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Abstract 

The purpose of this study is to explore the factors that influence expatriate teacher 

retention in Colombian schools that are accredited through AdvancED and affiliated with 

the Association of Colombian-Caribbean American Schools (ACCAS). This research 

adds to previous studies completed on turnover and retention in other regions of the 

world, and focuses on both institutional and individual factors related to teacher retention.  

 The approach for this study is founded in a mixed-method design involving both 

quantitative and qualitative research. Following the explanatory-sequential model 

(Creswell, 2014), an online survey was completed by 113 expatriate teachers representing 

the 13 Colombian schools accredited by AdvancED and affiliated with ACCAS. After an 

analysis of survey data, focus group questions were developed in order to further explore 

the significant factors of teacher retention for teachers in the region. Seven focus groups 

at four schools in the region were conducted, with forty teachers participating in the 

qualitative research process.  

 Upon completion of the research, nine institutional factors and seven individual 

factors demonstrated statistically significant relationships to teacher retention. In 

addition, three additional factors were discovered as potentially significant based on the 

qualitative data from the focus group interviews. One of the most noteworthy findings is 

the role that school administrators play in expatriate teacher retention. These factors 

include support from the school director and principals, communication from school 

administration, teacher workload, and teacher involvement in decision making. Also 
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noteworthy are the individual factors teachers’ reported as significant. These factors 

include the quality of personal life in Colombia, living conditions, the ability to speak 

Spanish, and connection to the local community. Additional factors discovered through 

the focus group interviews that may be important include autonomy in teaching, positive 

relationships with students and having a local “significant other”. 

The findings from this study indicate that living and teaching in Colombia is 

difficult and potentially challenging for expatriate teachers, especially when they come 

unprepared for the living conditions or do not have a strong enough background in 

Spanish to communicate freely and overcome cultural barriers. The implications of the 

results from this research are that administrators in these schools must provide consistent 

support, promote a positive school community, communicate clearly and concisely, and 

provide reasonable workloads with ample preparation time. Additionally, the school 

leaders must understand the importance of both individual and personal factors teachers 

face as expatriate faculty members. The findings of this study suggest that not only can 

the factors affecting teacher retention be anticipated, but they can become a focus for 

change for school leaders that will lead to improved teacher retention.  If schools can 

successfully address these factors, teacher retention is far more likely to improve. 
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CHAPTER 1  

“Loss of new teachers plays a major role in the teacher shortage, but pouring more 

teachers into the system will not solve the retention problem.” (Ingersoll & Smith, 2004a, 

p. 30) 

 

Introduction 

The rate at which United States and international schools lose proficient 

and qualified teachers due to attrition, burnout, and turnover is a distressing issue that 

negatively impacts education and the promotion of student achievement (Ingersoll, 

2001a, 2001b, 2004a). Teachers in United States and international schools are faced with 

stressors and challenges that range from financial factors to non-pecuniary 

aspects. Ingersoll (2003) points out the cumulative impact that substantial loss of teachers 

has on schools is increasingly becoming debilitating as students, institutions, and the 

entire nation continue to count losses from teachers who leave their careers. In the United 

States alone, it is estimated that 16 to 20% of teachers will choose to leave their school at 

the end of any given school year (Hanushek, Kain & Rivkin, 2004).  Teacher shortages in 

both the United States and international schools have become a great concern (Hammen, 

2005), which in turn has made teacher retention one of the highest priorities for school 

administrators (Hunt & Carroll, 2003).  

Over the years, researchers and policymakers have expressed their concerns over 

the phenomenon of teacher shortages among schools in the United States as well as in 

international schools. All schools have a similar directive in that they have been 

entrusted with the responsibility of students’ academic achievement. An exemplary level 

of teaching is widely considered imperative for students’ achievement gains (Ross, 

Stringfield, Sanders and Wright, 2003).  While today’s schools look for answers in 
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reforming education, of critical importance is the teacher, who is the central variable for a 

student’s success. Vidal and Xu (1992) point out that poor levels of school performance 

are positively correlated to teacher turnover and student learning opportunities have been 

disrupted as a result. 

Ingersoll (2001a) states that regardless of the location of a school, teacher 

turnover and attrition exert both social and financial costs to educational institutions, as 

well as to the community and country where the school is located. The cost of replacing a 

teacher is between 25-33% of the salary of each teacher that leaves (Norton, 1999). For 

example, in the state of Texas, the annual cost to replace teachers is conservatively 

estimated at $329 million (Ingersoll, 2001a, Odland & Ruzicka, 2009). It is because of 

these concerns that policy makers in education internationally and in the United States 

are swiftly devising strategies to improve teacher retention. They are also raising 

awareness among school administrators of the importance of retaining teachers for 

overall improvement of school performance. 

Statement of the Problem 

Turnover in the workplace usually has a negative connotation. In the realm of 

education, turnover has become a critical issue compounded by projected shortages of 

qualified college graduates choosing to enter the field of education (Hammen, 2005; 

Ingersoll, 2001b). Most business managers and leaders would argue, however, that some 

turnover can actually be positive (Ingersoll, 2001a). The advantages to turnover in 

schools can be seen a variety of ways. Institutional enhancement, opportunities for fresh 
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ideas, replacing ineffective employees and budget conservation are areas that can be 

improved due the turnover of faculty or staff in educational institutions. 

While there is validity to the advantages of turnover, there is a serious concern 

amongst school administrators both in the United States and internationally regarding the 

recruitment and retention of quality teachers for the profession (Guarino, Santibanez, & 

Daley, 2006; Ingersoll, 2001b; Ingersoll & Smith, 2004a). Ingersoll (2001a) states that 

teachers are leaving the profession due to factors other than retirement, and the students 

are the ones who suffer the fallout. Job dissatisfaction, low salaries, lack of autonomy and 

student discipline are all factors that cause good teachers to leave (Ingersoll and Smith, 

2004a). In the very near future, the nation will face a severe teacher shortage, particularly 

in math and the sciences (Ingersoll, Merrill, & May, 2012).  

There is a distressing report on teacher turnover and attrition from the School and 

Staffing Survey (SASS) and Teacher Follow-Up survey (TFS) indicating the vast need 

for teacher retention in the United States. The data presented show a concerning shift 

from the mid-1980s to present. For example, in the 1987-1988 data, a total of 172, 645 

educators, including retirees, left the teaching profession compared to the 178,334 that 

joined (Ingersoll, 2001a). Similar results were seen in the data from the early 1990s as 

more teachers were entering the field than were leaving. 

However, the 1993-1994 survey results indicated a sharp twist and change from 

the previous trends. The number of professional teachers in the United States leaving the 

profession was 212,908 compared to 192,550 who joined. This created a gap, 

or shortage, of about 20,000 teachers. The data from 1999-2000 surveys show 
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the gap increase again, from around 20,000 teachers to 55,000. This was due to the 

287,370 teachers who left their jobs compared to 232,232 that joined the profession. The 

disturbing trend has continued to increase, and has become an issue of great concern for 

both United States and international schools (Desroches, 2013; Guarino et al, 2006; 

Ingersoll, 2001a: Ingersoll, 2001b; Odland, 2007; Odland & Ruzicka, 2009; Sims, 2011). 

Basing his argument from data by TFS and SASS, Ingersoll (2001a) points out 

that individual numbers representing the turnover of teachers in the United States are also 

troubling. Calculations from total hires in one year to total departures in the subsequent 

year bear a similar trend. For instance, in the 1987-88 data cycle, the total teaching force 

in the United States was represented by 28.6%. Reports from the three following cycles 

indicated that the combined number shifted to 26.4%, 27% and 31.1%. Based on these 

reports, it is clear that from 1999 to 2001, over one-third of teachers in the U.S were 

changing their profession or in job transition (SASS, TFS, 2001). 

The phenomenon of teacher turnover in the United States and its multiple costs is 

a distressing issue that has been deemed as unacceptable by many analysts including the 

Commission on Teaching and America’s Future. While it is difficult to measure the direct 

financial costs of teacher turnover, Norton (1999) asserts that the cost of replacing 

a worker in the United States workforce is extremely expensive. As stated earlier, this is 

true in the sense that replacing a single teacher requires using between 25-33% of his or 

her salary for the process (Ingersoll, 2001a; Norton, 1999). This should send waves of 

caution and concern for administrators and policy makers, as they are the ones that must 
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analyze and evaluate the massive amount of funds that are required to recruit teachers 

because of high turnover.  

While the cost of teacher turnover in the United States is hefty, international 

schools face expenses that typical United States schools rarely have to confront. Johnston 

(2010) reports that most international and bilingual overseas schools hire candidates 

through teacher recruiting fairs, and this process always incurs a fee. The recruiters from 

each school also have travel, hotel and per diem costs that can end up costing the schools 

thousands of dollars annually. In addition, many schools pay for work visas, legal 

documents, travel and extras for its new faculty.  

Teacher turnover in the United States has provoked immeasurable loss of 

productivity (Benson, 1998; Guarino et al, 2006; Ingersoll, 2001a). This is seen by the 

manner in which busy administrators are forced to shift from their normal duties and 

spend an inordinate amount of time dealing with recruitment issues. The issue of turnover 

also impacts the performance of other teachers as they are called upon to 

provide guidance and mentor new hires. And while this is necessary when hiring new 

teachers, the excessive loss of time often impacts time that could be spent improving 

student achievement. Furthermore, new teachers in the classroom are often unprepared 

and the schools are left trying to keep quality programs in working order (Darling-

Hammond, 2003). Scholars appear in agreement that this shift in focus is, in the 

long term, problematic because the focus is moving away from student progress and 

towards dealing with the consequences of recruiting and training new teachers.   
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The negative effect on student performance and school organizations is a further 

reflection of the damage that high teacher turnover can create in educational institutions. 

From an organizational perspective, Falch and Ronning (2007) argue that teachers and 

their immediate administrators closely develop bonds that strengthen their work and 

culture over time. However, the departure of faculty members creates critical 

discontinuities that inhibit institutions as they try to reorganize themselves. At the student 

level, the ties with faculty are even more intricate. Learning is 

a process that is greatly dependent upon the rapport built between learners and their 

teachers. This relationship, however, does not form overnight, and students are often 

negatively affected from the departure of teachers with whom they have established close 

ties. For instance, Falch and Ronning (2007) use the example of students who are used to 

a teacher who is practical, interactive and student-centered. Upon this teacher’s departure, 

they are exposed to a new teacher with a totally different style. The students take a lot of 

time before they adjust to the new style, while others may be unable to adjust completely. 

For this reason, Benson (1998) states in order to ensure quality educational programs, 

schools must use any advantage available in assuring successful adaptation and retention 

of quality teachers. 

 

Significance of the Study 

Although there is limited research on teacher turnover and retention in 

international schools, the few studies that have been done indicate that the retention of 

quality teachers is a critical issue in the international setting (Desroches, 2013; Hardman, 

2001; Mancuso, Roberts, & White, 2010; Odland 2007; Sims, 2011). International 
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schools are almost always independent organizations, and their structure and governance 

is different than those of a traditional public school in the United States As Mancuso et 

al. (2010) state, although United States schools and international schools share some of 

the same factors for teacher turnover, the reasons for teachers leaving international 

schools are more complex given that language, culture and customs of the host nation can 

be significantly different.. In addition, most teachers in the international setting are highly 

qualified educators, many with advanced degrees and several years of teaching 

experience (Gillies, 2001). Considering these conditions, teachers in international schools 

often choose to leave an institution for different reasons than their United States 

counterparts.  

While low salary is seen as a factor for turnover in the international setting 

(Odland, 2007; Hardman, 2001), it is not the foremost reason for teachers choosing to 

leave international schools. In a study by Mancuso et al. (2010) of schools in the Near 

East South Asia (NESA) region, three areas were investigated in regards to teachers 

choosing to leave international schools: teacher characteristics, school characteristics and 

organizational conditions. School characteristics, such as school size, population and 

profit/no profit status, had little impact on a teacher’s choice to leave. Teacher 

characteristics, such as age, years of experience and marital status, had minimal impact 

on turnover in the NESA region. The most significant factor was organizational 

conditions. Specifically, supportive leadership and faculty influence on programs were 

extremely important in a teacher’s choice to stay. Administrative support and leadership 

is also seen as a key factor in studies by both Hardman (2001) and Odland (2007) as well. 
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Although the factors for teachers leaving international schools may be different 

than their United States counterparts, high turnover still has an impact on the 

effectiveness of schools and student learning (Gillies, 2001). The loss of quality teachers, 

in any institution, undoubtedly disturbs the consistency and effectiveness of the school. 

At the end of the day, the loss of key personnel due to turnover affects classroom 

instruction and inhibits student achievement (Chandler, 2010; Darling-Hammond, 2003; 

Guarino et al, 2006; Ingersoll, 2001a, Ingersoll & Smith, 2004b). 

Based on the current research, it is clear that teacher retention is a critical issue 

and the high turnover rates are negatively impacting schools in the United States and 

abroad. Schools and school districts are left looking for ways to improve teacher 

retention, yet the strategies that are currently be utilized are having little effect. In a time 

where there is much pressure on schools to improve, the teachers are caught in crossfire 

between policy makers and a demanding public. Instead of keeping these teachers in the 

middle of the fray, school leaders need to immediately make a commitment to recruiting, 

supporting and retaining great teachers. 

Context of the Study 

There is limited research on teacher retention factors in international schools, and 

existing research has focused on regions outside of Latin America. While Desroches 

(2013) and Sims (2011) both have completed substantial research on turnover in Latin 

America and Colombia, their studies do not focus on the retention of teachers within 

Colombia specifically. As noted in the statement of the problem, teacher retention is a 

critical issue for international schools, but it is important to look at this in the context of 
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location, and Colombia presents recruitment and retention challenges that other countries 

do not.  

Colombia has a long and violent history. While it is one of South America’s 

oldest countries, with an incredibly stable economy, the country has been marred by 

violence due to an ongoing civil war for the past 50 years (World Bank, 2000). The roots 

of the conflict can be traced back to the 19
th

 century when the Conservative and Liberal 

Parties choose to settle their political differences with violent confrontations. Yet, most 

Colombian researchers believe the modern-day violence began in 1948 with El Bogotazo, 

a violent response to the assassination of a famous liberal politician named Jorge Eliecer 

Gaitan. This period in Colombian history, from 1946 to 1964, is known as the La 

Violencia, or the violence. During this time period, more than 200,000 Colombians lost 

their lives due to political violence, and more than two million citizens were forced from 

their land (Bejarano-Avila, Bell-Lemus, Bushnell, D., de la Calle, H., Fals-Borda, O., 

Tirado-Mejía, A., 1990)  

As a result of this political turmoil, several guerilla groups formed in Colombia 

with the mission of taking back the land that was lost and regaining control of what they 

believed was a corrupt government (Bejarano-Avila et al, 1990).  Groups such as the 

FARC (Fuerzas Armadas Revolucionarias de Colombia, or the Revolutionary Armed 

Forces of Colombia), the EPL (Ejercito Popular de Liberación, or the People’s 

Liberation Army), and the ELN (Ejercito de Liberación Nacional, or the National 

Liberation Army) all formed within the country (Rosales-Ariza, 2003). These groups 

took advantage of unhappy peasants and the guerilla movement became popular amongst 



   10 

 

the people who lost everything and soon grew in numbers. Unfortunately, these groups 

turned to kidnappings, murder and terrorist activities in order to gain political 

momentum. As a result of the growth in the guerilla, paramilitary groups began to grow 

in Colombia to fight against the FARC, EPL and ELN. The result has been more than 50 

years of fighting between the Colombian government (and the national army), guerilla 

groups and paramilitary groups. To complicate the situation further, these groups have all 

had ties to drug trafficking in order to finance their movements (Bejarano-Avila et al, 

1990; Rosales-Ariza, 2003). 

However, the situation has improved in the country over the last 10 years. Former 

President Alvaro Uribe took a hard line stance against the guerilla and paramilitary 

groups, and their numbers have decreased dramatically (Santander, Gómez, Márquez & 

Soler, 2012). Although there have been questions about human rights violations,  in 

Uribe’s eight years in office, groups like the EPL and ELN have been almost eradicated, 

and the FARC has suffered major losses. Current President Juan Manuel Santos has 

continued many of the policies of former President Uribe, and the country continues to 

improve in safety and stability (Santander et al., 2012). 

All of this has had an effect on the education of Colombian citizens. According to 

Garzón-Rayo (2013), the expense of the five decade civil war has left little for public 

services in Colombia, and has had disastrous effects on education in particular. Public 

schools are overcrowded, with an average of more than 50 students per classroom. Public 

school teachers are required to teach in several shifts, and are given very few resources to 

engage the students in learning. For this reason, private schools in Colombia are the 
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choice for citizens in the middle and upper classes. While these school range 

considerably in quality, this has caused a tremendous problem with teacher mobility. 

Teachers are relentlessly looking for positions in the best schools, with the best pay. 

When it comes to the international and bilingual schools in Colombia, Garzón-

Rayo (2013) suggests these are the prime posts for Colombian nationals in the teaching 

profession, but these schools have found it very hard to attract excellent teaching 

candidates from abroad to fulfill their schools’ missions. Factors such as the history of 

violence and the considerable difference in pay from other regions have not made it easy 

for the international and bilingual schools in Colombia.  

While both safety and salary packages have improved over the last decade, many 

potential teaching candidates suffer from what a group of international administrators 

have called the “CNN effect” (Anthony, 2000). The so-called “CNN effect” is caused 

when a potential teaching candidate only sees the negative side of a country based on 

what they read or see in the media. For example, Colombian guerilla groups used to be 

famous for kidnapping foreigners and holding them for ransom. Even though kidnappings 

of foreign tourists have significantly declined since 2006 (Garzón-Rayo, 2013), teaching 

candidates frequently ask about kidnapping and safety during job interviews.  

Given the challenges of recruiting excellent teachers for the Colombian schools, 

retaining these teachers is a priority in having exceptional educational programs, “as most 

heads know full well that the single strongest impact on student learning in their schools 

rests on the vibrant and effective cadre of teachers” (Broman, 2006, p. 22). Given the 
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importance of recruiting and retaining teachers, this researcher will focus on the factors 

that help to retain excellent and qualified teaching professionals.  

 

Statement of Study Purpose and Research Questions 

The purpose of this study is to identify the factors contributing to expatriate 

teacher retention in AdvancED Accredited Schools in Colombia. The following research 

questions will be used to guide the study: 

1. What reasons do expatriate teachers give for staying in United States 

accredited Colombian schools beyond their initial contract? 

 

2. What are the institutional factors that influence teacher retention? 

Leadership style of school administration 

Support of school administration 

Salary and benefit packages 

Geographical location of the school 

Programs offered at the school (IB, AP, extra and co-curricular 

activities, international programs, NHS, NJHS, student council, etc.) 

Student population 

Size of school 

Teacher workload (number of classes taught, variety of classes 

taught, amount of preparation time) 

Resources and materials available at the school (technology) 

School community 
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School reputation as compared to other international schools 

Condition of school facilities 

Student performance 

3. What are individual factors that influence teacher retention? 

Gender 

Marital status (single, married, partnership) 

Job satisfaction of spouse or teaching partner 

Well-being of children 

Years of teaching experience 

Years of international teaching experience 

Years of experience living abroad 

Personal safety in Colombia (perceived or otherwise) 

Cultural adjustment to Colombia and its specific regions 

Proficiency in Spanish 

Connection to community (local support, expatriate support) 

Access to social life 

Professional ambitions of teacher 

Participation in school activities 

Participation in host country activities 
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Definition of Key Terms 

ACCAS—Association of Colombian-Caribbean American Schools 

AdvancED—Agency that accredits universities and schools, created through a merger of 

the North Central Association (NCA), the Southern Association of Colleges and Schools 

(SACS), and the Northwest Accreditation Commission (NWAC) 

Teacher attrition—Teachers who have chosen to leave the teaching profession 

(McCreight, 2000; Odland, 2007) 

Teacher mobility— Teachers who move to other schools within Colombia, or to private 

and publics schools outside of Colombia.  

Teacher retention—Teachers who sign at least one additional contract at their school 

beyond their initial contract  

Teacher turnover—The combination of teacher attrition and teacher mobility. This is the 

total loss of teaching faculty for a school in any given school year.  

International school—For the purpose of this study, an international school is one of the 

13 schools accredited by AdvancED and affiliated with ACCAS in Colombia (see Table 

1). 

Foreign hired/expatriate teacher—Any teacher who is employed in an international 

school outside of their home country (Joslin, 2002) 
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Table 1 

Schools Accredited by AdvancED and Affiliated with ACCAS 

School Location 

# 

Students 

# Total 

Teachers 

# 

Expatriate 

Teachers 

Length of 

Initial 

Contract 

Altamira International 

School Barranquilla 740 85 2 2 years 

Colegio Albania La Guajira 469 74 17 2 years 

Colegio Bolivar Cali 1300 138 40 2 years 

Colegio Bureche Santa Marta 599 36 5 2 years 

Colegio Granadino Manizales 693 63 20 2 years 

Colegio Jorge 

Washington Cartagena 775 91 25 2 years 

Colegio Karl C. Parrish Barranquilla 772 55 20 2 years 

Colegio Nueva Granada Bogotá 1840 301 100 2 years 

Colegio Panamericano Bucaramanga 679 56 15 2 years 

Fundacion Liceo Inglés Pereira 554 60 11 2 years 

Montessori British 

School Bogotá 1200 121 -- 2 years 

The Columbus School Medellín 1593 114 53 2 years 

The GI School Armenia 695 82 17 2 years 

            

TOTALS   11909 1276 325 

average 2 

years 

Note: Montessori British School expatriate teacher data not available. 

Theoretical Framework Guiding the Study 

The theoretical framework underlying this study is the social science principle of 

rational choice. The theory proposes that individuals, in this case, expatriate teachers, will 

make sensible and coherent decisions (Scott, 2000) about whether or not to stay at a 

particular school. As Scott (2000) states, the basic premises of the rational choice theory 
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are (1) human beings base their behavior on rational calculations, (2) they act with 

rationality when making choices, (3) their choices are aimed at optimization of their 

pleasure or profit. Rational choice theory is based in neoclassical economic theory and 

draws heavily from evidence collected from market environments (Voss & Abraham, 

2000). Rational individuals are those who seek to maximize utility (Coleman, 1991). 

They want to obtain the largest amount of good and avoid the negative consequences 

associated with some decisions. 

As a conceptual framework, rational choice focuses upon individual action. 

Rational choice theory posts that individuals "maximize welfare as they conceive it, 

whether they be selfish, altruistic, loyal, spiteful or masochistic" (Becker, 1993, p. 386). 

This focus upon individual perceptions and attitudes is important because individuals do 

not limit their evaluations of utility to just money and other factors may also contribute to 

rational decisions (Voss & Abraham, 2000).  Conceptual frameworks informed by 

rational choice theory recognize that the many different factors that may influence 

individual attitudes, calculations and preferences, since these factors can exert an 

influence over the choice rationally selected. 

As a conceptual framework for the study of teacher retention, rational choice 

theory helps to explain the relationship between the individual teacher and the school 

organization. Rational choice theory assumes that the organization creates the 

surrounding social culture that influences the behavior and choice of the teacher. This 

relationship has been empirically tested within the context of retention. Voss and 

http://www.businessdictionary.com/definition/base.html
http://www.businessdictionary.com/definition/behavior.html
http://www.businessdictionary.com/definition/rational.html
http://www.businessdictionary.com/definition/act.html
http://www.businessdictionary.com/definition/rationality.html
http://www.businessdictionary.com/definition/maker.html
http://www.businessdictionary.com/definition/optimization.html
http://www.businessdictionary.com/definition/profit.html
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Abraham (2000) observe that "there are many contributions dealing with employee 

turnover and the stability of employment relations" (p. 67). This conceptual framework 

enables the researcher that recognizes the organizational factors evaluated by the teacher 

when making a retention decision. 

