novice teacher retention. 

Autonomy, leadership, opportunities for professional development, participation in 

decision making, performance feedback, and positive relationship with colleagues and 

supervisors are some of the identified strategies or job resources that are supported by 

research in supporting teacher retention (Nguyen, 2021). Though participants may not be 

familiar with the particulars of the JR-D theory, the conceptual framework for the study, 

knowledge of job resources, or strategies to support novice teacher retention were 

included in the interview questions asked of the study’s participants.  



18 

 

The fourth assumption I made was that the six participants were familiar with 

actions and job demands that influence novice teacher attrition. The fourth assumption 

was meaningful because, like job resources, job demands are an important concept of 

conceptual framework. Some of the job demands of novice teachers as identified in the 

research are workload, unfavorable work conditions, and work overload (Ingersoll, 

2001). Thus, principals having an awareness of job demands or actions that influence 

attrition were part of the interview protocol.  

Fifth, I assumed participants believed their role includes retaining novice teachers. 

The assumption was necessary because much of the research suggests school principals 

play a vital role in novice teacher retention and the research for this project was to 

examine the perceptions of elementary Title 1 principals in their role in novice teacher 

retention. There was the possibility that the participants may believe novice teacher 

retention was not in their control. Nonetheless, the research suggests that administrative 

support, shared leadership, teacher autonomy, effective communication, and teacher 

collaboration are factors indicative of novice teacher retention and within the principal’s 

control (Ansley et al., 2019). The factors are within their control at the local school level. 

However, in some instances, there may be circumstances in which principals believe 

were out of their control. Salary and compensation, often mentioned as a factor in 

attrition, are not determined be principals, not part of their role, and thus out of their 

control (Shuls & Flores, 2020).  
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Scope and Delimitations 

I focused my study on the perceptions of Title 1 elementary school principals in 

the Southeastern United States. The participants for the study were elementary school 

principals and not teachers or other stakeholders because there is a limited body of 

research specific to principals’ perceptions. Considering the principals’ perceptions may 

add value to the current body of research and to policy as there is a gap in the literature.  

Title 1 schools in the Southeastern United States were selected because the 

research suggests novice teacher attrition is higher than non-Title schools (see Bettini & 

Park, 2021). Title 1 schools were selected because the schools are more likely to be 

impacted by novice teachers leaving and because of the propensity to have more 

inexperienced novice teachers assigned to Title 1 schools (Redding & Henry, 2019). The 

attrition at Title 1 schools creates staffing challenges for principals, and organizational 

and instructional knowledge challenges for the school. Both challenges may result in 

schools being unsuccessful in supporting student achievement. Furthermore, the region, 

Southeastern United States, was selected because attrition is higher in diverse urban, 

southern regions (Carver-Thomas & Darling-Hammond, 2019). 

Because this study was specific to Title 1 elementary principals in the Southeast, 

this limited the data collection from other principals at other school levels. It also limited 

data collection in other regions of the United States. To address potential transferability, I 

provided rich descriptions to ensure transferability to other settings. In addition, during 

the research process I kept a reflexive journal. Transferability is achieved through rich 

descriptions and reflexive journals (Lincoln & Guba, 1985). Transferability also adds to 
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trustworthiness in qualitative studies (Lincoln & Guba, 1985), which is addressed in 

Chapter 3. 

Limitations 

The qualitative study by design allows for a smaller sampling of participants to 

create rich thick descriptions to detail the study’s process (Merriam & Tisdell, 2016). 

Yet, due to this study’s design and methods, there were weaknesses and limitations 

related to dependability. First, because the information and data were collected through 

individual semistructured interviews, I relied on the participants to provide me with the 

most accurate information regarding their experiences and perceptions. So as a researcher 

during the process, I needed to be an active listener and be prepared to ask follow-up 

questions that required participants to provide specific examples of the practices used in 

their roles. Thus, during the interview process, it was key for me to use reflexive 

journaling to capture my thoughts and my initial perceptions regarding the similarities 

and differences in the participants’ responses. The reflexive journaling allowed for 

possible follow-up questions and validation of the participant’s initial responses after the 

initial interviews. To further support the study’s dependability, the interviews were 

recorded. 

This research was limited to elementary principals only. Middle and high school 

principals were not selected to participate because the research question was focused on 

elementary schools. Furthermore, assistant principals were not selected because the 

research question focused on elementary principals. The other justification for the focus 

on principals is that the research suggests that principals, specifically, have a pivotal role 
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in novice teacher retention (Kim, 2019). Nonetheless, the small sample I used did not 

represent the larger population of principals in the Southeast United States, and thus 

generalizing the results was limited. 

Another possible limitation of the research study was related to transferability. 

The specific geographical location of this study was limited to the Southeastern United 

States. Principals in the northeast, who have better retention rates as espoused by the 

research (Carver-Thomas & Darling-Hammond, 2019), may respond differently 

regarding their perceptions of their roles in novice teacher retention, thus, impacting 

transferability. Likewise, the selection of Title 1 elementary principals, may limit 

transferability to non-Title 1 elementary principals. Though the specificity of the location 

and selection of participants limited transferability, other researchers could use the 

research study to their specific contexts and interests. 

For this research study, participants were recruited from my school district. Yet 

my initial goal was to also include other school districts in the Southeastern United 

States. A limitation in using principals from my school district was reluctance and 

apprehension in answering the questions. Furthermore, including principals from my 

school district allowed for a diverse pool of participants and could yield beneficial in 

interpreting and analyzing the results. However, the reason for considering principals 

from my district was that could have been a reluctance from principals outside of the 

district to participate due to not having an established connection with me and being 

suspicious of motives, even with confidentiality assurances. So, keeping the pool of 

candidates open was important to ensure enough participants for the research goals. 
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Another challenge was researcher bias. I am a Title 1 elementary school principal and 

familiar with the role of the principal; being mindful of the biases and documenting the 

biases by reflexive journaling and creating memos throughout the study was necessary 

for bias management. In addition, peer debriefing and member checks were used to 

ensure credibility (see Ravitch & Carl, 2016).  

Significance 

Recent research suggested that understanding principals’ perceptions of their role 

in the retention of novice teachers may provide a different perspective on the issue of 

teacher retention (see du Plessis et al., 2019). While there is some research on the 

importance of Title 1 elementary school principals' perceptions of their role in retaining 

novice teachers in the Southeastern United States, the current peer-reviewed literature 

within the last 5 years on principals’ perceptions is limited or combined with teachers’ 

perceptions and perspectives on remaining or leaving the teaching profession. So, this 

study may add to the current research on effective educational leadership practices in 

novice teacher retention based on the perceptions of principals. 

First, effective leadership is key to teacher retention (Sulit, 2020). The findings 

from this study may highlight additional strategies or job resources (opportunities for 

growth, feedback, autonomy) that support the retention of novice teachers. Likewise, the 

findings may also bring attention to job demands (work pressures and interactions) that 

have not been considered or job demands that are prevalent. Most importantly, because 

the statistics on novice teacher retention is a concern globally, the study may further 

highlight and validate the importance of supporting novice teachers. Support by school 
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principals in providing mentoring, feedback, professional learning, collaboration, and 

creating collegial work environments for the support to occur. The research from this 

study may be a catalyst for principal self-reflection on how they perceive their roles in 

novice retention and the possible alignment that may or may not exist in their actions and 

perceptions. This study may fill the identified gap by providing insight into Title 1 

elementary principals' perceptions of their role in retaining novice teachers in the 

Southeastern United States. 

Second, school district human resources and management departments play an 

important role in teacher recruitment, hiring, and retention (Sulit, 2020). The results from 

the study may suggest retention as a common area for support for principals. So, there is 

the opportunity for human resources to be provide meaningful, strategic professional 

learning opportunities to build principal capacity related to novice teacher retention and 

the specific needs of novice teachers. Thus, the findings from the study may also suggest 

a need for districts to review and examine the ways principals are supported in novice 

teacher retention. Additionally, the findings from the research may result in the 

confirmation of current practices, improved practices or new practices, and long-term 

solutions, which in turn may result in less time and money spent in recruitment and hiring 

due to the attrition of novice teachers.  

There are several opportunities for social change as a result of this study. The 

study may highlight the need to focus on specific job resources that support teacher 

retention, thus reducing attrition. Thus, alleviating the “revolving door” (Ingersoll, 2001) 

and reducing taxpayer money spent to replace teachers who leave the profession. 
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Subsequently, reducing the staffing challenges principals experience as a result of novice 

teacher attrition. Most importantly, the findings from this study may lead to positive 

social change by ensuring Title 1 elementary schools retain novice teachers who will 

eventually become proficient with the right supports, including principal support, and 

who will influence student learning positively and meaningfully in the Southeastern 

United States. 

Summary 

Chapter 1 provided information on the topic of study, Title 1 elementary school 

principals perceptions of their role in novice teacher retention in the Southeastern United 

States. The conceptual framework, JD-R theory was introduced. This chapter also 

discussed the rationale for the basic qualitative study and the potential for social change. 

Operational definitions, assumptions, limitations, and delimitations related to the research 

are presented in Chapter 1. In Chapter 2, I review the literature on principals’ perceptions 

of novice teacher retention is presented through key concepts which include teacher 

salaries, working conditions, workload, interactions with colleagues, and mentoring and 

induction opportunities. The key concepts are identified as factors that lead to novice 

teacher attrition or novice teacher retention. Information on Title 1 Schools and principal 

actions are also provided in Chapter 2. Additionally, current research that focuses on 

principals’ perceptions on novice teacher retention are included. In Chapter 2, an in-depth 

explanation of the JD-R theory is presented.  
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Chapter 2: Literature Review 

 In Chapter 2, the literature review, the problem, and the purpose are restated. A 

concise synopsis of the current literature to establish the relevance of the problem is 

provided. An overview of the literature search strategy is provided. The JD-R theory, the 

conceptual framework, is explained in detail and its benefits to this study are described. A 

literature review of the related concepts to the research study are included. Finally, a 

summary and conclusion to recap the information in the chapter conclude the chapter.  

Retaining novice teachers, teachers with less than 5 years of teaching experience, 

in Title 1 elementary schools in the Southeastern United States is a problem for Title1 

elementary school principals who are identified as a critical to retaining novice teachers 

(Carver-Thomas & Darling-Hammond, 2017; Carver-Thomas & Darling-Hammond, 

2019; Redding & Nguyen, 2020). Thus, the purpose of this qualitative study was to 

examine Title 1 elementary school principals’ perceptions of their roles in retaining 

novice teachers in Title 1 elementary schools in the Southeastern United States. Current 

research suggests that school principals play a critical role in retaining novice teachers 

(Harju & Niemi, 2020; Zavelevsky et al., 2021). While there is some research on the 

perceptions of Title 1 elementary school principals, the research is limited. The goal of 

this research was to add to the currently available research. In a preliminary search to 

identify the gap in research, seven of the 12 studies focused on teachers and pre-service 

teachers. Four of the studies used teachers and principals as participants, and in one 

study, the participants consisted of teachers, school leaders, and parents. Thus, of those 

12 studies, none focused specifically on the principal. Nonetheless, the studies used were 
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qualitative, quantitative, or mixed methods to examine teacher retention. Working 

conditions, school climate, leadership styles, and providing teachers with professional 

learning were the general concepts examined in the studies, all of which have 

implications on principal leadership and teacher retention. During the more extensive 

search for the literature review within the last five years, fewer than five studies focused 

on principal’s perceptions of novice teacher retention. 

In this chapter, peer-reviewed articles and books were used to explore the topic of 

Title 1 elementary school principals’ perceptions on novice teacher retention. The major 

sections of the literature review detail the following: (a) the literature search strategy; (b) 

JD-R theory; (c) the literature review related to data and statistics on novice teacher 

attrition, reasons novice teacher leave, impacts of novice teacher attrition, principal 

leadership styles, and the principals’ role in novice teacher retention; and (d) summary 

and conclusions from the literature review.  

Literature Search Strategy 

The literature search was conducted through Walden University’s library and the 

EBSCO search engine. Through EBSCO, I accessed ERIC, Education Source, Google 

Scholar, Proquest, SAGE Journals, APA PsycINFO, SocINDEX with full text, and 

Teachers Reference Center. The iterative search process focused on selecting peer-

reviewed literature within the last 5 years except seminal works related to the research 

topic and the conceptual framework. Reference lists from other dissertations related to 

the topic were used to widen the search scope. 
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The terms principals, perceptions, role, influence, novice teacher, teacher 

retention, and Title 1 schools were used as concepts to search for literature. I used related 

words and similar terms for some key concepts. For the concept of principals, school 

leaders and school administrators were used. In addition to novice teacher, new teachers, 

early career teachers, and beginning teachers were used. For teacher retention, attrition 

and turnover were alternate terms. For the concept of role, influence was used as a 

choice. For perceptions, experiences was used. Urban schools, high poverty schools, and 

hard-to-staff schools were alternatives used for Title 1 schools. I also searched articles on 

the conceptual framework, the JD-R theory. For data and statistics related to teacher 

attrition I used, the National Center for Education Statistics, a website, and information 

from the reviewed literature. As I learned more about the topic through the search, the 

terms work conditions, workload, and teacher salary and related words were used in 

subsequent searches. 

Conceptual Framework 

This section provides information related to the JD-R theory. The key terms job 

demands, and job resources are defined. The eight propositions the theory espouses are 

included. Also included in this section is the relevance and connection the JD-R theory 

has to leadership, which is key because the principal’s role is the focal point of this study. 

Six recent studies specific to teacher retention and how the JD-R theory was used to 

understand the influence of demands and resources on teachers are included.  

The conceptual framework for this study is the Job Demands-Resources (JD-R) 

theory by Demerouti et al. (2001). The JD-R theory has eight principles. First, the theory 
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suggests that working conditions fall into two categories, job demands and job resources 

(Bakker & Demerouti, 2007; Demerouti et al., 2001). “Job demands refer to the physical, 

psychological, social, or organizational aspects of the job that require sustained physical 

and/or psychological effort or skills and are therefore associated with certain 

physiological and/or psychological costs” (Demerouti et al., 2001, p. 501). Job demands 

may result in exhaustion and burnout (Bakker & Demerouti, 2007; Demerouti et al., 

2001). Examples of job demands are stressful work environments, lack of clarity in 

expectations, and unreasonable work expectations (Bakker & Demerouti, 2007; 

Demerouti et al., 2001; Tummers & Bakker, 2021). Job resources are  

The physical, psychological, social or organizational aspects of the job that may 

do the following: (a) be functional in achieving work goals, (b) reduce job 

demands at the associated and physiological and psychological costs, and (c) 

stimulate personal growth and development. (Demerouti et al., 2001, p. 501)  

Examples of job resources are support from supervisors and colleagues, actionable 

feedback, and clear expectations (Bakker & Demerouti, 2007; Demerouti et al., 2001). 

Job resources may result in employee motivation and engagement (Bakker & Demerouti, 

2007).  

Figure 1, adapted from Demerouti et al. (2001), illustrates the relationship 

between the school principal’s role, the job demands, and the job resources novice 

teachers receive. The purpose of the models is to illustrate how the school principal 

directly influences most job demands and job resources that may impact retaining novice 

teachers. In following the arrows, if the job demands emphasized by principals are 
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unrealistic, novice teacher attrition may result. Contrarily, if appropriate job resources are 

available to the novice teacher, retention may be the outcome. In this study, the Title 1 

elementary principals identified job resources and job demands related to their roles in 

retaining novice teachers. Discussed more fully in Chapters 4 and 5 of this study, the 

Title 1 elementary school principals identified support as a job resource and the many 

demands placed on novice teachers as a job demand.  

Figure 1 

 

Proposed Model of School Principal’s Role Based on the Job Demands-Resources 

Theory 

 

 
Note. Adapted from “The Job Demands-Resources Model of Burnout,” by E. Demerouti, 

A. Bakker, F. Nachreiner, and W. Schaufeli, 2001, Journal of Applied Psychology, 86(3), 

p. 502. https://doi.org/10.1037/0021-9010.86.3.499 

 

https://doi.org/10.1037/0021-9010.86.3.499
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Job demands and job resources are two different processes resulting in different 

outcomes (Bakker & Demerouti, 2007, 2017; Demerouti et al., 2001). According to the 

model, job demands predict exhaustion, and job resources predict engagement 

(Proposition 2: Bakker & Demerouti, 2017). Proposition 3 suggests that job resources 

may minimize the effects of job demands (Bakker & Demerouti, 2007, 2017). 

