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Abstract of Dissertation 
 
 

Teaching with Purpose: 
Factors Impacting Career and Technical Education (CTE) Teacher Retention 

 
 

Ongoing challenges with retaining Career and Technical Education (CTE) 

teachers across the United States have raised concerns about workforce stability and the 

impact on students’ readiness to enter career fields (Devier, 2019; Harris & Wakelyn, 

2007; Karp et al., 2007; Kazis, 2005; Office of Postsecondary Education, 2016; Perkins 

Collaborative Resource Network, 2024; U.S. Department of Education, 2024; Wilkin & 

Nwoke, 2011). While much of the literature has focused on why teachers leave the 

profession, less is known about why veteran CTE educators choose to remain. This 

qualitative study, guided by Herzberg’s Motivation-Hygiene theory (1966) and Spillane’s 

Distributed Leadership theory (2006), explored the factors influencing teacher retention 

by examining the experiences of 15 veteran public high school CTE teachers from 13 

states. 

Three themes emerged from the analysis. First, participants emphasized the 

importance of building partnerships with students, colleagues, and industry professionals. 

These relationships served as a basis for meaningful learning experiences. Second, they 

described how commitment to student growth and personal wellbeing contributed to 

educator and student success. Finally, participants discussed the transitions and 

challenges they encountered in the profession. They highlighted the importance for 

consistent support and adaptability over time. 

These findings show that CTE teacher retention is shaped by interconnected 

motivations, relationships, and evolving conditions. In many cases, existing structures 
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and practices may not fully account for the personal and professional fulfillment that 

sustains veteran teachers. Systemic limitations, such as inflexible policies and 

inconsistent leadership support, can make it challenging to meet the needs of CTE 

teachers. However, this study demonstrated that retention can improve when schools 

foster purpose driven environments grounded in community, collaboration, and student 

growth. Educational leaders who adopt distributed leadership practices and respond to 

both intrinsic and environmental needs can help build sustainable pathways for CTE 

educators. These approaches affirm educator identity, support growth, and prioritize 

meaningful learning experiences for all students.  
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Chapter 1: Introduction 

Overview 

In the first five years of their teaching careers, a number of newly hired educators 

exit the teaching profession (Cohen-Evron, 2015; De Neve & Devos, 2017; Donaldson, 

2009; He et al., 2015; Ingersoll, 2002; Perrachione et al., 2008; Steinke & Putnam, 2007; 

Wilhelm et al., 2010). Ingersoll et al. (2021) examined the demographic trends and 

changes in the U.S. elementary and secondary teaching workforce over the past three 

decades from 1987 to 2018. They found that 44.6% of new teachers exit the profession 

within five years of starting. Some of those who leave the profession express feelings of 

being undervalued due to policies and enduring constant stress, mainly driven by high 

stakes testing and unfair, inaccurate teacher evaluations (Berry & Shields, 2017). 

Podolsky et al. (2017) administered a survey to teachers who voluntarily left. In the 

survey, teachers were allowed to choose multiple factors that they considered extremely 

or very important in their decision to leave. The primary reason cited for their departure 

was personal life factors, such as pregnancy and childcare (N=37%). The survey also 

evidenced that teachers left to pursue other positions (N=28%), citing dissatisfaction with 

school assessment and accountability policies (N=25%), administration (N=21%), the 

teaching profession (N=21%), classroom intrusions (N=18%), student discipline issues 

(N=17%), inadequate support for student assessment (N=17%), a lack of autonomy 

(N=14%), and others. 

Teacher retention can help maintain a stable and effective educational system, 

with implications for students, schools, and the broader community (Shuls & Flores, 

2020). Retaining experienced educators helps ensure continuity and quality in education 

delivery by fostering strong connections with students and creating supportive learning 
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environments (Shuls & Flores, 2020), essential in specialized subjects like Career and 

Technical Education (CTE) (Claflin et al., 2019). Shuls and Flores (2020) explored 

teacher retention strategies employed by highly effective school districts and highlighted 

several factors that contributed to teacher retention, including positive school cultures, 

strong community partnerships, and learner centered environments. Claflin et al. (2019) 

examined work family conflict, turnover intentions, and the relationship between the two 

among CTE teachers. Given CTE’s emphasis on career and college readiness through 

practical, hands-on skill building and leadership development, it was beneficial for 

students who plan to enter the workforce soon after high school (Claflin et al., 2019). 

However, the ongoing shortage of CTE teachers could lead to fewer students being 

properly equipped to join the industrial workforce, which was already experiencing a 

shortage of skilled labor (Bartholomew, 2014). Additionally, teacher retention can help 

promote a positive school culture (Mancuso et al., 2010; Shankar & Nayaken, n.d.; Shuls 

& Flores, 2020) by facilitating collaboration among staff and the consistent 

implementation of teaching approaches (Berry & Shields, 2017; Shuls & Flores, 2020). 

Mancuso et al. (2010) set out to monitor teacher turnover in Near East South Asia 

(NESA) international schools and identify factors associated with teacher turnover. They 

determined that teacher retention plays a crucial role in predicting student achievement. 

Berry and Shields (2017) discussed the recurring issue of teacher shortages in the U.S. 

and reviewed past efforts, such as the ones in California and North Carolina, that 

successfully addressed the problem but were later dismantled due to political and 

economic pressures. Berry and Shields (2017) highlighted the importance of improving 

professional working conditions by prioritizing collaborative opportunities within 

schools. 
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Moreover, sustained teacher presence can positively impact student outcomes 

(Berry & Shields, 2017), including academic achievement and socioemotional 

development (Shuls & Flores, 2020), particularly benefiting vulnerable student 

populations (Boyd et al., 2011). Boyd et al. (2011) examined how school contextual 

factors influenced teacher retention decisions in New York City. Their findings revealed 

that some schools faced significantly high attrition rates, which can disrupt instructional 

continuity and negatively affect students. These high turnover schools were more likely 

to serve large populations of low performing, non-White, and low income students. These 

groups would gain the most from a stable and supportive school environment (Boyd et 

al., 2005; Carroll et al., 2000; Hanushek et al., 2004; Scafidi et al., 2005). In addition, 

Ronfeldt et al. (2012) evaluated the impact of teacher turnover on more than 1.1 million 

observations of fourth and fifth grade students in New York City over a 10 year period. 

They suggested creating incentive programs to retain teachers who may be inclined to 

leave. They emphasized that such measures are especially crucial in schools with high 

numbers of low performing and Black students, as teacher turnover in these environments 

has the greatest adverse impact on student achievement. 

Financially, reducing turnover rates alleviates the costs associated with recruiting, 

hiring, and training new teachers (Barnes et al., 2007). Barnes et al. (2007) presented 

findings from a pilot study that investigated the financial impact of teacher turnover 

across five school districts. They analyzed turnover rates, how turnover is related to 

various teacher and school characteristics, and the costs incurred in recruiting, hiring, and 

training new teachers. They determined that the costs associated with teacher turnover are 

considerable, regardless of district size. For example, in Granville County, North 

Carolina, the cost of replacing each departing teacher was just under $10,000. In the 
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small rural district of Jemez Valley, New Mexico, it was $4,366 per teacher. Milwaukee 

reported an average cost of $15,325 per teacher, while in a much larger district like 

Chicago, the figure was $17,872. Chicago Public Schools alone faced an estimated total 

turnover cost exceeding $86 million annually, which underscores the financial losses 

incurred each time a teacher leaves the system. 

Lastly, teacher retention can contribute to community spirit by fostering stability 

and continuity (Oke et al., 2016; Shankar & Nayaken, n.d.). Oke et al. (2016) conducted a 

literature review to examine issues related to teacher attrition in schools. They found that 

developing and supporting effective teams improves morale. This leads to stronger team 

cohesion, with members feeling proud to be part of the group. As a result, both trust and a 

sense of belonging increase within the team and the organization. 

The Evolution of Career and Technical Education (CTE) 

Vocational education arose in the early 1900s in response to the industrial era in 

the United States (Michaels & Barone, 2020). This educational initiative helped fuel 

America’s economic growth throughout the 20th century by equipping some students 

with specific job related skills (Michaels & Barone, 2020). In 2006, Perkins IV 

legislation replaced the term “vocational education” with “Career and Technical 

Education” (CTE). This shift went beyond a rebranding initiative and built upon the 

history of vocational education while tailoring to the evolving demands of global trade 

and production (Michaels & Barone, 2020). Perkins IV defines CTE as 

Organized educational activities that offer a sequence of courses that provides 
individuals with coherent and rigorous content aligned with challenging academic 
standards and relevant technical knowledge and skills needed to prepare for 
further education and careers in current or emerging professions; provides 
technical skills proficiency, an industry recognized credential, a certificate, or an 
associate degree; and may include prerequisite courses that meet the requirements 
of this subparagraph and include competency based applied learning that 
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contributes to the academic knowledge, higher order reasoning and problem 
solving skills, work attitudes, general employability skills, technical skills, and 
occupation specific skills, and knowledge of all aspects of an industry, including 
entrepreneurship of an individual. (Carl D. Perkins Act 2006, Section 3(5) 
 
Traditionally, vocational education aimed to deliver practical instruction that 

fostered career skill development and focused on entry level positions in fields not 

requiring a bachelor’s degree. It typically integrated classroom learning with hands-on 

laboratory experiences and on the job training (Friedel, 2011). Presently, CTE programs 

are designed to prepare students for a diverse array of careers, spanning across sectors 

such as healthcare, renewable energies, hospitality, engineering, law enforcement, and 

more. This change aims to mirror the contemporary and ever changing nature of the 

modern workplace (Michaels & Barone, 2020). 

CTE Teacher Shortages: Challenges and Responses Over Time 

The departure of Career and Technical Education (CTE) teachers from the 

profession, and thus the necessity for my study on why veteran CTE educators choose to 

remain in their roles, has been recognized as critical since at least 2003 (Wilkin & 

Nwoke, 2011), but remains unresolved (Wilkin & Nwoke, 2011). 

A 2011 report from the National Center for Educational Statistics (NCES) found 

that the average age of CTE teachers was 44, with nearly half (49.2%) falling within the 

30-49 age range (NCES, 2011). Teachers in the 50-54 age range made up the smallest 

group, at 13%. The gender breakdown showed that 57.9% of CTE teachers were female, 

while 42.1% were male. Racially, the majority of CTE teachers were White (83.6%), 

followed by Black (7%), Hispanic (6.4%), and other ethnicities (3%) (NCES, 2011). 

Research also indicated that males were more likely to complete alternative teacher 

preparation programs, while females tended to focus on teaching business and marketing 
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courses (Asunda, 2012). Additionally, several studies suggested that CTE teachers who 

perceived higher job autonomy and support were more likely to consider advancing their 

careers in education regardless of their demographic background (Ruhland, 2001; Song et 

al., 2011). 

Nguyen et al. (2023) examined changes in the CTE teacher workforce using 

nationally representative data from 2003 to 2018. The researchers used data from the 

Schools and Staffing Survey (SASS) and its supplement, the Teacher Follow-Up Survey 

(TFS), as well as the newer National Teacher and Principal Survey (NTPS), which were 

all administered by the National Center for Educational Statistics (NCES). These surveys 

provided comprehensive national data on public school teachers and included more than 

30,000 teachers per wave. Nguyen et al. (2023) highlighted several key differences 

between CTE teachers and non-CTE teachers. While women made up the majority of 

CTE teachers, the proportion of female CTE teachers was lower compared to that of non-

CTE teachers. CTE teachers were also less racially diverse, with 83% identifying as 

White, compared to 79% of all public school teachers. In terms of qualifications, CTE 

teachers were more likely to hold specialized credentials and advanced degrees than in 

the past. When it came to turnover, CTE teachers had slightly higher retention rates 

(87.3%) than non-CTE teachers (86.3%). 

Shortages have been reported across various states for at least 35 years. The 

Nationwide Teacher Shortage Areas (TSA) Listing, maintained by the U.S. Department 

of Education, has tracked these shortage areas since the 1990-1991 school year. This data 

collection aims to achieve three main objectives: (1) inform the public about potential 

hiring opportunities for academic administrators, licensed teachers, and other school 

personnel in specific disciplines, grade levels, and regions, (2) provide recent education 
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graduates and experienced professionals with information on potential job opportunities 

in schools facing shortages, and (3) serve as a resource for advising federal student 

financial aid recipients on the possibility of reducing, deferring, or discharging student 

loan repayments by teaching in designated shortage areas. 

In a letter dated July 22, 2009, Governor Jennifer Granholm of Michigan 

exempted retiree earnings in critical shortage areas, including CTE, for the 2009-2010 

period (Wilkin & Nwoke, 2011). Virginia’s State Department of Education has classified 

CTE as a critical teacher shortage area since 2002 (U.S. Department of Education, 2024). 

Similarly, 48 U.S. territories including Delaware, Iowa, Maryland, New York, the 

Northern Mariana Islands, and the U.S. Virgin Islands have identified CTE as a critical 

teacher shortage area (U.S. Department of Education, 2024).  

A 2016 report by the U.S. Department of Education revealed that two-thirds of 

states face shortages of CTE teachers in at least one specialization. Some states, such as 

Minnesota and South Dakota, have struggled to fill CTE teaching positions for over a 

decade, while others, like Maine, Maryland, and New York, have experienced shortages 

for more than 20 years (Office of Postsecondary Education, 2016). 

States have been actively addressing the critical shortage of CTE teachers through 

various tailored programs to meet regional needs. For example, New York State has been 

combating the CTE teacher shortage since the 1980s with proactive initiatives (Devier, 

2019). Despite recognition of New York’s leadership in CTE, ongoing challenges with 

teacher shortages persist (Devier, 2019; Harris & Wakelyn, 2007; Karp et al., 2007; 

Kazis, 2005; Office of Postsecondary Education, 2016; Wilkin & Nwoke, 2011). 

For the 2024-2025 school year, 25 territories have identified CTE as a teaching 

shortage area (U.S. Department of Education, 2024). These territories include Colorado, 
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Connecticut, Delaware, the District of Columbia, Hawaii, Illinois, Iowa, Kentucky, 

Maryland, Michigan, Montana, Nebraska, New Jersey, New York, North Carolina, North 

Dakota, Ohio, Pennsylvania, South Carolina, South Dakota, Texas, Virginia, 

Washington, West Virginia, and the U.S. Virgin Islands. Over the past 35 years, starting 

from the 1990-1991 school year, at least 19 states have experienced CTE shortages for 20 

years or more. These states are Delaware, Iowa, and Maryland with 29 years of 

shortages; Kentucky with 27 years; Missouri, New York, North Dakota, and Virginia 

with 26 years; Michigan with 25 years; Connecticut with 24 years; Maine and Texas with 

23 years; Nebraska and Rhode Island with 22 years; Hawaii and South Carolina with 21 

years; and Minnesota, New Hampshire, and Wisconsin with 20 years. 

Although shortages across the United States had been documented, what was less 

known from the literature was why CTE educators continued to remain in the profession. 

My study aimed to provide insights using qualitative methods and looked to expand upon 

existing quantitative research at the time. Rojewski et al. (2008) conducted a 

comprehensive three year literature review focused on key journals in the field of CTE 

research and noted a prevalence of quantitative over qualitative research methods. This 

qualitative approach facilitated a more thorough investigation into the factors that 

impacted why and how CTE teachers maintained their positions. 

Student Enrollment Trends in Career and Technical Education (CTE) Across Key 

States 

The U.S. Department of Education released state enrollment data for the school 

years 2019-2020 through 2021-2022 (Perkins Collaborative Resource Network, 2024). 

For the top 10 states experiencing Career and Technical Education (CTE) teacher 

shortages from 1990-1991 to 2024-2025, student enrollments in CTE programs have 
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remained relatively stable. This suggests challenges in retaining CTE teachers, despite 

these states reporting CTE as a critical shortage area for over two decades. 

Table 1 
 
Secondary Career and Technical Education (CTE) Enrollment Data 
 

Territory Years with 
CTE Shortages 

Identified 
(1990-2024) 

Secondary 
CTE 

Enrollment 
School Year 
2019-2020 

Secondary 
CTE 

Enrollment 
School Year 
2020-2021 

Secondary 
CTE 

Enrollment 
School Year 
2021-2022 

Secondary 
CTE 

Enrollment 
School Year 
2022-2023 

Nationwide  7,476,815 8,268,511 8,151,708 7,832,489 

Delaware 29 28,105 28,297 44,413 30,616 

Iowa 29 106,519 113,975 106,928  107,061 

Maryland 29 110,933 122,519 126,504 133,071 

Kentucky 27 141,364 138,189  141,867 145,159 

Missouri 26 124,606 122,247 121,639 125,722 

New York 26 52,048 113,469 87,810 96,575 

North Dakota 26 23,007 25,604 27,199 25,388 

Virginia 26 305,230 297,677 247,235 294,144 

Michigan 25 97,407 84,971 84,071 91,389 

Connecticut 24 114,541 107,074 120,837 124,029 

Note: This table uses information from the Perkins Collaborative Resource Network State 
Profiles data as of 2024 
 

Given the role of CTE education in providing postsecondary opportunities and 

ensuring student success, it is essential for schools to address teacher retention issues and 

understand the needs of CTE educators to enhance recruitment efforts. 

The Importance of Career and Technical Education (CTE) 

The departure of Career and Technical Education (CTE) teachers from the field of 

education heightens the negative outcomes in the teaching profession and stands as the 

primary focus of concern for my research. Harris and Wakelyn (2007) highlighted that 
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CTE students demonstrate more motivation towards learning and engagement, primarily 

because the skills they acquire are directly related to their intended careers. Moreover, 

Karandjeff et al. (2011) suggested that enabling CTE students to apply their completed 

high school credits towards fulfilling prerequisite requirements at postsecondary 

programs could stimulate greater interest and participation in CTE programs at earlier 

stages of their academic journey. 

The collaborative effort to increase CTE pathway completion rates and streamline 

transfer credits to four year institutions could potentially address the challenge of 

sustaining existing industries and fostering innovation (Bragg & Soler, 2016). In addition, 

CTE pathways can act as a safeguard for some students from low socioeconomic 

backgrounds. CTE programs can help provide access to state of the art facilities, 

resources, and academic support, which can help alleviate the impacts of socioeconomic 

inequities (Johnson & Hendricks, 2019). CTE largely continues to be an essential 

component of the American high school experience by contributing to increased student 

achievement in various aspects  (Michaels & Barone, 2020), such as higher scores on 

subject area assessments and college entrance exams. 

The Impact of Career and Technical Education (CTE) on Student Outcomes 

Investing in Career and Technical Education (CTE) teachers is crucial, as it yields 

substantial benefits for both students and society (Watlington et al., 2010). Research 

highlighted that retaining experienced teachers lowered turnover costs and enhances 

educational outcomes (Watlington et al., 2010; Ronfeldt et al., 2012). High turnover rates 

disrupted instructional quality and teacher collaboration (Guin, 2004). 

CTE instructors provide essential knowledge and skills across various fields, 

including agriculture, health science, and information technology (ACTE, 2024). CTE 
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programs blend academic and occupational education, which offers high school students 

college level experience and opportunities for postsecondary advancement (Benson, 

1997; Chen et al., 2024). These programs link traditional academics with career specific 

applications. This approach improved student engagement and reduced dropout rates 

(Brand et al., 2013; Cullen et al., 2013). 

CTE coursework positively affected students’ psychological wellbeing, self-

efficacy, and long term employability (Feldmann, 2016; Kelly & Price, 2009). It fostered 

critical thinking, problem solving, and industry recognized credentials (Dougherty, 2018; 

Plasman et al., 2024). CTE participation was also associated with better attendance, 

higher high school completion rates, and benefits for students of color and those with 

disabilities (Hughes et al., 2012; Plasman & Gottfried, 2022; Wagner, 1991b). 

Factors Influencing Teacher Retention 

Research indicated that teachers were more likely to stay in their positions when 

they experienced strong collegial relationships (De Neve & Devos, 2017; Donaldson, 

2009; Grillo & Kier, 2021; He et al., 2015; Kelchtermans, 2017; Perrachoine et al., 2008; 

Scott et al., 2022; Steinke & Putnam, 2007; Stockard & Lehman, 2004), adequate teacher 

preparation (Goldhaber & Cowan, 2014; Grillo & Kier, 2021; Kelchtermans, 2017; Scott 

et al., 2022; Stockard & Lehman, 2004), and opportunities for professional development 

and skill enhancement (Grillo & Kier, 2021; He et al., 2015; Kelchtermans, 2017; Scott et 

al., 2022; Steinke & Putnam, 2007). Additionally, some studies suggested that Career and 

Technical Education (CTE) educators were more likely to remain in their roles due to 

positive relationships with colleagues (De Neve & Devos, 2017; Grillo & Kier, 2021; 

Hasselquist & Graves, 2020; Kelchtermans, 2017; Park & Johnson, 2019; Scott et al., 
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2022; Stockard & Lehman, 2004), supervisors (De Neve & Devos, 2017; Ruhland, 2001), 

and supportive company policies (Devier, 2019). 

Effective leadership has shown to impact teacher retention (Dainty & Su, 2011; 

Torres, 2019; Tran & Smith, 2020). For instance, Tran and Smith (2020) used several 

approaches, including Herzberg’s Motivation-Hygiene theory, to suggest that school 

leaders should intentionally design a supportive employee experience for teacher support. 

Their research indicated that employers and policymakers should also move beyond 

solely focusing on hygiene needs, such as compensation, commute time, and working 

conditions. Though the hygiene factors are important and potentially affect recruitment, 

Darling-Hammond & Ducommun (2007) determined that it will not resolve the core of 

the teacher shortage problem alone. Through the lens of Herzberg’s Motivation-Hygiene 

theory, the fulfillment of hygiene needs alleviates initial dissatisfaction but does not yield 

the enduring satisfaction that results in job retention (Herzberg, 1966). Instead, employers 

should increase their focus on administrative support for teacher development, which is 

the most critical factor for teacher retention and includes mentorship and professional 

development (Boyd et al., 2011; Kraft et al., 2016) and possibly recruitment, to shape it 

to meet the needs of teachers in various contexts and at different stages of their careers. 

Tailored mentorship and ongoing professional development are crucial for supporting 

teachers’ career growth and retention (Barnatt et al., 2017; You & Conley, 2015). Barnatt 

et al. (2017) carried out a longitudinal study to examine how similar backgrounds among 

novice teachers resulted in different career outcomes. In contrast, You and Conley (2015) 

explored the factors influencing the likelihood of middle and high school teachers leaving 

the profession at various stages, including early career, mid-career, and veteran teachers. 

Despite focusing on different teacher groups, both studies found that customized 
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mentorship and continuous professional development are essential for fostering teachers’ 

career advancement and retention. 

Administrative support, including mentorship and professional development, 

should be intentionally differentiated based on teacher needs (Barnatt et al., 2017). This 

approach is foundational for the growth of teachers’ professional identities, as opposed to 

“one size fits all” micromanagement approaches and policies. Standardized methods 

ignore the complexities of the dynamic interaction between individual teachers and the 

educational context in which they work. By intentional differentiation, schools can 

enhance teacher commitment to the work itself, which is a motivator that positively 

influences retention (You & Conley, 2015). 

Torres (2019) applied hierarchical linear modeling (HLM) to investigate 

relationships among distributed leadership, professional collaboration, and teachers’ job 

satisfaction in U.S. schools. Their study found that distributed leadership was positively 

related to teachers’ job satisfaction, thereby influencing their decision to stay. Similarly, 

Dainty and Su’s (2011) research to identify specific factors affecting the retention of 

Family and Consumer Sciences (FACS) teachers in Kansas, their major findings were 

that administrative support and gaining student respect are important for the social 

integration of teachers. Overall, intentional and differentiated support from school leaders 

is essential for enhancing teacher retention and satisfaction (Barnatt et al., 2017; Dainty 

& Su, 2011; Torres, 2019; Tran & Smith, 2020; You & Conley, 2015). 

The existing literature did not adequately address how CTE teachers perceived the 

role of leaders in their decision to stay. While national shortages were well documented, 

there was limited research on why CTE educators specifically chose to remain in the 

profession. My study aimed to address this gap by providing qualitative insights through 
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qualitative methods. This approach built upon existing quantitative research and allowed 

for a more in depth exploration of the factors that influenced CTE teachers’ decisions to 

stay in their roles. 

Addressing Research Gaps: Exploring Teacher Retention in Career and Technical 

Education (CTE) 

Despite these insights, gaps remained. While studies addressed teacher retention, 

there was little research done on the context of Career and Technical Education (CTE). 

For example, Dainty and Su (2011) stated that “although many factors have been 

identified as contributors to teacher retention, few have been specific to the CTE area and 

the diversity of CTE programs demands a more specific approach” (p. 42). Moreover, 

Claflin et al. (2019) stated, “There is limited research exploring reasons for CTE teacher 

retention and attrition” (p. 134). Additionally, CTE teachers’ perspectives were 

underrepresented in research. As of August 13, 2024, a search of the Academic Search 

Complete database for peer reviewed journals from January 2014 to the present revealed 

no results for the search terms “vocational teacher retention” or “CTE teacher retention.” 

The search for “career and technical education teacher retention” returned only one 

result, while “teacher retention” yielded 573 results. On the ProQuest database, the same 

searches produced 942 results for “vocational teacher retention,” 20 for “CTE teacher 

retention,” and 702 for “career and technical education teacher retention.” The search for 

“teacher retention” on ProQuest returned 5,223 results. To address these gaps and 

amplify the voices of CTE teachers, my study aimed to offer insights into why veteran 

CTE educators remained in the profession. By using qualitative methods to capture their 

experiences and perspectives, this research sought to provide a more comprehensive 

understanding of this underexplored issue. 
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Statement of the Problem 

The ongoing shortage of Career and Technical Education (CTE) teachers, at the 

time of this study, was a persistent issue that had been documented across the United 

States for over three decades. Despite the role CTE played in preparing students for 

diverse career paths, the profession continued to face retention challenges. Many states, 

including Maryland, Virginia, and New York, reported shortages in CTE teaching staff 

for over 20 years (U.S. Department of Education, 2024). These shortages persisted even 

though CTE programs were designed to equip students with practical and career ready 

skills (Devier, 2019; Harris & Wakelyn, 2007; Karp et al., 2007; Kazis, 2005; Office of 

Postsecondary Education, 2016; Wilkin & Nwoke, 2011).  

While research focused on identifying factors that lead teachers to leave the 

profession, the reasons why veteran CTE educators chose to stay remained 

underexplored. Existing literature on teacher retention largely focused on the broader 

teaching profession (De Neve & Devos, 2017; Donaldson, 2009; Grillo & Kier, 2021; He 

et al., 2015; Kelchtermans, 2017; Perrachoine et al., 2008; Scott et al., 2022; Steinke & 

Putnam, 2007; Stockard & Lehman, 2004) and lacked insight into the unique experiences 

of CTE educators. Studies showed that professional development opportunities (Grillo & 

Kier, 2021; He et al., 2015; Kelchtermans, 2017; Scott et al., 2022; Steinke & Putnam, 

2007), mentorship (Goldhaber & Cowan, 2014; Grillo & Kier, 2021; Kelchtermans, 

2017; Scott et al., 2022; Stockard & Lehman, 2004), and strong collegial relationships 

(De Neve & Devos, 2017; Donaldson, 2009; Grillo & Kier, 2021; He et al., 2015; 

Kelchtermans, 2017; Perrachoine et al., 2008; Scott et al., 2022; Steinke & Putnam, 2007; 

Stockard & Lehman, 2004) were key factors in teacher retention. However, there was a 
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gap in understanding how these factors applied specifically to CTE teachers and how 

leadership and administrative support impacted their decisions to remain in the 

profession. 

Given the long standing CTE teacher shortages, understanding the motivations 

behind teacher retention was important for developing targeted solutions to the problem. 

This study aimed to address this gap by using qualitative methods to explore the 

experiences of veteran CTE teachers. By capturing their insights, this research sought to 

provide a deeper understanding of the factors that contributed to their retention, thus 

helping to inform policies and practices that could better support CTE educators and 

enhance retention efforts in this field. 

Purpose and Research Questions 

The purpose of this study was to fill the gap and explore Career and Technical 

Education (CTE) teacher retention. Employing qualitative research extended the 

understanding beyond quantitative findings and enabled exploration into the reasons and 

mechanisms that contributed to the retention of CTE teachers. 

One proposed research question with two subquestions informed this study: 

● RQ: What factors shape the retention decisions of veteran CTE teachers? 

● Subquestion 1: What intrinsic aspects shape the decision to stay in the profession? 

● Subquestion 2: What conditions contribute to retention? 

Statement of Potential Significance 

Literature 

Though existing literature underscored teachers’ role in enhancing student 

achievement (Berry & Shields, 2017; Boyd et al., 2011; Shuls & Flores, 2020), there was 

a scarcity of literature regarding leadership practices specifically aimed at retaining 
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Career and Technical Education (CTE) teachers. This study contributed to the scholarly 

discourse on school leadership by applying Herzberg’s Motivation-Hygiene (1966) and 

Spillane’s Distributed Leadership (2006) theories to explore factors affecting the 

retention of CTE teachers. 

Policy 

Understanding the perspectives and experiences of Career and Technical 

Education (CTE) teachers can inform federal, state, and local policymakers about the 

potential effects of mandated policies and initiatives that could support CTE teacher 

retention. Additionally, school districts and postsecondary institutions could utilize the 

findings to enhance recruitment strategies and provide better coaching and curriculum 

resources for CTE teachers. This approach enabled prospective teachers to gain a deeper 

understanding of the challenges and perspectives within the CTE teaching profession. 

Participants 

Participants in the study had the opportunity to reflect on and convey their 

experiences as Career and Technical Education (CTE) teachers through storytelling. 

Moreover, this research aimed to enhance CTE teachers’ awareness of their professional 

identity and equip them with strategies for effectively navigating and advocating within 

educational environments. Ultimately, by collaboratively sharing their lived experiences, 

participants deepened their insights into the multifaceted role of being a CTE teacher. 

Personal 

As a former Career and Technical Education (CTE) student and current CTE 

teacher in the largest public school system in the United States, it was crucial for me to 

explore strategies for retaining our teaching staff. My own development owes much to 

the mentorship and support I received from my CTE instructor. 
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Theoretical and Conceptual Frameworks 

For this study, I utilized Herzberg’s Motivation-Hygiene theory (1966) and 

Spillane’s Distributed Leadership theory (2006). Herzberg’s Motivation-Hygiene theory, 

introduced in 1966, distinguishes motivators and hygiene factors to explain job 

satisfaction and dissatisfaction. Motivators, such as achievement and recognition, 

contribute to job satisfaction; while hygiene factors, like salary and work environment, 

prevent job dissatisfaction but do not directly motivate (Herzberg, 1966; Park & Johnson, 

2019; Perrachione et al., 2008). The theory holds that satisfaction and dissatisfaction are 

separate concepts, with satisfaction stemming from motivators and dissatisfaction being 

alleviated by hygiene factors. These principles had been applied to educational contexts, 

including teaching professions, to understand factors influencing job satisfaction and 

engagement (Herzberg, 1966; Park & Johnson, 2019; Perrachione et al., 2008). 

A distributed leadership perspective (Spillane, 2006) challenges conventional 

presumptions of school leadership by moving beyond the traditional hierarchical model 

and instead focuses on the collective interactions among leaders, followers, and their 

situations to shape leadership practice. This approach includes formal leaders like 

principals but also recognizes the necessary contributions of other potential leaders such 

as teachers and parents. Distributed leadership reframes leadership as a dynamic practice 

emerging from these interactions, rather than merely delegated roles. 

Conceptual Framework 
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Figure 1 

A Conceptual Model of Career and Technical Education (CTE) Teacher Retention: 

Aligning Motivation-Hygiene Factors with Distributed Leadership Practices   

 

Spillane’s Distributed Leadership theory (2006) highlights the importance of 

interactions between leaders, followers, and their situation, which aligns with Herzberg’s 

Motivation-Hygiene theory (1966) to support CTE teacher retention. Herzberg’s 

Motivation-Hygiene theory explains job satisfaction through two sets of factors. 

Motivators lead to satisfaction, while hygiene factors prevent dissatisfaction (Herzberg, 

1966). Leaders utilizing a distributed approach could leverage these insights to create an 

environment that enhances job satisfaction and addresses dissatisfaction. 

Motivators, such as achievement, recognition, and opportunities for advancement, 

are important for fostering satisfaction among teachers (Herzberg, 1966). In a distributed 

leadership framework, leadership is not confined to a single individual, but rather 

emerges from collaborative efforts (Spillane, 2006). This approach allows leaders to 
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engage teachers in meaningful ways by providing teachers with opportunities to achieve, 

be recognized, and grow professionally. By fostering supportive interactions, leaders 

could help teachers experience intrinsic rewards in their roles and potentially boost their 

satisfaction and engagement. 

On the other hand, hygiene factors, such as job security, supervision, and working 

conditions, are important for preventing dissatisfaction (Herzberg, 1966). Distributed 

leadership allows for these factors to be managed collectively, where multiple leaders 

could address concerns through structured routines and support systems (Spillane, 2006). 

By working together to improve factors such as workplace conditions and job security, 

leaders could help mitigate dissatisfaction among teachers. This collective and 

situationally responsive approach ensures that practical needs are met, thereby creating a 

stable foundation for teachers to thrive. 

Ultimately, distributed leadership enables a collaborative approach (Spillane, 

2006) to addressing both motivators and hygiene factors. By aligning leadership practices 

with these factors, schools could cultivate a work environment that not only prevents 

dissatisfaction, but also actively promotes teacher satisfaction and retention. 

Methodology 

I used a basic qualitative research design to explore how Career and Technical 

Education (CTE) educators experienced their roles and chose to remain in their teaching 

roles within the United States. For this study, I interviewed 15 veteran CTE teachers. 

Criterion sampling, which involved establishing specific criteria for selecting individuals, 

was employed to ensure that all participants in the study are representative of individuals 

who had experienced the phenomenon, as suggested by Creswell and Poth (2018). 

Criteria for selecting participants included a minimum of five years holding a position as 
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a CTE teacher in a United States public school. These criteria were chosen intentionally 

to examine the impact of motivation on veteran teachers who persisted in their roles. The 

rationale behind these criteria was to ensure that participants had substantial teaching 

experience, hence the requirement for at least five years of experience in that setting. 

While scholars disagreed with the exact number of years marking “veteran” status for 

teachers, stating it ranged between 8 and 35 years (Teitelbaum, 2008; Brundage, 1996; & 

Cohen, 1988), this study chose five years as the minimum number of teaching years 

deemed necessary to be a veteran teacher. Five years was considered appropriate for CTE 

teachers specifically, as CTE is a specialized field with distinct requirements. 

Additionally, because the existing literature did not extensively address the veteran status 

of CTE educators, five years offered a reasonable and conservative benchmark. 

Data was collected through interview questions and focused on understanding the 

participants’ experience (Creswell & Poth, 2018). Data collection solely consisted of 

interviews, as it is the predominant method in qualitative studies (Merriam & Tisdell, 

2015). Each participant underwent one individual interview session of approximately 60 

minutes in length, conducted face to face or virtually, or until data saturation is achieved. 

An additional follow up interview will take place if necessary. The goal was to optimize 

information gathering and the sampling process concluded when no additional 

information emerged from newly sampled units (Merriam & Tisdell, 2015). Semi-

structured interviews were used in this study (Merriam & Tisdell, 2015). A semi-

structured interview falls between structured and unstructured formats. The questions 

were phrased more flexibly and created a blend of highly structured and less structured 

inquiries. 

Limitations 
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My study acknowledged several limitations. One potential issue was unintended 

bias that may have arisen from my background as a Career and Technical Education 

(CTE) teacher. To address this, I employed methods, such as reflective journaling, 

throughout the data collection process. 

Furthermore, the study encompassed participants from diverse career clusters, 

including automotive and transportation; business and finance; construction and 

sustainability; culinary, hospitality, and tourism; engineering and architecture; healthcare; 

information technology; and media and design. This diversity may have complicated 

achieving a consensus due to varying perceptions and experiences across these fields. In 

my study, I interviewed participants from different career clusters based on purposeful 

and convenience sampling.   

In my observations, I have noticed a disparity in retention between different 

career clusters. Specifically, teachers in media and design tended to remain in their roles 

longer compared to those in information technology. One potential explanation for this 

difference could have been that the media and design field, with its freelance nature, finds 

stability within educational environments whereas the information technology field 

offered more lucrative opportunities outside of education. This observation was 

confirmed by participants in this study, who described differences in retention across 

career clusters. Cady, an Architecture and Construction, Information Technology, 

Manufacturing, and Science, Technology, Engineering, and Mathematics (STEM) teacher 

in Oregon, spoke to the difficulty of retaining educators in computer science and 

engineering. She explained that attracting professionals from the industry into teaching 

was especially challenging. She noted that their sales pitch was essentially asking, 

“would you like to work twice as hard for a third the money?” She added that this was a 
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hard sell and some programs in her area had to close because they could not find 

qualified teachers. She emphasized that more competitive opportunities in the technology 

industry made recruitment difficult. In contrast, Michele, who teaches in Arts, A/V 

Technology, and Communications in New York, highlighted the stability she found in 

teaching after years of freelancing. She reflected that “everybody would call you on one 

day and then nobody would call you for a week.” Teaching, she explained, offered a 

sense of consistency. She no longer had to worry about when the next paycheck was 

coming. 

Delimitations 

The following were delimitations of my study. The study only included Career 

and Technical Education (CTE) teachers as participants and excluded general education 

teachers from the study sample. Additionally, administrators were not included in the 

study, therefore the data relied on teacher perceptions regarding their administrative 

support.  

Definition of Key Terms 

A number of terms appeared consistently throughout the study: 

Career and Technical Education (CTE): Career and Technical Education (CTE) offers 

high school students a pathway to success by providing opportunities to tailor 

their education according to their career interests and individual learning needs 

(U.S. Department of Education, 2019). 

