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1. Introduction
Oregon’s 1991 Minority Teacher Act (MTA) highlighted the importance of building and

sustaining a diverse workforce of educators in classrooms across the State that reflected their
students and communities. This ideal has guided policy about teacher composition, recruitment,
and retention for over thirty years. Likewise, it has motivated the work of the Educator
Advancement Council (EAC) to monitor progress toward achieving these goals since 2017. This
companion report seeks to support the work of the EAC and the legislative commitments of the
MTA in shedding additional light on several aspects of the work of diversifying and sustaining
Oregon’s educator workforce. It does so through four primary contributions. First, it considers
teacher turnover relative to turnover among all other staff, highlighting how teaching needs and
goals are situated in a larger staff ecosystem. Second, it focuses on the qualifications and
trajectories of newly-entering teachers, examining ways that these educators support the state’s
equity goals. Third, it considers both of these investigations within a longitudinal perspective,
highlighting changes and similarities across distinct economic contexts including the Great
Recession, the COVID-19 pandemic, and the present. Finally, it examines the labor market
outcomes for teachers who leave Oregon public schools, providing new insights into the factors
that not only drive teachers out of the profession but also attract them to other fields.

1.1 Background
Educators are central to the success of students in school, and the contexts in which they

work are key for supporting their ability to effectively serve students (Kraft & Papay, 2014).
Understanding the characteristics of who is entering and exiting the workforce, and the context
surrounding these decisions, is critical to efforts to equitably promote positive student outcomes.
This is particularly the case as states across the country, like Oregon, work to diversify the
education workforce in the hopes of better representing and serving students (NCTQ, 2023).

One of the most important dynamics shaping the educator workforce is turnover. Staff
turnover, where employees leave for another school or exit the workforce, is a persistent,
widespread concern due to its potential costs to student experiences and learning
(Darling-Hammond, 1984; Ingersoll, 2001; Ronfeldt et al., 2013). To date, the public and
research conversations about school turnover have primarily focused on teachers. Nationally,
among public school teachers who were teaching during the 2020-21 school year, 8 percent
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moved to another school the following year, while another 8 percent left the teaching profession
(Taie & Lewis, 2023). Teacher turnover is often higher in schools with greater proportions of
students of color and low-income students, and among teachers of color who are
disproportionately concentrated in such schools, exacerbating challenges to improving teacher
quality, teacher diversity, and opportunities to learn for minoritized and historically marginalized
students (Goldhaber et al., 2020; Grooms et al., 2021; Sun, 2018). Many studies have
investigated the causes of teacher turnover finding that a variety of issues including
compensation, working conditions, preferences for particular work locations and student
populations contribute to teachers’ mobility between schools and exit from the profession (see
Borman & Dowling, 2008; Grissom et al., 2016; Guarino et al., 2006 for summaries of this work).
Additionally, teacher turnover appears to be influenced by broader economic factors, increasing
during economic booms when outside job market opportunities are plentiful and declining during
recessions when these options contract (Goldhaber & Theobald, 2023).

Yet teachers are far from the only adults students encounter in schools, comprising only
45 percent of K-12 employees (Bureau of Labor Statistics, 2021). While teachers are highly
consequential for student outcomes (Chetty et al., 2014), there are many other adults working in
various roles in public education to promote student success. Teachers, principals, and staff
together comprise the institutional structures of schools that are intended to support students.
School culture is created by the interactions of all staff and students within the whole
community. Evidence increasingly suggests that school staff working in a variety of roles can be
quite important to student outcomes (Best et. al, 2018; Hemelt et al., 2021: Mulhern, 2020).
Routine turnover among any of the staff groups working in schools may adversely impact
colleagues, alter adult-student relationships, and ultimately affect student learning
environments, making turnover among different staff an inter-related challenge schools may
need to address (Boyd et al., 2011; Camburn et al, 2010; Hahnel et al., 2010). Furthermore, as
states seek to recruit school staff, like paraprofessionals, to become teachers through
Grow-Your-Own programs, turnover among school staff may deplete the pool of potential future
teachers. Thus, it is important to understand teacher turnover in the context of turnover among
other school employees over time.

Another important dynamic shaping the workforce is who is being newly recruited into the
profession. Over 300,000 new teachers enter U.S. K-12 classrooms each year and need
on-going support to improve their craft, help their students thrive, and persist in the profession
(Clotfelter et al., 2007; Harris & Sass, 2011; Feiman-Nemser, 2001; Ganser, 2002; Ingersoll &
Strong, 2011; Taie & Lewis, 2022). These newly recruited teachers tend to be more racially and
ethnically diverse than older cohorts. However, about 30 percent of new teachers in the U.S.
leave the classroom within five years while they are still in early phases of skill development and
before they have had time to receive many such supports (Adnot et al., 2017; Darling-Hammond
& Skykes, 2003; Grissom et al., 2016; Guarino et al., 2006; Smith & Ingersoll, 2004). Schools’
organizational and social supports are especially important for beginning teachers, in part
because they are more likely to be placed in schools with fewer supports and more challenging
classrooms than their experienced peers (Bettini et al., 2020; Bruno et al., 2020; Johnson et al.,
2012; Rogers & Doan, 2019; Mason-Williams et al. 2023). Given the demographics of new
teachers, these high turnover rates among novices can impede efforts to increase the diversity
of the workforce.
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Public schools in the State of Oregon are also facing many of these national challenges
and needs around teacher and staff turnover. The State Legislature has recently focused
attention on acute needs around educator compensation that are integral to maintaining diverse
and consistently-staffed classrooms (Helligso & Tate, 2023; O.R. Legis. Assembly, 2023).
Likewise, recent work from the Oregon Longitudinal Data System has provided key evidence to
situate Oregon’s staffing challenges within the national context. Yet we still lack a clear
understanding of many of the contextual factors surrounding educators’ career pathways and
decisions and more information is needed to support the continued goals of sustaining and
diversifying Oregon’s educator workforce.