Proposition 3 is also referred to as the buffering effect (Bakker & Demerouti, 2017). Like 

Proposition 3, Proposition 4 states that when job demands are high, job resources can 

motivate task completion (Bakker & Demerouti, 2007, 2017). According to Proposition 

5, optimism and self-efficacy, personal resources, have a role like job resources and may 

help buffer job demands (Bakker & Demerouti, 2017). Proposition 6 indicates that 

motivation and job strain can influence job performance, resulting in, positive, or 

negative outcomes (Bakker & Demerouti, 2017). The seventh proposition states that 

motivation may result in job crafting, which is when an employee actively interprets the 

tasks of the job to make it meaningful, thus, leading to higher levels of satisfaction 

(Bakker & Demerouti, 2017). Proposition 8 suggests that self-undermining behaviors 

may be the effect of job strain, increasing job demands and job strain (Bakker & 

Demerouti, 2017). 

In a study, Tummers and Bakker (2021) examined the connection between 

leadership and Job Demands-Resources theory. The study identified three ways 

leadership influences the JD-R theory. First, job demands, job resources, and personal 

resources are directly impacted by leadership. Second, leadership is a conduit between 

job resources, personal resources, and motivation. Leadership can also be a conduit 
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between job demands and strain. Third, job crafting and self-undermining are influenced 

by leadership. Using the JD-R theory as the conceptual framework for this study yielded 

valuable information related to Title 1 elementary school principals’ perceptions of their 

roles in novice teachers’ job demands and job resources. 

While the JD-R theory was a viable option to frame and understand principals’ 

perceptions of their role in retaining novice teachers, there were limitations to using the 

theory. The first limitation was the flexibility in identifying the job demands and job 

resources. There are not a finite set of job demands and job resources, so the theory is 

widely applicable to multiple occupations and researchers using the theory have the 

flexibility to identify job demands and job resources based on the research goals 

(Schaufeli & Taris, 2014). Another important limitation is that though the theory states a 

job demand is not always negative because challenges, which are demands can result in 

engagement. The word demand may present as negative. Thus, depending on the research 

goals, the researcher must be cognizant of the nuance of job demands. A final limitation 

is that the theory is general, and researchers have applied other theories in conjunction 

with the JD-R theory. However, the theory is useful for researchers and practitioners who 

want a simple framework to make meaning of assumptions in a particular setting.  

In my literature search I found six studies that used the JD-R theory as a 

framework to understand the influences of job demands and job resources on teacher 

retention. The studies are significant to this research as the studies highlight specific 

drivers in the form of job demands and resources of attrition and retention. In each of the 

studies, though there is not a focus on the principals’ perception of their roles in novice 
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teacher retention, there is the suggestion that the principal’s role is pivotal in novice 

teacher retention.  

In a study involving novice teachers, the direct association between administrative 

climate, burnout, and mobility was the focus. Perrone et al. (2019) identified 

administrator-teacher relationships as a job resource and administrative climate 

(administrative duty, workload, and time) as job demand. The results suggested that both 

administrator-teacher relationships and administrative climate predict burnout, but 

administrative climate had a more significant impact. Hence, burnout may result in 

novice teacher attrition. The study by Perrone et al. highlighted the importance of the 

principal’s role in teacher retention through relationships and administrative climates.  

Collie et al. (2018) identified that when teachers feel supported by school leaders, 

have autonomy, and receive feedback, they are less likely to disengage from the work. 

Additionally, the findings from the study suggested that the principal is important to 

teachers’ ability to adapt and respond to change and the ambiguity of the job. Though the 

study is not specific to novice teacher retention, the findings from the study identified job 

resources, autonomy and support, that may influence novice teacher retention. Finally, 

the study has implications for the principal’s role in novice teacher retention and specific 

resources, listening to teachers’ perspectives, inviting input from teachers, and providing 

feedback that principals can implement.  

Thomas et al. (2020) focused on transformational leadership, first-year teachers, 

professional collegial support, and the JD-R theory. According to the study, 

transformational leaders consistently provide support through professional collegial 
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support, which is a job resource that builds teachers’ capacity and self-efficacy, leading 

to engagement and motivation. The authors further suggested that new teachers felt 

professionally supported by having access to multiple colleagues. According to the study 

by Thomas et al., principals have a role in creating and shaping a school culture that 

allows for the collegial support of new teachers. They emphasized the importance of the 

principal’s role in creating positive conditions supportive of novice teachers that 

positively influence retention.  

The JD-R theory was used to conceptualize stress causes, induction, and stress 

responses of new teachers (Harmsen et al., 2019). The induction program included 

workload reduction, supporting effective teacher behavior, school enculturation, and 

professional development. The induction program and the four components were 

considered job resources. The authors suggested that workload reduction, an induction 

program component, to ease job demands may result in new teachers’ perceiving lowered 

psychological task demands. The findings showed that reducing the stress of new 

teachers is important. Examples of workload reduction included no mentor tasks and 

fewer teaching hours. Another component of the induction program, school enculturation, 

may decrease discontentment. Supporting effective teacher behavior, a component of the 

induction program, may result in fewer negative emotions. The final component of the 

induction program, professional development, did not influence stress, a job demand. The 

study has implications for the principal creating induction programs for novice teachers.  

Dicke et al. (2018) tested all propositions of the JD-R theory to ascertain the 

occupational well-being of novice teachers. The personal resource of self-efficacy is the 
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teacher’s belief in their ability to maintain structure and order in the classroom. The 

authors suggested that teacher high self-efficacy (a personal resource) buffers the effects 

of classroom disturbances (job demand), resulting in engagement and less exhaustion. 

The principal’s role in supporting novice teachers in classroom management is important 

to building self-efficacy. 

In Bjork et al.’s (2019) study, the job resources included decision authority, social 

support, role clarity, empowering leadership, and recognition. The job demands included 

psychological demands, emotional demands, and threats of violence. The cluster analysis 

of the job demands and resources suggested that novice teachers’ experiences differ 

depending on demands and resources. Teachers with perceived favorable conditions due 

to appropriate resources experienced self-efficacy, satisfaction, and willingness to stay in 

the profession. The implications for the role of the leader are important as leaders can 

directly influence decision authority, social support, role clarity, empowering leadership, 

and recognition of novice teachers through the conditions created in the local school.  

One of the JD-R theory’s goals is to improve employee well-being and 

performance (Bakker & Demerouti, 2007; Tummers & Bakker, 2021). Improved 

employee well-being and performance are hallmarks of teacher retention. Researchers 

have used the JD-R theory to examine the job demands and job resources that influence 

novice teacher well-being and performance, and thus retention. Published research has 

shown the importance of the role of the principal and identifies job demands and job 

resources that influence novice teachers’ decision to stay or leave the teaching profession. 

Similarly, I examined principals’ perceptions of their role in novice teacher retention to 
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the extent that job demands and job resources are identified. I used the JD-R theory to 

develop the interview questions to allow elementary school principals of Title 1 schools 

to reflect on and evaluate their roles and the types of supports and job resources provided 

to novice teachers. The questions allowed principals to reflect on their roles as it relates 

to barriers, challenges, and job demands that negatively influence novice teacher 

retention. The JD-R theory was a critical lens that I viewed Title1 elementary school 

principals’ perceptions on the retention of novice teachers. School principals have a 

direct role in novice teacher development and retention, and in the job resources and 

demands of novice teachers (Holme et al., 2018; Kutsyuruba et al., 2020; Nguyen, 2021; 

Tran & Smith, 2020; Whipp & Geronime, 2017; Wronowski, 2018). Studying the 

perceptions of Title 1 elementary school principals through the lens of job demands and 

job resources will provide greater insight into novice teacher retention.  

Literature Review Related to Key Concepts 

The literature review related to the fundamental concepts was based on the 

research problem statement, purpose, and question. As a result of the research, key 

concepts, key themes and ideas consistently emerged. In this section, concepts related to 

the retention of novice teachers and elementary Title 1 principals' perceptions were 

explored. Data and statistics on teacher attrition and the impact of novice teacher attrition 

were provided. The information is essential to understanding the research problem. I also 

focused on factors that influence novice teachers’ decisions to leave or stay in the 

profession. A section on Title 1 schools, the context for the research, was included to 
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understand the problem as it relates to Title 1 schools. Lastly, I focused on the role of the 

principal in novice teacher retention.  

Data and Statistics on Teacher Attrition 

Novice teacher attrition rates are a concern and may have lasting effects on public 

education (see Geiger & Pivovarova, 2018). The attrition rates reported in the literature 

vary. Tran and Smith (2020) espoused that 12% of teachers in the United States left 

within the first three years. Other studies reported that as many as 30% of teachers leave 

within the first five years (Dell’Angelo & Richardson, 2019; Weldon, 2018). As reported 

by Uribe-Zarain et al. (2019), 40% to 50% of teachers left the profession within the first 

five years. Specific to urban schools, which serve students of color and economically 

disadvantaged students, 70% of novice teachers may leave the teaching profession within 

the first five years (Kamrath & Bradford, 2020). The impact of novice teacher attrition on 

students of color and economically disadvantaged students has been significant (Carver-

Thomas & Darling-Hammond, 2019; Holme et al., 2018). Nonetheless, the first five 

years of teaching are important because of significant pedagogy growth and skill 

development (Bettini & Park, 2021; Tran & Smith, 2020). Teacher attrition has been 

referred to as a national crisis (Geiger & Pivovarova, 2018). Policymakers and educators 

at all levels have focused on the problem and have sought ways to reduce attrition to 

improve the educational outcomes for students being supported by public education 

(Bettini & Park, 2021; Carver-Thomas & Darling-Hammond, 2019; Holme et al., 2018; 

Ronfeldt & McQueen, 2017). 
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Impacts of Novice Teacher Attrition 

Retaining novice teachers is essential for three reasons. First, the primary goal of 

education is to provide an equitable education to all children (Adler-Greene, 2019). To 

meet the primary goal, having a proficient teacher in every classroom to influence 

positive student learning outcomes is necessary for student achievement (Kim, 2019; 

Ovenden-Hope et al., 2018). Retaining novice teachers increases the likelihood of teacher 

proficiency, which has a positive correlation with years of experience (Ingle et al., 2021; 

Kamrath & Bradford, 2020;). Teacher proficiency is a critical lever in providing an 

equitable education to students of color and economically disadvantaged students 

(Kamrath & Bradford, 2020; Kim, 2019). Often, the replacements in Title 1 schools that 

support students of color or economically disadvantaged students are inexperienced and 

lack teacher proficiency (Kamrath & Bradford, 2020; Nguyen, 2021). In a study by 

Ronfeldt et al. (2013), the research suggested that in fourth and fifth graders student 

achievement in math and English Language Arts was negatively impacted by teacher 

turnover. Second, the cost to hire replacements due to attrition ranges from $8,000 to 

$20,000 per teacher (Carver-Thomas & Darling-Hammond, 2019; Ford et al., 2019; 

Hammonds, 2017; Kamrath & Bradford, 2020; Papay et al., 2017; Sutcher et al., 2019; 

Watson, 2018). The cost results in billions of dollars spent each year in the United States 

(Martinez, 2019; Reitman & Karge, 2019; Ronfeldt et al., 2013; Watson, 2018). Finally, 

novice teacher retention is important in sustaining the implementation of school 

improvement efforts, which improve student performance, and sustaining institutional 

and organizational knowledge (Ford & Forsyth, 2021; Ford et al., 2019; Holme et al., 
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2018; Kim, 2019; Maready et al., 2021). Thus, because the school principal is responsible 

for leading and managing schools’ instructional and organizational details to increase 

student achievement, understanding Title 1 elementary school principals’ perceptions in 

the Southeastern United States may provide beneficial information for novice teacher 

retention. 

Reasons Novice Teachers Leave or Stay 

Novice teachers leave the teaching profession for various reasons. Some of the 

reasons are within a school principal's influence, and others are not within a principal’s 

influence. Reasons cited for attrition include (a) low teacher salaries, (b) poor working 

conditions, (c) overwhelming workload, (d) unsupportive interactions with colleagues 

and school administrators, and (e) limited mentoring and induction opportunities (Bettini 

& Park, 2021; Elyashiv, 2019; Geiger & Pivovarova, 2018; Holmes et al., 2019). To that 

end, better salaries, good working conditions, reasonable workload, collegial interactions 

with colleagues, and access to mentoring and induction programs are retention factors. In 

some instances, novice teachers cite student interactions as a contributing factor for 

leaving the teaching profession (Bettini & Park, 2021). While many additional factors 

lead to novice teacher attrition, the research is poignant that decisions to leave the 

teaching profession are often layered. The school leader is a predictor of attrition and 

retention (du Plessis et al., 2019; Zavelevsky et al., 2021). Working conditions, 

reasonable workload, collegial interactions with colleagues, and mentoring and induction 

programs may be classified as job demands and job resources that school principals have 

significant autonomy to control. Thus, principal perceptions of their role in retaining 
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novice teachers in elementary Title 1 schools are critical to understand their roles and the 

phenomenon of novice teacher retention. The sections below give information on the 

school principals’ role in teacher salaries, working conditions, workload, collegial 

interactions, and mentoring and induction.  

Teacher Salaries 

Teacher salaries compared to other prestigious professions, such as medical 

doctors and lawyers, are not as high and are often mentioned as a reason novice teachers 

leave the profession (Geiger & Pivovarova, 2018). While a livable salary to prevent 

working a second job is necessary to recruit and retain teachers, the issue of a low salary 

is often coupled with other work conditions that result in novice teachers leaving the 

profession (Tran & Smith, 2020). Teacher compensation can affect recruitment and 

retention (Sutcher et al., 2019). Furthermore, it could be argued that novice teachers were 

aware of the salary before entering the field and entered the profession despite the 

knowledge.  

According to a study by the Organisation for Economic Co-operation and 

Development (OECD), elementary school teachers in OECD countries earned about 80% 

of the salary of other educated professionals (Han et al., 2018). The United States is an 

OECD country (Han et al., 2018). Furthermore, novice teachers in the United States earn 

20% less than their contemporaries (Farber, 2010; Morgan, 2020; Podolsky et al., 2019). 

Novice teachers earning less than $40,000 were more likely to leave the profession than 

novice teachers earning more than $40,000 (Podolsky et al., 2019). The research 

suggested that most teacher’s salaries are not in the middle-class range.  
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There were also suggestions that the low wage makes the profession less 

prestigious when compared to other professions, such as a medical doctor or lawyer 

(Coffey et al., 2019; Farber, 2010; Geiger & Pivovarova, 2018; Han et al., 2018). One 

researcher alluded to the marginalization of teaching by society (Al Seyabi, 2020). 

Hence, the lack of prestige may negatively influence novice teacher retention (Geiger & 

Pivovarova, 2018). As mentioned in the problem statement section, there is an enrollment 

decline in teaching programs, and research suggested the decline can be attributed to 

esteem perceptions of teaching (Klimek, 2019).  

Nonetheless, salary increases have a marginal impact on teacher attrition as other 

influencing factors, like work conditions, increase the likelihood of novice teacher 

attrition (Harris et al., 2019; Shuls & Flores, 2020; Zavelevsky et al., 2021). For example, 

in one study, 13% of teachers left because of the need for a higher salary, and the top 

reason was for personal life factors at 37% (Podolsky et al., 2019). Immediately 

following the top reason were factors related to work conditions, including accountability 

measures, dissatisfaction with administration, dissatisfaction with teaching, too many 

classroom interruptions, student discipline problems, and lack of autonomy. Equally 

important to note on the issue of salary was that school principals have no control over 

salaries (Shuls & Flores, 2020). Thus, focusing on job demands and resources, school 

principals have direct control over was of value to this current study.  

Working Conditions 

Working conditions were identified as a critical factor in teacher retention (Geiger 

& Pivovarova, 2018; Gunther, 2019; Mullen et al., 2021; Stronge et al., 2006; Sutcher et 
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al., 2019). The literature suggested that poor working conditions, conditions not 

supportive or conducive to teaching and learning, are more likely to occur in high poverty 

and high minority schools, like Title 1 Schools (Bettini & Park, 2021; Holmes et al., 

2019; Redding & Nguyen, 2020). Poor working conditions included lack of administrator 

and parental support, lack of adequate resources, lack of safety, and deteriorating 

facilities (Hanushek & Rivkin, 2007). Grissom (2011) characterized principal 

effectiveness as a working condition. Furthermore, poor working conditions or demands, 

may include extracurricular responsibilities and unclear school organizational structures 

and process (McCarthy et al., 2020). In the literature, many characteristics defined 

working conditions and there were variations of working condition depending on the 

study (Hanushek & Rivkin, 2007). However, consistently espoused in the literature as 

working conditions that support novice teacher retention are school leader support, 

positive school culture, collegial support, professional learning, mentoring, and induction 

programs (Berry et al., 2021; Bettini & Park, 2021; Elyashiv, 2019; Geiger & 

Pivovarova, 2018; Holmes et al., 2019; Shuls & Flores, 2020). In addition, student 

behavior is identified as a working condition that impacts novice teacher retention (Kim, 

2019). Furthermore, a mixed-methods study focused on principals' views of teacher 

attrition, and a stressful work environment and poor work conditions were identified as 

the main reasons for teacher attrition (Elyashiv, 2019). The working conditions are job 

resources that may increase engagement and motivation, resulting in teacher retention in 

elementary Title 1 schools. Also, pay increases may not be needed or substantial with 

improved working conditions (Hanushek & Rivkin, 2007; See, Morris, Gorard & El 
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Soufi, 2020; See, Morris, Gorard, Kokotsaki & Abdi, 2020). Principals directly influence 

school leader support, positive school culture, student behavior, collegial support, 

professional learning, mentoring, and induction programs, the working conditions 

consistently mentioned in the literature. Thus, examining the principals’ perceptions of 

novice teacher working conditions through the context of the JD-R theory helped with 

understanding the complexities of novice teacher retention.  