Career and Technical Education (CTE) Teacher: Career and Technical Education (CTE) 

teachers educate students in a range of technical fields (U.S. Bureau of Labor 

Statistics, 2025), including areas like agriculture, arts and audiovisual technology, 

education and training, health science, and information technology. 
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Comprehensive School: A comprehensive school is a secondary school that does not 

specialize in a single type of program, such as vocational or college preparatory 

(National Center for Education Statistics, n.d.). 

Teacher Attrition: A teacher leaving a position in a school, either for a position in a 

different school or for a position outside of teaching (Hancock & Scherff, 2010; 

Kelly, 2004). 

Teacher Retention: Pertains to teachers who remained in the same teaching assignment 

and the same school as the previous year (Billingsley, 2004).
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Chapter 2: Literature Review 

Introduction 

Teacher retention helps maintain a stable and effective educational system, with 

significant implications for students, schools, and the broader community (Shuls & 

Flores, 2020); therefore, understanding what motivates teachers to persist in their 

teaching roles is crucial. Educators staying in their teaching roles helps ensure continuity 

and quality in education delivery by fostering strong connections with students and 

creating supportive learning environments (Shuls & Flores, 2020), essential in specialized 

subjects like Career and Technical Education (CTE) (Claflin et al., 2019). Additionally, 

teachers staying in the field can help promote a positive school culture (Mancuso et al., 

2010; Shankar & Nayaken, n.d.; Shuls & Flores, 2020) by facilitating collaboration 

among staff and the consistent implementation of teaching approaches (Berry & Shields, 

2017; Shuls & Flores, 2020). Moreover, sustained teacher presence has been shown to 

positively impact student outcomes (Berry & Shields, 2017), including academic 

achievement and socioemotional development (Shuls & Flores, 2020), particularly 

benefiting vulnerable student populations (Boyd et al., 2011). Financially, teachers 

staying in their positions has been shown to help reduce turnover rates and alleviate the 

costs associated with recruiting, hiring, and training new teachers (Barnes et al., 2007), 

preserving resources for critical educational needs (Shuls & Flores, 2020). Lastly, 

research has shown that teachers remaining in their positions contributes to community 

spirit by fostering stability and continuity (Oke et al., 2016; Shankar & Nayaken, n.d.). 

Literature Search Methodology 

To conduct my search for research for this literature review, I performed a 

comprehensive search using the George Washington University’s online library portal. 
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Following my discussion with a reference librarian, I began directly accessing the 

Academic Search Complete and ProQuest Central databases rather than searching the 

entire library database. These databases include a feature where more recent studies 

citing a specific study will be included, facilitating the construction of a citation map. 

Additionally, I began to filter results by subject, participant age, geography, and 

methodology. Moreover, I also filtered searches to only return peer reviewed sources. 

Following the librarian’s advice, I avoided utilizing the JSTOR and Nexis Uni databases, 

as they were unlikely to provide relevant results for my research objectives. 

Implementing these new approaches, I utilized the search terms “Career and 

Technical Education,” “CTE,” “CTE teacher retention,” “Retention,” “Teacher,” and 

“Vocational Education”. To broaden the scope of my search, I alternated between using 

“CTE” and “Career and Technical Education” in my searches. I chose not to set a specific 

timeframe for my literature review due to the long history of vocational education dating 

back to the early 1900s. I aimed to avoid limiting potential studies that could offer 

valuable insights. I evaluated the usefulness of each article by reviewing its abstract and 

briefly scanning its introduction, literature review, and findings sections. If the study 

addressed topics, such as the historical context of Vocational Education or Career and 

Technical Education (CTE), the various pathways to becoming a CTE teacher, and the 

factors influencing teacher retention, particularly in CTE, then I included it in my 

analysis. Studies lacking this information were not considered. 

In Academic Search Complete, an initial screening yielded 14 results for further 

evaluation. I examined the abstract, introduction, literature review, and findings of each 

paper to assess its relevance to my literature review, adhering to the inclusion/exclusion 

criteria. Six papers met the criteria and addressed teachers in the field, specifically CTE, 
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and CTE teacher retention. Subsequently, in ProQuest, an initial screening uncovered 

over three hundred results for further analysis. Once again, I reviewed the abstract, 

introduction, literature review, and findings of each paper to determine its suitability for 

my literature review based on the inclusion/exclusion criteria. 17 papers satisfied the 

criteria and focused on teachers in the field, specifically CTE, and CTE teacher retention. 

Each paper found in Academic Search Complete and ProQuest had keywords 

associated with it. With the papers I deemed most reliable for this study, I took note of 

the number of times keywords appeared. The most frequently appearing keywords in 

Academic Search Complete are as follows. The number following each term is the 

number of times that keyword appeared. The terms were “career education” (3), “supply 

and demand of teachers” (3), “teacher development” (3), “teachers” (3), and “technical 

education” (3). Each additional keyword appeared only once. In ProQuest, keywords 

were categorized into subjects and identifiers. The most common subject keywords, 

ranked from most to least frequent, included “vocational education” (13), “careers” (8) 

“learning” (7), “secondary schools” (6), “students” (6), “academic achievement” (4), 

“classrooms” (4), “secondary schools students” (4), “studies” (4), “teachers” (4), 

“certification” (3), “professional development” (3), “collaboration” (2), “licenses” (2), 

“pandemics” (2), “schools” (2), and “teacher education” (2). The most common identifier 

keywords, in order of frequency, were “technology education” (9), “vocational 

education” (7), “education” (5), “teacher” (4), “professional development” (3), “focus 

group” (2), “teacher education” (2), and “teacher retention” (2). 

This literature review will start by exploring the theories for the conceptual 

framework relevant to this proposed study. It will then discuss and analyze five major 

categories of pertinent literature. These categories include the historical perspective of 
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vocational education and Career and Technical Education (CTE), the pathways to 

becoming a CTE teacher, retention among general education teachers, retention in CTE 

teaching, and motivation in CTE teaching. The section on retention among general 

education teachers will be further divided into collegiality, teacher preparation, and 

professional development and skill improvement. The section on retention in CTE 

teaching will be further divided into academic achievement and trends in CTE research, 

along with approaches to professional development.  

Historical Perspective of Vocational Education/Career and Technical Education 

(CTE) 

         Vocational education, historically centered around practical instruction and career 

skill development, has evolved since its inception. Initially focused on preparing students 

for entry level jobs requiring less than a bachelor’s degree, vocational education began in 

public schools with segregated programs for males in agriculture and trades and for 

females in homemaking (Friedel, 2011). Over time, it expanded into a component of 

comprehensive high schools, aiming not only to equip students with specific job skills, 

but also to develop foundational competencies, such as critical thinking and workplace 

readiness (Connet, 2021). The 1914 Commission on National Aid to Vocational 

Education emphasized the importance of a tailored curriculum that met individual student 

needs and promoted practical learning experiences, and it helped to establish vocational 

education as a part of high school curricula (Friedel, 2011). 

A few years later, the Smith Hughes Act in 1917 provided funding for teacher 

salaries, teacher preparation, and support for vocational education activities and 

ultimately, formalized federal support for vocational education (Friedel, 2011). 

Subsequent legislative acts, including the Vocational Education Act of 1963 and the Carl 



 
 

 5 

D. Perkins Vocational Education Act of 1984, expanded the scope of vocational 

education to include various student populations and occupational programs. These acts 

reflected shifts in the economy and educational priorities, emphasizing workforce 

development, access to vocational education for special populations, and alignment with 

industry demands (Connet, 2021). The evolution continued with later iterations of the 

Perkins Act, such as Perkins III and IV, which further emphasized accountability, 

program improvement, and alignment with academic standards (Friedel, 2011). 

As vocational education transformed into Career and Technical Education (CTE), 

its focus broadened to include emerging industries and technologies, gender equity, and 

nontraditional program enrollments (Friedel, 2011). CTE programs largely evolved to 

meet the demands of the 21st century workforce, with an emphasis on high demand, high 

skill, and high wage occupations. Federal legislation encouraged coordination with other 

state agencies, business and industry, and integration with academic standards and 

applied learning (Connet, 2021). 

A CTE school focuses on providing students with specialized skills and 

knowledge in specific fields such as healthcare, technology, or automotive services. 

These schools emphasize hands-on learning and real world experience to prepare students 

for certifications or direct employment after graduation (NCES, 2024). CTE does not 

only have to be delivered in a CTE school. CTE programs can be delivered in a variety of 

settings, including comprehensive or CTE dedicated high schools, magnet schools, area 

technical centers, community and technical colleges, and even some four year 

universities (ACTE, 2024). In contrast, a comprehensive school is a traditional high 

school that offers a broad curriculum. Comprehensive schools do not specialize in one 

type of program, such as CTE or college preparatory. While students may take some 
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courses in a particular CTE area, comprehensive schools generally do not offer the 

training or credentials typically associated with CTE (NCES, n.d.). While CTE schools 

prioritize career readiness through technical skill development, comprehensive schools 

focus on academic achievement and broader college and career readiness. 

Alternatively Certified Pathway to Become a Career and Technical Education 

(CTE) Teacher 

Career and Technical Education (CTE) offers multiple routes to earn certification, 

providing various pathways for aspiring educators. These include both traditional and 

alternative methods. Traditional routes commonly involve completing standard 

educational programs and fulfilling specific credentialing requirements. Alternative 

teacher certification typically refers to nontraditional routes to becoming certified to 

teach. In some states, such as New York, there are numerous certification routes. For 

example, New York provides nine options, including six pathways through individual 

evaluation, one through an approved program, one for those holding a valid classroom 

certificate, and one for those with national board certification. 

Houston et al. (1993), Darling-Hammond (1999), Goldhaber and Brewer (1999), 

and Truell (1999) delved into the effectiveness of alternatively certified teachers and their 

impact on student achievement. Houston et al. (1993) highlighted that alternatively 

certified teachers face more challenges in the classroom early in their careers than their 

traditionally certified counterparts and recommended a focus on classroom experience in 

teacher education programs. Darling-Hammond (1999) found that alternatively certified 

teachers adversely affect student achievement, especially in states with more lenient 

certification practices. Goldhaber and Brewer (1999) observed that students performed 

better when taught by teachers with subject specific bachelor’s or master’s degrees, 
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regardless of their certification type (standard, emergency, alternative, or private school) 

compared to those with no certification or certification in a different subject area. Truell 

(1999) compared the concerns of traditionally and alternatively certified marketing 

teachers, noting similar worries regarding time management and student engagement 

strategies. As a result of the nontraditional certification routes for CTE teachers 

compared to those for general education teachers, CTE teachers might not receive as 

much preparation for teaching, which could potentially lead to quicker exits from the 

profession compared to their traditionally certified counterparts. 

Researchers have examined the factors thought to be driving CTE teacher 

shortages. For example, Devier (2019) investigated four factors to assess their 

relationship with CTE teacher shortages across states: (1) academic degree requirements, 

(2) work experience, (3) mandatory testing, and (4) program length. Data was gathered 

from two sources. The first source was each state’s alternative CTE teacher 

certification/licensure requirements. These were used to assess predictor variables such as 

academic degree, work experience, mandatory testing, and program length. This 

information was gathered through a search of state Department of Education or 

certification/licensure agency websites. The second source was the 2016-2017 TSA 

Nationwide Listing, which is a report from the U.S. Department of Education’s Office of 

Postsecondary Education (2017). This report is required by federal educational funding 

regulations. Despite examining academic degree requirements, work experience, 

mandatory testing, and program length to assess their impact on CTE teacher shortages 

across states, no statistically significant relationship was found (Devier, 2019). 

Alternatively certified teachers, differing from their traditionally certified counterparts, 

often secure full time teaching positions and gain classroom experience on the job 
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(Devier, 2019). Across states, there are numerous variations in alternative routes to 

teacher certification, with 122 reported in 2017 (Devier, 2019). Many educational leaders 

believe that alternative pathways attract academically capable individuals who may not 

otherwise consider teaching (Barnes et al., 2007). These alternatively certified teachers 

typically tend to be older, hold academic degrees in fields other than education, and have 

experience in different occupations (Feistritzer & Chester, 1998). Individuals seeking 

alternative teacher certification often possess valuable skills, come from minority groups, 

are more mature, and are often male (Stoddart & Floden, 1995). Lynch (1998) found no 

significant impact on teaching quality based on years of occupational experience or 

competency test scores. Lynch (1998) emphasized the lack of a correlation between 

occupational experience and teacher effectiveness. 

In examining the effectiveness of alternative teacher certification routes and their 

impact on student achievement and teacher quality, several discrepancies and areas of 

disagreement emerged from various studies. For example, Lynch (1998) found no 

significant impact on teaching quality based on occupational experience or competency 

test scores, while Darling-Hammond (1999) found that alternatively certified teachers can 

adversely affect student achievement, particularly in states with more lenient certification 

practices. Moreover, Houston et al. (1993) highlighted that alternatively certified teachers 

face more challenges in their early career classroom experiences compared to 

traditionally certified counterparts, while Truell (1999) noted a similarity in concerns 

regarding time management and student engagement strategies among both traditionally 

and alternatively certified marketing teachers. Collectively, these findings highlight a 

potential problem. While alternative certification routes aim to address teacher shortages 

and bring diverse experiences into the classroom, they may not always provide the 
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necessary support and preparation to ensure high quality teaching outcomes. This mixed 

evidence underscores the need for a more nuanced approach to evaluating and improving 

alternative certification programs to better support teacher retention and effectiveness. 

However, CTE teachers’ participation in continuing education and professional 

development may help them persist in their jobs. At the Ohio State University, Zirkle et 

al. (2019) explored the outcomes of the CTE teacher preparation program, which has a 

history with the university dating back to the Smith-Hughes Act of 1917. This study was 

the first attempt to provide baseline data about CTE teacher retention over a certain 

period, covering school years 2011-2012 to 2017-2018. In Ohio, alternatively certified 

CTE teachers are granted a four year teaching certification known as an Alternative 

Resident Educator certificate (Ohio Department of Education, 2018a). Implemented 

during the 2011-2012 school year, this program serves as an introduction for new CTE 

teachers. The program aimed to ensure that newly appointed CTE teachers meet specific 

certification requirements from an approved program during their initial four years and 

seeks to incorporate minimal requirements that are aimed at retaining new teachers 

without overwhelming them. The findings of the study indicated that more male teachers 

opt in for the alternative CTE certification compared to female teachers, which aligns 

with the findings of Asunda’s (2012) study. Additionally, CTE teachers actively 

participate in continuing education and professional development with a goal of earning 

college level degrees; those who had previously accrued some college credits without 

completing a degree pursued further education and successfully obtained a degree, and 

there was an increasing trend observed in the number of incoming CTE teachers 

possessing collegiate experience upon entering the program (Zirkle et al., 2019). 

Retention and General Education Teachers 
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Research indicates that individuals exiting the teaching profession typically do so 

within the initial five years (Cohen-Evron, 2015; De Neve & Devos, 2017; Donaldson, 

2009; He et al., 2015; Ingersoll, 2002; Perrachione et al., 2008; Steinke & Putnam, 2007; 

Wilhelm et al., 2010). This research is crucial because investing in teachers can yield 

positive and exponential returns. The potential reduction of teacher turnover costs and the 

increased benefit to students and society are noteworthy outcomes (Watlington et al., 

2010). Ronfeldt et al. (2012) substantiated this claim, asserting that turnover affects the 

achievement of all students in a school, not solely those with a new teacher. Guin (2004) 

also emphasized that high turnover rates hinder instructional improvements and teacher 

collaboration. The primary factors influencing teacher retention encompass collegiality, 

teacher preparation, professional development, and skill improvement. 

Collegiality 

Researchers have observed and studied the influence of collegiality on retention. 

For example, Perrachione et al. (2008) conducted a study exploring the factors affecting 

teacher job satisfaction and retention, drawing from Herzberg’s Motivation-Hygiene 

theory (1966) and the concept of intent to remain in teaching. Employing Dillman’s 

Tailored Design Method (2007), Perrachione et al. (2008) administered a survey to a 

random sample of kindergarten to grade five public elementary school teachers in 

Missouri. From 30 randomly selected counties, ten teachers were chosen from each 

county, resulting in a sample of 300 participants. The study revealed that teachers more 

likely to remain in the profession were those who experienced satisfaction either within 

their school environment or with the teaching profession itself. The study found that 

intrinsic factors such as working with students, personal teaching efficacy, and overall 

job satisfaction were key drivers of professional satisfaction, whereas extrinsic factors 
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like having good students, a positive school environment, and smaller class sizes were 

associated with satisfaction in the job of teaching. Furthermore, satisfied teachers were 

more likely to stay in teaching, particularly those motivated by extrinsic factors like their 

school environment or the profession itself. The findings also showed that teachers’ 

reasons for staying in teaching, despite potential opportunities to leave, were influenced 

by both intrinsic (e.g., personal teaching efficacy, enjoyment of working with students, 

overall job satisfaction) and extrinsic factors (e.g., schedule flexibility, retirement 

benefits). Conversely, reasons for not remaining in teaching were predominantly 

extrinsic, such as low salary and role overload. 

Perrachione et al. (2008) offered insights into teacher retention by applying 

Herzberg’s Motivation-Hygiene theory (1966) to understand factors influencing job 

satisfaction and intent to remain in the teaching profession. Their research underscored 

that teachers’ likelihood of staying in the profession is impacted by both intrinsic and 

extrinsic factors. Intrinsic motivators, such as personal teaching efficacy and enjoyment 

of working with students, play a role in overall job satisfaction. Conversely, extrinsic 

factors, including a positive school environment and manageable class sizes, also 

contributed to teachers’ satisfaction with their roles and their decision to remain in the 

field. However, the study is limited by its focus on elementary school teachers within a 

specific geographic area (Missouri). This regional and educational scope limitation may 

not fully capture the diverse experiences and challenges faced by teachers nationwide 

who may operate under different conditions compared to their K-5 counterparts. 

A critique of the study is that its demographic and contextual focus may not 

account for variations in teacher satisfaction and retention across different educational 

settings or regions. Additionally, the study’s reliance on survey data from a single state 
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and its limited sample size might not fully represent the broader teacher population. By 

expanding the scope to include Career and Technical Education (CTE) teachers and 

considering a broader range of intrinsic and extrinsic factors, future studies could provide 

a more comprehensive understanding of teacher retention challenges and develop 

targeted strategies to improve retention rates in this area of education. 

Researchers have also explored teacher retention using a case study involving one 

secondary English teacher. He et al. (2015), for example, delved into the experience of a 

secondary English teacher, tracing the teacher’s journey from the teacher education 

program to the fifth year of teaching in an urban high school. He et al. (2015) recounted 

challenges and successes and provided insight into teacher education and retention in 

urban settings. He et al. (2015) supported the importance of teachers seeking assistance 

from colleagues and professionals for reflections on the joys and challenges of their 

professional practice. Additionally, the respondent in the case study noted the importance 

of seeking a teacher mentor for assistance and expressing regret for not having sufficient 

time due to the mentor being the department chair and a senior teacher. Moreover, the 

teacher in the He et al. (2015) study asked for advice from his departmental colleagues 

and informally engaged with them outside of school during special outings. 

He et al. (2015) offered an understanding of teacher retention through a case study 

of a secondary English teacher’s journey from teacher preparation through the initial 

years of teaching in an urban high school. This research highlighted the role of support 

systems, such as mentorship and collegial assistance, in influencing teacher retention. It 

revealed that access to mentors and support from colleagues are essential for navigating 

the challenges of early career teaching, which suggests that such support can play a key 

role in teacher satisfaction and longevity in the profession. The one subject case study 
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provided granular insights into the challenges of retaining teachers; however, the specific 

challenges and support mechanisms highlighted are tied to an urban secondary English 

classroom and a single teacher’s experience and may not directly translate to other 

settings, particularly CTE environments. Additionally, one teacher’s narrative is limited 

in scope and may not account for the diverse experiences of teachers in different subject 

areas or other educational settings such as rural and suburban landscapes. 

Future research, including studies on CTE teacher retention, could address these 

gaps by examining the unique challenges and support needs specific to CTE teachers, 

who may face different pressures and career trajectories compared to general education 

teachers. By investigating how mentorship, collegial support, and other factors impact 

CTE teacher retention, future research could provide more targeted insights and strategies 

for improving retention rates in this area of education. 

The findings from the Perrachione (2008) study underscored the significance of 

factors such as satisfaction within the school environment and with the teaching 

profession itself in influencing teacher retention. Aligning with He et al.’s (2015) 

exploration of an urban high school teacher’s journey, Perrachione (2008) also 

emphasized the importance of fostering a positive school atmosphere, supportive 

colleagues, and opportunities for professional reflection and mentorship to enhance 

teacher satisfaction and ultimately contribute to teacher retention in urban educational 

settings. 

Collegiality and Working Conditions/Psychological States. Furthermore, 

working conditions, including job insecurity, teacher autonomy, collective responsibility, 

and reflective dialogue, along with psychological states, such as teacher self-efficacy and 

affective commitment, can influence turnover intentions. De Neve and Devos (2017) 
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examined the impact of working conditions (e.g., job insecurity, teacher autonomy, 

collective responsibility, reflective dialogue, and deprivatized practice) and psychological 

factors (e.g., teacher self-efficacy and affective commitment) on turnover intentions. The 

research involved a sample of 272 beginning teachers from 72 primary schools in 

Flanders, Belgium, using a questionnaire based approach. De Neve and Devos (2017) 

highlighted teacher autonomy and collegial support as crucial working conditions 

retaining teachers in the profession. Teachers that lacked sufficient support from 

colleagues were more likely to leave. Teachers who stayed reported that their schools 

intentionally arranged schedules to facilitate team planning and offered opportunities for 

collegial interaction, fostering collaborative efforts and allowing the teaching team to 

take responsibility for the school’s strength and coherence (De Neve & Devos, 2017). 

The De Neve and Devos (2017) study demonstrated that support from colleagues and a 

sense of community influenced teachers’ efficacy and affective commitment. Teachers 

more likely to stay reported more success experiences and higher levels of affective 

commitment. Those who left displayed weaker self-efficacy beliefs than those who 

stayed. However, those who stayed expressed having more support and help in their 

schools than those who left. Additionally, beginning teachers’ sense of collective 

responsibility and personal feelings influenced their turnover intentions (De Neve & 

Devos, 2017). 

De Neve and Devos (2017) shed light on key factors that influenced teacher 

retention, particularly emphasizing the significance of teacher autonomy and collegial 

support. Their research highlighted that teachers who receive ample support from 

colleagues and have opportunities for collaborative planning are more likely to remain in 

the profession. This study underscored that a strong sense of community within schools 



 
 

 15 

and the intentional structuring of schedules to facilitate team interactions can 

significantly enhance teachers’ efficacy and commitment, which in turn affects their 

decision to stay. 

Collegiality and a Lack of Community. Lack of community and collegiality can 

influence teachers’ decisions to leave the profession. Donaldson (2009) utilized a 

longitudinal study to compare the career paths of graduates from Harvard University’s 

master’s level teacher education program both before and after its adoption of an urban 

emphasis in 2001. These graduates were certified to teach in English Language Arts, 

math, science, social studies/history, and world languages. It is important to note that 

Donaldson (2009) focused on attrition rather than retention. The study by Donaldson 

(2009) examined how changes in teacher education programs, specifically the shift to an 

urban emphasis at Harvard University, impacted teachers’ career trajectories. The 

longitudinal analysis revealed that graduates from the urban focused program were more 

likely to cite “lack of community support” as a significant factor influencing their 

decision to leave teaching. This finding highlighted the role that community support 

plays in teacher retention, especially for those working in urban settings. However, the 

study’s focus on graduates from a single program and its emphasis on urban 

environments may limit its generalizability. 

The study’s focus on urban environments and a specific teacher education 

program may not fully capture the broader range of factors affecting teacher retention 

across various contexts. Future research, including studies on Career and Technical 

Education (CTE) teacher retention, could address these gaps by investigating how factors 

like community support and educational preparation influence retention in different 

teaching environments. By exploring these aspects in the context of CTE, future research 
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could provide more understanding of retention challenges and inform strategies to 

enhance the support systems for retaining teachers in specialized fields. 

Stockard and Lehman (2004) investigated how variables associated with 

demographic characteristics, work assignments, effectiveness, social support, and school 

management influenced the satisfaction and retention choices of first year public school 

teachers. The researchers utilized data from two surveys of first year teachers, each with a 

panel design collecting data at two time points. The first survey, part of the Schools and 

Staffing Survey by the National Center for Education Statistics (NCES), involves a 

national sample contacted during the 1993-1994 school year and followed up in 1994-

1995 to track attrition rates. The second survey focuses on teachers from one western 

state, with data collected in 1998 through participation from 18 districts. Both surveys 

share similarities in involving first year teachers and using a mail out, mail back format 

but they differ in sample scope and specific questions. The national survey provided a 

broader context, while the state survey offered more specific measures, allowing the 

researchers to examine a wide variety of indicators related to first year teacher 

satisfaction and retention. Stockard and Lehman (2004) asserted that teachers more likely 

to stay in their job reported greater satisfaction and received more support from 

colleagues and parents. The most significant influence on teachers’ reported satisfaction 

was the extent of support received from colleagues. 

The study by Stockard and Lehman (2004) provided insights into the factors 

influencing first year teacher retention and highlighted the significance of support 

systems and job satisfaction. Their research, utilizing data from both a national survey 

and a state specific survey, demonstrated that first year teachers who reported higher 

levels of satisfaction and received substantial support from colleagues and parents were 
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more likely to remain in their positions. This finding underscored the role of social 

support and management in retaining teachers, particularly in the early stages of their 

careers. However, a limitation of this study is its focus solely on first year teachers, which 

may not capture the long term factors influencing retention beyond the initial years of 

teaching. 

Grillo and Kier (2021) explored the aspects of identities and social interactions 

among teacher participants who accepted a scholarship to teach in high need schools. 

According to Grillo and Kier (2021), career decisions are largely tied to social working 

conditions and teachers rely on relationships with colleagues, developing a sense of 

family. Eight of the nine teachers in this study named their colleagues as their “closest 

friends,” “family,” “people who look out for each other,” often citing them as the reason 

for staying in a specific high need school (Grillo & Kier, 2021). 

The study by Grillo and Kier (2021) provided insight into teacher retention by 

emphasizing the role of social interactions and identity in career decisions. Their research 

highlighted that teachers who accepted scholarships to teach in high need schools often 

cited strong relationships with colleagues as a key factor in their decision to remain in 

their positions. The sense of family and support among colleagues played a crucial role in 

fostering a positive work environment and influencing teachers’ commitment to their 

schools. This finding underscored the importance of social working conditions in teacher 

retention. It illustrated how supportive professional relationships can impact teachers’ 

decisions to stay in challenging educational environments. 

However, this study has limitations, including its focus on teachers in high need 

schools who accepted specific scholarships. This focus may not capture the experiences 

of teachers in other contexts, such as CTE settings, where social dynamics and 
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professional support structures may differ. Additionally, the small sample size of nine 

teachers limits the generalizability of the findings to a broader population. 

Lack of community and collegiality influences teachers’ decisions to leave the 

profession. Donaldson (2009) found that teachers from Harvard University’s urban 

focused teacher preparation cohorts were more likely to cite the absence of community 

support as a reason for leaving. This highlights the importance of community in teacher 

retention. Stockard and Lehman (2004) emphasized the role of social support and job 

satisfaction. Their study showed that teachers who received strong support from 

colleagues and parents were more likely to stay. Grillo and Kier (2021) found that 

relationships with colleagues were pivotal for teachers remaining in high need schools. 

These studies collectively underline the critical role of support systems in retaining 

teachers, though their generalizability across different teaching contexts, such as CTE 

settings, remains limited. 

Collegiality as Emotional Belonging and School Culture. Research has also 

shown that collegiality as a sense of emotional belonging and collegiality as school 

culture valuing and nurturing teachers’ work can contribute to teacher persistence. 

Steinke and Putnam (2007) aimed to identify effective retention strategies by examining 

the factors that influence technology education teachers to remain in their teaching roles. 

This study utilized survey methodology to collect feedback from technology education 

teachers and administrators who held elected positions in state technology education 

associations. Mentor teachers with expertise in related subjects, common collaborative 

instructional planning time, and support from outside the school or district positively 

relate to teacher retention (Steinke & Putnam, 2007). A critique of the study lies in its 

focus on elected officials and association members, which may not fully represent the 
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broader population of technology education teachers. This sampling could also limit the 

generalizability of the findings, as these teachers may have had more access to resources 

and professional networks than the average educator. Factors most influential for 

retention include annual raises, adequate resources for professional development, and a 

collaborative work environment (Steinke & Putnam, 2007). 

The study by Steinke and Putnam (2007) also identified key factors that influence 

technology education teachers’ decisions to remain in their roles. Their research 

highlighted that effective retention strategies include mentorship from experts, 

collaborative instructional planning time, and support from external sources, such as 

professional organizations. Additionally, the study underscored that annual raises, 

adequate professional development resources, and a collaborative work environment are 

critical for retaining technology education teachers. This research helped illustrate how 

specific support mechanisms and work conditions can enhance teacher retention within 

the technology education field. 

Scott et al. (2022), in this study focusing on teacher retention, analyzed the factors 

contributing to the continued commitment of special education teachers to their careers 

despite the challenges they faced. Scott et al. (2022) found that having collegial support 

in a school culture valuing and nurturing an early career teacher’s work contributes to 

persistence. Special education teachers reporting greater support, positive school 

climates, and better working conditions were more likely to persist in the profession than 

those rating these factors lower (Scott et al., 2022). A limitation of this study is that it did 

not account for external factors like socioeconomic differences between schools, which 

could impact teacher retention rates. 
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The study by Scott et al. (2022) highlighted the importance of collegial support 

and positive school climates in maintaining the commitment of special education 

teachers. Their research demonstrated that when early career special education teachers 

receive support from colleagues and work in nurturing environments, they are more 

likely to remain in the profession, despite facing significant challenges. This finding 

emphasized the role that supportive school cultures and working conditions play in 

teacher persistence. 

Kelchtermans (2017) examined the issue of teacher attrition and retention. In this 

study, Kelchtermans (2017) addressed why teacher attrition and retention poses a 

problem, its implications, and why it deserves to be a central theme in educational 

dialogue. In the first section, Kelchtermans (2017) examined the issue of teacher attrition 

and retention. This is defined as a critical educational concern focused on preventing 

effective teachers from leaving for unjustified reasons. Kelchtermans (2017) viewed this 

issue as both a problem and a challenge. In the second part, insights from research on 

teacher attrition are highlighted. These included the importance of social relationships 

and recognition for teachers’ sense of belonging, the influence of performativity policies 

on attrition, a focus on teachers’ career and work lives. The conclusion presented an 

agenda for improving teacher education, induction, and school development to effectively 

retain quality teachers. 

Kelchtermans (2017) found that social recognition from other members of the 

school team is an essential working condition for teachers and is vital for beginning 

teachers’ legitimacy and professional self-worth throughout their career. Crucial 

conditions for teachers to stay in teaching include collegiality or a sense of emotional 

belonging based on shared views of educational goals and norms in the school and 
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feeling part of a collective responsibility based on a common normative stance on good 

education (Kelchtermans, 2017). 

The study by Kelchtermans (2017) emphasized the role of social recognition and 

collegiality in influencing teachers’ decisions to remain in the profession. Kelchtermans 

(2017) argued that social recognition from colleagues and a sense of belonging within the 

school community are essential for fostering a teacher’s professional self-worth and 

legitimacy, particularly for beginning teachers. The study highlighted that for teachers to 

stay committed to their roles, they need to feel part of a collective effort with shared 

educational goals and norms, underscoring the importance of a supportive and 

collaborative work environment. 

Research indicates that collegiality and a supportive school culture are crucial for 

teacher retention. Steinke and Putnam (2007) identified key factors influencing 

technology education teacher persistence, such as mentorship, collaborative planning 

time, and external support. They highlighted the importance of adequate resources and a 

positive work environment. Similarly, Scott et al. (2022) found that special education 

teachers are more likely to remain in their roles when they experience strong collegial 

support and positive school climates. Kelchtermans (2017) emphasized the significance 

of social recognition and emotional belonging, particularly for beginning teachers. 

Kelchtermans (2017) asserted that a sense of collective responsibility and shared 

educational goals is vital for teacher commitment. These studies underscore the 

importance of supportive conditions and collegial relationships in fostering teacher 

persistence across various educational fields. 

Overall, researchers have examined the impact of collegiality on teacher retention. 

Perrachione et al. (2008) explored the factors affecting teacher job satisfaction and 
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retention and found that a positive school environment influenced job satisfaction and 

retention. This study involved 201 Missouri public elementary school teachers from 

grades kindergarten to five, each with at least five years of teaching experience. The 

participants were randomly selected from a pool of 300 teachers who received the survey. 

He et al. (2015) highlighted the importance of seeking support from colleagues for 

reflection and mentorship, indicating that strong professional networks can enhance 

retention, which could be crucial for Career and Technical Education (CTE) teachers who 

often work in specialized fields. De Neve and Devos (2017) emphasized the role of 

teacher autonomy and collegial support in retaining teachers, while Donaldson (2009) 

found that a lack of community support influenced teachers’ decisions to leave, 

particularly in urban settings, which may resonate with the challenges faced by CTE 

teachers in similar environments. De Neve and Devos’ (2017) questionnaire based study 

involved 272 beginning teachers from 72 Flemish (Belgian) primary schools. Beginning 

teachers were defined as those with at least three months and up to five years of teaching 

experience in the participating schools. Donaldson’s (2009) retrospective, longitudinal 

research investigates the professional paths of graduates from Harvard University’s 

master’s level Teacher Education Program (TEP) prior to and following the program’s 

shift to an urban focus in 2001. The author administered a survey to all TEP graduates 

from 1985 to 2006, resulting in a sample size of 636 participants. Stockard and Lehman 

(2004) and Grillo and Kier (2021) further underscored the significance of support from 

colleagues in teacher satisfaction and retention. Stockard and Lehman’s (2004) data were 

obtained from two surveys of first year teachers. Both used panel designs with data 

collected at two points in time. The first dataset, part of the Schools and Staffing Survey 

by the National Center for Education Statistics (NCES), includes a national sample. 
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Teachers were selected through a large scale, multistage stratified sampling strategy. 

Their analysis focused on 379 public school teachers in grades one to 12 who identified 

as regular full time beginning teachers and responded to both surveys. The second dataset 

was collected via a mail out, mail back survey from teachers in one western state. A total 

of 117 teachers, with no prior full time public school experience, completed an initial 

survey in the fall before starting school and a follow up survey in April 1999, at the end 

of their first teaching year. Grillo and Kier (2021) selected nine participants who obtained 

a master’s degree in secondary science or mathematics education through the Noyce 

Scholars program between 2010 and 2016. These participants’ teaching experience in 

high need schools varied from five to eleven years. Additionally, studies by Steinke and 

Putnam (2007), Scott et al. (2022), and Kelchtermans (2017) highlighted the importance 

of collegiality and a supportive school culture in fostering teacher persistence. Steinke 

and Putnam (2007) surveyed technology education teachers and administrators, excluding 

board members from universities and community colleges. In total, 32 states were found 

to have technology education associations, comprising 489 elected officers. Of these, 

about 401 were technology education teachers, while 88 were administrators. Scott et al. 

(2022) selected 211 graduates from special education licensure programs at three large 

universities in the Eastern Atlantic region. For my study, synthesizing these findings will 

help frame the context of CTE teacher retention and identify specific areas for further 

exploration, such as the role of mentorship, community support, and school culture in 

influencing retention rates among CTE educators. 

These studies on teacher retention also highlight several common limitations. 

Perrachione et al. (2008) and Stockard and Lehman (2004) focused on elementary and 

first year teachers, respectively, and relied on survey data from limited geographic areas 



 
 

 24 

or samples that may not fully represent the diverse challenges faced by educators 

nationwide, particularly CTE teachers. These limitations point to the need for broader, 

more inclusive research that explores the unique factors influencing teacher retention in 

various regions and educational settings, including CTE. 

Similarly, He et al. (2015) and De Neve and Devos (2017) provided insights into 

teacher retention but focused on urban secondary education and general education 

teachers, respectively. These studies lacked consideration of how retention factors, such 

as collegial support, mentorship, and job satisfaction, may differ in CTE settings, where 

teachers face distinct challenges, such as industry specific demands and different career 

trajectories. Donaldson (2009) and Grillo and Kier (2021) emphasized specific teaching 

programs or environments, such as urban schools or teachers with scholarships, limiting 

their applicability to other contexts like CTE. 

Lastly, Steinke and Putnam (2007) and Scott et al. (2022) focused on technology 

education and special education teachers, but their findings may not translate to the 

unique dynamics of CTE teachers. These studies may have overlooked external factors 

like district policies, which could be relevant to CTE teachers. These limitations 

emphasize the need for future research to expand its scope, consider a wider range of 

intrinsic and extrinsic factors, and include more diverse teacher populations, such as CTE 

teachers, to develop targeted strategies for improving retention in specialized educational 

contexts. 

Teacher Preparation 

In addition to collegiality supporting retention, researchers have also found that 

teacher preparation influences teacher retention. Stockard and Lehman (2004) determined 

that those less likely to leave are those with prior experience in education or who rate 
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their teacher training as more helpful. Respondents in this study also expressed favorable 

attitudes toward their college field experience, with over 75% rating it as very valuable 

(Stockard & Lehman, 2004). Goldhaber and Cowan (2014) examined the placement and 

attrition patterns of teachers across various preparation programs and documented 

variations in the rates at which teachers leave their schools and the profession altogether. 

Goldhaber and Cowan (2014) found that teacher preparation programs vary in developing 

skills that promote long term careers in education. Teachers’ satisfaction with preservice 

training predicts early career attrition. Additionally, Grillo and Kier (2021) found that 

teacher certification programs influence teachers’ preparedness to navigate common 

challenges in their first year, supporting their retention. All nine participants in this study 

cited the influence of teacher preparation in shaping their attention to equity, social 

justice, and preparedness to teach in high need school contexts. Some participants 

referenced mentor teachers who supported them through student teaching in a high need 

school, motivating them to choose a similar path (Grillo & Kier, 2021). These findings 

highlight the importance of targeted teacher preparation programs in addressing specific 

challenges faced by Career and Technical Education (CTE) teachers and fostering 

supportive environments that encourage retention. 

