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Introduction and summary

As a nation, we need to undertake strategic efforts to retain and increase the 
number of effective teachers of color in our educator workforce. Teachers of color 
are significantly underrepresented in the public school population, despite the 
fact that the number of students of color is growing rapidly. We must make sure 
that all students—especially this new stream of diverse learners from different 
cultural and language backgrounds—have access to not only high-quality educa-
tion opportunities but also a high-quality and an equally diverse teaching force. 
Greater teacher diversity will help ensure that today’s students are prepared to 
succeed in the future workforce, some in various educator roles.

The first report in this series, “Teacher Diversity Revisited: A New State-by-State 
Analysis,”1 explores the growing diversity of the student population in public 
schools, as well as the shrinking diversity of many state and regional teaching 
forces. The second report, “The Leaky Pipeline for Teachers of Color: Getting 
More Teachers of Color into the Classroom,”2 tracks how people of color enter 
and negotiate the educator pipeline, examines critical junctures that limit or 
expand the participation of people of color in this pipeline, and highlights strate-
gies that need further exploration and intervention. 

This report, the third in the series, focuses on the need to retain teachers of 
color—specifically, those who effectively improve student achievement. It 
explores reasons for low teacher retention rates and discusses promising retention 
policies and practices to ensure that the most capable teachers of color enter and 
remain in our public schools. Our goal is to generate a serious dialogue among 
educators and policymakers, as well as within communities of color and among 
their representatives, about the actions necessary to appreciably increase the num-
bers of effective teachers of color in public schools. We need to be committed to 
retaining these teachers and ensuring that they are major components of a diverse 
and competent workforce. 



2  Center for American Progress  |  Retaining Teachers of Color in Our Public Schools

This report’s findings include:

•	 Retention is key to retaining more teachers of color. Research on the retention 
and turnover of teachers of color closely parallels research on new teachers, who 
also leave the profession at disproportionately high rates.3 It is critical that we 
give attention to the needs of both of these groups. While much has been done 
in the past 25 years to substantially increase the numbers of teachers of color in 
public schools, high levels of attrition offset these successes.4

•	 Teachers of color are crucial to all schools. Teachers of color are more likely to 
work and remain in high-poverty, hard-to-staff urban schools and districts than 
their white counterparts; in fact, they often consider it an important duty to do 
so.5 What’s more, teachers of color are known to be personally committed to the 
success of children of color, and they affect a wide range of student academic 
outcomes. They also serve as powerful role models for all students and prove 
that teaching can be a viable career for people of color. 

•	 The conditions that teachers of color face in high-poverty, hard-to-staff urban 

schools and districts work against their success and longevity in these schools, 

as well as in the profession as a whole.6 Factors that support teacher retention 
are amenable to social, cultural, financial, and human resource policy changes 
well within the capacity of schools and districts to address.7 

Based on these findings, state, district, and school leaders, as appropriate, should 
take the following steps to increase the numbers of—and retain—effective teach-
ers of color in our public schools: 

•	 Provide innovative teacher-preparation approaches in university-based and 
alternative-certification programs, new frameworks for transitioning from 
trainees to fully functioning, effective teachers and supporting novice teachers, 
and career development for teachers of color that focuses on ways to explicitly 
support and retain educators who can be successful in schools with high propor-
tions of students of color. 

•	 Address conditions in urban, hard-to-staff schools that compromise the effec-
tiveness and retention of teachers of color.
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Communities of color, their advocates, and policymakers, should:

•	 Develop a priority focus on attaining a more diverse and representative teacher 
workforce, with the specific goal of having local and state workforces reflect the 
racial, ethnic, and linguistic compositions of classrooms.

•	 Require teachers to be well grounded in the subjects they teach and effective at 
ensuring our children learn and achieve.

•	 Press for actions to support and retain effective teachers.

Together, state, district, and local school leaders—as well as organized communi-
ties of color—can begin to remedy the low representation of people of color in the 
teaching force. States and districts can work to enforce needed changes in teacher 
preparation and support to increase the retention of teachers of color. For their 
part, communities of color can work to highlight the need to develop and support 
more effective teachers of color in our schools and steer more capable individuals 
toward the profession.
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Background

Teachers of color are a subset of a profession that is currently undergoing many 
challenges affecting the level of teacher turnover. Among these challenges are a 
perceived loss of prestige; a low bar for entry, preparation, and credentialing at a 
time when more students need the highest-quality teaching available; stagnant 
approaches to the way teachers are trained, promoted, and compensated; and anti-
quated pension systems that do not align with the mobility, aspirations, and career 
patterns of today’s educators.8 

Teachers are also undergoing new, more rigorous evaluations of their classroom 
performance, which will affect personnel decisions and prescriptions for support 
and improvement.9 These actions are the result of current public policy, which is 
based on the belief that teachers should be accountable for student growth and 
achievement and that the results of evaluations should support improvement in 
teaching quality. Barring improvement, ineffective teachers should be counseled 
to consider other fields of employment or be dismissed. This will allow classrooms 
to be populated with the most diverse, effective teachers with the greatest poten-
tial for success. 

In addition to facing these challenges and changes in the field, teachers of color 
have the added distinction of being significantly underrepresented in their profes-
sion at a time when students of color are emerging as the dominant sector of the 
public school population. (See text box) 
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•	At the national level, students of color make up almost half 
of the public school population. In contrast, teachers of color—

those who are not non-Hispanic whites—make up only 18 percent 

of the teaching force, and almost every state has a large teacher 

diversity gap. In a number of states, this gap is widening.10 

•	These figures contrast with the makeup of the general 
population. In 2012, non-Hispanic whites comprised almost two-

thirds—63 percent—of the total population; people of color com-

prised the remaining 37 percent: 16.9 percent were Hispanic, 13.1 

percent were African American, 5.1 percent were Asian, 2.4 percent 

were people of two or more races, 1.2 percent were American Indian 

and Alaska Native, and 0.2 percent were Native Hawaiian and Other 

Pacific Islander.11 The adult population reflects similar proportions: In 

2012, non-Hispanic whites made up 66 percent of the adult popula-

tion, while people of color made up 33 percent.12 

•	The composition of students of color in public schools is 
changing. Between 2011 and 2022, enrollment in public elemen-

tary and secondary schools will increase 7 percent. During this time, 

the enrollment of Hispanic students will increase by 33 percent; the 

enrollment of Asian students will increase by 20 percent; and the 

enrollment of African American students will increase by 2 percent. 