Overwhelming Workload 

Another important factor in the attrition of novice teachers was the workload. 

Novice teachers cited overwhelming, overdemanding, or heavy workloads as a 

determining factor in leaving (Bettini & Park, 2021; du Plessis et al., 2019; Perryman & 

Calvert, 2020; Uribe-Zarain et al., 2019; Zavelevsky et al., 2021). The workload can be 

defined as too many competing responsibilities and demands in relation to a lack of 

resources (Schaack et al., 2020). According to the research, long work hours and large 

class sizes are examples of a heavy workload (Elyashiv, 2019; Leithwood & McAdie, 

2007). Though not required or mandated, long work hours may consist of working after 

the school day and on weekends to complete the many tasks (Gaikhorst et al., 2017; 

Perryman & Calvert, 2020). Considered off contract, teachers are often not compensated 

for this time. Additionally, large classes may increase the opportunity for novice teachers 

to struggle with classroom management and behaviors. One study suggested that novice 

teachers receiving the same workload as veteran teachers is inequitable (du Plessis et al., 

2019). The perceived heavy workload by novice teachers lead to stress (du Plessis et al., 

2019; Gaikhorst et al., 2017). In a study, 71% of recent graduates left due to the workload 
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(Perryman & Calvert, 2020). Administrative support was cited as a possible solution to a 

demanding workload (Learning Policy Institute, 2017; Perryman & Calvert, 2020). 

Research suggested that school leaders should support novice teachers with workload 

management (Bettini et al., 2018). Thus, school cultures of collective responsibility 

where experienced teachers support novice teachers, collaborate instructionally with 

colleagues to create lessons, share resources, and learn the curriculum were suggested 

strategies school principals can implement to manage the workload. Thus, in the JD-R 

theory, the workload would be considered a job demand, and principals have some 

leverage on the workload of novice teachers in Title 1 elementary schools. 

Interactions with Colleagues and School Administrators 

Interactions between novice teachers and their colleagues, including the school 

administration, were another factor in novice teachers’ decision to stay or leave the 

profession (Hagie, 2012; Nguyen, 2021; Wang et al., 2020). Collaboration with other 

teachers who provide support was a predictor of retention (Bruno et al., 2020; Holmes et 

al., 2019; Kamrath & Bradford, 2020; Nguyen, 2021; Qin, 2019; Shen et al., 2012). The 

interactions with other colleagues were related to the school culture (Bettini & Park, 

2021; Kutsyuruba, 2020; Leithwood & McAdie, 2007). Novice teachers who reported 

minimal interactions with colleagues felt isolated compared to novice teachers with 

interactions who felt a sense of belonging (Bettini & Park, 2021; Uribe-Zarain et al., 

2019). The feeling of belonging contributed to teacher retention (Redding & Henry, 

2019; Schaefer et al., 2021; Uribe-Zarain et al., 2019). Important to note that novice 

teachers in high-poverty schools, like Title 1 Schools, were less likely to interact with 
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colleagues than novice teachers in low-poverty schools (Bettini & Park, 2021). Creating 

opportunities for novice teachers to collaborate with their peers is a job resource that 

school principals can use to support the retention of novice teachers. Furthermore, 

positive workplace relationships result in job satisfaction (Ansley et al., 2019). The 

positive interactions could minimize the job demands, which is proposition 3 of the JD-R 

theory. 

Induction and Mentoring Opportunities 

New teacher induction is an initiative to support novice teachers in acclimating to 

teaching and a school’s organizational structure and culture (Aktas, 2018; Gaikhorst et 

al., 2017; Kutsyuruba, 2020; Shuls & Flores, 2020; Sorensen & Ladd, 2020; Wang et al., 

2020; Whalen et al., 2019; Wiens, et al., 2019). As of 2012, more than half of the states 

in the United States had an induction program (Ronfeldt & McQueen, 2017). More than 

90% of teachers reported participating in an induction program. Some research suggested 

that mentoring and induction programs result in retention, but the results were 

inconclusive (Keese et al., 2022; Maready et al., 2021; Ronfeldt & McQueen, 2017; See, 

Morris, Gorard, Kokotsaki & Abdi, 2020). However, one study suggested that the 

following induction supports: attending seminars, supportive communication from school 

leaders, and having a mentor increased retention chances respectively by 9%, 1%, and 

15% (Ronfeldt & McQueen, 2017). Implementing new teacher induction programs 

varied, and novice teachers received different experiences based on a school’s novice 

teacher program implementation (Doran, 2020; Kutsyuruba, 2020; Smith & Ingersoll, 

2004). Furthermore, induction programs must serve teachers in their first five years (Luft 
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& Dubois, 2015). The literature on novice teacher induction suggests that quality 

induction programs result in effective teaching, job satisfaction, student learning, and 

retention (Harmsen et al., 2019; Kutsyuruba, 2020). Additionally, research suggested new 

teacher induction programs contribute to novice teacher well-being and self-efficacy, a 

personal resource in the JD-R theory (Fitchett et al., 2018). New teacher induction 

programs typically consisted of mentors, ongoing professional development often related 

to instruction and classroom management, modeling, coaching, observations, and 

feedback (Kutsyuruba, 2020; Reitman & Karge, 2019; Sutcher et al., 2019). Specific to 

novice teachers at Title 1 schools, lower levels of induction and mentor support were 

likely, and novice teachers were less likely to receive consistent administrative support 

than peers in less racially diverse schools (Bettini & Park, 2021; Redding & Nguyen, 

2020). In a study on a novice teacher retention program in disadvantaged schools in 

England, professional learning, coaching, collaboration, and a focus on quality teaching 

resulted in novice teachers increased self-efficacy and retention (Ovenden-Hope et al., 

2018). Nonetheless, the principal’s level of involvement varied depending on the school 

context and expectations (Kutsyuruba, 2020; Kutsyuruba et al., 2020). However, 

principal engagement was viable to the success of induction programs, and their 

commitment to induction programs can support novice teacher retention (Kutsyuruba et 

al., 2020; Warsame & Valles, 2018). New teacher induction programs are a job resource 

that principals in elementary Title 1 schools can provide to aid in novice teacher 

retention.  
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Title 1 Schools 

This study focused on principals' perceptions of novice teacher retention at Title 1 

schools. According to the research, Title 1 schools have difficulty retaining novice 

teachers compared to non-Title 1 schools (Bettini & Park, 2021; Holme et al., 2018; Qin, 

2019; Ronfeldt & McQueen, 2017). Grissom (2011) espoused a consistent finding in the 

literature that teachers are likely to leave schools with high numbers of disadvantage 

students, like those served at Title 1 schools. The frequent turnover resulted in decreased 

student achievement (Maready et al., 2021). Retaining novice teachers at Title 1 schools 

is key for reforming and making positive changes at Title 1 schools (Maready et al., 

2021; Viano, et al., 2021). Many new teachers begin their careers serving students 

identified as economically disadvantaged and students of color (Redding & Henry, 2019; 

Redding & Nguyen, 2020; Stronge et al., 2006; Sutcher et al., 2019; Watson, 2018). A 

school's Title 1 status is based on the number of students who receive free or reduced-

priced meals indicative of a students’ low socioeconomic status (Ingersoll et al., 2019). 

Title 1 schools are often characterized as racially diverse and low achieving (Redding & 

Nguyen, 2020; Tran & Smith, 2020). Title 1 schools, according to the literature, are 

referred to as hard to staff schools, underserved schools, high needs schools, or urban 

schools (Bettini & Park, 2021; Geiger & Pivovarova, 2018; Kamrath & Bradford, 2020; 

Kim, 2019; Redding & Henry, 2019; Tran & Smith, 2020; Whipp & Geronime, 2017). 

Though much of the literature suggested novice teachers leave Title 1 schools at higher 

rates than non-Title 1 schools, two studies suggested there was no statistical difference in 

teacher attrition rates (Bettini & Park, 2021; Geiger & Pivovarova, 2018). Title 1 schools 
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were also characterized as having difficult working conditions (Bettini & Park, 2021; 

Redding & Henry, 2019).  

The difficult work conditions included less effective or experienced principals 

lacking a strong academic background (Podolsky et al., 2019). In hard-to-staff schools, 

principal effectiveness was strongly related to teacher attrition (Bruno et al., 2020; 

Podolsky et al., 2019). Teacher’s perceptions of the principal’s effectiveness were a 

significant factor in a teacher’s retention or attrition decision (Podolsky et al., 2019). In 

high poverty schools, like Title 1 schools, the following are characteristic of effective 

leadership: (a) effective managers of resources, communication, and budgets; (b) 

effective instructional leaders providing fair evaluations, growth opportunities, and 

strategic hiring; and (c) effective decisions makers by engaging teachers in decision 

making and providing autonomy (Gunther, 2019; Podolsky et al., 2019). 

The study was specific to Title 1 schools, which support more students of color 

and economically disadvantaged students, as attrition rates were reported to be higher 

than non-Title 1 schools. Additionally, equitable education concerns are raised at Title 1 

Schools because of the high attrition rates of novice teachers resulting in Title 1 students 

being taught by less experienced teachers. Thus, focusing on the demands, productive 

and counterproductive, and resources from Title 1 elementary school principals’ 

perceptions added to the existing research and yielded information to support retention of 

novice teachers in elementary Title 1 schools. 
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Principal Leadership 

The school principal has many competing job duties and responsibilities to 

manage and lead schools. One of those duties is recruiting, hiring, and retaining teachers. 

Principal leadership is critical and is often identified as the primary factor in retaining 

novice teachers (du Plessis et al., 2019; Elyashiv, 2019; Harju & Niemi, 2020; Harris et 

al., 2019; Holmes et al., 2019; Kamrath & Bradford, 2020; Kim, 2019; Redding & 

Nguyen, 2020; See, Morris, Gorard, Kokotsaki & Abdi, 2020; Uribe-Zarain et al., 2019; 

Van der Vyver et al., 2020; Whipp & Geronime, 2017; Wronowski, 2018; Zavelevsky et 

al., 2021). In addition, the research suggested principal leadership is especially critical in 

schools with diverse student populations, like those of Title 1 schools, that experience 

high attrition rates (Carver-Thomas & Darling-Hammond, 2019; Kim, 2019). Also, the 

principals’ supportive leadership results in teachers’ leadership behaviors (Cemaloğlu & 

Savaş, 2018). Thus, exploring the existing research on principals' perceptions of retaining 

novice teachers aided the development of the interview protocol (see Appendix A). 

Identifying and analyzing specific leader behaviors and actions in the existing research 

provided information on how principals leveraged job demands and job resources to 

retain novice teachers.  

Principals’ Perceptions in Retaining Novice Teachers 

Five studies relevant to principals, often referred to as school leaders, highlight 

principals' perceptions of teacher retention. One mixed methods study focused on school 

and district leaders. The principals identified the work environment and job conditions as 

reasons for novice teacher attrition (Elyashiv, 2019). Furthermore, the principals 
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suggested improved salaries and reduced work hours as solutions. To improve the work 

environment, the principals suggested reduced class sizes, more autonomy, and 

professional learning as strategies to minimize attrition. In some situations, principals 

have autonomy with classes sizes and professional learning, so that these job resources 

could support retention. The principals did not mention mentoring and support of novice 

teachers as frequently as work environment and job conditions.  

A group of researchers, du Plessis et al. (2019), focused on novice teachers' and 

school leaders' perceptions. Though not clearly defined, support was identified by 

teachers and school leaders as critical to novice teachers, but there were differences in 

how teachers and school leaders perceive support (du Plessis et al., 2019). School leaders 

perceived that engagement with novice teachers and taking responsibility for their 

development were part of their roles and responsibilities. However, regular 

communication, a component to supporting novice teachers, was limited, as reported by 

the school leaders. School leaders also perceived professional learning as an effective 

strategy in retaining novice teachers more than administrative support. The principals' 

perceived impact of work conditions on turnover was lower than the perceived impact on 

novice teachers reported. 

Harris et al. (2019) conducted a study on the perceptions of teachers, principals, 

and parents. The study focused on the work conditions of novice teachers. The work 

conditions included: a trusting and supportive environment, reasonable teacher 

expectations, a clear vision for improving learning articulated by leaders, quality 

professional development opportunities, and adequate compensation for working (Harris 
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et al., 2019). There was a difference in the perceptions of novice teachers as the 

principals believed that the work conditions were better than novice teachers reported like 

the study by du Pleiss et al. 

Principals identified organizational practices, policy and working conditions, 

principal traits, and community as paramount to novice teacher retention (Zavelevsky et 

al., 2021). The most important aspect to principals was organizational practices including 

new teacher induction and mentoring, collaboration with other teachers, and 

administrator support. Work conditions and policies focused on teachers' and mentors' 

compensation and new teacher integration policies were the second most important to 

principals. The study also recognized a gap between reality and the ideal conditions 

principals report (Zavelevsky et al., 2021). 

Frahm and Cianca (2021) focused on retaining novice teachers in a rural context 

from the perspectives of superintendents, principals, and aspiring leaders. The 

information from the study was useful to the context for this study. The study 

acknowledged that the principal’s role has changed from management-based to 

instructional leadership focused. To retain novice teachers, building meaningful 

relationships and acknowledging accomplishments, making retention initiatives a shared 

responsibility, creating supportive environments, providing resources, and voice equity 

were mentioned as retention levers principals could use. 

The information from the five studies suggested that work conditions and support 

were key to novice teacher retention. Though the five studies were not specific to Title 1 

Schools, in this research study, the Title 1 elementary school principals acknowledged 
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that work conditions and support were important in their roles in retaining novice 

teachers. In the context of the Job Demands and Resources theory, this study’s 

framework, work conditions, and support can be either a job demand or job resource 

depending on how the principal leverages school processes and initiatives.  

Principal Behaviors and Actions  

There are critical principal leadership actions and supports vital for retaining 

novice teachers (Harju & Niemi, 2020; Kim, 2019). The behaviors and actions 

demonstrate principal effectiveness, resulting in lower attrition rates and increased job 

satisfaction for teachers (Grissom & Bartanen, 2019). The actions vary within the 

existing research. However, the actions can be assigned to the following categories: 

instructional leadership, student behavior leadership, and supportive school culture 

management (Grissom & Bartanen, 2019; Harju & Niemi, 2020; Kim, 2019). 

Instructional leadership actions include providing ongoing professional learning at the 

school level (Liebowitz & Porter, 2019; Watson, 2018), professional learning 

communities and collaboration (Park et al., 2019), feedback from classroom observations 

(Daniels et al., 2020; Grissom & Bartanen, 2019; Liebowitz & Porter, 2019; Uribe-Zarain 

et al., 2019), and the principal being knowledgeable of curriculum, instruction, and 

assessment (Baptiste, 2019). Principal actions that demonstrate student behavior 

leadership include modeling how to deal with challenging behaviors (Kim, 2019), 

supporting teachers in establishing rules and procedures (Uribe-Zarain et al., 2019), and 

providing coaching and feedback on classroom management plans (Kim, 2019). 

Principals play a major role in creating a positive school climate (Baptiste, 2019; Ingle et 
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al., 2021; Uribe-Zarain et al., 2019). The climate includes actively engaging and 

interacting with staff, students, and the community (Bukko et al., 2021; Liebowitz & 

Porter, 2019); creating positive relationships (Kamrath & Bradford, 2020); treating staff 

with respect and recognizing staff (Daniels, et al., 2020; Dos Santos, 2020; Grissom & 

Bartanen, 2019; Kamrath & Bradford, 2020); open communication (Baptiste, 2019); and 

shared leadership (Baptiste, 2019; Brezicha et al., 2020; Kamrath & Bradford, 2020). 

According to Ansley et al. (2019), building and maintaining positive relationships with 

staff was one of the most salient actions a principal can do to aid in teacher retention, 

especially at high needs schools. The principal’s actions could be demands or resources 

and leveraged to improve novice teacher retention.  