Inadequate teacher preparation in specialized areas, such as CTE and special 

education, can lead to teachers leaving the profession. Scott et al. (2022) found that 

83.5% of novice teachers intended to continue teaching until retirement, with special 

education teachers expressing optimistic views at the beginning of their careers but often 

lacked the knowledge and skills to work with students with disabilities. Scott et al. (2022) 

emphasized the importance of teacher persistence and effectiveness beginning in 

preparation programs. In these programs, candidates identify appropriate responses to 
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classroom management through scenarios and develop strategies based on personal and 

environmental resources to address issues. This indicates that preparing CTE teachers 

with specific strategies and resources could mitigate attrition risks.  

Kelchtermans (2017) suggested developing insight and action strategies to cope 

with the complex processes of professional collaboration. New teachers should be 

exposed to collegiality dynamics and these strategies should explicitly become part of the 

curricula and pedagogy of teacher education programs. Teacher education programs must 

ensure that student teachers are prepared not only to work with children in the classroom, 

but also to become members of the school as an organization, working and relating to a 

significant number of adults (Kelchtermans, 2017). Integrating professional collaboration 

training into CTE programs could enhance teacher retention by fostering a sense of 

community and exposure to professional collaboration among educators. 

Researchers have found that teacher preparation plays a crucial role in teacher 

retention. Stockard and Lehman (2004) observed that prior experience in education and 

favorable perceptions of teacher training correlate with lower attrition rates. Goldhaber 

and Cowan (2014) documented variations in attrition rates across different teacher 

preparation programs. They emphasized that satisfaction with preservice training is 

important for predicting early career retention. Grillo and Kier (2021) noted the influence 

of teacher certification programs on teachers’ readiness to navigate challenges, 

particularly in high need school contexts. In specialized areas like special education and 

CTE, inadequate preparation can lead to teachers leaving the profession. This highlights 

the need for comprehensive preparation programs that address the complexities of 

classroom management and professional collaboration (Scott et al., 2022; Kelchtermans, 
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2017). These insights can guide the design of CTE teacher preparation programs to 

ensure they effectively meet the unique needs of these educators. 

While the studies reviewed provided insights into teacher retention, several 

limitations highlight the need for a more nuanced approach, particularly regarding CTE 

teacher preparation. One significant concern is the generalization of findings from 

mainstream teacher preparation programs, which may not adequately address the unique 

challenges and contexts faced by CTE educators. For example, while Stockard and 

Lehman (2004) and Goldhaber and Cowan (2014) emphasize the importance of prior 

educational experience and preservice training satisfaction, these studies often overlook 

the specific technical skills and industry related knowledge essential for CTE teachers. 

Additionally, the emphasis on collaboration strategies by Kelchtermans (2017) may not 

sufficiently account for the distinct workplace dynamics and industry partnerships that 

CTE teachers must navigate. Furthermore, the studies predominantly focus on general 

teaching challenges without delving into the specific contextual factors that influence 

CTE teachers, such as evolving industry standards, technological advancements, and 

workplace readiness requirements. To enhance alignment with CTE, future research 

should integrate specialized elements into the study of teacher retention. This will ensure 

that preparation programs are tailored to equip CTE teachers with the relevant skills and 

support needed to thrive in their roles. 

Professional Development and Skill Improvement 

Professional development and the improvement of skills can contribute to 

teachers staying in the profession. In He et al.’s (2015) study, a respondent acknowledged 

that a master’s degree in English helped sustain them in teaching, specifically enhancing 

confidence in teaching techniques. The professional development acquired through the 
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university teacher education program and field experiences allowed for more meaningful 

experiences and preparation (He et al., 2015). This highlights the importance of advanced 

degrees in fostering teacher confidence and effectiveness, which may be crucial for 

Career and Technical Education (CTE) teacher retention. Grillo and Kier (2021) showed 

that teachers advocating social justice actively sought new learning and professional 

development, contributing to their success and positioning within their school and 

community. This indicates that CTE teachers who engage in social justice advocacy may 

also benefit from continuous professional development, which can enhance their 

commitment to the profession. Steinke and Putnam (2007) determined that the most 

influential factors for retention include annual raises, adequate resources for professional 

development, and a collaborative work environment. These findings suggest that CTE 

programs should prioritize adequate funding and support for professional development to 

improve retention. Scott et al. (2022) identified four essential work related factors 

important for special education teacher retention: (1) responsive induction programs, (2) 

deliberate role design, (3) positive work conditions and supports, and (4) professional 

development opportunities. These factors can inform CTE teacher retention strategies by 

emphasizing the need for supportive induction and role clarity. Special education teachers 

reporting greater support, positive school climates, and better working conditions were 

more likely to persist in the profession than those rating these factors lower (Scott et al., 

2022). Kelchtermans (2017) found that many teachers are not seeking traditional vertical 

promotion. Instead, teachers are interested in what she labels “horizontal promotion,” 

which involves taking on educationally relevant responsibilities that may require 

spending less time in the classroom with students. This trend suggests that CTE teachers 

may also desire opportunities to diversify their roles, which could enhance their job 
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satisfaction and retention. Although the role responsibilities shift slightly, administration 

is redesigning teachers for other tasks in addition to their teaching duties. Understanding 

these shifts is essential for developing effective retention strategies tailored to the needs 

of CTE educators. 

Investing in professional development and skill enhancement is essential for 

teacher retention. Studies by He et al. (2015), Grillo and Kier (2021), and Steinke and 

Putnam (2007) emphasized the positive impact of ongoing learning opportunities on 

teacher satisfaction and longevity in the profession. These studies provide a foundation 

for the argument that CTE programs should prioritize continuous professional 

development. Scott et al. (2022) highlighted the significance of responsive induction 

programs and supportive work environments, including access to professional 

development, in retaining special education teachers. This underscores the necessity for 

CTE programs to implement similar supportive measures. Kelchtermans (2017) noted a 

trend where teachers are interested in “horizontal promotion,” taking on additional 

educationally relevant responsibilities alongside teaching duties, indicating a need for 

schools to adapt roles to retain experienced educators. This suggests that CTE programs 

should consider flexible role designs that accommodate teachers’ interests in diversifying 

their responsibilities. 

While the studies highlight the importance of professional development and 

supportive work environments in retaining teachers, limitations arise when these findings 

are applied specifically to CTE contexts. For instance, He et al. (2015) and Steinke and 

Putnam (2007) emphasize advanced degrees and professional development as key 

retention factors. However, they focused on general teaching contexts without 

considering the unique demands faced by CTE teachers, such as industry certification 
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requirements and changing technological landscapes. Additionally, while Grillo and Kier 

(2021) discuss the impact of social justice advocacy on teacher engagement, they do not 

specifically address how this advocacy intersects with CTE’s emphasis on preparing 

students for technical careers. This oversight may neglect the nuanced ways in which 

CTE educators can leverage their expertise in social justice within their fields. 

Furthermore, Scott et al. (2022) highlighted essential work related factors for special 

education teacher retention. However, similar insights may not directly translate to CTE, 

where industry partnerships and real world application may play a role in teacher 

satisfaction and longevity. The trend toward “horizontal promotion” noted by 

Kelchtermans (2017) warrants further exploration in CTE contexts. Opportunities for role 

diversification must align with the specific professional growth pathways available in 

technical education. By incorporating these considerations, future studies could provide a 

more nuanced understanding of CTE teacher retention that is directly aligned with the 

unique characteristics of the field. 

Retention in Career and Technical Education (CTE) Teaching 

  Teacher retention is of paramount importance in maintaining a stable and 

effective educational system, with several implications for students, schools, and the 

broader community. First and foremost, teacher retention directly influences the quality 

and continuity of education. Experienced teachers can bring valuable expertise, refined 

instructional techniques, and a deep understanding of their students’ needs (Shuls & 

Flores, 2020). When educators remain in their roles for an extended period, they can 

establish strong connections with students, creating a stable and supportive learning 

environment (Shuls & Flores, 2020). This continuity is particularly crucial in subjects 

like Career and Technical Education (CTE), where specialized knowledge and practical 
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experience are vital for effective instruction (Claflin et al., 2019). Moreover, teacher 

retention can contribute to the establishment of a positive school culture (Mancuso et al., 

2010; Shankar & Nayaken, n.d.; Shuls & Flores, 2020). A stable teaching staff fosters 

collaboration and collegiality among educators, enabling the development and 

implementation of consistent teaching approaches and educational initiatives (Berry & 

Shields, 2017; Shuls & Flores, 2020). This sense of continuity and shared vision 

enhances the overall school environment, making it more conducive to student learning 

and growth (Berry & Shields, 2017). 

 In my exploration of teacher retention, I initially focused on general education 

teacher retention to gain insights into the factors that help keep educators in the 

profession. Given the limited existing literature on CTE teacher retention, I sought to 

understand what keeps general education teachers engaged and committed to their work. 

By examining this broader body of research, I gathered a foundation of knowledge that I 

can apply to CTE teachers. I aim to analyze the factors that contribute to the retention of 

CTE teachers. Once these factors are identified, I will examine whether they align with or 

differ from the factors that contribute to the retention of general education teachers. This 

comparison may help determine whether the findings from general education retention 

studies are applicable in the CTE context or if unique factors influence retention in this 

specialized teaching area. 

Academic Achievement and Trends in Career and Technical Education (CTE) 

Research 

In terms of student outcomes and finances, research shows a link between teacher 

retention, academic achievement, and the socioemotional development of students (Shuls 

& Flores, 2020), as well as financial savings (Barnes et al., 2007). Teachers who stay in 
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their positions can build strong relationships with some students, providing consistent 

support and guidance (Boyd et al., 2011). This stability is crucial for students in 

vulnerable populations who may benefit from a consistent and caring adult presence in 

their academic lives (Boyd et al., 2011). The financial implications of teacher retention 

also cannot be overlooked. The costs associated with recruiting, hiring, and training new 

teachers can be substantial (Barnes et al., 2007). High turnover rates can not only strain 

school budgets but also divert resources away from other critical areas of education 

(Shuls & Flores, 2020). 

Additionally, teacher retention has broader societal implications. A stable 

teaching force can contribute to communities’ overall health and vibrancy by fostering a 

sense of continuity and stability (Oke et al., 2016; Shankar & Nayaken, n.d.). 

It is important to identify trends and concerns in research pertaining to Career and 

Technical Education (CTE). Employing a research synthesis strategy, Rojewski et al. 

(2008) conducted a literature review focused on three scholarly journals - Career and 

Technical Education Research, Journal of Career and Technical Education, and Journal 

of Industrial Teacher Education - published over a three year period (2002 to 2004). 

Quantitative research methods dominated the articles reviewed, comprising three-quarters 

of the total, with qualitative methodologies being less prevalent (Rojewski et al., 2008). 

20 years later, this predominance of quantitative approaches remains a notable trend in 

the literature. Topics addressing teacher recruitment and retention, teacher preparation 

and certification, and instructional approaches emerged as primary concerns in the field 

(Rojewski et al., 2008).  In my analysis of general education teacher retention, these same 

factors of collegiality, teacher preparation, and professional development also emerged as 

critical reasons why educators choose to stay in their roles. Rojewski et al. (2008) 
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highlighted the significance of issues such as teacher preparation, certification, 

instructional approaches, and teacher recruitment and retention. Additionally, the review 

underscores the importance of ongoing research efforts and interdisciplinary 

collaboration in addressing challenges and fostering innovation within the CTE field 

(Rojewski et al., 2008), which can contribute to understanding the role of personal 

motivation in teacher persistence and effectiveness. By examining trends and concerns in 

CTE research, Rojewski et al.’s (2008) review sheds light on factors influencing teacher 

recruitment, retention, and professional development, which are relevant to understanding 

what affects veteran CTE teachers’ retention.  

This study is important to reference because, even 20 years after the Rojewski et 

al. (2008) review, CTE continues to face similar challenges, particularly in teacher 

retention. The literature remains dominated by quantitative research, with qualitative 

methodologies still underrepresented. My study will address this gap by offering 

qualitative insights to complement existing quantitative findings. By focusing on the 

experiences of veteran CTE teachers, this research will provide a deeper understanding of 

the factors that influence teacher retention, contributing a more comprehensive 

perspective to the field. 

Approaches to Professional Development 

Researchers have also examined factors that drive Career and Technical 

Education (CTE) teachers to engage in professional development. Analysis of the 

literature revealed that general education teachers view professional development as an 

important factor in their job retention. This highlights the need to also investigate how 

professional development influences the experiences of CTE teachers. 
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Factors that drive CTE teachers to engage in professional development include 

intrinsic motivations like the desire for self-improvement and commitment to lifelong 

learning, which sheds light on the potential sources of motivation for veteran teachers and 

has demonstrated benefits in the retention of general education teachers (Grillo & Kier, 

2021; Scott et al., 2022). Drage (2010) sought to identify the professional development 

needs, motivations, and barriers of CTE teachers in Illinois. Through a survey designed 

specifically for CTE teachers, the researcher assessed the needs of educators in various 

CTE disciplines and examined factors influencing their participation in professional 

development. Drage (2010) distributed the survey online to a sample of 1,125 potential 

respondents, resulting in 265 completed surveys. Survey data revealed distinct 

professional development needs across different CTE areas. Technology integration and 

critical thinking skill development emerged as key areas for improvement across multiple 

disciplines (Drage, 2010). Motivators for professional development participation included 

factors such as release time, scheduled time, and travel expenses, indicating teachers’ 

intrinsic motivation to enhance their teaching practices. However, participants identified 

time constraints and limited school budgets as significant barriers to participation, 

highlighting the importance of addressing these practical concerns to facilitate teacher 

engagement in professional development initiatives (Drage, 2010), which can help 

enhance CTE teacher retention. 

The study by Drage (2010) offered insights into the professional development 

needs, motivations, and barriers faced by CTE teachers in Illinois. By surveying a sample 

of CTE educators, Drage identified key areas where professional development is needed, 

such as technology integration and critical thinking skills. The study revealed that 

motivations for participating in professional development include factors like release 
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time, scheduled time, and travel expenses. These factors suggest that CTE teachers are 

intrinsically motivated to improve their teaching practices. However, the study also 

highlighted significant barriers to participation, such as time constraints and limited 

school budgets. These issues impacted teachers’ ability to engage in professional 

development and, consequently, their retention. The study’s limitations include its focus 

on CTE teachers in Illinois, which may not fully represent the experiences of CTE 

teachers in other regions or educational contexts.  

Furthermore, research has suggested tailored approaches to professional 

development may work based on teachers’ demographics, such as years of experience 

and age demographics. For instance, newer teachers may benefit from opportunities 

focused on collaborative learning and continuous improvement, while seasoned educators 

may require support in areas such as technology integration and instructional resource 

sharing (Drage, 2010). Recommendations included specialized professional development 

sessions targeting specific skill gaps identified in the survey and advocating for school 

policies that prioritize teacher release time and funding for professional growth initiatives 

(Drage, 2010). The findings underscored the intrinsic motivation of CTE teachers to 

enhance their skills and knowledge, emphasizing the need for accessible and supportive 

professional development opportunities aligned with educators’ diverse needs and 

circumstances. 

Professional CTE organizations can also help in the development and retention of 

CTE teachers. The Association for Career and Technical Education (ACTE), for 

example, is a nationwide professional organization dedicated to empowering educators to 

deliver high quality CTE programs, ensuring all students are prepared for career success. 

ACTE (2024) defined the disciplines as agriculture, food, and natural resources; 
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architecture and construction; arts, A/V technology, and communications; business 

management and administration; education and training; finance; government and public 

administration; health science; hospitality and tourism; human services; information 

technology; law, public safety, corrections, and security; manufacturing; marketing; 

science, technology, engineering, and mathematics (STEM); and transportation, 

distribution, and logistics. 

Researchers have also examined how various CTE disciplines employ 

instructional approaches tailored to their discipline. These insights can shed light on the 

intersection of personal motivation with teaching strategies and sustained career 

commitment among seasoned CTE educators. Fletcher and Djajalaksana (2014) explored 

the predictors of instructional strategy use based on teachers’ demographic 

characteristics, course delivery modes, and academic disciplines within CTE. This study 

served two purposes: (1) to uncover the signature pedagogies present in various CTE 

disciplines and (2) assess the extent to which demographic characteristics, school and 

course context, and academic discipline influenced instructional strategy utilization 

(Fletcher & Djajalaksana, 2014). Drawing on concepts like differentiated instruction and 

Shulman’s notion of signature pedagogies (2005), Fletcher and Djajalaksana (2014) 

investigated 34 instructional strategies to identify the pedagogical approaches preferred 

by teachers. 

Data collection for the Fletcher and Djajalaksana (2014) study involved 

nonprobability sampling of 7,682 CTE teachers, resulting in 362 survey respondents. 

These participants represented various demographic backgrounds and teaching contexts 

that offered insights into instructional strategy preferences across different CTE 

disciplines. Participants were asked to indicate the type of school in which they worked. 
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The options included alternative school, career center, charter school, comprehensive 

school, private school, and other. However, the researchers did not provide definitions for 

these school types. The revealed that participants taught in a variety of settings. 57.7% 

taught in comprehensive schools, 23.8% in CTE centers, 3.3% in “other,” 1.4% in 

alternative schools, 0.8% in charter schools, and 0.3% in private schools. 

Fletcher and Djajalaksana (2014) highlighted differences in how instructional 

strategies are utilized across various CTE fields. For example, business and marketing 

education teachers, as opposed to their family and consumer sciences and health 

occupations counterparts, tended to use writing and conceptualization projects less 

frequently. They also showed a smaller inclination towards active learning assessments 

like small group discussions and debates and favored online activities, such as quizzes 

and collaborative projects instead. On the other hand, trade and industry instructors 

preferred real world activities like field trips, while engineering and technology educators 

leaned towards methods like project based learning. The type of school also influenced 

instructional strategy usage; with career center teachers being more diverse in their 

approach compared to those in comprehensive schools. Educators’ prior preparation in 

the field did not seem to affect their choice of instructional strategies, which raises 

questions about the impact of teacher training on teaching practices in CTE. However, 

research does show that teacher training and preparation can lead to the increased 

retention of general education teachers (Goldhaber & Cowan, 2014; Grillo & Kier, 2021). 

Fletcher and Djajalaksana’s (2014) study provided insights into instructional 

strategy utilization. The factors influencing the utilization strategies can inform 

discussions on how personal motivation may intersect with teaching practices, school 

type, and career persistence among veteran CTE educators in urban school settings. 
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Fletcher and Djajalaksana’s (2014) findings highlighted the interplay between individual 

characteristics, professional context, and pedagogical choices among CTE teachers, 

which may affect retention and motivation. The study revealed disparities in instructional 

strategies among teachers across different CTE disciplines. These findings may be 

relevant to CTE teacher retention. Business and marketing education teachers were less 

likely to utilize writing and conceptualization projects compared to their counterparts in 

family and consumer sciences and health occupations. Additionally, business and 

marketing educators employed fewer active learning assessments than those in 

engineering and technology and family and consumer sciences. Trade and industry 

teachers engaged more in real world activities and knowledge acquisition strategies. 

Overall, understanding these dynamics may be important for developing targeted 

strategies to improve CTE teacher retention and create supportive teaching environments. 

However, this study has limitations. One limitation is its nonprobability sampling 

method. This approach may affect the generalizability of the findings because 

participants were not randomly selected. As a result, the results may not accurately reflect 

the broader population of CTE teachers. Additionally, the study focused exclusively on 

strategies that align with Shulman’s signature pedagogies (2005). This focus could have 

potentially overlooked other effective teaching methods that may have also contributed to 

teacher retention. 

Research on CTE teachers highlighted the importance of professional 

development for improving retention. Drage (2010) identified specific development 

needs across CTE disciplines. Key areas for improvement included technology 

integration and critical thinking skills. While CTE teachers were motivated to grow, 

barriers such as time constraints and budget limitations hindered their participation. 
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Drage (2010) suggested that tailored professional development could better support 

teachers at different career stages. Additionally, Fletcher and Djajalaksana (2014) 

examined instructional strategies in CTE. This study revealed variations across 

disciplines. These findings highlighted the role of contextual factors in shaping teaching 

practices. Both studies emphasize the need for accessible, targeted professional 

development to enhance CTE teacher retention. 

Motivation and Career and Technical Education (CTE) Teaching 

  Herzberg’s Motivation-Hygiene theory, introduced in 1966, distinguished 

motivators and hygiene factors to explain job satisfaction and dissatisfaction. Motivators, 

such as achievement and recognition, contribute to job satisfaction; while hygiene 

factors, like salary and work environment, prevent dissatisfaction but do not directly 

motivate (Park & Johnson, 2019). The theory holds that satisfaction and dissatisfaction 

are separate concepts, with satisfaction stemming from motivators and dissatisfaction 

being alleviated by hygiene factors. These principles have been applied to educational 

contexts, including teaching professions, to understand factors influencing job 

satisfaction and engagement (Park & Johnson, 2019). 

Researchers have used motivation theory to study job satisfaction and turnover 

intention among Career and Technical Education (CTE) teachers. For example, Park and 

Johnson (2019) employed hierarchical multiple regression to examine the impact of job 

satisfaction and work engagement on turnover intention among CTE health science 

teachers in Texas. The data analysis revealed positive correlations between job 

satisfaction and work engagement, and negative correlations with turnover intention 

(Park & Johnson, 2019). Intrinsically and extrinsically satisfied teachers displayed higher 

work engagement, suggesting that engagement levels contribute to satisfaction (Park & 
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Johnson, 2019). These findings aligned with previous research highlighting the 

significance of intrinsic job satisfaction in fostering engagement among CTE teachers 

(Hancer & George, 2003). However, despite overall satisfaction among surveyed 

teachers, turnover remains a concern, especially within the first three years of teaching 

(Park & Johnson, 2019). 

Park and Johnson (2019) provided insights into the factors influencing CTE 

teacher retention by examining the relationships between job satisfaction, work 

engagement, and turnover intention among CTE health science teachers in Texas. Their 

study found positive correlations between job satisfaction and work engagement. It 

indicated that teachers who were more satisfied with their jobs were also more engaged in 

their work. This higher engagement, in turn, was associated with lower turnover 

intention. The study underscored the importance of both intrinsic and extrinsic job 

satisfaction in enhancing teacher engagement, which aligns with existing research on the 

role of job satisfaction in reducing turnover (Hancer & George, 2003). 

Despite these findings, this study has several limitations. First, it focuses 

exclusively on health science teachers in Texas, which may limit the generalizability of 

the results to other CTE disciplines or geographical regions. Additionally, while the study 

identified important relationships between job satisfaction and engagement, it does not 

delve deeply into the specific reasons for turnover or how these factors might vary over 

time or across different stages of a teacher’s career. 

A critique of this study is that while it demonstrated the link between job 

satisfaction and work engagement, it did not explore the broader context of why turnover 

remained a concern despite high levels of satisfaction among some teachers. Future 

research could address these gaps by investigating the nuanced factors influencing 
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turnover intentions beyond job satisfaction and work engagement. For instance, 

examining how early career challenges, support systems, and career progression impact 

long term retention could provide a more comprehensive understanding of why some 

teachers leave the profession despite high engagement levels. Additionally, exploring the 

role of professional development, mentorship, and administrative support in sustaining 

job satisfaction and engagement could offer actionable insights for improving CTE 

teacher retention strategies. 

Factors of teacher’s career cycles can also influence CTE teachers’ decision to 

leave the profession. Hasselquist and Graves (2020), for example, conducted a case study 

based on the teacher career cycle model by Fessler and Christensen (1992). They 

investigated factors impacting CTE teacher retention, focusing on midcareer teachers 

with seven to 15 years of experience in a rural Midwestern state. Hasselquist and Graves’ 

study (2020) included a semi-structured focus group during a state conference. Data 

analysis revealed four key themes: (1) setting boundaries, (2) shifting priorities/focus, (3) 

building a professional support network, and (4) innovating in the classroom (Hasselquist 

& Graves, 2020). These findings shed light on conditions influencing CTE teacher 

retention and emphasize the importance of early engagement in professional development 

activities and establishing supportive networks throughout one’s career. 

Like research on collegiality (De Neve & Devos, 2017; Donaldson, 2009; Grillo 

& Kier, 2021; He et al., 2015; Kelchtermans, 2017; Perrachoine et al., 2008; Scott et al., 

2022; Steinke & Putnam, 2007; Stockard & Lehman, 2004) and professional 

development (Grillo & Kier, 2021; He et al., 2015; Kelchtermans, 2017; Scott et al., 

2022; Steinke & Putnam, 2007), the Hasselquist and Graves (2020) study underscored the 

significance of fostering professional networks and promoting innovation in CTE 
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classrooms for enhancing teacher retention. Participants in the study highlighted the 

importance of involvement in professional organizations and the value of peer networks 

in providing both professional and personal support (Hasselquist & Graves, 2020). 

Cultivating supportive relationships early in a CTE teacher’s career may positively 

impact retention and job satisfaction. Moreover, the emphasis on innovation in teaching 

methods and curriculum development as a means of staying engaged underscored the 

need for ongoing professional development opportunities, the same as for general 

education teachers (Grillo & Kier, 2021; Hasselquist & Graves, 2020; Scott et al., 2022; 

Steinke & Putnam, 2007). 

Establishing professional boundaries can help CTE teachers decline nonessential 

activities and opportunities. Hasselquist and Graves (2020) noted that programming for 

preservice and early career teachers should emphasize identifying controllable factors and 

strategies for enhancing job satisfaction. CTE teachers often have additional 

responsibilities, such as advising Career and Technical Student Organizations (CTSOs). 

Therefore, Hasselquist and Graves (2020) recommended integrating specialized 

programming during induction to help prioritize CTSO involvement effectively. 

Achieving this balance early in teachers’ careers may enable them to establish boundaries 

and adjust priorities sooner, potentially leading to prolonged retention in the profession 

(Hasselquist & Graves, 2020). These findings warrant further research to explore how 

preservice teachers can initiate and nurture boundaries, priorities and focus, professional 

networks, and innovations to sustain them throughout their careers, ultimately 

contributing to the long term retention of CTE educators. 

The study by Hasselquist and Graves (2020) offered insights into the career cycle 

factors influencing CTE teacher retention. By focusing on midcareer CTE teachers in a 
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rural Midwestern state, the research highlighted how setting boundaries, shifting 

priorities, building professional support networks, and innovating in the classroom play 

critical roles in teacher retention. The participants emphasized the importance of setting 

boundaries to protect their socioemotional well-being, especially in managing their dual 

roles as CTE teachers and CTSO advisors. Serving as a CTSO advisor is an added duty, 

as it requires teachers to stay engaged with their industries while performing daily 

responsibilities. Hasselquist and Graves (2020) found that early career teachers need to 

focus on prioritizing quality over quantity in their tasks to help with long term career 

retention. Establishing these boundaries also allowed some participants to prioritize 

family. In addition, the participants valued professional support networks, particularly 

through involvement in organizations like the Association for Career and Technical 

Education (ACTE), which empowered them to take on leadership and mentoring roles. 

Participants also highlighted the importance of classroom innovation. Improving lessons, 

integrating technology, and trying new teaching methods helped participants stay 

motivated and engaged in their teaching careers. This study contributes to my research by 

identifying the socioemotional strategies that promote retention and underscores the dual 

role challenges specific to CTE teachers, particularly the balancing act of being a CTSO 

advisor alongside regular teaching duties. The importance of professional networks and 

engagement with organizations like ACTE aligns with my study’s focus on exploring the 

external supports that sustain long term retention. This study underscored the importance 

of early engagement in professional development and establishing supportive 

relationships throughout one’s career. It aligns with existing literature on collegiality and 

professional development, emphasizing that fostering professional networks and 

promoting classroom innovation are crucial for enhancing job satisfaction and retention. 
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However, the study’s limitations include its focus on a specific region and career 

stage, which may not fully capture the diverse experiences of CTE teachers across 

different locations or career phases. The reliance on a semi-structured focus group during 

a state conference may also limit the depth and generalizability of the findings. The 

sample size is restricted to participants of the conference, which may affect the broader 

applicability of the results. Additionally, while the study identifies key themes related to 

retention, which are setting boundaries, shifting priorities, building professional support 

networks, and innovating in the classroom, it does not thoroughly explore how these 

factors interact with other potential influences on teacher retention, such as administrative 

support or external job market conditions. 

Theoretical Lens 

Herzberg’s Motivation-Hygiene Theory 

Herzberg’s Motivation-Hygiene theory, introduced in 1966, distinguishes 

motivators and hygiene factors to explain job satisfaction and dissatisfaction. Herzberg, a 

professor of psychology at Western Reserve University in Cleveland, Ohio, delved into 

the intricacies of work and human nature (Herzberg, 1966). His primary goal was to 

deeply understand workers’ attitudes towards their jobs and to provide insights for the 

effective and healthy utilization of people in the workplace. Herzberg developed the 

Motivation-Hygiene theory by systematically reviewing existing research on job attitudes 

and conducting an original study that introduced a new hypothesis about how people feel 

about their jobs. This hypothesis evolved into the widely known Motivation-Hygiene 

theory. Herzberg aimed to define human needs comprehensively, particularly within the 

work environment. He presented his theory as a solution to management challenges, 

arguing that though industry has met people’s external needs with material comforts for a 
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“good life,” it has neglected the inner needs essential for creative survival. Herzberg 

believed that any organization, whether religious, political, or industrial, should prioritize 

fulfilling the needs that allow people to lead meaningful lives. 

Motivators, such as achievement and recognition, contribute to job satisfaction; 

while hygiene factors, like salary and work environment, prevent job dissatisfaction but 

do not directly motivate (Herzberg, 1966; Park & Johnson, 2019; Perrachione et al., 

2008). The theory holds that satisfaction and dissatisfaction are separate concepts, with 

satisfaction stemming from motivators and dissatisfaction being alleviated by hygiene 

factors. These principles have been applied to educational contexts, including teaching 

professions, to understand factors influencing job satisfaction and engagement (Herzberg, 

1966; Park & Johnson, 2019; Perrachione et al., 2008). 

The most prominent motivators that contribute to job satisfaction to emerge from 

the literature are advancement and growth, recognition, and work itself. 

Advancement and Growth as a Motivator 

Opportunities for professional growth, skill development, and career advancement 

are important for retaining teachers. Steinke and Putnam (2007) identified annual raises, 

professional development resources, and a collaborative work environment as influential 

factors for teacher retention. Scott et al. (2022) discussed the importance of positive work 

conditions, induction programs, and professional development opportunities in retaining 

special education teachers. Kelchtermans (2017) found that many teachers are not 

seeking traditional vertical promotion but are interested in what she labels “horizontal 

promotion,” which is taking on educationally relevant responsibilities that may imply 

spending less time in a classroom working with students. In the Motivation-Hygiene 

theory, “advancement and growth” referred to situations where respondents had 
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opportunities to learn new skills, gain a new professional perspective, or experience a 

change in their status or position within the company (Herzberg, 1966). Professional 

development resources (Scott et al., 2022; Steinke & Putnam, 2007) and horizontal 

promotions (Kelchtermans, 2017) are considered motivators according to Herzberg’s 

definition of advancement and growth. 

Recognition as a Motivator 

Although the authors did not directly use Herzberg’s Motivation-Hygiene theory 

(1966), they implemented the motivators outlined by him. Several studies highlight the 

significance of social recognition and support from colleagues in contributing to job 

satisfaction and retention. Perrachoine et al. (2008) highlighted the significance of a 

positive school environment as an indicator of job satisfaction and increased retention 

among teachers. Kelchtermans (2017) emphasized the importance of social recognition 

from colleagues and the school community in contributing to teachers’ professional self-

worth and legitimacy. In the Motivation-Hygiene theory, “recognition” involves any form 

of acknowledgment, whether it is praise or criticism (Herzberg, 1966). Negative 

recognition includes acts of criticism or blame. Social recognition from colleagues and 

the school community (Kelchtermans, 2017) is a motivator based on Herzberg’s 

definition of recognition. Although Perrachoine et al. (2008) did not explicitly state that 

respondents linked a positive school environment to recognition, their findings indicate 

that a positive school environment enhances teacher job satisfaction. Since they also 

applied the Motivation-Hygiene theory (1966) in their study, it can be inferred that a 

positive school culture includes recognition, as it is not considered a hygiene factor. 

Work Itself as a Motivator 
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The nature of the work, including factors such as autonomy, responsibility, and 

engagement in meaningful tasks, can impact job satisfaction. De Neve and Devos (2017) 

discuss the importance of teacher autonomy, collegial support, and meaningful 

interactions within the school community in influencing job satisfaction and retention. 

Stockard and Lehman (2004) emphasize the impact of support from colleagues and 

parents on teachers’ reported satisfaction, highlighting the significance of the work 

environment and interpersonal relationships. In the Motivation-Hygiene theory, “work 

itself” refers to respondents mentioning the actual performance of job tasks as a source of 

positive or negative feelings (Herzberg, 1966). Teacher autonomy (De Neve & Devos, 

2017) and the support from colleagues and parents (Stockard & Lehman, 2004) are 

considered motivators according to Herzberg’s definition of “work itself.” 

The most prominent hygiene factors that prevent job dissatisfaction but do not 

directly motivate to emerge from the literature are interpersonal relations, work 

conditions, and company policy. 

Relationship with Peers as a Hygiene Factor 

Many studies emphasize the importance of support from colleagues and a sense of 

community within the school environment. Collegial relationships, shared values, and 

collaborative efforts can contribute to job satisfaction and retention among teachers. De 

Neve and Devos (2017) stressed the significance of collegial support and interactions in 

influencing teacher satisfaction and retention. Stockard and Lehman (2004) highlighted 

that teachers who receive support from colleagues are more likely to stay in their jobs, 

suggesting a positive correlation between the relationship with peers and teacher 

retention. Grillo and Kier (2021) indicated that teachers often rely on relationships with 

colleagues, fostering a sense of family and belonging, which contributes to retention. 
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Scott et al. (2022) emphasized the importance of collegial support in contributing to 

teacher persistence, particularly among special education teachers, which underscored the 

significance of positive relationships with peers in fostering job satisfaction and retention. 

Collegial support may enhance professional collaboration, provide emotional support, 

and foster a sense of community among teachers. Kelchtermans (2017) emphasized the 

role of social recognition from other members of the school team in shaping teachers’ 

professional self-worth and legitimacy. This recognition sometimes comes from peers 

who acknowledge and appreciate the contributions of their colleagues. Positive 

relationships with peers help validate teachers’ efforts and enhance their sense of 

belonging within the school community. Park and Johnson’s (2019) study determined 

that the quality of relationships with peers indirectly influences teachers’ overall job 

satisfaction and work engagement. Positive relationships with peers may create a 

supportive work environment, enhance teamwork, and contribute to a sense of 

camaraderie among teachers. Hasselquist and Graves (2020) highlighted the importance 

of involvement in professional organizations and the value of peer networks in providing 

both professional and personal support to teachers. Peer networks may serve as a valuable 

resource for sharing experiences, seeking advice, and building social connections, which 

can be crucial for teacher wellbeing and retention. In the Motivation-Hygiene theory, 

“relationships with peers” refer to situations involving interactions between the individual 

and others, characterized by actual verbal communication about the nature of these 

interactions (Herzberg, 1966). Collegial support and interactions (De Neve & Devos, 

2017; Grillo & Kier, 2021; Hasselquist & Graves, 2020; Park & Johnson, 2019; Scott et 

al., 2022; Stockard & Lehman, 2004) and social recognition from the school community 
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(Kelchtermans, 2017) are hygiene factors based on Herzberg’s definition of relationships 

with peers. 

Relationship with Boss as a Hygiene Factor 

Acknowledging the relationship with one’s supervisor, De Neve and Devos 

(2017) underscored the significance of support and intentional planning. This underscores 

the role of supervision in shaping a supportive work atmosphere. Additionally, research 

highlighted the impact of insufficient administrative support on attrition rates among 

Career and Technical Education (CTE) teachers, as documented by Ruhland (2001). In 

the Motivation-Hygiene theory, “relationship with a boss” is defined as situations 

involving interactions between the individual and their supervisor (Herzberg, 1966). 

Adequate administrative support (De Neve & Devos, 2017; Ruhland, 2001) is considered 

a hygiene factor according to Herzberg’s definition of relationship with a boss. 

Work Conditions as a Hygiene Factor 

Although the authors did not use Herzberg’s Motivation-Hygiene theory (1966), 

their findings operationalized these hygiene factors. The working environment, including 

factors such as autonomy, support, and positive school climates, can impact teacher 

satisfaction and retention. De Neve and Devos (2017) emphasized the importance of 

supportive work conditions and collaborative efforts in fostering teacher retention. 

Stockard and Lehman (2004) highlighted that teachers who receive support from 

colleagues and parents are more likely to stay in their jobs. Scott et al. (2022) emphasized 

the significance of positive work conditions and support in contributing to teacher 

persistence, especially among special education teachers. This suggests that favorable 

work conditions, such as supportive environments, adequate resources, and positive 

school climates, can play a role in retaining teachers. Park and Johnson’s (2019) research 
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explored the correlations between job satisfaction, work engagement, and turnover 

intention among teachers. Work engagement and turnover intention are directly 

influenced by the quality of work conditions experienced by teachers. Positive work 

conditions can contribute to higher job satisfaction and engagement while reducing 

turnover intention. Hasselquist and Graves (2020) noted the need for programming for 

early career teachers to enhance job satisfaction, suggesting dissatisfaction with existing 

work conditions. In the Motivation-Hygiene theory, “work conditions” referred to 

narratives where the physical conditions of the job, workload, or available facilities were 

mentioned (Herzberg, 1966). Supportive (De Neve & Devos, 2017) and positive (Park & 

Johnson, 2019; Scott et al., 2022) work environments, including intentional programming 

(Hasselquist & Graves, 2020), are considered hygiene factors according to Herzberg’s 

definition of work conditions. 