Given the importance of understanding both the professional ecosystem in which
Oregon’s teachers work and how newly hired teachers contribute to Oregon’s educator diversity
goals, this report is guided by the following questions:

1. How does teacher turnover compare to that of other school staff in Oregon over time?
2. How do newly-hired teachers and their school contexts compare to those of the existing

teaching force, and how do these comparisons vary over time?
3. How do Oregon teachers fare in the labor market if they exit Oregon public schools?

1.2 Data
We use statewide longitudinal staff data from the Oregon Department of

Education (ODE), spanning from the 2006-07 to the 2022-23 school years, to gather
information on educators’ institutional assignments and their personal and professional
characteristics. In addition, using ODE student data, we generate school- and
district-level measures, providing information about educators’ working environments
and district contexts.

Our sample examining educator turnover encompasses all employees in Oregon
public schools—including teachers, administrators, paraprofessionals, and other
support staff (N=1,187,572 person-year observations, see Appendix A for a list of
positions and groups). To further examine teacher turnover patterns by race/ethnicity
and experience level, we restrict our analysis to teachers with school placements and at
least 0.5 full-time equivalent (FTE). This restriction allows us to focus on teachers who
are more fully involved in schools, as opposed to those who may have contracts limiting
their time with students. In addition, our newly-hired teacher sample includes the
individuals who are newly hired to work in Oregon public schools in any of the years
between the 2007-08 and 2022-23 school years (N= 18,826 person-year observations)
and who had at least 0.5 FTE.

Lastly, we linked the ODE staff position data between the 2006-07 and 2016-17
school years with IRS records at the U.S. Census Bureau to acquire educators’
employment and earning records after they exited Oregon public schools. The linkage
rates exceed 99%.

2. Turnover in the Educator Workforce
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We examine turnover patterns across diverse educator groups over the past 15
years and through distinct economic contexts, including the Great Recession, the
COVID-19 pandemic, and the present. Turnover comprises three categories based on
year-to-year school assignments: (1) “Switched schools,” where educators moved to
another school within the same district; (2) “Switched districts,” where educators
relocated to a different district within the state; and (3) “Left workforce,” where educators
exited the state public education system entirely.

2.1 Teacher, Administrator, Paraprofessional, and Staff Turnover

Figure 1. Educator Turnover in Oregon, 2006/07 - 2021/22
Note: Data from the ODE staff position file for all employees in Oregon public

schools. The red horizontal line presents the average annual turnover rate for each
group. The average annual total numbers of employed educators for each group are
shown in parentheses.

Our sample examining educator turnover encompasses all employees in Oregon
public schools—including teachers, administrators, paraprofessionals, and other
support staff from the 2006-07 to the 2021-22 school years. Longitudinal analysis of
turnover across educator groups in the Oregon public school system reveals a
consistent pattern. As shown in Figure 1, before the COVID-19 pandemic, turnover
rates were relatively stable. Rates were relatively high in 2007 when the broader labor
market was good, declined through the onset of the Great Recession and increased in
2011 when school budgets in the state were strained. Even throughout the recessionary
period turnover was within a range of a few percentage points. However, after a slight

https://www.oregonlive.com/politics/2011/04/oregons_k-12_schools_get_shrin.html
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decrease in the 2019-20 school year, turnover for all groups surged significantly in the
subsequent years. By the 2021-22 school year, turnover reached historic highs for all
educators: 23.5% for teachers, 27.9% for administrators, 32.5% for paraprofessionals,
and 28.0% for support staff. The turnover patterns throughout the pandemic period
mirror trends observed in states like Arkansas, Massachusetts, North Carolina, and
Washington.

Comparatively, teachers are the most stable group, with an average annual
turnover rate of 17.6%. In contrast, administrators, paraprofessionals, and support staff
show higher turnover rates: 21.6%, 26.0%, and 23.3%, respectively. A detailed analysis
reveals that within each category, educators serving in special education roles
experience higher turnover rates compared to those in general education, primarily due
to greater mobility between schools or districts. Different educator groups exhibit distinct
patterns of turnover: teachers and administrators have higher rates of switching
between schools and districts, whereas paraprofessionals and other support staff are
more likely to leave the Oregon public school system entirely. For example, on average,
annual turnover for teachers includes 5.5% as school switchers, 2.6% as district
switchers, and 9.4% as leavers. While for other support staff, the breakdown is 5.7%
school switchers, 1.5% district switchers, and 16.1% leavers.