Principal leadership is influential in retention and may mitigate the need for salary 

increases (Learning Policy Institute, 2017; Urick, 2020). Principal leadership that 

includes teacher leadership and shared leadership may also prove instrumental in teacher 

retention (Learning Policy Institute, 2017; Sulit, 2020; Urick, 2020). Shared leadership 

empowers and engages teachers in the school’s vision and work enabling teachers to be 

resourceful (Brezicha et al., 2020; Urick, 2020). The research suggests that principals 

who meet teachers’ needs may retain more teachers (Urick, 2020). Teacher retention can 

positively effect student achievement. Yet, principal leadership varies based on school 

context and a principal’s background. Furthermore, in the existing research, teacher 

perceptions are often used as a metric to determine principal leadership and effectiveness 

(Urick, 2020).  
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Principal leadership was identified as the most important work condition 

impacting retention (Sulit, 2020). Thus, ineffective leadership leads to attrition. Grissom 

(2011) characterized principal effectiveness as a work condition. In the context for this 

study, Title 1 schools, the research suggests that less effective principals lead high 

poverty schools (Learning Policy Institute, 2017). Furthermore, teachers at high poverty 

schools perceived their principals to be less effective. The research described effective 

leaders in high poverty schools, like Title 1 schools, as effective school managers, 

effective instructional leaders, and inclusive decision-makers.  

Summary  

This chapter aims to provide a background of the literature on the existing 

research related understanding principals’ perceptions of their role in retaining novice 

teachers in elementary Title 1 schools. The chapter provided background information on 

the JD-R theory, the conceptual framework for the study. This chapter includes 

information on the problem of novice teacher retention by providing current data and 

statistics and the impacts of novice teacher attrition. The literature review also gave 

reasons novice teachers stay or leave the teaching profession by examining the factors 

that can be considered job demands or job resources. This chapter highlights the effects 

of teacher attrition on Title 1 Schools to show the impact on schools identified as Title 1 

schools. Lastly, the role of the school principal is included, and the specific actions 

principals should use in increasing the likelihood of retaining novice teachers. 

The research supports the principal’s role in retaining novice teachers. The 

principal’s interactions with novice teachers can determine attrition or retention. Factors 
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such as teacher salary are not in the principals' control. However, the research has 

identified strategies and actions in which the principal has autonomy and control. Work 

conditions are cited consistently in the literature as a factor in novice teachers’ decisions 

to stay or leave the teaching profession. School principals influence the work conditions 

through their actions and behaviors, and there are, according to the research, specific 

actions and behaviors that improve the likelihood of retaining novice teachers. 

Furthermore, principal support has been linked to teacher job satisfaction (Olsen & 

Huang, 2019). 

While the research has identified strategies and actions that support novice 

teacher retention, retaining novice teachers continues to be a challenge for Title 1 school 

principals. The principal’s role in retaining novice teachers is critical for student 

achievement and the school’s culture. Thus, examining the principal's role through the 

JD-R theory lens expands the body of knowledge and contributes to school leaders, 

school districts, and principal training programs understanding of novice teacher 

retention.  

Chapter 3 focuses on key components of the research methodology. The role of 

the researcher and relationships to participants are explained. The participant selection, 

recruitment procedures, and the selection of semi-structured interviews to collect data are 

discussed. To ensure the study is reliable, strategies to ensure the study is trustworthy are 

explained.  
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Chapter 3: Research Method 

The purpose of this basic qualitative study was to examine Title 1 elementary 

school principals’ perceptions of their roles in the retention of novice teachers. Chapter 3 

includes an explanation for the research design and rationale. I describe my role as the 

researcher. I also describe the methodology which includes participant selection and the 

interview approach. The data analysis plan is also provided. Trustworthiness and ethical 

procedures are addressed. I conclude the chapter by providing a summary of the 

information covered in the chapter.  

Research Design and Rationale 

The research design and rationale were based to answer the research question 

about retaining novice teachers at a Title 1 schools and to add to the body of knowledge, 

addressing the gap in the literature in this area. The following research question was used 

for this basic qualitative study: 

RQ: What are Title 1 elementary school principals’ perceptions of their roles in 

retaining novice teachers in elementary Title 1 schools in the Southeastern United States? 

For this study, I selected a basic qualitative research design to examine and 

analyze Title 1 elementary school principals’ perceptions of their roles in novice teacher 

retention. A key attribute in qualitative research is the recursive nature that allows 

researchers to be responsive to the information throughout the process while holding true 

to the systematic way of collecting data (Ravitch & Carl, 2016). Using the qualitative 

study to answer the research question allowed me flexibility to adjust, based on the 
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participants’ responses. Furthermore, the qualitative study allowed me to focus on the 

participants’ experiences and perceptions. 

Before deciding on a specific qualitative approach, I narrowed my options to the 

basic qualitative study, phenomenology, and a case study. I did not select 

phenomenology. Phenomenology involves exploring the lived experiences of a 

phenomenon and how one processes the phenomenon (Starks & Trinidad, 2007), which 

did not align with my research question. I was interested in commonalities and 

differences related to the individual experiences of the participants as it relates to novice 

teacher retention. A case study was not selected because interviews were to be the only 

data source for this study and case studies involve multiple data sources (see Dooley, 

2002). After researching the various qualitative studies, consultation with my chair, and 

consideration of the goals of this research, I determined the basic qualitative study was 

appropriate. Furthermore, basic qualitative was selected because it was a challenge to 

align my purpose and design to one of the other specific qualitative approaches.  

According to Merriam and Tisdell (2016), a basic qualitative study has three 

purposes. First, is to understand how people interpret their experiences (Kahlke, 2014; 

Merriam & Tisdell, 2016). I aimed to interpret and understand principals’ perceptions 

through their direct experiences and their roles in novice teacher retention and to 

understand the job demands and job resources principals identify relating to novice to 

retention and attrition. The second purpose of a basic qualitative study is to understand 

how participants construct meaning through their experiences (Kahlke, 2014; Merriam & 

Tisdell, 2016). In this study, examining the participants’ responses and how they 
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constructed meaning related to their roles through the interactions and experiences with 

novice teachers yielded valuable information to understand the phenomena of novice 

teacher retention and attrition. The third purpose of a basic qualitative study is to 

understand the meaning participants attribute to the experiences (Kahlke, 2014; Merriam 

& Tisdell, 2016). In this study, understanding how the principals made meaning of the 

experiences in retention and attrition and their roles were critical to the findings and 

results. The other types of qualitative research (phenomenology, ethnography, grounded 

theory, and narrative inquire) were not appropriate because those studies necessitate an 

added component, such as a focus on the culture of a group, the essence of an experience, 

to build theory, or an in-depth analysis of a bonded system (see Merriam & Tisdell, 

2016). 

Role of the Researcher 

Positionality is a critical concept to acknowledge in qualitative research (Ravitch 

& Carl, 2016). Positionality includes the role of the researcher and social identity. I was 

the researcher and responsible for all aspects in this study, including data collection, 

analysis, and interpretation. I have 28 years in education. I have served as a Title 1 

elementary school principal in a school district in the Southeastern United States for the 

past 6 years. 

The participant pool for the research included principals from my school district. I 

recruited a total of six participants from my school district. My school district has a total 

of 41 Title 1 elementary schools. The goal was to recruit principals with whom I did not 

have a personal or close working relationship, and I was successful in accomplishing the 
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goal. I do not have a supervisory or mentoring role with the potential participants. I did 

not offer any incentives to participants.  

For this research there were two potential biases. First, there was a direct relation 

between my position and the research topic, and thus, the potential for researcher bias. 

The bias existed because I am familiar with the role of the principal in a Title 1 

elementary school. Second, I recruited participants from my school district. As mentioned 

in Chapter 1, including principals from my school district allowed for a diverse pool of 

participants and could yield beneficial in interpreting and analyzing the results. Another 

reason for including principals from my district was there could have been a reluctance 

from principals outside of the district to participate due to not having an established 

connection with me and being suspicious of motives, even with confidentiality 

assurances. Nonetheless, in qualitative research, managing biases and subjectivities is 

important (Ravitch & Carl, 2016). The biases, assumptions, and beliefs can directly affect 

a researcher’s decisions so acknowledging and being aware is critical to trustworthiness 

of a study. One way that I managed biases was through peer debriefing. Peer debriefing is 

discussing the study’s content with others not involved in the study (Lincoln & Guba, 

1985). Peer debriefing is also referred to as collaboration and dialogic engagement with 

thought partners (Ravitch & Carl, 2016). Member checks were also offered to 

participants. Member checks involve the participants verifying the data collected, data 

analysis, and data interpretations are reflected accurately (Lincoln & Guba, 1985; 

Merriam & Tisdell, 2016). In addition to peer debriefing and member checks, reflexive 

journaling was used during the research process. 
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Methodology 

In this section, I discuss the design of this basic qualitative study, which included 

six participants. I also discuss the logic for participant selection and recruitment. The 

instruments that were used in the data collection are explained. The process for data 

collection and analysis are also discussed in the methodology section. 

Participant Selection Logic 

I aimed to examine the perceptions of six Title 1 elementary school principals in 

the Southeastern United States on novice teacher retention. Purposeful sampling was used 

to recruit participants. According to Ravitch and Carl (2016), purposeful sampling is 

intentional about participant selection to acquire the information needed to answer the 

research questions. Purposeful random sampling was the specific strategy I used in this 

study to recruit six participants. The strategy was selected because it can be perceived to 

minimize biases (see Ravitch & Carl, 2016). For the study, the following criteria was 

required to participate in the study: 

• Title 1 elementary school principal in the Southeastern United States 

• 3 or more years of experience 

• Experienced novice teacher attrition or experienced success in retaining 

novice teachers, and have concerns about novice teacher retention 

The criteria were based on the purpose and research questions for the study. The criterion 

of Title 1 elementary school principal in the Southeastern United States was important to 

me because that is my current setting as a school principal. As part of the data analysis, I 

captured similarities and differences in the experiences of my geographical location. The 
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second criterion, 3 or more years of experience, was important because it takes time to 

learn and fully understand the principal’s role. The final criterion, experienced novice 

teacher attrition or experienced success in novice teacher retention, was important 

because the research was based on the participant’s experiences and having experienced 

retention, attrition, or both are key to the research. To determine the participants’ 

eligibility to participate in the study, the pool of candidates acknowledged through email 

meeting the criteria. 

For the study, saturation was the goal. Saturation in research occurs when new 

information or themes are no longer observed in the data (Guest et al., 2006). There is not 

an exact number for when saturation occurs, but research suggests that after about 12 

interviews saturation occurs. According to Guest et al. (2006), meta themes evolve at six 

interviews. However, for this study, there was a limited number of participants to ensure I 

could secure participants based on the criteria. For this study, I emailed 19 Title 1 

elementary school principals and six principals agreed to participate in the study. Six 

participants were selected because based on the information from the literature review on 

saturation, repeated themes and trends may be present by the sixth interview. To confirm 

the principals’ years of experience, I was able to check their school’s website which lists 

the start year at their schools. To confirm retention or attrition at their schools, principals 

were asked this information during the interview. In some instances, when the 

information was not readily available during the interview, the principals emailed me 

with the information later. 
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Upon receiving approval from Walden University’s IRB (Number 08-30-22-

1013396), I completed the school district’s approval process to conduct the research. 

Potential participants were contacted through Walden University email and invited to 

participate in the study. I used the school district’s website to acquire information to 

confirm Title 1 status and emailed principals directly to participate in the study. 

Instrumentation 

Qualitative interviews were used to collect data for the study. Interviews are a 

component of most qualitative studies (Merriam & Tisdell, 2016; Ravitch & Carl, 2016) 

and are appropriate for this basic qualitative study. For this research project, I developed 

the interview protocol. The interview protocol included before, during, and after 

processes to support the integrity and fidelity of the research. The research interviews 

were based on the research question of principals’ perceptions of their role in retaining 

novice teachers. I also used information from the literature review to formulate questions. 

While I had predetermined open-ended questions, I had follow-up question stems, such as 

provide an example, tell about a specific instance, why do you think that, to probe to get 

in depth responses and information. Semistructured interviews were conducted to collect 

data from the participants. Semistructured interviews were used to acquire a complete 

account of the perceptions and experiences of the participants. Semistructured interviews 

include specific questions to ask but give the researcher flexibility and the ability to 

respond to the situation (Merriam & Tisdell, 2016). Hence, the importance of having 

follow-up question stems mentioned above. In-person interviews were conducted at the 

participants school to accommodate busy schedules. An audio recorder was used to 
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record the interviews. Participant consent was obtained prior to recording and in the 

introductory information of interview protocol, I shared that audio recording would 

occur, the purpose of the recording, and the procedures for securing the recording. 

Follow-up interviews were not needed for clarification of responses. 

Procedures for Recruitment, Participation, and Data Collection 

Participants in this study were Title 1 elementary school principals in the 

Southeastern United States. I recruited six participants who volunteered to participate in 

the study. To recruit participants, I used school websites to contact and solicit 

participation through email. The email included the school district’s approval letter and 

an overview of the dissertation’s background, purpose, and research question. The 

participant criteria were included in the email. The consent form was also provided. If I 

did not hear from potential participants within three days, I sent a follow-up email to ask 

about their intent to participate. Information for scheduling the interview was included in 

the email. I anticipated that interviews would last 45 to 60 minutes. I also informed 

participants as part of the closing procedures in the interview protocol that a follow-up 

interview phone call would be scheduled if needed for confirmation of the responses and 

to ask any additional follow-up questions.  

I collected the data for the semistructured interviews. In addition to keeping notes 

in the reflexive journal during the interview, the interviews were audio recorded after 

consent from the participants. I reminded participants of the confidentiality of the 

research project. Each participant was interviewed individually. The interviews were 

transcribed. The interview transcripts were critical to the qualitative data collection and 
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analysis process. Participants were given the opportunity to review transcripts of their 

interviews. The process is referred to as member checks or participant validations 

strategies (Ravitch & Carl, 2016). At the end of each interview, I thanked the participants 

and reminded them of confidentiality. I also reminded them of steps to keep information 

secured for the next five years, an expectation by Walden’s Institutional Review Board. 

Data Analysis Plan 

The qualitative research process is iterative and recursive (Ravitch & Carl, 2016). 

Essential to the qualitative data analysis process is to begin analyzing data upon 

collecting the data and continuing analysis throughout the entire process (Merriam & 

Tisdell, 2016; Ravitch & Carl, 2016). The ongoing analysis is a formative and summative 

process (Ravitch & Carl, 2016). Though the summative process to complete the study’s 

findings is important, the formative process is equally important because it allows the 

researcher to make adjustments and corrections during the process. The formative process 

allows the researcher to begin making meaning of the data. For this research, I used 

summative and formative data analysis processes. For my research, the formative data 

were my journal notes I took during and after the interview regarding themes, patterns, 

and connections, and my summative data was the analyzing of  the information I 

collected from the participants. Nonetheless, data analysis aims to answer the research 

questions (Braun & Clarke, 2006; Merriam & Tisdell, 2016). Ravitch and Carl (2016) 

describe the aim of data analysis as making sense of the data. Data analysis allows the 

researcher to interpret and describe the data collected in a qualitative study (Braun & 

Clarke, 2006; Ravitch & Carl, 2016). 
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The purpose of this qualitative research study was to understand Title 1 

elementary school principals’ perceptions of their role in retaining novice teachers in the 

Southeastern United States. I conducted semistructured interviews with questions that 

aligned to the research questions to collect data from the participants. During the data 

analysis, I searched for and was cognizant of job demands and job resources that emerged 

from the school principals’ interview. This was important because I selected the JD-R 

theory as the conceptual framework for the study. In addition to the coding of transcribed 

interview data, I used the analytical memos and reflexive journals written during the data 

collection process to support the analysis process. 

I used thematic analysis to identify themes for this research study. Thematic 

analysis is flexible and can be used with a variety of conceptual frameworks, study 

questions, designs, and sample sizes (Braun & Clarke, 2006; Kiger & Varpio, 2020). 

Thematic analysis is also suggested for novice qualitative researchers which I am (see 

Kiger & Varpio, 2020). Furthermore, thematic analysis is useful for understanding a set 

of experiences, thoughts, or behaviors related to a set of data (Kiger & Varpio, 2020). 

Though the thematic coding process is the approach, the themes may not reflect patterns 

and commonalities as part of the goal of the data analysis for the research study is to 

address the research questions with fidelity to the participants’ responses (Ravitch & 

Carl, 2016). In this study, I was interested in understanding the perceptions of Title 1 

elementary school principals in their role in retaining novice teachers. I used the 

following steps by Braun and Clarke (2006):  
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• Step 1: I became familiar with the data, including the transcripts from the 

interview recordings and my journal notes.  

• Step 2: I generated initial codes. Coding makes meaning of the data by 

using words or phrases that describe the data (Ravitch & Carl, 2016; 

Saldana, 2016). The coding could take several rounds.  

• Step 3: I searched for themes using the codes in Step 2. According to 

Braun and Clarke (2006), theme identification should address data in 

relation to the research questions. 

• Step 4: I reviewed the themes to ensure there was adequate data to support 

identified themes. 

• Step 5: I defined and named the themes creating a narrative description. 

• Step 6: I wrote the final analysis and findings, which are included in 

Chapter 4 and 5 of this research.  