 Empirical evidence illustrates the utility of rational choice theory within the study 

of teacher retention. Dworkin et al. (2003) identified several social or cultural factors 

related to the school organization, such as lack of parental respect, lack of administrative 

support, poor treatment of teachers, expectations of 12-hour work days and undemocratic 

organizational practices. Rational choice theory suggests that teachers will compare these 

organizational negatives to the perceived benefits of teaching, such as the enjoyment of 

aiding students, personal satisfaction, the feeling of contributing to society and summers 

off. When teachers view the negatives or costs of the organization as outweighing the 

perceived benefits, they decide to leave either the school or the profession. In contrast, 

when teachers view the benefits of teaching as outweighing the costs, they decide to 

remain working. 
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Elster (2009) has created a conceptual model to explain the theory of rational 

choice.  

 
Figure 1. Rational choice conceptual model (Elster, 2009). 

The model illustrates what is rational for a teacher to decide given the information 

he or she has received, and how this relates to his or her actions and beliefs. Elster (2009) 

states, “…rational-choice theory must tell the agents how to best realize their desires, 

given their beliefs. Furthermore, the theory must prescribe which beliefs it is rational for 

the agents to hold, given their evidence or information” (p. 3). In essence, the theory 

proposes that individuals will use the information they have, in connection with their 

desires and beliefs, to maximize their advantage or gain and minimize their disadvantage 

or loss (Elster, 2009; Scott 2000). The rational choice theory is similar to the framework 

developed by Guarino et al. (2006) in their empirical review of the recruitment and 

retention literature for teachers. They state that if the perceived benefits of the staying at 

the school outweigh the perceived benefits of leaving, the teacher will choose to stay.  

Rational choice theory is focused upon future action (Becker, 1993). As a 

conceptual framework, rational choice theory is particularly useful for a study on 
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retention factors in United States accredited Schools in Colombia because it is believed 

by this researcher that if the factors that contribute to teacher retention (desires and 

beliefs) are carefully analyzed, this information can be successfully used to provide 

expatriate teachers with enough information to choose to stay at their current school 

(action). It provides a mechanism for understanding behavior as consistent over an 

extended period of time. In a study focused upon teacher retention, it may be used to 

identify factors within a school environment and develop predictions about retention 

rates, which may then be evaluated to reduce the various costs of having to replace and 

recruit expatriate teachers.  

Potential Study Limitations 

The following have been identified as potential limitations of this study. First, the 

researcher is an administrator at one of the major schools in the region. Respondents may 

feel pressured to respond in a way that does not harm their social or professional status 

within their school. The sample size of teachers that have elected to stay is relatively 

small given that there are only 13 schools, and each school varies with the number of 

expatriate teachers they have employed. The collection of qualitative data through the use 

of focus groups, and its eventual analysis, will depend on the skill and the bias of the 

researcher (Odland, 2007). Outliers could potentially skew the data given that several 

teachers have stayed in Colombia for decades. Many of these teachers have been 

switched to local contracts, yet they are still considered expatriate. The information 
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gathered from these teachers will have to be carefully analyzed and put into perspective 

based on their longevity in the schools.  
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CHAPTER 2 

LITERATURE REVIEW 

 Why is teacher retention important? Critical concern directed toward high teacher 

attrition rates recognizes that successful retention is essential to the provision of quality 

instruction. "Contemporary educational thought holds that one of the pivotal causes of 

inadequate school performance is the inability of schools to adequately staff classrooms 

with qualified teachers" (Ingersoll & Perda, 2009, p. 1).  When the supply of qualified 

instructors is insufficient to meet local demands, the quality of educational services 

provided suffers. The number of available teachers influences practical administrative 

decisions, such as the number of students in the classroom and the scope of academic 

subjects offered within the curriculum. High attrition rates also create instructional and 

administrative uncertainty, placing needy students at the risk of not having access to 

qualified instructors. 

 This problem is exacerbated in school districts where experienced teachers with 

proven track records elect to leave the workforce. Harris and Adams (2007) argue that the 

attrition rates of teachers are distinct from those of other, similarly-educated professions 

because teacher turnover rates include a higher proportion of experienced teachers. These 

instructors are often older and successful, yet they still elect to leave the profession. 

 TNTP, formerly known as The New Teacher Project (2012) found that the quality 

of instruction enjoyed by students suffers, particularly when schools lose "irreplaceable" 

teachers. Irreplaceable teachers are high-performers whose instructional effort enables 

students to acquire the equivalent of between five and six months more learning during 
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the school year than they would with a low-performing instructor. Irreplaceables are 

generally experienced instructors, averaging nine or more years of teaching experience 

generally working 50 hours per week. Approximately 20% of the total American teaching 

workforce can be described as irreplaceable (TNTP, 2012). While these teachers may be 

both highly motivated and highly effective, they are not immune to attrition. Every year, 

an estimated 10,000 irreplaceable teachers elect to leave their job, with many leaving the 

teaching profession entirely (TNTP, 2012).  

 When experienced or irreplaceable teachers leave, their former schools struggle to 

fill the newly created vacancies and are rarely able to fill those vacancies with equally 

qualified, irreplaceable teachers. The quality of instruction offered to students drops 

substantially when irreplaceable teachers are replaced with new or unqualified 

instructors. “When an irreplaceable leaves a low-performing school, it can take 11 hires 

to find one teacher of comparable quality.” (TNTP, 2012, p. 6). Instead, schools scramble 

to hire less experienced or qualified teachers. In the state of California, for example, 

almost 20 percent of public schools hire instructors who have not yet earned their 

teaching credentials just to fill job vacancies (Darling-Hammond, 2003).   

 In addition, attrition rates undermine the social cohesion needed to generate 

community support for education. Sociologists argue that the social relationships between 

teachers, administrators, parents and students foster the cohesion required to generate 

educational success (Ingersoll, 2001a, 2001b). Students benefit from the long-term 

presence of teachers within their schools because these teachers can serve as role models 
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or mentors. High rates of turnover impede the establishment of fixed teacher identities 

capable of servicing these relationships.  

 Furthermore, teacher retention is a critical cost concern that threatens the budgets 

of school districts. The failure to retain qualified instructors poses a significant financial 

challenge for school districts that must devote much of their limited funding to the 

recruitment of replacement teachers (Cha & Vogel, 2011).  Teacher recruitment is 

unavoidably resource-intensive, requiring a fast process within a narrow window of 

opportunity just prior to the commencement of a new school year. Estimates of the cost 

of recruitment efforts responding to high turnover rates illustrate the heavy costs of high 

attrition rates: a conservative estimate by the state of Texas suggests an annual 

expenditure of $329 million, or $8,000 per new hire, for recruitment (Darling-Hammond, 

2003; Ingersoll, 2001a; Ingersoll, 2001b). 

  The constant search for new instructors impedes the ability of schools to 

implement reform to promote student achievement. Funds earmarked to support new 

learning initiatives are instead diverted to recruitment caused by the movement of 

teachers to other schools and professions. "School districts are continually spending 

human and fiscal resources on teacher recruitment when the emphasis should be on 

retaining those teachers who have the skills and dispositions to teach successfully" 

(Waddell, 2010, p. 70).  

 Recruitment is only one element of the financial burden created by high attrition 

rates. Inexperienced teachers must also be provided with professional support and 

enrichment opportunities aimed at improving their instructional acumen (Darling-
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Hammond, 2003).  Because instructional effectiveness for teachers increases 

substantially after five to seven years of experience, the high attrition rates create a cycle 

of inexperienced teachers that prevents students from enjoying the benefits of highly 

qualified instruction (Waddell, 2010).  Instead of investing in the long term development 

of teachers, school districts are primarily concerned with filling job vacancies (Ingersoll 

2001a, 2001b). As new teachers gain experience through school-funded support, 

increasing numbers are following the lead of their predecessors and engaging in attrition, 

reinitiating the recruitment and training process. As a result, impacted schools do not 

capitalize on the investment in the development of new teachers with the result that 

students rarely enjoy the educational advantages associated with learning from highly 

experienced teachers.  

 High attrition rates also impose a greater burden upon experienced teachers who 

continue to work within the profession. Experienced teachers are often asked to mentor 

new hires. The burden of mentoring can increase the work stress of experienced teachers 

(Darling-Hammond, 2003). A school's workforce may feel less cohesive and secure due 

to the influx of new faces: experienced teachers who choose to remain within schools 

may feel increasingly frustrated and less motivated. These negative emotional responses 

can potentially undermine instructional effectiveness, further exacerbating problems of 

retention by increasing the number of experienced teachers leaving teaching. 

 Certainly, not all incidents of teacher turnover produce negative consequences for 

schools. Some teacher attrition may generate some potential benefits for school districts. 

The most obvious is the loss of incompetent or unmotivated teachers (Cha & Vogel, 
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2011).Turnover is expected within every employment field; this serves to replace 

underperformers with increasingly qualified and more motivated workers. However, such 

advantages are secured only with turnover that is limited to the removal of undesirable 

workers, rather than experienced or irreplaceable teachers. Furthermore, the supply of 

quality workers must be capable of filling employment gaps. As the next sections will 

illustrate, several nations, including the United States, are experiencing a teaching crisis 

because attrition rates are persistently dwarfing the available supply of new instructors. 

Teacher Attrition and Turnover in the United States 

 High teacher attrition rates are a major concern in the United States. Teachers 

make up a sizeable component of the United States working population, accounting for 

four percent of the nation's total civilian workforce (Ingersoll, 2001a). Teachers 

outnumber similarly educated professional groups, such as nurses and lawyers. Teachers 

also experience a high degree of job insecurity due to turnover. Every year, almost one-

third of American teachers experience a job transition, with almost one-fifth electing to 

leave their current schools (Ingersoll & Perda, 2009). When compared to other 

professions, teacher turnover rates are significantly higher. For example, teachers are 

twice as likely to leave their jobs as nurses and five times more likely to leave as lawyers 

(Ingersoll, 2001a). 

 In the United States, high attrition rates are not a new phenomenon. During the 

1980s, school leaders began to warn of an impending teacher shortage problem 

(Ingersoll, 2001b). These warnings proved prescient during the early 1990s. Starting with 

the 1993-1994 school year, the number of new entrants into the teaching profession was 
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smaller than the number of professionals leaving the field (Darling-Hammond, 2003). 

Since that time the profession has been unable to rebound and each year the number of 

new teachers is insufficient to fill all the vacancies created by those leaving the 

profession. Moreover, fewer than 20 percent of teachers leaving the profession in any 

given year were retirees, pointing to a systematic loss of teaching professionals for other 

reasons (Cha & Cohen-Vogel, 2011).  

 What motivates individuals to become teachers might offer some insight into the 

factors that may drive attrition. Teachers are motivated to enter the profession by a mix of 

intrinsic and extrinsic factors (Johnson, Berg & Donaldson, 2005). Intrinsic 

considerations include a love of working with young people, a desire to generate a 

meaningful impact upon the lives of others and the personal satisfaction gained from 

sharing a loved subject with a new population of learners. Extrinsic factors include 

financial compensation, additional benefits, public respect and convenient working 

schedules that include summer vacations. Intrinsic and extrinsic motivators are not 

mutually exclusive. Instead, they often interact to generate interest within the profession.  

The first set of extrinsic factors motivating attrition is financial. Cha and Vogel 

(2011) reported low levels of compensation as a factor driving teachers to seek 

employment elsewhere. The teaching profession requires instructors to have, at a 

minimum, a bachelor's degree and teacher certification in order to commence 

employment. Teachers often elect to pursue graduate degrees as well, with some states 

requiring a graduate degree for extended employment and tenure. Individuals with these 

advanced degrees have many opportunities for employment. Those motivated primarily 
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by earnings will find higher compensation available to them. Non-teaching employment 

opportunities offering higher salaries are particularly available for those with 

mathematics and science degrees (Ingersoll & Perda, 2009). 

 Compensation does not appear to be the most significant factor driving turnover 

rates amongst new teachers who remain within the profession but choose to move to a 

different school. Hanushek et al. (2004) analyzed teacher turnover data collected within 

the Public Education Information Management System (PEIMS), an educational database 

organized through a joint project of the Texas Education System and the UTD Texas 

Schools Project. This database has collected detailed information on teacher and student 

demographics since 1993. Data, including salary schedules, was compiled between 1993-

1996 to enable the study of teacher turnover and migration patterns between urban and 

rural districts. For teachers in both areas with fewer than ten years of experience, 

compensation factors appeared to play only a very small role in motivating movement 

among those who changed schools but remained teaching. On average, male teachers 

electing to change schools earned a salary increase of just 1.2 percent, while female 

teachers saw their salaries increase by only .7 percent after a move (Hanushek et al., 

2004). 

 Hanushek et al. (2004) found that teacher migration patterns were significantly 

more associated with socioeconomic and performance factors than financial 

compensation when variations in salaries were controlled. Academic performance 

appeared to be the clearest motivator for teacher turnover.  Movers selected new schools 

that were, on average, three standard deviations higher in state measures of district 
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academic achievement than the schools they left. Teachers also moved to wealthier 

school districts. The new schools selected for employment had, on average, over five 

percent fewer students eligible for reduced or free lunches. Moving teachers were also 

more likely to relocate to schools with lower percentages of minority students; new 

schools contained an average of 4.4 percent fewer Hispanic students and two percent 

fewer African American students than the previous schools of employment.  

 These findings are consistent with other research that has investigated the 

influence of school characteristics upon teacher attrition and turnover rates. In a 

comparison of teachers in public schools and private Catholic schools, Torres (2012) 

stated that school culture and school values influenced the decision of teachers to move.  

Location also modifies attrition. Rural schools report higher rates of difficulty in filling 

teaching vacancies than urban schools do in a wide range of class subjects, including 

mathematics and science (Ingersoll & Perda, 2009), and foreign languages and special 

education (Cha & Cohen-Vogel, 2011). 

 The absence of a supportive professional and/or personal relationship increases 

the likelihood of a new teacher leaving the profession (Sass, Seal & Martin, 2011; 

Waddell, 2010).  Based upon a sample of nearly 500 K-12 teachers, Sass et al. (2011) 

constructed a theoretical model to predict teacher turnover. The model identified social 

support with administrative superiors and student-generated stress as the primary factors 

determining teacher satisfaction. They argued that social support with fellow teachers and 

workload-related stress were less significant in determining teacher satisfaction or 

predicting attrition.  
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 Research supports the conclusion that relationships between administrators and 

teachers influence attrition. In a qualitative study of the decisions made by urban 

teachers, Waddell (2010) observed that "…each teacher held the belief that it was a 

supportive principal that influenced her decision to remain teaching in an urban school. 

The teachers all felt well-regarded and appreciated by a principal" (p. 76). These findings 

are consistent with the testimony of irreplaceable teachers leaving the workforce. Many 

noted that their principals and other administrators did not seem to care that they were 

leaving and made minimal effort to keep the irreplaceable teachers employed (TNTP, 

2012). Despite their clear instructional success, irreplaceable teachers chose to leave 

because they felt undervalued. 

 Positive support relationships with teaching colleagues may also impact attrition 

decisions. Schlichte, Yssel & Merbler (2005) presented a qualitative, multiple-case study 

detailing the experience of five first-year special education teachers. The only common 

theme found with all five cases was the need for a supportive relationship. The interviews 

revealed that positive relationships with professional colleagues, such as administrators, 

mentors or other teachers, provided a protective buffer that encouraged the instructor to 

continue working. The absence of such relationships appears to cause new teachers to 

lose hope and motivation, leading them to leave the teaching profession to pursue 

alternative employment options. 

 Some academic subjects appear more prone to teacher shortages than others. 

Using data collected by the Schools and Staffing Survey, the Teacher Follow-up Survey, 

the Integrated Postsecondary Educational Data System, and the Baccalaureate and 
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Beyond Surveys, Ingersoll and Perda (2009) identified mathematics and science as 

subjects suffering from a "supply-side deficit" of instructors due to "preretirement teacher 

turnover" (p. 1). The numbers of new teachers entering the profession is sufficient to 

cover the amount of teachers lost to retirement. However, additional factors cause many 

of these new teachers to leave prematurely and pursue employment elsewhere. For 

example, at the beginning of the 2003-2004 school year, K-12 new teacher hires totaled 

537,001. At the end of the year, the total number of teachers elected to end employment 

at their particular school totaled 621,427. Only 87,271 of these departing teachers were 

retirees.  This created nearly 100,000 new vacancies that had to be filled by K-12 schools. 

These numbers demonstrate that the number of new teachers available for hire are more 

than sufficient to make up for the number of teachers removed from the workforce due to 

retirement but the number of new hires cannot keep pace with the overall pace of 

attrition. 

 The challenge associated with filling teacher vacancies is reflected in the 

feedback offered by K-12 administrators. During the 1999-2000 school year, Ingersoll 

and Perda (2009) revealed that 58% of all school principals found hiring teachers to fill 

vacant positions, while over one-third, or 35%, found it "very difficult" or were unable to 

fill at least one open teaching position. When these results were filtered by academic 

subject, science and mathematics teaching openings proved most difficult to fill. Twenty-

two per cent of school principals reported being unable to fill mathematics vacancies and 

14% could not fill physical science openings, compared to nine percent reporting the 

inability to fill music or art vacancies (Ingersoll & Perda, 2009). Social studies vacancies 
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were the easiest to fill, with only two percent finding the fulfillment of those vacancies 

"very difficult." 

 Teacher age also appears to modify attrition decisions. New teachers are 

vulnerable to higher rates of turnover, as five- year attrition rates have remained above 

50% for the past decade for newly hired teachers (Waddell, 2010). New hires are also 

more likely to continue teaching but change schools, when compared to older teachers 

(Hanushek et al., 2005). 

 New teachers with prior professional experience appear more likely to leave the 

profession than new teachers without similar experience. Boyd, Grossman, Ing, 

Lankford, Loeb, O´Brien & Wyckoff (2011) surveyed 4,303 first year teachers in New 

York City to evaluate their instructional effectiveness and risk of resigning after one year. 

The respondents were divided into three groups: those with no prior professional 

experience, those with one to five years prior professional experience and those with over 

five years prior professional experience. Of the three groups, those with more experience 

were more likely to move to another school after their first year of teaching, but they 

were also most likely to leave the teaching profession after one year. However, these 

findings were not statistically significant within this study, suggesting a need to explore 

further the influence of professional experience upon attrition decisions. 

Teacher Retention Efforts in the United States 

 Teacher retention efforts in the United States take many forms. Guarino et al. 

(2006) have identified three categories of teacher retention policies: compensation 

policies, pre-service policies and in-service policies. Compensation efforts focus upon the 
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creation of financial incentives to induce teachers to enter and remain within the school 

site. While compensation policies often focus upon direct increases to teacher strategies, 

they are not the only available compensation strategy. Additional options include loan 

forgiveness programs, teacher grants and scholarships, and free daycare services for 

teachers’ children (McCreight, 2000). 

 Guarino et al. (2006) identified a link between teacher compensation and teacher 

retention. Their review of salary studies demonstrate that the real compensation of 

American teachers, adjusted for inflation, has declined when compared to the wages 

earned by similarly educated professionals in other professions, a factor undermining 

current retention efforts. Strunk and Robinson (2006) also recognized the idea of 

opportunity wage to the development of teacher retention policies. They defined 

opportunity wage as the salary that a teacher could earn in a different profession. If a 

teacher is qualified to earn a higher wage within another profession, then that teacher is 

more likely to leave the teaching profession. 

 Improvements in teacher compensation have been a common teacher retention 

strategy in the United States for decades. As Murnane and Olsen (1990) noted, "virtually 

every recent report on educational reform in the United States has recommended higher 

salaries for public school teachers" (p. 106).  These researchers evaluated the career 

histories of 13,890 teachers in North Carolina to assess the influence of salary increases 

upon retention. While their analysis confirmed a link between higher compensation and 

higher rates of retention, their study also demonstrated that compensation strategies were 

more effective for some groups of teachers than others. Teachers with degree 
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backgrounds in subjects with higher-paying professional alternatives, particularly those 

with math and science degrees, were less likely to be persuaded to remain in teaching 

than those with fewer alternative opportunities. This difference likely reflected the 

difference in opportunity costs; their options within other professions offered even higher 

salaries than the higher compensation strategies allowed. In addition, compensation 

strategies appeared more effective for teachers with low test scores than those teachers 

who had scored high on their subject competency assessments. Again, this difference 

likely indicates that the more competent, higher-scoring teachers had more higher-paying, 

alternative professional opportunities in fields beyond teaching than their lower-scoring 

peers. 

 Case study analysis demonstrates how compensation strategies have been 

effective within particular school studies. For example, Morice (2003) identified higher 

compensation as a successful strategy to promote teacher retention. Their study focused 

upon the Ladue School District, a suburban system in St. Louis, Missouri. Administrators 

decided to tie compensation to merit, promising higher salaries for teachers producing 

high-performing students. Their study concluded that the merit pay substantially 

improved teacher satisfaction and teacher retention rates throughout the district. 

 However, these results do not necessarily prove a causal relationship between 

high salaries and high retention rates. Guarino et al. (2004) acknowledged that teachers 

offer reasons beyond compensation to explain their decision to leave a school or leave a 

profession. As the previous section noted, attrition can be motivated by a wide range of 

factors not related to compensation, such as poor relationships with administrators and a 
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lack of peer support. Furthermore, teacher salaries are generally dependent upon 

experience. Within the same school district, teachers with ten or twenty years of 

experience will generally earn more than new teachers. Therefore, the higher salaries 

earned associated with higher retention rates may be reflective of the individual's 

commitment to the profession, rather than being a major factor behind retention.  

 In addition, the correlation of higher salaries with higher retention rates may be 

one characteristic of more desirable schools. When given the option, teachers generally 

elect to work in more affluent schools and these schools are likely to pay higher salaries 

(Hanushek et al., 2004; Ingersoll & Perda, 2009; Boyd et al., 2011; Petty, Fitchett & 

O´Connor, 2012). The Ladue System studied by Morice (2003) is located in an affluent 

community where students are already statistically more likely to succeed, a factor that 

will draw motivated, quality instructors. Individual teachers are already motivated to 

work in higher performing schools with strong administrations, which also tend to be the 

better funded schools offering higher salaries. The real retention challenge is faced by 

poorer schools and schools with large populations of special needs students. 

 At least one study suggests that high compensation may help draw qualified 

instructors to struggling schools. Stronge, Gareis and Little (2006) surveyed teachers 

employed at high-need schools in North Carolina to gain a better understanding of the 

retention strategies viewed by those teachers as the most effective. For the purpose of 

sampling, high-need schools were defined as those serving student populations composed 

of at least 80% children eligible for the state's reduced cost or free lunch program. The 

survey asked the respondents to identify ways to attract teachers to high-need schools. 
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The most popular answers given involved compensation strategies including higher 

salaries, bonuses, merit pay, signing bonuses and school loan repayment options. 

Compensation strategies provided relocating teachers with the financial stability they 

needed to focus exclusively upon the challenges associated with working within a high-

need school. Another survey asked the respondents how to best retain highly qualified 

teachers within high-need schools. Again, the most popular answer involved 

compensation policies. 

 These findings are consistent with more general research identifying barriers to 

teacher recruitment. McCreight (2000) studied teacher attrition and the effectiveness of 

retention efforts. The study identified several financial factors that act as barriers to 

recruitment, such as regional variations in salary, moving costs and recertification 

requirements. Compensation strategies may help to overcome these barriers and 

encourage teachers to expand their job searches to areas with a high need for qualified 

instructors. 