2.2 Teacher Turnover by Race/Ethnicity, Experience Level, and School Context

Figure 2. Teacher Turnover by Experience Level, 2006/07 - 2021/22
Note: Data from the ODE staff position file for teachers with at least 0.5 FTE.

The red horizontal line presents the average turnover across all years. The average
annual total numbers of employed teachers for each group are shown in parentheses.

https://scholarworks.uark.edu/cgi/viewcontent.cgi?article=1144&context=edrepub
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC9974372/
https://journals.sagepub.com/doi/full/10.3102/0013189X231187890#:~:text=We%20find%20that%20educator%20attrition,White%20and%20less%20effective%20peers.
https://eric.ed.gov/?id=ED628796
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Next, we restrict our sample to teachers with school placements and at least 0.5
FTE, exploring how turnover rates vary among teachers based on experience level,
race/ethnicity, and the types of schools in which they work.

Figure 2 presents teacher turnover rates across various experience levels.
Turnover rates are highest among entering teachers with zero years of experience,
averaging 29.9% annually. The lowest turnover rates come from teachers with 16-20
years of experience, averaging 11.4% annually. After the COVID-19 pandemic, all
teacher groups experienced a slight decline in turnover during the 2019-20 school year,
followed by a sharp increase in the 2020-21 school year. Contrary to expectations but
consistent with analysis from other states, the surge in turnover after the COVID-19
pandemic is driven by teachers in the middle experience levels, rather than by entering
teachers–who typically face higher turnover–or the most experienced teachers–who
may have had more health-related concerns.

In general, as teacher experience levels increase, the rates of school and district
switching decrease. Specifically, the average annual rate of school switchers decreases
from 7.3% for entrant teachers with zero years of experience to 3.3% for master
teachers with more than 20 years of experience, and the average annual rate of district
switchers decreases from 6.0% for entrant teachers to 0.7% for master teachers.
However, while the average annual rate of leaving the workforce decreases from 16.5%
for entrant teachers to 5.4% for mid-career teachers, it starts to increase again for
veteran teachers (5.7%) and master teachers (12.5%).

Figure 3. Teacher Turnover by Race/Ethnicity, 2006/07 - 2021/22

https://www.ncbi.nlm.nih.gov/pmc/articles/PMC9974372/
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Note: Data from the ODE staff position file for teachers with at least 0.5 FTE..
The red horizontal line presents the average turnover across all years. The average
annual total numbers of employed teachers for each group are shown in parentheses.
Data for multi-racial teachers prior to 2011 are unavailable.

Figure 3 presents teacher turnover rates across different racial/ethnic groups.
Among these groups, White teachers generally show the lowest turnover rates
compared to teachers of color, though not consistently every year. On average, 16.6%
of White teachers working in the Oregon public school system annually either switch
schools, districts, or leave the system altogether. These rates are slightly higher for all
other groups, ordered from lowest to highest: 17.0% for Multi-racial, 17.1% for
Asian/Pacific Islander, 17.7% for American Indian/Alaskan Native, 17.9% for Hispanic,
and 20.4% for Black teachers. All racial/ethnic groups, except American Indian/Alaskan
Native, experienced a significant increase in turnover after the COVID-19 pandemic.

Figure 4. Teacher Turnover by School Context and Race/Ethnicity, 2006/07 -
2021/22

Note: Data from ODE staff position file combined with information from student
data files. “AAPI” indicates “Asian American/Pacific Islander”; “AIAN” indicates
“American Indian/Alaska Native”. “High/low % students of color” indicates schools with
top or bottom quartile proportions of students of color. “High/low % students in poverty”
indicates schools with top or bottom quartile proportions of students eligible for free or
reduced-price lunch. “Highest/lowest achieving schools” indicates schools with top or
bottom quartile average test scores in Mathematics and English Language Arts
averaged together.

Figure 4 presents average annual turnover rates for teachers by school context
and race/ethnicity. Teachers in certain school contexts exhibit higher turnover rates, and
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the patterns are consistent across different racial/ethnic backgrounds. For example,
teachers in schools with higher academic performance, as measured by average test
scores in Mathematics and English Language Arts, generally have lower turnover rates
compared to those in schools with lower academic performance. Additionally, teachers
in schools with a higher proportion of novice teachers experience higher turnover rates
than those in schools with a lower proportion of novice teachers.

3. Entering Teachers and Their Working Environments
In order to diversify the educator workforce in Oregon, a key consideration for

whether such efforts will be successful over the long term is the characteristics of who is
being newly brought into the system. As such, we examine the patterns of individuals
entering the teaching profession in Oregon from the 2007-08 to the 2022-23 school
year. We also explore the characteristics of the schools that these new teachers are
entering into and compare them to their more experienced colleagues in the state and
by race/ethnicity.