Discrepant cases were not present in this study. Discrepant cases can be 

considered the outliers in the research (Ravitch & Carl, 2016). Discrepant cases can 

challenge the researchers thinking and assumptions which can add value to the 

interpretation of the research.  

Issues of Trustworthiness 

Establishing trustworthiness in qualitative research is vital to the credibility of the 

study’s findings (Ravitch & Carl, 2016). Though trustworthiness or validity, an alternate 

term for trustworthiness, cannot be guaranteed, there are techniques and strategies 

researchers can use to ensure the study uses a rigorous process. Credibility, 
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transferability, dependability, and confirmability are criteria to support the 

trustworthiness of a qualitative study (Merriam & Tisdell, 2016; Ravitch & Carl, 2016). 

Credibility refers to reality aligning with the findings (Abdalla et al., 2018; 

Merriam & Tisdell, 2016; Ravitch & Carl, 2016). Credibility asks the question, “do the 

findings accurately reflect reality as seen by participants?” (Laureate Education, 2016). 

To establish credibility, I used member checks and peer debriefing (see Abdalla et al., 

2018). Member checks involve the research participants providing the researcher with 

feedback on various aspects of the research (Merriam & Tisdell, 2016; Ravitch & Carl, 

2016). Member checks help to ensure the researcher has captured the information as 

shared and the accuracy of interpretations. Peer debriefing involves a colleague not 

involved in the research to review the research and critically engage in discussions about 

the researcher’s biases, assumptions, and interpretations compared to the data (Ravitch & 

Carl, 2016). 

Transferability relates to a study being transferable to other situations (Abdalla et 

al., 2018; Ravitch & Carl, 2016). A major tenet of transferability is thick descriptions to 

engage those reading and using the research (Merriam & Tisdell, 2016; Ravitch & Carl, 

2016). Thick descriptions provide detailed information on the setting, the participants, 

and findings so that others can use various aspects from the thick descriptions to their 

specific contexts (Merriam & Tisdell, 2016; Ravitch & Carl, 2016). Thick descriptions 

are also a strategy used to establish credibility mentioned above. Thus, to establish 

credibility and transferability I used thick descriptions. I also used reflexive journaling to 
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support thinking and self-reflection throughout the data collection and data analysis 

process (see Merriam & Tisdell, 2016). 

Dependability refers to the consistency of the study’s findings with the data 

presented (Houghton et al., 2013; Merriam & Tisdell, 2016). Dependability of a study 

suggests that another researcher with the same data would make similar interpretations 

(Merriam & Tisdell, 2016). Dependability strategies I used were peer debriefing, a 

strategy used for credibility, and the audit trail. The audit trail is a detailed account of the 

data collection, the development of categories during coding, and decision making 

throughout the research process (Houghton et al., 2013; Merriam & Tisdell, 2016). The 

audit trail includes reflexive notes from journaling and analytical memos (Laureate 

Education, 2016; Ravitch & Carl, 2016).  

Confirmability considers how researcher’s biases and prejudices influence data 

interpretations (Carcary, 2009; Ravitch & Carl, 2016). As the researcher, I strived to 

accurately detail and provide an accurate interpretation of the data that is consistent with 

the participants intent. The audit trail was used to confirm the study’s finding and 

interpretations (Laureate Education, 2016). The audit trail is an account of the 

researcher’s decisions and activities during the study (Carcary, 2009). According to 

Carcary (2009), the documents in the audit trail could include the researcher’s journal, 

memos and emails, documentation of the procedures during data collection and the 

analysis. For this research study, I kept a reflexive journal and maintained all memos and 

emails. 
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Ethical Procedures 

Ethical procedures are paramount to the research participants and the study’s 

trustworthiness (Houghton et al., 2013; Ravitch & Carl, 2016). Thus, researchers must be 

aware of ethical issues that may arise and be responsive. I adhered to Walden 

University’s Institutional Review Board (IRB) policies for this study. I followed the 

ethical treatment of participants throughout the research process.  

The participants for the study held the same position, elementary Title 1 school 

principal, as me. Having the same position eliminated concerns of power as none of the 

participants were under my supervision. The potential breadth of the pool was wide as the 

study targeted principals in the Southeastern United States. However, I solicited the 

volunteers from my school district. There are 41 potential participants in my school 

district. I have personal relationships with six of the potential participants and these 

principals were not invited to participate in the study. The other relationships were 

professional. The consent form included that participation was voluntary, and participants 

could decline or discontinue participation at any point during the study. The participants 

for this study were not considered vulnerable. 

Upon IRB approval, I began the data collection process. I adhered to the 

expectations of Walden University’s policies. I maintained confidentiality throughout the 

study. Participant names and school districts were kept confidential. A number was used 

to identify the participants. Walden University requires all raw data to be stored in a safe 

location for five years after completing the dissertation. After five years, all information 

will be deleted or shredded. 
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Summary 

Chapter 3 focused on the methodology for the study to examine Title 1 

elementary school principals’ perceptions of their roles in novice teacher retention in the 

Southeast United States. The chapter addressed the research tradition, which is a basic 

qualitative study, and the rationale for the selection of the research tradition. The 

instrumentation, semistructured interviews, was also discussed. My role and possible 

conflicts with the participants was discussed. Participant selection and criteria were 

outlined. The method to collect the data and analyze the data were presented. Finally, 

strategies to establish trustworthiness and ethical procedures were presented. In Chapter 

4, data collection, data analysis, evidence of trustworthiness, and the results will be 

presented. 
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Chapter 4: Results  

The purpose of this basic qualitative study was to examine six Title 1 elementary 

principals’ perceptions of their roles in novice teacher retention in the Southeastern 

United States. The following research question guided this study: 

RQ: What are Title 1 elementary school principals’ perceptions of their roles in 

retaining novice teachers in elementary Title 1 Schools in the Southeastern United States.   

In this chapter, I provide information on the setting, participant demographics, the data 

collection process, data analysis, evidence to establish the trustworthiness of this basic 

qualitative study, and results. I conclude the chapter with a summary of the information 

from Chapter 4 and a transition to Chapter 5.  

Setting 

This study occurred in an urban school district in the Southeastern United States. 

The participants are from the largest school district in the state with about 12,000 

teachers and 180,000 students. The participants for the study were elementary principals 

in Title 1 schools with more than 50% of students receiving free or reduced priced meals 

(see Redding & Nguyen, 2020). The in-person, semistructured interviews took place at 

each of the participant’s school after the school day ended. The interviews were 

conducted in each principal’s office with the door closed for privacy. Prior to their 

appointment as a principal or immediately following their appointment as principal, the 

principals in this study participated in a yearlong principal leadership training program.  

In this school district, about 13% of teachers left the district or moved schools 

from 2019 to 2022 (Reyes, 2023). The percent who left the district is higher than the state 
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and the national average. Also, in the Title 1 schools in this district approximately 21% of 

teachers left. In this school district, 40% of teachers hired during the 2018-2019 school 

year left by the third year (Reyes, 2023). While the turnover rates are not specific to 

novice teachers, knowing more about the district and the challenges principals face as it 

relates to retention provides additional context for this study. For this study, no personal 

or organizational conditions influenced participants or their experience at the time of the 

study that may influence the interpretation of the study results. 

Demographics 

Six Title 1 elementary school principals consented to participation in this study. 

The average years as a Title 1 elementary school principal experience was 6.3 years. The 

range of experience as a Title 1 elementary school principal was 3 to 12 years. The 

principals in this study have served as an assistant principal, and now principal in this 

school district. Except for one principal, the principals have only worked at the current 

Title 1 school. The principals are from different schools but are employed by the same 

school district. The recruitment criteria were as follows: 

• Title 1 elementary school principal in the Southeastern United States 

• 3 or more years of experience 

• Experienced novice teacher attrition or experienced success in retaining 

novice teachers, and have concerns about novice teacher retention 

All six participants met the criteria. In Table 1, the participants were identified using 

pseudonyms. Table 1 provides the principals’ demographics including gender, race, total 

years of experience as a Title 1 principal, and total years of experience as a principal. 
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Participant Profile 

In the participant profile, I highlight key characteristics of the principals and their 

schools. The participants have been assigned pseudonyms to protect their identity. The 

information includes the number of students and the percent of the students receiving free 

and reduced-price meals, thus allowing for the designation of a Title 1 school. In 

addition, the percent of English Language Learners each schools supports is also shared. 

The information is provided to share the similarities and differences in the schools where 

the Title 1 elementary school principals lead. 

Sally is a Title 1 elementary school principal with about 650 students. 

Approximately 66% of the students in attendance at her school are eligible for free and 

reduced priced meals and about 10% of the students are English Language Learners. She 

holds a doctorate degree, has worked in her district’s leadership development office, and 

has experience at the high school level. Her school received recognition as a high 

performing school among the top 5% of Title 1 schools in her state and a Beating the 

Odds School, performing better than similar schools. All her principal experience has 

been at the same Title 1 school for 7 years.  

Tom leads a school that supports about 900 students. About 72% of the students 

are eligible for free and reduced priced meals and 55% of his students are English 

Language Learners. During the interview, Tom shared that prior to his career in 

education he did missionary work which has prepared him to work with diverse student 

populations. Tom, who also has a doctorate degree, builds his staff’s capacity in financial 
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literacy and preparing for retirement. He has been a principal at his Title 1 school for 7 

years.  

Supporting over 1,100 students, John has one of the larger elementary schools in 

his district. 70% of his students are English Language Learners and approximately 83% 

of the students receive free and reduced priced meals. He is bilingual and has the least 

amount of experience, 3 years, as a principal. He is currently pursuing his doctorate 

degree.  

Carol is a principal with 5 years of principal experience, and she leads a school 

with approximately 600 students. About 70% of her students are eligible for free and 

reduced priced meals. About 20% of her students are English Language Learners. Her 

school was a Beating the Odds school, which means student performance was better than 

similar schools. Carol has served at her Title 1 school as principal for 5 years.  

Pete has the most experience as a principal and as a Title 1 Principal, and he has 

served at the same school for 12 years. Pete has a doctorate degree and has served as a 

mentor to other principals. Approximately 900 students attend his school and about 68% 

of the students receive free and reduced priced meals. About 40% of the students are 

English Language Learners. Pete’s school was also identified as a Beating the Odds 

school. 

Amber leads a Title 1 school with about 750 students. She is the only principal 

who participated in the research that has been a principal at both a Title 1 school and non-

Title 1 school, respectively 4 years and 3 years. About 66% of her students are eligible 



74 

 

for free and reduced priced meals and 30% of the students are English Language 

Learners.  

In Table 1, the participants were identified using pseudonyms. Table 1 provides 

the principals’ demographics including gender, race, total years of experience as a Title 1 

principal, and total years of experience as a principal. In addition, school demographic 

information is shared. Furthermore, as it relates to the number of years of experience of 

the principals, during my literature review, there was not a set number of years of 

experience in which a principal was deemed effective. However, the literature suggested 

that Title 1 schools may have less effective principals or principals lacking a strong 

academic and instructional background as compared to non-Title 1 schools (Grissom, 

2011; Learning Policy Institute, 2017). In the district in which the principal participants 

were recruited, a mentor is assigned during the first year. After the first year, support is 

provided as needed. In this district, an assumption is made that by the third year the 

principal is experienced.  

Table 1 

 

Demographics of Participants 

Participants Gender Race Total years 

of principal 

experience 

in a Title 1 

School  

Total years 

of 

experience 

as a 

principal 

Number 

of 

students 

Percent of 

students 

eligible for 

free/reduced 

price meals 

Percent 

of 

English 

Language 

Learners 

Sally Female White 7 7 650 66% 10% 

Tom Male White 7 7 900 72% 55% 

John Male Hispanic 3 3 1100 83% 70% 

Carol Female White 5 5 600 70% 20% 

Pete Male Black 12 12 900 68% 40% 

Amber Female Black 4 7 750 66% 30% 
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Table 2 provides the number of novice teachers at each school over a 2-year period as a 

limited reference frame as to the number of novice teachers, teachers with 5 years or less 

experience at each of the schools.  

Table 2 

 

Number of Novice Teachers Reported by Participants 

Participants Number of 

novice teachers 

during the 

2021-2022 

school year 

Number of 

novice teachers 

who returned 

during the 

2022-2023 

school year  

Sally 5 5 

Tom 20+ 20+ 

John 9 8 

Carol 8 8 

Pete 9 8 

Amber 3 3 

 

Data Collection 

After receiving Walden IRB approval and IRB approval from a school district in 

the Southeastern United States, I started collecting data. I conducted six in-person 

interviews. In addition to recording the interviews with a voice-recorder, I also took notes 

on the participants’ responses on the interview protocol document created for this 

research study. After each interview, I made notes of my observations, downloaded the 

recording, and saved on a secure, password protected computer.  

The transcriptions were created using MS Office 365 Word. After uploading the 

recording into Word’s transcription feature, a transcript was created. I listened to each 

audio recording with a printed copy of the transcript to make corrections and fix errors. 
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Though the process took me some time, it helped me to become familiar with the 

participants’ responses. During the transcription process, I also made notes of 

commonalities and patterns in the participants’ responses. There were no variations in the 

data collection as presented in Chapter 3 and there were no unusual circumstances 

encountered during data collection. 

Data Analysis 

To analyze the data for this qualitative study, I used a thematic analysis process 

by Braun and Clarke (2006). Step 1 of the thematic analysis process is to become familiar 

with the data, transcripts, and journal notes (Braun & Clarke, 2006). For this research 

project, I used the Microsoft transcription tool to transcribe the recordings. I corrected the 

errors as well. After the transcripts were corrected for errors and the participants had the 

opportunity to provide feedback, I read the data several times and listened to the 

recordings to become familiar with the information. Additionally, transcribing the data 

and making the edits on my own helped me become familiar with the data. After 

completing Step 1, I moved to Step 2 which involved generating the codes for the first 

coding cycle. To organize the data for Step 2, I created an Excel spreadsheet for each 

participant. The sheet included the transcribed responses from each interview question 

and then key words and phrases that were meaningful to the research were identified for 

each of the participants’ responses. Thus, I had a row for each question, the participant’s 

response verbatim, and key words and phrases. For the second coding cycle, a sheet was 

created for each question. Each sheet included the interview question, each participants’ 

response for the specific interview question and the salient key words and phrases that 
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were identified. The second coding cycle is part of Step 2 of Braun and Clarke’s (2006) 

thematic analysis process involves several iterations of coding. According to Saldana 

(2016), initial coding, identifying key words and phrases, is in vivo coding. Additionally, 

during the process of identifying codes, as trends and patterns surfaced, I made note of 

this in my journal. Coding was based on Interview Questions 11, 12, 13, 17, 18, 20, 21, 

and 22 (see Appendix A).  

After the two iterations of coding, I printed the Excel spreadsheets for Interview 

Questions 11, 12, 13, 17, 18, 20, 21, and 22 which included the participants’ responses by 

question and the codes. I then used highlighters to color code similar information. For 

example, a pink highlighter was used for key words and phrases related to the 

environment. Next, the keywords and phrases were grouped by color and themes were 

identified. Shortly thereafter, themes were reviewed and revised. The aforementioned 

information includes Steps 3 and 4 of Braun and Clarke’s (2006) thematic analysis 

process. Support, culture and climate, empathy, hiring, and challenges and opportunities 

in education were the themes identified for this study for which there were no discrepant 

cases. In the sections that follow, I provide a brief overview of the process for generating 

each of themes. In the results section of this chapter, I provide more detail of how the 

themes emerges.  

Generating the Themes 

To generate the support theme, words and phrases having to do with supporting 

and coaching the novice teacher form the participants’ responses a list of the key words 

and phrases, such as support, use instructional coach, and new teacher program were 



78 

 

generated. For the second cycle of coding, I came up with a specific category in which 

the first cycle of coding words could be grouped. The categories were support, coaching, 

and development. Participant responses also centered on the hiring of novice teachers. 

The terms hiring and fit were used to categorize the words and phrases in the first coding 

cycle. Hiring was chosen as the theme because it clearly communicated the participants’ 

thoughts. One of the principals in this study seemed concerned about the upcoming hiring 

season and worth noting he has at least 20 novice teachers (see Table 2). The theme 

challenges and opportunities was generated from the interview question, “What other 

thoughts do you have regarding your role in novice teacher retention?” 

According to some of the literature related to novice teacher retention, a positive 

culture and climate may influence a teacher’s decision to stay (Holmes et al., 2019). At 

first, I developed the code of school environment but expanded it to include culture, 

balance, and climate. The second theme was finalized as culture and climate. In 

generating the theme empathy, throughout the first coding cycle, listening continuously 

surfaced. During the process of narrowing down in the second cycle, listening and 

communication were prevalent but there were the undertones of patience and 

understanding. Treating staff with respect, recognizing contributions, and open 

communication were actions participants leveraged to demonstrate empathy to retain 

novice teachers. In addition, empathy is one of the strategic priorities for the principals’ 

school district and so empathy is a topic on the minds of the principals. Therefore, 

empathy was selected as a theme.  