The greatest increases will be seen in the South and the West.13 

Demographic trends of students and teachers of color
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Access to effective  
teaching and high-quality 
educational opportunities 

The education literature supports the need to recruit and retain greater numbers 
of teachers of color in response to changing student demographics.14 As a rapidly 
growing segment of the population, students of color will require high-quality 
educational opportunities, including access to effective teaching as they progress 
toward postsecondary education and careers. This is important because research 
demonstrates that effective instruction has more influence on student performance 
than do other school resources.15 It is also well documented that disadvantaged stu-
dents—who are likely to be students of color—receive less-effective teaching than 
their white counterparts, which contributes to overall achievement gaps.16

These students need high-quality educational opportunities; they also need to be 
exposed to a wide range of cultural and linguistic experiences. One way to ensure 
this occurs is by providing them with educator role models of diverse races and 
ethnicities.17 Of particular concern is these students’ exposure to male teachers 
of color, who are significantly underrepresented in our schools.18 In response, the 
U.S. Department of Education has launched a national recruitment campaign in 
search of more diverse, highly qualified teachers, as well as a five-year initiative—
fronted by MSNBC contributor Jeff Johnson and other public figures—to train, 
place, and develop 80,000 African American teachers by 2015.19

Emerging research reflects the positive impacts that teachers of color have on a 
range of academic outcomes for students of color, including school attendance, 
retention, standardized test scores, advanced-level course enrollment, and college-
going rates.20 For example, a study of the relationship between the presence of 
African American teachers in schools and African American students’ access to 
equal education in schools found that fewer African Americans were placed in 
special-education classes, suspended, or expelled when they had more teach-
ers of color, and that more African American students were placed in gifted and 
talented programs and graduated from high school.21 These findings are attributed 
to teachers’ of color affinity for infusing their classrooms with culturally relevant 
experiences and examples, setting high academic expectations, developing trusting 
student-teacher relationships, and serving as cultural and linguistic resources—as 
well as advocates, mentors, and liaisons—for students’ families and communities.22
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These findings do not mean that all teachers of color achieve these benefits or that 
white teachers cannot or do not. They do mean, however, that efforts must be made 
to aggressively train, recruit, and retain effective teachers of all races and ethnicities 
to prepare new, larger youth populations—many of which are largely made up of 
first- and second-generation immigrants—for postsecondary education and careers.

The revolving door 

One way to remedy the low numbers of teachers of color in public schools is to 
staunch their exodus by promoting higher retention rates. This is critical, as teach-
ers of color are more likely to work in public schools that serve high-minority, 
high-poverty urban communities than their white counterparts.23 Additionally, 
teachers of color are often motivated by humanistic commitments to improve the 
lives of low-income students and students of color and to bridge the cultural gap 
that many of these students experience in school.24 Over the past two decades, the 
growth in number of teachers of color has almost doubled, outpacing the growth 
of white teachers. However, successful efforts to recruit more teachers of color to 
schools in disadvantaged areas are largely negated by the revolving door of attri-
tion: In general, teachers of color have higher turnover rates than do other teach-
ers.25 Moreover, male teachers of color are more than two times as likely as female 
teachers of color to leave the field.26

There are many reasons for the underrepresentation of effective teachers of color, 
including inadequate early academic preparation, which leaves too many people of 
color unprepared for a teaching career; it can manifest as failure to graduate from 
high school, to enter and succeed in postsecondary education, or to pass compe-
tency tests at the teacher-preparation or certification level. Other reasons include 
inadequate high school counseling; expanded opportunities in other careers; 
limited access to higher education or high-quality teacher-preparation programs 
due to socioeconomic circumstances; the amount of discrimination people of 
color experienced en route to the teaching field; or general dissatisfaction with the 
teaching profession, a result of low salaries and low occupational prestige.27 

Once in the classroom, challenging teaching conditions and a lack of professional 
and administrative support quickly drive teachers of color from the profession. 
Exiting teachers cite poor preparation, insufficient classroom support, and limited 
opportunities for career advancement as reasons for leaving.28 
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The following sections highlight some factors linked to low teacher retention and 
high turnover.

Challenging teaching conditions

High turnover for teachers in general is attributed to poor working conditions in 
high-poverty, urban communities. These conditions include lower salaries than 
those in low-poverty school districts, concerns about school safety, larger class 
sizes, limited instructional resources and professional-learning opportunities, low 
student achievement, and high rates of discipline problems.29 

But while certain factors—including large numbers of students in poverty or 
high concentrations of students of color—are strongly related to whether white 
teachers stay at or leave a school, this is not the case with teachers of color. For 
these teachers, organizational conditions—such as low levels of administrative 
support, lack of classroom autonomy, and lack of collective faculty decision-mak-
ing influence—often trump financial and resource factors, including money for 
instructional materials and professional-development opportunities.30 Based on 
these findings, education researchers Richard Ingersoll and Henry May recom-
mend that among other policy-amenable aspects, high-minority, urban schools 
should shift their focus to improving organizational conditions to increase their 
chances of retaining teachers.31 For example, if policymakers and administrators 
implement more coherent human resource approaches, they can positively affect 
the ways in which schools are organized, managed, and operated.32

Professional support and opportunities for career advancement

Researchers at the Harvard Graduate School of Education examined the stages 
of the teaching career, paying particular attention to the kinds of support and 
advancement opportunities that could influence a teacher’s decision to remain in 
a school or to leave the profession.33 The researchers’ focus was not on teachers of 
color, but their findings are nonetheless applicable to teachers of color at various 
stages of their careers. 

Researcher Susan Moore Johnson and her colleagues found the highest turnover 
rates in the early and later stages of the teaching career. The degree to which new 
teachers felt they were teaching students well was an important driver of their 
persistence. The researchers found that high-quality mentoring—while rare—and 
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first-year teachers’ induction into the teaching profession are associated with 
improved satisfaction and retention of new teachers. Meanwhile, the researchers 
found that the following strategies boosted the retention of experienced teach-
ers: high-quality professional development that helped them hone their craft and 
develop new skills; new and differentiated roles, including leadership roles outside 
the classroom; and career ladders that provided increasing levels of responsibility 
and leadership or that rewarded outstanding teaching practices.34 

Certification, gender, and group affiliation

Gender and certification status are also significant, unique predictors of whether 
teachers of color leave the field. Male teachers of color are more than two times as 
likely to leave teaching as are female teachers of color, and teachers of color who 
are certified in their main teaching field are only half as likely to leave the field as 
are other teachers.35 Researchers Hilary Kissel, Patrick Meyer, and Xiaofeng Liu 
concluded that the current move toward enforcing teachers’ certification in their 
primary teaching fields should help improve retention of teachers of color.36

Another factor that affects male teachers of color is group affiliation. Researchers 
Travis Bristol and Ron Ferguson found that African American male teachers 
were more content at their schools and less likely to leave their current school if 
they were not the sole male of color there; they preferred to be part of a group of 
African American male teachers.37 According to the study, respondents who were 
the only African American men on the faculty indicated a greater desire to leave 
their current schools, even in a slow economy, than did respondents with four or 
more African American men on the faculty.38 

Alternative, short-term certification programs39

Betty Achinstein and her colleagues found that retention rates in the overall 
teacher workforce tended to be lower for teachers who attended alternative, short-
term certification programs than they were for teachers who attended traditional 
college-based preparation programs. Although no study has directly examined 
if this pattern holds true for teachers of color, research has revealed that higher 
proportions of teachers of color received their preparation in alternative programs, 
compared to white teachers, who tend to graduate from traditional, university-
based programs.40 
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Critics of these alternative programs say they offer shortcuts into teaching, often 
lack rigor, and do not provide enough clinical experience before placement in the 
classroom. Research on these programs has yielded mixed results with respect to the 
performance of their graduates compared to the performance of traditional route 
graduates.41 Nevertheless, these programs offer options for a more diverse group of 
future teachers than traditional teacher-certification programs. Significantly, they 
appeal to career-changers: individuals who did not pursue an education major in 
college, but seek to give back to their communities by entering the profession. Such 
programs should be preserved, and their quality should be enhanced.
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Policy recommendations

Improvements in retention start at initial preparation and continue through cer-
tification into the profession and the critical first years of teaching. As discussed 
above, retention is dependent on teaching conditions and relies in part on the 
individual’s motivation for teaching, as well as what they view as the potential for 
a successful and rewarding career. 