3.1 Entering Teachers’ Diversity Over Time

Table 1 displays the characteristics of newly entering teachers, what we call
“entrants”, from the 2007-08 to 2022-23 school years. Here, we define an entrant as a
teacher with 0 years of experience who has not previously been observed as a teacher
in another Oregon public school (though they may have worked in a non-teaching role
in the system) and who has at least 0.5 FTE. We also report the median age of
entrants, the percent of entrants who identify as a person of color, the percent of
entrants who report having a native language other than English, the percent of entrants
that are diverse educators, and the turnover rate for entrants. On average about 1,300
teachers begin their careers in Oregon public schools each year. The number of
entrants fluctuated dramatically over the past 15 years with only 500 teachers entering
in 2010 and just under 2,000 teachers entering in the 2022 school year. The fluctuation
in entrants is consistent with the economic conditions and subsequent budgetary
pressures surrounding the Great Recession. New teacher hiring dropped by over half
going into the 2010 school year and remained well below 1,000 each year until 2014
when budgets and hiring began to recover. Turnover patterns among entering teachers
followed a similar pattern, reaching a peak of 41% in 2011, declining through the
pre-pandemic period, and rising again to 34% in 2022.
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Table 1. Entering Teacher Demographics in Oregon from 2008-2023

Note: Data from ODE staff position file for teachers with 0 experience and at least 0.5
FTE. “Diverse educator” refers to a teacher that either identifies as a person of color or
that reports having a native language other than English.

Notably, throughout this period, Oregon has made substantial progress in
diversifying the entering teacher workforce. From 2012 to 2022, the proportion of
teachers of color among new entrants more than doubled, increasing from 9% to 21.4%.
Despite a stagnation during the recession, progress resumed in 2014, with the diversity
of entrants increasing each year, even throughout the pandemic. Compared to states
like Maryland, Washington, and Massachusetts, which have also established
Grow-Your-Own initiatives and pursued strategies to diversify the workforce, Oregon
has done as well as or better at increasing the racial/ethnic diversity of its entering
teachers. Additionally, linguistic diversity has increased over time, with entrants having a
native language other than English rising from 1.5% in 2015 to 6.7% in 2023.

In Figure 5, we plot the proportion of teachers, administrators, paraprofessionals,
and other support staff that identify as people of color over time in the left panel, and the
proportion of teachers by experience level in the right panel. As the figure demonstrates
clearly, entering and beginning teachers with less than five years of experience are
driving the overall increases in teacher diversity over time. Between 2011 and 2023 the
proportion of teachers of color grew from 8.4% to 12.9% overall. However, as noted
earlier, in this time entering teachers of color nearly doubled from 11% to 20.6%. Among
beginners (1-5 years of experience) the proportion of teachers of color also nearly
doubled. Thus, less experienced teachers are leading the way in diversifying the

https://www.marylandpublicschools.org/stateboard/Documents/2022/0726/TabGBlueprintAndDataDeepDiveTeacherPipelineAndDiversity.pdf
https://ospi.k12.wa.us/sites/default/files/2023-08/begtchrrptfinal_june2020_ada.pdf
https://educationtocareer.data.mass.gov/stories/s/The-state-of-educator-racial-diversity-in-Massachu/fm6k-958d/
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workforce and, in order for those gains to trickle up the experience distribution and be
sustained, these teachers must be retained.

Figure 5. Percent People of Color across Years by Staff Group and Teacher
Experience

Note: Data from ODE staff position file. For the teacher experience graph we
restrict to teachers with school placements and at least 0.5 FTE.

3.2 School Environments of Entering Teachers
Given that entering teachers are substantially contributing to the state’s diversity

goals but at the same time have high turnover rates, questions arise about the
characteristics of the schools in which they begin their teaching careers. When these
entering teachers join Oregon’s public schools, where are they teaching? In which kinds
of school environments are they starting their careers and might this contribute to their
turnover?

To understand the experiences of these entering teachers, we report the average
characteristics of the teachers and the schools that they work in, categorized by
experience level, from entrants (0 years) to master teachers (over 20 years). As seen in
Table 2, entering teachers are more than twice as likely to identify as people of color
and more than three times as likely to report a native language other than English
compared to their most experienced colleagues. For the characteristics of the schools
teachers work in, there is a clear gradient across nearly every reported factor,
demonstrating that teachers across different experience levels tend to move towards
certain types of schools over their careers. As teachers gain experience, the proportion
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of economically disadvantaged students, English learners, students of color, and
students who are suspended or expelled in their school declines. In contrast, the
proportion of gifted students and the average academic achievement of students in the
school increases as teachers gain experience. For example, entering teachers work in
schools where the average students is 0.08 standard deviations below their grade level
average in ELA and math, whereas master teachers work at schools where students
are 0.02 standard deviations above. This means entering teachers, on average, work in
schools at the 49th percentile of school-level student achievement whereas master
teachers work in schools at the 60th percentile.

Similar experience-based patterns are observed in terms of the colleagues
teachers have. Notably, entering teachers appear to be concentrated in schools with
high levels of instability (more teacher turnover and new principals) and more
inexperienced colleagues (measured by number of years teaching). For example, there
are twice as many novice teachers (23%) in the schools where entrants teach
compared to the schools where master teachers work (13.8%). Thus, entering teachers
are disproportionately placed into schools where students may most be in need of
additional support but, at the same time, have fewer experienced colleagues who might
serve as mentors.