79 

 

Evidence of Trustworthiness 

To establish trustworthiness of this basic qualitative study, credibility, 

transferability, dependability, and confirmability strategies were used. According to 

Ravitch and Carl (2016), establishing trustworthiness is important to the study being 

deemed as reliable. Thus, following a rigorous process with fidelity is salient (Ravitch & 

Carl, 2016). In Chapter 3, specific strategies were identified to establish trustworthiness. 

In the following paragraphs, I detail how trustworthiness was established during the data 

collection and data analysis processes.  

“Do the findings accurately reflect reality as seen by the participants?” was the 

question posed to help define the meaning of credibility (Laureate Education, 2016). 

Credibility is one area to establish trustworthiness of a study. For this study, member 

checks and peer debriefing were used. Upon completion of the interviews, the recordings 

were transcribed using MS Office 365; the Word program has a transcribing feature. The 

participants’ responses were transcribed verbatim. For the member check, participants 

were provided with a copy of their transcript for review. In all instances, no additional 

feedback or comments were given. For peer debriefing, a colleague, who works with 

teacher recruitment, reviewed the research project, and encouraged me to focus on what 

was not spoken to or said by the participants. Not mentioned in Chapter 3, prior to 

starting the interviews, I conducted a practice interview with a principal colleague which 

helped me to refine the organization of the interview resources, the interview questions, 

and practice asking probing questions.  
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“How can one determine the degree to which the findings of an inquiry may have 

applicability in other contexts or with other respondents?” was a question posed to help 

understand the concept of transferability (Lincoln & Guba, 1985, p. 218). To achieve 

transferability for this study, thick descriptions and reflexive journaling were used 

throughout the study. I provided detailed descriptions of the research problem, design, 

and participants. The thick descriptions will allow other researchers interested in novice 

teacher retention to consider using this study and its design in their specific contexts of 

interest (Merriam & Tisdell, 2016). During all stages of the research, I journaled. The 

journal topics included comparing my experiences to the participants, the emergence of 

themes after several interviews, and the relevance of the conceptual framework to the 

study. The reflexive journal was a valuable resource in supporting the thick descriptions 

for the data analysis and interpretation. Using thick descriptions and reflexive journal 

supports transferability (Merriam & Tisdell, 2016). 

To establish dependability of the data, peer debriefing, also used with credibility, 

and an audit trail were used. Dependability relates to how the data is collected to answer 

the research question and refers to the stability of the data (Ravitch & Carl, 2016). In 

addition to peer debriefing, an audit trail was used. The data collection process, code and 

theme development, and decisions and activities during the research process are included 

in the audit trail.  

Confirmability supports the ability of the findings of a qualitative study to be 

confirmed (Ravitch & Carl, 2016). Confirmability considers researcher bias and prejudice 

in the data interpretation process (Ravitch & Carl, 2016). The strategies used to aid in 
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confirmability ensures the researcher fully holds true to the participants’ responses 

possible (Ravitch & Carl, 2016). Thus, minimizing researcher bias. For this research 

study, I used the audit trail and reflexive journaling strategies described in the preceding 

sections for dependability and transferability.  

Results 

In this section, the results and findings of this study are discussed to address the 

research question, what are Title 1 elementary school principals’ perceptions of their role 

in retaining novice teachers in elementary Title 1 schools in the Southeastern United 

States. The discussion addressed how the themes align to the research question. To 

address the research question for this study, the information was organized by the five 

themes identified during the data analysis. The themes include support, culture and 

climate, empathy, hiring, and educational challenges and opportunities. To support the 

results to answer the research question, direct quotes from the participants and a summary 

of the participants responses were used. Thus, the goal for this section is to share the 

results and in the subsequent and final chapter, I interpret the findings. As mentioned in 

Chapter 1, a novice teacher for this study is defined as a teacher with less than five years 

of teaching experience (Kamrath & Bradford, 2020; Kim, 2019; Smith & Ingersoll, 

2004). 

Theme 1: Support 

After several iterations of coding and theme development, support was identified 

as a theme for this research study. During the initial iterations, development and coaching 

were words considered for theme as the words were used by the participants. However, 



82 

 

providing support to novice teachers was the common theme expressed in the 

participants’ responses. In defining her role in novice teacher retention, Sally stated, “I 

think it is one of support, serving as a resource for them. I think our job is to build and 

develop, grow, and develop our folks.” Sally further added, “We have to be willing to 

help develop their skills in the classroom.” Tom described how support staff was 

leveraged as part of his role in novice teacher retention. He said, “So I have two 

instructional coaches and we set them [novice teacher] up with specific coaching cycles. 

Those that need additional support will be sent through additional cycles.”  In general, all 

the participants mentioned using and leveraging other people in the schools to support 

novice teachers. Assistant principals, instructional coaches, and mentors were the other 

support people identified, in addition to the principal, to support novice teachers. Equally 

important to note, all the participants implemented a form of a new teacher induction 

program to support novice teachers. Pete described his support and how other 

stakeholders are used as follows: 

Well of course we have our new teacher induction program that’s led by one of 

our teacher leaders. Someone whose been with us for a while but works with the 

teachers on a regular. In addition to that, those teachers do have a mentor to 

support them instructionally and with anything building wide for the school.  

To answer the interview question, what do you believe is your role as principal to retain 

novice teachers, John stated, “It is my primary role, it rises and falls on leadership. So, I 

think keeping it a priority of novice teachers, making sure they have the support that they 

need.” Equally important to note, five of the six participants, specifically mentioned the 
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district’s professional learning in creating and modeling their new teacher induction 

program after at their local schools as a salient lever. In addressing the research question, 

what are Title 1 principals’ perceptions of their role in retaining novice teachers in 

elementary Title 1 schools in the Southeastern United States, each participant identified 

supports that were offered and available to novice teachers and described how the support 

was delivered in their schools.  

 The participants were asked about the monitoring and evaluating of the supports 

provided to novice teachers. Five of the six participants used walkthroughs or frequent 

classroom visits to observe how teachers respond to the supports like instructional 

coaching. Following the classrooms visits, the participants reported providing actionable 

feedback to the novice teachers. Two of the six participants, Carol and Amber, monitored 

the engagement of novice teachers during weekly collaborative team meetings or grade 

level planning. Two of the six participants, John and Pete, discussed the progress of new 

teachers during weekly administrative teams in conjunction with the instructional coaches 

who support novice teachers. Amber was specific in her response on the monitoring as 

she does classroom walkthroughs and stated:  

If we see something that is not consistent, we may need to take them to another 

classroom to see a model. Then we will schedule time for them to push in or 

observe or someone to come in and model.”  

Amber provided an example of the supports provided to novice teachers, the monitoring, 

and then the response when improvement is needed.  
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Theme 2: Culture and Climate 

Culture can be described as the way a school operates and climate can be 

described as the feel of a school or the mood (Kafele, 2013). Tom stated, “You gotta 

provide that environment where they can feel like they’re going to be successful” when 

asked about his role in retaining novice teachers. Sally stated, “We set the tone in our 

buildings and so I want to create an environment where people want to come because 

then that keeps them here.” The participants in this study reported celebrations, 

recognitions, and short-term incentives were provided to novice teachers to create a 

positive culture and climate. For example, Sally reported using celebrations as a strategy 

to retain novice teachers; specifically, during December by connecting the novice 

teachers with their mentors to celebrate instructional and academic learning milestones. A 

culture of collaboration was identified as a strategy and support used to retain novice 

teachers. Collaborative Learning Teams, a group of teachers on the same grade level 

planning for curriculum, instruction, assessment, was a strategy in which all participants 

embed in their schools. To provide a positive school climate, Sally and Carol espouse that 

it is unreasonable to expect perfection from novice teachers. Carol stated: 

So, it's making sure that we offer lots of staff training and give them the 

opportunity to learn and practice and give them that opportunity to forgive 

themselves. They don't have it just perfect on the first try because nobody ever 

has it perfect on the first. It's giving them that opportunity to work with others and 

plan with others and talk with others and have others come in their classroom to 

talk to them and give them feedback that's not administrative and what feels like 
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punitive; it's giving them that opportunity to really to do what they do best and to 

learn from others because we have so many people with so many different skills. 

The purpose in sharing Carol’s experience was to give the reader a feel for how learning 

and supporting novice teachers was approached and embraced as part of a positive school 

culture. Nonetheless, the participants in this study directly and indirectly referred to 

creating a positive climate and culture as an important role in retaining novice teachers at 

their schools.  

 Aligned to the culture and climate of a school are the work conditions. Seminal 

work by Ingersoll and Perda (2010) state that working conditions are important and 

identified the following as work conditions that result in attrition: too little prep time, too 

heavy teaching load, poor salary or benefits, class sizes too large, student behavioral 

problems, lack of faculty influence, too little parental support, no opportunities for 

professional advancement, and too little collaboration. In this study, the principals 

identified several work conditions that influence the culture and climate of their schools. 

Tom and Pete believe student behaviors are a challenge for novice teachers. Sally, Pete, 

and Amber mentioned parent meetings and navigating parent conversations as a work 

challenge. All the principals referenced job demands, such as lack of time, grading, 

planning, and safety as some of the greatest challenges novice teachers encounter. 

Specifically, Sally stated, “There is not enough time in the elementary day to properly 

prepare.” The job demands have a direct tie to the culture and climate. Sally mentioned 

COVID, a health pandemic causing modifications in education, as a great challenge for 

novice teachers to “monitor and maintain the safety of 20 plus little people. She was the 
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only principal that mentioned COVID without prompting. However, when specifically 

asked about the influence of COVID on novice teacher retention, question 20 of 

interview protocol, the participants responded. 

Theme 3: Empathy 

Aligned with having a positive culture and climate, demonstrating empathy was 

the third theme that emerged during the data analysis process. Pete said, “I think my role 

is to make sure that I'm exercising empathy. I don't forget what it's like to be a new 

teacher.” Tom shared an instance in which a novice teacher was struggling professionally 

because of home issues. Instead of being punitive, Tom took a different approach and 

stated:  

So, I think building those relationships and understanding really what's going on 

in folk’s lives helps you to support them here at school. Because if you don't 

understand that, then your approach as a principal maybe say hey, you know, your 

learning environment is not so good and here's your needs development rather 

than understanding. You know, you're a person and I think that conversation, just 

let her relax and say, OK, this, this is home as well, and I haven't seen that. So 

that helped her to improve because it's not a secret. Now you know what I'm 

going through, I don't have to hide, and that removes a layer of the stress that 

she's going through.  

Tom’s approach demonstrated the importance of conversations and acquiring information 

before making assumptions and demonstrated his ability to empathize. Tom also 
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mentioned relationship building to support novice teachers. All the participants stressed 

the importance of listening to novice teachers and being responsive to their feedback. 

Additionally, all participants had empathy for the novice teachers regarding the 

“many hats” and expectations of novice teachers. Sally was aware that understanding that 

teaching is “A lot at one time; expecting them to master curriculum, instruction, 

assessment, and monitor and maintain the safety of 20 plus little people for elementary 

school.” Tom in referring to novice teacher’s student training and actual teaching, “You 

go to school, you get the training, you get to dabble in it here and there, but actually 

feeling the weight of it all when it all comes crashing down and it’s every day.” John 

focused on the work and life balance of novice teachers, “understanding the balance of 

work life and then prioritization of what needs to get done and what has to get done”, as a 

challenge for novice teachers. Carol expressed similar thoughts as Tom, “What you 

learned well, perception versus reality, what you think teaching is and what teaching 

actually is.” Carol further added, “How to write a 20-page lesson plan is not what you 

actually have to do so it is that disconnect between what you have to do and what you 

have to do at education school.” Pete acknowledged “the multitude of tasks novice 

teachers are required outside of just teaching.” Amber captured the sentiments expressed 

by all participants and said, “I think the realities of now having a classroom, that's all 

yours, you're kind of in a bubble when you’re student teaching.” The participants 

acknowledged the challenges novice teachers experience and empathized with them 

because of the many responsibilities. In the quotes shared above, the principals 

understand and value the experiences of the novice teacher and acknowledge there is a 
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gap in what novice teachers learned while in college as compared to teaching. The 

principals respond to this knowing and doing gap by providing the support (Theme 1) 

novice teachers require to experience success. Thus, the principals in this study perceived 

their role in retaining novice teachers was to demonstrate an understanding, a hallmark of 

empathy, of the challenges novice teachers face through listening and responding. Hence, 

demonstrating empathy was key to principals in their role in retaining novice teachers. 

The participants were asked about their own leadership traits that may result in 

retention, and the participants’ responses centered around empathy, understanding, 

valuing, and appreciating others. Sally described herself as approachable and being able 

to make professional and personal connections. Tom said he was empathetic but 

mentioned it can be “tiring and exhausting.” John identified listening and not being quick 

to respond as characteristic of his leadership. Tolerance, forgiveness, and grace were 

words Carol related to her leadership traits that demonstrated empathy. Pete 

acknowledged the importance of listening and creating “collective voice” as 

characteristic of his empathetic leadership. Amber expressed the importance of coaching 

conversations, which requires understanding, with novice teachers as characteristic of her 

leadership style. While the participants identified different leadership traits, the 

participants recognized the importance of their actions in the success of novice teachers. 

Theme 4: Hiring 

Hiring is one the most important decisions a principal can make (Gunther, 2019). 

Carol described her role in retaining novice teachers:  



89 

 

Well, first and foremost is picking great teachers. It's finding the people that fit in 

our school that have the work ethic, the drive, and the interest to work with the 

students that we have. So that's the first and foremost is picking the right, getting 

the right people and then from there or if they're not the right people encouraging 

them to go find a better spot for them.  

Sally shared “I have heard that there are principals that do not want to hire novice 

teachers and I love a novice teacher.” Tom stated novice teachers “bring a fresh 

perspective” and were “open to being coached and molded into really strong teachers.”  

Sally also shared that hiring student teachers who have student taught in her school was a 

hiring strategy. John said:  

So, you know, as we're taking people in are they willing? are they committed? 

and that starts with the hiring process, making sure they are a good fit for our 

school. Are they committed to our community? That's what I look for in 

interviewing. are you committed to our community? This is what we stand for, 

and it will be tough work, but we will do it together. 

The participants in this study acknowledged and recognized that hiring was important to 

their roles. As the participants hire, the search is for teachers who love children and who 

love children that typically make up Title 1 schools including economically 

disadvantaged students and students of color. The principals’ want to hire teachers who 

are also coachable, open to feedback, and form great relationships with students. Tom 

was the only principal who expressed concern with retaining novice teachers in his Title 

1 school as he noted when teachers earn tenure at his school, they often transfer to a non-
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Title 1 school. As noted in the literature review, Title 1 schools have difficulty retaining 

novice teachers as compared to non-Title 1 schools (Bettini & Park, 2021; Holme et al., 

2018; Qin, 2019; Ronfeldt & McQueen, 2017). 

 Aligned to hiring was teacher salary and compensation. Carol and Tom were the 

only two principals who referenced compensation. In referring to the next steps to 

continue to retain teachers, Carol stated, “I think the biggest next step is just making sure 

we’re paying, we’re helping them see their value, and we’re helping them get paid for 

their value, especially in Title 1 schools.” Tom discussed a possibility bonus of $1,000. 

Tom in his interview stated, “but if there was $1,000 that was sitting there for me [novice 

teachers] to stay, maybe that would help me [novice teacher] get through the emotion of a 

particular week.” The other four participants did not make reference to teacher salary and 

compensation.  

Theme 5: Challenges and Opportunities in Education 

 While the theme, challenges and opportunities, did not directly answer the 

research question, the challenges impact the principals’ ability to retain novice teachers 

and the opportunities may be a way to retain. In the interviews, the participants identified 

opportunities and challenges in education related to novice teacher retention. Sally 

viewed the hiring of new teachers as an opportunity as they bring a “fresh perspective” 

and the declining enrollment in teacher education programs was identified as a challenge 

for her as that decreased the number of teachers available for hire. Novice teacher 

retention was a challenge for Tom, and he expressed his concerns to human resources and 

district leadership. Tom espoused that financial incentives may encourage retention, and 
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this was his opportunity to advocate for incentives to increase retention in Tile 1 schools. 

Similarly, Carol espoused novice teachers, and teachers in general, “getting paid for their 

value.” All the participants expressed in some form that pre-service teaching experience 

did not adequately prepare novice teachers for the realities of the classroom. Thus, the 

principals suggested that college programs bridge the gap in the programs between their 

curriculum and the realities of school life and teaching to ensure novice teachers were 

prepared. Amber expressed her thoughts on career changers, whose original career was 

not education. As school districts grapple with filling teaching positions, requirements for 

certifications have changed, and most states are providing alternate certification routes 

for non-education majors. Amber wanted to be sure the career changers are clear on the 

expectations and the demands of teaching. Amber viewed career changers as an 

opportunity and a challenge. Furthermore, Amber added career changers need to have “a 

very clear understanding of what they want to do and what it is going to look like.” John 

viewed engagement on school committees as an opportunity for novice teachers to make 

contributions “so everyone has a piece of the school, not just the principal.” Pete like 

John believed engagement was key to retention and engaged his staff by “soliciting 

feedback” and using the feedback to support shared decision making.  

