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Executive summary 

Teacher retention has been a persistent challenge internationally and in England. Failure to recruit and 

retain qualified teachers may result in teacher shortage that has a negative effect on student learning. This 

issue is exacerbated in challenging schools with high proportions of disadvantaged students. Addressing 

this issue requires the collective efforts of policy and practice, well informed by a systematic, in-depth 

understanding of the robust research evidence base. The organisational characteristics, such as 

leadership, culture, climate, and structure, are critical in influencing teacher retention. However, we lacked 

a systematic exploration of the extant evidence base on these characteristics to enable such an 

understanding. We conducted a rapid review of the evidence base to identify the characteristics of school 

leadership, culture, climate, and structure that potentially support teacher retention.  

This rapid evidence assessment shortlisted and appraised 399 relevant research outputs, published 

between January 2000 and May 2023. This total number of 399 outputs comprises 387 outputs of empirical 

research and 12 of previous reviews. These 387 outputs are based on analyses of the data collected in 

more than 60 countries. The key, substantive findings, presented in the current report, are mainly based on 

a synthesis of 89 empirical research publications that meet this review’s quality assessment. Collectively 

these 89 publications form the core evidence base, which the current report draws on.  

The evidence base highlights three interrelated leadership approaches and their associated practices to 

support teacher retention: (i) prioritising teacher development; (ii) building relational trust; and (iii) improving 

working conditions. The review also underscores four prominent characteristics of school culture, climate, 

and structure that promote collegiality, positive school discipline, intellectual stimulation, and equity in 

workload arrangements and support distribution.  

The current report, based on this evidence base, calls for concerted efforts to support quality professional 

development for school leaders to enact those potential leadership approaches and practices and to 

creatively contextualise configurations of workload in their schools, to motivate and retain teachers. It 

recommends robust design and delivery of longitudinal and experimental studies to measure impacts of 

these efforts to inform timely actions.  
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Rationale for the review 

Teacher retention has been a persistent challenge (European Union, 2013; Sutcher et al., 2016; See et al., 

2020) internationally and in England (Long and Danechi, 2022; McLean et al., 2023). Failure to recruit and 

retain qualified teachers may result in teacher shortages that have negative effects on student learning 

(Gerritsen et al., 2016; Sorensen and Ladd, 2018). This issue is exacerbated in challenging schools with 

high proportions of disadvantaged students (Tereshchenko et al., 2020). Addressing this issue requires the 

collective efforts of policy and practice, well informed by a systematic, in-depth understanding of the robust 

research evidence base.  

Theoretical perspectives on retaining employees across sectors and in education suggest the need for an 

integrative approach to understand retention. The basic framework in Figure 1, built on three influential 

theories (by French et al., 1974; Bronfenbrenner, 1979; and Bakker and Demerouti, 2007), highlights a 

compound of interacting layers of factors influencing teacher retention. The chronosystem refers to the 

cultural aspects/beliefs and social status of the teaching profession. The macrosystem includes national 

or state policies related to the teaching profession, for example, teacher salary and workload. The 

exosystem consists of the local policies and characteristics of regions/local authorities/communities where 

school are located. The mesosystem describes the relationships between schools and the local 

authority/community. The microsystem includes job demands, job resources, and teacher personal 

capital. Examples of job demands are role responsibility, workload, and emotional labour. Job resources 

include organisation-level characteristics such as leadership support, peer support, professional autonomy, 

and professional development opportunities, among others. Interpretation of the Job Demands-Resources 

model (Bakker and Demerouti, 2007) says that a high degree of incompatibility between job demands and 

job resources increases teachers’ burnout and chance of departure from an organisation. Teacher personal 

capital such as resilience and efficacy could moderate the Job Demands-Resources relationships (fit or 

misfit).  

Research on teacher retention generally supports the broad assumptions of these theoretical perspectives. 

For example, the review of See et al. (2020) confirms that financial incentives could be a temporarily 

effective approach. Beyond this financial approach, research has suggested a multiplicity of possible 

organisation-level factors, in the microsystem layer, to support teacher retention through enhancing their 

job resources (European Union, 2013; Geiger and Pivovarova, 2018; Shen et al., 2012). It is, therefore, of 

paramount importance to systematically understand what characteristics of these factors would contribute 

to attracting and retaining teachers and to promote such characteristics. However, we lacked a systematic 

exploration of the extant evidence base on those characteristics to enable such an understanding. For this 

reason, we undertook a systematic scoping review of the contemporary evidence base on key 

characteristics of school leadership, culture, climate, and structure that support teacher recruitment and 

retention and promotion of other teacher outcomes proximally linked to retention. 

In this report, ‘support’ refers to providing teachers with intellectual, practical, and emotional assistance to 

perform their professional duties and responsibilities. We use the term ‘characteristics’ as an umbrella term 

to include approaches, processes, practices, strategies, or features. We characterise ‘disadvantaged 

schools’ as those with a high proportion of students with special needs, low-income families and free school 

meals, and/or ethnic minority students. 
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Figure 1. Theoretical perspectives on factors influencing teacher retention 

 

The current review aimed to address three key questions as follows. Appendix 1 describes the process of 

developing these research questions (RQs).  

RQ1. What school leadership characteristics support teacher retention? 

RQ2. What characteristics of school culture, climate, and structure support teacher retention? 

RQ3. What characteristics of school leadership, culture, climate, and structure support teacher 

retention in disadvantaged schools? 

Defining key concepts 

Informed by previous work (e.g., Guarino et al., 2006; Kelchetermans, 2017; See et al, 2020), we define 

teacher retention as (the goal of) keeping qualified teachers in schools and reducing the number of 

qualified teachers making premature exits from the profession. In this review, we also considered the 

concepts and outcomes that are proximally linked, as suggested in the literature (e.g., Boyd et al., 2011; 

Madigan and Kim, 2021; Van Droogenbroeck and Spruyt, 2014; Wronowski and Urick, 2019), with teacher 

retention. These are: teacher intent to leave/stay; teacher professional wellbeing; teacher burnout; 

professional/organisational commitment; and job satisfaction.  

Drawing on popular conceptualisations (Schein, 1992; Schoen and Teddlie, 2008), we view school culture 

as (un)written ways that people in a school act, treat, and value one another, and work together towards 

the school’s vision and goals. These conceptualisations suggest that the school culture can be explored at 

three levels: artefacts (e.g., visible organisational structures, school policy documents); espoused values 

(e.g., organisational strategies); and basic assumptions (e.g., tacit understandings, unwritten rules in 

managing situations). The school climate is defined as the perceptions of students, teachers, leaders, and 

other staff regarding interpersonal relationships, social interactions, values, and beliefs within a school 

(Rudasill et al., 2018; Thapa et al., 2013). We define the school/organisational structure as the 

approaches or methods to divide and coordinate labour or workload in schools, based on the influential, 

original work of Mintzberg (1979) in the organisational science. Formal structure refers to the documented 

relationships among school members while informal structure can be understood as unofficial relationships 

within a school. These definitions suggest the overlap and interdependence of culture, climate, and 

structure in schools.  

Chronosystem

Macrosystem

Exosystem
Mesosystem

Microsystem

Job Demands Job Resources

Personal 
Capital
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In this review, we define the construct of school leadership as a combination of observable approaches, 

processes, practices, and strategies, related to leadership, management, administration, and development 

and implementation of school-level policy, enacted by senior leaders in schools. These senior leaders 

comprise headteachers/principals and deputy headteachers/vice-principals. 