 Pre-service policies generally focus upon recruiting new teachers into the 

profession (McCreight, 2000; Guarino et al., 2006). Recruitment efforts focus upon both 

students still completing their degrees and professionals with degrees working in other 

fields. Many pre-service policies broaden the preparation options to help potential 

teachers meet the requirements of employment. They include alternative certification 

programs aimed at recruiting teachers from other professions and online recruitment 

efforts (McGreight, 2000). Guarino et al. (2006) noted a shortage of quantitative studies 

evaluating the effectiveness of such programs. 
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 A series of articles by educational scholar Richard Ingersoll (Ingersoll, 2001a, 

2001b; Ingersoll & Kralick, 2004, Ingersoll & Perda, 2009, Ingersoll and Smith, 2003) 

criticize pre-service programs as ineffective because they fail to address the underlying 

causes of turnover.  Ingersoll (2001a, 2001b, 2003, 2004a) studied teacher turnover rates 

in the United States to determine the underlying causes of attrition, demonstrating that 

retirement explains only a small proportion of exits from the with school characteristics 

more directly influencing turnover. Ingersoll and Smith (2004b) have criticized pre-

service programs as ineffective solutions to teacher retention programs because they have 

failed to address the underlying causes of attrition. The authors argue that the production 

of more inexperienced teachers will only create a broader population of individuals who 

will also eventually decide to leave the profession. 

 In-service programs attempt to improve conditions within schools more directly. 

Induction programs offer structural support to new teachers (McCreight, 2000).  The 

preponderance of evidence collected through the scholarly evaluation of mentoring 

programs suggests that these programs are effective. Ingersoll and Kralik (2004) 

conducted a literature review to assess the effectiveness of mentoring and concluded that 

mentoring programs do have a positive influence over teacher retention. However, their 

study imposed very strict inclusion criteria for the studies under evaluation, resulting in 

only 10 studies being included in the review. Requirements included quantitative data 

that evaluated the outcomes of mentoring and other induction programs, and use of 

control groups so that the outcomes of the mentored study population could be compared 

to those not mentored. Therefore, the conclusion that mentoring is effective is only 
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tentatively offered. The shortage of quantitative studies meeting the researchers’ criteria 

indicates a need for more inquiry into the effectiveness of teacher mentoring programs on 

teacher retention. 

 Petty et al. (2012) found in-service policies to be popular among teachers working 

in high-need schools. When questioned about how to retain licensed teachers in high-

need schools, the respondents identified mentors as the second most popular option, led 

only by compensation strategies. The respondents encouraged the evaluation of mentors 

in addition to the evaluation of the new teachers as a method of ensuring a quality 

mentoring relationship. 

 Structural improvements to school facilities provide another strategy for teacher 

retention. In a study of Washington D.C. urban schools, Buckley, Schneider and Shang 

(2005) identified a strong relationship between teacher retention and the quality of school 

facilities. Their study focused on K-12 public instructors. Even after controlling for other 

factors such as compensation and school community, the perceived quality of school 

facilities were a strong predictor of teacher retention. 

Turnover and Retention Studies from Other Countries  

 Teacher attrition and the development of retention strategies concern many 

nations beyond the United States. In a quantitative evaluation of international teacher 

turnover rates, Moon (2007) argued that "in all parts of the world, attracting young or 

mature entrants into teaching is a major challenge" (p. 5). This international teacher 

retention study was commissioned by United Nations Educational, Scientific and Cultural 

Organization (UNESCO).  Moon (2007) distinguished the retention problems faced by 
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the United States and European nations from the challenges facing Asian and sub-

Saharan nations. While the United States and some European nations struggle to recruit 

qualified potential teachers from other professions to fill vacancies in specialized fields, 

particularly mathematics and science, many Asian and Sub-Saharan nations lack the local 

educational resources needed to prepare interested students for careers in the teaching 

profession.  

 Moon (2007) highlighted additional factors that distinguish the teacher retention 

status of many European nations from other parts of the world. First, many European 

cultures hold teachers in high esteem. The elevated status of teachers compared to other 

professions helps to maintain a steady supply of new teachers into the profession. 

However, nations undergoing growth in other knowledge-based sectors, such as 

information technology (IT) and law, are at risk of losing prospective teachers to these 

higher-paying professional options. France, Germany and the UK all face this challenge. 

Also, European teachers are an aging workforce. Even nations enjoying a strong current 

supply of teachers are likely to experience future shortages when high numbers of 

experienced teachers retire.  

 Teacher turnover and retention in Asia varies considerably by region (Moon, 

2007). East Asian nations, including Japan and South Korea, generally enjoy low 

turnover rates and a stable workforce. West and South Asian nations, particularly India, 

are struggling to fill teaching vacancies.  

 Perceptions of the severity of teacher retention problems vary significantly by 

nation. White and Smith (2005) analyzed the answers given within the teacher 



   39 

 

questionnaire offered by the 2000 Programme for International Student Assessment 

(PISA), a comparative educational survey organized by the Organization for Economic 

Co-operation and Development (OECD). The PISA collected information from 25 

nations in North America, Europe and Asia. The purpose of the PISA was to improve 

international understanding of the challenges associated with teacher recruitment, 

retention and instructional quality. The survey explicitly set out to assess whether teacher 

shortages or other inadequacies were hindering the progress of their students. 

 While the national-level survey gives little insight into the working conditions 

found within individual schools, it does contribute aggregate, explanatory data for the 

national level. European nations are most concerned with teacher shortages. The 

Netherlands leads the group, with 79.6% of respondents claiming that teacher shortages 

are undermining student academic progress (White & Smith, 2005). The Netherlands was 

followed by the Russian Federation (72%), Greece, (68.9%) and Germany (68.0%). The 

nations least concerned with teacher shortages and retention issues were also European. 

Only 25.9% of Austrian teachers expressed concern with teacher shortages, displaying 

the lowest level of concern within the survey. The United States ranked in the bottom half 

of the survey, at 42.5%. 

 In many cases, teacher perspectives accurately indicated the severity of teacher 

shortages. For example, Austria enjoys a very large supply of available teachers (Moon, 

2007). In fact, in some provinces, such as Styria, new teachers experience great difficulty 

finding job openings. Therefore, the reported low level of concern among Austrian 

teachers reported by PISA is not surprising.   



   40 

 

Teacher concern over shortages does not necessarily indicate poor academic 

performance.  White and Smith (2005) reported Finland as the seventh most concerned 

nation, with 64.5% of respondents indicating that teacher shortages were hindering 

student progress. However, Hancock (2011) reports that the PISA has consistently ranked 

Finland's students as among the world's leaders in learning. The 2000 PISA ranked 

Finland's fifteen-year old students as the "best young readers in the world" (Hancock, 

2011, p. 1). In 2003, the PISA also ranked the same age group of Finnish students as the 

world's leaders in mathematics. Finland was placed first in science in 2006 and 2009 the 

nation continues achieving high rankings in all three subjects. Therefore, it is likely that 

teacher concern about turnover reported by the PISA may reflect a conscientious concern 

about the quality of education afforded to students, rather than an accurate assessment of 

the nation's need for teachers. 

 According to the PISA, 64.4% of teachers in the United Kingdom view teacher 

shortages as a serious challenge to student progress (White & Smith, 2005). In the UK, 

the high rate of teacher attrition is regarded as a national emergency (Xaba, 2003).  

Teacher retention and turnover patterns in the UK appear similar to the United States. 

Smithers & Robinson (2004) find the UK's teacher turnover rate to be 13.6% for primary 

teachers and 12.8 % for secondary teachers. Most turnover in the UK, at both the primary 

and secondary level, was the result of teachers electing to change schools. The study 

confirmed an inverse relationship between teacher turnover and the socioeconomic status 

of schools: teachers were more likely to leave schools with high proportions of children 

eligible for free lunches. Teachers were also more likely to leave schools with large 
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percentages of special needs students. Teacher turnover also appeared linked to school 

funding. UK teachers tended to transfer to more affluent schools. These turnover rates 

and the final destination of teachers undergoing turnover mirrored the patterns of 

movement from poorer to more wealthy schools found within studies of American 

schools (Hanushek et al., 2004; Ingersoll & Perda, 2009, Boyd et al., 2011; Petty et al., 

2012). 

 Teacher attrition within African nations has achieved little scholarly attention. 

Xaba (2003) attempted to broaden understanding of the status of teacher turnover within 

Africa, concentrating upon the South African educational system. While many nations in 

Africa struggle with the development of qualified teachers, their high attrition rates are 

impacted by factors distinct from those found in Western nations. For example, 

HIV/AIDS has caused significant numbers of teachers to leave the profession in sub-

Saharan Africa, particularly in Nigeria, Kenya, Zambia and South Africa. Moon (2007) 

estimated that one million African students lose their instructors to AIDS/HIV every 

year. HIV/AIDS also causes high absenteeism rates among those teachers that continue to 

work (Moon, 2007). 

 In addition, the teacher shortages in developed nations are causing a flight of 

African teachers in pursuit better paying jobs abroad. Significant numbers of teachers in 

Zimbabwe, South Africa and Gambia are leaving their schools to seek work in other 

nations. In particular, Xaba (2003) noted complaints that "British agencies are 

aggressively poaching South Africans to address the severe teacher shortage in that 

country, with at least 4000 teachers making their way into Britain since 1994" (p. 287). 
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The relocating teachers cite low salaries, poor housing options and little opportunity for 

promotion as reasons for leaving their schools.  

 Many African nations have been forced to rely upon temporary teachers to fill 

vacant positions (Xaba, 2003). This situation mirrors the effort of some states, including 

California, to fill vacant positions with unqualified teachers (Moon, 2007). South Africa 

has attempted to address the teacher shortage issue by promoting enrollment within the 

nation's teaching colleges but student enrollments have dropped, indicating waning 

interest in the teaching profession among the nation's youths. Those students who do 

complete teacher training continue to pose a flight risk, leaving the nation's schools in a 

constant state of crisis. 

Turnover and Retention Studies from American International/Bilingual Schools 

 The retention of teachers at American international schools has received little 

scholarly attention despite turnover concerns (Mancuso et al., 2010; Sims, 2011). 

Retention researchers appear content to assume that turnover rates within international 

schools are higher than the rate found within domestic schools (Chandler, 2010). This 

lack of attention is, of course, a stark contrast to the considerable research focusing upon 

American domestic schools. "While retention research in U.S. schools abounds, there has 

been little on teacher turnover in international schools and particularly American schools 

overseas" (Mancuso et al., 2010, p. 307). Some researchers may assume that retention 

data collected for domestic schools can be used to accurately describe the attrition 

behavior of teachers employed in international schools as well.  
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 Certainly, teachers employed at international/bilingual schools abroad share many 

universal professional characteristics with teachers employed elsewhere; for example, 

American international schools share a common mandate to promote academic 

achievement (Odland, 2007). In addition, international schools are increasingly 

incorporating performance standards similar to the standards required in the United States 

by the No Child Left Behind Act (Mancuso et al., 2010). 

  Teachers at international schools are distinguished from their peers employed 

within their native countries by a few important factors that likely influence 

retention/attrition decisions. A UNESCO report titled "International schools: Growth and 

Influence," a descriptive report sponsored by UNESCO (as cited in Hayden and 

Thompson, 2008) identified diversity as a key feature distinguishing the teaching pools of 

international schools. The collection of teachers at a particular international school tends 

to be more culturally and ethnically diverse than the population of teachers found at a 

domestic school. This diversity arises as a result of a mix of expatriate and local teachers. 

In fact, national and local laws can exert a strong influence upon the final composition of 

an international school's teacher population. For example, some nations impose legal 

limitations upon the number of foreign instructors or administrators that can be active at a 

school, requiring the remainder of the staff to be composed of nationals from the school's 

host country. However, in other nations, no such restrictions exist and a much higher 

proportion of the instructors may be made up of expatriates.  

 The teachers employed at American international schools tend to be a mix of local 

teachers and teachers from English-speaking nations. The standard use of the English 
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language for instruction results in the preponderance of expatriate instructors employed at 

American international schools to be from English-speaking nations (Hayden & 

Thompson, 2008). While American and British teachers have traditionally dominated at 

American international schools, teachers from New Zealand, Australia and Canada are 

increasingly seeking employment at these schools. 

 The distinct character and interests of teachers seeking international posts has 

been noted. Hardman (2001) questioned teachers employed at international schools in 

Argentina, Egypt, Indonesia and Tanzania in order to determine the factors motivating 

their initial employment. The study also directly interviewed staff members working at 

five international schools in Argentina to deepen understanding of the factors motivating 

employment at international schools. The most frequent factor motivating employment 

was professional advancement in school, which was noted by 88.5% of the study's 

respondents. Financial incentives, happy working climate of school and a strong sense of 

job challenge were also noted by over 80 percent of the respondents. However, several 

respondents qualified the importance of financial compensation, noting that money was 

not sufficient by itself to accept employment or to remain employed at an international 

school if other factors were lacking from the work environment.   

 Based upon these survey instruments, Hardman (2001) identified three basic types 

of individuals who seek employment as teachers within international schools: career 

professionals, mavericks and “Penelopes”. The first group, career professionals, is 

motivated to travel abroad due to their lack of family ties. They tend to be unmarried and 

have no children. The second group is composed of "free and independent spirits" who 
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may or may not have families (Hardman, 2001, p. 132). These individuals are drawn to 

the adventure associated with living in a foreign location. The final group of teachers is 

named after the mythological wife of Odysseus. Penelope's defining attribute was her 

loyalty to her husband and these teachers are "faithful to the country they had adopted," 

choosing to remain employed at their international school for an extended period of time 

(Hardman, 2001, p. 133). Even if they choose to not renew their contract, the Penelopes 

tend to remain living within the host nation. 

 Teachers employed by international schools are also generally recognized as more 

willing to accept higher levels of employment-related stress than those who elect to teach 

within their native nations. Stirzaker (2004) acknowledges that the intake process of new 

teachers within international schools is often arduous and that little is known about why 

teachers elect to work in international schools. However, teachers within international 

schools appear vulnerable to "unnecessarily rapid turnover" (Stirzaker, 2004, p. 34). This 

phenomenon may be the result of unfulfilled expectations or other factors that lead to the 

seemingly abrupt decision to seek employment elsewhere. 

 Few studies have queried teachers directly about why they chose to not renew 

their positions at American international schools. Odland (2007) conducted a mixed 

methods study to determine the factors contributing to the decision to not renew a 

teaching contract through the distribution of a questionnaire after the first year of 

instruction. The participants were all employed by schools that were member of the 

Council of International Schools (CIS) or European Council of International Schools 

(ECIS) and represented 257 schools located in Europe, Asia, South America and 
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Australia. Women outnumbered men two to one and over half of the participants were 

employed in American international schools located in Europe. The majority of the 

respondents had no children and less than half reported being married. 

 Statistical analysis generated 18 causal factors identified by the questionnaire. 

The questionnaire utilized a Likert scale and requested participants to rank the weight of 

a particular causal factor in their decision to cease employment, with five indicating a 

strong role and 1 indicating little or no influence over the decision to not renew the 

teaching contract. The questionnaire yielded five causal factors with mean responses 

greater than 3: communication between senior management, support from principal and 

senior management, teaching involvement in decision making, compensation package 

and personal circumstances. The first three causal factors were grouped together under 

the label of "administrative leadership," which was identified as the most important factor 

impacting the decision to leave (Odland, 2007, p. 95). The qualitative analysis reduced 

the number of causal factors to seven: administrative leadership, working conditions, 

compensation, student discipline, academic standards, host country characteristics and 

personal factors. Again, administrative leadership was identified as the most important 

causal factor, with personal factors and host country characteristics also proving 

substantial causal factors. The significance of administrative leadership in making the 

decision to cease employment was consistent with teacher retention studies conducted in 

the United States, which also links administrative leadership to attrition decisions (Sass et 

al., 2011, Waddell, 2010, TNTP, 2012). 
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 Odland (2007) acknowledges several study limitations. First, the database used to 

contact teachers was incomplete; not every teacher choosing to vacate a teaching position 

within one of the target international schools was available for questioning. Secondly, the 

study's population was largely drawn from schools in Europe and the experience of 

teachers within one region or country may not be readily applied to other regions of the 

globe. Some geographic areas might appear more appealing due to local cultural, social 

or environmental attributes. Hayden and Thompson (2008) observed that "international 

schools in locations such as Vienna, Geneva and Singapore, for instance, tend to have a 

lower turnover of expatriate staff than is typically the case in some other parts of the 

world" (p. 55). In contrast, international schools located in less glamorous locations are 

more likely to face difficultly in recruiting qualified instructors. This situation mirrors the 

greater retention challenges faced by poorer schools in the United States (Hanushek et al., 

2004). Therefore, a descriptive mixed methods study like Odland (2007) may provide 

insight into the status of American schools in Europe while failing to account for unique 

factors impacting retention in some parts of Asia, Africa Latin America or South 

America. 

 The importance of geographic location to teacher retention efforts within 

international schools was emphasized by Chandler (2010), who contended that 

prospective teachers choose or reject "not just a school but a country" (p. 214). Chandler 

(2010) also used a questionnaire to survey the opinions of teachers. The questionnaire 

was developed during a pre-test phase that distributed the instrument to teachers 

representing four regions: Africa, the Middle East, Southeast Asia, and Spain/Portugal. 
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The questionnaire evaluated three causal factors: occupational satisfaction, job 

satisfaction and location satisfaction. The questionnaire also collected information about 

the recruitment and decision-making process leading to employment. The respondents 

were asked to identify any experience with the region prior to employment and whether 

that experience impacted their decision to accept employment. After the pre-testing phase 

was complete, the instrument was distributed to more teachers within each region, 

resulting in the completion and return of 26 questionnaires.  

 The results illustrated that location played an important role in the initial 

recruitment process. Africa exerted the strongest pull effect upon those without prior 

experience in the region. In contrast, those familiar with the Middle East did not consider 

the location to be a primary attractor, instead identifying school characteristics as more 

important.  

 Chandler (2010) revealed that personal factors tended to play a larger role in the 

decision to stay employed at an international school for teachers with children. 

Respondents with very young children elected to leave their employment to enable a 

move back to their home country that facilitated a strong relationship between their 

young children and their extended family. In contrast, respondents with older children 

preferred to remain employed at an international school to keep their family in a stable 

location which their own children completed their education. Only two of the 26 

respondents directly identified location as a major causal factor influencing the decision 

to leave. One teacher planned to leave Bahrain due to a lack of social activities despite 
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liking the job. Another teacher found the low pay within an African school to be 

sufficient justification for moving. 

 Mancuso et al. (2010) also surveyed teachers and administrators at international 

schools to determine the factors contributing to attrition. This study surveyed 248 

teachers and 22 school administrators associated with schools in the Near East South 

Asia (NESA) region, consisting of Libya and Greece at its western border and eastward 

to Bangladesh. The region is home to 40 international schools within 24 countries. The 

lead administrator of all 40 schools was contacted for the study, and respondents 

represented 22 of the potential schools located in 15 different nations. Turnover rates 

among the 22 schools varied considerably. Between 2006 and 2009, the average turnover 

rate among the 22 schools was 17%, within a range of zero to 60 %. 

 Like Odland (2007), Mancuso et al. (2010) evaluated the relative influence of 

personal, school and organizational factors upon attrition decisions. Significant personal 

factors included age, marital status and length of teaching experience. Middle-aged 

teachers (those between the ages of 37.77 years and 47.33 years of age) were 

significantly more likely to move than older or younger teachers. Married teacher couples 

were more likely to relocate than teachers married to non-teachers. Every year of 

teaching service increased the chance of attrition. For example, a teacher with 11 years of 

service is 1.06 times more likely to move than a teacher with 10 years of service. School 

factors did not appear to significantly influence attrition decisions (Mancuso et al., 2010).  

 Mancuso et al. (2010) highlighted administrative factors as the most influential in 

determining the decision to move, another outcome consistent with Odland (2007). 
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Teachers who believed that their administrators were supportive were less likely to move 

than those who perceived their administrators to be unsupportive. Higher turnover rates 

were also associated with administrators who did not utilize a transformational leadership 

approach. Degree of teacher decision-making authority over school policy and 

compensation were the only other statistically significant causal factors identified. 

 Hayden and Thompson (1998) also identified teacher influence over school 

policies as a priority for teachers employed in international schools. This study identified 

45 priorities and collected data from teachers employed in international schools. While 

this study was not explicitly focused upon teacher turnover or attrition, it offered insight 

into factors that contributed to job satisfaction within this particular work environment. 

Like Mancuso et al. (2010), the researchers attempted to survey teachers located around 

the world in order to permit the identification of factors that might be distinctly local in 

origin. However, the results consistently demonstrated that the most important factor for 

teachers was the perception of the influence of teachers. Those who felt that they were 

able to contribute to the direction and performance of their school expressed higher levels 

of job satisfaction. The perception of teacher influence over policy supported the 

perception of increased/better school performance.  Informal or personal characteristics 

were far less significant in predicting satisfaction within the study's group of respondents. 

 Hayden and Thompson (2008) hypothesized that personal factors may influence 

teachers at international schools. Expatriates who develop romantic relationships with 

locals may be more likely to renew their teaching contract than those who continue to be 

single. However, more research is required to ascertain the influence of this factor. 
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 Cultural intelligence likely influences the attrition rates of teachers at international 

school. Sims (2011) provided evidence of a link between cultural intelligence and the 

decision to renew a contract to teach at an international school. Data was collected from 

1300 teachers employed at private American international schools in Latin America. The 

respondents were asked to complete a survey instrument to provide information on their 

cultural intelligence. Descriptive and confirmatory statistical analysis linked one aspect 

of cultural intelligence, embeddedness, with job satisfaction and the intent of the 

respondent to renew the contract. Embeddedness encompasses three areas of cultural 

knowledge: person-job fit, person-organization fit and person- culture fit. The 

relationships between embeddedness and the fit variables were all statistically significant 

and consistent with cultural intelligence studies conducted elsewhere.  

 Sims' (2011) results supported the assertions of Joslin (2002), whose article 

provided a personal reflection of teachers’ experiences with the process of relocating to 

international schools for employment. The author contended that a successful process of 

cultural adaptation was necessary for long-term employment at an international school. 

She reasoned that the cultural adaptation process required continual self-reflection and 

learning to incorporate one's personal culture and beliefs with the local practices, 

customs, values and beliefs found within the host location. Those instructors who failed 

to successfully navigate the cultural adaptation process after commencing employment 

were more likely to leave their jobs at international schools and return to their native 

countries. 
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 Desroches’ (2013) study of teacher retention in the Association of American 

Schools in South America (AASSA) region served as an extension of Mancuso’s (2010) 

research exploring the relationships between teacher, school and organizational 

characteristics and the individual teacher’s decision to stay or leave at their particular 

school. Desroches modified the International Teacher Mobility Survey (ITMS) for use in 

his study, and surveyed 211 teachers within the AASSA region. His study included the 

use of host country characteristics and recognition of differences between host country 

culture and the culture of the expatriate teachers, something that had not been done in 

previous studies on teacher turnover.  

 Desroches (2013) stated that teacher turnover rates in the AASSA region are 

highly variable, with an average rate of 28% between 2010-2012, with some schools 

reaching turnover rates as high as 83.3%. While these numbers do not take into account 

the locally hired teachers, they are high in comparison to previous studies completed in 

the United States and abroad.  

 Desroches (2013) summarized several factors that have statistically significant 

relationships with teacher turnover including spouse as a teacher, years of teaching 

experience, years at current school and travel opportunities. These factors coincide with 

Mancuso’s (2010) study. In addition to these factors, dependent children, years of 

overseas teaching experience and wanderlust all emerged as factors that had a significant 

relationship with turnover. When looking at organizational conditions, Desroches (2013) 

stated that school head leadership and school head decision-making are significant 

factors, yet salary and benefits are not identified as significant. Factors related to school 
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characteristics revealed two significant variables in the study and included profit versus 

non-profit schools, and the percentage of host country students attending the school. As 

stated above, Desroches (2013) included host country characteristics in his study, and the 

one factor that was significant in this section of his research was the concept of healthy 

living, which includes living conditions, health services and cultural barriers as variables. 