Researchers who have reviewed studies of retention and turnover rates for 
teachers of color conclude that solutions are largely within the realms of public 
policy and parallel research on teacher retention in the larger workforce, includ-
ing research on the retention of new teachers. Turnover for new teachers is 
particularly acute: Up to 50 percent of new teachers leave the profession within 
five years.42 Researchers also indicate that there is much we do not know about 
the factors critical to retaining teachers of color, and that more can be done to 
inform supportive and retention policies.43

Recommendations for improving the retention of teachers of color are discussed 
below. Some apply to all teachers—such as improving teaching effectiveness for 
diverse student populations—and some are specific to retaining effective teachers 
of color. We focus first on actions that states, districts, and school leaders can take. 
We then shift our attention to actions and advocacy efforts that communities of 
color should consider.

States, districts, and school leaders

As appropriate, states and school districts and local leaders should strive to pre-
pare, support, develop, and retain effective teachers, particularly new teachers and 
teachers of color.
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Before they reach the classroom, teachers need to be prepared. States should 
therefore incentivize producers to develop innovative approaches to teacher 
preparation in both university-based and alternative-certification programs. 
Districts and schools should develop new frameworks to support these teachers 
as they transition into their jobs and develop their skills. They should also allow 
teachers of color to develop in their jobs in ways that support their retention. This 
is particularly important for teachers of color who can work successfully in schools 
that have high proportions of students of color. 

Below, we explore each of these ideas in greater detail. It should be noted, how-
ever, that more research is needed on teacher retention; according to Achinstein 
and her colleagues, these approaches significantly improve retention rates, but 
more work is needed to verify program impacts and to identify specific character-
istics that contribute to the retention of teachers of color.44 

Reform teacher preparation in ways that  
produce greater numbers of effective teachers

Harvard University researcher Thomas J. Kane proposes a new model of teacher 
training that combines reforms from different sources of initial training, including 
higher admission standards for teacher-training programs, higher-quality train-
ing that includes clinical training, and greater selectivity in what teachers go to 
what schools, in terms of grade-point averages and performance evidence.45 These 
actions would help elevate the status of teaching by focusing on the most capable, 
highest-performing candidates, providing them with the best theoretical and 
real-world experiences, and ensuring that they are competent and classroom-ready 
teachers upon graduation.

As it currently stands, however, teacher preparation in this country is not consis-
tently of high quality. We need to improve basic preparation measures to produce 
competent and school-ready graduates who have the greatest chance of success 
in challenging school settings and with diverse student populations. The text box 
below explores the deficits of teacher-preparation programs. 
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Put simply, the current teacher-preparation model does not do 
enough to ensure that the best candidates are ready for teach-
ing jobs, especially those in low-income urban settings and 
those with diverse student populations. In addition to higher 
admissions standards, there is a need for greater collaboration 
between teacher-preparation programs and the school dis-
tricts likely to hire program graduates. This will ensure that the 
training these programs provide aligns with the classroom and 
student needs of the districts.

The call for greater selectivity in program admissions and 
initial selection has been met with concern that these actions 
will further limit the number of potential teachers of color. 
Researchers attribute increased standards in the field, in man-
dated assessments, and in licensure examinations to the short-
age in teachers of color.47

The nuances of program selectivity, improved standards, and 
their impacts on teachers of color are beyond the scope of this 
report. However, it should be noted that selectivity, quality, and 
diversity are not mutually exclusive. The National Council on 
Teacher Quality’s 2013 report48 identifies 83 undergraduate and 
graduate education programs that earn a “Strong Design” designation because 
of their selectivity, high quality, and the fact that they produce a diverse group of 
graduates.49 There is a need for more teacher-preparation programs to embrace 
calls for higher quality and candidate expectations—indeed, to marry the call for 
quality and diversity. Improved preparation will go a long way toward minimizing 
the number of new teachers that enter our schools ill-equipped and quickly exit 
through the revolving door. 

The same holds true for alternative-certification routes. Although these programs 
have been an important source of male teachers and male teachers of color in 
the past—especially for hard-to-staff districts and subjects—they must provide 
rigorous preparation and ongoing support to their trainees to help them meet high 
standards of effectiveness in classrooms with diverse student populations. In this 
way, we can ensure that these classrooms retain effective teachers.

According to the National Council on Teacher 

Quality,46 only one in four teacher-preparation 

programs in the United States restricts ad-

missions to the top half of the college-going 

population. Furthermore, a large majority—71 

percent—does not provide elementary teacher 

candidates with practical, research-based train-

ing in reading instruction methods, and almost 

all programs—93 percent—fail to ensure a high-

quality student-teaching experience in which 

candidates are assigned to highly skilled teachers 

and receive frequent concrete feedback. Further-

more, only 11 percent of elementary programs 

and 47 percent of secondary programs provide 

teachers with adequate content preparation in 

the subjects they will teach. 

Quality components are  
in short supply in teacher-
preparation programs
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Develop models and frameworks for teaching in high-need schools 

Beyond the basic measures of quality discussed above, states, districts, and 
school leaders need to do much more to design frameworks for teaching in high-
need schools. They should focus on the teaching of specific subjects and how 
best to work with English language learners and special-needs students, as well as 
with low-income families.50 Barnett Berry—founder and president of the Center 
for Teaching Quality, an education advocacy organization—and his colleagues 
recommend that higher-education institutions collaborate with school districts, 
local education funds, and other community-based organizations to develop 
programs that endorse new teachers who have learned to work with these groups 
and who are prepared to lead. 

Efforts that focus on the first years of teaching are important to combat the sink-
or-swim environments that too many new teachers—both white and those of 
color—experience and that determine their effectiveness and retention in high-
need schools. High-quality teacher residencies, mentor programs, and compre-
hensive induction can bring targeted support and real-world experience into the 
training framework.51 Berry recommends improving preparation by expanding 
urban teacher residency models, or UTRs.52 Through UTRs, teacher candidates 
receive practical learning experience and the support network they need to be 
effective in real-life classrooms. Early studies looking at program graduates’ effec-
tiveness and high retention rates suggest that these models hold great promise for 
preparing and supporting teachers in high-need urban schools.53 

To effectively put these models into practice, it is important to incentivize expe-
rienced teachers of color to work in schools with high concentrations of stu-
dents of color and in multicultural communities with expanded career pathways, 
additional professional supports, and recognitions such as advanced certifica-
tion and higher pay. In this manner, teachers of color can become teacher lead-
ers—master teachers, mentors, coaches, and team leaders—furthering efforts to 
improve teaching quality in these schools. States, districts, and schools should 
thus consider what training, supports, and incentives are most appropriate for 
veteran teachers of color.
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Maintain high levels of job performance

As noted earlier, teachers leave schools and the field because they feel unprepared for 
the job and unsupported in the classroom. They also leave if they feel unrewarded 
and if they see few opportunities for career advancement. This leads to the churn of 
novice and less-effective teachers among low-performing schools and out of teach-
ing,54 while more effective teachers tend to move to less-challenging, low-poverty 
and low-minority schools.55 For these reasons, it is important to guarantee that all 
schools, especially those with the highest-need students, have effective teachers. 