Company Policy as a Hygiene Factor 

Highlighting the role of company policy in addressing teacher retention, Devier 

(2019) indicated efforts to address the shortage of Career and Technical Education (CTE) 

teachers have not been entirely successful, despite changes in state policy requirements, 

which suggests possible dissatisfaction with company policy. In the Motivation-Hygiene 

theory, “company policy” refers to situations where some overarching aspect of the 

company played a role (Herzberg, 1966). Efforts to address state policy requirements 

(Devier, 2019) are considered a hygiene factor according to Herzberg’s definition of 

company policy. 

Supervision as a Hygiene Factor 

Recognizing the role of supervision in fostering a supportive work environment, 

De Neve and Devos (2017) emphasized the significance of organizational support and 
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intentional planning time. In the Motivation-Hygiene theory, “supervision” refers to 

situations where the supervisor’s competence or incompetence, and fairness or 

unfairness, are the key characteristics (Herzberg, 1966). Intentional planning (De Neve & 

Devos, 2017) is considered a hygiene factor according to Herzberg’s definition of 

supervision. 

Distributed Leadership 

For this study, I will utilize Spillane’s Distributed Leadership as my guiding 

leadership theory. A distributed leadership perspective (Spillane, 2006) challenges 

conventional presumptions of school leadership by moving beyond the traditional 

hierarchical model and instead focuses on the collective interactions among leaders, 

followers, and their situations to shape leadership practice. This approach includes formal 

leaders like principals but also recognizes the necessary contributions of other potential 

leaders such as teachers and parents. Distributed leadership reframes leadership as a 

dynamic practice emerging from these interactions, rather than merely delegated roles. 

The following studies provide evidence supporting various aspects of distributed 

leadership (2006), including collegial support, collaboration, shared values, a sense of 

community, continuous learning, and supportive working conditions. De Neve and Devos 

(2017) highlighted the significance of teacher autonomy, collegial support, and a sense of 

community in retaining teachers. The researchers underscored the importance of 

collaborative efforts among teachers and other stakeholders in the school and emphasized 

how teachers staying in their profession are influenced by supportive working conditions 

and opportunities for collaboration. This resonates with the distributed leadership 

perspective’s focus on interactions among leaders and followers. Donaldson (2009) found 

that urban focused cohorts cite “lack of community support” as a factor in leaving 
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teaching. This suggested that the absence of collegial support influences teachers’ 

decisions to leave, aligning with the distributed leadership tenet of the importance of a 

sense of community and belonging within the school environment. Stockard and Lehman 

(2004) highlighted the importance of support from colleagues and parents in teacher 

satisfaction and retention. This aligns with the distributed leadership principle of collegial 

support and collaboration, emphasizing the significance of interactions among leaders, 

followers, and their situation and the collaborative nature of leadership practice. Spillane 

(2006) specifically emphasized this significance by asserting that distributed leadership 

extends beyond delegated authority. It involves individuals, including teachers and 

parents, voluntarily assuming leadership roles within schools. Grillo and Kier (2021) 

emphasized the role of relationships with colleagues in teacher satisfaction and retention. 

It underscores the importance of peer relationships and a sense of belonging within the 

school community, aligning with the distributed leadership perspective’s emphasis on 

collective responsibility. In addition, Grillo and Kier (2021) showed how teacher 

certification programs influence teachers’ preparedness and retention, which aligns with 

the distributed leadership principle of ongoing training and collaboration. Steinke and 

Putnam (2007) identified factors such as annual raises, resources for professional 

development, and a collaborative work environment as influential for teacher retention. 

This aligns with the distributed leadership tenet of continuous learning and improvement 

through professional development initiatives, emphasizing the importance of ongoing 

training and collaboration. Scott et al. (2022) found that collegial support and positive 

school climates were crucial for special education teacher retention, which aligns with the 

distributed leadership principle of peer relationships and communities of practice, 

emphasizing the importance of supportive working conditions and interactions among 
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leaders and followers. Furthermore, Scott et al. (2022) emphasized the importance of 

teacher persistence and effectiveness beginning in preparation programs, aligning with 

the distributed leadership principle of ongoing development. Kelchtermans (2017) 

highlighted the significance of social recognition and collegiality in teacher retention. 

This emphasized the importance of shared values and emotional connections within the 

school community, aligning with the distributed leadership perspective’s focus on 

collective responsibility and belonging. Overall, these studies collectively demonstrate 

how various aspects of distributed leadership, such as collegial support, collaboration, 

shared values, a sense of community, continuous learning, and supportive working 

conditions, are key for teacher retention. 

Conceptual Framework 

Figure 1 

A Conceptual Model of Career and Technical Education (CTE) Teacher Retention: 

Aligning Motivation-Hygiene Factors with Distributed Leadership Practices 
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Spillane’s Distributed Leadership theory (2006) highlights the importance of 

interactions between leaders, followers, and their situation, which aligns with Herzberg’s 

Motivation-Hygiene theory (1966) to support CTE teacher retention. Herzberg’s 

Motivation-Hygiene theory explains job satisfaction through two sets of factors. 

Motivators lead to satisfaction, while hygiene factors prevent dissatisfaction (Herzberg, 

1966). Leaders utilizing a distributed approach can leverage these insights to create an 

environment that enhances job satisfaction and addresses dissatisfaction. 

Motivators, such as achievement, recognition, and opportunities for advancement, 

are important for fostering satisfaction among teachers (Herzberg, 1966). In a distributed 

leadership framework, leadership is not confined to a single individual, but rather 

emerges from collaborative efforts (Spillane, 2006). This approach allows leaders to 

engage teachers in meaningful ways by providing teachers with opportunities to achieve, 

be recognized, and grow professionally. By fostering supportive interactions, leaders can 

help teachers experience intrinsic rewards in their roles and potentially boost their 

satisfaction and engagement. 

On the other hand, hygiene factors, such as job security, supervision, and working 

conditions, are important for preventing dissatisfaction (Herzberg, 1966). Distributed 

leadership allows for these factors to be managed collectively, where multiple leaders can 

address concerns through structured routines and support systems (Spillane, 2006). By 

working together to improve factors such as workplace conditions and job security, 

leaders can help mitigate dissatisfaction among teachers. This collective, situationally 

responsive approach ensures that practical needs are met, thereby creating a stable 

foundation for teachers to thrive. 
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Ultimately, distributed leadership enables a collaborative approach (Spillane, 

2006) to addressing both motivators and hygiene factors. By aligning leadership practices 

with these factors, schools can cultivate a work environment that not only prevents 

dissatisfaction, but also actively promotes teacher satisfaction and retention. 

Summary 

In summary, teacher retention can help maintain a high quality education system 

by promoting positive school cultures (Mancuso et al., 2010; Shankar & Nayaken, n.d.; 

Shuls & Flores, 2020), improving student outcomes (Berry & Shields, 2017), and 

ensuring the efficient allocation of resources (Barnes et al., 2007; Shuls & Flores, 2020). 

Addressing the factors influencing teacher retention, especially in specialized fields like 

Career and Technical Education (CTE) (Claflin et al., 2019), can help build a robust and 

sustainable educational system (Oke et al., 2016; Shankar & Nayaken, n.d.). 

The evolution of vocational education, later transitioning into CTE, has been 

marked by legislative changes and shifts in focus to meet the demands of a changing 

economy and educational landscape (Michaels & Barone, 2020). Beginning with 

segregated programs aimed at preparing students for entry level jobs not requiring a 

bachelor’s degree (Friedel, 2011), vocational education expanded to encompass 

comprehensive high school curricula, emphasizing both job specific skills and 

foundational competencies (Connet, 2021). Legislative acts, such as the Smith Hughes 

Act and subsequent Perkins Acts, provided federal support and facilitated the evolution 

of vocational education to align with industry demands and workforce development 

needs (Connet, 2021; Friedel, 2011; Michaels & Barone, 2020). The transformation into 

CTE further broadened the focus to include emerging industries, gender equity, and 

nontraditional program enrollments, with an emphasis on high demand, high skill 
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occupations (Connet, 2021). Understanding this historical trajectory provides context for 

examining the motivations and experiences of veteran CTE teachers, informing strategies 

to support and retain them within the changing landscape of education. By recognizing 

the factors that drive teachers’ persistence in their teaching roles and navigating policy 

changes, educators and policymakers can better address the needs of both teachers and 

students in preparing for the workforce of the future. 

Alternative teacher certification programs offer unconventional pathways into the 

teaching profession and attract academically capable individuals who may not have 

otherwise considered teaching (Barnes et al., 2007). Houston et al. (1993), Darling-

Hammond (1999), Goldhaber and Brewer (1999), and Truell (1999) explored the 

effectiveness of alternatively certified teachers and their impact on student achievement. 

While alternatively certified teachers face initial challenges in the classroom compared to 

traditionally certified counterparts (Houston et al., 1993), research suggests that they tend 

to secure full time teaching positions and gain valuable on the job classroom experience 

(Devier, 2019). Despite concerns about their impact on student achievement (Darling-

Hammond, 1999), alternative certification pathways can offer opportunities for 

individuals with diverse backgrounds, including older individuals with degrees in fields 

other than education and experiences in various occupations (Barnes et al., 2007; 

Feistritzer & Chester, 1998). Studies also highlighted the importance of ongoing 

professional development and the pursuit of further education among alternatively 

certified teachers. For example, Zirkle et al. (2019) found that there was a growing trend 

of incoming CTE teachers possessing collegiate experience and pursuing further 

education. These findings underscored the evolving landscape of teacher preparation 

programs, and the diverse paths individuals take to enter the teaching profession. 
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Research also showed that many individuals leave the teaching profession within 

their first five years (Cohen-Evron, 2015; De Neve & Devos, 2017; Donaldson, 2009; He 

et al., 2015; Ingersoll, 2002; Perrachione et al., 2008; Steinke & Putnam, 2007; Wilhelm 

et al., 2010). This phenomenon underscored the importance of investing in teachers due 

to their positive impact on student outcomes (Berry & Shields, 2017; Shuls & Flores, 

2020) and the reduction of turnover costs (Barnes et al., 2007; Guin, 2004; Ronfeldt et 

al., 2012; Shuls & Flores, 2020; Watlington et al., 2010). Factors influencing teacher 

retention include collegiality, teacher preparation, professional development, and skill 

improvement. Studies by He et al. (2015), Perrachoine et al. (2008), and others 

emphasized the significance of a positive school environment and supportive 

relationships among colleagues in fostering job satisfaction and commitment to teaching. 

Additionally, Stockard and Lehman (2004), Goldhaber and Cowen (2014), and others 

found that effective teacher preparation programs play a vital role in shaping teachers’ 

readiness and attitudes towards the profession. Moreover, ongoing professional 

development opportunities and the improvement of skills contributed to teacher retention 

(Grillo & Kier, 2021; He et al., 2015; Kelchtermans, 2017; Scott et al., 2022; Steinke & 

Putnam, 2007). Special attention to supportive induction programs and positive work 

environments can help retain teachers (Scott et al., 2022). Overall, fostering a supportive 

and growth oriented environment can help retain high quality teachers and ensure long 

term success in education. 

Teacher retention is crucial for maintaining a stable and effective educational 

system, with implications for students, schools, and the broader community. Experienced 

teachers can bring valuable expertise, refined instructional techniques, and a deep 

understanding of students’ needs, fostering a stable and supportive learning environment 
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(Shuls & Flores, 2020), particularly in specialized subjects like those associated with 

CTE (Claflin et al., 2019). Additionally, teacher retention can contribute to a positive 

school culture by fostering collaboration among educators and enabling consistent 

teaching approaches, enhancing the overall learning environment (Berry & Shields, 2017; 

Mancuso et al., 2010; Shankar & Nayaken, n.d.; Shuls & Flores, 2020). In terms of 

student outcomes, teacher retention has been linked to improved academic achievement 

and socioemotional development (Shuls & Flores, 2020), especially for students in 

disadvantaged populations who benefit from consistent support (Boyd et al., 2011). 

Financially, high turnover rates can strain school budgets and divert resources from other 

areas of education (Barnes et al., 2007; Guin, 2004; Ronfeldt et al., 2012; Shuls & Flores, 

2020; Watlington et al., 2010). Moreover, teacher retention can have broader societal 

implications, contributing to community health and stability by fostering continuity and 

mentorship beyond the classroom (Oke et al., 2016; Shankar & Nayaken, n.d.). Research 

on CTE teacher retention (Rojewski et al., 2008), professional development (Drage, 

2010), instructional approaches (Fletcher & Djajalaksana, 2014), and program success 

factors can provide insights into the motivations of veteran CTE teachers (Park & 

Johnson, 2010), their persistence in their roles (Hasselquist & Graves, 2020), and 

strategies for supporting their continued engagement within educational settings. 

Understanding the multifaceted factors influencing teacher motivation, satisfaction, and 

retention can help promote teacher longevity and enhance the overall quality of 

education. 

Herzberg’s Motivation-Hygiene theory, introduced in 1966, differentiates 

between motivators and hygiene factors to explain job satisfaction and dissatisfaction. 

Motivators, like achievement, enhance job satisfaction, while hygiene factors, such as 
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salary, mitigate dissatisfaction without directly motivating (Park & Johnson, 2019). 

Applied to educational settings, this theory examines factors influencing job satisfaction 

and engagement. Park and Johnson (2019) found positive correlations between job 

satisfaction, work engagement, and negative correlations with turnover intention among 

CTE health science teachers in Texas. Hasselquist and Graves (2020) highlighted themes 

affecting CTE teacher retention, which emphasized early engagement in professional 

development and establishing supportive networks. These insights stress the significance 

of fostering networks, promoting innovation, and providing assistance for job satisfaction 

and retention among CTE teachers, which support the findings of De Neve and Devos, 

2017; Donaldson, 2009; Grillo and Kier, 2021; He et al., 2015; Kelchtermans, 2017; 

Perrachoine et al., 2008; Scott et al., 2022; Steinke and Putnam, 2007; and Stockard and 

Lehman, 2004 on collegiality and Grillo and Kier, 2021; He et al., 2015; Kelchtermans, 

2017; Scott et al., 2022; and Steinke and Putnam, 2007 on professional development. 

Teacher retention can help maintain a stable educational system, impacting 

students, schools, and communities (Shuls & Flores, 2020). Experienced teachers can 

provide continuity and quality education, forming strong bonds with students (Shuls & 

Flores, 2020), which is crucial in specialized fields like CTE (Claflin et al., 2019). 

Furthermore, teacher retention can foster a positive school culture, encouraging 

collaboration and consistent teaching methods (Berry & Shields, 2017; Mancuso et al., 

2010; Shankar & Nayaken, n.d.; Shuls & Flores, 2020). Sustained teacher presence can 

improve student outcomes (Berry & Shields, 2017), particularly benefiting vulnerable 

student groups (Boyd et al., 2011). Economically, reducing turnover rates can help save 

costs associated with recruiting and training new teachers (Barnes et al., 2007), while also 



 
 

 60 

contributing to community stability and enrichment through engagement beyond the 

classroom (Oke et al., 2016; Shankar & Nayaken, n.d.).  
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Chapter 3: Methods 

Introduction 

This study sought to offer insights into why veteran Career and Technical 

Education (CTE) educators remained in the profession. It utilized Herzberg’s Motivation-

Hygiene theory (1966) and Spillane’s Distributed Leadership theory (2006) to analyze 

the experiences of the participants. This chapter outlines the methods, processes, and 

ethical considerations that were employed in this dissertation study, providing a rationale 

for the choices made and actions taken. 

Purpose and Research Questions 

Research on Career and Technical Education (CTE) teacher retention was crucial 

due to its impact on educational quality and student outcomes. The shortage of CTE 

teachers, documented across various states and territories for decades (Wilkin & Nwoke, 

2011; Office of Postsecondary Education, 2016), has repercussions for the education 

system. CTE programs were integral to student engagement and success and provided 

essential skills and career pathways (Harris & Wakelyn, 2007; Chen et al., 2024). 

Research showed that CTE students are more motivated and engaged due to the practical 

relevance of their education (Harris & Wakelyn, 2007). Moreover, Karandjeff et al. 

(2011) suggested that enabling CTE students to apply their completed high school credits 

towards fulfilling prerequisite requirements at postsecondary programs could stimulate 

greater interest and participation in CTE programs at earlier stages of their academic 

journey. CTE pathways provided access to state of the art facilities, resources, and 

academic support to students from low socioeconomic backgrounds, which helped to 

alleviate the impacts of socioeconomic inequities (Johnson & Hendricks, 2019). 

Addressing the teacher shortages is important in maintaining and enhancing these 
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programs and ensures that students continue to benefit from high quality education 

(Johnson & Hendricks, 2019). 

Despite various initiatives to address these shortages, such as policy exemptions 

and regional programs (Devier, 2019; Wilkin & Nwoke, 2011), many states still reported 

deficits in CTE educators. Filling these positions was essential as CTE programs often 

serve students who might otherwise struggle to complete their education or transition to 

postsecondary opportunities (Bozick & Dalton, 2013; Cullen et al., 2013). CTE 

participation was linked to improved attendance, lower dropout rates, and enhanced 

career readiness (Kelly & Price, 2009; Plasman & Gottfried, 2022). The collaborative 

effort to increase CTE pathway completion rates for students and streamline transfer 

credits to four year institutions could also help address these challenges and foster 

innovation (Bragg & Soler, 2016). Understanding and addressing the factors influencing 

CTE teacher retention were important for sustaining the effectiveness of these programs 

and supporting student success. 

Additionally, the role of leadership in teacher retention was a critical area of 

investigation. Effective leadership and administrative support are key factors in retaining 

teachers (Barnatt et al., 2017; Torres, 2019). However, there was a gap in understanding 

how these factors specifically affected CTE teachers. At the time of this study, literature 

highlighted the importance of tailored mentorship, professional development, and 

supportive policies in enhancing teacher satisfaction and retention (Dainty & Su, 2011; 

Tran & Smith, 2020). This study aimed to fill that gap by providing qualitative insights 

into how CTE educators perceived these elements. It offered recommendations for 

improving teacher retention strategies in CTE settings. 
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Addressing the CTE teacher shortage helps mitigate the immediate challenges of 

filling teaching positions and contributes to long term improvements in educational 

outcomes. By exploring why CTE teachers chose to stay in their roles, this research 

offered insights that can inform policy and practice. These insights supported the 

development of targeted interventions to promote teacher retention and ensured that CTE 

programs continued to provide meaningful educational opportunities (Guin, 2004; 

Watlington et al., 2010). Furthermore, sustaining CTE programs supported the retention 

and graduation of at risk students and underscored the critical role of CTE in the high 

school experience (Kazis, 2005). 

The purpose of this study was to explore the reasons veteran CTE educators 

remained in their teaching roles. Consequently, my research question was “What factors 

shape the retention decisions of veteran CTE teachers?” and my subquestions were, 

“What intrinsic aspects shape the decision to stay in the profession?” and “What 

conditions contribute to retention?” 

Research Design 

Epistemological Approach 

Epistemology, as described by Creswell and Poth (2018), involves understanding 

what constitutes knowledge and how knowledge claims are justified. It explores how 

researchers perceive and understand reality. I adopted a social constructivist 

epistemology for this study. This perspective holds that our knowledge of the world is a 

product of our own construction (Creswell & Poth, 2018). 

In social constructivism, as defined by Creswell and Poth (2018), individuals seek 

to understand their world through their own perspectives. As a researcher using this 

approach, my aim was to grasp the context of the world in which I lived and worked 
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(Creswell & Poth, 2018). I analyzed the meanings created by participants to develop my 

own interpretation, as outlined by Creswell and Poth (2018). My research prioritized the 

participants’ viewpoints and relied heavily on their interpretations of the situation 

(Creswell & Poth, 2018). My interview protocol (Appendix A) was designed to be broad, 

open ended, and general to allow participants to shape their own understanding of the 

context (Creswell & Poth, 2018). Additionally, I acknowledged that my own background 

influenced my interpretation, and I positioned myself in the research to reflect how my 

personal, cultural, and historical experiences impacted my analysis, as suggested by 

Creswell and Poth (2018). 

Methodological Design  

In this study, I utilized a basic qualitative research design (Merriam & Tisdell, 

2015) to explore the reasons behind the decision of veteran Career and Technical 

Education (CTE) educators to remain in their teaching roles. Following Merriam and 

Tisdell (2015), this research aimed to conduct a comprehensive and detailed examination 

of the experiences of these educators and the significance they attributed to their 

professional experiences. Teachers talked about their experiences in the system. They 

shared their stories, including challenges and high points, to provide insights into why 

they continued to teach. 

Theoretical Perspective 

Herzberg’s Motivation-Hygiene theory, introduced in 1966, distinguishes 

motivators and hygiene factors to explain job satisfaction and dissatisfaction. Motivators, 

such as achievement and recognition, contribute to job satisfaction; while hygiene 

factors, like salary and work environment, prevent dissatisfaction but do not directly 

motivate (Park & Johnson, 2019). The theory holds that satisfaction and dissatisfaction 
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are separate concepts, with satisfaction stemming from motivators and dissatisfaction 

being alleviated by hygiene factors. These principles have been applied to educational 

contexts, including teaching professions, to understand factors influencing job 

satisfaction and engagement (Park & Johnson, 2019). 

A distributed leadership perspective (Spillane, 2006) challenges conventional 

presumptions of school leadership by moving beyond the traditional hierarchical model 

and instead focuses on the collective interactions among leaders, followers, and their 

situations to shape leadership practice. This approach includes formal leaders like 

principals but also recognizes the necessary contributions of other potential leaders such 

as teachers and parents. Distributed leadership reframes leadership as a dynamic practice 

emerging from these interactions, rather than merely delegated roles. 

Participant Sampling 

In this study, which was approved through George Washington University’s 

Institutional Review Board (Appendix G), I sampled a total of 15 veteran Career and 

Technical Education (CTE) teachers throughout the United States through criterion 

sampling. Criterion sampling, a sampling method involving establishing specific criteria 

for selecting individuals, was employed to ensure that all participants in the study were 

representative of individuals who had experienced the phenomenon, as suggested by 

Creswell and Poth (2018). I recruited CTE teachers with experience in public education 

from multiple school districts across 13 different states. Recruitment was conducted 

through email outreach and social media (Appendix C and Appendix D). When a 

potential participant expressed interest, I provided the informed consent form (see 

Appendix F) and the demographic survey (see Appendix E). To improve generalizability, 
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the study was not site based or confined to a specific region. This approach allowed for a 

broader perspective beyond localized educational contexts. 

Criteria for selecting participants included a minimum of five years holding a 

position as a CTE teacher in a United States public school. These criteria were chosen 

intentionally to examine the impact of motivation on veteran teachers who persisted in 

their roles. Teitelbaum (2008) defined teachers with eight years of experience as 

“veterans,” considering that they had already spent about a third of their careers in 

teaching. In a study on supervision for veteran teachers, Brundage (1996) selected a 

sample with a minimum of 15 years of experience, while Cohen (1988) conducted 

ethnographic research with three veteran teachers who had worked for 35 years or more. 

In comparison, a criterion of five years was deemed appropriate for this study. Five years 

was considered appropriate for CTE teachers specifically, as CTE is a specialized field 

with distinct requirements. Additionally, since the literature at that time did not 

extensively address the veteran status of CTE educators, five years offered a reasonable 

and conservative benchmark. 

Data Collection 

Data was collected through interview questions aimed at identifying the factors 

that had supported the participants in continuing in their teaching roles (Creswell & Poth, 

2018). Data collection solely consisted of interviews, as it is the predominant method in 

qualitative studies (Merriam & Tisdell, 2015). Semi-structured interviews were used in 

this study (Merriam & Tisdell, 2015). A semi-structured interview falls between 

structured and unstructured formats. The questions were phrased more flexibly and 

created a blend of highly structured and less structured inquiries. The majority of the 

interview followed a predefined list of questions or topics to be explored, with neither the 
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exact wording nor the order predetermined. This format enabled adaptability to the 

current situation, the evolving perspective of the respondent, and new insights on the 

subject (Merriam & Tisdell, 2015). Each participant underwent one individual interview 

session of approximately 60 minutes in length conducted virtually. The goal was to 

optimize information gathering and the sampling process concluded when no additional 

information emerged from newly sampled units (Merriam & Tisdell, 2015). Zoom’s 

recording and transcription features were employed during interviews to allow me to 

fully engage without the need for note taking while the application handled both the 

recording and the initial transcription of the data. I gave participants the opportunity to 

review the transcripts for accuracy and to clarify any statements.  

 I intentionally crafted interview protocol questions (Appendix A) aimed at 

eliciting specific information by using phrases such as, “Tell me about a time when,” 

“Give me an example of,” “Tell me more about that,” and “What was it like for you 

when,” while avoiding the multiple, leading, and yes or no questions (Merriam & Tisdell, 

2015). The interview questions aimed to cover six types: experience and behavior, 

opinion and values, feeling, knowledge, sensory, and background/demographic (Merriam 

& Tisdell, 2015). 

In preparation for my protocol, I conducted a trial run of the interview protocol to 

better understand the process and the nature of proper question crafting. The pilot test 

revealed that the interview protocol contained overly specific questions, particularly 

those centered on personal motivation and persistence. It also included an excessive 

amount of assuming language with too many follow up questions per question. For 

example, one of the questions asked, “What specific challenges have you encountered as 

a veteran CTE teacher?… How did you get through it?” This formulation assumed the 
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participant faced challenges. Although likely accurate, I adjusted the question to avoid 

such assumptions. Furthermore, following the participant’s response, I decided that I 

would rather pose follow up questions tailored to their specific response rather than a 

broad question like “How did you get through it?” 

The revised question became, “Tell me about significant milestones in your 

career.” By broadening the question, I aimed to capture any challenges while allowing 

room for discussion of successes. In addition, I observed instances where my responses to 

certain questions were awkward. For example, in one exchange, unsure of how to react to 

a participant’s comment, I responded “Cool.” Given my familiarity with the participant, 

he humorously remarked, “Thanks for reassuring my long philosophical rant.” Reflecting 

on these moments, I realized the importance of providing thoughtful responses during 

interviews and questions that do not lead participants. Moving forward, I was more 

conscious of my reactions and strived to engage in more meaningful interactions with 

participants. 

Recording and Transcription 

All interviews were conducted virtually using Zoom to record audio and its 

transcription function as a backup. After recording, Trint’s transcription software was 

utilized to generate a transcript. I polished the transcript produced by Trint’s transcription 

software, while simultaneously listening to the audio. 

Data Analysis 

After each interview, I reviewed and edited the transcripts. I then sent the 

polished transcript to each participant for accuracy checking. Once all participants 

approved their transcripts, I conducted a thematic analysis using the frameworks of 
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Attride-Stirling (2001) and Ryan and Bernard (2003). I read and reread the transcripts to 

identify recurring phrases and ideas. 

Next, I generated initial codes representing the most basic units of meaning. 

These codes varied in length, from a single word to an entire response, depending on the 

content. While developing the codes, I reviewed the data to identify common themes, 

following Maxwell’s (2013) guidance. 

To structure the data, I printed each transcript and highlighted key words, phrases, 

or responses, and assigned them a code. In my codebook (Appendix H), I recorded each 

code’s name, a brief description, and a tally of how many times the code appeared across 

all transcripts. 

For each code, I noted which theoretical concepts were present. This included 

identifying hygiene factors, motivators, and distributed leadership. I then refined the 

codes by revisiting the transcripts and focusing on repeated phrases and ideas. Through 

this iterative process, I developed a coding hierarchy with four levels. I documented this 

process in a coding template (Appendix I), which helped validate the consistency of my 

interpretations. I continued to reference the coding template until data saturation was 

reached. This included codes as the first level, categories as the second level, subthemes 

as the third level, and themes as the fourth level. Codes related to research question 1 

primarily addressed distributed leadership. Subquestion 1 primarily focused on motivator 

factors, while subquestion 2 primarily focused on hygiene factors. 

After finalizing the codes and identifying the emergent themes, I began the 

interpretation phase. I transformed the coded data into meaningful insights, as described 

by Coffey and Atkinson (1996). Finally, I synthesized the findings into a cohesive 

narrative that aligned with the overall research purpose. 
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Trustworthiness 

Validity is the goal of research and relies on trustworthiness and external 

evaluation (Creswell & Poth, 2018). Maxwell (2013) explains that capturing reality 

precisely is challenging. He notes that, “Validity is never something that can be proved or 

taken for granted. Validity is also relative: It has to be assessed in relationship to the 

purposes and circumstances of the research, rather than being a context independent 

property of methods or conclusions” (p. 121). Similarly, Lincoln and Guba (1985) 

addressed this challenge through the concept of credibility, which questioned whether the 

findings were credible given the data presented. 

During interviews, I approached topics with sensitivity and recognized that 

certain subjects might have evoked painful memories for participants, such as the 

pandemic or changes in administration. In such instances, I responded with empathy and 

provided support as needed, whether through silence or offering words of 

encouragement. Additionally, I actively listened to interviewees, reiterated their 

responses, and ensured smooth transitions between questions. 

In addition, I anticipated encountering differing interpretations of the questions’ 

meanings, as individuals might have diverged from the expected line of discussion. For 

instance, during a pilot interview for a colleague, in which I participated as an 

interlocutor, I responded to his question by discussing my cultural background. However, 

during our group debrief, another colleague mentioned that he had not considered 

discussing his culture in response to the same question. Instead, he would have focused 

on his upbringing and familial dynamics. While I aimed to follow participants’ leads, I 

gently guided them back to relevant topics and maintained warmth and openness 

throughout the conversation. 
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To ensure trustworthiness and validity, several strategies were employed. One 

approach was journaling, or reflexivity, which involved reflecting on my own biases, 

assumptions, and perspectives throughout the research process (Merriam & Tisdell, 

2015). By being transparent about how my viewpoints might have influenced the study, I 

aimed to clarify the impact of my values and expectations on the research conclusions 

(Maxwell, 2013; Probst & Berenson, 2014). I regularly engaged in journaling to address 

my biases consistently. Additionally, ensuring adequate engagement in data collection 

was important. Data collection continued until no new information or themes emerged, 

which indicated a state of saturation. This approach ensured that the findings were 

thorough and offered a complete understanding of the studied phenomenon (Merriam & 

Tisdell, 2015). Finally, peer examination or peer review involved having experts review 

the research findings and methodology. This external evaluation helped to validate the 

research by assessing whether the findings were credible and well supported by the data 

(Merriam & Tisdell, 2015). Together, these strategies, reflexivity, adequate data 

collection, and peer examination, helped to enhance the credibility and validity of my 

qualitative research. 

Subjectivity Statement 

Migrating to America for a better life, my parents faced significant challenges and 

struggled to survive and provide for me with limited knowledge of the systems in place. 

As a descendant of indentured servants, I had inherited a profound appreciation for the 

sacrifices made by my great-great-great-grandparents. Their struggles echoed through 

generations. Witnessing the hardships my parents faced only deepened my respect for 

education. From a young age, I valued learning and was driven by the legacy of 

perseverance and resilience that had shaped my family’s history. Despite navigating 
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obstacles to become college and career ready, I consistently graduated at the top of my 

class, driven by their determination to achieve the American dream. This commitment, 

combined with my passion for teaching and creating lasting changes for students and 

their families, led me to a position at the Department of Education. Observing the 

system’s tendency towards segregation in New York City (NYC) and the 

disproportionate impact on marginalized communities, particularly highlighted by the 

pandemic, intensified my motivation to enact policies addressing racial disparities and 

building a sustainable infrastructure. As a former Title 1 teacher, I witnessed my students 

shouldering the burdens of the pandemic, which further emphasized the need for support 

in low income and minority communities. 

Growing up as a child of immigrants and being the first in my family to graduate 

from high school, I faced challenges navigating the educational system, particularly when 

completing postsecondary education. It was through the guidance and support of my 

teachers, especially my Career and Technical Education (CTE) instructor, that I found 

direction. He was instrumental in recommending me for a teacher apprenticeship 

program, which was a pivotal moment that shaped the course of my life. Without his 

intervention, my path would have been drastically different, and I might not have pursued 

a career in education at all. 

My personal experiences navigating the NYC public school system, as a child of 

immigrants and a first generation student, drive my resolve to address the detrimental 

effects of high teacher turnover rates on student progress. Recognizing the importance of 

teacher support, I am dedicated to changing the constant turnover climate to create lasting 

rapport for the benefit of current and future students. 
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Reflexivity involves the conscious acknowledgment of how researchers’ beliefs 

and values influence the selection of research methodology and the production of 

research findings (Hellawell, 2006). In conducting this study on teacher retention within 

CTE, I recognized my inherent bias. My connection to the NYC Public Schools 

(NYCPS) system is deeply rooted, as I had been a student within this system throughout 

my entire educational journey. In addition to being a former student, I had spent the past 

decade working within the system and, at the time of this study, served as a CTE teacher 

there. This extensive personal and professional involvement may have shaped my 

perspectives and influenced the study’s findings. I was mindful of this bias and was 

committed to maintaining objectivity and rigor in my research, while acknowledging how 

my background might have impacted the analysis and interpretation of the data. To 

mitigate potential biases, I employed research bracketing, as outlined by Creswell and 

Poth (2018) and Stahl and King (2020), to maintain objectivity. 

Should any colleagues have become participants in my study, it was important to 

address several key considerations. Having previously participated in a teacher 

apprenticeship program and engaged with fellow CTE teachers during citywide meetings, 

I had observed that educators often participated in informal discussions about their 

experiences. In my study, I aimed to foster natural and conversational dialogue rather 

than a rigid interview format. However, there was a risk that participants might have 

disclosed sensitive information that could have violated contractual or protocol 

agreements. For example, they might have revealed that they remained in the system due 

to favorable ratings from administrators. I needed to navigate these potential challenges 

carefully to ensure that all information shared remained respectful of confidentiality and 

compliance with relevant agreements. 
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Ethical Considerations 

Direct risks to participants were minimal, given the study’s focus on professional 

experiences and motivations rather than sensitive personal information. However, 

potential indirect risks could have emerged from emotional discomfort during 

discussions, particularly when recounting challenging experiences such as those linked to 

the COVID-19 pandemic. Additionally, there was an indirect risk associated with 

potential defamation cases, as participants shared stories about their experiences. 

Ensuring participant wellbeing was an uppermost concern and the research design 

prioritized this aspect. Techniques aligned with best practices in qualitative research 

(Maxwell, 2013; Seidman, 2006), such as obtaining informed consent, preparing 

participants for potential emotional discussions, and allowing them control over the pace 

of interviews, were implemented. Post interview support, including debriefing sessions, 

was made available to minimize any emotional impact. 

To safeguard participants, confidentiality was maintained. The use of pseudonyms 

(Seidman, 2006) and redaction of identifying information in transcripts were employed. 

The data was securely stored with restricted access and ensured the anonymity of 

participants throughout the research process. 

Potential challenges, including access issues, emotional responses, and 

troublesome disclosures, were met with a flexible and adaptive research design. Building 

rapport and trust with participants (Maxwell, 2013; Seidman, 2006) formed a 

foundational aspect of data collection. A reflexive approach (Hellawell, 2006; Maxwell, 

2013) was adopted to adjust the research process based on emerging challenges. 

Accountability was maintained by strictly adhering to ethical guidelines and 

securing approval from the Institutional Review Board (IRB). Reporting of research 
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methods, obtaining informed consent, and regular communication with my dissertation 

advisor ensured accountability to the university and participants. 

Summary 

This chapter presented a methodology overview, including the research question 

that directed the study. This chapter also detailed the research design and procedures for 

data collection and analysis. Lastly, potential risks and precautions to minimize 

participant harm, along with ethical considerations, were discussed.  
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Chapter 4: Results 

Introduction 

The shortage of Career and Technical Education (CTE) teachers has been a 

persistent issue in the United States for over three decades. While much research focuses 

on why teachers leave the profession, there is limited understanding of the factors that 

influence veteran CTE educators to stay. Existing studies highlight the importance of 

professional development, mentorship, and collegial relationships in teacher retention, 

but there is a gap in understanding how these factors apply to CTE teachers specifically. 

This study aims to explore the experiences of veteran CTE educators to shed light on the 

factors that contribute to their retention and inform policies to support and retain CTE 

teachers. The following research question and subquestions guided this study: 

● RQ: What factors shape the retention decisions of veteran CTE teachers? 

● Subquestion 1: What intrinsic aspects shape the decision to stay in the profession? 

● Subquestion 2: What conditions contribute to retention? 

 To address these questions, I captured the experiences of 15 public school CTE 

teachers from various parts of the United States in this chapter. Participants took part in 

one semi-structured interview that averaged 60 minutes in length. Below is a profile of 

each participant. 

Participant Profiles 

As summarized in Table 2 below, 15 Career and Technical Education (CTE) 

teachers from public schools across the United States participated in the study. These 

participants were located across 13 states: Arizona, California, Florida, Georgia, 

Maryland, New Jersey, New York, Oklahoma, Oregon, Pennsylvania, Texas, Virginia, 

and Wisconsin. Each had a minimum of five years of experience in education. Among the 
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participants, five identified as male, nine as female, and one as non-binary. In terms of 

age, one participant was between 23-29 years old, five were 30-39, five were 40-49, three 

were 50-59, and one was 60-69. Regarding race, six participants identified as Black or 

African American, three as Hispanic, three as White/Caucasian, two as Asian/Pacific 

Islander, and one as American Indian or Alaskan Native. 