Table 2. Characteristics of Teachers and Their Schools by Experience Level
(2008-2023)
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Note: Data from ODE staff position file combined with information from student data
files. Only teachers with 0.5 or above FTE are included. Cells report the average of a
specific characteristic for each experience level across 2008-2023. Academic
achievement is the average standardized score from ELA and Math state tests, thus
capturing only tested grades and subjects in a school. Data for achievement are missing
for the 2020 and 2021 school years.

This picture is largely true for entrants of all racial/ethnic backgrounds, though it
is somewhat more pronounced for Hispanic/Latine teachers who tend to work in schools
with more economically disadvantaged students, lower achieving students, and more
English learners (see Table 3). Interestingly, however, Hispanic/Latine teachers have
the lowest turnover rates of all entrants. When we examine the factors that most predict
turnover among teachers, student achievement, having a new principal, and the percent
of novice colleagues–all of which tend to favor more experienced teachers–emerge as



13

strong predictors. Together, these analyses suggest that while Oregon has successfully
recruited more diverse teachers into the workforce, the school environments they are
placed into may be contributing to their turnover, hampering the progress towards
retaining diverse teachers who are early in their careers.
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Table 3. Characteristics of the Entering Teachers and Schools They Work in by
Race/Ethnicity (2008-2023)

Note: “AIAN” indicates “American Indian/Alaska Native”; “AAPI” indicates “Asian/Pacific
Islander”. Data from ODE staff position file combined with information from student data
files. Only teachers with 0.5 or above FTE are included. Cells report the average of a
specific characteristic for each experience level across 2008-2023. Academic
achievement is the average standardized score from ELA and Math state tests, thus
capturing only tested grades and subjects in a school. Data for achievement are missing
for the 2020 and 2021 school years.

4. Outcomes for Exiting Teachers

In addition to considering turnover and school context features of educators and
new teachers, we also examine some of the labor market outcomes of teachers who
stop working in Oregon public schools. We use data from ODE linked to IRS data at the
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U.S. Census Bureau to consider these career alternatives and outcomes for all teachers
and novice teachers (those with 0-1 years of experience) for teachers that were
employed between the 2006-07 and 2016-17 school years and subsequently left all
Oregon public school positions.

We first examine the degree to which leavers are employed and if so whether
they work within the field of education (but not in an Oregon public school). Table 4
reports employment outcomes for teachers one and four years after leaving Oregon
public schools, for all teachers and novice teachers.

Table 4. Employment Outcomes After Leaving Between 2006-07 to 2016-17

Note: Data from U.S. Census Bureau (Review number Project 7500420:
CBDRB-FY24-CES010-012). Outcomes are reported for teachers who exit employment
with Oregon public schools and do not return later. Novice teachers are those who had
0 or 1 year of experience before exiting. Samples rounded to comply with disclosure
requirements.

Among teachers that left, only 62.7% remain employed one year after leaving.
Nearly half are unemployed four years after leaving. This suggests that a non-trivial
number of leavers are moving to unemployment (or retirement) rather than finding a
new position. A much greater share of novice leavers are employed after exiting Oregon
public schools (88.5%), although this number shrinks to only 83.8% four years after exit.

Given that many leavers are moving to other positions, we also examine the
fields into which they move. Table 5 presents the subsequent industries of employed
leavers one and four years after exit. Any cell with missing data had too few cases to
report.

Table 5. Distribution of Employment Sectors for Employed Leavers One Year after
Leaving
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Note: Data from U.S. Census Bureau (Review number Project 7500420:
CBDRB-FY24-CES010-012). Outcomes are reported for teachers who exit employment
with Oregon public schools and do not return later but are observed employed
somewhere else. Novice teachers are those who had 0 or 1 year of experience before
exiting. Industries are coded from the North American Industry Classification System
based on the employer’s tax identification number. Blank cells represent values
suppressed because of small sample size. Samples rounded to comply with disclosure
requirements.

We see few notable differences in the types of fields leavers transition to by
experience. Over three-quarters of leavers move to a new position within the field of
education. This field includes anyone who moves to a private K-12 school within Oregon
or a public or private K-12 school outside of Oregon. This also includes anyone who
moves to the early-childhood or higher education sectors, as well as those who move to
education-oriented organizations (e.g., tutoring companies, after-school programs,
testing service providers, business or trade schools, etc.). No other field attracts more
than 4% of leavers. The most common non-education fields are Health & Social
Assistance (roughly 3.6%), Non-Profit (roughly 2.6%), and Finance, Business, & Real
Estate (roughly 2.7%).