States and districts are in different stages of creating and implementing new, more 
rigorous teacher evaluation and support systems to inform personnel decisions, 
support improvements in instruction, and determine which students and schools 
have access to highly effective teachers. Teacher-evaluation results are necessary 
to identify and retain all teachers, but they are especially useful tools to identify, 
nurture, and retain effective teachers of color. 

Therefore, evaluation results should be categorized by teacher characteristics—
race, ethnicity, gender, age, and experience level. Schools and districts should 
use data from these systems to assess teachers’ effectiveness levels, to improve 
the weakest teachers through high-quality professional supports, and to identify 
schools with limited numbers of effective teachers of color. These data should also 
be used to determine rewards, compensation, and ways to align the skills of highly 
effective teachers with the needs of students and other teachers.56 

Address conditions in urban, hard-to-staff schools that compromise the 
effectiveness and retention of teachers of color

Our schools need teachers of color who are committed to serving students of 
color and students from low-income racial and cultural communities, and can 
improve overall student achievement. According to Achinstein and her col-
leagues,57 districts must build on teachers’ humanistic commitments to serving 
students of color through policies and programs that value these commitments. 
Districts must also couple these policies with actual improvements in schools’ 
working conditions. 
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To attract and keep teachers of color, these schools will need social, human, 
cultural, and financial resources, as well as organizational structures that support 
and empower teachers through greater classroom authority and faculty influence. 
Districts and schools must prioritize efforts to eliminate unwelcoming conditions 
for teachers and students of color by embracing the multicultural composition 
of the student body, eliminating negative attitudes about students of color, jet-
tisoning low expectations for these students’ achievement, promoting culturally 
relevant teaching, and minimizing teacher controls and constraints.58 

Retaining effective teachers of color also involves developing rewards and incen-
tives for the most effective teachers to work in these schools and lead other 
teachers in professional-learning communities focused on improving student 
outcomes. As noted earlier, this involves developing career pathways and other 
informed human resource strategies for teachers of color. Given the overwhelming 
presence of white teachers in the workforce, it also means providing better train-
ing for white teachers and administrators in how to foster and support optimum 
conditions for diverse groups of students and teachers.

Communities of color, advocates, and policymakers

Communities of color and those who advocate for them should develop a priority 
focus on retaining a more diverse, representative, and effective teacher workforce. 
Ultimately, both local and state workforces should reflect the racial, ethnic, and 
linguistic composition of students in the classroom.

Address the imbalance between students and teachers of color

It is to students’ benefit to have strong educators and role models who look like 
them and who share their cultural experiences; this can only help improve their 
levels of achievement. Therefore, communities of color should work with their 
members, as well as government agencies and their networks of community-based 
organizations, to generate interest in and support for the teaching profession 
among potential candidates of color. 

Communities of color must also work to identify and alleviate the underlying 
reasons for the underrepresentation of teachers of color in public schools. These rea-
sons may include poor preparation at the high school level; inadequate counseling; 
limited access to high-quality preparation and certification programs; and the school 
conditions, discussed above, which cause teachers of color to leave the profession.
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Ensure teachers are well grounded in their subject areas

Communities of color should make sure that all teachers meet and adhere to a 
basic requirement to be well versed in their subject areas. Only teachers who are 
informed about what they teach can effectively help students learn and achieve.

No matter their race or ethnicity, effective teachers are a premium; parents and 
community members should demand nothing less for their students. However, 
the extent to which students—and students of color in particular—derive addi-
tional value from a more representative teacher workforce is important and should 
be taken into consideration. Communities of color should therefore press for the 
retention and support of effective teachers of color.
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Conclusion

Through a concerted and sustained effort, we can achieve a more diverse and 
effective teaching force. The strategies presented above are a good start, but they 
alone will not be sufficient. Much more must be done to develop effective teachers 
who can keep up with the major demographic shifts currently taking place in the 
student population. 

States and school districts have the power to remove barriers to the retention and 
success of teachers of color. Those that do not address these barriers—by, for 
example, supporting high-quality teaching and reforming school conditions—will 
continue to face high turnover, destabilized faculties, and unsatisfactory student 
achievement levels. Communities of color must advocate for effective teach-
ing and encourage their children to prepare to enter a rigorous and demanding 
profession. This report’s findings underscore not only the need for a renewed 
policy focus on retaining the most effective teachers of color but also on support-
ing efforts to prepare teachers to be successful in classrooms with highly diverse 
student populations.



19  Center for American Progress  |  Retaining Teachers of Color in Our Public Schools

About the author

Glenda L. Partee formerly served as the Associate Director for Teacher Quality at 
the Center for American Progress. Her work focused on improvements in human 
capital systems in our public schools. Prior to joining CAP, she was an independent 
education consultant who advised and wrote for local and state school systems, 
education associations, foundations, and nonprofit organizations on diverse issues. 

From 2005 to 2009, Partee served in a number of capacities at the District of 
Columbia Office of the State Superintendent of Education, including as director 
of policy, research, and analysis, and assistant superintendent for postsecond-
ary education and workforce readiness. Previously, she was co-director of the 
American Youth Policy Form and held positions at the Council of Chief State 
School Officers and the National Association for Equal Opportunity in Higher 
Education. She was a member of the New York City Urban Teacher Corps and 
taught in schools in New York City and St. Croix, U.S. Virgin Islands.

Acknowledgements

Many researchers, advocates, practitioners, and policymakers contributed to 
the ideas represented in this report. I gratefully acknowledge their continuing 
efforts to highlight the disparity between the changing demographics of students 
in our public schools—which results in great diversity among our public school 
students—and the static composition of our teacher workforce, which does not 
reflect this diversity. I thank my colleagues in the education division of the Center 
of American Progress for their support in the development of this report, particu-
larly Ulrich Boser for his input and ideas on various versions, and Melissa Lazarín 
for her general support of this effort. Foremost, I thank Vanessa Càrdenas and the 
Progress 2050 staff for their work on the impact of demographic changes in this 
country and their interest in how it affects education and the teacher workforce. 
They provided much of the support for this report.



20  Center for American Progress  |  Retaining Teachers of Color in Our Public Schools

Endnotes

	 1	 Ulrich Boser, “Teacher Diversity Revisited: A New State-
by-State Analysis” (Washington: Center for American 
Progress, 2014), available at http://www.american-
progress.org/issues/race/report/2014/05/04/88962/
teacher-diversity-revisited/. 

	 2	 Farah Ahmad and Ulrich Boser, “The Leaky Pipeline for 
Teachers of Color: Getting More Teachers of Color into 
the Classroom” (Washington: Center for American Prog-
ress, 2014), available at http://www.americanprogress.
org/issues/race/report/2014/05/04/88960/americas-
leaky-pipeline-for-teachers-of-color/. 