Table 2 
 
Participant Characteristics 
 

Pseudonym School 
State  

Years as 
a CTE 

Teacher 

CTE Content Area Gender Age 
Range 

Race 

Alin Georgia 9 Human Services, 
Manufacturing, Marketing 

Female 40-49 American 
Indian or 
Alaskan 
Native 

Cady Oregon 12 Architecture and 
Construction, Information 

Technology, Manufacturing, 
Science, Technology, 

Engineering, and 
Mathematics (STEM) 

Female 40-49 White/ 
Caucasian 

Dawn Oklahoma 8 Business Management and 
Administration, Marketing 

Male 30-39 Hispanic 

Isa Florida 9 Business Management and 
Administration, Education 
and Training, Government 
and Public Administration, 

Human Services, Law, 
Public Safety, Corrections, 

and Security 

Female 30-39 Hispanic 

Jamil Texas 5 Arts, A/V Technology, and 
Communications, 

Information Technology 

Male 30-39 Hispanic 

Jena Pennsylvania 14 Agriculture, Food, and 
Natural Resources, 

Education and Training 

Female 50-59 Asian/ 
Pacific 
Islander 

John Arizona 6 Science, Technology, 
Engineering, and 

Mathematics (STEM) 

Male 30-39 Black or 
African 

American 
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Kendra Wisconsin 26 Education and Training Female 40-49 White/ 
Caucasian 

Leroy Virginia 13 Architecture and 
Construction 

Nonbin
ary 

30-39 Asian/ 
Pacific 
Islander 

Mag Maryland 6 Business Management and 
Administration 

Female 40-49 Black or 
African 

American 

Michele New York 13 Arts, A/V Technology, and 
Communications 

Female 50-59 White/ 
Caucasian 

Sage California 10 Architecture and 
Construction, Human 

Services 

Male 40-49 Black or 
African 

American 

Sally Texas 5 Business Management and 
Administration, Health 

Science 

Female 60-69 Black or 
African 

American 

Steve New Jersey 6 Education and Training, 
Human Services 

Male 20-29 Black or 
African 

American 

Tisha New York 30 Health Science Female 50-59 Black or 
African 

American 

 

Alin 

Alin had 15 years of experience in education, taught in the Human Services, 

Manufacturing, and Marketing CTE clusters, and worked at a grades 9-12 CTE school 

where all (100%) students participated in CTE programs. Inspired by her mother, who 

was also an educator, Alin developed a passion for teaching and a love for helping 

students grow. She appreciated the joy on students’ faces when they created meaningful 

projects or mastered new skills. Despite personal health challenges, Alin remained 

committed to her students and was supported by a caring and tightly knit school 

community. This support reinforced her dedication to fostering a positive and 

encouraging environment. Alin’s teaching philosophy emphasized building strong 
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relationships, nurturing creativity, and inspiring a love for learning. Her goal was to leave 

a lasting impact on students by creating a school experience filled with kindness, growth, 

and memorable achievements. 

Cady 

Cady had 12 years of experience in education, taught in the Architecture and 

Construction, Information Technology, Manufacturing, and Science, Technology, 

Engineering, and Mathematics (STEM) CTE clusters, and worked at a grades 9-12 

comprehensive school where some (1-49%) students participated in CTE programs. With 

a background in the tech industry and a passion for problem solving, Cady transitioned to 

teaching to make a meaningful impact. She embraced the challenge of teaching stacked 

classes where multiple subjects were taught in a single room. Cady loved the dynamic 

nature of her work and the opportunity to help students discover their passions. She found 

joy in moments when students succeeded in their projects. Despite the challenges of 

balancing a demanding schedule, Cady was committed to fostering a sense of belonging 

for her students. She believed in creating a safe and welcoming environment where 

students could explore their interests without fear of failure. Her teaching philosophy 

emphasized hands-on, and project based learning that allowed students to gain real world 

skills and confidence in their abilities. Cady extended her impact beyond the classroom 

by mentoring new teachers, developing curriculum, and sharing resources across the 

country and beyond. She viewed teaching as a way to shape the future by supporting her 

students and empowering educators to build strong and sustainable CTE programs. 

Dawn 
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Dawn had 11 years of experience in education, taught in the Business 

Management and Administration and Marketing CTE clusters, and worked at a grades 7-

12 comprehensive school where most (50-99%) students participated in CTE programs. 

Dawn focused on creating engaging learning experiences that helped students develop 

confidence and practical skills. He valued fostering a positive classroom environment 

where students felt encouraged to explore their interests. Dawn found fulfillment in 

witnessing students reach new milestones. Dawn also appreciated the sense of 

community within his school and the support of his colleagues. Committed to his role as 

an educator, he worked to prepare students for future success and leave a lasting impact 

on their lives. 

Isa 

Isa had 11 years of experience in education, taught in the Cosmetology and 

Emergency Management CTE clusters, and worked at a grades 9-12 comprehensive 

school where most (50-99%) students participated in CTE programs. Her passion for 

sharing knowledge and helping others learn inspired her to become a teacher. She found 

fulfillment in watching students grasp new concepts, ask questions, and create innovative 

projects. Isa valued hands-on learning because it made concepts easier to understand and 

ensured lasting knowledge. She appreciated the collaborative environment at her school. 

Even during challenges like limited resources, she stayed committed to her students. Isa 

aimed to inspire creativity, foster a love for learning, and equip students with skills for 

their future. 

Jamil 
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Jamil had nine years of experience in education, taught in the Arts, A/V 

Technology, and Communications and Information Technology CTE clusters, and 

worked at a grades 9-12 CTE school where all (100%) students participated in CTE 

programs. Inspired by his early love for learning and the bond he observed between his 

father and his apprentices, Jamil pursued teaching to share knowledge and build 

meaningful relationships. He found joy in helping students understand concepts and 

valued moments when they explored and applied their learning outside the classroom. 

Jamil appreciated the inclusive culture of his school and worked to create an environment 

where students could thrive. His goal was to empower students with knowledge, nurture 

their potential, and leave a lasting impact. 

Jena 

Jena had 21 years of experience in education, taught in the Agriculture, Food, and 

Natural Resources CTE cluster, and worked at a grades 7-12 comprehensive school 

where most (50-99%) students participated in CTE programs. Growing up on a family 

farm inspired Jena’s passion for teaching practical skills and sustainable practices. She 

loved seeing her students’ curiosity and excitement as they explored agriculture. Hands-

on lessons that connected students to the land were her favorite part of teaching. These 

moments reaffirmed her commitment to education. Jena valued her school’s open minded 

culture, which encouraged innovative teaching and idea sharing. She remained dedicated 

to inspiring students to learn, practice sustainability, and impact future generations. 

John 

John had six years of experience in education, taught in the Science, Technology, 

Engineering, and Mathematics (STEM) CTE cluster, and worked at a grades 9-12 
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comprehensive school where most (50-99%) students participated in CTE programs. His 

journey into teaching was inspired by his love for learning and helping others understand 

complex concepts. He transitioned from a background in plumbing to teaching to share 

his knowledge and make a positive impact. John found fulfillment in tailoring his 

teaching methods to meet students’ needs. He valued building strong relationships with 

students, colleagues, and the community. He believed these connections were key to his 

success as an educator. He appreciated his school’s inclusive culture and the support he 

received from parents and the local community. John’s goal as a teacher was to inspire 

his students, foster a love for learning, and leave a legacy of guidance and empowerment 

for future generations. 

Kendra 

Kendra had 26 years of experience in education, taught in the Education and 

Training CTE cluster, and worked at a grades 9-12 comprehensive school where most 

(50-99%) students participated in CTE programs. Her passion for teaching began in high 

school through her participation as a CTE student. She was inspired by mentors who 

encouraged her to pursue education as a career. She dedicated her work to building strong 

and industry aligned programs that prepared students with practical skills. Kendra loved 

seeing her students grow, especially when they applied their learning to real world 

situations. She found fulfillment in developing hands-on projects that allowed students to 

explore their interests and become self-sufficient. Her focus was on creating relevant and 

engaging learning experiences that prepared students for success. She appreciated the 

strong community and administrative support at her school. This support allowed her to 

expand and strengthen her programs over the years. Kendra’s goal as an educator was to 
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inspire confidence in her students, guide them toward meaningful career paths, and leave 

a legacy of excellence in CTE education. 

Leroy 

Leroy had 13 years of experience in education, taught in the Architecture and 

Construction CTE cluster, and worked at a grades 7-12 CTE school where all (100%) 

students participated in CTE programs. Their journey into teaching was inspired by a 

passion for giving back to the community and helping others grow. Both of Leroy’s 

parents were teachers, which instilled in them a love for education and mentorship at an 

early age. Leroy found joy in teaching by passing on knowledge and watching students 

master new skills. They especially enjoyed afternoons spent grading, providing feedback, 

and offering individual help to students. Building meaningful connections with students 

and seeing their growth reaffirmed their dedication to teaching. They appreciated their 

school’s diverse and supportive culture, which fostered collaboration and respect among 

staff and students. Leroy’s goal as an educator was to inspire curiosity, build confidence, 

and empower students to achieve their potential. They aimed to leave a lasting impact on 

their students and the community. 

Mag 

Mag had eight years of experience in education, taught in the Business 

Management and Administration CTE cluster, and worked at a grades 9-12 

comprehensive school where most (50-99%) students participated in CTE programs. Her 

journey into teaching was inspired by her passion for sharing industry knowledge and 

helping students develop practical skills. She transitioned from an industry career to 

teaching because she felt it was her calling. Mag found fulfillment in creating an 
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engaging learning environment where students felt encouraged to explore and ask 

questions. She valued moments when students demonstrated their understanding through 

discussions and hands-on activities. These experiences confirmed that teaching was the 

right career choice for her. She appreciated the supportive culture of her school, where 

parents, administrators, and the community worked together to help students succeed. 

Mag’s goal as an educator was to inspire her students to achieve academically, socially, 

and emotionally. She aimed to leave a lasting impact by preparing them for successful 

careers and meaningful lives. 

Michele 

Michele had 13 years of experience in education, taught in the Arts, A/V 

Technology, and Communications CTE cluster, and worked at a grades 9-12 CTE school 

where all (100%) students participated in CTE programs. Her journey into teaching 

began after a career in the arts. She was motivated by a need for stability and a passion 

for sharing her knowledge with the next generation. Transitioning into education felt like 

a natural fit for her background and skills. She valued the relationships she built with her 

students and colleagues. Moments when students expressed gratitude or demonstrated 

newfound skills reaffirmed her commitment to teaching. She appreciated the 

collaborative culture of her school, where teachers supported one another and worked 

together to enhance the learning environment. Michele’s goal as an educator was to 

inspire creativity, instill a strong work ethic, and leave a lasting impact on her students 

and the school community. 

Sage 
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Sage had 15 years of experience in education, taught in the Architecture and 

Construction and Human Services CTE clusters, and worked at a grades 9-12 

comprehensive school where most (50-99%) students participated in CTE programs. His 

interest in CTE began in high school. Acquiring technical skills helped him secure a job 

in his senior year. Although teaching was not his initial career choice, he grew to enjoy it 

and found fulfillment in helping students develop practical skills. Sage valued interactive 

classroom environments where students were motivated to learn. He enjoyed practical 

sessions that allowed students to apply their knowledge and take accountability for their 

work. These experiences strengthened his belief in the value of CTE education. He 

appreciated the diversity and inclusivity of his school, which welcomed new policies and 

encouraged academic growth. Sage’s goal as an educator was to positively impact his 

students and see them excel in their careers. He also aspired to contribute to the growth of 

CTE programs and promote their importance for future industries. 

Sally 

Sally had 17 years of experience in education, taught in the Business Management 

and Administration and Health Science CTE clusters, and worked at a grades 9-12 

comprehensive school where some (1-49%) students participated in CTE programs. Her 

journey into teaching was inspired by her experience in healthcare. She transitioned from 

clinical roles to administrative leadership before deciding to educate the next generation 

of healthcare professionals. Sally found fulfillment in teaching students the skills needed 

to build successful careers in healthcare. She emphasized the importance of having a 

passion for helping others and taught her students the values of attitude, attendance, 

academics, and appearance. Moments when students expressed appreciation or 
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demonstrated growth reaffirmed her commitment to teaching. She appreciated the 

supportive culture of her school and community. Parents and administrators actively 

contributed to the success of CTE programs. Sally’s goal as an educator was to impact 

her students’ lives positively, equip them with real world skills, and inspire them to serve 

their communities with dedication and integrity. 

Steve 

Steve had 10 years of experience in education, taught in the Education and 

Training and Human Services CTE clusters, and worked at a grades 9-12 comprehensive 

school where most (50-99%) students participated in CTE programs. In addition to 

teaching, he served as a counselor and provided guidance and support to students. His 

dual role allowed him to address both the academic and emotional needs of his students. 

Steve’s passion for teaching was driven by a desire to make a positive impact on the next 

generation. He believed the students he trained today could one day shape the future and 

potentially influence his own children’s education. He found fulfillment in helping 

students learn skills aligned with their future goals. He enjoyed interactive classes where 

students engaged, asked questions, and demonstrated their understanding. Moments when 

students showed motivation and appreciation reinforced his commitment to teaching. He 

appreciated the inclusive and supportive culture of his school, where everyone was 

treated equally regardless of background. Steve valued collaboration with colleagues and 

the support he received from parents. This helped him address student needs effectively. 

His goal as an educator and counselor was to leave a lasting legacy by positively 

impacting his students’ lives and helping them reach their potential. 

Tisha 
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Tisha had 30 years of experience in education, taught in the Health Science CTE 

cluster, and worked at a grade 12 and post-graduate CTE school where all (100%) 

students participated in CTE programs. Her passion for teaching began in high school as 

a vision technology CTE student, when she discovered the impact of vocational training. 

She loved teaching vision technology, where students learned to fill prescriptions for 

eyeglasses and gained hands-on experience by serving the community. Tisha found joy in 

helping students develop practical skills and confidence. She valued building trusting 

relationships with them and encouraged open conversations about their goals and 

challenges. Moments when students mastered complex tasks or expressed their 

appreciation reaffirmed her commitment to teaching. She appreciated the supportive 

environment at her school, which focused exclusively on trade education. With strong 

backing from industry partners, she provided students with internships and real world 

opportunities that often led to full time employment. Her goal as an educator was to 

empower students to improve their families’ trajectories, achieve financial stability, and 

use their skills to make a difference in their communities. 

Thematic Findings 

As participants reflected on their experiences as Career and Technical Education 

(CTE) teachers, three recurring ideas emerged. First, they emphasized the importance of 

collaboration and community engagement as a sustaining force in their careers. These 

relationships with colleagues, students, industry partners, and the broader community 

offered both practical support and emotional affirmation. Second, participants 

consistently described a commitment to student progress and purpose driven instruction. 

This commitment often stemmed from their personal backgrounds, mentorship 
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experiences, and a belief in experiential learning. Finally, despite facing systemic barriers 

and transitions, educators revealed a resilience and adaptability that helped them navigate 

the challenges of teaching in specialized and resource limited environments. 

Participants highlighted how teamwork contributed to educational success. 

Engagement with peers and coordinated efforts among stakeholders, such as students, 

families, and community partners, helped create learning environments where both 

educators and students could thrive. These partnerships fostered a culture of mutual 

respect and belonging. Many teachers connected this culture to their sense of 

empowerment and professional purpose. 

Teachers also described their work in student centered terms and viewed 

themselves as mentors and guides. They emphasized the importance of preparing students 

for real world opportunities through applied learning. Witnessing student growth in 

mastering technical skills, discovering interests, or gaining employment provided 

teachers with a sense of fulfillment. These successes affirmed their purpose and 

strengthened their motivation to remain in the profession. 

Despite their dedication, participants acknowledged facing ongoing challenges, 

including limited resources, staffing shortages, and changing educational expectations, 

especially after COVID-19. These obstacles often led to frustration but did not diminish 

their commitment to teaching. Instead, educators adapted. They created flexible 

instructional models, engaged with external partners, and took on leadership and 

mentoring roles. These strategies reflected their resilience and emphasized the 

importance of autonomy, professional growth, and administrative support. 
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In summary, participants’ experiences were shaped by the intersection of 

collaboration, purpose, and adaptability. While CTE educators often worked under 

difficult conditions, their reflections revealed a profession rooted in community, mission, 

and a lasting commitment to student success. 

Table 3 presents the themes and subthemes identified through the data coding 

process. The codes were grouped into themes using a conceptual framework grounded in 

Herzberg’s Motivation-Hygiene theory (1966) and Spillane’s Distributed Leadership 

theory (2006). 

Table 3 
 
Matrix of Research Questions, Assigned Themes, and Subthemes 
 

Research Question 
(RQ) 

Themes Subthemes 

What factors shape 
the retention 
decisions of 
veteran CTE 

teachers? 

Building Success 
Through Partnerships 

and Learning 

● Unified Efforts for Student Achievement and 
Collaborative Growth: Collective Empowerment, 
Student Development 

● Skills Development and Student Connections: 
Classroom Experience, Educational 
Commitment 

Subquestion 1: 
What intrinsic 

aspects shape the 
decision to stay in 

the profession? 

Fostering Student and 
Educator Success 

Through 
Commitment, 
Progress, and 

Teamwork 

● Balancing Purpose, Relationships, Advancement, 
and Dedication in the Educator’s Journey: 
Empowered Educators, Teaching Experience 

● Integrating Commitment, Improvement, and 
Community for Student Success: Teaching 
Experience, Educational Environment 

Subquestion 2: 
What conditions 

contribute to 
retention? 

Exploring 
Transitions, 

Challenges, and 
Support for Education 

● Strengthening School Culture Through Synergy, 
Evolution, and Balance: Collaborative 
Partnerships, Professional Development 

● Navigating and Shaping the Educational 
Landscape: Advancement Amidst Constraints, 
Embracing Change in Educator Pathways 

 

Three overarching themes emerged from participants’ reflections on their 

experiences as Career and Technical Education (CTE) teachers: Building Success 

Through Partnerships and Learning, Fostering Student and Educator Success Through 
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Commitment, Progress, and Teamwork, and Exploring Transitions, Challenges, and 

Support for Education. These themes revealed how relationships, purpose, and 

adaptability shaped participants’ professional identities and sustained their motivation to 

remain in the field. Isa described the empowering culture of her school by saying, “The 

aura is giving.” Cady emphasized how industry support plays a valuable role by 

providing internships, guest speakers, and work based learning opportunities. Participants 

shared that fulfillment came from witnessing student growth. They also found meaning in 

being part of collaborative school cultures and overcoming systemic challenges through 

resilience and professional support. These narratives reflect the complex but fulfilling 

landscape of CTE teaching. The first theme is discussed below. 

Theme 1: Building Success Through Partnerships and Learning 

Participants described how partnerships, shared vision, and community support 

were central to their decision to remain in the field as Career and Technical Education 

(CTE) teachers. They emphasized that collaboration with colleagues, guiding students, 

and engagement with partners fostered a sense of purpose and belonging. These 

connections contributed to student success and professional fulfillment, which reinforced 

the teachers’ commitment to teaching. The data revealed that support and collective effort 

within these partnerships created environments where educators felt valued and 

empowered. These findings offered a narrative that broadened the current understandings 

of teacher retention. Much of the existing literature emphasized general factors that 

influenced K-12 teacher retention. In contrast, the stories shared by CTE educators in this 

study pointed to field specific contributors. These included hands on learning 

environments and community ties. Together, these elements shaped participants’ 
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decisions to stay in the profession. These experiences sustained their passion for 

education and encouraged them to stay in their roles as CTE educators. 

Unified Efforts for Student Achievement and Collaborative Growth 

Tenacity, community support, and mutual responsibility emerged as key 

influences in participants’ experiences. These factors shaped both their decision to stay in 

the field and their commitment to student success. Teachers described how relationships 

with colleagues, fostering student growth, and partnerships with industry and local 

organizations came together to create spaces where everyone could thrive. These 

connections offered steady encouragement and a shared sense of purpose. 

For many, feeling part of something larger than their individual classrooms gave 

participants a sense of belonging that helped sustain them through challenges. These 

collective efforts that spanned teachers, students, families, industry partners, and the 

broader community formed a network of support that strengthened student development 

and teacher retention. At every level, collaboration has shown to be a key factor. It helped 

students grow and ensured that teachers felt valued, connected, and committed to 

continuing their work. 

 Collective Empowerment. Participants expressed a sense of commitment to their 

work and the communities they served. Many reflected on how their experiences shaped 

their perspectives and reinforced the importance of resilience, community support, and 

shared responsibility. The participants revealed that their challenges were not faced alone 

and were navigated with the strength and support of the communities around them. 

Resilience emerged through community support, as many participants recounted 

how they overcame challenges with the help of those around them. Isa spoke about how 
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her school provided structure and set high expectations. She stated, “The organization 

just sets the standard. My own procedures and my own techniques, as well as the 

collaboration, has made it so, I do not know how to put it, but it is giving. The aura is 

giving.” Her expectations of herself were elevated because of the community around her. 

Leroy recalled a personal challenge and the support they received. They shared, “There 

was a time I could not make it to school because I was really ill and I needed someone to 

take over my classes and my colleagues, the other teachers, did that for me.” Isa and 

Leroy’s reflections demonstrated how resilience is often reinforced through 

encouragement and a culture of mutual assistance. 

Participants highlighted the role of supportive relationships within their 

experiences. Leroy emphasized how relationships and mutual respect created a 

foundation for success. They stated, “Our school culture is really really diverse. There are 

a lot of people and everyone loves each other… There is a very strong social support 

since they helped me in any way I was struggling with.” John highlighted the role of 

relationships and described them as providing “very good support.” He emphasized the 

value of connecting with “students, colleagues, and industry professionals” and noted that 

such relationships “can be invaluable.” Tisha described how the larger community 

provided support. She shared: 

The support that we get from the community is also there because like, I have 
people from the community, neighboring schools, sometimes senior citizens, that 
come for eyeglasses that we provide free of charge. We have a barbering and a 
hair styling salon here that they give out free haircuts. They groom some of our 
neighbors… Industry partners are invaluable to us because, again, they are the 
ones that also hire our students in internships. Some high schools have a little job 
office. We have a whole work based learning office that we employ a tremendous 
amount of students. We pay our students internship salaries to go out and gain 
experience in a lot of our business partners’ establishments with the hope that 
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once they finish their internship that they will get full time employment because 
now they have experience, which happens 95% of the time. 
 

These reflections underscored how relationships with both colleagues and the broader 

community fostered a sense of belonging and collective empowerment. While existing 

literature often highlighted collegiality as important to teacher retention, the experiences 

of CTE educators in this study extended this view. Participants also emphasized the role 

of partnerships with students, families, community members, and industry professionals. 

In CTE settings, these participants’ experiences highlight a multilayered support system 

that extends beyond the boundaries of the school. This broader network was important in 

reinforcing their commitment to the profession. 

A culture of collaboration was frequently mentioned in participants’ experiences 

as a factor in their dedication to the profession. Many described how working together 

toward a common goal created a sense of purpose and allowed for greater achievements. 

Jena reflected on the supportive nature of her environment. She appreciated how her 

school openly encouraged teachers to “collect ideas,” unlike other schools that may 

strictly adhere to a set curriculum. She noted that at her school, people from “different 

dynamics” freely share their ideas and insights. Michele reinforced the power of 

teamwork. She explained: 

The collaboration with the other teachers is really nice. I like not working in the 
bubble. I used to have coworkers and we would work together and I think, this 
most naturally mimics that… I think, not for everyone, but across the board, I 
think all our teachers really care about the school and want to do what is best for 
us. I think that even as well as we got along, there was still a little bit of 
everybody out for themselves sort of feeling. I think it is a little bit less of that 
now. I hope I did something there to make that happen. We all succeed together. 
 

Tisha expressed hope for expanding collaborative efforts within Career and Technical 

Education (CTE) programs and compared her vision to the “concept of Habitat for 
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Humanity.” She imagined automotive students traveling “into the neighborhood” or even 

“across the world” to rebuild cars, carpentry students assisting communities after “natural 

disasters,” and vision program students traveling to rural areas to provide eyeglasses. 

Their statements reinforced how collaboration fosters innovation, support, and a 

commitment to a shared mission. 

Through these reflections, it became clear that resilience, supportive relationships, 

and a shared vision were fundamental to the participants’ experiences. Their stories 

highlighted the impact of connection, determination, and working together toward a 

common goal. 

 Student Development. Participants expressed a commitment to student 

development and emphasized mentorship, knowledge sharing, and supportive learning 

environments. Many described the joy of seeing students grow, the satisfaction of passing 

on knowledge, and the value of engaging teaching methods. Their reflections illustrated 

how the relationships they built with students were just as important as the material they 

taught. 

Witnessing students’ growth and accomplishments played a role in the 

participants’ experiences. Leroy described the feeling of watching a student develop 

skills. They stated, “Passing on knowledge to somebody and watching that person master 

the knowledge and skills is what I would say is a beautiful thing.” They also reflected on 

moments in the classroom when students demonstrate their understanding. They said, “It 

always gives me this joy that students are following up on the lesson. They understand it 

to a certain point and want to expand their knowledge, so they ask me questions.” Cady 

shared experiences where students were surprised and delighted by their 
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accomplishments. In one instance, a student was amazed when her project succeeded and 

exclaimed, “Wait, that worked?” She excitedly asked to “grab her phone for a second so 

[she] can take a video and show [her] mom.” In another class, Cady recalled a student 

creating a video game despite a language barrier. Once he “drew the pictures and kind of 

got it all working,” the student got excited and said, “Oh my God, it worked.” Jena shared 

that it was rewarding to see her students apply their learning outside the classroom. She 

described students eagerly sharing their experiences and saying things like, “Ma’am, look 

what I planted!” or enthusiastically explaining how they used their new skills, which 

reinforced her sense of accomplishment as a teacher. Their reflections highlighted the 

fulfillment they found in guiding students’ development. Participants’ experiences 

expanded the understanding of teacher retention by emphasizing professional fulfillment 

that stems from pedagogical success and the ability to guide students toward meaningful 

and career oriented outcomes. CTE educators found motivation in witnessing their 

students build practical and career ready skills, which is an outcome less emphasized in 

traditional teacher retention literature. Rather than focusing solely on instructional 

efficacy or academic achievement, many participants described staying in the profession 

because they saw their work contribute directly to students’ future opportunities. This 

finding highlighted the importance of examining retention factors through the specific 

context of CTE teaching. 

The participants also discussed the importance of engaging and dynamic teaching 

approaches that contributed to their dedication to the profession. John emphasized the 

need to understand students’ weaknesses to improve instruction. He explained how 

“putting different types of teaching into practice, knowing the weak point of each student 
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you are trying to teach, boosts one’s morale, and even offers the opportunity to do more.” 

Leroy described how moments of success in the classroom fostered encouragement 

among students. He explained that when students answer questions correctly, they are 

“always smiling” with pride and their classmates “applaud the person,” which creates a 

“wonderful” atmosphere of support. Their reflections highlighted how interactive 

learning environments fostered both confidence and engagement. 

Through these reflections, it became clear that student growth, joyful learning 

moments, and dynamic teaching strategies were important to the participants’ 

experiences. These experiences illustrated the fulfillment and motivation teachers found 

in nurturing curiosity, fostering confidence, and celebrating student success. 

Skills Development and Student Connections 

Participants’ reflections on their classroom experiences and commitment to 

education revealed how adaptability and student engagement worked together to shape 

their decision to remain in the field. Teachers navigated diverse and nontraditional 

teaching environments and demonstrated flexibility in how they approached instruction. 

These experiences were not just about managing classrooms. They were about cultivating 

relationships and creating spaces where students could grow. 

At the heart of this experience was the belief that purposeful instruction and 

applied learning played roles in student success. Teachers expressed how building 

connections with students and preparing them for future careers brought meaning to their 

work. Their dedication was often shaped by their own personal backgrounds, family 

influences, and a commitment to sharing their expertise. These factors strengthened 

teachers’ sense of purpose and kept them committed to their roles. Across classrooms and 
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teaching environments, these experiences of adaptability, engagement, and connection 

reinforced the idea that teaching is not confined to academics. It extended to fostering 

lifelong learning and meaningful relationships. 

 Classroom Experience. Participants expressed a range of experiences related to 

their time in the classroom and emphasized adaptation, the impact of student engagement, 

and personal fulfillment. Many spoke about the joy of teaching, the importance of 

connection, and the responsibility they felt in shaping students’ lives. 

Adaptation and flexibility played a role. Tisha described how her environment 

differed from a traditional high school. She stated: 

I am not in a traditional high school establishment. My school is known as a 
program, so it has students from the age of 17 to 21. Some are high school, which 
would be considered a shared instruction where they would come to me part time 
and then go to their high school. Some students are post-grad, meaning they 
already have their high school diploma or GED equivalent. Some students are in 
college. 
 

She also noted how students often entered her program without prior familiarity with the 

subject. She explained: 

I think that most of my students do not come to me like the traditional programs 
that everyone is accustomed to. I am one of, I think I am the last of the Mohicans 
in the city. There is one other program that is about to phase out, but they are 
accustomed to computer programs, electrical programs, carpentry programs, 
nursing programs, but not vision programs. 

 
Kendra also shared her class environment. She explained that she teaches “grades nine 

through 12” across all levels of the pathway. She highlighted that around “50% leave her 

program to pursue four year degrees” and often transferred the dual credit courses that 

they earned in her program directly to the University of Wisconsin. Additionally, her 

students can graduate with “18 to 21 credits” toward their bachelor’s degrees or complete 

“a third of the associate degree in early childhood education” at a technical college before 
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even graduating high school. Furthermore, Cady shared her experience with a 

nontraditional schedule. She shared, “We often teach six classes in the same room at the 

same time. It is like a stacked class. I may only have three people doing product design in 

that period, but I have some product design students in Capstone, electrical engineering, 

and manufacturing… My typical day is that I do not really have a typical day.” These 

experiences demonstrated the need for educators to adjust their methods based on the 

unique challenges of their teaching environments. 

The impact of student engagement contributed to participants’ dedication to 

teaching. Dawn reflected on the visible effect of teaching. He shared, “I would say it is 

the direct impact I know I have with students and watching students grow before our 

eyes. It is the interesting moments like that.” He also noted how involvement within his 

community strengthened student participation. He said, “Within my community, I started 

seeing how the kids were involved more.” Jamil spoke about how much he valued his 

daily interactions with students. He explained, “What I love most about teaching is the 

questions. I love the fact that we have to break them bits by bits.” Similarly, Mag 

highlighted the impact of student achievement. She shared, “What I hope to accomplish 

as a teacher is making sure that my students are successful in this sense that they achieve 

whatever I have taught them and to excel academically, emotionally, and socially.” These 

excerpts illustrated how educators valued their relationships with students and invested in 

their progress. 

Personal fulfillment played a role in participants’ experiences. Sally described the 

rewarding nature of teaching. She stated: 

I want to impact their lives and build the next generation of health care providers. 
We have a shortage of primary care physicians and nurses. I am trying to instill in 
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them the competencies that they need now to have a career. I tell my students that 
if you are going to work in medicine, you must have a passion to want to help 
people. Do not come into medicine just to make money. You can make a lot of 
money as a surgeon, but it will not bring you fulfillment. It will not bring you 
happiness. 
 

Dawn highlighted how teaching extended beyond the classroom and prepared students 

for their futures. He shared, “For me, it is preparing students for the workforce. I love 

how I am able to empower students to carry successes and help students be able to secure 

jobs and encourage a span of lifelong learning.” Tisha emphasized how the relationships 

she built with students were a critical part of her experience. She explained, “The kids, 

the nuances, forming new relationships, and being that adult to answer any question that 

any young person has without judgment, I think that is what I would miss the most.” 

Their insights showed how educators found satisfaction in their work in delivering 

knowledge and witnessing growth and transformation. 

Through these reflections, it became clear that adaptation, student engagement, 

and personal fulfillment were central to the classroom experience. Participants 

highlighted the challenges of tailoring their instruction, the importance of student 

relationships, and the joy of making a real impact. 

 Educational Commitment. Participants expressed a commitment to education 

and emphasized personal growth, the influence of their backgrounds, and the importance 

of designing meaningful educational experiences. Their reflections highlighted how their 

backgrounds, experiences, and a dedication to supporting student learning shaped their 

approach to education. These influences guided their efforts to foster student growth, 

create applied learning opportunities, and prepare students for future careers. 
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Personal growth and the influence of family and upbringing played a role in 

shaping participants’ commitment to education. Jena reflected on how her background 

influenced her values as an Agriculture, Food, and Natural Resources Career and 

Technical Education (CTE) teacher. She described growing up in a family where older 

generations “literally practiced farm work” and cultivating crops by hand. This 

upbringing instilled in her the belief that adding “artificial things to crops reduces its 

potency.” Instead, she emphasized the significance of growing food with one’s “own bare 

hands,” which creates a connection to one’s “land, soul, and pleasure.” Jamil spoke about 

how gaining knowledge and engaging with his father and his apprentices fueled his 

motivation. He shared: 

My dad was into woodwork. It was more like a carpenter. He had apprentices. He 
had a few other guys that worked with him. I kind of grew fond of the relationship 
they had… I kind of started liking and gaining more interest in the area. I love the 
fact of how he spoke to them, telling them what to do, and how they can go about 
the cases of whatever they were building… I love talking a lot and sharing ideas I 
have with people who are ready to listen, people who are ready to learn. 
 

These reflections illustrated how personal experiences and family influences sparked a 

passion for education and shaped a lasting commitment to teaching. 

Creating meaningful learning experiences shaped participants’ approaches to 

teaching. Jamil emphasized the role of giving back through teaching. He said, “Giving 

the knowledge I have and sharing it and helping people do what they love and what they 

would want to practice.” He also spoke about how seeing students’ potential motivated 

him. He explained: 

Whatever I am doing, it does not feel like a wasted effort because I see the 
potential in these kids. I see their dreams. I see a possibility for them to achieve 
what they want and that gives me the strength to wake up every morning and 
make sure that I am there for them and to give them the knowledge they deserve. 
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Because for me, I think knowledge is power and is the key to a lot of things. So it 
is the ability to give them the knowledge. 
 

Isa described the effectiveness of applied learning. She emphasized that “hands-on 

training” makes it “easier for students to understand” and helps knowledge last longer. 

She added that this approach keeps the knowledge “always intact” and makes it the “best 

way” to learn. Kendra described the structure of her courses and how they prepare 

students for future careers. She explained that the school operates on a “four by four 

block schedule” that consists of four “90 minute class periods” each day. Her classes 

include a “dual credit child development class,” which provides three credits through a 

local technical college, and two sections of sewing. Additionally, she teaches a “hybrid 

dual credit Infant and Toddler Development course” that is primarily online but requires 

weekly on campus lab sessions. This class is aimed at juniors and seniors who have 

already completed the introductory course and are interested in careers at “licensed group 

childcare centers.” These experiences demonstrated how purposeful instruction supported 

student achievement. Intentional teaching practices reinforced educators’ commitment to 

fostering future career pathways, which in turn strengthened their own sense of purpose 

and contributed to their retention in the profession. 

Through these reflections, it became clear that personal growth, family influences, 

and the drive to create meaningful educational experiences shaped participants’ 

commitment to teaching. These experiences informed their instructional approaches and 

reinforced their sense of purpose. Fostering student success through hands-on learning 

and career preparation contributed to their professional fulfillment and supported their 

decision to remain in the teaching profession. 
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Theme 2: Fostering Student and Educator Success Through Commitment, Progress, 

and Teamwork 

Participants described dedication, growth, and a connection to their school 

community as central to their success and that of their students. These elements shaped 

their purpose and fulfillment in teaching. Many emphasized the importance of balancing 

professional dedication with personal wellbeing to sustain their roles. 

Relationships with students also remained central to their experiences. Educators 

described how witnessing students build skills, gain confidence, and realize their 

potential gave their work meaning. These moments of progress reaffirmed their 

dedication to their role. The sense of fulfillment they gained from helping students 

advance sustained their commitment and strengthened their belief in the ability of 

education to change lives. 

Balancing Purpose, Relationships, Advancement, and Dedication in the Educator’s 

Journey 

Educators reflected on the perseverance required to navigate personal hardships 

and struggles in the classroom. These challenges tested their commitment but ultimately 

strengthened their dedication to teaching. Many shared that their continued focus on 

making an impact on students’ lives and shaping the next generation gave their work 

lasting meaning and purpose. 

While the rewards of teaching were clear, participants also recognized the need to 

balance this dedication with personal wellbeing. They spoke about the importance of 

flexibility, self-care, and creating space to recharge outside of their professional roles. 

This balance allowed them to remain engaged in their work, sustain their motivation, and 
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continue their role in preparing students for the future. Through these reflections, 

educators revealed that their journey was defined by a blend of resilience and duty to 

their role as guides for the next generation. 

 Empowered Educators. Participants expressed a commitment to their roles as 

educators and highlighted perseverance and passion for teaching. Many spoke about the 

challenges they faced, including personal hardships and the early struggles of navigating 

the classroom environment. Despite these difficulties, they emphasized resilience and 

growth as central to their professional journey. Their reflections underscored the 

fulfillment they found in teaching and the positive impact they sought to make in 

students’ lives. 

Perseverance and the ability to overcome challenges motivated participants and 

contributed to their dedication to the profession. Alin emphasized the importance of 

perseverance in teaching. She expressed her commitment to the profession and stated that 

regardless of “the bad days, the good days, [and] the fun days,” she remains motivated to 

keep going. She highlighted the need to “show efforts” and demonstrate that she is 

actively “contributing to the future” and society. Jena reflected on her early challenges as 

a teacher. She recalled, “At first you feel tired. I felt like the children did not appreciate 

what I brought to the table. I failed to realize that just because they are strange to it does 

not mean that they do not accept it.” Leroy reflected on their growth as a teacher. They 

admitted that when they first started, they lacked experience in the school setting and had 

no established teaching strategies. Instead, they relied on building connections with 

students to keep them engaged. Over time, they developed effective strategies, which has 

been making their teaching journey a “really positive one.” These experiences 
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demonstrated that overcoming obstacles played a role in shaping educators’ resilience 

and long term dedication to their work. 

Passion for teaching and fulfillment in the profession were prevalent throughout 

the interviews. Alin expressed her love for the teaching profession. She said, “I think the 

teaching profession is actually a very positive thing. It is very, very nice to see, despite 

the ups and downs. We make leaders, make people, and I love teaching.” John 

emphasized the rewards of teaching. He shared, “I have a lot of experiences with my 

principal and helping him out in solving particular situations. I was really happy to help 

him because like I said I love teaching, so it is cool doing that.” Mag spoke about the 

impact that comes with teaching. She explained, “I feel that impacting knowledge into 

their lives is something that I should be happy about, not only because I am being paid, 

but because I feel relieved whenever my students participate in classroom activity one 

way or the other.” Jena reflected on the fulfillment that came from helping students 

succeed. She stated, “I want to be able to raise students who also want to impart 

knowledge to other people and other generations behind them.” These reflections showed 

that educators remained passionate and found satisfaction in their work. 