Overview of methodology 

Table 1. Inclusion criteria for the current review 

Category of criteria Included Excluded 

1. Study design •  Empirical, primary studies  

•  Reviews of empirical literature 

• Non-empirical research studies  

• ‘Purely’ bibliometric reviews  

2. School levels •  Kindergarten-12 (K-12) settings: 

Primary/elementary, 

secondary/middle, high schools 

•  Note: K-12 settings typically include 

schools for students aged from 5 to 

18 and include Multi Academy Trusts 

• Nursery schools and 

kindergartens 

• Higher education institutes 

3. Types of evidence 

sources 

•  Peer-refereed journal articles 

•  Other publications including 

research reports, and books/book 

chapters drawn from empirical 

research 

• Editorial 

• Conference papers 

• Notes 

4. Timeframe January 2000 – May 2023 Publications before 2000 

5. Content A research output centrally discusses 

the core issues around: 

(1) school leadership OR (2) school 

culture / climate / structure AND (3) 

teacher retention 

A research output peripherally 

discusses the core issues of focus in 

this review 

6. Population • School leaders 

• Teachers 

NIL 

7. Geographical locus Outputs drawn from empirical research in 

any country or nation 

NIL 

This review process had five iterative stages, as visualised in Figure 2. At the onset of the review, we 

formulated seven criteria for inclusion and exclusion of research outputs, as outlined in Table 1. To respond 

to the aforementioned RQs, we collected and synthesised evidence from empirical studies (Criterion 1) 

conducted in public/state school settings (Criterion 2). We also engaged with the 12 previous, relevant 

reviews of empirical research to discuss the findings. These studies were published in academic journals, 

book chapters, and research reports (Criterion 3), from January 2000 to May 2023 (Criterion 4). We chose 

January 2000 as a starting point to locate more contemporary sources of evidence. May 2023 was a cut-

off point for this current review. We only shortlisted research outputs that centrally discuss the issues in 

response to the RQs (Criterion 5). The shortlisted outputs must be based on those studies that centre on 

school leaders (e.g., headteachers and deputy headteachers) and teachers (Criterion 6). These teachers 

could be in-service, be retired, or have left the teaching profession. This review was inclusive of empirical 

research undertaken in any geographical contexts (Criterion 7).  

Stage 1. Identifying research outputs  

We utilised two large academic databases (Scopus and the Web of Science) and two major search engines 

(Google Scholar and Google) to search for relevant research outputs. The choice of these databases and 
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search engines is rationalised in Appendix 2. We formulated three sets of keywords based on the previous 

key work and relevant reviews relevant to school leadership (e.g., Grissom et al., 2021; Robinson et al., 

2008), school culture, climate, and structure (Achistein et al., 2010; Schoen and Teddlie, 2008), and teacher 

retention, recruitment, and other related teacher outcomes (e.g., Borman and Dowling, 2008; See et al., 

2020). These sets comprise keywords such as school leadership, school culture, school climate, 

organisational structure, teacher retention, teacher recruitment, teacher attribution, teacher mobility, 

teacher shortage, and workload. In total, all these sets have around 68 keywords and their synonyms. A 

full list of keywords for each set is included in Appendix 3. We used the following three combinations of 

sets of keywords that correspond with the priori RQs (see Appendix 3).  

Combination 1. Set 1 AND Set 2.  

Combination 2. Set 1 AND Set 3.  

Combination 3. Set 2 AND Set 3.  

We searched for relevant research reports on Google and Google Scholar that had not been published in 

academic journals. Informed by Haddaway et al. (2015), we considered the first 400 results on Google and 

Google Scholar for each set of keywords. Google Scholar has a 256-character limit and does not 

automatically search for truncations. Therefore, a more limited use of keywords, as compared with that for 

Scopus and the Web of Science, was used for the Google Scholar search. We also used the keyword 

‘teacher retention’ to search for any further relevant research reports on Google.  

To minimise errors in excluding potentially relevant research outputs, we ran these combinations 

separately. Table 2 summarises search results from the use of these combinations. We saved results from 

the search of each combination and excluded those results (automatically generated by the search 

systems) that are obviously irrelevant. We subsequently combined the research results from all the 

separate searches within a single Excel file and then removed duplicates. A total of 2,054 outputs results 

were retained in this stage.  

This stage formally lasted from 14 April 2023 to 31 May 2023. We conducted a pilot exercise of search and 

discussed adjustments, for example, of key words and combinations, in early April 2023.  

Table 2. Document results from the combinations 

 Combination 1 Combination 2 Combination 3 

Scopus 3,795 1,865 2,401 

Web of Science 1,582 1,595 999 

Google Scholar 400 first results 400 first results 400 first results 

Google 300 first results 

Stage 2. Screening titles and abstracts 

This stage involved the screening of titles, abstracts and, where available, keywords in the research outputs 

found in Stage 1 (see Table 2). Two members (Reviewers 1 and 5) of the review team scanned the same 

first 100 results of each combination from Scopus and Web of Science and discussed the rationale for 

inclusion and exclusion of each output. Once we had established an agreement on this practice, Reviewer 

5 proceeded with scanning the remaining results for each combination for immediate relevance. Reviewer 

1 and Reviewer 5 had frequent discussions when any uncertainty arose.  

All research outputs that seemed, at face value, to discuss: (i) leadership/management and/or; (ii) culture 

/ climate / structure in relation to; (iii) teacher retention and/or related outcomes. In total, we scanned the 
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titles and abstracts of approx. 2,054 outputs. We shortlisted 508 research outputs for the subsequent stage, 

upon removing any further duplicates identified through this practice. The full texts of these research outputs 

were downloaded and stored in a folder for reading.  

Stage 3. Assessing eligibility based on full texts 

Five reviewers participated in an exercise of scanning these full texts for relevance and extracting ‘data’ 

using a template in the integrated Excel file. Appendix 4 provides details of this template. A guidance 

document that includes an explanation of inclusion and exclusion criteria (see Table 1) was developed and 

discussed in detail among all reviewers at the onset of this stage. Each research output was scanned by 

one reviewer. All research outputs marked ‘UNCLEAR’ were double scanned by another reviewer to 

establish an agreement on whether those could be shortlisted for evaluation. As a result, a group of 399 

research outputs were retained during this stage. These 399 outputs comprise: (386) refereed journal 

articles; (4) book chapters; and (9) research reports.  

Figure 2. PRISMA flow diagram of steps in the identification and screening of sources 
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Stage 4. Assessing quality of evidence 

The current review aimed to identify evidence-informed characteristics of school leadership, structure, 

climate, and culture that support teacher retention. Having considered this key aim and the aforementioned 

RQs, we used three appraisal tools to assess quality of evidence and research for the purposes of this 

review.  

We used an appraisal tool, developed by Gorard (2021), to evaluate the strength or credibility of the 

research evidence of the included studies that discuss these characteristics in response to the RQs of this 

review. This appraisal tool has five key evaluation criteria, namely design, scale of study, scale of missing 

data, data quality, and other threats to validity, as summarised in Appendix 5.  

We employed the tool in Appendix 6 to appraise the shortlisted research outputs drawn from analyses of 

qualitative data that consider teachers’ perspectives and experiences. This practice was inclusive of 

teachers’ narrative evidence (NE) on the factors that might influence their retention, wellbeing, job 

satisfaction, organisational commitment, and burnout. As presented in Appendix 6, this appraisal tool 

guides an evaluation of the appropriateness of the utilised methodology, sampling, research settings, data 

analysis, interpretation of findings, and conclusions.  

To shortlist the relevant review studies, we utilised the tool in Appendix 7. The tool has a checklist of eight 

items that evaluate appropriateness of their adopted methods to search for and appraise studies and 

synthesise the findings from those shortlisted studies, to respond to the explicitly stated RQs. This exercise 

aimed to select quality reviews of empirical research evidence on the issues (e.g., teacher mobility) relevant 

to this review. The findings from these reviews were discussed in this report.  

Five reviewers were jointly responsible for appraising shortlisted research outputs. All outputs marked 

‘UNCLEAR’ were appraised by two reviewers. A random sample of 10% of the total number of these 

shortlisted outputs were cross-checked between the reviewers. Reviewers discussed any differences in 

and agreed on ranking evidence in moderation meetings.  

Stage 5. Synthesising findings  

This stage synthesised findings across the reviewed studies in response to the RQs. Four reviewers (1, 2, 

3, and 4) participated in conducting this stage. To obtain an overview of the evidence base, we first took 

an overall look at the completed Excel file with the details on key findings, methods, research contexts, 

rating of quality appraisal, and commentary on evidence. Once it was deemed necessary, we re-read the 

full texts of evaluated studies in detail. We then conducted a more in-depth analysis of findings of 89 

empirical studies, rated either 2* (84 studies) or 3* (5 studies), using the tool in Appendix 5. These 89 

studies collectively form the core evidence base on which this report draws. The characteristics presented 

in this report are based on this core evidence base. This practice involved two main tasks: (i) coding 

characteristics of school leadership, culture, climate, and structure; and (ii) commenting on evidence 

generation of studies that suggested these characteristics. Coding in (i) refers to the exercise of sorting 

‘data’ (in our completed Excel file) to create meaning order and label the identified characteristics.  