	 3	 Betty Achinstein and others, “Retaining Teachers of 
Color: A Pressing Problem and a Potential Strategy for 
‘Hard-to-Staff’ Schools,” Review of Educational Research 
80 (1) (2010): 71–107, available at http://rer.sagepub.
com/content/80/1/71. 

	 4	 Richard Ingersoll and Henry May, “Recruitment, Reten-
tion and the Minority Teacher Shortage” (Consortium for 
Policy Research in Education, 2011), available at http://
www.cpre.org/sites/default/files/researchreport/1221_
minorityteachershortagereportrr69septfinal.pdf. 

	 5	 Achinstein and others, “Retaining Teachers of Color.”

	 6	 Ibid.; Ingersoll and May, “Recruitment, Retention and 
the minority Teacher Shortage.”

	 7	 Achinstein and others, “Retaining Teachers of Color.” 

	 8	 Tama Hiler and Lanae Erickson Hatalsky, “Teaching: The 
Next Generation” (Washington: Third Way, 2014), avail-
able at http://www.thirdway.org/publications/811. 

	 9	 In 2011, the Obama administration propelled change 
toward more rigorous evaluations by offering waivers 
from key provisions of the federal No Child Left Behind 
Act. One of the reforms needed to obtain a waiver 
required states and school districts to develop, adopt, 
pilot, and implement teacher and principal evaluation 
and support systems that would both inform personnel 
decisions and support instructional improvement. 
These new systems differentiated teacher performance 
into at least three levels that distinguished between 
poor performers and high performers. Evaluation was 
to be based on multiple valid measures that included 
growth in student achievement as a significant factor, 
as well as other measures of professional practice, such 
as observations, teacher portfolios, and student and 
parent surveys. These new systems were to provide 
clear and timely teacher and principal evaluations on a 
regular basis, and compile useful feedback on teacher 
needs and professional learning in order to inform 
personnel decisions. For more information, see U.S. 
Department of Education “ESEA Flexibility: Frequently 
Asked Questions,” available at http://www2.ed.gov/
policy/elsec/guid/esea-flexibility/index.html (last ac-
cessed June 2014).

	 10	 Boser, “Teacher Diversity Revisited.” 

	 11	 U.S. Bureau of the Census, “State and County Quick-
Facts: USA,” available at http://quickfacts.census.gov/
qfd/states/00000.html (last accessed June 2014). 

	 12	 Kids Count Data Center, “Adult Population by 
Race,” available at http://datacenter.kidscount.
org/data/tables/6539-adult-population-by-
race?loc=1&loct=2#ranking/1/any/true/868/68/13517 
(last accessed June 2014).

	 13	 William J. Hussar and Tabitha M. Bailey, “Projections of 
Education Statistics to 2022: Forty-first Edition” (Wash-
ington: National Center for Education Statistics, 2014), 
available at nces.ed.gov/pubs2014/2014051.pdf.

	 14	 Achinstein and others, “Retaining Teachers of Color.”

	 15	 Tim Sass and others, “Value Added of Teachers in High-
Poverty Schools and Lower-Poverty Schools.” Working 
Paper 52 (National Center for Analysis of Longitudinal 
Data in Education Research, 2010), available at http://
www.caldercenter.org/UploadedPDF/1001469-calder-
working-paper-52.pdf; William L. Sanders and June C. 
Rivers, “Cumulative and Residual Effects of Teachers 
on Future Student Academic Achievement” (Knoxville, 
TN: University of Tennessee Value-Added Research and 
Assessment Center, 1996), available at http://www.cgp.
upenn.edu/pdf/Sanders_Rivers-TVASS_teacher%20
effects.pdf.

	 16	 National Center for Education Statistics, “Do Disadvan-
taged Students Get Less Effective Teaching?” (2014), 
available at http://nces.ed.gov/pubsearch/pubsinfo.
asp?pubid=NCEE20144010. This report concluded that, 
in a given year, disadvantaged students received less-
effective teaching than nondisadvantaged students in 
the same grades. These findings were based on data 
from 29 districts in grades 4 through 8 and two states 
in grades 4 and 5. The average disparity in teaching 
effectiveness was equivalent to about four weeks of 
learning for reading and two weeks for math. It was 
noted that the overall achievement gap for disadvan-
taged students in grades 4 through 8 is equivalent to 
about 24 months in reading and 18 months in math. 
The authors estimate that differences in teaching effec-
tiveness for one year represent 4 percent of the existing 
gap in reading and 2 percent to 3 percent in math. 

	 17	 Achinstein and others, “Retaining Teachers of Color.”

	 18	 Fahima Haque, “America needs more black and Hispanic 
male teachers,” The Root Live DC Blog, March 29, 2012, 
available at http://www.washingtonpost.com/blogs/
therootdc/post/america-needs-more-black-and-hispan-
ic-male-teachers/2012/03/29/gIQArgf0iS_blog.html.

	 19	 U.S. Department of Education, “U.S. Secretary of Educa-
tion Duncan and Film Producer Spike Lee to Call on 
Morehouse Students to Pursue Teaching Careers,” Press 
release, January 2011, available at http://www.ed.gov/
news/media-advisories/us-secretary-education-
duncan-and-film-producer-spike-lee-call-morehouse-
stude; Edward Hayes, “In search of black male teachers,” 
MenTeach Blog, March 3, 2010, available at http://
www.menteach.org/news/in_search_of_black_male_
teachers.

	 20	 Achinstein and others, “Retaining Teachers of Color”; 
Judith Torres and others, “Minority Teacher Recruit-
ment, Development, and Retention” (Providence, RI: 
The Education Alliance at Brown University, 2004), 
available at http://www.brown.edu/academics/
education-alliance/publications/minority-teacher-
recruitment-development-and-retention; Ana Maria 
Villegas and Jacqueline Jordan Irvine, “Arguments for 
Increasing the Racial/Ethnic Diversity of the Teaching 
Force: A Look at the Evidence” (2009); Ana Maria 
Villegas and Tamara F. Lucas, “Diversifying the Teacher 
Workforce: A Retrospective and Prospective Analysis,” 
Developing the Teacher Workforce: 103rd Yearbook for 
the Study of Education 103 (1) (2004). 