Conclusion 

 Teacher retention is one of the most serious challenges faced by schools around 

the world. Some groups of teachers face a higher risk of turnover, including math and 

science instructors, as well as instructors with professional experience in a non-teaching 

field. Those teachers that leave their schools but remain within the profession gravitate 

toward more affluent, higher performing schools, while poorer schools struggle to fill 

vacancies with qualified instructors.  

 High attrition rates create a permanent state of instability that undermines student 

achievement and school performance. Each year, new teachers entering the profession 

cannot fill the gaps created by teachers electing to leave including the relatively small 

percentage of those retiring. Schools attempt to compensate for high attrition rates by 

increasing recruitment efforts toward non-traditional teachers. However, their efforts 

create a costly cycle in which new teachers gain competency but still elect to leave their 

school within a few years.  

 While few research studies have explicitly focused upon attrition and turnover 

within American international schools, preliminary research suggests that the decision to 

leave an international school is motivated by many of the same factors causing teachers 
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to leave schools located within the United States. For example, both sets of teachers 

highly value positive relationships with their administrators and value compensation; 

however, increases in compensation alone do not appear sufficient to prevent turnover.  

 Administrators concerned with teacher retention should explore the option of 

transformational leadership. Teacher retention undermines school and student 

achievement. While many factors contribute to teacher attrition decisions, administrators 

have the ability to influence the satisfaction and motivation of their teachers through the 

exercise of leadership. Transformational leadership has been empirically linked to higher 

levels of teacher job satisfaction and more positive perceptions of administrators, 

suggesting an indirect impact upon turnover. Transformational leadership encourages a 

more positive work environment by clearly articulating a vision, encouraging teachers to 

improve their instructional and subject-based knowledge and to engage in shared 

decision-making with administrators. Within the context of international schools in 

particular, transformational leadership may encourage the growth of collaborative 

environments which enable teachers to engage in professional development and to exert 

an influence over school policies. 

 Teachers employed at American international schools are distinct from teachers 

employed within the United States. These teachers are willing to accept the higher levels 

of stress associated with an international move. Geographic features of the new home 

country appear to influence the decision to continue employment and the failure to 

properly assimilate to their new surroundings can prompt attrition. Previous studies on 

teacher turnover within international schools have included perspectives drawn primarily 
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from Europe, Africa and Asia, prompting the need to study the factors that contribute to 

teacher retention in American-accredited schools located in Latin America. 
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CHAPTER 3 

 

RESEARCH METHODOLOGY 

 

Statement of Study Purpose 

 The purpose of this study is to identify the factors contributing to expatriate 

teacher retention in AdvancED accredited schools in Colombia that are also affiliated 

with ACCAS.  There are four primary features of this section of the study: 1) to define 

the survey and focus group rationale, 2) to define population and sampling methods, 3) to 

define data collection and analysis strategies, and 4) to define the instrumentation utilized 

during the study.  

Research Questions 

 There are three primary research questions for this study: 

1. What reasons do expatriate teachers give for staying in US accredited 

Colombian schools beyond their initial contract? 

2. What are the institutional factors that influence teacher retention? 

3. What are individual factors that influence teacher retention? 

The factors listed below were chosen based on a review of the literature, and form 

the basis for the questions noted on the survey, with the intention of survey respondents 

answering agreement or disagreement to each of the presented factors.  The data 

presented by respondents was deconstructed in the qualitative process to most 

comprehensively answer the research questions.  
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These factors were reviewed and the impact of each are analyzed in the sections 

to follow.  The purpose of the research questions is to identify direct factors that 

influence teacher retention as a whole, to identify why some teachers stay and why others 

choose to leave.  These factors will vary based on both institutional and individual 

factors. 

Institutional factors for teacher retention based on the literature review include: 

Support of school administration 

Communication of school leadership 

Salary and benefit packages 

Geographical location of the school 

Programs offered at the school (IB, AP, international programs, 

NHS, NJHS, student council, etc.) 

Extra and co-curricular activities 

Student population 

Size of school 

Teacher workload (number of classes taught, variety of classes 

taught, amount of preparation time) 
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Resources and materials available at the school, including 

technology 

School community 

School reputation as compared to other international schools 

Condition of school facilities 

Student performance 

These factors are reviewed and the impact of each is analyzed in the sections to 

follow.  The purpose of this research question is to identify direct factors that influence 

teacher retention at an institutional level, which could vary depending on the school, 

administration, and school attitude towards teachers.  Based upon preliminary research 

and through the process of identifying research questions, these factors have been 

determined as those which would impact teachers on an institutional level.  Although all 

the factors are of importance and will be included in the survey, not all of the factors are 

within the individual school’s power to change. For example, school size, student 

population and geographical location are generally constant; however, the other factors 

(those of direct influence on a teacher, i.e., administration, benefit packages, teacher 

workload) will be of a priority concern. 
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Individual (or personal) factors for teacher retention based on the literature review 

include: 

Gender 

Marital status 

Happiness of spouse 

Happiness of children 

Years of teaching experience 

Years of international teaching experience 

Years of experience living abroad 

Personal safety in Colombia  

Cultural adjustment to Colombia and its specific regions 

Proficiency in Spanish 

Connection to community  

Quality of personal life 

Living Conditions in Colombia 

Professional ambitions of teacher 

Colombian culture 
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These factors are reviewed and the impact of each is analyzed in the sections to 

follow.  The purpose of this research question is to identify direct factors that influence 

teacher retention at a personal level, which will vary based upon the experience of the 

teacher, the lifestyle of the teacher, and their level of participation in both the community 

and the school.  Personal aspects of priority importance include: cultural adjustment 

(language), community involvedness, and personal safety.  Factors that identify the 

respondent (in terms of relationship, age, gender) are used to group respondents and the 

manner in which they answer the research questions during the quantitative analysis. 

Study Methodology and Rationale 

 The approach for this study is founded in a mixed-methods design involving both 

quantitative and qualitative research.  As the primary purpose is to answer the research 

questions and provide a new framework for retention of expatriate teachers in US 

accredited Colombian schools, the chosen methodology is the explanatory sequential 

design (Creswell, 2014). Quantitative data provided insight to the key factors of teacher 

retention and was used to formulate the qualitative construction.   

As Creswell (2014) stated, answers “today are less qualitative versus quantitative 

and more how research practices lie somewhere on a continuum between the two” (p. 4).  

In other words, using both quantitative and qualitative methodologies provides more 

complete answers to the research questions in that the research questions will hold both 

quantitative and qualitative variables.  Utilizing both a quantitative and qualitative 

approach leads to a deeper understanding of the participant responses, especially in 

defining the individual factors due to the more personalized nature of responses and 
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unpredictable variables that may result from personal experiences as a teacher in 

Colombia. 

Research Design 

 The research design employed a mixed-methods approach, in which the 

quantitative and qualitative data were blended, providing a stronger understanding of the 

factors that influence teacher retention.  The mixed-methods approach allowed for a 

broader perspective to the research and helped identify important factors that were not 

evident in the quantitative stage of the research. The importance of mentoring and 

induction programs is an example of this, as it was not identified as a significant factor in 

the quantitative stage, but was extensively discussed as being important during the 

qualitative research process. In addition, the mixed-methods approach helped expand the 

research which led to a more comprehensive study of the problem. 

An explanatory sequential design (Creswell, 2014) was used to interpret both 

quantitative and qualitative results and to examine how qualitative results aid in adding 

value to the quantitative results. The analysis of the results occurs in Chapter 4, and the 

discussion and implications are explored in Chapter 5.   

Research Methods and Rationale 

 The research methods chosen for this study were an online survey and focus 

group interviews. The survey was developed and separated into three sections including 

1) personal characteristics of participating teachers, 2) institutional factors that influence 

teacher retention, 3) individual factors that influence teacher retention.  
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Quantitative data were taken from the survey results with the application of the 

qualitative approach to fully analyze the presented data.  The data gathered from the 

survey provide information to demonstrate statistically significant relationships between 

teacher retention and the factors that most influence foreign-hire teacher retention. Once 

the significant factors were identified and analyzed, focus group questions were 

developed to validate and explain the quantitative results, thus offering a better 

understanding of why teachers believed these factors to be significant in terms of teacher 

retention.  Thus, a mixed-methods approach was determined to provide the most 

significant answers, to provide a variable for positive or negative outcomes of the survey 

itself, and to most directly answer the research questions. 

Survey Rationale 

The survey is intended to produce data based upon a series of questions asked of 

respondents.  A survey was chosen as the primary feature to this study based upon the 

rationale presented by Creswell (2014) and Dillman and Messer (2010), which 

acknowledges that certain assumptions made prior to conducting a survey will aid in the 

inquiry and add initial value to the results. The primary function of the survey is to obtain 

information from the largest number of people possible within a given population (Angus 

& Katona, 1953; Dillman & Messer., 2009; Mertens, 1998).  A survey is also inexpensive 

and efficient and is a non-threatening way to gather information and determine key 

factors for teacher retention (Dillman & Messer, 2010).  The survey can be conducted 

over a short period of time, can be conducted without the presence of the researcher 
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(online surveys), and the survey can offer a level of anonymity with respect to the 

identities and personal lives of the respondents. 

As a large amount of the data presented in the survey was of a personal nature, 

great care was taken to abide by strict ethical guidelines in dealing with the survey 

results.  Participants were labeled by number, not name, and no identifying traits were 

given or retained.  In regards to questions about the individual factors, which sought to 

identify personal opinions that influenced teacher retention, identifying aspects were kept 

out of the quantitative analysis and all respondents remain anonymous.  Thus, when 

completing the survey, respondents understood that their genuine answers were valued, 

but if they felt uncomfortable with any question or statement, they could choose to skip 

the question. Additionally, concerns of confidentiality required anonymity in the final 

results of this report to ensure that foreign hires are not placed at risk (in any form, 

perceived or otherwise) during the course of the interviews and data analysis.  

Focus Group Rationale 

Participants for the focus groups were chosen based upon the criteria written 

below, with note as to the importance of each participant being 1) foreign hires and 2) 

teachers who have extended their contract in AdvancED Accredited Colombian schools.  

The rationale of the focus groups is intended to broaden the understanding of the key 

retention factors (Krueger, 1998a; Krueger & Casey, 2009) and to provide 

comprehensive and constructive answers to the research questions.  The rationale is also 

based on an intention to explore the stories behind the factors identified (Krueger & 

Casey, 2009) which, in turn, helped with interpretation of the quantitative data.  
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Sampling Population Strategies 

 It is important to the researcher that certain criteria be met by the available 

participants for the purpose of obtaining data that could aid in answering the research 

questions as well as provide a framework for retention in future faculty of 

AdvancED/ACCAS accredited Colombian schools.  Thus, the participants for this study 

are expatriate faculty in one the 13 accredited schools that meet the following criteria: 

Not Colombian nationals 

Currently employed at one of the 13 schools 

Have signed at least one contract extension while at the school, or at 

another accredited school in the country (initial contracts last two years) 

Willing to answer a survey about their experiences as a teacher in 

Colombia 

Willing to provide rationale for staying at the school 

These criteria were determined important in providing answers to the research 

questions, particularly the condition of having signed at least one contract extension at 

one of the AdvancED/ACCAS schools. The teachers who signed contract extensions 

were targeted because they could report their actual reasons for choosing to stay, as 

opposed to a general opinion about factors leading to teacher retention. Colombian 

nationals were not selected for participation in this study because retention rates of 
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locally hired faculty are higher than expatriate teachers. In addition, the locally hired 

teachers face different challenges than the expatriate teachers, therefore the factors for 

retaining expatriate teachers may be quite different than the factors for retaining locally 

hired teachers. The teachers had to be willing to provide answers to the research 

questions and provide possible solutions to the retention issues in Colombian schools 

based upon their experiences.   

Population 

 

 The potential sample size was determined by the following: 

1. There are 13 AdvancED accredited schools in Colombia associated 

with ACCAS, which have a total of approximately 325 expatriate 

teachers (one school chose not to provide information about their 

expatriate faculty) 

2. Based on the data from the school directors, between 50-60% of the 

expatriate teachers qualify as candidates for the research, which 

means the total population is approximately 162 teachers. 

3. Although Creswell (2014) states that a response rate of 30-40% is 

expected for surveys, given the personal relationship of the 

researcher with the directors and principals of the 13 schools 

participating in the study, a response rate of 65% was targeted which 

would produce sample size of more than 100 teachers. The actual 

sample size was 113 teachers with a response rate of approximately 

70%. 
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4. Focus groups were initially planned at three schools, or until the 

saturation point of information was reached (Krueger & Casey, 

2009); however, given the interest from the schools, the researcher 

decided to conduct seven different focus groups at four schools in the 

region. 

Using this information, participants were chosen who met the above criteria, 

meaning they had extended their contracts and they were foreign-hired.  It was important 

that the population for this study have direct links to the research questions, and further, 

that the participants were able to provide answers to the implications raised in the 

research questions. 

Sampling Method 

 The design for the sampling method is based upon the target sample size and the 

availability of teachers who meet the criteria to conduct the survey.  Also, for this study, 

random sampling was chosen to obtain the most representative sample of the teaching 

population (Creswell, 2014).  As identified, “random sampling is an appropriate 

methodology in order to make proportionate, and therefore meaningful, comparisons 

between sub-groups in the population” (p. 24).  Thus, a random sampling was conducted 

in hopes that enough information was given by the participants and that the participants 

were able to identify aspects to the research questions. 

Phase I: Quantitative Survey 
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 The quantitative survey is a critical feature to compiling data that will help answer 

the research questions.  Survey questions were analyzed using a Likert scale, with 1 being 

‘strongly disagree that the statement is a factor in teacher retention’ and 5 being ‘strongly 

agree that the statement is a factor in teacher retention.’ A response of 3 meant the 

participant was neutral or had no opinion on a particular factor. The use of a neutral 

category was important in order to develop a hypothesis for the research questions. 

Hypotheses: H0 :   = 3 versus H1 :  = ≠ 3 

The null hypothesis is determined by the primary factors that have been decided 

to influence teacher retention in the initial process.  Each research question had a null 

hypothesis, to provide quantitative results on each topic with relative significance.  Thus, 

the research question was held in accordance to the null hypothesis, and factors present in 

the survey either provided a positive or negative outcome from the respondents.  The null 

hypothesis was determined as the most significant means for deconstructing the survey 

results and was listed as follows: 

H0: Institutional factors such as administration, benefits, and geographical 

location will not influence teacher retention in US-accredited Colombian schools 

H1: Institutional factors such as administration, benefits, and geographical 

location will influence teacher retention in US-accredited Colombian schools 

H0: Individual or personal factors such as community outreach, personal safety, 

and professional ambitions of the teacher will not influence teacher retention in 

US-accredited Colombian schools 

H1: Individual or personal factors such as quality of life, personal safety, and 

professional ambitions of the teacher will influence teacher retention in US-

accredited Colombian schools 
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 As seen, each of the research questions has both a null and an alternative 

hypothesis for significance testing at each level.  Each null hypothesis was tested against 

the alternative hypothesis and carefully analyzed for statistical significance. Both one 

sample and two sample T-Test’s were conducted to determine p-values for each of the 

factors and for comparing sub-groups with information from the personal characteristics 

section of the survey. Although the alpha level was set at .05 (α=.05), given the number 

of factors being analyzed, the p-values were analyzed as follows : 

If p-value ≤ .05, we reject H0 with statistical significance 

If p-value ≤ .01, we reject H0 with high statistical significance 

If p-value >.05, we fail to reject the null hypotheses 

Thus, p-value determined the statistical significance of the data results alongside 

the data results provided through the Likert scale analysis.  For the purpose of this study, 

numerous instruments for teacher retention studies that have been used in previous 

studies have been reviewed.  The primary issue is that most instrumentation was used to 

determine turnover rather than retention (Yost, 2006; Odland, 2007).   The International 

Teacher Mobility Survey (ITMS) is helpful in creating an organizational system for the 

survey design (Mancuso, 2010; Desroches, 2013; Sims, 2011); however, it was ultimately 

impractical for the more personal nature of this survey as information provided during the 

literature review proved more useful in creating a survey that would answer the research 

questions, provide for a null and alternative hypothesis, and allow for personal answers 

from respondents that could be both quantitatively and qualitatively analyzed.  
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Furthermore, as a large part of the survey construction process relies upon 

personal statements and answers from respondents, it can be noted that most surveys 

conducted previously (as expressed in the literature review) contain personal factors that 

administrations and schools cannot directly affect.  Though changes could be made at the 

institutional level, direct influences over personal community involvement, professional 

ambition, and lifestyle are not practical.  Thus, it can be noted that previous surveys 

intended to identify factors that could directly and immediately changed for improving 

turnover; however, factors relating to retention are mostly of a perceived value and 

cannot be directly influenced by schools or administration. 

Phase II: Qualitative Focus Groups 

The qualitative phase was intended to build focus group questions based upon 

factors that have p-values ≤ .05, and to allow for a discussion of factors that strongly 

influence teacher retention and remove those factors that were either less important or 

neutral.  In addition, a discussion was conducted in regards to the factors that did not 

strongly influence teacher retention.  The questions created for the focus groups were 

based on the most salient factors stemming from the quantitative data and included both 

institutional and individual variables. Given the fact that nine of the 19 institutional 

factors and seven of the nine individual factors had significant relationships to teacher 

retention, it was impractical to create focus group questions addressing each individual 

factor. For this reason, focus group questions were written which asked participants to 

discuss institutional and individual factors that were important for them, which allowed 

for appropriate follow-up questions for the statements that concurred with the 
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information from the quantitative data. In addition, specific questions were asked about 

the factors that had highest mean scores and p-values <.001, which included support from 

school administration, school community and culture, quality of life and living conditions 

in Colombia (see Appendix D).  

Data Collection Strategies 

Data collection strategies were determined by the nature of the research questions, 

the availability of survey respondents, and the availability of getting enough respondents 

to answer the research questions.  For both the quantitative and qualitative portions of 

this research, information was organized into two categories, institutional factors and 

individual factors, in order to succinctly analyze, assess and interpret the data. 

Phase I: Quantitative Survey 

The quantitative research was conducted at 13 AdvancED accredited schools in 

the ACCAS region of Colombia. The school directors of each institution were contacted 

by the researcher prior to the launch of the survey, asking for their help in the collection 

of quantitative data. Twelve of the 13 directors in the region positively responded to the 

researcher’s request for help, while one school never responded to the request. The 

directors forwarded an invitation to participate in the survey to all the foreign hired 

teachers that met the criteria for being a participant.  

Phase II: Qualitative Focus Groups 

Focus groups were chosen as a way to further delineate respondent information to 

identify which factors most influence teacher retention based on the information gleaned 
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from the quantitative data. School directors were contacted by the researcher and were 

asked if they would be willing to participate in focus group interviews as a follow-up to 

the teacher survey. While seven of the 13 schools expressed interest in focus group 

interviews, four schools were chosen in order to have a random sample of participants 

from various regions of the country, from schools of different size, and from schools at 

different stages of development. The researcher travelled to the four schools during May 

and June of 2014, and conducted seven focus group interviews with 40 expatriate 

teachers.  

Instrumentation 

A survey was conducted of respondents who meet the criteria mentioned earlier in 

this chapter.  Using the web-based application called Qualtrics, participants were able to 

answer the survey entirely online with complete anonymity.  The survey was constructed 

of a series of questions in three parts: 1) teacher characteristics and profile, 2) 

institutional factors that influence teacher retention, and 3) individual factors that 

influence teacher retention. 

Phase I: Quantitative Survey 

A total of 100 survey respondents was the target sample size, denoting a response 

rate of more than 60%. The actual response rate for the online survey was approximately 

70%, with 113 teachers comprising the actual sample population. Given that one school 

in the region chose not to give specific information about the number of foreign hires 

employed at their school, it was impossible to determine the actual response rate for the 

survey.   
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Although several existing survey instruments were reviewed by the researcher, 

the majority of these focused on aspects of teacher turnover. The ITMS, for example, 

heavily focuses on the mobility of teachers, and while the information from this 

instrument was helpful for thinking about survey creation, it was not practical for use in a 

study about retention. Modified versions of ITMS were used by both Desroches (2013) 

and Mancuso (2010) for their studies on teacher turnover. Additional studies on teacher 

turnover were also reviewed, such as Odland (2007) and Hardman (2001), but again their 

survey instruments focused heavily on factors influencing turnover and did not include as 

many individual factors as this researcher deemed important. 

Phase II: Qualitative Focus Groups 

Focus group questions were written prior to the actual focus group interviews and 

were based on the analysis of the data coming from the quantitative stage of the research. 

Although the questions were written by the researcher, the creation process strictly 

adhered to the guidelines outlined in Krueger (1998b) and Krueger and Casey (2009) for 

the development of successful focus group questions. In addition, the researcher had the 

opportunity to personally work with Krueger and Casey in July, 2013, in order to create 

the general outline for the focus group questions and the specific lead questions which 

were used as introductory questions for the research. 

Given that respondents had the opportunity to answer freely during the focus 

groups, they mentioned factors that did not appear on the list of 19 institutional and nine 

individual factors utilized by the researcher. For this reason, three categories were created 

in order to organize the data, which were institutional factors, individual factors, and 
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other factors.  The use of the other category was a key in identifying possible new factors 

that influence the retention of teachers, or factors that negatively impact teacher retention.  

Data Analysis Strategies 

Given the explanatory-sequential design of this study, it was imperative to 

analyze the quantitative data from the surveys prior to the initiation of the qualitative 

phase of the research. Each of the institutional and individual factors was tallied and a 

mean score was calculated based on the teacher responses. The mean scores were then 

tested using a one sample T-test in order to discern whether or not there was a statistically 

significant relationship between the factors and teacher retention based on an alpha level 

of .05 (α=.05). In addition, information from the characteristics section of the survey was 

then used to compare sub-groups in order to determine if a significant difference existed. 

For example, male responses were compared to female responses using a two sample T-

test.  

As previously mentioned, the qualitative responses were organized into three 

categories: institutional factors, individual factors and other factors. The researcher tallied 

responses based on transcripts from the focus groups and the two open-ended questions 

on the survey, and these responses were then categorized. Ambiguous responses were 

discarded as not to pollute the data set, and single response answers were not included in 

the final report.  Ultimately, the qualitative analysis provided rationale for the data 

collected and examined during the qualitative process to illustrate definitive factors for 

teacher retention in United States accredited Colombian schools. 
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Limitations 

There were four primary limitations to this study:  

1. Sample size: Although 113 teachers responded to the survey and 

there was an approximate 70% response rate, the sample population 

is smaller than conventionally used in social science research (Utts & 

Heckard, 2006). 

2. Timing: data was collected at the end of the school year, and the 

quantitative and qualitative collection was markedly close (within a 

two-week window). Given the time pressure on both the researcher 

and the participants, this may have prevented teachers from 

responding, or responding in a less than thorough manner. 

3. Social desirability: since the researcher is an administrator at a large 

school in the ACCAS region, respondents may not answer in an 

entirely truthful manner or may answer in a way that they believe is 

“appropriate” or pleasing to the researcher. 