In addition, we considered teachers’ NE from the list of included studies that mainly drew on qualitative 

data (e.g., interview data) and provided an analysis of teachers’ experiences. Inclusion of teachers’ NE was 

aimed at furthering elaboration of this review’s key findings and/or at demonstrating the diversity of evidence 

sources.  

To inform readers of the strength and diversity of evidence on each characteristic, we cited studies in the 

core evidence base with an indication of quality rating (e.g., Griffith, 20042*), as shown in the section of 

findings. Where we cite a study of teachers’ NE, there is no indication of quality rating (e.g., Brown and 

Wynn, 2007NE).  
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Overview of the evidence base  

The current review shortlisted and evaluated 399 research outputs that meet all inclusion criteria and 

explicitly and centrally discuss the characteristics of school leadership, culture, climate, or structure to 

support teacher retention. This total number of 399 outputs comprises 387 outputs of empirical research 

and 12 of relevant reviews.  

Figure 3. The number of empirical research outputs across review periods 

 

These 387 empirical outputs are based on analyses of the data collected in more than 60 countries/nations, 

as displayed in the heat map (see Appendix 8). The top five countries in this list are: United States (120 

studies; approx. 31%); China (25 studies; approx. 6.5%); Israel (20 studies, approx. 5.2%); Australia (18 

studies, approx. 4.7%); and Malaysia (17 studies, approx. 4.7%). The United Kingdom has contributed 15 

studies to this evidence base. The total number of countries reflects a global interest in the research on 

leadership for teacher retention.  

We divided the review time frame, from January 2000 to May 2023, equally into six periods to observe any 

possible trends in the generation of empirical evidence on school leadership, culture, climate, and structure 

for teacher retention. As shown in Figure 3, there is a visible upward trend in the empirical research relevant 

to the topic of focus in this review.  

As noted earlier, the core evidence base of this review comprises 89 empirical studies from more than 21 

countries/nations. A group of 43 studies (approx. 50%) were undertaken in the United States. Only two 

studies (Sims, 2020; Shackleton et al., 2019) in this list were conducted exclusively in the United Kingdom. 

Of these two studies, Sims (2020) was based on an empirical study in England.  

The current review suggests a growing interest in the process of evidence generation on leadership for 

teacher retention. It simultaneously highlights a great need for enhancing the quality of research on this 

important topic, as discussed later in this report.  
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Findings  

This section presents findings in response to the three RQs of the current review. The lists of specific 

publications addressing each RQ are shown in Appendix 9. 

School leadership to support teacher retention 

RQ1. What school leadership characteristics support teacher retention? 

We drew on a synthesis of evidence from a group of 45 relevant studies (see Appendix 9), rated either 2* 

or 3*, to respond to RQ1. The evidence base from these studies highlights three interrelated approaches 

and their associated practices that potentially support teacher retention. These approaches are labelled as 

follows: 

• Approach 1. Prioritising teacher development. 

• Approach 2. Building relational trust. 

• Approach 3. Improving working conditions. 

Approach 1. Prioritising teacher development 

In this report, we define teacher development as activities to be intended to support teachers’ development 

of professional competences. These competences include a broad range of professional knowledge and 

skills on, but not limited to, instructional practices, classroom management, assessment, lesson planning, 

and leadership. Leadership for teacher development attends to improve support and opportunities for 

teachers’ professional growth. The approach of prioritising teacher growth and development involves the 

following domain of practices:  

• providing instructional support; 

• providing professional development opportunities; and  

• cultivating leadership potential in teachers. 

Providing instructional support 

The reviewed studies evidence three practices or strategies that school leaders can enact to provide 

teachers with instructional support. Conducting classroom observation and offering constructive feedback 

on teachers’ classroom and instruction tends to be cited as a positive strategy to develop teachers’ sense 

of professional growth (Griffith, 20042*; Kim, 20192*; Kraft et al., 20163*; Y. Liu et al., 20212*). The feedback 

should be worded and delivered with the aim to encourage teachers to innovate their teaching (Boyd et al., 

20112*; Kim, 20192*). Working collaboratively with teachers to address instructional challenges arising in 

schools is another practice of demonstrating support (Y. Liu et al., 20212*).  

The potential benefits of these practices in retaining teachers are evidenced in a group of cross-sectional 

studies (Kraft et al., 20163*; Griffith, 20042*; Kim, 20192*; Y. Liu et al. 20212*). These studies used 

administrative data from the United States and the TALIS1 dataset to examine the relationships between: 

(i) instructional support for teachers; and (ii) teacher job satisfaction, efficacy, and turnover intentions. For 

example, Kim (20192*) examined the relationship between early career teachers’ (ECTs’) perceptions of 

 
1 The Teaching and Learning International Survey (TALIS), developed by the Organisation for Economic Co-operation 
and Development (OECD).  
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principal leadership and their likelihood of turnover. Principal leadership in this study includes practices of 

maintaining discipline in the classroom, trusting teachers, consistency and appropriateness of teacher 

evaluation, and teachers’ involvement in decision-making. The analysis used five years of data from a 

nationally representative dataset, the Beginning Teacher Longitudinal Survey in the United States. Using a 

discrete survival analysis, Kim (20192*) showed that principal leadership had a consistent negative 

association with the odds of ECTs leaving their school during the first five years.  

Internationally, Y. Liu et al. (20212*) drew on an analysis of the 2013 TALIS dataset to examine the 

relationships between instructional leadership and teacher job satisfaction and self-efficacy. The sample 

included 104,358 teachers from 6,045 schools in 32 countries. Instructional leadership in this study included 

leadership practices focusing on supporting teachers’ instruction such as collaborating with teachers to 

solve classroom discipline issues, conducting classroom observations, and encouraging teachers to 

innovate their teaching. Instructional leadership is indirectly associated with teacher job satisfaction through 

the effects of supportive school culture and teacher collaboration.  

Providing professional development opportunities 

Providing teachers with opportunities for and removing barriers to their professional development 

contributes to retaining teachers (e.g., Barbieri et al., 20192*; Kraft et al., 20163*; Ni, 20172*). This practice 

is important in keeping teachers professionally engaged and motivated. In a cross-sectional study, Barbieri 

et al. (20192*) analysed responses from 6,491 teachers in Italy and suggested that school leaders could 

support teachers’ wellbeing and job satisfaction with providing professional development opportunities and 

educational resources for teachers.  

Cultivating leadership potential in teachers 

There is a link between cultivation of leadership in teachers and their job satisfaction and retention 

intentions. This strategy of ‘cultivation of leadership’ involves giving teacher opportunities for authentic 

participation in decision-making processes to promote teacher voice and development of leadership 

potential. This link has been evidenced in a group of cross-sectional studies (e.g., Gouëdard et al., 20232*; 

García Torres, 20182*; Boyd et al., 20112*). Gouëdard et al. (20232*), for example, examined factors 

influencing teachers’ job satisfaction, using a sample of 125,321 teachers from 44 OECD countries from 

the 2018 TALIS dataset. Their multiple regression analysis showed that the factor of growing leadership is 

particularly salient to teacher job satisfaction. Growing leadership in this study refers to providing teachers 

with opportunities to actively participate in school decisions. Similarly, Boyd et al. (20112*) suggested 

‘involving teachers in making decisions’ as one of the characteristics of effective school leadership in 

retaining teachers.  

In summary, the evidence, mostly based on cross-sectional research in this review, highlights the approach 

of ‘prioritising teacher development’ as a potentially effective leadership approach to support teacher 

retention. The NE, drawing from analyses of teacher experiences in qualitative research across countries, 

corroborates this approach and its associated practices. This source of NE advocates for proactive 

leadership practices to promote professional development of ECTs (Brown and Wynn, 2007NE; Scallon et 

al., 2023NE; Chaaban and Du, 2017NE). Supportive practices include encouraging ECTs to experiment 

teaching innovations, leading or actively involving in developing solid mentoring programmes for ECTs, and 

sourcing for professional development opportunities for ECTs. These practices potentially contribute to 

enhanced professional wellbeing, resilience, and retention of ECTs (e.g., Brown and Wynn, 2007NE; Gunn 

and MaRae, 2021NE; Peters and Pearce, 2012NE; Lazcano et al., 2022NE; Chaaban and Du, 2017NE).  