Given that salary is an important factor identified in the literature as motivating
teacher departure, we also examine the magnitude of leavers’ salary changes prior to
the year before they exit Oregon public schools. Table 6 shows the distribution of salary
changes one and four years after exiting Oregon public schools for employed leavers.
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Table 6. Distribution of Change in Income for Oregon Staff One Year after Leaving
(among Employed Teachers)

Note: Data from U.S. Census Bureau (Review number Project 7500420:
CBDRB-FY24-CES010-012). Outcomes are reported for teachers who exit employment
with Oregon public schools and do not return later but are observed employed
somewhere else. Novice teachers are those who had 0 or 1 year of experience before
exiting. Changes in income are calculated from the individual’s final teaching salary
prior to exit. Blank cells represent values suppressed because of small sample size.
Samples rounded to comply with disclosure requirements.

Many teachers initially experience earnings losses the first year after they leave
Oregon public schools (69% of all leavers and 49% of novice leavers). Over a third
experience a decrease of $20,000 or more. In contrast, a third of all teachers
experience earnings increases the next year, and 46% of novice teachers earn more the
year after they leave relative to the year before leaving. Earnings changes are more
favorable for a greater fraction of leavers four years after exit. Over 48% of all leavers
and 54% of novice leavers earn more four years later. Fewer experience earnings
losses, but it is still a substantial proportion (40% of all leavers and 29% of novice
leavers). These results suggest bifurcated labor market outcomes for leavers. Many
leave the labor market or earn very low wages, likely from part-time work. Another
group improves their earnings, many at levels that exceed what they might have gained
from gaining four years of experience in their salary schedules. This is especially the
case for novice teachers who leave. Over a third of employed novice leavers experience
earnings increases of $15,000 or more.

These findings echo similar results from a large western school district
documented by Brummet et al. (2024). In that district, roughly 20% of leavers were
employed, and over a quarter experienced substantial earnings reductions. A
substantial portion also experienced earnings increases, although many experienced
increases that were larger than those of most Oregon public school leavers. Given that
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many leavers are exiting for either less pay or relatively small earnings changes, even
modest pay increases might help with retention. However, other job factors likely also
play an important role in teachers’ decisions to leave Oregon public schools and small
pay increases may not be sufficient for some leavers to remain in the classroom.

5. Evidence of Promising Practices in Oregon to Support Retaining Diverse
Teachers

Given the patterns of teacher recruitment and retention in Oregon, what might
help to ensure the stability and diversity of the educator workforce? This is a question
on the minds of many education policymakers and other stakeholders across the U.S.,
prompting many states to pursue a variety of strategies (see Carver-Thomas, 2018 and
NCTQ, 2023 for reviews). A full review of this body of work is beyond the scope of this
report, though we provide some evidence of promising practices from our own research
in Oregon. In particular, we have examined how different policies stand to affect teacher
retention. This work is particularly relevant given the post-pandemic uptick in turnover
observed among all teachers and the consistently high turnover rates among teachers
of colors, new teachers, and special education teachers in particular.

A large body of research demonstrates that teachers, like other professionals,
make career decisions primarily based on two factors: pay and working conditions
(Boyd et al., 2005). Thus, interventions aiming to improve teacher retention need to
target one of these areas or a combination of both. Our research has looked at the
effects of both kinds of changes on retention. In work done with Dr. Chris Candelaria
and Liliane Nienstedt of Vanderbilt University, we explore the impact of increases to
teacher salaries on turnover rates in Oregon. We leverage the fact that when salary
schedules change, some experience bands might see larger or smaller increases than
other experience bands. By looking from 2007-2017, we can examine how changes to
salaries at different experience bands within and across districts over time influences
turnover. We find that a 10% increase in salary decreases the teacher turnover rate by
1.4 percentage points (i.e. 14% turnover rate to 12.6% turnover rate). However, this
conceals meaningful variation among different groups. We find a U-shape in the
responsiveness of teachers to salary, with both early-career novice teachers and
late-career teachers being more responsive to increases in base salary. We also find
that special education (SpEd) teachers are substantially more responsive to salary
changes. For SpEd teachers, a 10% increase in salary is associated with a 3.5
percentage point reduction in turnover, an impact twice the size of what it is for general
education teachers. Thus, to the extent that Oregon considers reforms to teacher pay in
the coming years, our evidence suggests that these efforts might be particularly
effective for two groups Oregon might hope to influence most: early-career teachers and
special education teachers.
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We also have explored two different policies that aimed to change working
conditions, yielding mixed results. In the first paper, we examined the effect of four-day
school weeks (4dsw) on teacher turnover. Switching to a four-day schedule has recently
become a popular tool for recruiting and retaining teachers in other states (Heubeck,
2022), though Oregon schools have long implemented the schedule to serve the needs
of its more rural communities (Thompson et al., 2022). We look at the expansion of
4dsw use in the state from 2008-2015 and track turnover rates using methods that allow
us to isolate the effect of the schedule change. Somewhat contrary to expectation, we
find that 4dsw adoption does not improve retention rates, and, in fact, might make them
worse. It appears that the increased turnover may in part be explained by gaps in salary
that grow between four-day and five-day districts over time after the policy is adopted,
consistent with our previous work on salary.