Through these reflections, it became clear that perseverance and passion for 

teaching were central to the educators’ experiences. Their stories revealed how 

overcoming challenges strengthened their commitment to education and reinforced their 

dedication to student success. 

 Teaching Experience. Participants shared a commitment to teaching and 

emphasized the fulfillment it brings and the impact they have on students. Their 

reflections highlighted a sense of purpose rooted in passion and mentorship. Many 
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described teaching as a calling and a way to give back to their communities. They found 

meaning in fostering student engagement, building relationships, and collaborating with 

colleagues. Educators also expressed a sense of responsibility in preparing future 

generations. At the same time, they acknowledged the importance of balancing their 

dedication with personal wellbeing. Their words made it clear that teaching is a 

commitment to learning, guiding, and inspiring others. 

Many educators spoke about their dedication to teaching and the satisfaction it 

brings. John stated, “It is embedded in me. I love teaching.” Mag echoed this sentiment, 

saying, “I feel I’m going to miss everything about teaching because I feel like teaching is 

one of my major priorities in life. I do not joke with teaching… I feel that the profession 

was my calling.” Leroy reflected on their motivation. They explained, “I had the idea of 

giving back to the community and helping the community grow by teaching them the 

trade I specialize in and creating positive role models.” Jamil reflected on how his 

perspective on teaching evolved over time. Initially, he believed “there was not much to 

teaching” and doubted whether students would understand “where you are coming from.” 

However, his viewpoint changed as he recognized that there would always be “special 

ones” who genuinely wanted to learn, bond, and “ask questions to make sure they are 

getting the right amount of knowledge.” Kendra reinforced the value of CTE and 

highlighted its alignment with the teaching principles of the three R’s, which are “rigor, 

relevance, and relationships.” She found teaching in CTE “professionally fulfilling” 

because it provides students with “rigorous academic preparation” that is “very, very 

relevant” and allows students to directly “relate it to their lives,” while also creating 

meaningful opportunities to “develop relationships with students.” These reflections 
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showed that educators viewed teaching as a calling and found satisfaction and purpose in 

their commitment to making a difference. 

The sense of purpose educators felt was reinforced by their impact on students. 

Jena shared, “Seeing that every child that I made mattered, it keeps me coming back. I 

see results.” Isa expressed joy in seeing students engage with learning. She said, “The 

fact that I teach and they remember. They are able to create things that are more complex 

to what I give them. They are able to bring in their own knowledge, ask me questions, 

and do research.” Jamil described the emotional connection to his students. He stated that 

if he were ever to leave teaching, he would deeply miss the “relationship with the 

students, the regular communication, and especially the “bond” he had formed with them. 

These reflections showed that witnessing student growth and building relationships 

reinforced educators’ passion and sense of purpose in the classroom. These insights also 

suggested that the retention of CTE educators may be driven by factors not commonly 

emphasized in the broader teacher retention literature. While many teacher retention 

studies focused on institutional support, participants in this study described a sense of 

fulfillment derived from watching students succeed in tangible and career oriented ways. 

The applied nature of CTE fueled participants’ passion and made their work feel 

impactful. These accounts shared by participants revealed a CTE specific sense of 

purpose that is grounded in instructional practice and a commitment to guiding students 

toward viable futures beyond traditional academic pathways. 

The shared experience of teaching was also highlighted as factors in the 

participants’ dedication to teaching. Michele appreciated the support among teachers. She 

said, “What I like the most is the camaraderie with the teachers in my department. I think 
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that is very unique to our school.” Mag emphasized the importance of discussions in the 

classroom. She stated that her day is usually brightened when the class becomes “more of 

a discussion class” that encourages students to “speak and learn more.” She explained 

that in this environment, students tend to “ask more questions” and even take initiative to 

“divide the class” into groups for deeper interactions. Steve reflected on how teaching 

was a collective effort. He explained, “Mixing with the children gives me a sense of joy. 

There is always this joy inside of me when I am mixing with the children.” These 

reflections showed that teamwork, camaraderie, and shared classroom experiences 

strengthened educators’ dedication and brought joy to their teaching practice. 

Many participants expressed a sense of responsibility in preparing the next 

generation. Sally described the importance of shaping future professionals. She stated, “I 

want to impact their lives and build the next generation of health care providers. We have 

a shortage of primary care physicians and nurses. I am trying to instill in them the 

competencies that they need now to have a career.” Mag described teaching as planting 

seeds. She said, “I feel my interest keeps me moving. It keeps me wanting to come back 

to the class year after year. I feel it is more like I am planting a seed in the soil, and I am 

waiting for it to germinate.” These reflections showed that educators felt a duty to 

prepare future generations. 

Educators also spoke about the balance between dedication to teaching and 

maintaining their own wellbeing. John shared, “On weekends, I do more relaxing. I have 

time to be with my son and my cousin’s son, so there will not be any stress.” Jena 

appreciated the flexibility in her schedule. She explained that having the ability to 

“choose the days that you work” was one of the “biggest opportunities” for Career and 
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Technical Education (CTE) teachers. She emphasized the importance of having personal 

time and stated that a “flexible calendar” is a benefit for teachers in CTE. These 

reflections showed that maintaining a healthy work life balance was important to 

educators’ wellbeing and sustained commitment to teaching. 

Ultimately, participants conveyed that teaching is more than just a profession. It is 

a calling rooted in purpose, passion, and service. Their reflections highlighted a sense of 

fulfillment in guiding and inspiring students. Educators found meaning in building 

relationships, working alongside colleagues, and preparing future generations for success. 

They also acknowledged the importance of balance and self-care. These practices were 

seen as essential to sustaining their dedication. As Steve summarized, “I feel like I am 

making a change. I know if I stop today, it may affect the children, the motivation, and 

the opinions that the children give me whenever I am teaching them.” 

Integrating Commitment, Improvement, and Community for Student Success 

Educators stayed in Career and Technical Education (CTE) because they wanted 

to make a meaningful and long term change in their students’ lives. They described 

helping students build a sense of identity, find purpose, and prepare for their futures as a 

meaningful part of their work. This sense of purpose kept teachers committed to teaching 

and motivated them to remain in the field. 

They also valued CTE for its focus on practical skills and nontraditional career 

paths. Teachers guided students toward opportunities that matched their strengths and 

interests and offered real alternatives to conventional routes. This connection to real 

world success fueled their passion for teaching. Knowing they played a role in preparing 

students for meaningful futures kept these educators engaged and dedicated to their roles. 
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 Educational Environment. Participants emphasized the power of education and 

focused on community support, mentorship, and lasting impact. Their reflections 

underscored how relationships with alumni, industry partners, and families created a 

foundation for student success. Community involvement shaped educator identity and 

deepened their commitment to the profession. Many participants emphasized the 

importance of Career and Technical Education (CTE) in expanding career pathways and 

offering real world learning. They also spoke about the role of CTE in building student 

confidence. Educators expressed a commitment to teaching both skills and mindsets. 

They aimed to foster purpose, empowerment, and meaningful connections. Their goal 

was to ensure that education supports students beyond the classroom and into their 

futures. 

A few participants spoke about how education shaped their identity and 

broadened their worldview. Community involvement played a role in participants’ 

experiences and was a contributing factor to their commitment to the profession. Several 

participants emphasized the support they receive from parents, alumni, local 

organizations, and industry partners. Jamil noted: 

Based on the alumni and the parents, I would say we are playing such a wonderful 
role. With my students, I feel like the parents are playing the perfect role because 
I do not have issues with any of the kids complaining about facing hardship at 
home or having any distractions at home. I love the fact that it is easy to talk to 
the parents about whatever situation their child is going through. I also love how 
supportive the alumni are. The fact that they bring us time from their various 
businesses on various things they are doing, they come back, they help. They help 
these kids grow, they teach them ways about what they have been through and 
processes they have passed through. It is this kind of support I think kids need. 
 

Michele highlighted the tangible support the community provides. She explained, “The 

Friends of Art and Design always do tutoring and they help us with our field trips as 
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chaperones. It is basically a lot of old retired people. They are able to support us very 

nicely.” She went on to also elaborate on the support the alumni group and Parent 

Teacher Association (PTA) provide. She said: 

We have a very strong alumni association. There are many people that said Art 
and Design saved their lives. I felt like that too. High school is more significant to 
me than college. It really started us on our paths… Our alumni group also fixed 
our gallery space. The PTA is also very good. It was not always. The alumni 
association was not always. When I got there, they were very dysfunctional. It 
really depends on the people coming in and how dedicated they are. The PTA got 
a lot better a few years in. 
 

Kendra also emphasized the importance of support systems. She described collaborating 

with a local small business to find sewing machines that were both “student friendly and 

low cost.” It was important to her that students could smoothly transition from using the 

equipment at school to using “the exact same thing” at home. She praised the local 

business for working closely with her to ensure high quality machines at an affordable 

“price point” for families. She added that the collaboration continues with the small 

business through ongoing “community based” promotions. These reflections showed that 

community involvement and support shaped educators’ identities and deepened their 

commitment to the profession. 

The idea of legacy and making a lasting impact on students’ lives was an 

important factor in participants’ commitment to the profession. Steve articulated his 

aspirations. He stated, “I want to leave a big legacy. By the time I retire, I do feel I should 

have impacted at least a thousand students positively. Hopefully among them, I have like 

200 medical doctors, nurses, engineers, people in great heights, people in different 

positions.” Isa expressed how she valued moments of progress. She stated, “I love the 

part when I watch my students do what I do and the fact they love what they are doing. 
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They enjoy doing it. I see the smiles on their faces.” Steve reflected on the impact he 

hoped to have. He said, “It gives one a sense of you are just making a difference. You are 

building on peoples’ careers.” Kendra furthered this notion by stating: 

I always tell my students, I want you to leave here knowing and being confident 
in your future career choice. I want to give you the knowledge and skills and the 
experiences to have you say with confidence ‘Yes, this is something I want to do’ 
or confidently say ‘I took three classes with you, but I do not think I really want to 
do that as a career.’ It does not matter to me. You are not offending me, but I 
really want you to be confident. 
 

John emphasized the reward of seeing students succeed. He stated, “Seeing students 

succeed in their careers and knowing they have made a difference in their lives, it can be 

incredibly rewarding.” These reflections demonstrated that making a lasting difference in 

students’ lives was a motivator for educators’ long term commitment to the profession. 

Participants also frequently discussed the value of CTE and nontraditional career 

paths. Tisha emphasized this point by saying, “I think that it is showing young people 

that there are less traditional avenues than everyone takes in order to find something that 

they can contribute to society that everyone needs.” Cady pointed out the role of industry 

connections in shaping students’ future success and shared: 

I have seen increased interest from industry in engaging with kids, in providing 
internships, in providing guest speakers, providing work based learning, and 
being involved in the process. I think all of that speaks to opportunities upcoming 
that I think will probably continue because I think they are starting to see that kids 
that go through these programs actually come out with workplace skills. I had this 
conversation with a couple of our industry partners last week at an event. They 
are saying that the high school kids from my program show up for work and they 
stay the whole time and they get their stuff done and they hired a bunch of college 
graduates and they are not doing that. 

 
These reflections demonstrated that educators valued CTE as an effective pathway for 

preparing students for real world success through practical skills and industry 

engagement. The focus on real world application and postsecondary readiness offered a 
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different lens through which to understand teacher retention. Much of the existing 

literature emphasized factors such as collegiality, professional development, and teacher 

preparation when examining why educators stay in the profession. However, CTE 

educators in this study repeatedly referenced their ability to directly contribute to 

students’ life trajectories as a key motivator. 

The role of relationships in fostering student success was an aspect of 

participants’ experiences. John emphasized the importance of building connections. He 

stated, “Connect with your students, colleagues, and industry professionals. Those 

relationships can be invaluable.” Sally described the personal investment teachers have in 

their students. She shared that students “spend more time” with her than with their own 

mothers. As a mother herself, she explained that she treats students “the way [she] would 

want [her] children to be treated” and corrects them when they are wrong and praises 

them when they are right. These reflections showed that caring relationships were central 

to educators’ approach and played a role in supporting student success. 

Many participants also expressed the importance of students feeling a sense of 

confidence and purpose in their learning. Kendra described the goal of education as 

fostering a mindset of growth. She emphasized the importance of students becoming 

“confident in where they are headed” while also remaining “willing to continue to learn 

and explore.” She added that although students may identify a particular path, they 

should be open to discovering “new opportunities” along the way. Tisha added that 

students should think beyond their immediate surroundings. She shared: 

I want to have my students change the trajectory of their family wealth. And also 
realize that New York might not be their end game. All of my students, even if 
they were born in New York, most of their families come from different parts of 
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the world. I want them to take their skill set and I want them to go back to their 
home countries of where their families are from. 

 
These reflections showed that educators prioritized helping students build confidence, 

embrace growth, and envision a purpose beyond their immediate environment. 

Ultimately, participants shared a collective vision of education as a means of 

empowerment, connection, and transformation. From the strength of community 

networks to the dedication of educators and the broadening of students’ futures, their 

reflections demonstrated a commitment to fostering both academic and personal growth. 

Theme 3: Exploring Transitions, Challenges, and Support for Education 

Participants remained in Career and Technical Education (CTE) even as they 

faced financial constraints, inadequate materials, staffing shortages, and bureaucratic 

obstacles. Their belief in the value of CTE as a pathway to real world opportunities 

anchored their commitment. They described the importance of administrative support, 

collaboration with colleagues, and partnerships with families and industry as key factors 

that sustained them. These connections created a sense of stability, even amid the strain 

of increasing CTE demand and limited staffing. 

For many, ongoing professional development and staying current with industry 

standards reinforced their sense of purpose. Career progression and professional 

involvement outside of the classroom deepened their investment. Participants reflected on 

initial uncertainty when entering teaching, which was often influenced by career changes 

or external expectations. Over time, they found lasting fulfillment in guiding students’ 

growth and offering alternative pathways beyond traditional academic routes. They also 

addressed the ongoing struggle to shift public perceptions about CTE and adapt to post-

COVID learning expectations. 
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Despite the pressures, educators expressed a strong sense of determination and a 

shared mission to prepare students for meaningful futures. Their reflections highlighted 

how a combination of support networks, ongoing learning, and CTE’s real world 

relevance kept them engaged and committed to the profession. 

Strengthening School Culture Through Synergy, Evolution, and Balance 

Participants described school culture as a central factor in their decision to remain 

in Career and Technical Education (CTE). Supportive leadership, teamwork with 

colleagues, and a foundation of trust created spaces where teachers felt valued. 

Community partnerships, family involvement, and industry connections enriched these 

spaces. Together, these factors helped educators stay committed through a shared sense 

of purpose and belonging. 

Educators also emphasized the need for professional development and alignment 

with industry and state standards. These efforts ensured their teaching remained relevant 

and effective. Many engaged in career related activities beyond the classroom, such as 

advisory boards. These opportunities deepened their ties to the field and supported their 

career progression. 

 Collaborative Partnerships. Participants highlighted the importance of 

administrative encouragement, teamwork among colleagues, and partnerships with 

communities, families, and industry professionals. Educators emphasized how a culture 

of support enhances job satisfaction and also strengthens Career and Technical Education 

(CTE) programs by expanding opportunities for students. Through mentorship, 

camaraderie, and community engagement, educators worked collectively to ensure that 



 
 

 115 

learning extended beyond the classroom and prepared students for meaningful careers 

and lifelong success. 

Many educators emphasized the importance of administrative support in fostering 

a positive and collaborative school environment, which contributed to their dedication. 

For instance, Leroy mentioned how the principal was “just a loving person” and teachers 

felt comfortable going to him when they had “worries, complaints, or any challenges.” 

Jena also noted, “To see that the principal actually saw from my perspective influenced 

me positively and I stayed in my position.” Appreciation from leadership played a role in 

morale. Jamil reflected, “I feel like it is the way the principal appreciates each and every 

CTE teacher. It is actually a commendable side. He brings up time to especially thank 

them.” Alin described how administrative support strengthened her commitment to the 

school and explained, “In order for me to be able to recover, she [the principal] showed 

me great support. She was like I should go take my time and not to worry. They had to 

get a substitute teacher for that period of time that I was trying to recover.” Dawn 

emphasized the importance of appreciation and recognition and mentioned that at his 

school, staff members are “shown appreciation no matter what.” He further highlighted 

that they are “always, always, always, always going to be recognizable” and praised how 

leadership ensures “everyone matters,” regardless of their role. Kendra described how a 

new principal positively impacted their CTE program despite having limited experience 

in the field. She appreciated the trust and professional autonomy he provided. He 

reassured the teachers by saying “I know you are doing good things.” She valued that he 

did not feel the need to monitor them constantly because he trusted their work. These 
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reflections demonstrated how administrative support fostered teacher commitment, trust, 

and a positive school culture. 

Participants often addressed the value of collaboration. Michele described the 

supportive environment within her school and said, “What I like the most is the 

camaraderie with the teachers in my department. I think that is very unique to our 

school.” She emphasized the strength of teamwork and added, “The collaboration with 

the other teachers is really nice. I like not working in the bubble.” Alin described the 

support she received during a difficult time. She shared: 

When I was having my health issues, it really took a toll on me. I was very down, 
physically and emotionally. The support I had was great. There were flowers, 
balloons, and get well soon cards. Everyone just wanted to be there. They made 
sure they visited me most of the time. After being out, they welcomed me back 
with a big welcome back sign and that really melted my heart. 

 
Alin continued, “The hospitality and the unity. Everyone is kind. Everyone is thoughtful. 

Everyone wants to be there for you… My colleagues, they are great people.” Mag also 

highlighted the importance of working together. She shared advice she would give to her 

younger self and mentioned that she should “never give up, trust [herself], and share all 

[her] experiences” whenever possible. Additionally, she underscored the value of 

collaborating with colleagues and avoiding trouble. These insights highlighted how 

collaboration and camaraderie fostered a welcoming school environment. 

Community partnerships and family involvement played a role in strengthening 

school culture. Jamil shared: 

I love the fact that it is easy to talk to the parents about whatever situation their 
child is going through. And I love how supportive the alumni are. The fact that 
they give us their time from their various businesses and various things they are 
doing, they come back, they help. They help these kids grow. They teach them 
ways about what they have been through and processes they have passed through. 
It is this kind of support I think kids need. 
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Kendra described how her school engages families and explained, “I love the dynamic of 

family based organizations. Parents do not drop their children off to be entertained by 

someone else. Families come together to meetings. Families come together to the 

activities.” These insights underscored how community partnerships and family 

involvement strengthened school culture and supported student growth. 

The role of industry partnerships was also an important aspect of collaboration 

and student growth. Tisha emphasized: 

Industry partners are invaluable to us because, again, they are the ones that also 
hire our students in internships. Some high schools have a little job office. We 
have a whole work based learning office that we employ a tremendous amount of 
students. 
 

Cady described the benefits of industry support and stated, “We definitely have industry 

support to do CTE more and better. It just needs to get percolated to everyone else.” 

These insights illustrated how industry partnerships played a role in enhancing support 

and providing students with opportunities for success. 

Ultimately, participants emphasized that school culture thrives when there is 

collaboration, consistent support, and opportunities for both professional and personal 

growth. From leadership recognition to community engagement and teamwork among 

colleagues, a culture of support allows teachers and students to grow together. As John 

stated, “Connect with your students, colleagues, and industry professionals. Those 

relationships can be invaluable.” 

 Professional Development. Participants highlighted the challenge of keeping up 

with industry and state standards and emphasized the need for ongoing professional 

development. They described how adapting to evolving expectations requires continuous 
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learning and growth. Beyond building skills, educators expressed a commitment to career 

progression and professional involvement. While the demands of the profession can be 

difficult, resilience and adaptability remained central to their experiences. By embracing 

lifelong learning and engaging in opportunities beyond the classroom, educators 

remained dedicated to their own development and to the success of their students. 

John described a difficulty in the profession and stated, “The biggest challenge for 

Career and Technical Education (CTE) teachers, I will say, is professional development. 

By professional development, I mean, keeping up with industry standards, state 

standards, and the advancement requires continuous training.” This ongoing need for 

growth was echoed by Kendra, who reflected: 

I think the advice that I always gave myself and followed through on was not to 
stop learning. I was enrolled in class work within the first year of my full time 
teaching job so that I could continue learning. Especially like with my degree 
area, there are many subspecialties that then to become specialized, I knew I 
needed deeper knowledge. A piece of advice, maybe not to myself, but to other 
new people is that you have to continue your learning. 
 

These insights underscored the ongoing need for professional development and lifelong 

learning to help CTE teachers adapt to evolving industry and educational standards. 

Professional involvement and career progression were important aspects of 

participants’ experiences and contributed to their growth and long term commitment to 

the profession. Kendra shared, “I am on advisory boards for technical colleges and four 

year schools. I continue to be invested in all of it, not just my paycheck.” This sense of 

commitment extended beyond traditional classroom responsibilities. She recounted, 

“Through that I developed a relationship with the technical college, and I did start adjunct 

instruction for them. I did some adult adjunct instruction while working full time.” 

Kendra also highlighted how perspectives on teaching evolved over time. She explained 
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that early in her career, she focused on “What am I going to teach them today?” and 

“How am I going to teach them to do this?” With experience, her approach shifted. Now, 

she considers “the best way for us to get to this point.” Michele also reflected on how her 

perspective on teaching changed over time. She noted that gaining tenure provided “some 

due process,” which helped her feel more at ease. Although she still found observations 

to be “just as random as they ever were,” she worried about them less as she gained 

experience. Now, she focuses on the years ahead. She stated that she has “gotten over the 

hump” and is looking toward retirement. These reflections demonstrated how 

professional involvement and career progression fostered long term commitment, 

evolving perspectives, and continued growth in the teaching profession. 

Ultimately, the participants conveyed a sense of both struggle and resilience. The 

evolution of education and the need for professional growth were motivators. As John put 

it, “To keep learning. The feat of technology and career is always evolving, so keep 

learning, keep learning, and keep learning.” This mindset reflects the ongoing journey 

educators take in adapting to the changing landscape of teaching while striving for 

personal and professional fulfillment. 

Navigating and Shaping the Educational Landscape 

Participants described the tension between growing demands for Career and 

Technical Education (CTE) and the constraints that made their work difficult. They faced 

ongoing challenges such as funding shortages, limited resources, teacher vacancies, and 

administrative difficulties. These barriers often strained their ability to deliver strong 

programs. Despite these pressures, educators remained committed to expanding 

opportunities for students and ensuring career readiness. 
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Many entered the profession with uncertainty or through career changes. Over 

time, they found fulfillment in their roles. They reflected on the difficulty of promoting 

alternative educational pathways in systems where traditional academic expectations 

dominated. Teacher shortages, especially in these specialized areas, added to these 

challenges. Even so, the stability and sense of purpose they gained from their work kept 

them engaged. Their reflections showed that although external pressures shaped their 

experiences, their belief in CTE’s ability to change lives sustained their commitment. 

 Advancement Amidst Constraints. Many participants highlighted the 

difficulties of obtaining new equipment and materials due to budget constraints and 

administrative hurdles. Alongside financial barriers, the growing need for Career and 

Technical Education (CTE) programs outpaced the availability of qualified teachers and 

created staffing shortages that placed additional strain on educators. Despite these 

obstacles, teachers remain dedicated to strengthening their programs, mentoring peers, 

and advocating for CTE’s role in workforce readiness. Their commitment underscored 

the resilience of CTE educators in overcoming barriers to ensure students received 

meaningful and career focused learning experiences. 

Many educators highlighted difficulties with funding and access to resources. 

Alin stated, “I think the biggest challenge would be most times the funding, getting to 

have new materials and stuff. So I think the funding is a major issue.” Dawn reinforced 

this issue and added, “We do not have unlimited resources. And also funding and having 

funding. These challenges can vary though, so depending on the specific vocations and 

resources that are available, there can be different difficulties.” Sage highlighted the 

continuous pressure related to resources and support. He recalled requesting funding for 
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new teaching equipment, only to be told that the current equipment “was not worn out 

yet” and that approval would require passing through “a couple offices.” Ultimately, his 

request was denied, which he described as “frustrating.” He emphasized feeling 

unsupported and noted that while everyone expects teachers to be “at their best every 

single day,” teachers do not necessarily get “assistance.” Isa reflected on a time when the 

lack of materials and equipment made teaching challenging. She admitted feeling 

frustrated and emphasized the importance of having the necessary resources. When she 

considered leaving, the principal encouraged her to stay and assured her the issue would 

be resolved. She decided to be patient. Over time, she received some of the materials she 

needed, which allowed her to teach “that particular topic.” These experiences 

demonstrated how challenges with funding and resource access impacted educators’ 

ability to teach effectively and highlighted the need for greater support. While such 

systemic barriers are less emphasized in the existing teacher retention literature, these 

barriers emerged as important factors for CTE educators in this study. The participants 

described these pressures as catalysts for advocacy, innovation, and leadership. Their 

responses revealed a sense of purpose grounded in the real world relevance of their 

programs and the impact they had on students. This distinction suggested that CTE 

contexts may foster a form of resilience that remains underexplored in studies of general 

teacher retention. 

Another focus was the increasing demand for CTE programs alongside teacher 

shortages and administrative burdens. Kendra highlighted the increasing demand for CTE 

programs. She emphasized that programs such as “youth apprenticeships,” “job skills,” 

and “adult apprenticeship programs” are now more sought after than ever, especially as 
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people “explore alternatives to traditional four year colleges.” Despite this demand, she 

pointed out a challenge. Maintaining “quality high school programs” is difficult because 

the number of retirements among teachers outpaces the rate of new graduates entering the 

profession. She continued with a similar concern about staffing and said: 

The biggest challenge is there are not enough of us. Whether in our state, it is for 
sure, tech ed and family consumer sciences that would be the most needed career 
areas. When there is an elementary education position open, typically I would say 
200 applicants, it may be down to 160 now, for each open position. However, for 
a CTE job, we are lucky to get a handful of qualified applicants. And then for 
them to have the industry experience or certifications to do the higher level things 
is even more rare. 
 

Cady described how overburdened district CTE staff are and stated, “We are a pretty big 

district and our one CTE district person, the poor thing, is expected to manage and 

oversee 34 programs, which is insane.” Despite these obstacles, educators showed a 

commitment to program development and mentorship. Cady described her program’s role 

in supporting others within the district. She explained that due to the strength of her 

school’s program, she and her co-teachers often serve as the “support system for the rest 

of [the] district.” Typically, she took responsibility for writing the curriculum, convening 

advisory boards, and inviting other teachers to participate. Additionally, she emphasized 

her role as a “CTE mentor for the state of Oregon,” where she helped to launch new 

programs of study and provide professional development through organizations such as 

the “Oregon Computer Science Teachers Association and the IEEE.” These experiences 

highlighted the growing demand for CTE programs alongside teacher shortages and 

administrative burdens. While these challenges created obstacles, they also showcased 

educators’ dedication to program development and mentorship. 
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Kendra emphasized the value of CTE in preparing students for real world 

applications. She reflected: 

I love teaching in CTE. I find CTE to be professionally fulfilling because when 
we think about teaching philosophies and best practices, several years ago, it was 
the three R’s, rigor, relevance, and relationships. I think CTE really, really lends 
itself to being able to provide students with rigorous academic preparation for 
something very, very relevant. 
 

She described how their students graduate with college credits and stated, “I have many 

students going to University of Wisconsin schools with 18 to 21 credits earned in their 

bachelors degrees. Right now they can leave our high school to an early childhood degree 

at a technical college with a third of that associate degree already done.” This experience 

highlighted how CTE prepares students with rigorous academics and real world 

relevance. By earning college credits in high school, students gain a foundation for future 

success. 

Ultimately, participants conveyed a sense of both struggle and dedication. The 

barriers of funding, staffing, and administrative challenges were shared. However, 

educators remained committed to their students and their programs. They continued to 

advocate for better resources, mentor their peers, and build connections between CTE and 

workforce readiness. Their experiences illustrated both the challenges and successes 

within CTE. 

 Embracing Change in Educator Pathways. Many educators described 

uncertainty when entering the profession, while others were influenced by external 

factors such as family expectations or career changes. Over time, they grew into their 

roles and recognized the impact they could have on students and peers. Participants 

discussed the challenges of promoting alternative education pathways and noted that 
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traditional four year college routes were often viewed as the only path to success. 

Recruiting and retaining qualified Career and Technical Education (CTE) teachers was 

identified as a persistent issue. Some noted that teacher shortages have resulted in 

reduced program availability. Participants also reflected on shifting academic 

expectations, post-COVID learning disruptions, and growing concerns about the effects 

of technology on student learning. Despite these obstacles, educators found fulfillment in 

the stability of their roles and the sense of community within CTE. They remained 

committed to student success and inspired by the mentorship and professional 

relationships at the core of their work. 

Many described the uncertainty they felt when entering the profession. Alin 

shared, “Well, I would say it was very challenging because I was like, what if they do not 

like me? What if I am too loud? What if they do not get my sense of humor? What if they 

find me annoying?” Similarly, Sage explained that his initial decision to pursue a skill 

was influenced by his mother and said, “It was not my decision at first. But as time went 

by, I began to like the decision in general.” Sally recounted, “I was the militant child that 

did not want to be an educator. My parents were educators.” However, over time, she 

found her place in the profession and later realized the impact she could have. She 

reflected, “My first job at Texas School of Business. I was department chair for the 

medical billing and coding program. I realized that I could not only impact my students, I 

could mentor other educators that are new to education coming from that clinical setting.” 

These reflections showed that despite initial uncertainty, many educators grew into their 

roles and discovered the impact they could have on students and colleagues. Many CTE 

educators in this study entered teaching through nontraditional pathways. Some 
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transitioned from other careers, while others were influenced by family expectations. 

However, instead of resulting in disengagement or departure, these nontraditional 

beginnings developed into lasting commitments. Their professional growth was shaped 

by hands on experience, mentorship, and the fulfillment of seeing students succeed, even 

in the absence of traditional preparation pathways. 

Several participants discussed the need for alternative pathways in education and 

the challenges associated with traditional academic expectations. Cady stated: 

The biggest magic wand thing that I would fix is public perception, which 
remains not great. There is still an expectation for at least a lot of the families in 
our area that well, if I want my kid to be successful, they need to go to a four year 
college and that is the correct path. I just do not think it is true. 
 

She explained that many students benefit from alternative educational routes. She 

suggested that while “four year college might not be it” for some students, it could still 

become an option later. She proposed pathways like earning “a certificate or a two year” 

degree first and then working to fund the remaining years. Additionally, she highlighted 

how policy decisions shape these perceptions. She noted that while some students 

recognize the value of alternative paths, many parents, and consequently policymakers, 

still view “four years” as “the only way.” These insights highlighted the need for 

alternative educational pathways and the importance of shifting public perceptions 

beyond the traditional four year college route. 

The challenge of teacher shortages was another common concern. Cady described 

the difficulty of recruiting qualified educators, explaining: 

I think one of our other biggest challenges in CTE right now is, I cannot say that it 
is true in all of CTE, I know computer science and engineering more than any 
others, and our biggest challenge is finding teachers to teach it. In Oregon, I do 
not know if this is true everywhere, but in Oregon, you can either be a teacher and 
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add a CTE endorsement by getting a bunch of training or you can be an industry 
person and become a CTE teacher by taking some classroom courses. 
 

She acknowledged the difficulty in making teaching an attractive profession for industry 

professionals. She described their “sales pitch” as “Hey, would you like to work twice as 

hard for a third the money?” She added that this makes recruiting extremely challenging. 

Some local programs have even been forced to close because they could not find 

teachers. These experiences demonstrated the challenges in recruiting and retaining CTE 

teachers and highlighted the need for better incentives and support to sustain these 

programs. 

Participants also expressed frustration with shifting expectations for students and 

educators. Kendra reflected on the post-COVID landscape, saying: 

Definitely accountability and high expectations. Especially since after COVID, I 
feel as if some of those things immediately dropped off. We went to the mindset 
of whatever it takes, whenever it takes. How can we make this work? And we 
needed to revisit that. And we have been revisiting that as a district and 
specifically as a building. Even as teachers, I think, we kind of got into, maybe, 
lack of the rigor. We needed to step back up, as well as students and families and 
we did. We are there and we are holding ourselves accountable. We hold students 
accountable for their learning. If they are no longer accountable, we will 
implement strategies to hold them accountable. 
 

Sally highlighted the growing disconnect in student skills and explained, “The other way 

we are failing our children is we are getting rid of textbooks, and we are going strictly 

with technology. Because of that, there is no more critical thinking. They cannot spell. 

They rely on technology.” She continued: 

I say that because I got it from my own son. He said, ‘Mom, I did not finish the 
eighth grade. I had no closure…’ So we moved them to the next grade level to 
satisfy everybody and make everybody happy. 
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These reflections highlighted the challenges of shifting expectations in education and the 

need to restore accountability, rigor, and critical thinking skills for both students and 

educators. 

Despite these challenges, participants found motivation in stability and collective 

support. Michele reflected on the stability that teaching provided. She contrasted it with 

her previous freelance experience, where there was “significant instability.” She recalled 

how “everybody would call you on one day and then nobody would call you for a week.” 

She appreciated teaching because she no longer had to “worry about when the next 

paycheck is coming.” Others focused on the sense of community within CTE. Cady 

emphasized the sense of community within CTE. She acknowledged that the school often 

catered heavily to specific groups, such as “IB students, athletes, and leadership 

students,” while neglecting other students. Despite this imbalance, she valued her 

relationships with her coworkers and mentioned that there were some departments where 

they “work better together than others.” These reflections showed that despite challenges, 

educators found stability in their profession and motivation through the sense of 

community and support within CTE. 

Ultimately, participants conveyed both the challenges and rewards of transitioning 

into education. The profession required resilience, adaptability, and a willingness to 

challenge existing norms. While many faced obstacles in recruitment, student 

engagement, and public perception, their commitment to education remained strong. As 

Michele put it, “I hope I did something there to make that happen. We all succeed 

together.”  
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Chapter 5: Interpretations, Recommendations, and Conclusions 

Overview 

The purpose of this study was to investigate and examine the factors influencing 

Career and Technical Education (CTE) teacher retention. The aim was to understand the 

perceived or actualized reasons that contribute to their continued commitment. 

Over the past three decades, research has documented a persistent shortage of 

CTE teachers across the United States (U.S. Department of Education, 2024). Although 

CTE programs are designed to equip students with career ready skills, the field continues 

to face significant retention challenges (Devier, 2019; Harris & Wakelyn, 2007; Karp et 

al., 2007; Kazis, 2005; Office of Postsecondary Education, 2016; Wilkin & Nwoke, 

2011). While existing studies have identified factors contributing to teacher attrition, little 

is known about why veteran CTE teachers choose to stay. Most retention research 

focuses on the general teaching profession and does not fully address the unique 

experiences of CTE educators (De Neve & Devos, 2017; Donaldson, 2009; Grillo & 

Kier, 2021; He et al., 2015; Kelchtermans, 2017; Perrachoine et al., 2008; Scott et al., 

2022; Steinke & Putnam, 2007; Stockard & Lehman, 2004). This study sought to address 

this gap. 

I interviewed 15 veteran CTE teachers from public schools across 13 states 

utilizing a basic qualitative research design. These states included Arizona, California, 

Florida, Georgia, Maryland, New Jersey, New York, Oklahoma, Oregon, Pennsylvania, 

Texas, Virginia, and Wisconsin. Participants were selected through criterion sampling, 

which required a minimum of five years of CTE teaching experience. Their years of 

experience ranged from 5 to 30 years. The sample included teachers between the ages of 

23 and 69. Racial and ethnic representation included American Indian or Alaskan Native, 
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Asian/Pacific Islander, Black or African American, Hispanic, and White/Caucasian. The 

interviews were transcribed, hand coded, and organized into themes and subthemes. The 

data was analyzed to investigate the following questions: 

● RQ: What factors shape the retention decisions of veteran CTE teachers? 

● Subquestion 1: What intrinsic aspects shape the decision to stay in the 

profession? 

● Subquestion 2: What conditions contribute to retention? 

The final chapter of this study provides a summary and discussion of the findings, 

revisits the conceptual framework, and presents the study’s conclusions. It also explores 

implications for theory, practice, and policy, and offers recommendations for future 

research. The chapter ends with a comprehensive summary. 

Summary of Findings 

Table 4 summarizes this study’s findings in response to the research question and 

two subquestions. 

Table 4 
 
Answers to Research Questions 
 

Research Question 
(RQ) 

Answer 

What factors shape 
the retention 
decisions of 
veteran CTE 
teachers? 

Participants shared that their decision to remain in the profession was influenced 
by the connections they developed with colleagues, students, and the wider 
community. These relationships, including within a supportive network of peers 
committed to student success, fostered a sense of purpose and belonging that 
helped teachers feel valued and motivated. The satisfaction of seeing students 
grow, overcome challenges, and apply their learning to real world situations also 
reinforced participants’ commitment to education. 

Subquestion 1: 
What intrinsic 
aspects shape the 
decision to stay in 
the profession? 

Participants shared that their decision to remain in the profession was driven by a 
sense of personal fulfillment and purpose. Teaching was viewed as a calling and 
the satisfaction of helping students succeed both academically and personally 
served as a motivator for staying in the field. Teachers described the joy of seeing 
students overcome challenges and prepare for meaningful careers, which 
reinforced their commitment to the field. Teachers also recognized the importance 
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of balancing professional dedication with personal wellbeing. Maintaining this 
balance helped prevent burnout and allowed them to stay motivated without 
sacrificing their health. 

Subquestion 2: 
What conditions 
contribute to 
retention? 