Approach 2. Building relational trust 

This review identifies a relational trust between school leaders and teachers and between teachers as an 

important factor in informing teachers’ retention intentions. It argues for the significance for school leaders 

in building trusting relationships to retain teachers. Teacher-principal trust potentially has positive 
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associations with teacher resilience (Li et al., 20192*), teacher job satisfaction (Van Maele and Van Houtte, 

20122*), and teachers’ turnover intentions (Tiplic et al., 20152*). This trust may also mediate the relationships 

between principal leadership and teacher wellbeing (Liu et al., 20222*).  

Developing a relational trust requires school leadership efforts in demonstrating individualised 

consideration for teachers (e.g., Frahm and Cianca, 2021NE; Dumay and Galand, 20122*), treating teachers 

with respect (e.g., Cann et al., 2021NE; Frahm and Cianca, 2021NE; Griffith, 20042*), and considering teacher 

voice (e.g., Cann et al., 2021NE; Shuls and Flores, 2020NE; Griffith, 20042*; Husny Arar and Massry-Herzllah, 

2016NE; Massry-Herzallah and Arar, 2019NE).  

The leadership approach of building relational trust and its supporting practices is mostly drawn from 

syntheses of findings of the reviewed studies on school transformational leadership in relation to teacher 

outcomes. Most of these studies (e.g., Dumay and Galand, 20122*; Griffith, 20042*) used the scale of Bass 

and Avolio (1997) to measure three dimensions: inspiration or charisma; individualised consideration; and 

intellectual stimulation.  

Dumay and Galand (20122*) reported positive effects of transformational leadership on teacher commitment 

to stay. Using stratified sampling, the authors identified 660 teachers within 50 primary French-speaking 

Belgian schools, to test the influence of the school principal's transformational leadership (as an 

organisational-level construct) on teacher commitment to school. Results of multilevel analyses, the school 

level showed a small positive effect of transformational leadership on teacher organisational commitment, 

although it suggests that schools have a limited impact on teacher commitment. Similarly, Griffith (20042*) 

found that the relationship between transformational leadership and teacher turnover is indirect via job 

satisfaction. The study used survey data from elementary school staff and students, and school‐aggregated 

student achievement test scores obtained from school archives, in the United States. The sample included 

3,291 teachers, with a relatively low response rate of 39%. Griffith (20042*) highlighted treating teachers 

with respect and considering their suggestions as two positive leadership practices for retaining teachers 

in schools.  

To support teacher professional wellbeing and job satisfaction, a range of evidence from this review 

advocates for compassionate leadership characterised as being caring, encouraging, and listening (Ni, 

20172*; Olsen and Huang, 20192*; Roch and Sai, 20172*). The study by Cezmi and Toprak (20142*) is an 

example to evidence the importance of building a relational trust with teachers to increase their 

commitment. Cezmi and Toprak (20142*) examined the relationship between leadership behaviours and 

teacher commitment, using a sample of 1,469 primary teachers in Turkey. The study suggested that school 

leadership behaviours can influence teacher commitment through promoting a positive school climate. Fair 

and supportive leadership that nurtures mutual relational trust helps to improve the school climate 

positively.  

Approach 3. Improving working conditions 

The evidence base underscores the significance of improving working conditions in schools to support 

teacher retention (e.g., Cha and Cohen-Vogel, 20112*; Redding and Nguyen, 20203*; Boyd et al., 20112*; 

Dupriez et al., 20162*). Working conditions in schools refer to a variety of physical, organisational, 

sociological, political, cultural, psychological, and educational features of teachers’ jobs (Johnson, 2006). 

Synthesising the findings of these relevant studies allowed us to identify and categorise a range of school 

leadership practices, or strategies associated with the approach of improving working conditions for 

teachers in schools. These include:  

• supporting teacher professional autonomy; 

• promoting collegiality in schools; 

• developing an equitable support and recognition system; 
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• establishing an effective communication structure; and 

• supporting teachers with student disciplinary matters.  

Supporting teacher professional autonomy 

Teachers’ sense of professional autonomy is linked with the two proximal outcomes of teacher retention, 

namely teacher job satisfaction and wellbeing. These associations are exemplified in empirical research 

(e.g., Pan et al., 20232*; Van Droogenbroek et al., 20142*) across countries, as presented below.  

Analysing the 2013 TALIS dataset collected in Australia and England, Collie et al. (20202*) documented 

autonomy-supportive leadership as a critical factor in influencing teacher wellbeing and job satisfaction. 

Autonomy-supportive leadership refers to granting teachers necessary professional freedom and control 

on their delivery of tasks and considering teacher voice in school policy decisions. On the contrary, 

controlling leadership practices would lower teacher’s sense of job satisfaction. Controlling leadership 

focuses on critiquing teachers on their lesson planning and teaching in professional conversations and 

disrespecting teacher classroom autonomy (Gamero Burón and Lassibille, 20162*, conducted in 

Madagascar). 

Van Droogenbroek et al. (20142*) argued for the importance of enhancing teacher autonomy in lessening 

dissatisfaction with non-teaching-related workload such as paperwork and accountability demands. This 

argument is based on an analysis of the responses of 1,878 senior teachers aged from 45 to 65 in Belgium. 

Van Droogenbroek et al. (20142*) suggested school leaders supporting greater teacher autonomy and 

involving teacher voice in school policy decisions.  

Two other studies, drawing on the 2018 TALIS dataset of Chinese schools (S. Liu et al., 20212*) and 

Taiwanese schools (Pan et al., 20232*), suggested the positive relationships between teachers’ perceived 

autonomy and their wellbeing and job satisfaction. S. Liu et al. (20212*) highlighted the indirect associations 

between school leadership and teacher job satisfaction through teacher autonomy and professional 

collaboration were statistically significant. Pan et al. (20232*) suggested teachers’ perceived autonomy was 

indirectly related to wellbeing through the teaching workload.  

Promoting collegiality in schools 

Alongside teacher professional autonomy, healthy collegiality in schools would potentially contribute to 

enhancing teacher job satisfaction. Collegiality emphasises the organisational features of inclusive 

participation in decision-making, shared power and responsibility, reciprocal support, mutual trust, and 

cooperation. The current review found a variety of evidence on positive links between collegiality in schools 

and teacher wellbeing and teacher retention intentions (e.g., Collie et al., 20202*; Dworkin et al., 20032*; 

Roch and Sai, 20172*).  

Studies relevant to collegial leadership provide promising evidence on the importance of promoting 

collegiality in satisfying and retaining teachers (e.g., Boyd et al., 20112*; Da’as, 20213*; Dworkin et al., 

20032*; Geiger and Pivovarova, 20182*; Hulpia et al., 20092*; Kouhsari et al., 20222*). Dworkin et al. (20032*) 

identified democratic leadership, defined as collegial, supportive, and consultative in decision-making as a 

contributory factor in reducing teacher burnout. This was a district-wide survey of all teachers in Houston, 

United States. The sample included 2,961 urban public schoolteachers (82% response rate). The analysis, 

by Kouhsari et al. (20222*), of the 2018 TALIS dataset collected in five countries (Canada, China, Finland, 

Japan, and Singapore) suggested an association between involving teachers genuinely in the process of 

schoolwide decision-making and teacher professional wellbeing.  
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Developing an equitable support and recognition system  

Developing an equitable support system that provides fair access to the available sources of support to 

perform their job is a critical part of leadership for teacher retention (e.g., Hulpia et al., 20092*; García 

Torres, 20182*).  

Based on an analysis of the 2013 TALIS dataset, García Torres (20182*) implied that fair distribution and 

quality of support for teachers in schools have a positive relationship with their job satisfaction. This 

implication is reinforced by Hulpia et al. (20092*). Hulpia et al. (20092*) examined the effects of school 

leadership, cooperative leadership team, and participative decision-making on teachers' organisational 

commitment. Data on leadership characteristics and teachers’ organisational commitment were collected 

from a Likert-scale survey of 1,522 (with a response rate of 64%) secondary teachers in Belgium. Hulpia et 

al (20092*) suggested that equal distribution of support among the leadership team could promote teachers’ 

organisational commitment. However, it should be noted that data was based on large secondary schools 

and their findings may not apply to small primary schools.  