In another paper, we examine the effects of the Oregon Beginning Teacher
Mentoring Program. This initiative began in the 2009 school year and provided funding
to districts to implement mentoring for new teachers including professional development
and one-on-one coaching with an experienced mentor teacher. Using the fact that
districts got access to funding for this program at different times and that some cohorts
of new teachers got access to the program while others did not, we are able to measure
the effect of participating in the program. We find large reductions in turnover among
participating teachers, reducing the rate at which new teachers exit the public education
system by 14.8 percentage points. These reductions are larger for teachers of color,
suggesting that the program was particularly effective for retaining diverse educators.

Together, our research suggests that pay and working conditions are important
for teacher retention, and that both of these factors are indeed subject to be influenced.
These factors also appear to be particularly important for new teachers, which is
important to consider as Oregon works to diversify their educator workforce. As
demonstrated earlier, Oregon has been improving the diversity of their entering teachers
over time. Retaining these newest cohorts of teachers is an important task in order to
maintain those strides. We have not studied why Oregon has been able to recruit a
more diverse workforce in recent years but this is an important area for future research,
particularly as it relates to the expansion of Grow-Your-Own programs across the state.

6. Conclusion
In this companion report, we seek to support the work of the EAC and state more

broadly as it aims to create an educator workforce that reflects the diverse identities and
experiences of students in Oregon. Using data from ODE and the U.S. Census Bureau
covering nearly two decades, we hope to put trends in teacher recruitment into context.
We find that teachers, relative to other employees in the school system, are the most
stable and have consistently lower turnover rates. However, there was an uptick in
turnover among teachers after the pandemic to levels higher than has ever been
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observed. The post-pandemic increase was driven by teachers with typically low
turnover rates: mid-career teachers with between 6 to 20 years of experience. The
average turnover rate also obscures differences by race/ethnicity, with teachers of color
having higher turnover rates than White teachers in almost every year.

Over time, Oregon has made substantial progress in attracting more racially,
ethnically and linguistically diverse teachers into the profession. However, many of
these educators are concentrated in schools that have high turnover rates and many
other new teachers. This also means that they have relatively fewer experienced
teachers to serve as mentors and that these teachers might have higher mentorship
burdens as they support larger numbers of their entrant colleagues. These types of
environments may not be most conducive to inducting teachers into the field and
supporting them in their early years.

By tracking teachers in Oregon out of the public education workforce we also
provide insight into the decisions and tradeoffs teachers may be facing. We document
that most teachers do not have increased earnings after exiting and that a substantial
set are unemployed. Of those employed, many remain connected to the field of
education in some way. Even four years later, only slightly more than half of teachers
are earning more money than they did before they left teaching in Oregon public
schools. This suggests that perhaps even modest amounts of money might influence
teacher retention and that addressing other aspects of the job, like working conditions
could be important. Indeed, in other research, we find that salary increases and
providing mentoring support to teachers can have a positive impact on retaining
teachers. As Oregon schools look ahead to continuing to diversify the educator
workforce in the years ahead, there is progress to celebrate and promising pathways
forward. At the same time, there is much work still to be done in order to meet the goal
of building an educator workforce that represents the rich diversity of the students the
state is tasked with serving.
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Appendix A. Staff Group Definition

We use position codes provided in the Oregon staff position data to identify 11
detailed staff groups based on the similarity of job types, necessary qualifications, pay,
and demographics. These detailed staff groups are then combined into 4 simplified
groups: teachers, administrators, paraprofessionals, and other staff.

“Teachers'' include those working in both general education and special
education fields. “Administrators'' include both school-level leaders (e.g., principal) and
district-level leaders (e.g., superintendent), as well as special education administrators.
“Paraprofessionals” are individuals who work to support teachers and students in
classrooms, covering both general and special education. “Other staff” is a broad
category encompassing various roles, including school psychologists, nurses, library
assistants, and administrative secretaries. See Table A1 for a list of staff position codes
and groups.

Table A1. Staff position codes and groups
Simplified Staff
Group

Detailed Staff
Group

Positions Recorded in Administrative Data

Teachers General Education Head Teacher, Non-Special Ed
Teacher, Non-Special Ed

Teachers Special Education Special Education Teacher (Non-PE)
Special Education Teacher (PE)

Administrators School-Level Principal
Assistant Principal

Administrators Top District-Level Superintendent
Assistant Superintendent

Administrators Special Education Special Education Administrator, Director
Special Education Administrator, Other Administrative
Position

Paraprofessionals General Education Paraprofessional (Educational Assistant), Non-Special Ed

Paraprofessionals Special Education Special Education Paraprofessional

Staff General Education
Licensed

Instructional Coordinator/Supervisor, Non-Special Ed
Psychologist, Non-Special Ed
Library/Media Specialist
Guidance Counselor, Non-Special Ed
Other Licensed Staff, Non-Special Ed
Nurse, Non-Special Ed
School Social Work
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Staff Special Education
Licensed

Special Education Audiologist
Special Education Speech Pathologist
Special Education Interpreter
Special Education Psychologist
Special Education Occupational Therapist
Special Education Physical Therapist
Special Education Recreational/Therapeutic Specialists
Special Education School Social Workers
Special Education Medical and Nursing Staff
Special Education Counselors and Rehab Counselors
Special Education Orientation and Mobility Specialists
Special Education Other Services, Licensed

Staff School and District
Support

District Support (Non-Licensed, Non-Special Ed)
School Support (Non-Licensed, Non-Special Ed)
Student Support (Non-Special Ed)
Library/Media Support
Other Non-Licensed Staff, Non-Special Ed

Staff Special Education
Support

Special Education Administration, Support Staff
Special Education Other Services, Non-Licensed



23

Appendix B. Additional Resources

For more information about the research we have described above and other
works examining educator labor markets in Oregon, please refer to the following
working papers. To request copies, please contact Emily K. Penner,
emily.penner@uci.edu.