http://www.americanprogress.org/issues/race/report/2014/05/04/88962/teacher-diversity-revisited/
http://www.americanprogress.org/issues/race/report/2014/05/04/88962/teacher-diversity-revisited/
http://www.americanprogress.org/issues/race/report/2014/05/04/88962/teacher-diversity-revisited/
http://www.americanprogress.org/issues/race/report/2014/05/04/88960/americas-leaky-pipeline-for-teachers-of-color/
http://www.americanprogress.org/issues/race/report/2014/05/04/88960/americas-leaky-pipeline-for-teachers-of-color/
http://www.americanprogress.org/issues/race/report/2014/05/04/88960/americas-leaky-pipeline-for-teachers-of-color/
http://rer.sagepub.com/content/80/1/71
http://rer.sagepub.com/content/80/1/71
http://www.cpre.org/sites/default/files/researchreport/1221_minorityteachershortagereportrr69septfinal.pdf
http://www.cpre.org/sites/default/files/researchreport/1221_minorityteachershortagereportrr69septfinal.pdf
http://www.cpre.org/sites/default/files/researchreport/1221_minorityteachershortagereportrr69septfinal.pdf
http://www.thirdway.org/publications/811
http://www2.ed.gov/policy/elsec/guid/esea-flexibility/index.html
http://www2.ed.gov/policy/elsec/guid/esea-flexibility/index.html
http://quickfacts.census.gov/qfd/states/00000.html
http://quickfacts.census.gov/qfd/states/00000.html
http://www.caldercenter.org/UploadedPDF/1001469-calder-working-paper-52.pdf
http://www.caldercenter.org/UploadedPDF/1001469-calder-working-paper-52.pdf
http://www.caldercenter.org/UploadedPDF/1001469-calder-working-paper-52.pdf
http://www.cgp.upenn.edu/pdf/Sanders_Rivers-TVASS_teacher%2520effects.pdf
http://www.cgp.upenn.edu/pdf/Sanders_Rivers-TVASS_teacher%2520effects.pdf
http://www.cgp.upenn.edu/pdf/Sanders_Rivers-TVASS_teacher%2520effects.pdf
http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=NCEE20144010
http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=NCEE20144010
http://www.washingtonpost.com/blogs/therootdc/post/america-needs-more-black-and-hispanic-male-teachers/2012/03/29/gIQArgf0iS_blog.html
http://www.washingtonpost.com/blogs/therootdc/post/america-needs-more-black-and-hispanic-male-teachers/2012/03/29/gIQArgf0iS_blog.html
http://www.washingtonpost.com/blogs/therootdc/post/america-needs-more-black-and-hispanic-male-teachers/2012/03/29/gIQArgf0iS_blog.html
http://www.ed.gov/news/media-advisories/us-secretary-education-duncan-and-film-producer-spike-lee-call-morehouse-stude
http://www.ed.gov/news/media-advisories/us-secretary-education-duncan-and-film-producer-spike-lee-call-morehouse-stude
http://www.ed.gov/news/media-advisories/us-secretary-education-duncan-and-film-producer-spike-lee-call-morehouse-stude
http://www.ed.gov/news/media-advisories/us-secretary-education-duncan-and-film-producer-spike-lee-call-morehouse-stude
http://www.menteach.org/news/in_search_of_black_male_teachers
http://www.menteach.org/news/in_search_of_black_male_teachers
http://www.menteach.org/news/in_search_of_black_male_teachers
http://www.brown.edu/academics/education-alliance/publications/minority-teacher-recruitment-development-and-retention
http://www.brown.edu/academics/education-alliance/publications/minority-teacher-recruitment-development-and-retention
http://www.brown.edu/academics/education-alliance/publications/minority-teacher-recruitment-development-and-retention


21  Center for American Progress  |  Retaining Teachers of Color in Our Public Schools

	 21	 Kenneth J. Meier, Joseph Stewart, Jr., and Robert E. Eng-
land, Race, Class, and Education: The Politics of Second-
Generation Discrimination (Madison, WI: University of 
Wisconsin Press, 1989).

	 22	 Villegas and Irvine, “Arguments for Increasing the 
Racial/Ethnic Diversity of the Teaching Force”; The 
diversity gap is not just an American problem. Organ-
isation for Economic Co-operation and Development, 
or OECD, countries have become more diverse, while 
their teaching forces remain relatively homogeneous. 
The OECD cites evidence suggesting that teachers from 
minority backgrounds can serve as powerful role mod-
els for their diverse students. For more information, 
see the Organisation for Economic Co-operation and 
Development, Educating Teachers for Diversity: Meeting 
the Challenge (OECD Publishing, 2010), available at 
http://dx.doi.org/10.1787/9789264079731-en.

	 23	 Ingersoll and May, “Recruitment, Retention and the 
Minority Teacher Shortage”; Hilary L. Kissel, J. Patrick 
Meyer, and Xiaofeng Liu, “Successful Retention of New 
and Minority Teachers: Results from the SASS and 
TFS” (2006), available at http://www.jmu.edu/assess-
ment/research/students/Kissel,%20Meyer,%20&%20
Liu_AERA%20Paper.pdf. 

	 24	 Achinstein and others, “Retaining Teachers of Color.” 

	 25	 Kissel, Meyer, and Liu, “Successful Retention”; Ingersoll 
and May, “Recruitment, Retention and the Minority 
Teacher Shortage”; Achinstein and others, “Retaining 
Teachers of Color.”

	 26	 Kissel, Meyer, and Liu, “Successful Retention.”

	 27	 Michael B. Webb, “Increasing Minority Participation in 
the Teaching Profession” (New York: Institute for Urban 
and Minority Education, 1986), available at http://iume.
tc.columbia.edu/i/a/document/15342_Digest_31.pdf. 

	 28	 Janet E. Kearney-Gissendancer, Minority Teacher 
Recruitment and Retention Strategies (New York: Eye 
on Education, 2010), available at http://books.google.
com/books?id=kR4jAQAAQBAJ&pg=PA108&lpg=
PA108&dq=National+Commission+on+TEaching+
and+America%27s+Future+Urban+teaching+aca
demies&source=bl&ots=EV5HU1-OcJ&sig=NHI4M
duXaOCyeCkfzNUiMBFSo44&hl=en&sa=X&ei=JVp
VU_-9AqbJsQT5sILoAg&ved=0CDoQ6AEwAw#v= 
onepage&q=National%20Commission%20on%20
TEaching%20and%20America%27s%20Future%20
Urban%20teaching%20academies&f=false. 

	 29	 Geoffrey D. Borman and N. Maritza Dowling, “Teacher 
Attrition and Retention: A Meta-Analytic and Narrative 
Review of the Research,” Review of Educational Research 
78 (3): 367–409.

	 30	 Ingersoll and May, “Recruitment, Retention and the 
Minority Teacher Shortage.”

	 31	 Ibid.

	 32	 The National Commission on Teaching and America’s 
Future indicates that school leaders can reduce teacher 
turnover with coherent human resource policies that 
begin with measuring teacher turnover and under-
standing its consequences, followed by hiring practices 
focused on the best prepared candidates, compre-
hensive induction programs, and the commitment to 
achieving a genuine learning organization that sup-
ports the learning of all teachers and provides embed-
ded professional development, collaboration among 
teachers, and financial rewards for improving student 
achievement. For more information, see the National 
Commission on Teaching and America’s Future, “The 
High Cost of Teacher Turnover” (2007), available at 
http://www.nctaf.org/wp-content/uploads/2012/01/
NCTAF-Cost-of-Teacher-Turnover-2007-policy-brief.pdf. 

	 33	 Susan Moore Johnson, Jull Harrison Berg, and 
Morgaen L. Donaldson, “Who Stays in Teaching and 
Why: A review of the Literature on Teacher Retention” 
(Cambridge, MA: The Project on the Next Generation of 
Teachers, Harvard Graduate School of Education, 2005), 
available at http://assets.aarp.org/www.aarp.org_/
articles/NRTA/Harvard_report.pdf. 