4. Access to faculty in other schools: although all the schools 

participated in the survey and half the schools volunteered for 

participation in the focus groups, the researcher did not have direct 

access to the teaching faculty. All communication went through 

either the school director or section principals, which may have 

prevented the acquisition of a truly random sample (Utts & Heckard, 

2006). 
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Summary 

 There are three research questions for this study: 1) to identify factors that make a 

teacher more or less likely to retain in US-accredited Colombian schools, 2) to identify 

institutional factors that influence teacher retention, and 3) to identify individual factors 

that influence teacher retention. There are several factors related to each research 

question. Through a mixed-methods design, both a quantitative and a qualitative analysis 

were conducted to determine which factors were the most significant. Once these 

important factors were determined, an analysis and discussion of implications were 

completed in order to answer the research questions and help school leaders determine 

what steps to take to improve teacher retention.   
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CHAPTER 4 

RESULTS 

Introduction 

 This chapter addresses the results and analysis of the data collected investigating 

the factors that lead to teacher retention in AdvancED accredited/ACCAS schools located 

in the country of Colombia. The results derive from the data gathered through an online 

survey of teaching faculty members at 13 AdvancED accredited schools that are also 

affiliated with ACCAS. In addition, qualitative data were gathered through focus group 

interviews at four schools located in the region and through comments written by survey 

respondents in two open-ended questions on the online survey.  

 As discussed in Chapter 3, the study is guided by three research questions: 

1. What reasons do expatriate teachers give for staying in 

AdvancED/ACCAS Colombian schools beyond their initial contract?  

2. What are the institutional factors that influence teacher retention? 

3. What are individual factors that influence teacher retention? 

The results of this study are organized into two sections. The first section 

offers a quantitative analysis of the results of the online survey given to the 

expatriate teaching faculty at the 13 AdvancED/ACCAS and how they relate back 

to the principal research question and sub-questions. Each of the institutional and 

individual factors are analyzed and the significant findings are highlighted. The 
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second section provides a quantitative analysis of the data derived from seven 

focus group interviews conducted at four schools in the region. Given the 

explanatory sequential design of this study, the statistically significant factors 

coming from quantitative data were discussed with each of the focus groups and 

the results of these factors are presented in Section 2. In addition, qualitative data 

coming from the two open-ended questions included in the online survey are also 

presented in this section. While important factors are highlighted in Chapter 4, a 

more thorough discussion and interpretation of the results appear in Chapter 5. 

Section 1: Quantitative Analysis of the Survey 

Overview of the Sample Population 

According to the survey data computed through the use of Qualtrics, the 

web application used for the research study, the online survey was visited a total 

of 118 times. There were 113 completed surveys and 5 partial completions. There 

was a 1% dropout rate for the survey, with one person not completing a single 

question after opening the link.  
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 Figure 2. Participant response rate by school 

Although there are 13 schools in the region that participated in the survey, 

Colegio Nueva Granada in Bogotá, with 26%, Colegio Bolivar in Cali, with 19%, and the 

Columbus School in Medellin, with 16%, had the highest response rates. This result was 

expected given these three schools are the largest in the region and employ the most 

expatriate faculty members. 

As stated in Chapter 3, the participants for this study: 

1. Are not Colombian nationals 

2. Are currently employed at one of the 13 schools 

3. Have signed at least one contract extension while at the school, or at 

another accredited school in the country (initial contracts last two years) 

1% 
5% 

19% 

1% 

6% 
4% 5% 

26% 

6% 
3% 3% 

16% 

5% 

0% 

5% 

10% 

15% 

20% 

25% 

30% 

Participant Response by School 



   79 

 

Given these parameters, 28% of the sample population consists of teachers that 

have two years of experience and have agreed to a contract extension at their 

current school, while 51% of the sample population is teachers that have worked 

at their current school for three to five years. Teachers with six to ten years of 

experience at their current school represent 12% of the sample population, 3% of 

the sample population are teachers with 11-15 years of experience, and 4% of the 

sample represent teachers with 20 or more years of experience. Furthermore, 3% 

of the sample population are teachers with fewer than two years of experience at 

their current school, but have worked at another AdvancED/ACCAS school for 

more than one contract. 

 

Figure 3. Grade level comparison by percentage. 
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Figure 4. Subject area comparison by percentage. 

 

Note: ‘Other’ includes technology teachers, media specialists, and instructional coaches. 

 

 In looking at the genders of the population sample, 58% are female and 

42% male. As Figure 3 indicates, the majority of the sample population, 51.7%, 
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Figure 5. Marital status comparison by percentage. 

 

Figure 6. Comparison of sample population with or without children by percentage. 
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categories for respondents that are married: those that are married with a teaching spouse 

and those that are married with a non-teaching spouse. In addition, for respondents that 

have children, they were asked whether or not the children attend the school where they 

are employed. The sample population consists of 52.6% single or not married 

respondents and nearly 72% of the teachers do not have children. 

Institutional Factors Influencing Teacher Retention 

 The online survey was distributed to all 13 Colombian schools in the ACCAS 

region accredited by AdvancED, and as stated in Chapter 3, expatriate teachers who have 

signed an additional contract in at least one of the schools were eligible to take the 

survey. While the first section of the survey helped determine eligibility for the study, as 

well as demographic information, the second section of the survey addressed institutional 

factors that may influence the retention of teachers in Colombian schools in the ACCAS 

region.  

 Section 2 of the survey includes 19 institutional factors that may influence teacher 

retention in the regional schools and were developed through a thorough investigation of 

the literature on teacher retention and turnover. In order to analyze the significance of the 

institutional factors that may influence teacher retention, a 5-point Likert scale was used 

with 1 meaning the respondent strongly disagrees the factor is an influence on teacher 

retention, 5 meaning the respondent strongly agrees the factor is an influence on teacher 

retention, and 3 meaning the respondent was neutral on whether or not the factor is an 

influence on teacher retention.  
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A one sample T-test was conducted for each institutional factor to 

determine statistical significance with the null hypothesis being the mean of the 

sample population equal to 3 and the alternative hypothesis being the mean does 

not equal 3 ( H0 :   = 3 versus H1:   = ≠ 3). The one sample T-test produced a p-

value for each institutional factor, and if the p-value ≤ .05, the H0 can be rejected 

with statistical significance. In addition, if the p-value ≤ .01, the H0 can be 

rejected with high statistical significance, while if the p-value >.05 we fail to 

reject the null hypothesis. 

Table 2 

Summary of Findings: Institutional Factors 

 

Institutional Factors 

 

N 

 

   

 

p-value 

(SD) 

 

Level of Significance 

 

Salary and benefits 113 3.67 

<.001 

(1.58) Highly significant 

 

Support from school director and 

principal 113 4.61 

<.001 

(.71) Highly significant 

 

Communication from 

administration 113 3.94 

<.001 

(1.06) Highly significant 

Resources and materials 

available, including technology 113 3.45 

<.001 

(1.18) Highly significant 

Mentoring and induction 

programs 113 2.81 

.119 

(1.26) Non-significant 

 

 

School community or culture 113 4.49 

<.001 

(.78) Highly significant 

School reputation as compared to 

other schools 113 2.90 

.422 

(1.32) Non-significant 

School facilities and campus 113 3.50 

<.001 

(1.19) Highly significant 
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Student behavior and discipline 112 3.18 

.176 

(1.4) Non-significant 

Teacher workload and preparation 

time 113 3.73 

<.001 

(1.3) Highly significant 

Student achievement 112 3.00 

1.0 

(1.22) Non-significant 

Academic standards/rigor of the 

school 113 3.15 

.233 

(1.33) Non-significant 

Academic programs offered 113 2.76 

.060 

(1.34) Non-significant 

Extra-curricular activities offered 112 2.50 

<.001 

(1.17) Highly Non-significant 

 

Professional development 

opportunities 

 

113 

 

3.28 

 

.022 

(1.28) 

 

Significant 

Teacher involvement in decision-

making 113 3.54 

<.001 

(1.25) Highly Significant 

Opportunities for leadership and 

professional advancement 113 3.12 

.329 

(1.3) Non-significant 

Size of the school 113 2.65 

.004 

(1.28) Highly Non-significant 

Regional location of the school 113 3.14 

.317 

(1.48) Non-significant 

 

Table 2 presents a summary of findings related to the 19 institutional factors, the 

number of respondents (N), the sample mean ( ), the p-value and standard deviation (SD) 

and the level of significance for each factor. 

The review of the literature indicated these 19 factors as potentially important in 

terms of teacher turnover and retention, and although all of these factors were important 

for some of the respondents, eight factors were highly statistically significant with an 
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alpha level of .01 (α=.01). These factors include salary and benefits, support from school 

administration, communication from administrators, resources and materials available, 

school community and culture, school facilities, teacher workload and preparation time, 

and teacher involvement in decision-making. Another factor, opportunities for 

professional development, is considered significant when α=.05. Based on the sample 

population, eight factors were considered non-significant with p-values >.05 and these 

include mentoring and induction programs, school reputation as compared to other 

schools, student behavior and discipline, student achievement, academic standards in 

place at the school or rigor of the school, academic programs, opportunities for leadership 

and professional advancement and regional location of the school. Two institutional 

factors, extra-curricular activities offered and size of the school, were considered highly 

non-significant with p-values <.001 and with means 1.17 SD and 1.28 SD below the 

sample mean ( =3) respectively.  

Highly significant factors 

 A one sample T-test was used to determine the p-values of all institutional factors 

in order to analyze whether or not a variable was significant. Results show that support 

from the school director and principals demonstrate the highest significant relationship 

( =4.61, p=<.001). Of the 113 respondents, 94.7% of the sample population agreed or 

strongly agreed that support from the school administrators was an important factor in the 

retention of teachers. The results show that school community and culture also 

demonstrate a highly significant relationship ( =4.49, p=<.001), with 92.9% of the 

sample population agreeing or strongly agreeing school community and culture are an 
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important factor in teacher retention, making it the second highest significant relationship 

of the sample population. Communication of school administration was a factor that also 

demonstrated a highly statistical relationship (  =3.94, p=<.001). Table 3 shows all eight 

highly significant factors ranked in order of sample population mean. 

Table 3 

Highly Significant Institutional Factors in Rank Order 

 

Institutional Factors 

 

  

 

p-value 

(SD) 

 

Support from school director and 

principal 4.61 

<.001 

(.71) 

 

 

School community or culture 4.49 

<.001 

(.78) 

 

Communication of school 

administration 3.94 

<.001 

(1.06) 

Teacher workload and preparation 

time 3.73 

<.001 

(1.3) 

 

Salary and benefits 3.67 

<.001 

(1.58) 

Teacher involvement in decision-

making 3.54 

<.001 

(1.25) 

School facilities and campus 3.50 

<.001 

(1.19) 

Resources and materials 

available, including technology 3.45 

<.001 

(1.18) 

While the previous three factors, support of school administration, school 

community and culture, and communication of school administrators are all closely 

related to administrative functions and will be further explored in Chapter 5, other factors 

also demonstrated a highly significant relationship. Teacher workload and preparation 
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time ( =3.73, p=<.001) is an important factor, with 71.7% of the teachers responding to 

the survey agreeing or strongly agreeing. Salary and benefits, a factor thoroughly 

discussed in the literature review, also resulted as a factor of high significance ( =3.67, 

p=<.001). It is important to note that salary and benefits was the institutional factor with 

the highest standard deviation, suggesting that survey respondents had strong opinions on 

this factor and rarely marked the neutral or no influence option. In fact, only 4.2% of the 

sample population chose the neutral option as opposed to 69.02% either agreeing or 

strongly agreeing and 26.6% disagreeing or strongly disagreeing that salary and benefits 

were a factor in teacher retention. 

 Another three factors were also of high statistical significance and include teacher 

involvement in decision-making ( =3.54, p=<.001), school facilities and campus 

( =3.50, p=<.001) and resources and materials available at the school, including 

technology ( =3.45, p=<.001). In addition to these 8 factors, the results demonstrate that 

professional development opportunities, although not highly significant, shows a 

significant relationship to teacher retention ( =3.28, p=.022) with a p-value less than .05.  

Non-significant factors 

 As Table 4 indicates, several of the institutional variables established results that 

do not demonstrate a statistically significant relationship. Two variables in particular, 

extra-curricular activities and size of the school, demonstrated a highly non-significant 

relationship to teacher retention. Extra-curricular activities offered at schools ( =2.50, 

p=<.001) is the lowest ranked variable where 78.6% of the sample population responded 
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by strongly disagreeing, disagreeing or being neutral as a factor that relates to teacher 

retention. Size of the school ( =2.65, p=.004) also resulted in a highly non-significant 

relationship to teacher retention after performing the T-test, with 46.9% of the sample 

population strongly disagreeing or disagreeing with it as a factor and 23.9% being 

neutral, or believing it had no influence. 

Table 4 

Non-Significant Factors Ranked by Mean 

 

Institutional Factors 

 

  

 

p-value 

(SD) 

Extra-curricular activities offered 2.50 

<.001 

(1.17) 

Size of the school 2.65 

.004 

(1.28) 

Academic programs offered 2.76 

.060 

(1.34) 

Mentoring and induction 

programs 2.81 

.119 

(1.26) 

School reputation as compared to 

other schools 2.90 

.422 

(1.32) 

Student achievement 3.00 

1.0 

(1.22) 

Opportunities for leadership and 

professional advancement 3.12 

.329 

(1.3) 

Regional location of the school 3.14 

.317 

(1.48) 

Academic standards/rigor of the 

school 3.15 

.233 

(1.33) 

Student behavior and discipline 3.18 

.176 

(1.4) 
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 The remaining eight institutional factors on the survey showed results that 

demonstrated no statistically significant relationship to teacher retention. These factors 

include academic programs offered at the school ( =2.76, p=.060), mentoring and 

induction programs ( =2.81, p=.119), school reputation as compared to other schools in 

the region ( =2.90, p=.422), student achievement ( =3.00, p=1), opportunities for 

leadership and professional advancement ( =3.12, p=.329), regional location of the 

school ( =3.14, p=.317), academic standards in place or rigor of the school ( =3.15, 

p=.233) and student behavior and discipline ( =3.18, p=.176). 

Institutional Factors Analyzed by Gender 

 Table 5 summarizes the findings of the two sample T-test conducted on each of 

the 19 institutional factors when analyzed by gender. Upon analyzing the means and p-

values of male versus female respondents, there appear some clear differences in 

opinions between the two groups. For example, resources available at the school, 

professional development opportunities, teacher involvement in decision-making, and 

opportunities for leadership and professional advancement appear to be more important 

factors for females than males; however, as Table 5 shows, there was no statistically 

significant difference for any of the institutional factors between the two groups.  
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Table 5 

Difference of Means by Gender 

 

Institutional Factors 

 

  
males 

 

  
females 

Difference 

of means p-value 

Level of 

significance 

 

Salary and Benefits 3.68 3.67 .01 .973 Non-significant 

 

Support from school director 

and principal 4.49 4.70 -.21 .125 Non-significant 

 

Communication from 

administration 3.83 4.02 -.19 .350 Non-significant 

Resources and Materials 

available, including technology 3.30 3.56 -.26 .249 Non-significant 

Mentoring and induction 

programs 2.87 2.77 .1 .680 Non-significant 

 

 

School community or culture 4.45 4.52 -.07 .640 Non-significant 

School reputation as compared 

to other schools 3.09 2.77 .32 .207 Non-significant 

School facilities and campus 3.49 3.50 -.01 .965 Non-significant 

Student behavior and discipline 3.17 3.18 -.01 .970 Non-significant 

Teacher workload and 

preparation time 3.83 3.65 .18 .469 Non-significant 

Student achievement 3.09 2.94 .15 .525 Non-significant 

Academic standards/rigor of the 

school 3.15 3.15 0 1 Non-significant 

Academic programs offered 2.83 2.68 .15 .056 Non-significant 

Extra-curricular activities 

offered 2.60 2.43 .17 .449 Non-significant 

 

Professional development 

opportunities 3.43 3.52 -.09 .715 Non-significant 
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Teacher involvement in 

decision-making 3.40 3.64 -.24 .318 Non-significant 

Opportunities for leadership 

and professional advancement 3.30 3.50 -.2    .423 Non-significant 

Size of the school 2.66 2.65 .01 .968 Non-significant 

Regional location of the school 3.21 3.09 .12 .674 Non-significant 

  
 

Although there was not a statistically significant relationship between the two 

groups for any of the factors, it is important to highlight that after performing a one 

sample T-test for each factor for both males and females, two institutional variables 

resulted in scores that were statistically significant for females and not for males. 

Resources and materials (including technology), and opportunities for leadership and 

professional advancement resulted in scores that showed a high statistical relationship for 

retention amongst the female respondents (p<.001 and p=.001 respectively). There was 

not a significant relationship for males in relation to these two factors (p=.096 and 

p=.149).  

Institutional factors analyzed by years of experience at school 

 In order to determine the impact of years of experience at a given school has on 

teacher retention factors, one sample T-tests were conducted for each of the factors based 

on two sub-groups of years of experience. The two subgroups are teachers with one to 

five years of experience and teachers with six or more years of experience. Given that the 

minimum years of experience at a school to participate in the study was two, and the very 

small number of participants with more than 10 years of experience (seven responses), in 
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order to obtain statistically valid results, it was decided to integrate the participants into 

only two subgroups. The first subgroup, teachers with two to five years at the school, was 

then compared to the second subgroup, teachers with more than five years of experience, 

using a two sample T-test. Based on the comparison of the results, there are some 

surprising outcomes from the T-test in comparing the two groups. For example, 

mentoring and induction programs appear to be less important to the teachers in the 

subgroup of two to five years of experience than to teachers with six or more years of 

experience. In addition, opportunities for leadership and professional advancement are 

significantly more important for teachers with less experience (p=<.001) than for teachers 

with six or more years of experience (p=.313). Teacher workload and preparation time 

were also highly significant for the less experienced teachers (p<.0001), while the more 

experienced teachers results did not show a significant relationship (p=.055). 

Table 6 

Difference of Means by Experience at School 

 

Institutional Factors 

 

   
2-5 

years 

 

  
6-20+ 

years 
Difference 

of means p-value 

Level of 

significance 

 

Communication from 

administration 3.96 4.58 -.62 .007 

Highly 

significant 

Resources and Materials 

available, including technology 3.35 3.92 -.57 .022 Significant 

Regional location of the school 2.95 3.69 -.74 .038 Significant 

 When comparing the two groups directly, only three factors, communication from 

school administration, resources and materials offered available at the school, and 
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regional location of the school, resulted in a statistically significant difference between 

the groups. Table 6 summarizes the three factors, including the difference in means and 

p-value 

Both communication from school administration and resources and materials 

available at the school were significant for both groups, but these two factors are 

significantly more important (p=.007; p=.022) for the teachers with more than six years 

of experience at the school. Regional location of the school is more significant (p=.038) 

for the teachers with more years of experience at the school, while results showed that 

teachers with five or fewer years at the school did not find this an important factor in 

teacher retention (p=.756). 

Individual Factors Influencing Teacher Retention 

Section three of the survey includes nine individual, or personal, factors that may 

influence teacher retention, and like the institutional factors in section two of the survey, 

were developed through a thorough investigation of the literature on teacher retention and 

turnover. A one sample T-test was conducted for each individual factor to determine 

statistical significance with the null hypothesis being the mean of the sample population 

equal to 3 and the alternative hypothesis being the mean does not equal 3 (H0 :   = 3 

versus H1:   = ≠ 3). 
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Table 7 

Summary of Findings: Individual Factors 

 

Individual Factors 

 

N 

 

  

 

p-value 

(SD) 

 

Level of 

Significance 

Quality of personal life 112 4.70 

<.001 

(.63) 

Highly 

Significant 

Happiness of spouse 54 4.35 

<.001 

(1.07) 

Highly 

Significant 

Living conditions in Colombia 112 4.33 

<.001 

(.76) 

Highly 

Significant 

Happiness of children 31 4.29 

<.001 

(1.22) 

Highly 

Significant 

Ability to speak Spanish 113 3.77 

<.001 

(1.27) 

Highly 

Significant 

Connection to the  local 

community 112 3.63 

<.001 

(1.18) 

Highly 

Significant 

Colombian culture 112 3.54 

<.001 

(1.2) 

Highly 

Significant 

Personal safety 112 3.16 

.232 

(1.41) Non-significant 

Access to expatriate community 113 2.75 

.047 

(1.32) Non-significant 

 

Table 7 presents a summary of findings indicating the 9 individual factors, the 

number of respondents (N), the sample mean ( ), the p-value and standard deviation (SD) 

and the level of significance for each factor. As can be seen from the results, seven of the 

nine individual or personal factors were highly significant with p-values <.01, with the 

exception of personal safety and connection to the expatriate community. It is important 

to mention that two factors, happiness of spouse and happiness of children, have 
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significantly lower values of N, given that the majority of the respondents to the survey 

were not married and without children. According to the results, quality of personal life 

( =4.70, p=<.001) was the individual factor that had the strongest statistical relationship 

with teacher retention. Happiness of spouse ( =4.35, p=<.001), living conditions in 

Colombia ( =4.33, p=<.001) and happiness of children ( =4.29, p=<.001) also had a 

highly significant relationship with teacher retention. Table 8 illustrates the entire list of 

individual factors, in rank order by mean, that have statistically significant relationships 

pertaining to teacher retention. 

Table 8 

Highly Significant Individual Factors in Rank Order 

 

Individual Factors 

 

  

 

p-value 

(SD) 

Quality of personal life in 

Colombia 4.70 

<.001 

(.63) 

Happiness of spouse 4.35 

<.001 

(1.07) 

Living conditions in Colombia 4.33 

<.001 

(.76) 

Happiness of children 4.29 

<.001 

(1.22) 

Ability to speak Spanish 3.77 

<.001 

(1.27) 

Connection to local community 3.63 

<.001 

1.18 

Colombia culture 3.54 

<.001 

(1.2) 
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Individual factors compared by subgroups 

 

 When looking at institutional factors, there were some interesting trends when 

comparing subgroups by gender and years of experience at school. With individual 

factors, the results demonstrate that with these subgroups there was no statistically 

significant relationship. There is, however, compelling information when looking at the 

subgroups of marital status and whether or not the teacher has children.  

Table 9 

Individual Factors Compared by Marital Status 

 

Individual Factors 

  
Single/Not 

Married 

------ 

P-value 

 

  
Married w/ 

Teaching 

Spouse 

---------- 

P-value 

 

  
Married w/o 

Teaching Spouse 

---------- 

P-value 

Happiness of spouse n/a 

4.65 

--------- 

<.001 

4.22 

---------- 

<.001 

Happiness of children 

2.00 

------ 

.499 

4.55 

---------- 

.001 

4.39 

---------- 

<.001 

Quality of personal life 

4.76 

----- 

<.001 

4.65 

--------- 

<.001 

4.62 

---------- 

<.001 

Connection to the  local 

community 

3.43 

----- 

.019 

3.82 

---------- 

<.001 

3.84 

---------- 

<.001 

Living conditions in Colombia 

4.43 

----- 

<.001 

4.18 

---------- 

<.001 

4.24 

---------- 

<.001 

Personal safety 

3.17 

----- 

.358 

4.35 

---------- 

<.001 

3.62 

--------- 

.011 
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Access to expatriate 

community 

2.56 

----- 

.018 

3.18 

---------- 

.521 

2.86 

---------- 

.500 

Colombian culture 

3.33 

----- 

.066 

3.65 

---------- 

.011 

3.84 

---------- 

<.001 

Ability to speak Spanish 

3.66 

----- 

<.001 

3.88 

---------- 

<.001 

3.89 

---------- 

<.001 

 

  

Table 9 summarizes the results by marital status, with the information being 

classified into three categories—single/not married, married with a teaching spouse and 

married without a teaching spouse. While not significant for the entire sample population, 

both personal safety and access to the expatriate community were more important 

individual factors for teaching couples (teachers married with a teaching spouse). 