Equally importantly, the evidence (e.g., Arthur and Bradley, 2023NE; Griffith, 20042*; Player et al., 20172*; 

Price and Weatherby, 20182*) recommends that school leaders should develop a fair reward system that 

recognises teachers’ efforts and contributions—such a system is an important source of professional 

motivation. The characteristics of such a system is discussed further in our response to RQ2.  

Establishing an effective communication structure 

The current review identified evidence (Player et al., 20172*; Kraft et al., 20163*; Torres, 2016NE) suggesting 

the significance of establishing an effective communication structure to promote teachers’ sense of 

autonomy and control of information. This perceived control of their job is potentially related to employees’ 

wellbeing and retention. 

Player et al. (20172*) utilised data from around 3,000 teachers from the 2011–2012 Schools and Staffing 

Survey (SASS) and the 2012–2013 Teacher Follow-up Survey (TFS), the authors explored the relationship 

between leadership and person-job (P-J) fit and teacher mobility. The results indicated that teachers who 

reported positive school leadership were less likely than those who reported weaker leadership to move 

school, but leadership quality did not predict teachers’ likelihood of leaving the profession. Teachers’ 

person-vocation (P-V) fit were better predictors of teachers’ retention in the profession. Principal leadership 

was based on five characteristics: supportive and encouraging, recognise good work, enforce rules, give 

disciplinary support, and communicate school vision to teachers.  

Kraft et al. (20163*) analysed data from the 2008–2012 New York City (NYC) Department of Education 

School Survey (school contexts), NYC human resources data (teacher turnover and teacher covariates), 

NYC student assessment data (student-level covariates), and NYC school administrative data (school-level 

covariates) to examine the relationship between teachers’ perceptions of their working conditions and 

intended and actual departures. Among the organisational factors, leadership practices, such as 

communicating a clear vision and encouraging open communication on important school issues, are 

potentially effective in retaining teachers. On the contrary, principals’ implicit expectations for teachers 

might adversely affect teacher-principal relationships, and this issue could challenge teacher retention 

(Torres, 2016NE).  

Supporting teachers with student disciplinary matters 

The issues of school discipline or student behaviours matter in influencing teacher job satisfaction and 

turnover intensions (e.g., Casely-Hayford et al., 20232*; Kraft et al., 20163*; Toropova et al., 20212*; Kukla-

Acevedo, 20092*). A group of studies (Ladd, 20112*; Player et al., 20172*; Kim, 20192*; Kraft et al., 20163*) 

in the United States suggested that supporting teachers, especially ECTs, with management skills of 
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student behaviours and enforcement of school rules would contribute to a compound of factors to motivate 

and retain teachers. 

To sum up, the current section has presented evidence on the practices or strategies that school leaders 

can enact to support teacher retention. These practices pertain to, but are not limited to, building a culture 

of collegiality, promoting a favourable climate of school discipline, and developing an equitable structure of 

workload and support. Building a positive school culture, climate, and structure benefits from collective 

efforts of all school members. The next section discusses evidence-informed characteristics of school 

culture, climate, and structure that support teacher retention.  

School culture, climate, and structure to support teacher retention 

RQ2. What characteristics of school culture, climate, and structure support teacher retention? 

These characteristics identified in this review were based on a synthesis of the evidence from a group of 

33 relevant studies (see Appendix 9). The evidence base suggests four prominent characteristics of school 

culture, climate, and structure that potentially support teacher retention. These are:  

• a culture of collegiality; 

• a positive climate of school discipline; 

• a climate of intellectual stimulation; and  

• an equitable structure of workload and support distribution. 

A culture of collegiality 

A culture of collegiality in schools is characterised as trusting relationships, respect, mutual support, and 

compassionate leadership. This collegial culture promotes professional collaboration and a sense of shared 

decision-making and responsibility. The evidence base highlights a collegial culture as a prominent factor 

in influencing teachers’ professional wellbeing and turnover intentions (e.g., Boyd et al., 20112*; Grant and 

Brantlinger, 20222*; Olsen and Huang, 20192*; Pyhältö et al., 20152*). A variety of NE drawn from teacher 

interviews echoes the benefits of collegiality in supporting teacher wellbeing and retention (e.g., Arthur and 

Bradley, 2023NE; Brady and Wilson, 2021NE; Haschet et al., 2021NE; Hobson and Maxell, 2017NE; Tran and 

Dou, 2019NE).  

A group of studies (e.g., Grant and Brantlinger, 20222*; Redding and Nguyen, 20203*; Campoli and Conrad-

Popova, 20172*) in the United States evidenced the relationships between a culture of collegiality in schools 

and teacher turnover retentions. Grant and Brantlinger (20222*) reported findings from a longitudinal study 

that utilised survey and retention data of 608 teachers of secondary mathematics in New York, United 

States. Their findings identified teacher collegiality as an important factor in influencing ECTs’ turnover. 

Redding and Nguyen (20203*) similarly suggested a link between teacher collegiality and teacher turnover. 

Campoli and Conrad-Popova (20172*) analysed data from a nationally representative sample of over 1,000 

Black female teachers who participated in the 2007–2008 SASS. Using multinomial logistic regression 

analysis, the authors found that the administration and school leadership factors were important in teachers’ 

retention decisions, not only for the first-year teachers but also for all teachers in the sample and the 

teachers who left teaching after 2004–2005. Controlling for working conditions, administrative support was 

not related to Black female teachers’ decision to move. Teachers who perceived a stronger culture of 

collegiality were less likely to move from their school and more likely to stay another year. Teachers who 

rated autonomy in decision-making were less likely to move and more likely to stay.  
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Studies (Olsen and Huang, 20192*; Pyhältö et al., 20152*; Roch and Sai, 20172*; Toropova et al., 20212*; 

You et al., 20172*) suggested the association between teacher collegial collaboration and their sense of 

professional wellbeing and job satisfaction. A culture of healthy collegiality could act as a potential inhibitor 

of teacher exhaustion (Pyhältö et al., 20152*).  

On the contrary, a culture of excessive competitiveness and rigid hierarchy could be harmful to collective 

teacher efficacy and teacher wellbeing (Lim and Eo, 20142*). Lim and Eo (20142*) examined the relationship 

between school organisational climate, collective teacher efficacy, and burnout in a sample of 367 Korean 

middle school teachers. Data came from a part of the larger dataset of Kangwon Education Longitudinal 

Study (KELS). School organisational climate characterised by higher levels of reflective dialogue was 

associated with both higher levels of collective teacher efficacy and lower levels of teacher burnout. 

Pyhältö et al. (20152*) explored the interrelation between the teacher-working environment fit, bullying, 

experienced exhaustion, and turnover intentions. The aim of the study was to gain insight into the dynamics 

that contribute to teacher bullying, exhaustion, and turnover. A total of 2,310 comprehensive schoolteachers 

in Finland completed the professional agency survey. Structural equation modelling (SEM) results showed 

that a supportive work environment for teachers—characterised by collegiality, a positive professional 

climate, and the capacity to resolve conflicts in a constructive manner—can act as a deterrent to both 

teacher-targeted bullying and exhaustion, and hence turnover.  

A positive climate of school discipline  

Disciplinary climate refers to the extent to which the disciplinary rules of schools and classrooms are 

consistently respected and complied. A positive school climate has characteristics of an orderly, respectful, 

collaborative learning environment while an unfavourable climate is defined by disruptive behaviours, 

bullying, and aggression.  

This review identified a range of evidence (e.g., Grant and Brantlinger, 20222*; Kukla-Acevedo, 20092*; 

Toropova et al., 20212*; Casely-Hayford et al., 20232*; Redding and Nguyen, 20203*; Cha and Cohen-Vogel, 

20112*) supporting the link between a positive disciplinary climate and teacher job satisfaction and turnover.  

In their analysis of the United States SASS, Farinde-Wu and Fitchett (20182*) found that favourable student 

behaviours could contribute to Black female teachers’ job satisfaction. By contrast, a number of studies 

showed a link between unfavourable student behaviours and teachers’ decreased satisfaction and 

increased turnover (e.g., Berg and Cornell, 20162*; Dicke et al., 20202*; Li et al., 20212*; Pan et al., 20232*; 

Sass et al., 20112*; Shackleton et al., 20192*).  