Educator Turnover

The majority of the work described above derives from the following working paper on:

Penner, Emily K., Yujia Liu, and Aaron J. Ainsworth. (2023). Revolving School Doors? A
Longitudinal Examination of Teacher, Administrator and Staff Contributions to School Churn.
(EdWorkingPaper: 23-777). Retrieved from Annenberg Institute at Brown University:
https://doi.org/10.26300/vy4x-d198

Abstract
Non-teaching staff comprise over half of all school employees and their turnover may be
consequential for school operation, culture, and student success, yet we lack evidence
documenting their attrition. We use 11 years of administrative data from Oregon to
examine mobility and exit among teachers, administrators, paraprofessionals, and other
staff. Although teachers dominate staff turnover conversations, they are consistently the
most stable employee group. Some school factors, like the proportion of students being
disciplined, predict higher turnover rates for all employees, but within-school turnover
between staff groups is weakly correlated and some school context variables are
differentially associated with the turnover of various employee groups. Results suggest
that employee turnover in schools is not a homogenous phenomenon across staffing
groups.

New Teacher Mentoring

Liu, Yujia and Emily K. Penner (2024) Does Mentoring Impact Beginning Teacher
Retention? A Longitudinal Program Evaluation.

Abstract
This study examines the causal effect of a state-level mentoring program for beginning
teachers on teacher turnover, using seven years of administrative data from
approximately 200 school districts. It takes advantage of the rotation of financial support
for the program across districts over time and uses reduced form and instrumental
variable research designs to address selection bias related to the availability of
mentoring. The analysis suggests that this mentoring program affects the retention of
novice teachers within schools, districts, and the state in different ways. On average,
program participants are 14.8 percentage points less likely to leave the state public
schools within one year. Participants of color and teachers working in districts with

https://doi.org/10.26300/vy4x-d198
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higher levels of teacher and student diversity appear to experience even greater
retention benefits. While the programs have a positive impact on novice teacher
retention at the state-level, it has no significant impact on school-level retention and
may contribute to an increased likelihood of teachers moving to other school districts.
This study provides valuable insights that help reconcile the discrepancies among
descriptive, quasi-experimental, and experimental studies examining the effects of
mentoring on the retention of beginning teachers. The results suggest that mentoring
programs should be complemented by specific support for teachers in individual schools
and districts, which would help to improve the equitable distribution of teachers across
educational institutions.

Four Day School Week

Ainsworth, Aaron, Emily K. Penner, and Yujia Liu. Less is More? The Causal Effect of
Four-Day School Weeks on Employee Turnover.

Abstract
The use of four-day school weeks (4dsw) in the United States has expanded rapidly
over
the past two decades. Previous work examines the impact of four-day weeks on student
outcomes, but little research to date examines the effect on school employees who are
also
intended beneficiaries of these schedules as schools in some locales seek new
strategies to
recruit and retain staff. This paper examines the effect of 4dsw adoption in Oregon on
teacher and other school staff retention by leveraging a staggered roll-out of the
schedule
using a difference-in-differences design. We find that adopting a four-day week
increased
turnover by 3 percentage points among teachers in the initial year with turnover
subsiding
in the short term and then increasing again in the longer term. Turnover among
non-teaching staff was mostly unaffected by the schedule change. There is suggestive
evidence that increases in teacher turnover are, in part, mediated by salaries that fall
further behind five-day schools after policy adoption. The findings suggest that
policymakers interested in implementing 4dsw for improved school employee retention
should exercise caution and be attentive to the full set of incentives offered to staff.

Relative Salary Changes

Candelaria, Chris. Liliane Nienstedt, Emily K. Penner, Aaron Ainsworth, and Yujia Liu.
Should They Pay, or Should I Go? Differential Responses to Base Salary Increases

Abstract
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This study uses administrative data from Oregon to estimate the extent to which base
salary reduces teacher turnover and to investigate whether these effects are
heterogeneous by teacher characteristics. We find that increases in salary are
associated with decreases in teacher turnover – in our fully specified model we estimate
that a 10% increase in current and future base salary is associated with a 1.5
percentage point decrease in turnover. This relationship appears to attenuate for
mid-career teachers, and we do not find a statistically significant difference between
teachers with BA and MA degrees. Lastly, we find that teachers in special education
positions are more responsive to salary increases than those only assigned general
education classes. These insights help provide a better understanding of the ways that
salaries may impact teacher staffing challenges across different teacher characteristics.
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