Furthermore, both of these individual factors were the least important to single or 

unmarried teachers. The happiness of spouse was also an extremely important factor for 

teaching couples, sharing the highest mean with quality of personal life. Happiness of 

spouse was also a highly significant factor for teachers married to non-teaching partners. 
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Table 10 

Individual Factors Compared by Number of Children 

 

Individual Factors 

  

No 

children 

------ 

P-value 

 

  
Children at 

school 

---------- 

P-value 

 

  
Children not at 

school 

---------- 

P-value 

Happiness of spouse 

4.32 

----- 

<.001 

4.09 

--------- 

.052 

4.56 

---------- 

<.001 

Happiness of children n/a 

4.25 

---------- 

.011 

4.32 

---------- 

<.001 

Quality of personal life 

4.75 

----- 

<.001 

4.25 

--------- 

.009 

4.75 

---------- 

<.001 

Connection to the  local 

community 

3.56 

----- 

<.001 

3.50 

---------- 

.167 

3.95 

---------- 

<.001 

Living conditions in Colombia 

4.43 

----- 

<.001 

4.25 

---------- 

.005 

4.20 

---------- 

<.001 

Personal safety 

3.30 

----- 

.066 

4.08 

---------- 

.031 

3.95 

--------- 

<.001 

Access to expatriate 

community 

2.68 

----- 

.035 

3.17 

---------- 

.669 

2.80 

---------- 

.480 

Colombian culture 

3.51 

----- 

<.001 

3.67 

---------- 

.053 

3.60 

---------- 

.035 

Ability to speak Spanish 

3.68 

----- 

<.001 

3.67 

---------- 

.150 

4.20 

---------- 

<.001 

 

Table 10 summarizes the results of the data in regards to whether or not the 

teacher has children. As with marital status, the results were separated into three 

categories—teachers with no children, teachers with children who attend the school 
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where they work, and teachers who have children but they do not attend the school where 

the teacher works. While there were no statistically significant relationships when 

comparing the groups, personal safety was again a more important factor for one of the 

subgroups. Teachers with children who attend the school are more concerned about 

personal safety, where as teachers without children express less concern for safety. As 

expected, happiness of children is important, with high mean scores, for both subgroups 

who have children.  

Section 2: Qualitative Analysis 

 

 Section two will analyze the qualitative data collected through the research 

process. After the survey participants responded to the statements which produced the 

quantitative results, these data were analyzed to determine the most significant factors 

based on mean and p-values through a one sample T-test. Given the explanatory-

sequential design for this study, these factors were then incorporated into a set of 

questions for further investigation through focus groups. In addition to the focus group 

responses, the survey included two open-ended questions for participants to write any 

factors they felt were important for teacher retention. As identified in Chapter 3, these 

data were then categorized into three separate categories using the systematic analysis 

across transcript method (Krueger, 1998a). The first category consists of responses that 

mirror the 19 institutional factors that influence teacher retention. The second category of 

responses is the factors that closely link to the nine individual or personal factors, while 

the third category is the responses that address a factor that has not been previously 

addressed in category one or two. 
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 Although all of the comments and suggestions from participants were analyzed 

thoroughly, comments that appeared fewer than two times, or statements that were 

ambiguous in nature, were not included in the final tabulation for category three. It is 

important to note that the researcher has made only minor edits to the responses in order 

to ensure anonymity of the participants and schools involved in the investigative process, 

and to ensure appropriate language for research writing. Table 11, 12, and 13 summarize 

the findings for the three categories and included data from seven focus groups at four 

schools in the region (40 total teachers), and 48 teacher open-ended responses from the 

online survey. 

Table 11 

Summary of Findings: Category 1 Responses (Institutional Factors) 

 

Institutional Factors 

 

Number of 

responses Percentage of responses 

 

Support from school director 

and principal 53 18.0% 

 

 

School community or culture 52 17.7% 

Teacher workload and 

preparation time 24 8.2% 

 

Communication from 

administration 21 7.1% 

Resources and Materials 

available, including technology 19 6.5% 

 

Professional development 

opportunities 19 6.5% 

School facilities and campus 18 6.1% 
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Teacher involvement in 

decision-making 16 5.4% 

 

Salary and Benefits 14 4.8% 

Opportunities for leadership 

and professional advancement 12 4.1% 

Student behavior and discipline 10 3.4% 

Mentoring and induction 

programs 7 2.4% 

Extra-curricular activities 

offered 6 2.0% 

Regional location of the school 6 2.0% 

Academic standards/rigor of 

the school 4 1.4% 

Size of the school 4 1.4% 

School reputation as compared 

to other schools 3 1.0% 

Student achievement 3 1.0% 

Academic programs offered 3 1.0% 

 294 responses 100% 

 Although the results will be discussed in Chapter 5, Table 11 shows that both the 

factors of support from the school director and principals (18.0%) and school community 

and culture (17.7%) were the responses most often given when participants were asked 

about institutional factors that influenced teacher retention. Academic programs offered 

at the school, academic standards or rigor of the school, and school reputation were the 

least mentioned institutional factors during the qualitative research process with only 
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three respondents (1.0%) mentioning these factors as important. These results are 

consistent with the findings in the quantitative data presented earlier in this chapter. 

Table 12 

Summary of Findings: Category 2 Responses (Individual Factors) 

 

Individual Factors 

Number of 

responses Percentage of responses 

Quality of personal life 41 27.0% 

Living conditions in Colombia 34 22.4% 

Ability to speak Spanish 25 16.5% 

Colombian culture 22 14.5% 

Happiness of spouse 8 5.3% 

Connection to the  local 

community 8 5.3% 

Happiness of children 6 4.0% 

Access to expatriate 

community 5 3.3% 

Personal safety 3 2.0% 

 152 responses 100% 
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 Upon looking at the results of the individual factors (see Table 12), again the 

focus group participants’ responses were consistent with the data obtained from the 

survey. Quality of personal life (27.0%) and living conditions in Colombia (22.4%) were 

the responses most often discussed when participants shared their thoughts on individual 

factors. Colombian culture, with 14.5% of the responses, and the ability to speak Spanish, 

with 16.5%, were also commonly mentioned during the focus group interviews. As was 

seen in the survey data, personal safety (2.0%) and access to the expatriate community 

(3.3%) were not seen as important factors in comparison to other individual factors 

discussed. It is important to note that although happiness of spouse and the happiness of 

children were not mentioned by many of the participants, this may be because the 

majority of the teachers interviewed were single or unmarried and without children (18% 

of the focus group participants were married and 12% had children).  

Table 13 

Summary of Findings: Category 3 Responses (Additional Factors) 

 

Additional Factors 

Number of 

responses Percentage of responses 

Autonomy in teaching 24 26.1% 

Relationship with students 22 23.9% 

Local “Significant Other”  16 17.4% 

Parental support 13 14.1% 
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Connection with school 

families 7 7.6% 

Scholarships for children 5 5.4% 

School direction and plan for 

the future 5 5.4% 

 92 responses 100% 

 There were a number of responses during the focus group interviews and on the 

open-ended survey questions that did not easily fit into a category previously determined 

by the researcher. Table 13 summarizes the factors discovered through the qualitative 

research process that did not fit into category one (institutional) or category two 

(individual) responses. While these will be discussed in Chapter 5, it is important to make 

a few distinctions for some of the factors mentioned. Many participants felt that having a 

local “significant other” was very different than the “spouse” category as well as the 

“quality of personal life” category. For this reason, it was included as a separate factor in 

category three. Relationships with students was also created as a separate category given 

that participants in the focus group interviews felt this was different than student 

discipline and connection to the school community. Although scholarships for children is 

most certainly part of the benefits package at some schools, it was one of the few benefits 

that was mentioned as a separate item, and also elicited some negative feelings among 

teachers that did not receive scholarship benefits. For this reason, the researcher decided 

to include this as a category three response.  
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Table 14 

Negative Factors  

 

Negative Factors 

Number of 

responses Percentage of responses 

Inequality amongst teachers 18 19.4% 

Lack of Administrative Support 18 19.4% 

Salary and Benefits 14 15.1% 

Lack of Administrative staff 

support (i.e. HR, doctor, 

transportation etc.) 13 14.0% 

Lack of mentoring or induction 

programs 12 13.0% 

Lack of student responsibility 8 8.6% 

Image of school versus 

meaningful school 

improvement 5 5.4% 

School location in relation to 

housing 5 5.4% 

 93 responses 100% 

 

 Although the discussions in the focus group emphasized the positive factors of 

teacher retention, inevitably the participants did mention several factors that negatively 

influence teacher retention (See Table 14). Although administrative support was seen as a 

positive factor, nearly 19% of the negative responses focused on the lack of 
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administrative support as a detrimental factor to teacher retention. In addition, inequality 

amongst the teachers was also mentioned approximately 19% of the time, and focused 

primarily on the perceived differences between how local hires and expatriate teachers 

are treated in the institution. This factor was mentioned in all seven focus groups and was 

mentioned in open-ended response section of the online survey. Three other factors, lack 

of administrative staff support, salary and benefits, and lack of mentoring and induction 

programs were also mentioned consistently and warrant further discussion in Chapter 5.  

Summary of Key Findings 

 The purpose of this study was to identify the factors contributing to expatriate 

teacher retention in AdvancED Accredited Schools in Colombia. Table 15 summarizes 

the institutional factors, institutional factors and additional factors discovered through the 

research. 
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Table 15 

Combined List of Institutional, Institutional and Additional Factors 

 

Institutional Factors 

 

Individual Factors Additional Factors 

 

Support from school 

director and principal 

Quality of personal life in 

Colombia Autonomy in teaching 

 

School community or 

culture Happiness of spouse 

Relationship with 

students 

 

Communication from 

administration 

Living conditions in 

Colombia Local “significant other” 

Teacher workload and 

preparation time Happiness of children  

Salary and benefits Ability to speak Spanish  

 

 

Teacher involvement in 

decision-making 

Connection to the local 

community  

School facilities and 

campus Colombian culture  

Resources and materials 

available, including 

technology   

Professional 

Development 

opportunities   

 

After an analysis of the quantitative data, eight institutional factors emerged as 

having a highly significant relationship to teacher retention. These factors include support 

from the school director and principal, school community and culture, communication 
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from the school administration, teacher workload and preparation time, salary and 

benefits, teacher involvement in decision-making, school facilities and resources 

available at the school. One additional factor, professional development opportunities 

available to the teachers, demonstrated a significant relationship to teacher retention. 

When examining the individual factors, the findings from this study indicate 

seven factors have a highly significant relationship to teacher retention. These factors 

include the quality of a teacher’s personal life, happiness of spouse, living conditions in 

Colombia, happiness of children, ability to speak Spanish, connection to the local 

community and regard for Colombian culture.  

In addition to the results analyzed through an analysis of the quantitative data, the 

qualitative data revealed three additional factors that may be important for the retention 

of teachers. These additional factors were autonomy in teaching, relationship with 

students and having a local “significant other”. 
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CHAPTER 5 

DISCUSSION AND RECOMMENDATIONS 

Introduction 

 Defining the reasons for teacher retention in international schools is complex 

given the plethora of factors involved in the process. Based on a review of current 

literature, these factors can be categorized into two general groupings: those that are 

institutionally based, and those that are individually based. For this study, an online 

survey was distributed to expatriate teachers in AdvancED accredited and ACCAS 

affiliated Colombian schools in order to determine the important institutional and 

individual factors related to teacher retention. In addition, seven focus group interviews 

were conducted at four schools in the region in order to expound the factors the influence 

teacher retention.  

The first research question for this study was: what reasons do expatriate teachers 

give for staying in AdvancED/ACCAS Colombian schools beyond their initial contract?  

In order to successfully determine the reasons teachers give for staying at their current 

schools, two additional research questions were proposed: 1) what are the institutional 

factors that influence teacher retention, and 2) what are individual factors that influence 

teacher retention. As the first research question focused on determining the factors that 

lead to teacher retention, the second and third research questions allowed for an 

exploration into the specific reasons teachers give for staying at their current schools.  
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As stated in Chapter 1, the theoretical framework underlying this study is the 

social science principle of rational choice. As Scott (2000) suggests, individuals will 

make decisions based on what brings them maximum pleasure or profit. In the case of 

expatriate teachers, they will be making decisions about their future based on the 

information and knowledge they have about their current school, and their decision to 

stay or leave will be based on what they believe is best for them. In order for teachers to 

make a rational choice when contemplating a decision to stay or leave a school, it is 

important for them to have accurate information. The following discussion of factors that 

influence teacher retention is important for school administrators because it provides 

important feedback about teachers’ beliefs and perceptions. This data can be used to 

advise teachers and provide them with accurate information prior to making decisions 

about whether or not they will stay at their current school.  

Discussion of Findings 

Institutional Factors 

 

 There were 19 institutional factors present in the survey, all of which were 

based on a review of the literature pertaining to teacher retention and turnover. Nine of 

these factors were found to have significant relationships to teacher retention based on 

the data from this study and each of these factors are listed in order of importance: 1) 

support from school director and principal, 2) school community and culture, 3) 

communication of school administration, 4) teacher workload and preparation time, 5) 

salary and benefits, 6) teacher involvement in decision-making, 7) school facilities and 
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campus, 8) resources and materials available at school, including technology, and 9) 

professional development opportunities. These results are important for school 

administrators in the Colombian AdvancED/ACCAS schools. When examining the 

institutional factors, seven of the nine factors can be directly linked to school leadership. 

The two remaining factors, salary/benefits and school facilities/campus, can also be 

linked to school leadership and administration, but would also include links to the 

governing bodies (school boards and owners) as well as to the community at-large.  

Support from school director and principal 

 Support from the school director and principal(s) was the highest ranked 

institutional factor that influences teacher retention in terms of statistical significance 

(p=<.001), and mean score ( =4.61). Administrator support is such a priority that, as the 

survey results demonstrated, 94.7% of the respondents indicated this was an important 

factor in their decision to stay at their respective schools.   

From a sociocultural standpoint, this relationship becomes the primary baseline 

from which a teacher can interact within the school and feel that their work and 

performance are being taken seriously and supported.  If a concern arises, teachers 

(especially expatriate teachers) want to feel that their concern will not only be taken 

seriously but the issue will either be alleviated or removed. Lack of support from 

administration devalues the teacher’s inherent loyalty to the organization (Feiman-

Nemser, 2003; Gonzalez, 2008; Ingersoll, 2001b).   

Support from school administration is not only a key factor in this study, but is 

also evident in other studies completed in the United States and abroad. As indicated by 
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Desroches (2013), Ingersoll (2001a, 2001b, 2012), Mancuso (2010), Odland (2007) and 

Sims (2011), if there is one primary factor in teacher retention and turnover, it can be 

linked directly to the administration/teacher relationship and the quality and the value and 

response placed upon teacher concerns and issues.  If a teacher cannot connect with 

administration, it would likely reduce the bond from which loyalty or commitment would 

be formed, and thus, the teacher may be inclined leave, thus causing higher teacher 

turnover within the institution. 

Support from school administration was also a significant factor as shown through 

the qualitative data, with 53 teachers mentioning it as important, meaning the 18.0% of 

the teachers in the focus groups responded the factor was important. Support from school 

administration was the most mentioned institutional factor during the focus group 

interviews. Teachers reported that knowing they have full support from their 

administrators makes the work environment positive. Several teachers mentioned the 

bond they formed with their immediate supervisors in their current school was something 

that was not present in other teaching experiences. These teachers emphasized their 

administrator’s willingness to support them and having reasonable expectations as far as 

workload. Every focus group had at least one teacher that mentioned the importance of 

recognition for a job well done. As one teacher stated, “Both my principal and director 

sought me out to tell me they wanted me to come back for a third year…that made all the 

difference for me.”  
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School community and culture 

 School community and culture also showed a highly significant relationship 

(p=<.001) to teacher retention with 92.9% of the survey population indicating they 

agreed or strongly agreed. It ranked as the second most important institutional factor for 

this study based on mean score ( =4.49). Teachers that feel they are part of the school 

community and culture, and are able to make connections to other faculty members, staff, 

parents and community members, are more likely to consider staying at their school. 

Among the eight highly significant factors found in this study, school community and 

culture ranked second in priority for institutional factors that affect teacher retention. 

The data collected in the qualitative portion of this study also supports school 

community and culture as an important factor in teacher retention. With 52 teachers 

mentioning this as important, and with 17.7% of the institutional factor responses 

pertaining to school community and culture, the teachers clearly believe in the 

importance of this factor. Comments like “This is my home away from home”, “…this is 

my family”, and “…they are my support system” were common amongst the participants 

in the focus groups. While the responses from teacher participants were overwhelmingly 

positive in regards to school community and culture, there were two negative responses 

in regards to school community that generated rich discussion in the focus groups about 

negative school communities leading to turnover amongst the expatriate teachers. This 

will be discussed further in the recommendations section of this chapter. 
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Communication of school administration/administrators 

 Communication of the school administration and administrators also showed a 

highly significant relationship to teacher retention, and was the third most important 

institutional factor for this study ( =3.94; p=<.001). Communication from school 

administration was also mentioned by 21 people during the focus groups interviews, 

garnering 7.1% of the responses for institutional factors that were deemed important. 

Although the majority of the teachers directly linked this factor to administrative support, 

14 teachers differentiated communication between the school director (superintendent) 

and the principals, with the latter being the most important for a positive, consistent work 

environment. Contrary to Odland (2007) and Desroches (2013) studies, findings from this 

study indicate that teachers felt their principal’s communication was more valuable than 

that of the School Director or Head of School. Comments like, “I see my principal every 

single day,” and “…he (the principal) never keeps us out of the loop, so we don’t have to 

guess what is going on,” were common during the focus group interviews. While there 

were mostly positive comments about communication from school administration, 

teachers that responded negatively used terms like “frustrated”, “ambiguous” and 

“unprofessional” to describe how they felt about the actions of their supervisors. One 

teacher stated, “The Director is unapproachable and never tells us anything…too much 

secrecy.” Although comments like this were rare, they support the fact that 

communication is indeed a key factor in the retention of teachers.  

The value of clear and concise communication cannot be underestimated as it 

allows expatriate teachers (as well as local hires) to receive information and instructions, 
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and also factors into how quickly they feel comfortable and confident in the school 

environment.  If communication paths are not open or readily accessed, teachers may feel 

excluded and may believe their opinions and suggestions will not be heard or addressed 

(Griffith, 2004).  In addition, clear communication can help alleviate ambiguity in the 

workplace and allow for an environment that is more transparent. This builds trust 

amongst community members and can lead to more efficient problem-solving when 

difficult situations arise (Falch & Strom, 2005; Kersaint, 2007).  

Teacher workload and preparation time 

 The balance between workload and preparation also showed a statistically 

significant relationship to teacher retention (p=<.001), with 71.7% of teachers identifying 

it as important.  The teaching profession itself requires a significant amount of planning 

time; however, workload can be increased when staff numbers are down, when teachers 

have to teach multiple subjects and grade levels, or when teachers are required to 

substitute for colleagues that may be ill. Ingersoll (2001a, 2004a) notes that, in many 

instances, workload and preparation time are increased when the school is underfunded in 

terms of resources, which means teachers have to adapt to different textbooks to meet 

administration curriculum demands.  Additionally, Hayden and Thompson (1998) relate 

that expatriate teachers often have additional work, being non-native to the area or 

culture, and thus have more preparation needs simply because everything is new.  Too 

much work, or too much added work, could create a hostile environment in which the 

teacher feels overwhelmed and underappreciated.    
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 Teacher workload and preparation time was the third most commonly mentioned 

institutional factor reported in the focus group interviews, with 24 teachers specifically 

stating the importance of the factor. The majority of the Colombian ACCAS schools 

appear to have appropriate workloads for their teachers and ample amounts of planning 

time. As one teacher said, “This is a dream job, man, I teach two or three classes a day 

and normally have two 70-minute prep periods…that never happened to me up there [in 

North America].” While the number of classes taught and amount of preparation received 

varied from school to school, the general comments from the focus group participants 

echoed that of this teacher in expressing gratitude for the level of workload. In fact, only 

three teachers offered negative comments about workload, and this was at a smaller 

school where the teachers are required to teach more than one grade level. 

Salary and benefits 

 Traditionally, teachers are underpaid, at a rate of almost 30% less than most other 

college graduates (Brewer, 1996, Ingersoll, 2001a, Lankford et al., 2002; Vanderslice, 

2010).  As noted in Ingersoll (2001b) and Williams (2003) often teachers have a deeper 

love for the profession and a desire to make an impact on student lives.  As indicated by 

Strunk & Robinson (2007), most teachers come into the profession with the 

understanding that they will be making a minimal living and that it is the intrinsic 

benefits of the job that adds some replacement value to the lower wages.  However, if 

there are no actual benefits (insurance, time off, recognition, etc.), the variable becomes 

highly significant in making decisions about whether or not to stay at a school.  

Therefore, it is not enough for teachers to feel valued and appreciated in their profession, 
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if they are not also earning salary that comes with a minimal benefit package, they will be 

far more likely to leave their current school.   

As seen in the data, the salary and benefits portion of the survey had the highest 

standard deviation, meaning that the respondents responded the furthest from the sample 

population mean ( =3). Teachers either agreed that salary and benefits were an important 

factor, or they disagreed. The neutral or no influence option was only selected by 4.2% of 

the survey respondents. As seen in Odland (2007), salary and benefits is a significant 

factor when it comes to retaining teachers, but it may not be the most significant factor. 

In Desroches (2013), salary and benefits did not have a statistical relationship when 

compared to teacher turnover, yet when breaking down the individual benefits, the 

benefits themselves did have a significant relationship.  

As with the quantitative data, the qualitative data mirrors a similar pattern when it 

comes to salary and benefits. While responses specifically attributed to salary and 

benefits only happened 4.8% of the time (14 teachers), the discussions that ensued almost 

exclusively centered on savings potential and the way individual teachers choose to live 

their lives. And while there were 14 responses that were positive in relation to salary and 

benefits, there were also 13 responses that were negative, especially when it related to the 

actual salary that teachers earn. One teacher at a large school stated, “I absolutely love 

Colombia and I love this school, and it has been a fun experience, a life changing thing 

for me, but it is impossible (for me) to make a future on what we make…if only 

Colombia were in China.” Salary and benefits is a factor that must be explored further by 

school administrators and will be explored further in the recommendations section. 
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Teacher involvement in decision-making 

 A major component, and one that demonstrates a highly statistically significant 

relationship to retention by the survey respondents, is the teacher’s involvement in 

making decisions at the school.  While this has been well-documented in the research on 

teacher retention and turnover (Darling-Hammond, 2003; Darling-Hammond & Sykes, 

2003; Ingersoll, 2001a, Williams, 2003), international studies have been less conclusive 

on the impact of the involvement of teachers in decision-making. While the data from 

this study is consistent with Desroches (2013) findings, other international studies either 

do not have this as a causal factor, or the factor is combined with other factors (i.e. 

administrative leadership style). 

 Teacher involvement in decision making was an important factor for 16 teachers 

based on the data collected through the qualitative process. Discussion of this factor 

centered around two major themes, curriculum development and implementing new 

programs at the school. Teachers felt strongly about their participation in curriculum 

development, given statements such as, “I am the expert in the area and I should have a 

voice in how the material is delivered”, “If I am the one teaching it, shouldn’t I have a 

say in the thing?”, and “We review the process with (name omitted) every year, and this 

is so helpful...we make the changes necessary in order to cover all the material.” 

 Implementing new programs was also something thoroughly discussed in the 

focus groups as forming part of teacher’s involvement in decision-making. Teachers that 

were allowed to implement new things, such as musicals, new math program, flash mobs, 

new events, extra-curricular activities and clubs, confirmed that this was one of the main 
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reasons they decided to stay at the school. One teacher said, “The main factor that 

influenced my decision to stay at (the school) was teacher involvement in decision-

making in terms of having a say in creating a house system and a leadership elective 

class.” The teachers in the focus group interviews reiterated the importance of having a 

say in decisions because it creates a sense of ownership for the faculty. Simply stated, 

“When it comes from us, we want to be here to see it through.” 