Kukla-Acevedo (20092*) examined whether three workplace conditions were related to teacher mobility 

decisions in the United States. The aim of the study was to estimate the effect of administrative support, 

classroom management, and behavioural climate on teachers’ decisions to leave the profession or move 

to another school. The author conducted an analysis of data from the 1999–2000 SASS and the 2000–

2001 TFS. Of 3,505 TFS respondents, 5% left teaching, 8% switched schools, and 87% stayed in the same 

school. Therefore, a large amount of the turnover was due to teachers’ transfer to other schools, rather 

than their exit from the profession. The results indicated that two of the three workplace conditions: 

behavioural climate; and administrative support, were strongly related to the mobility decisions of first-year 

teachers, while experienced teachers were not strongly influenced by workplace conditions.  

A climate of intellectual stimulation  

An intellectually stimulating climate is characterised by innovativeness, collaborative learning, and 

professional engagement. A climate of intellectual stimulation fosters experimentation of innovative ideas, 

critical thinking, problem solving, and self-fulfilment. The evidence to justify this practice is mostly drawn 

from correlational studies on the associations between transformational leadership, school organisational 

climate or environment, and professional development for teachers (e.g., S. Liu et al., 20232*; You et al., 
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20172*) and interview studies (e.g., Ashiedu and Scott-Ladd, 2012NE; Gilbert, 2011NE; Wynn and Brown, 

2008NE).   

You et al. (20172*) examined how individual characteristics (e.g., gender and teaching experience) and 

contextual characteristics (e.g., principal leadership and collegial support) influenced Korean secondary 

school teachers’ perceived job satisfaction. The study was based on an analysis of data from KELS 2005 

that had a nationally representative sample of 2,908 teachers from 150 middle schools. Their findings imply 

an academic climate of intellectual stimulation as a significant factor influencing teacher job satisfaction. 

Similarly, Lim and Eo (20142*) found a relationship between school climate and teachers' burnout through 

collective teacher efficacy. One key aspect of the school climate in this study is reflective dialogue—the 

process by which teachers engage in in-depth conversations about teaching and learning.  

A range of NE from studies across countries highlights the importance of promoting an intellectually 

stimulating work climate in satisfying and retaining teachers in schools. These studies were conducted in 

Australia (Ashiedu and Scott-Ladd’s, 2012NE), Chile (Hean and Garrett, 2001NE), and China (B. Feng, 

20072*; Kwong et al., 2010NE).  

An equitable structure of workload and support distribution 

The current review suggests that an equitable structure of workload and support distribution is important in 

enhancing teacher job satisfaction and professional wellbeing. Equitable support for teachers can be 

operationalised as equal access to professional development opportunities, fair access to resources, fair 

recognition of contributions and achievements, and inclusive and transparent decision-making process of 

school policies. A range of studies (e.g., Casely-Hayford et al., 20232*; Heffernan et al., 20222*; Toropova 

et al., 20212*) evidenced workload as a noticeable factor influencing teacher professional wellbeing. 

Analysing the 2018 TALIS dataset, Kouhsari et al. (20222*) found that excessive workload significantly and 

negatively influenced teacher professional wellbeing in Canada, China, Finland, Japan, and Singapore. To 

advance an understanding of reasons for former teachers’ exit from the teaching profession in Belgium, 

Amitai and Van Houtte (2022NE) found that job demands were a key factor in secondary school teachers’ 

decision to leave their teaching job. ECTs, in particular, attributed their decision to quit teaching to high 

workload and job insecurity, mostly when they did not feel fully prepared for the reality of the classroom 

and in dealing with more challenging situations. Issues with classroom management often led to these 

teachers feeling demoralised. The more experienced teachers were mostly concerned with their 

profession’s flat career structure, which they perceived as offering limited opportunities for job diversification 

and ‘vertical’ promotion. This perceived limitation restrained the teachers’ ambition to explore and pursue 

new challenges. 

Based on a secondary analysis of data from the TALIS dataset, Casely-Hayford et al. (20232*) used 

hierarchical linear regression to examine the relationship between job demands and resources (including 

a personal resource of self-efficacy beliefs) and teacher job satisfaction in five European countries: Austria, 

Estonia, Malta, Slovenia, and Sweden. The sample consists of 17,570 teachers from 3,089 schools. 

Teachers’ perceptions of workload stress are the strongest predictor of teacher job dissatisfaction in all 

countries except Sweden. The strongest negative relationship between workload stress and teacher job 

satisfaction is observed among teachers in Slovenia and Estonia.  

Analysing the responses from 2,444 Australian primary and secondary school teachers, Heffernan et al. 

(20222*) found that only 41% of respondents intend to remain in the profession. Heavy workload, concerns 

about professional wellbeing, and the status of the profession were the main reasons to influence their 

intention to leave. Van Droogenbroeck and Spruyt (20142*), analysing more than 3,000 teachers in Belgium, 

as part of an end of career survey, suggested that it is the non-teaching workload that negatively impacts 

on teachers most; as well as lesson planning and marking (Jerrim and Sims, 20212*).  
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An amount of NE similarly emphasises ‘excessive workload’ as a critical factor in influencing teacher 

professional wellbeing and turnover. This source of evidence is based on empirical research across 

countries, for example, Belgium (Amitai and Van Houtte, 2022NE), England (Brady and Wilson, 2022NE; 

Cooper-Gibson Research, 2018NE), Australia (Buchanan, 2009NE), and Switzerland (Hascher et al., 

2021NE). The negative aspects of a heavy workload are compounded by teaching intensity, stress, difficult 

working conditions and clashes among school staff, restricted flexibility, and lack of control in the workplace 

(Buchanan, 2009NE; Ebadijalal and Moradkhani, 2022NE; Gilbert, 2011NE; Richards et al., 2018NE).  

In summary, these sources of evidence suggest, feasible workload that is equitably distributed and 

supported with adequate resources is linked with teacher retention. Excessive workload is related to 

emotional exhaustion and motivation to quit teaching. Teachers would need support to manage their 

workload demands.  

The evidence suggests that an equitable structure of support distribution is likely to enhance teachers’ job 

satisfaction and organisational commitment (Boyd et al., 20112*; Hulpia et al., 20092*; Pyhältö et al., 20152*; 

García Torres, 20192*). Equitable support for teachers can be operationalised as equal access to 

professional development opportunities, equal access to resources, fair recognition of contributions and 

achievements, and inclusive decision-making process of school policies (e.g., Cha and Cohen-Vogel, 

20112*; Pyhältö et al., 20152*).  

Leadership, culture, climate, and structure for teacher retention in disadvantaged 
schools 

RQ3. What characteristics of school leadership, culture, climate, and structure support teacher 

retention in disadvantaged schools? 

To respond to this question, we drew on an analysis of evidence from two groups of research outputs. The 

first group comprises eleven publications focused centrally on the relevant issues of teacher retention in 

disadvantaged schools (e.g., Grissom, 20112*; Ingersoll and May, 20112*; Jacob et al. 20153*). The second 

group of nine, included publications that do not focus on, but have at least one finding related to, teacher 

retention in disadvantaged schools (e.g., Bartanen et al., 20192*; Nguyen, 20212*; Pietsch et al., 20192*). 

The full list of these 20 research outputs is presented in Appendix 9. All these outputs were based on the 

data from the United States, except for Pietsch et al. (20192*) in Germany.  

The analysis of these research outputs suggests that the potential characteristics of school leadership, 

culture, climate, and structure found in schools in general are applicable to disadvantaged schools. Five 

prominent themes emerged from a cross-synthesis of findings from these two groups of research outputs.  

First, school leadership matters significantly in motivating and retaining teachers to work in disadvantaged 

schools (Grissom, 20112*; Ladd, 20112*; Ni, 20172*; Nguyen, 20212*; Roch and Sai, 20172*). Ladd (20112*), 

for example, provided clear evidence. The author analysed the North Carolina surveys of school climate 

for 2006 and 2008 in the United States. School leadership emerged to be the most consistent measure of 

working conditions, which in turn influenced teacher turnover intentions. The school leadership practices in 

this study included trusting teachers and involving teachers in decision-making. As teachers who indicated 

intention to leave school are more likely to rate school conditions negatively, Ladd (20112*) averaged the 

responses about working conditions across all teachers within each school, as well as weighting the 

regressions by the number of responses to mitigate the common source bias. This study concluded that 

the quality of school leadership is the ‘dominant factor’ in informing teachers’ departure decisions in hard-

to-staff schools.  