Finally, COVID, which has had an impact on schools since March 2020 to the 

present, presented challenges and opportunities to the principals in this study and the 

challenges and opportunities may or may not directly influence retaining novice teachers. 

The principals stated having more conversations with novice about the importance of 

work life balance. The principals have also focused more on student and staff well-being, 
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further demonstrating the importance of empathy as important to their role in retaining 

novice teachers. The challenges include veteran teachers deciding to leave the profession. 

Tom stated, “Some [referring to teachers] were unhappy with our district that made us 

come in and work while other districts were staying out. They [the teachers] viewed that 

as you [the school district] don’t care about me.” John stated, “it’s hard to quantify how 

much of an impact COVID specifically had” because as a three-year principal he was 

making organizational changes during COVID, and not sure if any attrition was due to 

COVID or the organizational changes. While she was not certain, Carol had seven 

retirements during the 2021-2022 school, and knows of four for the 2022-2023, and she 

believes COVID may have influenced the decisions. Pete stated, “we are experiencing 

“lingering effects of a pandemic.” Pete discussed “children coming with more behavioral 

things, more emotional areas or behaviors that are impacting their performance.” Pete 

also notably shared that in “some cases you have some first grade and kindergarten 

teachers who have children who maybe didn’t experience being in a physical building” 

during the pandemic. Furthermore, Pete added though teachers in his school are currently 

being trained in social emotional learning to support students, teachers are not equipped 

yet to handle the behavior demands. Amber noticed a variation in how student teachers 

were trained as it depended on the college’s COVID protocols. She shared some novice 

teachers only experienced virtual student teaching and had limited contact with students. 

The opportunities and challenges presented are areas Title 1 elementary school principals 

should consider in their roles as they work to retain novice teachers as there are direct 
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implications related to continued hiring and the possible revolving door of novice 

Ingersoll (2001) referenced.  

Job Demands and Resources Results Categorized 

After each individual interview, in a T-Chart in my reflexive journal, I 

categorized the information the Title 1 elementary principals in this study identified into 

one of the following categories: job resources, job demands, or other. The purpose for the 

categorization was to support me in making connections to the conceptual framework of 

this study and to help in addressing the research question. This was part of the formative 

process to begin making meaning of the data addressed in Chapter 3 of this research 

study (see Ravitch & Carl, 2016). In Figure 2, job resources are in column 1. Job 

resources promote growth and development (Bakker & Demerouti, 2007). Job resources 

support employee motivation and engagement which may result in retention. The job 

demands, in column 2, require sustained effort and skill that may influence physical and 

psychological well-being, which may result in exhaustion and burnout leading to attrition 

(see Bakker & Demerouti, 2007). In this study, while there was not a specific question 

related to the Job Demands and Resources theory, the participants influence many of the 

job resources and job demands of novice teachers. 
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Figure 2 

 

Job Resources and Job Demands Formative Data  

 
 

Summary 

The purpose of this basic qualitative study was to examine the research question, 

what are Title 1 elementary school principals’ perceptions of their role in retaining novice 

teachers in Title 1 elementary schools in the Southeastern United States. After analyzing 

the data, five themes were identified using data from six Title 1 elementary school 

principals who participated in the semi-structured interviews. In the first theme, support, 

participants identified providing support as one of their roles in retaining novice teachers. 

The supports include, coaching, development, new teacher induction programs, assigning 

mentors and instructional coaches as strategies identified to retain novice teachers. The 

second theme, culture and climate, was identified by principals as key to their role in 

retaining novice teachers. Creating a positive culture and climate, another theme, may 

include leveraging the use collaborative learning teams and celebrations to retain novice 

teachers. Principals espoused listening, communicating, being patient and understanding, 

examples of the third theme, empathy, as key actions in their role as principal to retain 
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novice teachers. The fourth theme, hiring, was identified as important to the role of 

principals. Hiring novice teachers who love students and develop relationships with 

students and who are committed to Title 1 schools is identified as important to the 

principals’ role in retaining novice teachers. The fifth theme, challenges and 

opportunities, addresses issues and trends that may influence a principal’s ability to retain 

novice teachers. In Chapter 5, I interpret the findings in context of the conceptual 

framework of this study and to the peer-reviewed literature, address limitations of the 

study, and provide recommendations for further research. Also, the implications for 

positive social change are discussed.  
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Chapter 5: Discussion, Conclusions, and Recommendations 

The purpose of this basic qualitative study was to examine Title 1 elementary 

school principals’ perceptions of their role in novice teacher retention in Title 1 

elementary schools in the Southeastern United States. In this study my goal was to 

answer the following research question: 

RQ: What are Title 1 elementary school principals’ perceptions of their roles in 

retaining novice teachers in elementary Title 1 schools in the Southeastern United 

States?  

 Five key themes emerged from this study. Support, Theme 1, was recognized as 

paramount to the success of novice teachers. The principals also identified Theme 2, 

culture and climate, as important to retaining novice teachers. Displaying and exercising 

empathy, Theme 3, which included listening and consistent communication, were 

important to principals in their roles. Hiring, Theme 4, was also identified as a theme as 

the principals believed it is one the most important decisions, they can make related to 

their roles. The fifth theme, challenges and opportunities in education, was identified as 

principals reflected upon their role beyond the scope of their school buildings and 

possible implications on the future of education.  

 In this chapter, I interpret the findings by confirming, disconfirming, or extending 

knowledge compared to the literature review. In addition, I interpret and analyze the 

findings in relation to the conceptual framework, the JD-R theory. I describe the 

limitations to trustworthiness that arose when conducting the study. Then I provide 
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recommendations for future research and describe the potential impact for positive social 

change.  

Interpretation of the Findings 

In this section, I describe the findings confirm, disconfirm, or extend knowledge 

in the discipline by comparing the findings to the information and previous research 

shared in the peer-reviewed literature in Chapter 2. I also analyze and interpret the 

findings in the context of the conceptual framework for this study. The conceptual 

framework used in this study was the JD-R theory. The theory defined working 

conditions through job demands and job resources (Demerouti et al., 2001). According to 

the theory, job demands may include work pressures and strained interactions with 

stakeholders and job resources include opportunities for growth, feedback, and autonomy 

(Bakker & Demerouti, 2017).  

Theme 1: Support 

As mentioned in Chapter 4, all the participants in the study identified support as 

one of their roles in retaining novice teachers in their Title 1 elementary schools. In this 

study, language synonymous with support included coaching and development. While the 

supports varied among the participants, support included new teacher induction 

programs, assigned mentors, and working with instructional coaches, administrators, and 

veteran teachers.  

The previous findings on new teacher induction programs suggested that the 

programs increased the chances for retention (Ronfeldt & McQueen, 2017). According to 

the research by Ronfeldt and McQueen (2017), about 90% of teachers reported 
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participating in induction programs. Induction programs may result in effective teaching, 

job satisfaction, student learning and retention (Harmsen et al., 2019; Kutsyuruba, 2020). 

Furthermore, seminal research on the topic by Ingersoll and Strong (2011) suggested that 

teacher induction programs positively influenced teacher commitment and retention, 

teacher classroom instructional practices, and student achievement. All participants in 

this study had a form of a new teacher induction program using a district program and 

district resources that provides professional learning for those responsible for leading the 

induction program at the local school. These findings confirm the previous research in the 

importance of having induction program to improve novice teacher retention rates 

(Fitchett et al., 2018). For this study, the principals’ level of engagement in their new 

teacher induction program was not measured or assessed. However, all acknowledged 

having a program lead by a person other than themselves. These findings confirm the 

previous research that a principal’s involvement level varies but their commitment and 

support of induction programs matter in novice teacher retention (Kutsyuruba, 2020; 

Kutsyuruba et al., 2020). Nonetheless, new teacher induction programs are job resources 

based on their purpose and intent. The JD-R theory defined job resources as  

The physical, psychological, social or organizational aspects of the job that may 

do the following: (a) be functional in achieving work goals, (b) reduce job 

demands at the associated and physiological and psychological costs, and (c) 

stimulate personal growth and development. (Demerouti et al., 2001, p. 501)    

The new teacher induction program as a job resource may support novice teachers in 

achieving work goals, such as a positive impact on instructional practices and student 
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achievement (Ingersoll & Strong, 2011). Furthermore, positively impacting teacher 

commitment and retention, new teacher induction programs stimulate growth and 

development, which is part of the definition of job resources (Bakker & Demerouti, 

2017). The findings from the study neither confirm nor disconfirm the influence of 

novice teacher induction programs on growth stimulation and development of novice 

teachers. 

Collaboration with other teachers and assigning a mentor to novice teachers are 

strategies principals in this study support novice teachers. As mentioned in Chapter 4, 

five of the six participants specifically mentioned assigning mentors to novice teachers. 

The findings from this study confirm the research that mentor teachers are important for 

novice teachers. However, the research from this study does not confirm if having a 

mentor resulted in retaining novice teachers. The research related to novice teacher 

retention suggests that having a mentor increases retention rates and some research 

estimates having a mentor increased retention rates by 15% (Ronfeldt & McQueen, 

2017). In addition, all participants mentioned grade level teams, instructional coaches, 

and administrators (assistant principals) as people in the building who support novice 

teachers. These findings confirm the previous findings of other researchers that 

interactions with colleagues and school administrators also influence novice teacher 

retention (Nguyen, 2021; Wang et al., 2020). Interaction with other colleagues creates a 

sense of belonging contributing to teacher retention (Redding & Henry, 2019; Schaefer et 

al., 2021; Uribe-Zarain et al., 2019). According to Bettini and Park (2021), the interaction 

with other colleagues is less likely to occur in high-poverty schools, like Title 1 schools. 
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Yet, the actions of the participants, as it related to the involvement of others in supporting 

novice teachers, disconfirmed the research by Bettini and Park. Based on the principals’ 

responses, a culture and climate (Theme 2) that supports (Theme 1) novice teachers 

through collegial interactions is evident in the schools the Title 1 principals in this study 

lead. Novice teachers being supported by others in the building is a job resource that is 

supportive of novice teachers and is a predictor of retention (Bruno et al., 2020; Holmes 

et al., 2019; Kamrath & Bradford, 2020; Nguyen, 2021; Qin, 2019; Shen et al., 2012).  

Theme 2: Culture and Climate 

In this study, the participants acknowledged that part of their role in retaining 

novice teachers is to create a positive culture and climate. While the participants did not 

explicitly identify if their culture and climate was negative or positive, the general 

understanding was that it was positive. All schools have a culture and climate influencing 

novice teacher retention or attrition. A positive school culture and climate is a novice 

teacher retention factor (Holmes et al., 2019). Likewise, a negative school culture and 

climate may be an attrition factor. The culture and climate of a school, also referred to as 

the environment, is influenced by the working conditions. In the literature there is not a 

concise definition of working conditions (Hanushek & Rivkin, 2007). However, the 

following working conditions are integral to novice teacher retention: school leader 

support, positive school climate, collegial support, professional learning, mentoring and 

induction programs (Berry et al., 2021; Bettini & Park, 2021; Elyashiv, 2019; Geiger & 

Pivovarova, 2018; Holmes et al., 2019; Shuls & Flores, 2020). In their responses, the 

participants in the study confirmed that using school leader support, collegial support, 
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professional learning, mentoring and induction programs as strategies that are identified 

in the research to support novice teachers.  

All six participants in some form mentioned the overwhelming workload of 

novice teachers and grappling with balancing all the duties and responsibilities as one of 

the greatest challenges novice teachers face. Thus, these findings confirm previous 

research. Seminal work by Ingersoll and Perda (2010) stated that working conditions are 

important and identified the following as work conditions that result in attrition: too little 

prep time, too heavy teaching load, poor salary or benefits, class sizes too large, student 

behavioral problems, lack of faculty influence, too little parental support, no 

opportunities for professional advancement, and too little collaboration. In the context of 

the JD-R theory, the working conditions identified by Ingersol and Perda are job 

demands. Furthermore, in the literature review in Chapter 2, working conditions and 

overwhelming workload were key concepts identified for teacher retention and attrition. 

To mitigate the challenge of an overwhelming workload, support with lesson planning, 

not assigning additional duties and responsibilities, and giving grace were job resources 

the participants in this study used to address the job demand of an overwhelming 

workload. Mitigating and minimizing the challenges to create a positive culture and 

climate ties back to Theme 1, support. Thus, confirming the findings for this study as the 

research espouses that principals should support teachers with managing the workload 

and create cultures of collective responsibility (Bettini et al., 2018). The participants 

realize novice teachers’ job demands and make concessions where possible. The 

participants also acknowledge that teaching is a lot. Additionally, some job demands are 
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not in their direct control and are mandates from the district because of state and federal 

guidelines. Nonetheless, in creating a positive culture and climate, support, a job resource 

identified as Theme 1, of novice teachers seems to be a lever all the principals in this 

study use.  

Theme 3: Demonstrate Empathy 

All the participants in this study demonstrated empathy for novice teachers. 

Empathy is the action of understanding, being aware of, being sensitive to, and 

vicariously experiencing the feelings, thoughts, and experience of another of either the 

past or present without having the feelings, thoughts, and experience communicated in an 

objectively explicit manner (Merriam-Webster, n.d.). The participants demonstrate 

empathy by listening, involving novice teachers in decision making and feedback 

processes, consistent communication, meeting teachers where they are, being patient, 

understanding, and building relationships. While demonstrating empathy was not 

specifically identified in the literature review as a role of principals, the principal 

behaviors and actions identified in the literature review are aligned to demonstrating 

empathy. Creating positive relationships (Kamrath & Bradford, 2020), open 

communication (Baptiste, 2019), and shared leadership (Baptiste, 2019; Brezicha et al., 

2020; Kamrath & Bradford, 2020) are examples of empathy in action and are job 

resources principals in this study use to leverage to engage and retain novice teachers. 

Addressing empathy extends the research findings because it complements Theme 1, 

support, and Theme 2, culture and climate in creating workplaces that promote 

engagement and employee satisfaction which are keys to retention.  
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Theme 4: Hiring 

Sally, John, and Carol specifically mentioned hiring as important in their roles as 

principals. In the literature review, while important, hiring was not highlighted as a 

salient role of principals in retaining novice teachers. Nonetheless, the research espouses 

that inexperienced, novice teachers are typically hired in Title 1 schools (Redding & 

Henry, 2019; Redding & Nguyen, 2020; Sutcher et al., 2019; Watson, 2018). Thus, 

strategic hiring is mentioned as an important role of effective principals (Gunther, 2019; 

Podolsky et al., 2019). A strategy that Sally mentioned that has helped her in filling 

available positions was hiring student teachers who complete their internship at her 

specific school. The strategy Sally uses confirms the research that Title 1 schools often 

hire inexperienced teachers. However, the principal noted the benefits are that the novice 

teacher has built connections and relationships with the staff and administrative team and 

has foundational knowledge of the school’s processes and systems, which are part of the 

learning curve for novice teachers. As it relates to hiring, John stated making sure novice 

teachers are a “good fit” for the school. John hires and recruits those who are committed 

to his community. When interviewing teacher candidates, John explains to candidates 

what the school stands for and “how tough and messy the work” may be. John 

acknowledged the importance of engaging new hires in the work as paramount to 

retention. According to the research by Bakker and Demerouti (2007), employee 

engagement is a job resource that may positively impact on employee retention. 

Furthermore, John engages novice teachers by including them on a principal advisory 

committees and other school committees to provide novice teachers with a voice. Tom 
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has expanded the engagement at his opportunities to involve, empower, and give voice to 

teachers.  

Two of the principals, Tom and Carol, mentioned teacher compensation and 

salary, which is loosely coupled with hiring. Tom and Carol believe that Title 1 novice 

teachers should receive pay that shows their work is valued. The research related to 

teacher pay being a factor in teacher retention is mixed. There is some literature that 

espouses that if teachers were paid more, they would stay (Sutcher et al., 2019). Yet, 

there is also literature to suggest that salary increases have a small impact on novice 

teacher retention and that work conditions, discussed in the culture and climate theme, 

influences retention decisions (Harris et al., 2019; Shuls & Flores, 2020; Zavelevsky et 

al., 2021). In one research study, respectively, personal reasons, work conditions, and 

salary were the reasons provided by novice teacher for leaving (Podolsky et al., 2019). 

The other four principals did not mention of teacher salary or compensation, and it may 

have been because teacher salary is not in their locus of control.  