School facilities and campus 

 Another factor that is considered ‘highly significant’ for participants in this study 

is school facilities and campus (p<.001). Buckley et al. (2005) stated that when a 

workplace is clean, functioning and well-maintained, teachers can often overlook other 

minor annoyances that may be present at the school. Ingersoll et al. (2012) noted that 

exceptional school facilities will have a decidedly positive effect on teacher satisfaction; 

however, this issue does not necessarily factor into teacher retention and contract 

renewals, unless the facility is particularly nice and the teacher is happy with the 

accommodations to the point that other factors are negated. 

As with the survey results, the qualitative data suggests that school facilities and 

campus are also important factors, with 18 teachers mentioning the exceptionally 

beautiful campuses at their respective schools. Several of the teachers made connections 

to school culture and community when discussing the importance of school facilities 

stating that they go “hand in hand” and is “part of the reason I appreciate my job so 

much”. This factor was mentioned in all seven focus groups conducted, and not 

surprisingly, the majority of these teachers’ previous experiences were in the northern 
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United States or Canada. One Canadian teacher stated, “I am from Canada and this is just 

another day in paradise…why would I want to leave?” This sentiment was echoed at all 

four schools during the collection of qualitative data, and it was abundantly clear that 

these teachers felt privileged to work in such beautiful environments.   

Resources and materials available at school, including technology 

 The availability of resources is also considered a ‘highly significant’ factor based 

on the analysis of the survey data (p<.001). In terms of the qualitative data, resources and 

materials were mentioned by 19 teachers (6.5% of the responses) and focus group 

participants made several connections to administrator support and communication when 

speaking about resources. Depending on resource availability and the difficulty in 

receiving required materials, the teachers believed consistent and professional 

communication with administration and the ability to make decisions would be important 

to their decision to remain at the school.  Therefore, if supplies are not readily available 

but administration is supportive of teacher decisions, the teachers claimed they would be 

more likely to tolerate the issues with resource availability.  However, if the 

administration is not supportive and decisions by teachers are not taken seriously, a lack 

of resources may become a more important factor in teacher retention decisions.  

  Approximately half the teachers in the focus group interviews pointed out that the 

availability of technology is an important factor in teacher retention. While many schools 

in the region have limited budgets for major technology at all grade levels, the 

technology that is available is more than sufficient to meet the basic needs of the teachers 

and students. Furthermore, the students generally come from upper-class families and 
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often bring their own technology to school. Teachers at the larger schools in the region 

report the technology available at their schools in Colombia is often superior to the 

technology available in the schools where they worked in North America. As one teacher 

said, “We have so many tools here…SMART Boards, interactive clickers, Moodle…it 

would be hard to go back home where they are still sharing (overhead) projectors.” 

Professional development opportunities 

 The opportunity for continued education is an important factor for many teachers, 

and according to the survey data, professional development demonstrated a significant 

relationship to teacher retention (p=.022). While not as strong of a factor as the previous 

eight discussed in this chapter, professional development opportunities are important for 

expatriate teachers participating in this study. 

 The qualitative data also suggests this is an important factor with 19 teachers 

mentioning professional development (6.5% of the responses) as important to teacher 

retention. Although the teachers mentioned professional development opportunities were 

limited in the English language (as opposed to being offered in Spanish), the teachers 

commended the schools on their efforts to offer quality professional development through 

local conferences and conferences offered through the ACCAS, the Tri-Association and 

AASSA.  

Individual Factors 

 

 After an analysis of the survey data, seven of the nine individual factors 

were identified as ‘highly significant’ with p-values less than .01 and each of these 
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factors are listed in order of importance: 1) quality of personal life in Colombia, 2) living 

conditions in Colombia, 3) ability to speak Spanish, 4) connection to local community, 5) 

Colombian culture, 6) happiness of spouse and 7) happiness of children.  While the 

individual factors are highly personal and may be outside the realm of influence for 

school administrators, school leaders can proactively implement strategies and programs 

that support teachers and help them feel that their individual needs are being met.  

Quality of personal life in Colombia 

 Considered ‘highly significant’ to respondents, the quality of life attained while 

teaching in Colombia is perhaps the most significant personal/individual factor for all 

respondents.  In fact, 97.3% of the survey respondents indicated they either agreed or 

strongly agreed that quality of personal life is an important factor in retaining teachers.  

As mentioned in Strunk and Robinson (2007), there are many issues that a school can 

address specifically, and home life and the quality of the personal life of the teachers is 

one issue that is impossible to dictate, despite the major influence it will exert on whether 

a teacher renews their contract.  There are, however, significant ways in which the school 

can facilitate better lives outside of school for teachers without meddling in their personal 

affairs. Working on organizational culture, creating community liaisons and providing 

mentoring and induction programs may help with this factor, and are discussed further in 

the recommendation section. 

 The qualitative data also indicate that quality of a personal life is important, with 

41 teachers (27.0% of the responses for individual factors) mentioning it during the focus 

group interviews. Although the teachers were well aware that the school cannot 
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necessarily make a teacher happy outside of school, teachers stated that the schools can 

contribute to their quality of life by limiting the problems within the institution. The 

teachers reported that classroom conditions can add external stressors to the quality of 

life for the teacher, but the quality of personal life is far more important in terms of 

psychological condition, general satisfaction, and ability to form bonds and relationships 

within the school community. As one teacher said, “Our personal lives and professional 

lives are undeniably connected…people who are generally happy at school are also happy 

outside of school and vice versa.” He continues by saying, “If the school can make our 

lives easier while we are here (at school), that will translate into our personal lives.” 

While not a single teacher spoke negatively about their personal lives, several teachers 

related stories of former colleagues that decided to leave their schools because of 

personal factors that were exacerbated by the school administration. For example, the 

lack of support from the human resources department in help with solving problems with 

utility bills, internet issues, and communication with locals in Spanish when first arriving 

in Colombia were all mentioned as reasons that pushed some teachers to leave. 

Living conditions in Colombia 

 Living conditions was also a statistically significant individual factor for teacher 

retention. With 92.0% of the survey respondents stating they strongly agree or agree that 

living conditions are an important factor, it is the second highest individual factor related 

to teacher retention. The qualitative data also reflects this, with 34 teachers (22.4% of the 

respondents) mentioning living conditions as a high priority in their decision to stay at 

their current school.  Several teachers, particularly those with five or more years in 
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Colombia, explained that personal living situations and the quality of living conditions 

can play such a large role in retention that it makes it very difficult for teachers to go 

back to North America. One teacher explains this phenomenon by stating, “This may 

sound incredibly shallow, but I haven’t cleaned my house in seven years…I have more 

time to do the things I want to do.” Almost all the teachers echoed this sentiment and 

stressed that living in Colombia allowed them to afford maids, live in luxurious 

apartments and reach a standard of living that would be unattainable in North America. 

This is especially notable in teachers with children, as families are able to spend more 

time together given the positive living conditions in Colombia. 

 While no teachers in the focus group interviews shared personal experiences that 

were negative in regards to living conditions, several cases of their colleagues leaving 

schools were discussed. They shared an instance in which a teacher was living in such 

poor conditions that this teacher was unable to stay healthy and his performance at work 

suffered as a result.  He was penalized for his poor performance, but had the 

administrators understood the position the teacher was in, changes might have been made 

to affect his living conditions and improve his quality of life. Unfortunately, in this case, 

this teacher’s situation was ignored and the teacher left the school.  It must be understood 

that foreign hires are often unaware of the environment, culture, and living conditions 

(including where to live), and when they come to a country they are expecting, at least to 

a basic degree, a level of coordination to include appropriate living conditions.  It is the 

responsibility of the school to ensure their teachers are able to acquire residence in an 
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environment that will not endanger their lives, and provide an acceptable standard of 

living. 

Ability to speak Spanish 

 

 Not all foreign hires can speak Spanish; however, most teachers come to 

Colombia with the understanding that they will need to learn through immersion and that 

their ability as an effective teacher requires some basic Spanish-speaking skills. Based on 

the survey data, this factor is considered ‘highly significant’ (p=<.001), with nearly 70% 

of the teachers expressing this is an important factor for teacher retention. As a result, 

teachers who are not able to learn the language or who struggle with certain concepts will 

be less likely to enjoy their time in Colombia and their view of the school environment 

may begin to suffer as well.   

Additionally, 16.45% of responses (25 teachers) indicated the ability to speak 

Spanish as an important factor and indicated that it would be an important factor in 

determining whether they stayed at their school for additional years.  Some teachers 

expressed concerns based on cultural indicators that are different from their home 

language and pointed out that finding time speaking a language can be one of the most 

frustrating, confusing, and overwhelming factors a expatriate teacher can face.  In other 

words, despite competence and language skills, sometimes other factors get in the way of 

communication ability, and the inherent need to communicate issues and concerns is 

hindered by the barrier formed through language differences. Schools can be of great help 

in this area by offering Spanish classes to their expatriate teachers and English classes to 
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locally hired teachers with limited English skills. This is addressed in the 

recommendations section of this chapter. 

Connection to local community 

 Feeling a connection to the local community is as important an issue as feeling a 

connection to the school community as the survey data indicates this is a ‘highly 

significant’ factor in relation to teacher retention. Connection to the community is a 

factor that ideally develops over time, and isn’t something that generally occurs right as 

the foreign-hire teachers arrive in Colombia. As these teachers become more comfortable 

and decide what to do with their free time, they may begin to find more value in making 

community connections.  Moreover, as they become more fluent in the language, the 

foreign-hire teachers greatly improve their ability at making community connections and 

find value in the connections made.   

 Although the qualitative data only shows that eight teachers mentioned 

connection with the local community as important, there was in-depth discussion during 

the focus group interviews about how connection to the local community is also reflected 

in quality of personal life and Colombian culture. Many of the teachers felt these factors 

were interrelated, and for that reason, should be considered an important factor. In 

addition, the responses given in the discussion of quality of personal life closely mirrored 

the responses given to connection with the local community. For example, teachers stated 

that one of the major draws to international teaching was to experience new cultures, new 

languages and to meet new people. As one teacher stated, “You don’t move to another 

country to sit on your couch and do nothing, or to hang out with a bunch of Canadians…” 



   127 

 

and another teacher said, “Connection to community, quality of personal life, and 

Colombian culture are grouped into my experience with making Colombian friends and 

having a community outside of my school to enjoy as well as the community within my 

school…this was an important factor for my happiness and desire to stay at my school.”   

Colombian culture 

 Based on the survey results, Colombian culture is an essential facet to feeling 

connected to the community and is considered ‘highly significant’(p=<.001). In regards 

to the qualitative data, the Colombian culture component is also significant with 22 

teachers (14.5% of the responses) mentioning this factor as important. Much like the 

responses given for quality of life and connection to the local community, Colombian 

culture is a component that teachers state is essential for the retention of teachers. The 

teacher participants claimed as they came to familiarize themselves with the culture, they 

sought out new experiences and began to interact with individuals in the community who 

added greater value to their personal lives.   

Happiness of Spouse and Children 

 The happiness of one’s spouse and children is one of the most critical personal 

issues, for the respondents to which it applies.  A majority of respondents had neither a 

spouse nor children; however those that did considered the happiness of both spouse and 

children the highest priority, along with quality of life and living conditions. Unlike 

Desroches (2013), Hardman (2001), and Mancuso (2010) research, the findings of this 

study indicate spouse happiness to have a highly significant relationship with teacher 
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retention. In addition, the data from this study indicates the happiness of children as 

having a highly significant relationship to teacher retention, which is also found in 

Desroches’ (2013) study. Mancuso’s (2010) and Odland’s (2007) study did not find 

dependent children to be a significant factor. 

As noted in Chapter 4, many of the participants found answering this question 

difficult because they viewed having a ‘spouse’ as very different from having a 

‘significant other.’  In other words, though many respondents were not married, they did 

have a significant other with whom to share their experiences.  The respondents who 

reported having a significant other stated that quality of life is still the most significant 

factor, and that having a significant other contributed to that. 

 Given that only eight of the focus group participants were married, and six had 

children, the response rates for the qualitative data were not high; however, all of these 

participants mentioned spouse and children as important factors when asked about 

individual factors that were important to them. These teachers mentioned that the static 

nature of the family unit is often challenged, at the very least indirectly, by the new 

culture and environment.  The family unit is no longer a dynamic of traditional rules; it 

has been altered by the acclimation to sociocultural differences which can dramatically 

affect the ability of the family to stay adequately bonded.  The teachers highlighted the 

feeling that they were pulled between new roles in school and keeping the family focused 

on working together in a new environment.    Several teachers reiterated the importance 

of the schools’ assistance in making a smooth transition to the new culture, particularly 

the work facilitated through the Human Resources departments. Again, most married 
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couples and teachers with children believed if the school acted in good faith and 

addressed institutional factors as they should, there would be little reason to complain. As 

will be addressed in the recommendation section, one area of concern for some teachers 

was the lack of scholarships for the children of teachers. While many of the teachers 

report the school offers full scholarships, this is not the case for some schools. 

 

Additional factors discovered through the interview process 

 

 

 The online survey presented both institutional and individual factors that were 

compiled based on an extensive review of the teacher turnover and retention literature.  

Through the qualitative research stage of this study, several factors were discovered that 

could potentially impact teacher retention.  When looking at the list of additional factors 

that emerged from the focus group interviews, autonomy in teaching can be directly 

linked to school leadership. The remaining two factors, relationships built with students 

and having a local “significant other”, are personal factors that will vary from teacher to 

teacher, and may not be factors that school leadership can influence. 

Autonomy in teaching  

 Upon entering the teaching profession, teachers expect some level of autonomy in 

how they deliver instruction (Ingersoll et al., 2012).  They expect to come into an 

environment and are trusted to complete the task for which they were hired.  They expect 

leeway between current curriculum design and making additions that would add value to 

the class, but they also understand that they have been hired to complete a task and that 
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administrators will require certain standards and achievements.  However, when 

administration over-monitors teachers or when the administration does not allow teachers 

to manage their own classes, foreign hires can begin to feel frustrated and undervalued 

for their time spent.  During the focus group interviews, 24 teachers (26.09% of the 

responses) believed that autonomy in teaching was a priority factor to their continued 

teaching with the school.  

Relationship with students 

 Another factor that was discussed in the focus groups was the relationship that 

expatriate teachers developed with their students. Respondents felt that the relationship 

with their students was very different from student discipline and the teacher’s 

connection to the school community. Twenty-four teachers (23.9%) mentioned this as an 

important factor in teacher retention, and as one teacher stated, “Kids come first…that is 

the way it should be.”  In fact, as respondents separated this category from the others, it 

became apparent that relationships with students are formed regardless of other factors 

happening at the school. One teacher, who has worked more than 30 years in a large 

school in Colombia, stated, “When I first arrived in Colombia it was the wild, wild west, 

and you could not imagine the things that were happening in this city. Those first years 

were a challenge as the violence happening outside the school impacted the day to day 

functions…it was the students who got me through…30 years later I am still here because 

of these kids.” 
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Local “significant other” 

 It was discovered during the qualitative data collection that 52.6% of respondents 

did not have a spouse, but this was a point of contention for 16 teachers (17.4% of the 

responses) participating in the focus groups.  These teachers indicated that many single or 

unmarried faculty members have a significant other who was no less important to them or 

their personal happiness.  Having a significant other offers some measure of stability and 

is a secondary factor that will play into both job satisfaction and the ability to feel secure 

in their work.  Fifteen of the 16 teachers who reported this as a factor in the focus groups 

stated their significant other was a local whom they met while the teacher was employed 

in Colombia. Although not tested for statistical significance due to the small sample 

population, gender does not appear to be a significant factor when it comes to having a 

local significant other, as eight women and seven men reported having a Colombian 

companion.  

Factors that can negatively impact teacher retention 

Lack of administrative support 

 As mentioned in the institutional factor section, the lack of administrative support 

is a priority concern and may affect teacher retention. While the group of teachers that 

participated in the focus groups made several positive comments, there were also 12 

teachers who shared negative opinions in regards to the support from school 

administration. The most telling comment came from one teacher who stated, “I have 

worked at (this school) for three contracts, but the new director has made a connection 
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with a select few and I will be leaving this year because I can no longer work for him.” It 

is apparent from the comments that teachers must feel valued and they must feel as 

though they can communicate effectively with administration.  This includes a basic level 

of autonomy and the ability to raise concerns or issues that will see a resolution. This 

factor is consistent with studies on teacher turnover and retention by Desroches (2013), 

Mancuso (2010), Odland (2007) and Sims (2011).  

 Inequality between teachers 

 Another factor that potentially affects teacher retention is the feeling of inequality 

between teachers. This factor was mentioned by all seven focus groups (by 18 different 

teachers) during the interviews, and was mentioned six times in the open-ended section of 

the survey.  This researcher believed “inequality between teachers” was an ambiguous 

statement and a follow-up question was asked to clarify what was meant by “inequality”. 

The teachers were not referring to inequality between the foreign hire teachers, but to the 

differences in how locally hired teachers are treated in comparison to the teachers hired 

from abroad. Specific concerns that were mentioned included vast differences in pay 

between the two groups, differences in benefits, feelings of envy on the part of the local 

hires, and superiority complexes often demonstrated by the expatriate faculty. These 

situations are often exacerbated by the school administration. For example, when some 

local hire teachers receive salary scale increases for speaking English, regardless of other 

factors such as years of experience, teaching load or level of education, this can lead to 

feelings of inequality.  
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 The differences in salary and benefits between local hires and foreign hires are 

economic realities for most of the AdvancED accredited schools in Colombia, but there is 

an opportunity to clarify the reasons behind these differences. As discussed earlier, clear 

and concise communication is a key factor in teacher retention, and perhaps this is an 

opportunity for school administrators to be transparent with their teaching communities, 

rather than avoid the issue. As Bolman and Deal (2008) stated, when improving 

leadership practice, many of the perceived perils in an organization are actually 

opportunities for reframing an organization. Schools must be transparent about these 

issues in order to minimize feelings of inequality and malfeasance.  

Lack of mentoring and induction programs  

 One of the noteworthy results from the quantitative data analysis was the lack of 

significance of mentoring and induction programs in the AdvancEd accredited schools in 

Colombia. The sample population had a mean score of 2.81 (p=.119), meaning there was 

no statistical relationship between mentoring and induction programs and teacher 

retention. This is in stark contrast to the research on mentoring programs as discussed in 

the literature review (Darling-Hammond, 2003; Ingersoll, 2004; Ingersoll & Kralik, 

2004). Even more surprising was the comparison between teachers with less than five 

years of experience and more than five years of experience. Based on the survey data, 

teachers with two to five years of experience in the schools actually reported mentoring 

and induction programs as less significant than teachers with more than five years of 

experience.  
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Given the discrepancy between the review of the literature and the survey results, 

a follow-up question was posed to the focus groups in relation to mentoring and induction 

programs. Twelve teachers mentioned the importance of mentoring and induction 

programs, but this was at only one of the schools visited for the qualitative study. 

Teachers at the remaining three schools reported that mentoring and induction programs 

were important, but since their schools did not have such programs, they could not speak 

to their importance as a factor or not.  Not having mentoring or induction programs can 

immediately harm a teacher’s impression of the scholastic environment (Ingersoll, 

2001b), and this needs to be explored further by administrators in the region.  This will be 

discussed in the recommendation section. 

Salary and benefits 

 As stated in the discussion of institutional factors, salary and benefits is 

considered ‘highly significant’ in relation to teacher retention. While there were many 

positive comments in relation to the salary and benefits at school, there were also 14 

teachers that expressed concern over salary and benefits during the qualitative data 

collection process. The teachers stated that the relatively low pay, in comparison with 

other regions in the world, made it very difficult for them to make long-term 

commitments to their schools. Many teachers have student loans, mortgages and other 

debts in their country of origin, and while they were able to live comfortably live in 

Colombia, paying off these debts was mentioned as a challenge for teachers in these 

kinds of situations. Again, this is consistent with the previous studies completed in 

international schools, as well as the seminal research presented in the literature review. 
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Image of school versus meaningful school improvement  

 Although only 5.4% of the respondents (five teachers) mentioned image of the 

school as a factor, the comments produced detailed discussion about schools often ‘going 

through the motions’ in order to improve school image or for marketing purposes. 

Foreign hires come into the school environment for the purpose of making a difference 

for the students and when they see displays that are insincere, they may feel that the 

school does not hold the absolute value they believed when signing the contract initially.  

As such, it is very important that the foreign teachers feel that they are part of the school 

community, that they trust in the mission of the school, and that they understand the 

values and standards of the school.  This becomes incredibly important when schools 

begin long-term strategic planning, or complete self-studies for improvement for the 

process of reaccreditation. As one teacher said, “We have had our new strategic planned 

literally shoved down our throats with little thought of how to make the plan 

sustainable…it is for appearance only and we have yet to see an impact on improving 

student achievement.” This is an important factor for school administrators to consider as 

the teachers reported, when schools lose the focus of their mission, or make changes that 

seem superficial, teachers may look for other opportunities in the international arena 

where students benefit directly from the school improvement plans. 

Non-significant findings 

 The following findings are not considered significant factors in for this study; 

however, they have some impact on the overall happiness of the expatriate teacher and 
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their ability to adapt and become connected to the local community, culture, and school 

environment.   

Extra-curricular activities offered 

This study found that extracurricular activities had a highly non-significant 

relationship to teacher retention (p=.001;  =2.50). Extracurricular activities are slightly 

more important for respondents with children, but there was no statistical difference 

between groups. Through the data collected in focus groups, teachers expressed 

appreciation for the extracurricular activities offered at their individual schools, but only 

one teacher expressed it made a difference in choosing to stay at their current school.  

Size of school 

 Size of the school did not have statistical relationship to teacher retention, which 

is surprising based on this researcher’s personal experiences and communication with 

other school administrators in the region. It has long be thought that the larger schools 

were more attractive to expatriate teachers given perceptions about salary, benefits, 

resources available and the regional location of the school. Much like Odland’s (2007) 

research, this study found that size of school does not have a statistically significant 

relationship with teacher retention.  

Academic programs offered 

 While academic programs offered at the school may be an intrinsic motivator for 

some teachers, this study found that there was not a statistically significant relationship 
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present. Odland (2007) found similar results in his study when it came to academic 

standards and programs.  

School reputation as compared to other schools 

 According to Greiner and Smith (2006), teachers tend to prefer working in 

schools with better reputations, yet the results from this study do not show a significant 

relationship when compared to teacher retention. While not considered a significant 

factor overall (p=.423), school reputation was highly insignificant (p=.028) for teachers 

with less than five years of experience ( =2.68). Teachers with six or more years of 

experience were slightly more concerned about school reputation, but the results were not 

significant (p=.373).  

Student achievement 

 Student achievement is considered a factor for teacher success, and when students 

meet achievement goals, teachers feel pride in their work (Ingersoll et al., 2012).  It is 

surprising that this was not a significant factor (p=.115) for the teachers in the Colombian 

AdvancED accredited schools. Ingersoll (2001a, 2001b, 2004) and Hardman (2001) have 

indicated that student achievement is a motivator for teachers and has an impact on a 

teacher’s willingness to stay at a particular school. While this may be the case in some 

regions of the world, based on the qualitative data collected in this study, several teachers 

expressed the sentiments, “students are pretty much the same throughout the world” and 

that “some work hard and some don’t…if they try that is what is important.” This study 

found that while student achievement is important for some teachers, it is not the “make 

or break” factor when choosing to stay at a school.  
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Academic standards/rigor of the school 

 Much like student achievement, academic standards did not have a statistically 

significant relationship with teacher retention (p=.233). This result is similar to Odland’s 

(2007) study where he found that academic standards, although not significant, were 

important for some teachers, but that these teachers connected academic standards with 

the administrative casual factors that influenced teacher turnover. Based on teacher 

statements in the ACCAS region, teachers felt that schools with supportive leaders that 

communicate effectively also had a strong curriculum in place which provided for high 

rigor.  