In another study, Grissom (20112*) drew on national data from the 2003–2004 SASS and the 2004–2005 

TFS to examine whether effective leaders are effective to retaining teachers in disadvantaged schools. 
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Measures of effective school leadership included: setting clear expectations, providing support and 

encouragement, and recognising staff for a job well done. The SASS dataset covers a nationally 

representative sample of schools and include 30,690 teachers in 6,290 schools. Regression results showed 

that principal effectiveness is associated with greater teacher satisfaction and a lower probability of 

teachers leaving the school within a year. These potential effects are even greater in disadvantaged 

schools.  

Second, improving working conditions is critical in satisfying and retaining teachers in disadvantaged 

schools, in addition to financial incentives. The working conditions discussed in the two previous research 

questions are critical to teacher retention in disadvantaged schools. Positive working conditions to support 

teacher retention in disadvantaged schools include supportive and effective school leadership, quality 

professional development, equitable support structure, healthy collegiality, and positive school discipline 

(e.g., Geiger and Pivovarova, 20182*; Ni, 20172*; Redding and Nguyen, 20203*; Roch and Sai, 20182*; Roch 

and Sai, 20172*).  

Third, among these working conditions, the evidence underscores the importance of effective school 

leadership to promote a climate of positive school discipline (Farinde-Wu and Fitchett, 20182*; Kim, 20192*; 

Roch and Sai, 20172*; Roch and Sai, 20182*), especially in schools that tend to have more disciplinary 

issues such as disrespect, bullying, and aggression. These issues would cost teachers’ emotional labour, 

which logically negates teacher professional wellbeing.  

Fourth, the probability of ECTs leaving disadvantaged schools or teaching profession is concerning 

(Redding and Nguyen, 20203*; Sass et al., 20122*; Kim, 20192*). Drawing on nationally representative data 

from the SASS from the 1987–1988 to 2011–2012 school years in the United States, Redding and Nguyen 

(20203*) investigated the extent to which the characteristics of beginning teachers, the schools in which 

they teach, and their turnover rates have changed over time. The overall sample size is more than 264,000 

observations. The sample size with turnover data is 145,780 observations, with 8,200 observations for 

beginning teachers. Their analyses showed that ECTs are more likely to leave schools with a high 

concentration of disadvantaged and ethnic minority students. Kim (20192*) concluded: ‘the first three years 

of the teaching career was critical for teacher leaving the profession’. Grissom (20112*) therefore called for 

more effective policies to recruit the ‘best principals’ into the most challenging schools to lower ‘perpetually 

higher’ teacher turnover rates in those schools.  

Fifth, principal-teacher demographic matching can be a contributory factor influencing teachers’ turnover 

decisions (Bartanen et al., 20192*; Lindsay and Egalite, 20202*; Nguyen, 20212*). In other words, principal-

teacher gender and race/ethnicity congruence matter in retaining teachers in a school. Based on an 

analysis of state-wide administrative data of North Carolina in the United States, Lindsay and Egalite 

(20202*) found that that being race-matched with a principal could result in lower rates of teacher turnover. 

These potential effects are larger for teachers of colour, compared to white teachers. A similar finding is 

found in the other two studies of Bartanen et al. (20192*) and Nguyen (20212*) in the United States. While 

these findings are interesting, cautious consideration is needed in advocating principal-teacher 

demographic matching in other contexts, given its possible countereffects in promoting social inclusion.  

Implications and recommendations from the review  

The review has identified the evidence-informed characteristics of school leadership, culture, climate, and 

structure to support teacher retention. Before summarising these potential characteristics and the review’s 

implications and recommendations, it is important to discuss some gaps in the current evidence base. This 

discussion has a dual purpose: first, to transparently inform readers of the strengths of this review’s findings; 

and second, to offer implications for future research.  
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Gaps in the evidence base 

While the current evidence base has some strengths, there are major methodological challenges that 

should be addressed to advance the evidence base to inform, more effectively, policy and practice on 

teacher retention.  

Challenges of operationalising and measuring effective leadership. The construct of ‘principal effectiveness’ 

or ‘effective school leadership’ for teacher retention is loosely operationalised. Many theoretical dimensions 

of school leadership tend to be overlapped, which challenges precise conclusions on which characteristics 

(approaches and practices) are most salient in retaining teachers.  

Measurement of principal effectiveness in many reviewed studies suffers from biases. This methodological 

issue is attributable to a heavy reliance on teacher responses to operationalise and measure principal 

effectiveness. Teacher perceptions can only capture some aspects of school leadership. To move forward, 

a more integrative consideration of multiple perspectives from teachers, students, parents, school leaders 

themselves, and inspectors might address this issue. 

Inconsistency in positioning organisational factors in theoretical models. While ‘working conditions’ in most 

studies are conceptualised as a predictor, they are considered a dimension of job satisfaction in the others. 

For example, Razavipour and Yousefi (20171*) conceptualised working conditions, pay, promotion 

opportunities, and collegial relations as dimensions of job satisfaction. Correlating these variables with 

organisational climate is likely to show strong correlations because the same construct is measured. Such 

positively correlated errors will yield positively biased estimates and exaggerated effects (see Favero and 

Bullock, 2014). Increased specificity and more nuanced operationalisation on concepts are needed in future 

research.  

Insufficient consideration in controlling potential factors. Many studies that specifically analysed models of 

types of school leadership are correlational in nature and based on a small sample (e.g., with 200–300 self-

selected teacher participants in a big geographical area). Most of these studies tend to focus on leadership 

styles or models and rarely accounted for other potential factors that could have explained the results.  

This limitation is exacerbated by an over-reliance on cross-sectional data. These data fail to account for 

changes in other potential influencing factors happening at the time of the data collection. For example, 

changes in education reforms, increased accountability pressure on principals and teachers, and changing 

patterns of segregation among student bodies and teacher workforces may have implications for the 

relationships among teachers, students, and school leaders. These external factors may have an effect on 

teachers’ job satisfaction and retention intention. The current issues underscore a need for future research 

to consider potential factors in analytical procedures.  

Issues with measures used in larger-scale studies. These studies mostly utilised administrative data from 

the OECD or the United States. While the larger-scale studies tend to be rated higher in quality of evidence, 

we identified two notable issues. First, most of these studies used data on teacher intent to stay/leave, 

rather than actual departure. Second, some studies utilised the data on teachers’ actual departures as an 

outcome variable, but they employed subjective measurements of independent variables. This 

methodological issue weakened those studies. To support more nuanced conclusions with stronger 

confidence, the increased use of objective measurements is a necessary next step. 

Issues with analytical strategies. In a majority of reviewed studies, teacher and school leaders are non-

randomly sorted to schools. However, many of these simply compared descriptive differences in teacher 

retention, and job satisfaction among different combinations of teacher and principal characteristics. This 

analytical strategy might conflate any causal effects of principal characteristics with other factors, such as 

the working conditions in the school. Teachers who are inherently more likely to leave may be systematically 

assigned to certain types of schools (e.g., more challenging schools). For example, Bartanen et al. (20193*) 

found that teachers are more likely to give higher ratings to school leadership, school climate, and their 
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own satisfaction if they have a race-congruent principal. More robust and well-justified analytical strategies 

would enhance precision of results and conclusions.  

Summary of findings  

This current review affirms the importance of leadership and organisational factors in motivating and 

retaining teachers in schools. This affirmation corresponds with the previous reviews on teacher attrition, 

mobility, job satisfaction, and burnout (e.g., Boyce and Bowers, 2018; Brunsting et al., 2014; Nguyen et al., 

2019; See et al., 2020).  

Appendix 10 presents a summary of 12 previous, relevant reviews. The scope, focus, and approach of the 

current review are different from but complementary of these previous reviews. These reviews centred on 

teacher wellbeing, teacher mobility, and teacher attrition but without a clear focus on the characteristics of 

school leadership, culture, climate, and structure for teacher retention.  