Theme 5: Challenges and Opportunities in Education 

As mentioned in Chapter 4, the participants in this study identified hiring new 

teachers, declining enrollment in education college programs, career changers, 

engagement, and advocating for Title 1 schools as some of the challenges and 

opportunities in education. Several participants mentioned declining enrollment and 

college of education programs shutting down as concerns. Declining enrollment in 

teaching programs is noted in the current peer-reviewed literature as a concern in the 

future of education (Carothers et al., 2019; Sulit, 2020). Thus, the findings from this 
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study aligns with the research on declining enrollment. College of Education programs 

shutting down, mentioned in this study, was not confirmed by the literature. Novice 

teacher retention is a concern for all the participants in this study, but one principal was 

more vocal than the others, as shared in Chapter 4. The findings from this study confirms 

the research on novice teacher retention at Title 1 schools. As the research suggests that 

Title 1 schools are referred to hard-to-staff schools in the literature (Bettini & Park, 2021; 

Geiger & Pivovarova, 2018; Kamrath & Bradford, 2020; Kim, 2019; Redding & Henry, 

2019; Tran & Smith, 2020; Whipp & Geronime, 2017) and as of the interview all the 

participants had teacher vacancies. There is also some research that suggests that attrition 

rates at Title 1 schools are higher than those at non-Title 1 schools for novice (Bettini & 

Park, 2021). However, the scope of this study does not address attrition rates between the 

types of schools. The participants expressed in some form that pre-service teaching 

experience do not adequately prepare novice teachers for the realities of the classroom. In 

a study by Kuriloff et al. (2019), on average 67% of novice teachers reported being 

unprepared to work in urban classrooms and felt unprepared to teach culturally diverse 

students. Urban and culturally diverse students are characteristic of Title 1 schools. Also, 

espoused in the results by Carol was teachers being adequately compensated. This 

confirms the research that teacher salaries compared to medical doctors and lawyers, 

other prestigious professions, are not as high (Geiger & Pivovarova, 2018). There is 

research to suggest that elementary school teachers earn approximately 80% of the salary 

of other educated professionals (Han et al., 2018). On the other hand, there is research 

that suggests that salary increases have a marginal impact on teacher retention as 
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compared to working conditions (Harris et al., 2019; Shuls & Flores, 2020; Zavelevsky et 

al., 2021). Amber views career changers as an opportunity and a challenge and the only 

principal to do so. Amber’s view confirms the research on the alternate certification 

routes to attract more teachers. With the teacher shortage, states have revised teacher 

certification expectations (Ingersoll & Smith, 2003). In some instances, the qualifications 

have been lowered to attract more teachers. To minimize what Ingersoll (2001) refers to 

as the “revolving door”, states and school districts have changed teaching certification 

requirements to provide opportunities for non-traditional and alternative type 

certifications to meet need. John and Pete discussed teacher engagement as an 

opportunity to retain novice teachers and this confirms the research. According to the 

research, shared leadership and teacher leadership engages and empowers teachers 

(Brezicha et al., 2020; Urick, 2020). COVID was identified as a challenge and an 

opportunity in the Chapter 4. The literature review for this study does not include 

research on COVID and the impact on novice teacher retention.  

Limitations of the Study 

The study included limitations to the transferability of the findings. Ravitch and 

Carl (2016) described transferability in qualitative research as being transferred or 

applied to other, broader contexts from the thick descriptions based on the audiences’ 

interpretations. First, addressed in Chapter 1 of this study, Title 1 elementary school 

principals were the only participants for this study. As a result, this may, restrict the 

transferability of the findings to middle and high schools. Second, the goal was to recruit 

from various school districts across the Southeastern United States. However, after 
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learning that each school district had different processes and different timelines for 

research approval, I selected one school district from which to recruit participants. Thus, 

multiple perspectives and perceptions across the Southeastern United States were not 

garnered. As previously mentioned, one school district, which is where I am employed, 

was only used in this study. Thus, the participants and I work in the same school district 

but do not have a close working relationship. Nonetheless, I was familiar with their 

experiences and thus had to be mindful of research bias and making assumptions.  

Another limitation of this research study was the sample size not previously 

mentioned as limitation. My study involved six Title 1 elementary school principals in a 

school district of about 80 elementary school principals. Also, the principals did not 

follow-up on the opportunity to provide feedback on the transcripts or debrief. The 

interviews were conducted in September, which is the beginning of the school year and 

the principals in the school district were experiencing organizational changes and new 

leadership. Nonetheless, the small number of participants may impact the transferability 

of the study.  

Recommendations 

Principals have been identified as influential factors in novice teacher retention 

(Holmes et al., 2019; Kim, 2019). My research study addressed a gap to understand better 

Title 1 elementary school principals’ perceptions of their role in novice teacher retention. 

Using the JD-R theory, practices and strategies that emerged as levers to support job 

resources were identified: (a) support, (b) culture and climate, and (c) empathy. I 

recommend that these findings be included in principals’ leadership development and 
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professional learning programs. I also recommend that those who support novice 

teachers, such as assistant principals, principal supervisors, and district level leadership, 

consider the information in their professional learning and development as it relates to 

novice teacher retention in elementary Title 1 school settings to support school principals 

in the critical role of retaining novice teacher.  

Recommendations for further research aligned to understanding Title 1 

elementary principals’ perceptions of their role in novice teacher retention would include 

additional data sources. First, I recommend conducting semistructured interviews with 

novice teachers and principals from the same schools to identify possible gaps in 

perceptions and experiences. As in the research, teachers’ perceptions of their principals 

are a retention factor (Podolsky et al., 2019). In some instances, teachers at Title 1 

schools perceive their principals to be less effective (Learning Policy Institute, 2017). 

Second, I recommend conducting a study with more than six participants that includes 

quantitative data on the number of novice teachers retained over a six-year period. 

Including the data on the retention of novice teachers can be a way to support the 

strategies used and the effectiveness of principals on retention. Third, I recommend 

conducting a study that includes Title 1 middle and high schools to garner different 

principals’ perceptions from a K-12 perspective to compare trends and patterns that are 

similar and different. Fourth, I recommend conducting and including non-Title 1 

elementary school principals in the study as there is research to suggest there is not a 

statistical difference in attrition between Title and non-Title schools (Bettini & Park, 

2021; Geiger & Pivovarova, 2018). Fifth, I would recommend replicating the research 
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study in other school districts to determine if similar findings would result. For each of 

the above recommendations, I would recommend including survey data related to 

employee engagement and school climate and culture. 

Implications for Positive Social Change 

The purpose of this basic qualitative study was to examine Title 1 elementary 

school principals’ perceptions of their roles in the retention of novice teachers in Title 1 

elementary schools in the Southeastern United States. The focus on principals as the 

participants for this study was because the research suggested that principals play a 

pivotal role in novice teacher retention (see Kim, 2019). Understanding how principals 

perceive their roles in novice teacher retention is central to understanding the problem. In 

this study, creating multiple supports, a positive climate and culture, displaying empathy, 

and hiring were leadership actions the participants identified as important to their role in 

retaining novice teachers. In addition, challenges and opportunities in education were 

also acknowledged by the participants.  

Student achievement and future professional outcomes is determined by teacher 

quality (Holme et al., 2018; Nguyen, 2021; See, Morris, Gorard, Kokotsaki & Abdi, 

2020). Thus, retaining novice teachers beyond five years is critical to students’ success. 

Principals at Title 1 school need to retain novice teachers to sustain school improvement 

efforts and initiatives that improve student performance (see Carver-Thomas & Darling-

Hammond, 2019). Additionally, principals need to retain novice teachers to sustain 

institutional and organization knowledge, which are tenants of school climates and 

cultures identified as a theme in this study (see Holme et al., 2018). In their roles as 
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principals, principals at schools need to have knowledge of and understand the 

importance of climate and culture on schools (Ingersoll, 2001).  

Principals who understand their roles in novice teacher retention can make 

leadership moves that increase the likelihood of novice teacher retention. The strategies 

the participants shared are positive levers that would benefit other leaders desiring to 

improve the retention of teachers, thus, impact positive student achievement.  

Conclusion 

Retaining novice teachers in Title 1 elementary schools is paramount to having 

experienced, quality teachers that can meet the needs of diverse learners. Principals have 

many roles and one of the most important roles is retaining teachers, but specific to this 

study is retaining novice teachers. The lack of novice teacher retention impacts the school 

district, the local school, the teachers, and the student. Thus, understanding principals’ 

perceptions of their roles in retention is key to addressing the phenomena of novice 

teacher retention. The results of my research study provide viable information related to 

strategies and behaviors that principals believe are key to novice teacher retention in Title 

1 elementary schools. The strategies and behaviors identified include (a) providing 

supports to novice teachers, (b) creating a positive climate and culture, (c) displaying 

empathy (d) hiring those who are committed, and (e) being aware of challenges and 

opportunities.  

To support students, it is necessary that schools are staffed with quality teachers. 

Therefore, principals are responsible for ensuring job resources are maximized and job 

demands are minimized within their scope and range of influence. While this study does 
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not solve or even address the complexities related to novice teacher retention, focusing on 

the strategies and behaviors within the scope of the principals’ control may positively 

impact the students and staff in Title 1 schools.  
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Appendix A: Interview Protocol 

 

Principals’ Perceptions of Their Role in Novice Teacher Retention in Title 1 Schools 

Date: 

Time 

Interviewee Pseudonym/Code: 

  

Interview Protocol 

Introduction 

My name is Kassia Sutton, and I will be conducting the interview for my research 

project which will examine Title 1 elementary school principals’ perceptions of their 

roles in retaining novice teachers in elementary Title 1 schools in the Southeastern United 

States. The data collected from this interview may add to the current research on the 

principal’s perceptions of their role in novice teacher retention. The study may identify 

specific strategies principals use that support novice teacher retention. The interview is in 

partial fulfillment of the Doctor of Education degree from Walden University and data 

collected will be used for that purpose only. I appreciate your time and you agreeing to 

volunteer for this study. 

Recording Instructions 

This interview will be recorded. The purpose of the recording is to capture all the 

information you share during the interview. I will also take notes as well. 

General information 

The interview time is approximately 60 minutes. Because this study is voluntary 

study, you may withdraw your consent at any time without consequence. Data collected 

will be confidential and a pseudonym will be used to protect your identity. After the 

interview, a transcript of the recording will be shared for your review to make corrections 

or clarify information. The data from the interview will be stored safely for five years 

upon completion of this study and then destroyed. 

Research Question: 

What are Title 1 elementary school principals’ perceptions of their roles in retaining 

novice teachers in elementary Title 1 schools in the Southeastern United States? 

Definitions 

For this study, novice teachers are defined as teachers with less than five years of 

teaching experience. 

Criteria 
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For the study, the following criteria will be required to participate in the study: 

•       Title 1 elementary school principal in the Southeastern United States 

•       Three or more years of principal experience, and 

•       Experienced novice teacher attrition or experienced success in 

retaining novice teachers and have concerns about novice teacher 

retention. 

 

I am interested in hearing about your experiences and perceptions as it relates to your 

role in novice teacher retention. There are no right or wrong answers this is about your 

experience. Throughout the interview, I will probe further by ask “tell me more,” or 

“could you explain or give me an example.” 

Do you have any questions? 

We will begin the interview. 

Interview Questions 

1. How many years of experience do you have as an elementary Title 1 school 

principal? 

2. How long have you been an elementary principal at this Title 1 School? 

3. For the 2021-2022 school year, how many novice teachers did you have? 

4. How many novice teachers are staying? 

5. What reasons were provided for staying? 

6. Why do you perceive the novice teachers are staying? 

7. How many novice teachers are leaving? 

8. What reasons were provided for leaving? 

9. Why do you perceive the novice teachers are leaving? 

10. In years prior to 2021-2022, how would you describe novice teacher retention 

at your school? 

11. What do you believe is your role as principal in retaining novice teachers? 

12. In your school, what specific strategies and supports are used to retain novice 

teachers? 

13. In your school, how do you use other stakeholders to support to novice teacher 

retention? 

14. How do you monitor and evaluate the implementation of strategies and support 

for novice teachers? 

15. What feedback have you received from your immediate supervisor on the 

retention or attrition of novice teachers at your school? 

16. What support has district level leadership provided in the retention of teachers? 

17. What do you think are the greatest challenges novice teachers face? 

18. What have you done to remove or minimize barriers and challenges of new 

teachers? 

19. What leadership traits do you possess that result in retention? 
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20. How do you think the COVID pandemic influenced teacher retention at your 

school? 

21. In your opinion, what are the next steps for you to improve teacher retention at 

your school? 

22. What other thoughts do you have regarding your role in novice teacher 

retention? 

  

Closing 

Thank you for your time today.  
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Appendix B: Codes and Themes 

Table B1 

 

Codes and Themes for Support 

First Coding Cycle  Second Coding Cycle  Theme 

Support, resource, 

build, and develop 

Support Support 

Use other people to 

provide support 

Support  

Use instructional 

coach 

Coaching  

Supports Support  

Provide monitors and 

models  

Support  

Give them support Support  

Biggest supporter Support  

Biggest coach Coaching  

Challenge but 

support 

Support  

Advocate Support  

Supports and 

programs are in place 

Support  

Coaching and support Coaching and support  

Open to coaching and 

molding into strong 

teachers 

Coaching  

Put new teachers in 

place with support 

Support  

I can teach you the 

other parts 

Coaching  

Making sure admin 

and coaches are 

supporting 

Supporting  

Primary job to retain 

great talent and 

support 

Support  

Not give up on 

teachers 

Support  

Supporting them Support  

Develop skills in the 

classroom 

 

Development 

 

If not finding their 

spot 

Development  

Learn about the 

people 

Development  

 

Develop core Development  

Build them to quality 

leader in the 

classroom 

 

Development  
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First Coding Cycle  Second Coding Cycle  Theme 

Being in tune to their 

needs 

Development  

Grooming teacher to 

feel comfortable with 

coaching and support 

Coaching  

Right seat to help 

them shine 

Development  

New teacher program  Support, Development  

 

Table B2 

 

Codes and Theme for Culture and Climate 

First Coding Cycle  Second Coding Cycle  Theme 

Unreasonable to 

expect perfection 

Culture Culture and Climate 

Create an 

environment where 

people want to come 

to work 

Environment  

We set the tone in our 

buildings 

Climate  

Create an 

environment where 

people want to come 

Environment  

Environment that 

allows success 

Environment  

Short term incentives Culture  

Sense of 

accomplishment and 

success 

Culture  

Celebration with 

novice teachers 

Climate  

Hard to do  Climate  

Shared responsibility   

Build community 

with teams 

Culture  
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Table B3 

 

Codes and Theme for Empathy 
First Coding Cycle Second Coding Cycle  Theme 

Listening and 

involving in decision 

making 

Listening Empathy 

Feedback Communication  

Ear to listen Listening  

Adjust program based 

on feedback 

Listening  

Listening Listening  

Consistent with 

communication and 

follow-up 

Communication  

Exercising empathy Empathy  

Don’t forget what it’s 

like to be a teacher 

Empathy  

Better attune to needs Awareness  

Patience and 

understanding 

Empathy  

 

Table B4 

 

Codes and Theme for Hiring 

First Coding Cycle Second Coding Cycle Theme 

Starts with the hiring 

process 

Hiring Hiring 

Making sure they are 

a good fit 

Fit  

Committed to our 

community 

Fit  

Hiring the right 

people 

Hiring  

Finding folks that 

really want to be 

teachers 

Hiring  

Picking great 

teachers 

Hiring  

Work ethic, drive, 

interest to work with 

the students we have 

Fit  
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Table B5 

 

Codes and Theme for Challenges and Opportunities in Education 

First Coding Cycle  Second Coding Cycle  Theme 

Some principals do 

not want novice 

teachers 

Experience preferred Challenges and 

opportunities in 

education  

New teachers bring a 

fresh perspective 

Novice preferred  

Programs at the 

college level shutting 

down  

College programs  

Don’t have teachers 

enrolling in the 

program 

College programs  

Need good teachers 

who form great 

relationships with 

kids 

Relationship building  

Hard to lose someone 

with less than five 

years 

Attrition  

We need teachers for 

a long time 

Longevity  

Give new teachers a 

chance with supports 

Opportunity with 

support 

 

People enter for 

passion 

Passion  

Advocating for the 

profession 

Advocacy  

Advocating for Title 

1 schools 

Advocacy  

Teachers leaving to 

go to non-Title 

schools 

Attrition  

Advocating for 

incentives at Title 

schools 

Incentivize  

Tough in title school 

to retain teachers 

Retention  

Career changers Career changers  

Clear understanding 

of what they want to 

do; the profession is 

demanding 

Clear expectations  

Keeping novice 

teachers engaged 

 

 

Engagement  
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First Coding Cycle  Second Coding Cycle  Theme 

Help teachers see 

their why 

Purpose 

 

 

Getting Paid for their 

value 

Incentivize  

So it’s everyone’s 

piece of the school 

not just the principal 

Engagement  

Covid Covid Pandemic  
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