	 34	 Examples of new and differentiated roles cited by 
Johnson, Berg, and Donaldson, include serving as a 
mentor teacher, instructional coach, grade-level team 
leader, or department head. Research indicates that 
in order to effectively increase teachers’ commitment 
to their schools, these leadership roles must be well 
matched to the individual teacher’s skills, offer variety, 
be supported by the school and administration, and 
provide compensation for extra work time.

	 35	 Kissel, Meyer, and Liu. “Successful Retention.”

	 36	 Ibid.

	 37	 Travis Bristol, “Calling Black Men to the Blackboard,” The 
Shanker Blog, September 4, 2013, available at http://
shankerblog.org/?p=8776#more-8776. 

	 38	 Ibid.

	 39	 Participants typically hold a bachelor’s degree in a 
field other than education. They often teach while 
completing requirements for alternative certifica-
tion, which includes demonstration of subject matter 
expertise, either by taking course work or passing an 
exam. Some states also require student teaching, and 
the majority of states require that alternative routes 
provide mentoring support to prospective teachers. 
For more information, see Education Week, “Alternative 
Teacher Certification,” available at http://www.edweek.
org/ew/issues/alternative-teacher-certification/; 
Alternative, short-term certification programs—on the 
rise in numbers and popularity since the 1980s—ac-
count for approximately one-third of new teacher hires. 
In contrast to the traditional route into teaching, these 
certification programs are credited with bringing more 
males and teachers of color into the profession, as well 
as more mature, life-experienced individuals. They are 
also effective in recruiting teachers for hard-to-staff ur-
ban and rural settings as well as shortage subjects such 
as math and science. For more information, see Vaishali 
Honawar, “Alternative-Certification Programs Multiply,” 
Education Week, April 17, 2007, available at http://www.
edweek.org/ew/articles/2007/04/18/33altcert.h26.
html; National Center for Education Information, “Alter-
native Routes to Teacher Certification: And Overview,” 
available at http://www.ncei.com/Alt-Teacher-Cert.htm 
(last accessed May 2014).

	 40	 Achinstein and others. “Retaining Teachers of Color.” 

	 41	 Honawar, “Alternative-Certification Programs Multiply”; 
National Center for Education Information, “Alternative 
Routes to Teacher Certification.”

	 42	 Achinstein and others, “Retaining Teachers of Color.”

	 43	 Ibid.

	 44	 Ibid.

	 45	 Thomas J. Kane, “A Flexner Report on Teacher 
Preparation,” The Brookings Institution Brown 
Center Chalkboard Blog, April 9, 2014, available at 
http://www.brookings.edu/blogs/brown-center-
chalkboard/posts/2014/04/09-reinventing-teacher-
preparation-kane?utm_campaign=Brown+Center+
on+Education+Policy&utm_source=hs_email&utm_
medium=email&utm_content=12455632&_
hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT-
9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mC-
wDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632. 

http://dx.doi.org/10.1787/9789264079731-en
http://www.jmu.edu/assessment/research/students/Kissel,%20Meyer,%20&%20Liu_AERA%20Paper.pdf
http://www.jmu.edu/assessment/research/students/Kissel,%20Meyer,%20&%20Liu_AERA%20Paper.pdf
http://www.jmu.edu/assessment/research/students/Kissel,%20Meyer,%20&%20Liu_AERA%20Paper.pdf
http://iume.tc.columbia.edu/i/a/document/15342_Digest_31.pdf
http://iume.tc.columbia.edu/i/a/document/15342_Digest_31.pdf
http://www.nctaf.org/wp-content/uploads/2012/01/NCTAF-Cost-of-Teacher-Turnover-2007-policy-brief.pdf
http://www.nctaf.org/wp-content/uploads/2012/01/NCTAF-Cost-of-Teacher-Turnover-2007-policy-brief.pdf
http://assets.aarp.org/www.aarp.org_/articles/NRTA/Harvard_report.pdf
http://assets.aarp.org/www.aarp.org_/articles/NRTA/Harvard_report.pdf
http://www.edweek.org/ew/issues/alternative-teacher-certification/
http://www.edweek.org/ew/issues/alternative-teacher-certification/
http://www.edweek.org/ew/articles/2007/04/18/33altcert.h26.html
http://www.edweek.org/ew/articles/2007/04/18/33altcert.h26.html
http://www.edweek.org/ew/articles/2007/04/18/33altcert.h26.html
http://www.ncei.com/Alt-Teacher-Cert.htm
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632
http://www.brookings.edu/blogs/brown-center-chalkboard/posts/2014/04/09-reinventing-teacher-preparation-kane?utm_campaign=Brown+Center+on+Education+Policy&utm_source=hs_email&utm_medium=email&utm_content=12455632&_hsenc=p2ANqtz--yADkyWFOGtprR--PszZyYx7ogT9WpRp1oVPqtlCuvbBNTZobQjjXmGymQ9qWd3mCwDJr3KeyYQNVdpDOf1eeA8XOjOQ&_hsmi=12455632


22  Center for American Progress  |  Retaining Teachers of Color in Our Public Schools

	 46	 Julie Greenberg, Arthur McKee, and Kate Walsh, 
“Teacher Prep Review: A Review of the Nation’s Teacher 
Preparation Programs” (Washington: National Council 
on Teacher Quality, 2013), available at http://www.nctq.
org/dmsView/Teacher_Prep_Review_2013_Report.

	 47	 Torres and others, “Minority Teacher Recruitment, De-
velopment and Retention”; Emery Petchauer, “Teacher 
Licensure Exams and Black Teacher Candidates: Toward 
New Theory and Promising Practice,” The Journal of 
Negro Education 81 (3) (2012): 252–267.

	 48	 Greenberg and others, “Teacher Prep Review.”

	 49	 This standard evaluates admission requirements for 
elementary, secondary, and special-education teacher 
candidates to determine if they help ensure that 
programs are drawing from the top half of the college-
enrolled population. Prospective teachers should have 
above-average SAT or ACT scores, or at least a 3.0 grade 
point average. The standard is tailored to fit different 
practices at the undergraduate and graduate levels. 
A program achieving a “Strong Design” distinction 
either has particularly strong admission requirements 
or demonstrates that selectivity need not come at the 
price of diversity. For more information, see Greenberg 
and others, “Teacher Prep Review.” 

	 50	 Barnett Berry, Diana Montgomery, and Jon Snyder, 
“Urban Teachers Residency Models and Institutes of 
Higher Education: Implications for Teacher Preparation” 
(Washington: National Council for Accreditation of 
Teacher Education, 2008), available at http://www.
ncate.org/LinkClick.aspx?fileticket=KqJqRodGoyM%3D
&tabid=368.

	 51	 Kelly Burke, “Replacing ‘Sink or Swim’ with ‘Structure 
and Support’ for Beginning Teachers,” National Com-
mission on Teaching & America’s Future, April 2, 2014, 
available at http://nctaf.org/featured-home/replacing-
sink-swim-structure-support-beginning-teacher/.