Participants shared that their decision to stay in the profession was shaped by the 
supportive conditions within their schools and broader support systems. A factor 
was the role of school culture. Teachers emphasized how a collaborative 
environment, where leadership fostered trust and communication, impacted their 
commitment. Relationships with colleagues, administrators, and industry partners 
provided a sense of belonging and motivated teachers even during challenging 
times. Despite external challenges such as budget constraints and staffing 
shortages, teachers noted that resilience built through collaboration helped them 
navigate these pressures. They also advocated for students’ needs. Professional 
development and opportunities for career growth also played a role in retention. 
Ongoing training and leadership opportunities strengthened their connection to the 
profession. 

 

Discussion of Findings 

In this section, I discuss the findings of the study using data from participant 

interviews and relevant literature. Three overarching themes emerged from the interview 

data and guide this discussion: 

● Building Success Through Partnerships and Learning 

● Fostering Student and Educator Success Through Commitment, Progress, 

and Teamwork 

● Exploring Transitions, Challenges, and Support for Education 

The participants had diverse backgrounds and entered the teaching profession 

through different pathways. They also varied in years of service, content areas, and 

geographic locations. Despite these differences, all three findings were important to the 

participants perceived or actualized influence on factors that contribute to Career and 

Technical Education (CTE) teacher retention. 

Theme 1: Building Success Through Partnerships and Learning 
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The findings revealed that the relationships teachers built with their colleagues, 

students, and the broader community influenced their decision to remain in the 

profession. This reflects the work of Shuls and Flores (2020), who emphasized that 

supportive and collaborative school environments foster retention. Teachers shared that 

collaboration with colleagues and industry partners, as well as engagement in meaningful 

student relationships, created a sense of belonging and professional fulfillment. 

Participants frequently mentioned that working with others helped foster a collective 

sense of purpose and drive. This was highlighted by Leroy, who reflected on the 

collaborative spirit in his school. They stated, “Our school culture is really, really diverse. 

There are a lot of people and everyone loves each other… There is a very strong social 

support since they helped me in any way I was struggling with.” Their experience not 

only echoed the research of Shuls and Flores (2020) but also added to Stockard and 

Lehman’s (2004) findings by showing how this social support sustains teachers. 

Moreover, the satisfaction of witnessing students grow and succeed emerged as 

another central factor in teachers’ decisions to stay in the field. This finding aligns with 

research showing that teachers who stay are able to build meaningful relationships with 

students and offer consistent support (Boyd et al., 2011). These experiences contribute to 

their overall job satisfaction. Cady shared the joy she felt when a student completed a 

project and remarked, “Wait, that worked?” after seeing the project come together. 

According to Leroy, “Passing on knowledge to somebody and watching that person 

master the knowledge and skills is what I would say is a beautiful thing.” These 

narratives align with findings from Perrachione et al. (2008), who emphasized the 

importance of intrinsic motivation. Enjoyment of teaching and a sense of efficacy were 
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key to teacher satisfaction. Other researchers, such as Kelchtermans (2017) and Grillo 

and Kier (2021), also highlighted the role of emotional connection and belonging. These 

elements helped sustain long term teacher commitment. While prior studies 

acknowledged these factors, participants in this study positioned them as central to their 

persistence. 

Unified Efforts for Student Achievement and Collaborative Growth 

Community support and mutual responsibility were important factors in teachers’ 

experiences and their commitment to the profession. This aligns with research indicating 

that collective empowerment through partnerships can enhance teacher satisfaction 

(Rojewski et al., 2008). Teachers reflected on the support they had received from 

colleagues, industry partners, and local organizations. This support enabled them to 

navigate challenges and continue fostering student development. Tisha described how 

collaborative efforts between teachers, families, and community members formed a 

strong network of support. She said, “We have a whole work based learning office that 

we employ a tremendous amount of students. We pay our students internship salaries to 

go out and gain experience in a lot of our business partners’ establishments.” Tisha’s 

reflection adds depth to Rojewski’s work (2008) by showing how these partnerships offer 

institutional benefits and personal reinforcement. Isa shared how collaboration with 

colleagues and support from the community had elevated her expectations and teaching 

practices. She remarked, “The organization just sets the standard… it is giving. The aura 

is giving.” These reflections supported the view that external relationships contribute to 

teacher commitment. Furthermore, participants like John emphasized the value of mutual 

respect and shared goals. He described the importance of “connecting with students, 
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colleagues, and industry professionals,” explaining that such relationships “can be 

invaluable.” This aligns with the findings of De Neve and Devos (2017), He et al. (2015), 

and Perrachione (2008), who identified collaboration within schools as a central factor in 

teacher retention. Like the general education teachers examined in those studies, the 

veteran CTE educators in this study also demonstrated that these relationships helped 

sustain their longevity in the profession. 

Skills Development and Student Connections 

Participants discussed how their own professional growth was intertwined with 

the development of meaningful relationships with students. This aligns with research 

showing that teachers who remain in their positions are able to build strong relationships 

with students (Boyd et al., 2011). These relationships allow them to provide consistent 

support and guidance. Jamil expressed how seeing students recognize their own potential 

gave his work meaning and reflected, “Whatever I am doing, it does not feel like a 

wasted effort because I see the potential in these kids. I see their dreams.” Similarly, 

Perrachione et al. (2008) highlighted how personal fulfillment derived from student 

progress reinforces teacher commitment. This study extends that insight by showing that 

teachers often saw their students’ growth as a reflection of their own sense of purpose in 

the profession. 

Participants also described the joy they derived from watching students apply 

their learning outside the classroom. This reflects Fletcher and Djajalaksana’s (2014) 

argument that applied learning enhances engagement. The participants in this study also 

demonstrated that applied learning motivates educators as much as students. Tisha 

shared, “The kids, the nuances, forming new relationships… that is what I would miss the 
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most.” Her words highlighted the emotional significance of student interaction. Isa 

emphasized that hands-on training helped students retain knowledge more effectively. 

These comments reinforce existing literature (Fletcher & Djajalaksana, 2014) and 

illustrate how applied teaching methods can also serve as sources of intrinsic motivation 

for Career and Technical Education (CTE) teachers. 

Additionally, participants spoke to the importance of preparing students for real 

world careers. This aligns with Connet (2021), who found that applied instruction is vital 

in CTE programs. Jena and Kendra both emphasized how their students’ excitement and 

career preparation provided motivation for their own continued commitment. Jena, who 

worked in an agriculture, food, and natural resources class, described students eagerly 

sharing their experiences and saying things like, “Ma’am, look what I planted!” or 

enthusiastically explaining how they used their new skills. Kendra explained how her 

students’ engagement with dual credit courses provided them with opportunities for 

academic and professional growth. While Connet (2021) identified workforce readiness 

as a student benefit, participants in this study expanded on that idea by explaining how it 

also validated their instructional purpose and reinforced their commitment to the 

classroom. 

Summary 

Partnerships and collaboration were influential in fostering teacher retention. This 

confirms prior research by Shuls and Flores (2020) and De Neve and Devos (2017), who 

found that teachers are more likely to remain in schools where they feel connected to 

their colleagues. Teachers who felt supported by colleagues, industry partners, and the 

broader community were more likely to remain in their roles. The sense of community 
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and collective responsibility played a role in sustaining teacher motivation and 

professional fulfillment. These findings extend (Boyd et al., 2011; De Neve & Devos, 

2017; He et al., 2015; Perrachoine, 2008; Rojewski et al., 2008; Shuls & Flores, 2020; 

Stockard & Lehman, 2004) by showing that collaboration and support continue to be 

influential throughout a teacher’s career. Participants did not view support as a temporary 

measure but as a constant contributor to their motivation and sense of meaning. 

Additionally, the personal fulfillment teachers derived from seeing students grow 

academically and socially reinforced their commitment to the profession. This affirms 

findings by Boyd et al. (2011) and Shuls and Flores (2020). However, this study builds 

on this work by emphasizing that student success was rewarding and central to teachers’ 

own sense of identity and purpose. They viewed student success as evidence that their 

work mattered. This connection between teacher efficacy and student outcomes adds 

depth to earlier frameworks by shifting the focus from individual motivation to a more 

relational view of motivation. 

Theme 2: Fostering Student and Educator Success Through Commitment, Progress, 

and Teamwork 

Teacher success and retention in Career and Technical Education (CTE) programs 

were connected to a sense of personal fulfillment, commitment to student development, 

and the professional relationships teachers fostered within their communities. This 

reflects Herzberg’s theory (1966), which positions intrinsic motivators such as 

achievement and work itself as important to job satisfaction. Teachers consistently 

expressed that their motivation to stay in the field came from witnessing their students’ 

growth and success. They considered this a rewarding part of their job. This aligns with 
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findings by Park and Johnson (2019) that CTE teachers experiencing both intrinsic and 

extrinsic satisfaction were more likely to remain in the profession. 

This was echoed in Isa’s reflection on the satisfaction she found in her students’ 

development. She shared, “The fact that I teach and they remember. They are able to 

create things that are more complex to what I give them. They are able to bring in their 

own knowledge, ask me questions, and do research.” Similarly, Jena’s experience of 

watching her students grow reinforced her dedication. She remarked, “Seeing that every 

child that I made mattered, it keeps me coming back. I see results.” These sentiments 

expand on Perrachione et al.’s (2008) findings by showing that intrinsic motivation is not 

just emotionally rewarding. For many teachers, it also shapes their professional identity 

and sustains their long term commitment. 

However, despite the emotional rewards of teaching, participants also discussed 

the challenge of maintaining a healthy balance between professional dedication and 

personal wellbeing. Teachers acknowledged that they managed their commitment by 

relying on supportive colleagues, engaging in self-care, and utilizing flexible work 

schedules when possible. John shared that the key to long term commitment in the 

profession was learning how to pace oneself. He said, “On weekends, I do more relaxing. 

I have time to be with my son and my cousin’s son, so there will not be any stress.” This 

need for balance reflects Hasselquist and Graves (2020), who emphasized setting 

boundaries and building support networks to sustain teacher engagement. This dual focus 

on professional commitment and personal wellbeing underscored the importance of 

balance for teacher retention. However, participants in this study emphasized that balance 

was not passive. They actively maintained it, often with support from colleagues and 
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school culture. This reinforces Herzberg’s theory (1966) that hygiene factors such as 

working conditions, interpersonal relationships with colleagues and leadership, and 

personal life are dynamic and shaped by social context. 

Balancing Purpose, Relationships, Advancement, and Dedication in the Educator’s 

Journey 

Participants highlighted the impact of their relationships with students, 

colleagues, and industry partners on their commitment to the profession. Teachers like 

Mag expressed that teaching had become more than just a job. She noted, “I feel I am 

going to miss everything about teaching because I feel like teaching is one of my major 

priorities in life. I do not joke with teaching… I feel that the profession was my calling.” 

This framing of teaching as a calling reflects Herzberg’s theory (1966). It expands the 

theory by presenting fulfillment as a moral obligation. 

Similarly, Alin shared that the ongoing interaction with students and the process 

of guiding them through their learning challenges made her feel that her work mattered. 

Teachers who had a sense of purpose found that it provided the fuel they needed to 

continue in the profession, despite the challenges they faced. This mirrored the findings 

of Park and Johnson (2019), who noted that intrinsic motivation played a valuable role in 

sustaining educators. They also found that intrinsically and extrinsically satisfied teachers 

displayed higher work engagement. Participants in this study confirmed that link. They 

also added emotional depth by tying their motivation to the intellectual and personal 

growth of their students. 

Additionally, educators reflected on their personal and professional growth over 

time. They noted that their teaching experience had evolved. As Kendra explained, her 
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initial struggles in the classroom had given way to confidence and innovation in her 

teaching approach. This process of continuous improvement was a factor in her decision 

to remain in education. This supports findings by Kelchtermans (2017) that evolving 

professional roles and identity can strengthen long term teacher commitment. These 

reflections aligned with the literature on empowered educators, which emphasized that 

continuous professional growth and the ability to adapt and improve were central to 

teacher retention (Drage, 2010; Grillo & Kier, 2021; He et al., 2015; Scott et al., 2022; 

Steinke & Putnam, 2007). This study deepens that understanding by showing that 

professional growth involves gaining skills while also fostering a sense of control, 

confidence, and pride. Together, these elements contributed to sustained commitment. 

Integrating Commitment, Improvement, and Community for Student Success 

Educators in Career and Technical Education (CTE) emphasized the power of 

education in preparing students for successful futures. Many participants discussed the 

role CTE played in expanding career pathways and offering real world learning 

opportunities. This supports the findings of Shuls and Flores (2020) that the stability and 

continuity provided by experienced teachers are important for student success. Kendra 

shared that she would tell her students, “I want you to leave here knowing and being 

confident in your future career choice,” which highlighted educators’ commitment to 

equipping students with both the skills and mindset needed to succeed beyond the 

classroom. The importance of nontraditional career paths, industry connections, and work 

based learning was also a focus. Cady noted that industry partners were increasingly 

engaged with students. She said, “The high school kids from my program show up for 

work and they stay the whole time, and they get their stuff done.” These reflections 
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highlight that student career readiness serves as an instructional goal and a meaningful 

source of motivation and pride for educators. Research by Claflin et al. (2019) supported 

this view and showed that CTE provided technical knowledge and nurtured skills needed 

for navigating the workforce and achieving success in chosen careers. While their study 

emphasized student outcomes, participants in this study shifted the focus to the teacher. 

Seeing students succeed validated their teaching methods and reaffirmed their sense of 

impact. These findings demonstrated the value of CTE programs in preparing students for 

workplace demands and helping them develop skills valued by employers. 

Educators consistently demonstrated a sense of purpose in their roles. Many 

participants expressed intentions to create a lasting impact on their students’ lives. Steve 

articulated this aspiration by stating, “I want to leave a big legacy. By the time I retire, I 

do feel I should have impacted at least a thousand students positively.” This directly 

reflects Herzberg’s theory (1966), which identifies achievement, responsibility, and the 

work itself as motivators. In this study, however, legacy was framed not as external 

recognition as Herzberg suggested, but as an intrinsic sense of impact on students’ lives.  

Educators remained committed to fostering confidence in their students and ensuring they 

felt capable of making informed career decisions. Kendra further emphasized this by 

saying she told her students, “I want to give you the knowledge and skills and the 

experiences to have you say with confidence ‘Yes, this is something I want to do’ or 

confidently say ‘I took three classes with you, but I do not think I really want to do that as 

a career.’” This confirms the findings of Scott et al. (2022), while also emphasizing the 

teacher’s influence on student readiness and self-awareness. 
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Ultimately, these findings highlighted how educators viewed their roles as not 

only shaping students’ careers but also contributing to their broader personal 

development. Tisha shared, “I want them to take their skill set and I want them to go back 

to their home countries of where their families are from,” which demonstrated her vision 

for students to see beyond their immediate environment and embrace opportunities on a 

global scale. While existing literature primarily focuses on workforce preparation, these 

reflections reveal CTE’s life shaping potential. The reflections indicated that CTE was 

seen as a tool for creating lasting change in students’ lives. CTE prepared them to 

navigate career landscapes with confidence and purpose. This vision was rooted in a 

commitment to fostering empowerment, personal growth, and a lasting impact on both 

students and the education community. 

Summary 

Career and Technical Education (CTE) played a role in preparing students for 

successful careers through real world learning, industry connections, and work based 

experiences. This finding aligns with research by Shuls and Flores (2020), who 

highlighted how experienced teachers support student readiness. Educators viewed their 

roles as valuable in fostering students’ personal and professional growth. They 

demonstrated a commitment to instilling confidence in their students and guiding them 

through self-discovery. This commitment also supported retention. Participants stayed in 

teaching to guide, affirm, and witness student growth, which underscored the emotional 

aspects of CTE teacher retention. 

The findings aligned with research, such as that by Shuls and Flores (2020) and 

Claflin et al. (2019), which highlighted the importance of stability, career pathways, and 
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essential skills for workforce success. Additionally, educators’ intrinsic motivations, such 

as creating a lasting legacy and empowering students, reflected Herzberg’s Motivation-

Hygiene theory (1966) and underscored the importance of professional development. 

However, this study extended Herzberg’s theory (1966) by showing that intrinsic 

motivators in CTE are reinforced through ongoing relationships, not just momentary 

achievements. Ultimately, the findings reinforced that CTE played a role in both career 

readiness and personal development. Educators were positioned as figures in shaping 

students’ futures. At the same time, they found professional purpose in their students’ 

growth, confidence, and success. This suggests that student development and teacher 

retention reinforce each other. 

Theme 3: Exploring Transitions, Challenges, and Support for Education 

The relationship between school culture, community support, and professional 

development influenced teacher retention within Career and Technical Education (CTE). 

This supports Kelchtermans’ (2017) argument that teachers’ sense of belonging within 

their school environment affects their decision to remain in the profession. Teachers 

expressed that their commitment to the profession was anchored in the sense of belonging 

fostered by positive relationships with colleagues and leadership. A common sentiment 

was that when teachers felt valued and supported by their school communities, they were 

more likely to remain in their roles. This held true even in the face of external pressures 

such as financial constraints and limited resources. Jena shared, “To see that the principal 

actually saw from my perspective influenced me positively and I stayed in my position.” 

While Kelchtermans (2017) emphasized the importance of social recognition and 

belonging in supporting teacher wellbeing, this study builds on that by showing how 
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validation from school leadership offers emotional support that strengthens teachers’ 

commitment to the profession. 

Moreover, teachers emphasized the importance of community and industry 

partnerships. Jamil noted, “I love the fact that it is easy to talk to the parents about 

whatever situation their child is going through… The alumni are also supportive. They 

come back and help.” These external relationships enhanced student outcomes and 

deepened teachers’ engagement in their roles. This reflects findings by Hasselquist and 

Graves (2020), who emphasized the value of professional networks and external 

partnerships in supporting teacher retention and program vitality. However, participants 

in this study also viewed those alliances as central to their own wellbeing. As highlighted 

in the literature, community partnerships contributed to job satisfaction (Shuls & Flores, 

2020). Teachers explained that these partnerships provided a sense of purpose and 

professional growth, which reinforced their commitment to the profession. 

However, despite the benefits of support and community engagement, teachers 

also faced external constraints. These included funding shortages and staffing difficulties. 

Such challenges made it more difficult to provide high quality learning experiences for 

students. Alin reflected on this issue, stating, “The biggest challenge would be most times 

the funding, getting to have new materials and stuff.” This supports Steinke and Putnam’s 

(2007) finding that access to resources is an important factor in teacher retention. 

Participants described how it undermined their sense of agency and innovation. 

Strengthening School Culture Through Synergy, Evolution, and Balance 

Supportive leadership and teamwork among colleagues were influential to 

fostering a positive school culture. Teachers described how their sense of professional 



 
 

 143 

satisfaction was linked to the relationships they cultivated within their school 

communities, which was aligned with the findings of Kelchtermans (2017). The 

administrative support participants received played a role in fostering a culture of trust 

and mutual respect. For instance, Leroy reflected on their school principal’s leadership 

style and said, “The principal was just a loving person. Teachers felt comfortable going to 

him with worries, complaints, or any challenges.” Similarly, Jamil shared, “I feel like it is 

the way the principal appreciates each and every Career and Technical Education (CTE) 

teacher. It is actually a commendable side.” Although a few participants noted positive 

support from administrators, most did not emphasize administration as a key reason for 

staying. This contrasts with prior research (Donaldson, 2009; Kelchtermans, 2017; Tran 

& Smith, 2020), which identified leadership as central to retention. In this study, 

participants primarily cited intrinsic motivations such as personal fulfillment, a sense of 

legacy, and student growth as more influential in their decision to remain. 

Participants also expressed that community involvement was important in 

strengthening school culture. Kendra described, “I love the dynamic of family based 

organizations. Parents do not drop their children off to be entertained by someone else. 

Families come together to meetings. Families come together to the activities.” This 

affirms the findings of Stockard and Lehman (2004) that school culture is influenced not 

only by teachers and administrators but also by community engagement. The literature 

suggested that these relationships were key to maintaining teacher engagement and 

motivation (De Neve & Devos, 2017; Grillo & Kier, 2021; Scott et al., 2022; Stockard & 

Lehman, 2004). However, participants in this study suggested that community 
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involvement supported learning and also modeled collective responsibility, which made 

teaching feel more sustainable. 

Furthermore, the need for professional development that aligned with industry 

standards was another important focus. Teachers recognized that ongoing learning was 

essential to maintain relevance in their teaching practices. Kendra shared, “I am on 

advisory boards for technical colleges and four year schools. I continue to be invested in 

all of it, not just my paycheck.” These experiences highlighted the need for continuous 

professional growth to ensure that CTE teachers remained effective and connected to 

their industry. This supports findings from Grillo and Kier (2021), He et al. (2015), and 

Steinke and Putnam (2007), who found that industry aligned professional development 

supports teacher retention. This study added specificity and showed that relevance also 

meant helping teachers maintain legitimacy and current expertise in their fields.  

Navigating and Shaping the Educational Landscape  

The educational landscape has continuously evolved, and Career and Technical 

Education (CTE) teachers described how they adapted to these shifts. One of the 

challenges they faced was the tension between CTE and four year college pathways. 

Cady noted, “There is still an expectation… that if I want my kid to be successful, they 

need to go to a four year college and that is the correct path.” Despite these societal 

pressures, CTE teachers maintained their commitment to alternative educational 

pathways. While public perception of CTE is often overlooked in the literature, 

participants in this study linked it to their sense of professional legitimacy and morale. 

Teachers also navigated progress despite limitations and balancing the demand for 

CTE programs with limited resources. Dawn emphasized, “We do not have unlimited 
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resources. And also funding and having funding. These challenges can vary though, so 

depending on the specific vocations and resources that are available, there can be 

different difficulties.” This aligns with Steinke and Putnam (2007), who identified 

resource constraints as barriers that limit teacher satisfaction and job effectiveness. While 

prior research focused on budget limitations, participants also linked these constraints to 

reduced creativity and emotional strain. This revealed the internal toll of external 

challenges. Despite these financial and staffing constraints, teachers remained dedicated 

to strengthening their programs and ensuring career readiness for their students. Kendra 

described the demand for CTE programs and explained, “Youth apprenticeships, job 

skills, and adult apprenticeship programs… are now more sought after than ever.” 

However, she also pointed out the staffing shortages that made it difficult to meet this 

demand. She added, “There are not enough of us… for CTE, we are lucky to get a 

handful of qualified applicants.” This supports the findings from Devier (2019), Harris 

and Wakelyn (2007), Karp et al. (2007), Kazis (2005), Office of Postsecondary Education 

(2016), Perkins Collaborative Resource Network (2024), U.S. Department of Education 

(2024), and Wilkin and Nwoke (2011). However, participants in this study reframed the 

shortage as more than a pipeline issue and they viewed the shortage as a consequence of 

neglect. 

Summary 

School culture, resources, and professional development were shown to be factors 

in fostering teacher retention in Career and Technical Education (CTE). Teachers who 

were supported by positive school environments, strong leadership, and community 

involvement were likely to remain in the profession despite the challenges they faced. 
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These teachers demonstrated resilience as they navigated societal pressures, financial 

constraints, and staffing shortages. They found fulfillment in offering alternative 

educational pathways to students. This reaffirms the works of De Neve and Devos 

(2017), Grillo and Kier (2021), Kelchtermans (2017), Scott et al. (2022), and Stockard 

and Lehman (2004). This study deepens these conclusions by showing that retention is 

supported by systems that are personally meaningful and grounded in interpersonal 

connections. While a few participants mentioned administrative support, most did not 

view leadership as a key factor. Instead, participants highlighted intrinsic motivations like 

personal fulfillment, legacy, and student growth as more influential. 

Professional growth opportunities that allowed teachers to stay current with 

industry standards were also important in maintaining their engagement in the profession. 

These findings aligned with existing literature, which highlighted the importance of 

collaborative school cultures, community partnerships, and continuous professional 

development in ensuring teacher retention (De Neve & Devos, 2017; Grillo & Kier, 

2021; He et al., 2015; Kelchtermans, 2017; Mancuso et al., 2010; Scott et al., 2022; Shuls 

& Flores, 2020; Steinke & Putnam, 2007; Stockard & Lehman, 2004). Educators in this 

study emphasized that professional development must be relevant, empowering, and 

grounded in lived experience to influence retention. When PD honored their roles as 

industry experts and mentors, it renewed their commitment. When it did not, it felt 

disconnected and demotivating. These reflections show that effective retention strategies 

must balance emotional intelligence with administrative planning. 

Revisiting the Conceptual Framework 
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In Chapter 1, I introduced a conceptual framework that integrated Herzberg’s 

Motivation-Hygiene theory (1966) with Spillane’s Distributed Leadership theory (2006) 

to explore factors influencing Career and Technical Education (CTE) teacher retention. 

This framework proposed that teacher retention could be understood through the dual 

lenses of motivational (intrinsic) and hygiene (extrinsic) factors. Distributed leadership 

practices were positioned as mechanisms that could address both. 

Motivators, such as achievement, advancement, and opportunities for growth, 

were theorized to contribute to teacher satisfaction and influence retention. Conversely, 

hygiene factors, like administrative support, salary, and working conditions, were 

understood to reduce dissatisfaction, though they did not necessarily enhance motivation. 

The model further assumed that distributed leadership (Spillane, 2006), characterized by 

shared responsibility and interaction among multiple actors within the school community, 

could support teachers through both sets of factors. 

While theoretically sound, this original model offered a relatively static view of 

teacher experiences. It implied a linear relationship between leadership actions and 

teacher retention. Additionally, it did not fully capture the lived, relational, and evolving 

nature of retention decisions revealed through participant narratives. The initial 

framework lacked nuance in describing how school culture, professional identity, and 

partnerships influence a teacher’s commitment to stay. 
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Figure 1 

A Conceptual Model of Career and Technical Education (CTE) Teacher Retention: 

Aligning Motivation-Hygiene Factors with Distributed Leadership Practices 

 

Following data collection and analysis of interviews with 15 veteran CTE 

teachers, it became clear that the original framework required revision. The revised 

conceptual framework centers teacher retention within an ecosystem of three 

interconnected elements: motivational engagement, supportive conditions, and distributed 

leadership practice. Each element contributes to the dynamic process of teacher decision 

making and is mutually reinforcing. This new framing reflects how participants described 

retention decisions as ongoing and shaped by their specific contexts. 
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Figure 2 

A Conceptual Model of Career and Technical Education (CTE) Teacher Retention: The 

Intersection of Motivational Engagement, Supportive Conditions, and Distributed 

Leadership Practice 

 

Motivational engagement, aligned with Herzberg’s motivators, encompasses factors such 

as achievement, work itself, and possibility of growth. These were described by 

participants as intrinsic sources of satisfaction and drove their passion and perseverance 

despite challenges. 

Supportive conditions, grounded in Herzberg’s hygiene factors, include 

supervision, interpersonal relations with peers, subordinates, and superiors, working 

conditions, and personal life. These conditions emerged as important, relational, and 

actively constructed components of the school environment. Participants repeatedly noted 

that their wellbeing and capacity to continue teaching depended on these supports being 

consistent and responsive to changing needs. 
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Distributed leadership practice operates in tandem with motivational and hygiene 

factors to support their alignment. Spillane’s concept of leadership (2006) as a practice 

was evidenced in how teachers described shared decision making, mentorship roles, and 

collaborative partnerships with colleagues, administrators, families, and industry partners. 

Retention was influenced by systems of trust, empowerment, and mutual investment. 

Teachers described leadership as emerging from context specific relationships rather than 

formal titles. This affirms Spillane’s view of leadership as distributed and situational. 

Their reflections also showed that leadership involved both being empowered and 

empowering others. 

This revised model positions CTE teacher retention at the center of a dynamic and 

reciprocal system. It better captures the relational nature of school leadership, the 

emotional and professional investments of educators, and the environmental and cultural 

factors that sustain long term commitment. Teacher retention is not the result of singular 

incentives or isolated leadership acts, but rather the product of an interdependent 

framework where motivation, support, and leadership interact continuously. The revision 

acknowledges that retention in CTE is a fluid process shaped by personal values, 

relationships, and institutional structures. Unlike the original model, this version accounts 

for how teachers actively co-create the conditions that influence their decision to stay. 

This reframed interpretation challenges the notion that motivators and hygiene 

factors function as separate or opposing forces. Instead, it highlights how these elements 

operate in overlapping ways. They shape teacher experiences in fluid and interrelated 

ways. Conditions such as collegial collaboration and administrative recognition were 

described as both satisfying and supportive. This perspective reflects the evolving 
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interplay between satisfaction and support in educators’ professional lives. Similarly, 

leadership was not confined to formal roles. It emerged through relationships rooted in 

trust, shared purpose, and mutual accountability. Teachers portrayed leadership as a 

dynamic and context driven process. Leadership was jointly created through everyday 

interactions. This updated version of the model highlights teacher retention as a 

multifaceted and relational process that is complex and more nuanced. 

Conclusions 

This study investigated the factors influencing veteran Career and Technical 

Education (CTE) teacher retention through the lenses of Herzberg’s Motivation-Hygiene 

theory (1966) and Spillane’s Distributed Leadership theory (2006). Across a diverse 

group of educators, commonalities emerged in how relationships, intrinsic motivation, 

workplace conditions, and shared leadership experiences shaped their sustained 

engagement in the profession. The conclusions below synthesize interview data and 

connect it with relevant literature to outline how teacher retention can be supported 

through comprehensive and systemic efforts. 

Conclusion 1: Sustained Retention is Rooted in Relationships and Professional 

Community 

Participants emphasized the importance of strong relationships with students, 

colleagues, administrators, and industry partners. These connections created a sense of 

belonging that fueled their persistence. Leroy noted, “Our school culture is really, really 

diverse… There is a very strong social support since they helped me in any way I was 

struggling with.” This sense of community aligns with existing literature highlighting 

how collegial relationships and collaboration promote retention (Boyd et al., 2011; De 
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Neve & Devos, 2017; He et al., 2015; Perrachoine, 2008; Rojewski et al., 2008; Shuls & 

Flores, 2020). However, participants in this study did not only describe collegiality in 

terms of workplace cooperation. They highlighted how these relationships extended into 

mentorship, emotional support, and community based collaboration, which provided a 

sense of collective responsibility. Teachers also reported that witnessing student growth 

reinforced their sense of purpose. Isa said, “They are able to bring in their own 

knowledge, ask me questions, and do research,” while Jena shared, “Seeing that every 

child that I made mattered, it keeps me coming back.” These reflections connect with 

Herzberg’s “work itself” motivator, which represents meaningful and fulfilling tasks that 

promote job satisfaction (Herzberg, 1966). 

Conclusion 2: Intrinsic Motivation Reinforces Purpose and Professional Identity 

Intrinsic motivation emerged as a consistent finding. Teachers often viewed their 

work as a calling and were driven by the fulfillment of helping students succeed. Jamil 

explained, “Whatever I am doing, it does not feel like a wasted effort because I see the 

potential in these kids. I see their dreams.” These intrinsic rewards align with Herzberg’s 

motivators of achievement and work itself (Herzberg, 1966), both of which contribute to 

long term satisfaction (Park & Johnson, 2019). This sense of purpose aligns with research 

by Boyd et al. (2011), Scott et al. (2022), and Shuls and Flores (2020), which found that 

teacher retention is linked to the belief that their work makes a lasting difference. 

Teachers in this study expressed that emotional fulfillment was important to their 

decision to stay in the profession. While existing literature often focused on supports such 

as collegiality, professional development, and teacher preparation, it gave less attention to 

the sense of purpose that arose from helping students access real world opportunities. 
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Many CTE educators described staying in the profession because their work visibly 

shaped students’ futures in meaningful ways, such as providing college credits, job 

training, and access to industry certifications. Their professional identity was intertwined 

with the outcomes they helped facilitate. 

Conclusion 3: Supportive Work Conditions Enable Teachers to Endure External 

Pressures 

While intrinsic motivators drove engagement, retention was also sustained by 

positive working conditions, which is one of Herzberg’s hygiene factors. Participants 

shared that supportive administrators, reasonable workloads, and access to professional 

development created environments where they could thrive despite limited resources. 

John noted, “On weekends, I do more relaxing... so there will not be any stress,” which 

illustrated the importance of balancing professional and personal life. These findings are 

supported by research showing that positive school culture, access to learning, and 

emotional support all contribute to retention (Hasselquist & Graves, 2020; Scott et al., 

2022; Steinke & Putnam, 2007). Teachers emphasized that resilience was made possible 

through collaborative environments and growth opportunities. It did not rely solely on 

personal motivation. While much of the existing literature has not fully explored how 

educators respond to systemic pressures, this study presented a different view. 

Participants described challenges, such as limited funding and understaffing, as 

opportunities to expand their roles and professional engagement. These pressures 

deepened educators’ commitment and reinforced the real world relevance of their work in 

Career and Technical Education (CTE) settings. 
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Conclusion 4: Distributed Leadership Promotes Shared Ownership and Professional 

Investment 

Participants described leadership as a shared endeavor, which aligns with 

Spillane’s Distributed Leadership theory (2006). They spoke about joint decision making, 

mentorship, and teacher led initiatives. Cady observed, “I have some departments that we 

work better together than others,” reflecting on the importance of interdepartmental 

teamwork. These experiences align with Spillane’s (2006) model of distributed 

leadership, which centers leadership as a product of interaction rather than position. 

Studies have shown that this kind of leadership strengthens teacher agency and promotes 

commitment (De Neve & Devos, 2017). Participants valued being treated as 

professionals and included in shaping the work culture of their schools. The Career and 

Technical Education (CTE) educator’s experiences further revealed that distributed 

leadership in CTE settings was often informal. Leadership emerged through networks of 

peer support, student mentorship, and community engagement. This broadened the 

meaning of leadership and made it accessible across roles. This strengthened engagement 

through shared ownership rather than hierarchical structure. 

Implications 

This emerging research seeks to fill gaps in the existing literature and carries 

implications for theory, practice, and policy. These implications are explored in what 

follows. 

Implications for Theory 

This study contributes to the theoretical understanding of teacher retention in 

Career and Technical Education (CTE) by applying Herzberg’s Motivation-Hygiene 
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theory (1966) and Spillane’s Distributed Leadership theory (2006). Teachers described 

being intrinsically motivated by personal fulfillment, meaningful student relationships, 

and the satisfaction of seeing student growth. These motivators align with Herzberg’s 

theory, which emphasized achievement and work itself as drivers of job satisfaction. This 

was further supported by Park and Johnson (2019), who found that satisfaction among 

CTE health science teachers was linked to intrinsic factors such as achievement and 

engagement. This echoes participants’ reflections that teaching was a calling rather than 

just a job. 

The importance of collaboration, shared leadership, and a supportive school 

culture also reflected Spillane’s theory of distributed leadership (2006). Participants in 

this study illustrated the theory in practice by emphasizing informal and relational 

leadership over formal structures. This mirrors findings from De Neve and Devos (2017) 

that collegiality and collaborative autonomy support retention. 

These findings suggest both theories are relevant, but they may need to be adapted 

to reflect the unique challenges and contexts of CTE teaching. This study suggests that 

Herzberg’s hygiene factors, such as personal life, supervision, and working conditions, 

function as fluid and relational elements within CTE contexts rather than as fixed 

external conditions. 

Future research should explore how these frameworks interact to support teacher 

engagement, especially since these programs prioritize applied learning and career 

readiness. The layered nature of motivation described by participants, which blends 

identity, community ties, and student transformation, suggests the need for a modified 
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framework that integrates the socioemotional dimensions of leadership and professional 

identity. 

Implications for Practice 

This study presents several practical implications for school leaders, Career and 

Technical Education (CTE) program coordinators, and educators. Teachers consistently 

highlighted the value of support networks. These networks were built through 

relationships with colleagues, students, alumni, administration, families, and industry 

partners. School leaders should create opportunities for collaboration, mentoring, and 

community partnerships to foster a sense of belonging and shared responsibility. 

Building relationships was central to teacher satisfaction and served as a defining 

feature of their professional practice. It involved sustained communication with students, 

trust from leadership, and strategic partnerships with families, alumni, and industry 

professionals. Kendra, for example, described how trust and autonomy from her principal 

empowered her to expand her program and take ownership of its direction, which in turn 

deepened her professional investment. Tisha emphasized how involving employers in 

student projects created shared accountability and helped students see their work as 

meaningful and connected to real world expectations. These practices were viewed as key 

to fostering meaningful relationships and a supportive environment. Teaching 

relationship building should involve more than mentoring or communication training. It 

requires leadership structures that support teacher agency, time for collaboration, and 

models for community integrated instruction. School leaders should foster environments 

where teachers are encouraged and empowered to develop and sustain relationships as a 

core part of their role. 
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Teachers also expressed that personal fulfillment and student success were 

important reasons for their continued dedication. Leaders must help educators maintain a 

balance between professional dedication and personal wellbeing. This echoes findings by 

Hasselquist and Graves (2020), who emphasized that teacher resilience is strengthened 

when schools support both personal and professional wellbeing. Similarly, Kelchtermans 

(2017) found that teachers who feel personally supported and professionally affirmed are 

better able to manage external stress without burning out. This can be supported by 

encouraging reflection, offering flexible scheduling when possible, and promoting 

healthy boundaries. These strategies align with Herzberg’s hygiene factors, such as 

working conditions and personal life. If addressed proactively, they may reduce 

dissatisfaction and help teachers remain focused on their intrinsic motivations. 

However, intrinsic motivation in practice also involved reconnecting with 

students who appeared disconnected as a result of external factors beyond the classroom. 

Teachers described how building a culture of care and demonstrating interest in students’ 

lives fostered renewed engagement. For example, Steve shared that by reaching out to a 

student’s home and offering support, he was able to rebuild trust. Once the student 

realized that someone cared, they began showing up and participating more. This 

suggests that intrinsic motivation, for students and teachers, can be cultivated through 

relationship driven practices and school cultures that prioritize empathy, consistency, and 

connection. Educators can strengthen their own sense of purpose by actively participating 

in environments where care and responsiveness are practiced across the institution rather 

than being isolated efforts. 
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Resilience should also be approached as a systemic outcome rather than an 

individual trait. Participants consistently emphasized that staying in the profession was 

possible through a combination of personal grit and the systemic support provided by 

their schools and communities. Kendra described how dual credit opportunities and 

strong partnerships with local businesses sustained her program and gave her a sense of 

purpose. In addition, Alin remained committed despite funding challenges because she 

had autonomy over her curriculum and relationships with peers. These examples suggest 

that retention is shaped by the presence of meaningful support systems alongside personal 

perseverance. These conditions support professional resilience by reinforcing teacher 

agency, aligning resources with shared goals, and cultivating relational trust. 