Regional location of the school 

 While regional location was not a significant factor in this study (p=.317), there 

was a statistically significant difference between teachers with two to five years of 

experience and six or more years of experience (p=.038).  The less experienced teachers 

(p=.756) are newer to the school and the region where the school is located, which might 

explain why there is not a statistically significant relationship. Teachers that have more 

five or more years of experience (p=.046) presumably like the school and the region it is 

located, which is one of the reason they have stayed for a longer period of time. This 

factor became very clear when speaking to teachers in the focus groups, as suggested by 

comments like, “Just another day in paradise”; “I don’t ever want to leave 

Bucaramanga…”; “There is nothing more beautiful that watching the sun set over the 

Farallones”; and “I have a great life in Colombia, we own a home out in the country and I 

have no incentive to leave”. This study is similar to Chandler´s (2010) study on the role 



   139 

 

of location in the recruitment and retention of international teachers. Although he found 

some interesting trends, there were no statistical links between school location and 

teacher retention.  

Student behavior and discipline 

 Although student behavior can negatively affect teacher retention (Cha & Cohen-

Vogel, 2011), this study demonstrates that it is not a significant factor in the ACCAS 

region (p=.176). As with student achievement, several teachers expressed that student 

behavior is ultimately an administrative factor given that school leaders can influence 

these negative behaviors that impact the classroom. While only 3.4% of the teachers in 

the focus groups mentioned this factor as important, an additional 18 teachers (6.1%) 

made connections between student discipline and support from school administrators. 

While this factor may not be statistically significant, it would behoove school leaders to 

consider student discipline when making leadership decisions as it may impact teacher 

retention.   

Personal safety 

 Personal safety was discussed in Chapter 1, particularly as it relates to the long 

and violent history of Colombia’s civil war. Given that history, it is surprising that 

personal safety was not a significant factor (p=.232) for the retention of teachers in the 

AdvancED schools in Colombia. Most expatriate teachers are recruited through job fairs, 

and safety is a topic that is addressed even before a teacher accepts an interview with a 

particular school. For that reason, most teachers enter the interviews with prospective 

schools having a full understanding of the conditions in a particular country, assuming 
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they have done research on the regions they are willing to live. This may be one reason 

why this study found this factor to not have a significant relationship. In addition, the 

insecurity that was once prevalent in the country of Colombia has changed substantially 

over the last 10 years, and where Colombia was once considered ungovernable (Bowden, 

2002), it is now one of the most stable countries in South America.  

 When comparing sub-groups of teachers, there were significant differences 

between unmarried and married teachers in regards to safety. This study found that for 

single and unmarried teachers, personal safety did not have a statistically significant 

relationship to retention (p=.358); however, there was a highly significant relationship for 

teachers that were married with a teaching spouse (p=<.001) and a significant 

relationship for teachers married with a non-teaching spouse (p=.011). There was a 

similar finding for teachers with children. There was not a significant relationship for 

teachers without children (p=.066), yet there was a statistically significant relationship 

between personal safety and retention for teachers with children at the school (p=.031) 

and teachers with children not at the school (p=<.001). While there may be several 

reasons for these results, it makes sense that teachers with a spouse and children have a 

particular concern for the family unit, where single and unmarried teachers may not have 

that added pressure of worrying about the well-being of family members.  

Access to expatriate community 

 One of the many reasons educators  choose international teaching is the cultural 

experiences that living in an international setting can bring (Hardman, 2001; White & 

Smith, 2005).  Although expatriate teachers will be immersed into a new country, 
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language and culture, they are often surrounded by expatriates living the same 

experiences. Given the challenges that often happen while a teacher goes through cultural 

adaptation, the connection to the expatriate community can ease stress and provide for a 

support system. This study, however, found a significant inverse relationship between 

access to the expatriate community and teacher retention (p=.047;  =2.75), meaning that 

the majority of the respondents marked they disagreed or strongly disagreed with access 

to the expatriate community as a factor. The groups that most strongly felt this was not a 

factor were single or unmarried teachers and teachers with no children. There is no 

evidence from other empirical studies when it comes to access to the expatriate 

community, which would suggest that this factor is not significant when it comes to the 

retention of teachers in the Colombian AdvancED/ACCAS schools.   

 

 

 

Recommendations for School Administrators 

Administrative support and transformational leadership 

 As one of the most critical issues in terms of recommendations for school 

administrators, administrative support determines whether or not teachers feel that they 

can stay working within an institution for more than one contract.  Having a program for 

expatriate teachers to become part of the school community is very important; however, 

there must also be an administrative contact with whom these teachers can address 

problems and concerns to, as well as to learn about how the school community operates. 
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To this end, a method of strategic management should be employed (Xaba, 2003) that 

focuses on foreign hire needs, integration into the school community, integration into 

their home environment, and leading them into new relationships. 

  Some leadership styles may be more effective than others in encouraging 

teachers to remain in their present jobs. One option is transformational leadership, a style 

which utilizes a vision, intellectual stimulation and personal consideration to motivate 

followers. Since the 1980's, scholarly discussions of leadership have considered the 

application of transformational leadership (Printy et al., 2009; Northouse, 2010). Within 

the business context, transformational leadership is associated with increased employee 

satisfaction and lower turnover rates (Bass, 2000; Northouse, 2010). While little research 

has explicitly tested the impact of transformational leadership upon teacher retention, 

preliminary evidence suggests that the characteristic qualities of transformational 

leadership should encourage higher levels of teacher retention in educational institutions. 

 Teachers perceive and internalize the leadership styles and strategies utilized by 

administrators. Due to their considerable contact with teachers, principals are particularly 

viewed of as representative of an organization's leadership (Mancuso et al., 2010). As a 

result, the leadership style utilized by a principal may indirectly influence teacher 

retention decisions by influencing how teachers perceive the workplace. For example, the 

leadership styles used by principals impact the evaluation of teachers of their working 

conditions (Boyd et al., 2009). First-year teachers respond positively to principals viewed 

as supportive and caring. In addition, principal leadership styles may also influence 

teacher job satisfaction by guiding school performance (Griffith, 2004). Teachers 
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employed at higher performing schools are less likely to engage in turnover than those 

employed at struggling schools. 

 Transformational leadership is characterized by three factors: the articulation of a 

clear vision, intellectual development and individualized attention (Bass, 2000). 

Transformational leaders commonly delegate some authority to their followers, 

encouraging them to engage in decision-making and problem solving (Mancuso et al., 

2010; Northhouse, 2010). Transformational leaders also encourage professional 

development, providing support when necessary.  

 These aspects of transformational leadership can influence the attitude and 

motivation of individual teachers in many ways. For example, transformational 

leadership's emphasis upon a vision to guide progress within the organization appears to 

contribute positively to teacher motivation. The existence of a vision guiding a school 

toward academic excellence is perceived by teachers as a positive motivator, which in 

turn leads to higher levels of job satisfaction (Griffith, 2004). In addition, the articulation 

of a vision serves as an important recruitment tool for highly motivated teachers (Boyd et 

al., 2009). As a result, transformational leadership may help to reduce turnover rates by 

attracting the interest of intrinsically motivated teachers to fill any vacancies. 

 Transformational leadership also enables school leaders to include teachers within 

administrative decisions and processes, which was defined as a significant factor in this 

study. The style's emphasis upon delegation allows teachers to share responsibility for 

key decisions, such as the development of the curriculum.  "Principals who are 

transformational leaders play a key role in establishing the school as an intellectual 
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environment and teachers, sharing the responsibility for transformational leadership, 

enhance this intellectual atmosphere" (Printy et al., 2009, p. 507). Teachers involved in 

the process of policy development feel responsible for those policies. Their personal 

investment creates a stake for these teachers, helping to keep them motivated in ensuring 

success. When that success is achieved, these involved teachers then enjoy the benefits of 

success because they know that they contributed directly to it with their effort. 

 Within the specific setting of international schools, transformational leadership 

appears to be particularly effective in creating the circumstances required to retain 

teachers (Mancuso et al., 2010).  Transformational leadership enables principals to 

provide support to their teachers, a necessary precondition for a positive teaching 

environment. In addition, transformational leadership enables principals to encourage 

collaboration with and among their instructors. Teachers employed at international 

schools view transformational principals as effective and supportive, characteristics 

which help to motivate them to remain.  

School Organizational Culture 

Sociocultural issues and concerns become more distinct when communication 

barriers persist within the educational setting.  Ingersoll (2001b) notes that teachers who 

feel ostracized due to culture, or teachers who do not feel they can connect to the school’s 

culture and values, will not feel attached to the overall environment.  The largest factor in 

building a cohesive community, then, becomes the effectiveness of cultural 

communication that translates between cultures, forming a cross-cultural line from which 
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a teacher can combine learning experiences by establishing a multi-cultural connection to 

all school stakeholders. 

The ability to work within an already-constructed community is a difficult 

endeavor for which many foreign hires are unprepared (Thomas, Wingert, Conant, & 

Register, 2010).  The teacher may not directly understand the dynamics of the community 

they have joined, and further, they may not know how to become an active member of the 

school community.  In large part, the school community needs to embrace the foreign 

hire and help them become a part of the community, to build their trust, create a bond, 

and to establish relationships that will generate their loyalty and stability. 

It is essential that schools develop organizational culture activities to ensure that 

all members of the community feel they belong, such as recognition ceremonies, 

integration activities involving all stakeholders, and activities where members of the 

school community can work together to accomplish a given goal.  These events will 

strengthen the bonds between the existing stakeholders, and help new hires easily adapt 

to the new community (Lumby, 2012). When these connections are made, all members of 

the community will feel more connected, and this will have a positive impact on teacher 

retention.   

Salary and benefits packages 

Although most teachers enter the education profession for reasons other than 

monetary gain (Allen, 2013; Bond, 2001; DeAngelis & Presley, 2011; Williams, 2003), 

this does not mean that teachers should be paid as they are. Teachers’ salaries are low, on 

average 20% less than careers with comparable education and training (Bond, 2001; 
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Cooper & Alvarado, 2004; Culp, 1990; Darling-Hammond, 2003; Ingersoll, 2004a; 

Ingersoll & Smith, 2003). As it stands, the profession is competing for talented university 

graduates, and with the low wages and benefits, it is becoming more and more difficult to 

attract and retain talented teachers. School administrators need to work with their school 

boards to improve overall salary and benefits packages. As seen in Desroches (2013), 

Mancuso (2010) and Odland (2007), and supported by the data in this study, teacher’s 

salary and benefits packages do influence teacher retention and turnover.  Strong 

compensation packages, complemented with the other factors detailed in this study, will 

most likely lead to higher retention rates in the AdvancED/ACCAS schools in Colombia. 

Extra benefits 

 As stated above, benefits packages can increase teacher retention in international 

schools, but the AdvancED/ACCAS schools would benefit in comparing and 

benchmarking the extras in benefits packages. For example, housing allowances that 

allow for high quality living accommodations, providing teachers with Spanish language 

classes, having a supportive human resources department and providing scholarships for 

teachers with children would provide a strong incentive for foreign a hired faculty to stay 

at their current schools.  While many of the schools offer some of these extra benefits, it 

was clear through the qualitative data that there was a lack of consistency from school to 

school. Providing these extra benefits would likely be cost effective, as compared to 

simply raising teachers’ salaries, and will undoubtedly demonstrate to the expatriate 

faculty that the school cares for its teachers’ success. 

Mentoring and induction programs 
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Mentoring and support programs have not been historically common in the 

teaching profession (Hipple, 1999; Ingersoll, 2004b; Ingersoll & Smith, 2004; Kelley, 

2004), and less common when looking at international schools (Hardman, 2001). While 

most school districts in the United States, and many international schools abroad, now 

have teacher induction programs, the quality and depth of these programs make a 

significant difference in teacher retention, especially within the first few years of a 

teacher’s career (Darling-Hammond, 2003; Ingersoll & Kralik 2004; Ingersoll & Smith, 

2004; Ingersoll & Strong, 2011). Young teachers are often left to “sink or swim” in their 

first teaching assignments. While they may come prepared from the university to teach 

the curriculum, they struggle with many of the day-to-day struggles in their schools. 

Ingersoll and Smith (2004) state that induction and mentor programs can help eliminate 

these stressors for young teachers and improve the likelihood of success in the school. 

While there are many types of programs in place, the most effective include several 

specific components. These components include 1) a mentor from the same field; 2) 

beginning teacher seminars; 3) common planning time with team members; 4) 

collaboration with others; 5) external teacher networks; 6) supportive communication; 7) 

reduced teaching schedules; 8) reduced number of class preparations; and 9) the 

assistance from a teacher’s aide (Ingersoll et al., 2012; Ingersoll & Smith, 2004; Ingersoll 

& Strong, 2011). As one would expect, the more of these components teachers receive, 

the more likely they are to stay at a given school. It is incredibly important for school 

administrators to include induction programs into their schools if they hope to have better 

retention rates. 
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Community liaison programs  

 Given the data in this study, and the similarities seen in both Desroches (2013) 

and Odland (2007), teachers who form strong bonds with the local community, including 

adapting to and appreciating local (Colombian) culture, are more likely to be retained. 

School administrators can create programs that provide participation in important local 

events and connecting expatriate teachers with school families to serve as cultural 

ambassadors. These connections are important in helping teachers discover a life outside 

of the school walls, and allow them to make important friendships with members of the 

local community.   

Recommendations for Continued Investigation 

Impact of teachers with local spouses or local “significant others”: 

A major factor in personal life satisfaction is determined by whether or not the 

teacher has a significant other who is supportive. Through the qualitative research 

process, participants stressed the importance of having a local spouse or local significant 

other, and based on these comments, expatriate teachers with local significant others may 

actually stay longer at the school. This trend was also seen in Desroches’ (2013) study on 

teacher turnover. As Desroches (2013) stated, the traditional practice of schools at 

recruiting fairs is to look for married teaching couples because they are seen as more 

stable. Given the results of this study, further exploration of expatriate teachers’ 

significant others should be made in order to determine if this is a factor in higher 

retention rates.  
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Investigation into school policies that prohibit expatriate teachers for staying beyond a 

set number of years at a school 

 Keeping good teachers is a priority for almost all schools, both in the United 

States and internationally. Policies that prohibit expatriates from renewing beyond a 

certain number of years add greater difficulty and confusion for both teachers and 

administrators who depend on foreign-hires to maintain consistency.  While some of 

these policies may be mandated by the Colombian government, a detailed investigation 

into Colombian law, compared with school policy, is warranted.    

 

 

Investigation into cultural competence of expatriate teachers 

 Although Sims (2011) conducted a study investigating cultural “embededness” as 

it relates to teacher turnover, the study does not specifically examine cultural 

competence. Through the process of this research, it appears that only one school actively 

addresses cultural competence, and requires teachers to participate in a basic workshop to 

help understand the intensity factors (Paige, 1993) they may face upon moving to 

Colombia.  Cultural competence and the ability of the teacher to absorb and become 

acclimatized to the school atmosphere as a foreign hire is a critical component to their 

success at the school and will determine their likelihood of staying at their current school. 

There is an opportunity to explore the effects of cultural competence on teacher retention 

using Bennett’s (2004) model of intercultural sensitivity.  Understanding which stage of 
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intercultural sensitivity a expatriate teacher is in would add incredible depth into 

understanding the factors that lead to teacher retention.  

Conclusion 

There are several important findings from this study that can help school 

administrators in the AdvancED/ACCAS schools improve teacher retention.  When 

making determinations about staying at their current school, expatriate teachers consider 

both personal and institutional factors when making a decision to stay.  It is important 

that the administrators in these schools provide consistent support, promote a positive 

school community, communicate clearly and concisely, and provide reasonable 

workloads with ample preparation time. Additionally, the school leaders must understand 

the importance of individual and personal factors that teachers face as expatriate faculty 

members. Leaders should do their best to provide a quality personal life, improve living 

conditions for their teachers, provide fair salary and benefits, facilitate connections to the 

community, and offer Spanish language classes. According to the respondents, all of 

these issues were of high importance and were considered when making the decision to 

stay at a particular school; and furthermore, that if one or more of the issues persisted, the 

likelihood of staying at their current school would definitively be compromised.   

School administrators must understand that they play a pivotal role in teacher 

retention. Not only is it important that school administrators be perceived as being 

supportive, good communicators and sensitive to teachers’ individual needs, but they 

must also be excellent leaders. Transformational leadership, or leadership styles that 

allow for teachers to have a voice in the decision-making process, may help school 
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leaders retain quality teachers and ultimately improve student performance. Given the 

evidence from this study, and other studies before it, developing these kinds of leadership 

skills will build sustainable capacity for student learning and school performance, and 

may increase teacher retention in schools. 

Ultimately, living and teaching in Colombia is difficult and potentially 

challenging for expatriate teachers, especially when they come unprepared for the living 

conditions or do not have a strong enough background in Spanish to communicate easily 

and overcome cultural barriers.  This study has shown that not only can the factors 

affecting teacher retention be anticipated, but they can become a focus for change for 

school leaders that will lead to improved teacher retention.  If schools can successfully 

address these factors, teacher retention is far more likely to improve.
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Appendix A: Letter to Teachers Soliciting Participation in Survey 

 

May 19, 2014 

 
Dear Colleagues, 

 

My name is Brian Kelly, and I am a doctoral student in the department of Organizational 

Leadership and Policy Development at the University of Minnesota. I am also the Middle School 

Principal at Colegio Bolivar in Cali. 

 

I am just beginning the research phase of my dissertation. I am specifically exploring the factors 

that influence foreign-hire teacher retention at the AdvancED/ACCAS schools in Colombia. For 

this study, foreign-hire teacher is defined as any teacher that works in an AdvancED/ACCAS 

school that is not a Colombian citizen. If you are a teacher that has elected to stay at one of our 

schools for longer than the initial contract, I would like to invite you to participate in this 

study. Your opinion and experiences will give me valuable information that can help 

administrators throughout our region improve the retention rates of our foreign-hired faculty. If 

you are a teacher that has extended your contract, no matter if it was at another school in 

Colombia, I would like you to complete the survey by accessing the link at the end of this 

communication. 

 

The survey will be conducted through a program called Qualtrics, and entirely online process that 

will take approximately 15 minutes to complete. The survey is called Expatriate Teacher Retention 

in Colombian Schools, and it is designed to collect general information about the institutional and 

individual factors that contribute to retaining quality teachers. 

 

Participation in this survey is strictly voluntary and is entirely anonymous. All information 

collected will be used by the researcher only, and no information will be collected that will reveal 

identity of the respondents. By clicking on the link below and completing the actual survey, you 

are giving your informed consent to participate in the study. 

This study has passed the approval of the University of Minnesota Institutional Review Board 

(IRB). There are no anticipated risks or discomforts for participating in this study. As teacher 

retention is important factor in the achievement of students, and for the continuity of school 

programs, there are many potential benefits for this study. Information will be shared with school 

directors and principals which could positively impact retention strategies within our schools. Your 

opinions and feedback is greatly appreciated as I complete this important research. 

 

Should you have any questions regarding this study, please contact the researcher at 

bkelly@colegiobolivar.edu.co.  Thank you for your participation.  

 

Link to access survey: xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx@qualtrics.com  

 

Cordially, 

 

 

Brian Michael Kelly 

Doctoral Candidate, University of Minnesota 

 

mailto:bkelly@colegiobolivar.edu.co
mailto:xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx@qualtrics.com
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Appendix C: Focus Group Solicitation Letter 

 

 

April 23, 2014 

 

Dear (Director Name): 

 

As you know from my previous emails, I am a doctoral student in the Department of 

Organizational Leadership, Policy and Development at the University of Minnesota and I 

am beginning the research phase of my dissertation. I am specifically exploring the factors 

that influence teacher retention at the AdvancED Accredited/ACCAS schools in 

Colombia.  

 

I am hoping that I can get your help with the qualitative phase of my research. I would 

very much like to conduct focus groups at (school). Ideally I would like to meet with two 

groups of teachers. These teachers must be foreign-hired and have signed at least one 

contract extension beyond their initial two year contract. The teachers should be selected at 

random and can be combined in any way that fits their teaching schedules. Each focus 

group should have a maximum of 8 teachers.  

 

I know the end of the year is extremely busy, but I was hoping to visit (school) the last 

week of (date). I am, however, flexible with the dates.  

 

Again, I thank you for your help as I move forward with my dissertation. I believe this is 

an important study for our region and I will most certainly share the results upon the 

completion of my research. 

 

Sincerely, 

 

 

 

Brian Michael Kelly 

Middle School Principal 

Colegio Bolivar 
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Appendix D: Focus Group Questions 

 

Introduction: 

 

Good morning and welcome to our session. Thank you for taking the time to join our 

discussion of teacher retention. My name is Brian Kelly and I work at Colegio Bolivar in 

Cali. I am attempting to gain information about the factors that influence teachers to stay 

beyond their initial contracts in our community schools. I have invited foreign-hired 

teachers from AdvancED accredited schools to share ideas.  

 

You were selected because you have certain things in common that are of particular 

interest to us. You are all teachers at either bilingual or international schools and you are 

all teachers who have signed contract extensions beyond the original two-year contract. I 

am particularly interested in your views because you are representative of other teachers in 

our region.  

 

This morning we will be discussing the factors that influence teacher retention. This 

includes both individual and institutional factors that have influenced your decisions to 

stay at your school. There are no right or wrong answers but rather differing points of 

view. Please feel free to share your point of view even if it differs from what others have 

said.  

 

Before we begin, let me remind you of some ground rules. Please speak loudly and clearly, 

in English, and I ask that only one person speaks at a time. I am digitally recording the 

session because I don't want to miss any of your comments. If several people are talking at 

the same time, the recorder will not be able to get all of your comments. We will be on a 

first name basis today, but in my final report there will not be any names attached to 

comments. You may be assured of complete confidentiality. Keep in mind that we're just 

as interested in negative comments as positive comments, and at times the negative 

comments are the most helpful. Our session will last about an hour and a half, and we will 

not be taking a formal break. 

 

Now it is time to begin. We've placed name cards on the table in front of you to help us 

remember each other's names. Let's find out some more about each other by going around 

the room one at a time. Please tell us your name, your position in the school, and what 

grade level(s) you teach. 
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# Question Time 

1 Please tell us your name, your position in the school, and what grade 

level(s) you teach. 

5’ 

2 Talk to me about the school community and culture. How would you describe 

the community/culture of Colegio X? 

 

Follow-up: To what extent does school community affect teacher retention? 

5’ 

3 What are the best qualities of Colegio X? 

 
5’ 

4 In what ways does the school appreciate its teaching faculty? 5’ 

5 ‘Support from School Administration’ was an important retention factor 

for teachers that completed the online survey. In what ways does the 

support from school administration impact teacher retention?  

 

Follow-up: Communication and Leadership style 

10’ 

6 ‘Quality of Life’ was an important retention factor for teachers that 

completed the online survey. In what ways does ‘Quality of Life’ impact 

teacher retention?  

 

Follow-up: Living Conditions 

10’ 

7 ‘Teacher Workload’ was an important retention factor for teachers that 

completed the online survey. In what ways does ‘Teacher Workload’ 

impact teacher retention?  

 

Follow-up: Salary and Benefits 

10’ 

8 Tell me the reasons why you, personally, have decided to sign a new contract 

with Colegio X. 

 

15’ 

9 Is there anything that school administration can do to improve teacher 

retention at Colegio X? 

 

Follow-up: Mentor and induction programs? 

10’ 

10 Are there any further comments in regards to the factors that influence 

teachers to sign an additional contract with Colegio X? 

5’ 

 

*NOTE: Several follow-up questions were asked during the seven focus group sessions, 

depending on the responses of the teachers. The follow-up questions written above were 

asked to all groups 