	 52	 Berry and others, “Urban Teacher Residency Models and 
Institutes of Higher Education”; The UTR is an innova-
tive response to the challenge of recruiting, preparing, 
and retaining capable teachers for high-need urban 
schools. UTRs recruit teaching talent aggressively—
with a focus on high academic achievers and teacher 
candidates of color—and with the specific supply and 
demand needs of local districts in mind. They also 
provide for extensive preparation during a full-year 
residency in which recruits are paid a stipend while 
learning to teach under the supervision of an expert 
K-12 teacher.

	 53	 According to the Boston Teacher Residency, or BTR, 
website: “An estimated 50% of all urban school teachers 
leave within their first three years—not because they 
don’t want to help, but because they’re not always 
ready. By preparing a new kind of teacher inside the 
classroom—providing the practical learning, the 
hands-on experience and the support network they 
need to be effective right away—BTR is reversing that 
trend. Currently, 87% of our graduates are still teaching 
and 90% are still in the field of education; 80% of those 
hired by the Boston Public Schools have remained in 
the district.” For more information, see Boston Teacher 
Residency, “The BTR Impact,” available at http://www.
bostonteacherresidency.org/btr-impact/ (last accessed 
June 2014). In 2013,, Urban Teacher Residency United, 
or UTRU, reported that, for the second year, Memphis 
Teacher Residency, or MTR, graduates had higher 
student achievement gains than other beginning 
teachers and veteran teachers. MTR grads are perform-
ing, on average, at Level Five (Most Effective) on the 
state’s Tennessee Value-Added Assessment System. 
In Denver, Denver Teacher Residency, or DTR, gradu-
ates, on average, performed better than other novice 
teachers on the observation component of the Denver 
Public Schools’ Framework for Effective Teaching during 
the 2012-13 school year. DTR grads outperformed all 
other novice teachers across all 12 indicators of the 
framework. Meanwhile, in Oakland and Los Angeles, 
graduates of the Aspire Teacher Residency, or ATR, 
program performed significantly better than other 
first-year teachers on the Aspire Teacher Effectiveness 
Framework in early results of the program’s first two 
cohorts of residents. In 2013, 90 percent of ATR gradu-
ates in their first year and second year as teachers of 
record were rated at the Master (14 percent), Highly 
Effective (21 percent), and Effective (55 percent) levels. 
For more information, see Urban Teacher Residency 
United, “Measuring UTRU Network Program Impact 
2014” (2014), available at http://www.utrunited.org/
EE_assets/docs/UTRU_Measuring_Impact_2014_Fi-
nal_4-10-14.pdf. 

	 54	 Jennifer King Rice, “The Impact of Teacher Experience: 
Examining the Evidence and Policy Implications” 
(Washington: National Center for Analysis of Longitu-
dinal Data in Education Research, 2010), available at 
http://www.urban.org/uploadedpdf/1001455-impact-
teacher-experience.pdf. 

	 55	 Heather R. Jordan, Robert L. Mendro, and Dash 
Weerasinghe, “Teacher Effects on Longitudinal Student 
Achievement: A Report on Research in Progress” (Dallas 
Public Schools, 1997), available at http://dallasisd.
schoolwires.net/cms/lib/TX01001475/Centricity/
Shared/evalacct/research/articles/Jordan-Teacher-
Effects-on-Longitudinal-Student-Achievement-1997.
pdf. 

	 56	 Glenda L. Partee, “Attaining Equitable Distribution of 
Effective Teachers in Public Schools” (Washington: 
Center for American Progress, 2014), available at 
http://www.americanprogress.org/issues/education/
report/2014/04/11/87695/attaining-equitable-distribu-
tion-of-effective-teachers-in-public-schools/.

	 57	 Achinstein and others, “Retaining Teachers of Color.”

	 58	 Ibid.

	

http://www.nctq.org/dmsView/Teacher_Prep_Review_2013_Report
http://www.nctq.org/dmsView/Teacher_Prep_Review_2013_Report
http://www.ncate.org/LinkClick.aspx?fileticket=KqJqRodGoyM%253D&tabid=368
http://www.ncate.org/LinkClick.aspx?fileticket=KqJqRodGoyM%253D&tabid=368
http://www.ncate.org/LinkClick.aspx?fileticket=KqJqRodGoyM%253D&tabid=368
http://nctaf.org/featured-home/replacing-sink-swim-structure-support-beginning-teacher/
http://nctaf.org/featured-home/replacing-sink-swim-structure-support-beginning-teacher/
http://www.bostonteacherresidency.org/btr-impact/
http://www.bostonteacherresidency.org/btr-impact/
http://www.utrunited.org/EE_assets/docs/UTRU_Measuring_Impact_2014_Final_4-10-14.pdf
http://www.utrunited.org/EE_assets/docs/UTRU_Measuring_Impact_2014_Final_4-10-14.pdf
http://www.utrunited.org/EE_assets/docs/UTRU_Measuring_Impact_2014_Final_4-10-14.pdf
http://www.urban.org/uploadedpdf/1001455-impact-teacher-experience.pdf
http://www.urban.org/uploadedpdf/1001455-impact-teacher-experience.pdf
http://dallasisd.schoolwires.net/cms/lib/TX01001475/Centricity/Shared/evalacct/research/articles/Jordan-Teacher-Effects-on-Longitudinal-Student-Achievement-1997.pdf
http://dallasisd.schoolwires.net/cms/lib/TX01001475/Centricity/Shared/evalacct/research/articles/Jordan-Teacher-Effects-on-Longitudinal-Student-Achievement-1997.pdf
http://dallasisd.schoolwires.net/cms/lib/TX01001475/Centricity/Shared/evalacct/research/articles/Jordan-Teacher-Effects-on-Longitudinal-Student-Achievement-1997.pdf
http://dallasisd.schoolwires.net/cms/lib/TX01001475/Centricity/Shared/evalacct/research/articles/Jordan-Teacher-Effects-on-Longitudinal-Student-Achievement-1997.pdf
http://dallasisd.schoolwires.net/cms/lib/TX01001475/Centricity/Shared/evalacct/research/articles/Jordan-Teacher-Effects-on-Longitudinal-Student-Achievement-1997.pdf
http://www.americanprogress.org/issues/education/report/2014/04/11/87695/attaining-equitable-distribution-of-effective-teachers-in-public-schools/
http://www.americanprogress.org/issues/education/report/2014/04/11/87695/attaining-equitable-distribution-of-effective-teachers-in-public-schools/
http://www.americanprogress.org/issues/education/report/2014/04/11/87695/attaining-equitable-distribution-of-effective-teachers-in-public-schools/


The Center for American Progress is a nonpartisan research and educational institute 

dedicated to promoting a strong, just and free America that ensures opportunity 

for all. We believe that Americans are bound together by a common commitment to 

these values and we aspire to ensure that our national policies reflect these values. 

We work to find progressive and pragmatic solutions to significant domestic and 

international problems and develop policy proposals that foster a government that 

is “of the people, by the people, and for the people.”

1333 H STREET, NW, 10TH FLOOR, WASHINGTON, DC 20005  •  TEL: 202-682-1611  •  FAX: 202-682-1867  •  WWW.AMERICANPROGRESS.ORG