Moreover, resilience is strengthened when teachers are connected across 

disciplines. Several participants expressed an interest for closer collaboration between 

CTE and general education departments. Their reflections indicated that isolation 

weakens retention, while interdisciplinary collaboration reinforces a shared investment in 

student growth. Cady described how informal and cross-departmental relationships 

created a sense of belonging and professional alignment that made her teaching 

experience more meaningful. This suggests that policies and practices fostering 

connections across departments, between schools and industries, and among educators 

statewide can provide the foundation for resilient teaching communities. 

Another implication involves professional development. Teachers emphasized the 

importance of ongoing training that is directly connected to industry needs and 

instructional growth. However, professional development must be more than a one size 

fits all solution. It must be targeted, intentional, and responsive to the diverse identities 
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and entry points of CTE educators. For example, professional development should 

distinguish between the needs of those with pedagogical backgrounds, those entering 

from industry with little formal teaching experience, and those seeking to maintain 

content knowledge in their fields. Participants noted that meaningful learning 

opportunities affirmed their professional identity and respected their lived experiences. 

To operationalize this, CTE programs should implement a professional 

development toolkit that includes coaching aligned to instructional goals, mentorship 

opportunities with experienced teachers, professional learning communities organized by 

cluster or background, ongoing industry learning opportunities, and relationship building 

strategies tailored for students, families, and industry partners. This toolkit should also 

offer administrators guidance on how to support adult learners, which include how to 

recognize signs of burnout, differentiate support, and foster trust based leadership. Such 

approaches build instructional capacity while also reinforcing teachers’ sense of 

belonging and professional growth. Drage (2010) supported this and found that targeted 

and accessible professional development can strengthen motivation and improve 

retention among CTE teachers. CTE programs should therefore offer learning 

opportunities that support skill development, certification, and leadership growth across 

the spectrum of teacher identities and experiences. 

Lastly, recognizing the long term impact of teachers can reinforce their 

commitment to the profession. Schools should adopt consistent practices that 

acknowledge educators’ contributions to student learning and career development. These 

formal or informal practices signaled that their work held lasting value. Schools can 

support this by creating consistent practices that acknowledge educators’ impact over 
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time, such as mentorship opportunities, alumni engagement, or recognition of student 

outcomes linked to their instruction. These strategies align with Herzberg’s (1966) 

motivator of achievement and were reflected in participants’ narratives as sustaining 

forces in their careers. When educators feel that their contributions are seen and valued, 

they are more likely to remain engaged, committed, and invested in their work over the 

long term. 

Implications for Policy 

This research highlights several implications for educational policy. Teachers 

noted that access to relevant resources, professional development, and leadership support 

influenced their decision to remain in the field. Policymakers should invest in 

instructional materials, collaborative spaces, and industry aligned professional 

development to strengthen the Career and Technical Education (CTE) workforce. This 

aligns with findings from Drage (2010) that accessible and relevant training tailored to 

CTE teachers’ needs can enhance motivation and improve retention. 

Differences in state priorities also have direct implications for how CTE programs 

are funded and sustained. Participants highlighted variations in access to equipment, 

instructional materials, and community partnerships based on their state or district 

context. In settings like Florida, Georgia, and Oklahoma, teachers described having to 

work around shortages of materials and updated equipment. For example, Alin (GA) and 

Dawn (OK) both identified limited resources as a barrier to instructional quality and Isa 

(FL) noted that lack of supplies made her consider leaving the profession altogether. In 

contrast, teachers in states such as New York, Oregon, and Wisconsin described more 

investments in the CTE infrastructure. Tisha (NY) emphasized the role of business 
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partnerships in sustaining her program, while Cady (OR) and Kendra (WI) referenced 

dual credit opportunities, internships, and access to important tools and machines. These 

examples suggest that state level investment in CTE infrastructure can either strengthen 

or constrain teacher satisfaction and instructional impact. Policymakers should consider 

how budget allocations reflect their commitment to CTE and prioritize funding models 

that ensure all programs have the resources needed to thrive. 

Participants also identified staffing shortages as an important issue. Expanding 

alternative certification pathways for professionals with industry experience could help 

address these shortages. Zirkle et al. (2019) documented a growing trend of alternatively 

certified CTE teachers with collegiate experience and further education backgrounds 

entering the field. This suggests that such pathways are a practical strategy for 

strengthening the workforce. In addition, offering retention bonuses, loan forgiveness, 

and leadership pathways can encourage long term commitment among CTE teachers. 

Participants described a disconnect between the value of CTE and traditional 

college pathways. Policymakers should formally recognize the role of CTE in supporting 

college and career readiness. This aligns with Connet’s (2021) findings that CTE, through 

its focus on applied learning and real world instruction, plays an important role in 

preparing students for workforce demands and postsecondary success. This includes 

expanding access to dual enrollment programs, industry credentials, and work based 

learning experiences. Participants’ narratives reinforced Claflin et al.’s (2019) findings 

that CTE teachers are uniquely positioned to support students’ career readiness through 

experiential learning. 
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These policy measures would help address teacher retention while also improving 

educational outcomes for students pursuing technical careers. Ultimately, the findings 

support a policy shift toward valuing CTE as a valuable component of public education. 

Limitations 

This study had several limitations. First, the research was limited to the 

experiences of a select group of veteran Career and Technical Education (CTE) teachers 

who participated in individual interviews. Although the participants varied in content 

area, geographic location, and years of experience, their perspectives may not represent 

all CTE teachers across different regions, disciplines, or school systems. The sample size 

was appropriate for a qualitative study, but it restricts the generalizability of the findings. 

Additionally, the participants self-selected into the study. This may have introduced bias, 

as those who agreed to participate may have had more positive experiences or stronger 

professional commitments than those who declined. 

The study was also limited by the structure of the interview protocol. While the 

interviews provided meaningful insights, they did not address every possible factor that 

may influence teacher retention. For example, although financial pressures and 

administrative challenges were mentioned, they were not explored in detail. This was due 

to the study’s focus on motivation. As a result, the findings reflect the themes most 

relevant to the interview questions rather than a full picture of all possible influences. 

Another limitation involves the use of self-reported data. Participants shared 

personal reflections that may have been affected by memory, interpretation, or a desire to 

present themselves positively. Although confidentiality was maintained to encourage 
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honest responses, this self-reported data is subject to bias and may not always reflect 

objective reality. 

Finally, the study did not use formal tools to measure leadership effectiveness or 

school climate. Teachers described leadership and professional relationships through 

anecdotal examples, but no standardized assessments or surveys were used to support 

these claims. Future research could include mixed methods designs or longitudinal 

studies to investigate these factors in greater depth and with greater reliability. 

Opportunities for Future Research 

This study revealed several important findings and implications for theory, 

practice, and policy related to Career and Technical Education (CTE) teacher retention. 

While it focused on the lived experiences of veteran CTE teachers, there are multiple 

opportunities for future research that could expand and deepen understanding of this 

topic. 

Investigate the Relationship Between Leadership Styles and Teacher Retention in 

Career and Technical Education (CTE) 

Future research could explore the connection between leadership styles and 

Career and Technical Education (CTE) teacher retention. Participants described the 

importance of school culture and administrative support. However, they were not directly 

asked to identify or describe specific leadership characteristics. A study focused on how 

leadership approaches, such as situational or authentic leadership, influence teacher 

motivation and retention may provide useful insights. 

Participants emphasized conditions such as autonomy, moral purpose, and feeling 

valued as important to their retention, which points to the role of empowering leadership 
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in sustaining their commitment. This approach prioritizes trust, shared decision making, 

and a commitment to supporting teachers as professionals. For example, leaders who 

empower educators to make instructional and programmatic decisions strengthen teacher 

agency and foster environments of collaboration and mutual respect. Kendra described 

being trusted by her principal to expand and innovate, while Leroy highlighted how their 

school leader fostered a climate where teachers felt safe bringing forward concerns. 

Future research should examine how such leadership styles support teacher 

identity and reduce burnout. Investigating how these leadership models operate across 

different school contexts and teacher profiles, such as novice versus veteran educators or 

those with industry experience versus formal pedagogical training, could provide insights 

for developing retention strategies. 

Include Administrators, New Teachers, and Industry Partners as Participants 

Expanding the participant pool in future studies could offer a more 

comprehensive perspective on the Career and Technical Education (CTE) teaching 

environment. Including administrators, novice CTE teachers, and industry partners would 

help capture the full range of experiences and influences. This broader view could 

uncover new insights into the support systems and challenges that impact retention. 

School leaders played a role in shaping the elements participants identified as 

important to their retention, such as trust, autonomy, professional respect, and a culture of 

care, even if participants did not mention them explicitly. For example, Leroy described 

how a culture of social support among colleagues helped them navigate a personal health 

challenge and reinforced their sense of belonging in the school community. When school 
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leaders foster these conditions, they create environments where teachers feel supported, 

valued, and more likely to stay. 

Incorporating novice CTE teachers into future research may also reveal different 

experiences and challenges faced during the early years of teaching. Several participants 

reflected on how their retention was shaped by early professional support. For example, 

Michele highlighted the importance of mentorship and community connection as valuable 

to her persistence in the profession. 

Including industry partners who often collaborate with CTE programs to provide 

internships, mentorships, and curriculum guidance can deepen the understanding of how 

external relationships influence program success and teacher engagement. Industry 

partners may offer insight into how partnerships are built and sustained and how these 

relationships shape teacher identity, motivation, and professional satisfaction. By 

engaging a broader spectrum of stakeholders, future research can better capture the 

network of relationships and structures that support and sustain CTE teachers. 

Examine the Role of Work Life Balance and Burnout Prevention 

Several participants emphasized the importance of personal wellbeing and 

managing stress. Future research could investigate how Career and Technical Education 

(CTE) teachers achieve work life balance and what strategies are effective in preventing 

burnout. A longitudinal study could examine how these efforts affect long term 

commitment to the profession. 

Study the Impact of Professional Development and Career Advancement Opportunities 

Ongoing training and opportunities for leadership development were cited as 

important factors in retention. Future research could analyze which professional 
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development models are most effective for Career and Technical Education (CTE) 

teachers. Studies could also examine how career advancement opportunities influence 

teacher satisfaction and their decision to stay in the profession. 

Explore the Effects of Industry Collaboration on Teacher Motivation and Program 

Success 

Participants frequently mentioned the value of partnerships with industry and 

community organizations. Future research could explore how the strength and quality of 

these collaborations affect teacher motivation, curriculum relevance, and student 

achievement. Findings could inform how schools structure and sustain effective industry 

relationships. 

Analyze Geographic and Program Specific Variability in Retention 

Career and Technical Education (CTE) programs differ based on geographic 

location, content area, and available resources. Future studies could compare teacher 

experiences across rural, suburban, and urban settings. Research could also examine 

differences among program types, such as construction versus healthcare and human 

services, to identify tailored retention strategies. 

Findings from this study suggest that teacher background and context play a role 

in shaping professional experiences and retention. While demographics were not the 

primary focus, participants’ narratives revealed how factors like race, gender, upbringing, 

and career stage contributed to retention. 

For example, Kendra, with 26 years of experience, attributed her long term 

commitment in the profession to administrative trust and the autonomy she was granted. 

In contrast, Leroy, with 13 years of experience, emphasized the importance of relational 



 
 

 167 

leadership. They described their principal as someone teachers could approach with any 

concern. While both educators felt supported, their experiences reflect how leadership 

can meet different teacher needs based on years of experience. 

Similarly, Jena, an agricultural educator, connected her career choice to her 

upbringing on a family farm. Her pathway into teaching was shaped by personal 

experience and a connection to the content area. John, a plumbing teacher, also brought 

his lived experience to the role. He transitioned from a career in plumbing and was 

motivated by a desire to share technical knowledge and honor his father’s legacy as a 

plumber. Both Jena and John entered the profession with content area identities. Their 

stories underscore the importance of understanding how personal history informs 

professional purpose. 

School type also played a role in shaping participants’ experiences. Alin taught in 

a dedicated CTE school where all students participated in CTE programs. She described a 

strong sense of community and support, particularly during a personal health challenge. 

In contrast, Isa worked in a comprehensive academic high school where students were 

able to participate in CTE programs. Despite facing limited resources, she remained 

committed to her students. These contrasting experiences suggest that the positioning of 

CTE within a school can influence teachers’ sense of connection, access to support, and 

long term resilience. 

Taken together, these examples highlight the interplay between years of 

experience, upbringing, professional background, and institutional context. Future 

research should explore how these intersecting variables shape long term engagement in 

CTE teaching across different school models, content areas, and communities. 
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Investigate the Effects of CTE Policy Shifts on Teacher Satisfaction and Stability 

Career and Technical Education (CTE) programs are shaped by evolving labor 

demands and education policies. Future research could assess how changes in 

credentialing, curriculum, or funding influence teacher satisfaction and stability. Studies 

in this area could offer valuable guidance for policymakers and district leaders seeking to 

improve retention through systemic change. 

Summary 

Career and Technical Education (CTE) continues to face a persistent shortage of 

qualified teachers across the United States. This qualitative study investigated the factors 

that influence veteran CTE teacher retention by examining their lived experiences 

through the frameworks of Herzberg’s Motivation-Hygiene theory (1966) and Spillane’s 

Distributed Leadership theory (2006). Drawing on interviews with 15 veteran educators 

from 13 states, the study sought to understand the factors that shape teachers’ decisions to 

remain in the profession. The study explored the following research questions: 

● What factors shape the retention decisions of veteran CTE teachers? 

● What intrinsic aspects influence their decision to stay in the profession? 

● What conditions contribute to their retention? 

This study identified three themes that explain the factors contributing to CTE 

teacher retention: (a) relationships with students, colleagues, and community partners 

were central to fostering belonging, collaboration, and a shared sense of purpose; (b) 

teachers were sustained by a sense of personal fulfillment, commitment to student 

success, and a balance between professional growth and personal wellbeing; and (c) 

retention was supported by positive school culture, strong leadership, and access to 
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ongoing professional development despite systemic challenges. These findings reflect the 

lived experiences of veteran educators and show that retention is shaped by both 

emotional engagement and institutional support. 

Despite participants coming from different geographic regions, content areas, and 

stages of their careers, they shared a unified understanding of what kept them in the 

classroom. Teachers consistently pointed to meaningful relationships with students, 

colleagues, and industry partners as sources of purpose and motivation. They found 

fulfillment in watching students grow and apply real world skills. Many described 

teaching as a calling. Their sense of identity was tied to their work. Although they 

acknowledged the challenges of limited resources and societal pressure favoring 

traditional academic paths, their resilience was supported by collaborative environments 

and strong leadership. Opportunities for continued professional development also played 

a role. Participants viewed shared leadership, mentorship, and autonomy as valuable to 

their long term commitment. 

These findings have several implications for theory, practice, and policy. The 

study affirms Herzberg’s claim (1966) that intrinsic motivators like achievement and 

work itself are important to job satisfaction. It also shows that Spillane’s model of 

distributed leadership (2006) fosters a culture of shared ownership and professional 

investment. For practice, the findings suggest that school leaders should prioritize 

collaborative school cultures and flexible working conditions. They should also provide 

industry aligned training opportunities to retain teachers. From a policy perspective, 

investing in CTE infrastructure, expanding certification pathways, and recognizing the 

societal value of CTE programs are valuable steps to address the retention concern. 
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Ultimately, this study underscores the importance of viewing teacher retention not as a 

static outcome but as an evolving process shaped by relationships, purpose, and systemic 

support.  
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Appendices 

Appendix A: Interview Protocol (Current) 

Introduction: Thank you for taking time out of your busy schedule to participate in this 
interview. I appreciate that you reviewed the informed consent form and completed the  
demographic survey prior to this  conversation. I want to let you know that I will be 
recording this for research purposes, but any  information that you share during this 
interview will be kept private and confidential. I will  delete this recording after the 
interview is transcribed.   
 
I ask that, during the interview, you refrain from using specific names of individuals or 
places to  prevent inadvertent disclosure. If possible, I also request that you complete this 
interview in a  quiet and private space. Please remember that you have the right to stop 
this conversation or take a  break at any time. Do you have any questions before we get 
started? 
 

1. Walk me through what your current role looks like on a typical day. 
2. I’d love to hear about your journey into becoming a CTE teacher. What led you 

down that path? 
a. What sparked your interest in Career and Technical Education? 
b. Have you always wanted to be an educator? Were in the field and 

switched to education? 
3. Give me an example of what you love most about teaching. 

a. What part of your daily routine or teaching responsibilities brings you the 
most joy? 

b. What’s one thing about teaching that you look forward to every day? 
4. What’s one part of your job that really stands out as your favorite? 

a. What’s the part of your day that you look forward to the most? 
b. Is there a specific moment or part of your day that makes you love what 

you do? 
5. What’s a moment or experience that really confirmed for you that teaching was 

the right career choice? 
a. Was there a specific student or class moment, mentor, administrator, etc. 

that reminded you why you love teaching? 
6. If you ever decided to leave teaching, what would you miss most about it? 

a. If you could only keep one aspect of teaching, what would it be? 
b. What’s something about teaching that you think would be hard to give up? 
c. What is a part of your day that you’d really miss if you weren’t in the 

classroom? 
7. What’s something that keeps you coming back to the classroom year after year? 
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a. What’s something about teaching that you think makes it worthwhile? 
b. What’s one thing in teaching that keeps you grounded and committed? 

8. Think back to a day at school. What’s something that happened that reminded you 
why you love teaching? 

a. What’s a moment or interaction that tends to brighten your day? 
9. Tell me what you appreciate most about your school culture. 

a. What values or practices within your school community do you feel most 
aligned with? 

10. How do you feel about the support you receive from the local community, 
parents, or organizations? 

a. Is there a type of support from the school or community that makes a 
difference for you? 

b. What’s one thing parents or local organizations do that makes you feel 
appreciated as a teacher? 

c. What kind of support from the school or local groups do you value most 
on a daily basis? 

11. Give me an instance of a meaningful experience you’ve had with your school 
principal that influenced your choice to stay. 

a. What’s one interaction with your principal that made an impact on you? 
b. What’s a moment with your principal that really stood out to you? 

12. What part of your job do you find yourself enjoying the most? 
a. What’s the part of your day that you look forward to the most? 
b. Is there a specific moment or part of your day that makes you love what 

you do? 
13. If you had to leave teaching, what’s the one thing you'd miss the most about it? 

a. If you could only keep one aspect of teaching, what would it be? 
b. What’s something about teaching that you think would be hard to give up? 
c. What is a part of your day that you’d really miss if you weren’t in the 

classroom? 
14. When you think about teaching, what's the main thing that makes it worth it for 

you? 
a. What’s something about teaching that you think makes it worthwhile? 
b. What’s one thing in teaching that keeps you grounded and committed? 

15. Looking back, what advice would you give to yourself when you first started 
teaching? 

a. What’s something you wish you had known when you first stepped into 
the classroom? 

16. As you think about the future of CTE education, what do you see as the biggest 
challenges or opportunities for CTE teachers? 
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a. What do you think are the biggest challenges CTE teachers might face in 
the coming years? 

b. What changes in the job market do you think could create new 
opportunities for CTE programs and teachers? 

17. How has your perspective on teaching changed since you first started? 
a. How do you think your view of teaching has shifted since you first 

started? 
b. What’s one insight about teaching that you wish you could share with your 

first year self? 
18. Thank you for sharing your experiences with me so openly. I sincerely appreciate 

your  willingness to engage in this conversation. Since this discussion has likely 
brought up  many different emotions, I’d like to end on a more positive note. 
When you think about your career, what do you hope to achieve or accomplish as 
a teacher? 

a. What’s a particular impact you hope to make on your students or your 
school community? 

b. What’s one legacy you hope to leave behind as an educator? 
 
Scripted Ending: Thank you again for your time and willingness to engage in such an 
honest and open conversation. I am passionate about this research because it will 
contribute to knowledge that can inform interventions at federal, state, and local levels to 
potentially help policymakers create more effective support systems and provide 
guidance for administrators in implementing supportive practices. Now, your life 
experiences will contribute to the body of knowledge on this  topic, and I am sincerely 
grateful. Do you have any questions for me before we wrap up? … Great. I will be in 
touch within seven business days with a copy of the transcript of this interview for your 
review. Thank you again for your willingness to participate! 
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Appendix B: Interview Protocol (Former) 

1. Tell me about your journey to becoming a CTE teacher. What motivated you to 
pursue this career path? 

a. Considered a warmup question 
b. Asks about the CTE teacher 

2. What factors have made you stay in the profession thus far? 
a. Directly relates to the motivation (achievement, advancement and growth, 

recognition work itself, etc.) and hygiene (company policy, relationship 
with peers, relationship with boss, salary, supervision, work environment, 
etc.) factors 

3. Have you had any challenges in your profession? … If so, what specific 
challenges have you encountered as a CTE teacher? … How did you get through 
it? 

a. Can relate to potential RQ 2 (How do CTE teachers make meaning of 
administrative support in their work?) 

b. May elicit responses regarding company policy, relationship with boss, 
relationship with peers (ex: sharing a room [which is sometimes 
problematic in CTE classrooms because there can be thousands of dollars 
of equipment], salary) 

4. What are some of the support systems you have had that have made you stay in 
the profession? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) and potential 
RQ 2 (How do CTE teachers make meaning of administrative support in 
their work?) 

b. May elicit responses regarding advancement and growth, recognition, 
relationship with boss/peers, work environment 

5. What are some of the career advantages/employee benefits that have made you 
stay in the profession? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) 

b. May elicit responses regarding company policy (union, health benefits, 
time off), recognition, salary, work environment (prep periods, students 
who can enter into CTE, class sizes [because they’re legally mandated to 
be smaller than academic cap sizes]) 

6. Can you describe a moment or experience in your life that significantly impacted 
your decision to continue teaching despite any challenges you may have faced? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) and RQ 2 (In 
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what ways does leadership impact a Career and Technical Education 
(CTE) teacher’s decision to stay?) 

b. May elicit responses regarding advancement and growth, company policy 
(union, health benefits, time off), relationship with boss (advocacy, 
recognition/awards), and relationship with peers (advocacy, recognition), 
work environment 

7. How have your personal experiences, both within and outside of the teaching 
profession, influenced your motivation to persist in your role as a CTE teacher? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) 

b. May elicit responses regarding company policy (union fought for them, 
health benefits when had a health issue, time off to be with family), 
relationship with boss (advocacy, recognition/awards, support with lateral 
positions), relationship with peers (advocacy, new friendships, 
recognition), salary, work environment, work itself 

8. Can you discuss any strategies or practices you employ to sustain your 
motivation, particularly during times of stress or adversity in your teaching role? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) and RQ 2 (In 
what ways does leadership impact a Career and Technical Education 
(CTE) teacher’s decision to stay?) and potential RQ 2 (How do CTE 
teachers make meaning of administrative support in their work?) 

b. May elicit responses regarding relationship with peers (advocacy, new 
friendships) 

9. Can you discuss any goals or aspirations that you have set for yourself as a 
veteran CTE teacher? How do these goals contribute to your motivation and 
persistence in your role? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) 

b. May elicit responses regarding recognition, relationship with peers 
(advocacy, new friendships, recognition), salary 

10. Looking back, what advice would you give to yourself when you first started 
teaching? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) and RQ 2 (In 
what ways does leadership impact a Career and Technical Education 
(CTE) teacher’s decision to stay?) 

b. May elicit responses regarding advancement and growth, relationship with 
boss/peers (professional boundaries), salary (applying for salary 
differentials earlier, enrolling in 403b/401k accounts sooner), work itself 
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11. Looking ahead, what do you envision as potential future challenges or 
opportunities for maintaining motivation among CTE teachers? How do you plan 
to address them? 

a. Can relate to RQ 1 (What motivates veteran Career and Technical 
Education (CTE) teachers to remain in their teaching roles?) and RQ 2 (In 
what ways does leadership impact a Career and Technical Education 
(CTE) teacher’s decision to stay?) and potential RQ 2 (How do CTE 
teachers make meaning of administrative support in their work?) 

b. May elicit responses regarding advancement and growth, company policy, 
relationship with boss/peers, salary, work environment, work itself  
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Appendix C: General Recruitment Posting 

Hello everyone! My name is Amanda Deebrah, and I am a Career and Technical 
Education (CTE) teacher in New York City and a doctoral candidate in Educational 
Leadership and Administration at George Washington University.  
 
If you’re a CTE teacher with at least five years of experience, I’d love to invite you to 
take part in my research study for my dissertation! I’m looking into why veteran CTE 
teachers choose to stay in the field and I’m especially interested in hearing about the 
factors that influence your decision to remain in the profession. 
 
I’d like to invite you to a 60-minute interview, which you can schedule at a time that 
works best for you in January or February 2025. The interview will be conducted 
virtually via Microsoft Teams or in person, depending on your preference. As a thank you 
for your time and contribution, I’ll provide you with a $25 gift card. 
 
If this sounds like something you’d be interested in and you’d like to share your story, 
please reach out to me at adeebrah@gwu.edu. I look forward to hearing from you and 
hopefully working with you on this important project! 
 
Thank you for considering this opportunity!  
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Appendix D: Invitation to Interested Participants 

Thank you so much for showing interest in participating in my dissertation study! This 
research is focused on understanding why veteran Career and Technical Education (CTE) 
teachers decide to stay in the field. Specifically, it looks at the factors that influence their 
decisions to remain in the profession over time. 
 
To get started, you’ll first complete a quick demographic survey. If you meet the criteria 
for the study, I’ll invite you to participate in a 60 minute interview. Your privacy is really 
important, so all of your information will be kept confidential. If you don’t meet the 
criteria, your survey responses will be deleted immediately. The interview will be 
recorded, and I’ll send you a transcript within seven business days for your review. 
You’ll have the chance to make any changes or corrections to it. You must make any 
changes or corrections to the transcript within seven business days of receipt or inform 
me within that timeframe of when the changes will be completed. All of your interview 
data will be stored securely. 
 
The total time commitment for this study is about 2 hours. As a thank you for your time 
and contribution, you’ll receive a $25 gift card. 
 
After reading through this information, please let me know if you’d like to move forward 
with the interview. I completely understand if the topic feels personal or sensitive. Taking 
part is completely voluntary and you can decide to withdraw from the study at any time. 
Your employment will not be impacted in any way if you choose to or not to take part in 
this study. You are one of approximately 15 people taking part in this study at the George 
Washington University’s School of Education and Human Development. We request that 
you provide us with a personal email address for communication instead of using a work 
email to help ensure privacy and confidentiality. You must be at least 18 years old to take 
part in this study. If you withdraw from the study at any point in time, any demographic 
data, recordings, and transcripts will be immediately destroyed and will not be included 
in the data analysis of this research study. 
 
If you’re still interested, here are a few time slots I’m available between [date] and [date]. 
Please reply with your availability, or if a different time works better for you, just let me 
know, and I’ll do my best to accommodate. The interview will be virtual, but if you're 
based in New York City, we can meet in person if you’d like. Let me know your 
preference and I’ll send you the meeting details. 
 
Thanks again for considering participating! I look forward to hearing from you soon.  
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Appendix E: Demographic Survey 

Please answer the following questions. By completing this survey, you are indicating 
your willingness to participate in this study. The responses will allow us to see if you fit 
the appropriate criteria for this study. All information is confidential and will not be 
shared. 
 
If you have any questions regarding this study, please contact the student investigator, 
Amanda Deebrah, at 347-839-5143 or adeebrah@gwu.edu 
 
First and Last Name: _____________________________________________________ 
 
Pseudonym (name used for referencing quotes in the results/findings section): 
__________ 
 
Pseudonym (2) (if your other is taken by another participant): __________________ 
 
Personal Email Address: __________________________________________________  
 
Gender: 
____ Male       ____ Female      ____ Nonbinary       ____ Prefer not to say      ____ Other 
 
Age: 
____ 23-29       ____ 30-39      ____ 40-49       ____ 50-59      ____ 60-69      ____ 70-79 
 
Race: 
____ American Indian or Alaskan Native      ____ Hispanic 
____ Asian/Pacific Islander      ____ White/Caucasian 
____ Black or African American      ____ Multiple 
 
CTE Cluster Area (Select all that apply): 
____ Agriculture, Food, and Natural Resources    ____ Human Services 
____ Architecture and Construction          ____ Information Technology 
____ Arts, A/V Technology, and Communications   ____ Law, Public Safety, Corrections, and 
Security 
____ Business Management and Administration   ____ Manufacturing 
____ Education and Training             ____ Marketing 
____ Government and Public Administration        ____ Science, Technology, Engineering, and Mathematics (STEM) 

____ Health Science              ____ Transportation, Distribution, and Logistics 
____ Hospitality and Tourism 
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What is your bachelor’s in (ex: bachelor of science in business administration)?: ______ 
 
What is your master’s in (ex: master of arts in history)?: _______________________ 
 
Current Position/Title (if you have more than one, please list the others as well): _______ 
 
Name of School: _________________________________________________________ 
 
District of School: ________________________________________________________ 
 
State of School: __________________________________________________________ 
 
Grade Level of School You Work In: 
____ 7-8             ____ 7-12             ____ 9-12 
 
Type of School You Work In:  
____ Public        ____ Private 
 
Type of School You Work In: 
____ Academic/comprehensive school with some (1-49%) students participating in CTE programs 
____ Academic/comprehensive school with most (50-99%) students participating in CTE programs 
____ All (100%) students participating in CTE programs 
 
Number of Years as a CTE Teacher: ________________________________________ 
 
Number of Years of Experience in Education: ________________________________ 
 
Did not require a response: 
Subject Area Your Principal Taught In (Leave blank if you don’t know): ____________ 
 
Subject Area Your Assistant/Vice Principal Taught In (Leave blank if you don’t know): ___ 
 
Subject Area Your Supervisor (If not the assistant/vice principal) Taught In (Leave blank if 
you don’t know): _______________________________________________________________  
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Appendix F: Informed Consent Form 

Consent Form for Research 
 
Study Title: Teaching with Purpose: Factors Impacting Career and Technical Education 
(CTE) Teacher Retention 
IRB Number: NCR246175 
Principal Investigator: Dr. Christine Nganga  
Student Investigator: Amanda Deebrah 
 
Invitation to be Part of a Research Study 
You are invited to be a part of a research study. This consent form will help you choose 
whether or not to participate in the study. Feel free to ask for clarification if anything is 
unclear in this consent form. 
 
Key Information 
You are invited to participate in a research study under the direction of Dr. Christine 
Nganga of the Department of Educational Leadership and Administration, George 
Washington University  (GWU). Taking part in this research is entirely voluntary. 
Further information regarding this study may be obtained by contacting the student 
investigator Amanda Deebrah at adeebrah@gwu.edu or 347-839-5143. 
 
Purpose of Study 
The purpose of this study is to explore why veteran Career and Technical Education 
(CTE) teachers in the United States choose to stay in the profession. 
 
Introduction 
Participation in this research involves a demographic survey, one 60 minute interview, 
and approval of your transcription. The reasons you might choose to volunteer for this 
study include an opportunity to share why you stay in this profession. Ultimately, by 
identifying factors that motivate Career and Technical Education (CTE) teachers to stay, 
this research can inform interventions at federal, state, and local levels to potentially help 
policymakers create more effective support systems. A reason you might not choose to 
volunteer for this study includes the potential of experiencing emotions or trauma when 
answering questions and having concerns about the privacy and confidentiality of the 
information you will share in the interview. 
 
You are being asked if you want to take part in this study because you are a CTE teacher 
in the United States with at least five years of teaching experience. Please read this form 
and ask any questions that will help you decide if you want to be in the study. Taking part 
is completely voluntary and you can decide to withdraw from the study at any time. Your 
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employment will not be impacted in any way if you choose to or not to take part in this 
study. You are one of approximately 15 people taking part in this study at the George 
Washington University’s School of Education and Human Development. We request that 
you provide us with a personal email address for communication instead of using a work 
email to help ensure privacy and confidentiality. You must be at least 18 years old to take 
part in this study. If you withdraw from the study at any point in time, any demographic 
data, recordings, and transcripts will be immediately destroyed and will not be included 
in the data analysis of this research study. 
 
Procedures 
The total amount of time you will spend in this study is about two hours. Should you 
choose to take part in this research, you will: 

● Read the informed consent form 
● Complete the demographic survey (10 minutes) 
● Participate in one 60 minute interview (virtually or in-person) 
● Review your transcription and provide consent (10-30 minutes) 

 
Risks and Confidentiality 
The study has the following risks: 

● The potential of experiencing emotions or trauma when answering questions 
● A chance that someone not on the research team could find out that you took part 

in the study or somehow connect your name with the information we collect about 
you 

● If results of this research study are reported in published journals, presentations, 
or at scientific meetings, your pseudonym will be used, and the researchers will 
not include any information that will make it possible to identify you 

 
The following steps are being taken to reduce risks:  

● The audio recordings, transcripts, and demographic survey will be not labeled 
with personal identifiers 

● All files will be encrypted and protected by a password protected computer 
● Interviews and data analysis will be conducted in a private and secure space 
● All audio recordings will be deleted after transcripts are complete and verified by 

the participant and all transcripts will be deleted at the conclusion of this study 
 
Compensation 
You will receive a $25 gift card to compensate you for your time and contribution. 
 
Questions or Concerns  
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For questions regarding the research, please contact the student investigator, Amanda 
Deebrah, at 347-839-5143 or adeebrah@gwu.edu 
 
For questions regarding your rights as a participant in human research, please contact the 
George Washington University (GWU) Office of Human Research at 202-994-2715 or 
ohrirb@gwu.edu 
 
If you proceed with the interview, your consent will be implied.  
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Appendix G: George Washington University’s Institutional Review Board Approval 
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Appendix H: Codebook 

Name Description Files References 

Collaborative 
Culture 

Evolution towards a more collaborative 
school environment 

15 53 

Community 
Support 
Systems 

Various organizations supporting the 
school’s mission 

10 31 

Workforce 
Preparation 

Focus on preparing students for career 
success and industry demands 

9 31 

Classroom 
Interactions 

Personal connections and interactions in 
teaching 

8 27 

Student 
Growth and 
Achievement 

The satisfaction derived from student 
learning and development 

7 26 

Passion for 
Teaching 

Personal connection and love for teaching as 
a profession 

9 23 

Student 
Success Focus 

Commitment to student achievement and 
career development 

9 23 

Teaching 
Environment 

The dynamic and interactive atmosphere of 
the classroom setting 

6 22 

CTE 
Challenges 

Current obstacles faced in CTE 7 20 

Professional 
Growth 

Personal growth and development as an 
educator 

6 19 

Professional 
Purpose 

Sense of commitment to teaching and 
making a difference 

8 18 

Institutional 
Support 
Challenges 

Experiences with limited support and 
resource constraints 

8 14 

Professional 
Development 

Continuous learning and growth in the 
teaching profession 

3 14 

Program 
Innovation 

Development and enhancement of CTE 
programs 

4 12 
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Name Description Files References 

Career 
Transition 
Motivation 

Reasons for transitioning from industry to 
teaching 

4 11 

Cultural 
Diversity 

The role and importance of cultural 
awareness and inclusivity in education 

5 10 

Student-
Teacher 
Relationships 

Long lasting connections and impact on 
students’ lives 

3 9 

Legacy and 
Impact 

Desired lasting influence on students and 
school community 

2 7 

Work-Life 
Balance 

Managing teaching responsibilities with 
personal time and family 

3 6 

Industry 
Experience 
Transfer 

Motivation to share professional experience 
with students 

2 6 

Administrative 
Challenges 

Difficult experiences with school leadership 
and their impact 

1 6 

CTE Value and 
Growth 

The importance and expansion of CTE 3 5 
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Appendix I. Research Questions, Themes, Subthemes, Categories, and Codes 

Research 
Question 

Theme Subtheme Category Code 

RQ1: 
What factors 

shape the 
retention 

decisions of 
veteran CTE 

teachers? 
 

Building 
Success 
Through 

Partnerships 
and Learning 

Unified Efforts 
for Student 

Achievement 
and 

Collaborative 
Growth 

Collective 
Empowerment 

Collaborative Culture 

Community Support 
Systems 

Student Development 

Student Growth and 
Achievement 

Student Success Focus 

Skills 
Development 
and Student 
Connections 

Classroom Experience 

Classroom Interactions 

Workforce Preparation 

Educational 
Commitment 

Professional Purpose 

Program Innovation 

RQ2: 
What intrinsic 
aspects shape 
the decision to 

stay in the 
profession? 

 

 
Fostering 

Student and 
Educator 
Success 
Through 

Commitment, 
Progress, and 

Teamwork 

Balancing 
Purpose, 

Relationships, 
Advancement, 
and Dedication 

in the 
Educator’s 

Journey 

Empowered Educators 
Professional Growth 

Professional Purpose 

Teaching Experience 

Classroom Interactions 

Passion for Teaching  

Integrating 
Commitment, 
Improvement, 

and 
Community 
for Student 

Success 

Student Growth and 
Achievement  

Workforce Preparation  

Work-Life Balance  

Educational 
Environment 

Community Support 
Systems  

Student Success Focus  

Student-Teacher 
Relationships  

RQ3: 
What 

conditions 

 Exploring 
Transitions, 
Challenges, 

Strengthening 
School Culture 

Through 

Collaborative 
Partnerships 

Collaborative Culture  

Community Support 
Systems  
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contribute to 
retention? 

 

and Support 
for Education 

Synergy, 
Evolution, and 

Balance 
Professional 
Development 

Professional 
Development 

 
Work-Life Balance 

Navigating 
and Shaping 

the 
Educational 
Landscape 

Advancement Amidst 
Constraints 

Institutional Support 
Challenges  

Program Innovation  

Embracing Change in 
Educator Pathways 

Career Transition 
Motivation  

CTE Challenges  

Legacy and Impact  
 
 
 
 