The homogeneity on the (promising) characteristics of school leadership, culture, climate, and structure to 

support teacher retention and proximal teacher outcomes is relatively evident, as reflected across the 

evidence base of the current review and in consideration with the previous relevant reviews. The previous 

reviews evidenced the associations between: (i) principal leadership; and (ii) teacher retention rates (Boyce 

and Bowers, 2018), teacher job satisfaction (Boyce and Bowers, 2018; Chin, 2007), teacher wellbeing 

(Liebowitz and Porter, 2019), and teacher burnout (Brunsting et al., 2014). They also identified some links 

between organisational factors and teacher retention and related teacher outcomes. These organisational 

factors include school climate (Boyce and Bowers, 2018), workload (Billingsley and Bettini, 2019; Palma-

Vasquez et al., 2022), role clarity/ambiguity (Brusnting et al., 2014), student disciplinary issues (Nguyen et 

al., 2019), and precarious working environment (Palma-Vasquez et al., 2022).  

To move forward, the findings from the current review have enhanced both the coverage and specificity of 

leadership and organisational factors in relation to teacher retention. They also add evidence to empirically 

unpack the theoretical perspectives of factors at the microsystem influencing teacher retention as presented 

earlier (see Figure 1). This review has categorically provided an evidence-informed typology of 

characteristics of school leadership, culture, climate, and structure to support teacher retention. The 

typology comprises: 

• three interrelated leadership approaches and their associated practices—prioritising teacher 

development, building relational trust, and improving working conditions; and  

• characteristics of school culture, climate, and structure—a culture of collegiality, a positive climate of 

school discipline, a climate of intellectual stimulation, and an equitable structure of workload and 

support distribution.  

The current review’s typology of characteristics is an important step in framing future research focusing on 

leadership for teacher retention. It highlights a range of evidence-based practices that school leaders can 

employ to enhance teachers’ job resources. The promising practices include:  

• providing teachers with instructional support; 

• offering professional development opportunities for teachers; 

• cultivating leadership potential in teachers; 

• demonstrating individualised consideration for teachers; 

• treating teachers with respect; 
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• considering teacher voice; 

• supporting teacher professional autonomy; 

• promoting collegiality in schools; 

• developing an equitable support and recognition system; 

• establishing an effective communication structure; 

• attending to developing a positive climate of school discipline; and 

• promoting a climate of intellectual stimulation. 

Enhancing their job resources is vital in supporting teachers to cope with the job demands, especially in 

the contexts where school leaders have limited influence on the intensity of teacher workload and on the 

unique challenges of disadvantaged schools. Synthesis of findings from this review also suggests an 

assumption that enhancing teachers’ job resources can support development of their personal capital, for 

example, their professional efficacy and resilience (Gouëdard et al., 20232*; Lim and Eo, 20142*; Li et al., 

20192*) to mitigate the misfit between job demands and job resources. However, this assumption is subject 

to further verification in future robust empirical research.  

As further discussed below, this rapid review was not designed to rank the degree of salience of leadership 

approaches and practices. However, we wish to argue that supporting teacher retention requires a 

contextualised combination of effective approaches and practices. An effective enactment of a(n) 

approach/practice may positively impact the other approaches/practices. This argument is based on the 

widely accepted belief that leadership is highly contextualised.  

Recommendations for the Education Endowment Foundation (EEF) commissioning 
agenda 

The current evidence base, in consideration of the English context, enables us to make the following key 

recommendations to support teacher retention, especially in disadvantaged schools.  

Recommendation 1: Supporting school leaders with implementation of potential approaches and 

practices through a robust Continuing Professional Development (CPD) programme  

Many potential approaches and practices of school leadership, culture, climate, and structure identified in 

this review appear to be common-sense. However, there are a multiplicity of challenges in implementing 

these approaches and practices effectively to maximise their potential impacts on teacher retention. For 

example, the impact of teacher evaluation on classroom instruction on teacher job satisfaction is subject to 

school leaders’ actual methods of individualised feedback delivery to teachers.  

Some of these challenges for school leaders (headteachers and deputy headteachers):  

• contextualising effectively the implementation of these approaches and practices in their schools 

and national contexts; 

• addressing competing (contextual) demands they face in applying a combination of these 

approaches and practices; and 

• evaluating the effects of these approaches and practices to inform any necessary adjustments.  
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School leaders need support to address these challenges. This support of professional development is 

particularly critical if the claim on the difficulty in recruiting more experienced and effective school leaders 

to disadvantaged schools is valid. On this basis, we recommend designing and delivering a CPD 

programme (6–12 months) that incorporate elements of coaching and mentoring to support school leaders, 

especially those in disadvantaged schools, with implementation of potential leadership approaches and 

practices for teacher retention.  

Recommendation 2: Piloting implementation of creative workload configurations in disadvantaged 

schools 

It is clear from this review that workload is a significant factor influencing teacher professional wellbeing 

and retention intentions. Teacher perceptions of arduous and excessive workload would adversely affect 

their wellbeing and job satisfaction. While consideration of workload reduction is a necessary step, school 

leaders’ purview of influence on the intensity of teacher workload may be limited in the countries that 

requires compliance with a national workload framework. However, it is evident that school leaders can 

influence contextualised configurations of workload in their schools.  

Interpretation of evidence across studies in this review suggests some characteristics of a contextually 

sensitive configuration to support teacher retention in disadvantaged schools, as summarised below:  

• a consideration of reduced classroom teaching time and more devoted time on lesson planning, 

interactions with students and their families, and professional development activities within the core 

workload structure; 

• a consideration of extra time support on professional development activities for ECTs; and 

• underpinned by a contextualised and equitable process that considers teacher needs and is 

transparently communicated—this would likely help to enhance teachers’ sense of agency, 

autonomy, and fairness in managing their own workload.  

Schools would probably benefit from a robust framework to guide them on the strategies to configure a 

workload model tailored to their schools. Development of this framework can draw on the findings of the 

current review, the EEF commissioned practical review on workload in England, the guidance on school 

workload reduction toolkit issued by the Department for Education in England (see this link), and the robust 

literature on employee retention and organisational management across sectors.  

Recommendation 3: Commissioning longitudinal and experimental studies 

To measure the impacts of the afore-suggested interventions, we recommend robust design and delivery 

of experimental studies. For example, randomised controlled studies with pre-post measures of school 

leaders’ practices and teachers’ assessment of their school leaders before and after a leadership 

development programme to develop their leadership practices for teacher retention.  

It would also be beneficial to commission collection and analyses of longitudinal data linking teachers to 

principals as they change schools would allow for analysis of how the same teachers respond to principals 

with different characteristics, background, and skill sets. Or, tracking teachers as they move schools and 

experience different principals and working environments, may be an alternative. These analyses would 

advance an understanding on the effects of school leadership practices and mechanisms to support teacher 

retention.  

Limitations of the review  

It is important to discuss some limitations of the current review in the light of the given time and resources 

for a rapid review and the quality of reviewed studies.  

https://www.gov.uk/guidance/school-workload-reduction-toolkit
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First, it is important to note the issues of time and language of the review and the geographical coverage 

of the identified evidence base. This rapid evidence assessment focused on relevant studies published 

from 2000 to May 2023. As noted earlier, we prioritised consideration of more contemporary evidence, 

within a limited time for this review. Nevertheless, we engaged our discussion of findings with the previous 

reviews (e.g., Boyce and Bowers, 2018; Brunsting et al., 2014; Scheopner, 2010) that included studies 

published before 2000. In terms of language, the current review of international research covered outputs 

written in English only and therefore potentially missed a hidden literature written in other languages. The 

evidence base has been predominantly drawn from relevant studies in the United States. This issue of 

geographical coverage requires a caution in interpreting the findings in the English context.  

Second, the findings from this review have been mostly reliant on correlational studies while characteristics 

of school leadership, culture, climate, and structure to support teacher retention is arguably ‘best’ evidenced 

through studies (e.g., randomised controlled trials) allowing for cause-effect conclusions. Many correlational 

studies identified in this review used self-reported responses as a main source of data and without applying 

appropriate strategies to mitigate potential biases. Key constructs and their dimensions, for example, 

principal effectiveness and job satisfaction continue to be loosely theorised and therefore would benefit 

from increased specificity and more nuanced operationalisation in future research.  

Third, ranking the effectiveness of the characteristics of school leadership, culture, climate, and structure 

to support teacher retention goes beyond the aim, scope, and resources of this rapid review. Indeed, the 

current evidence base offers no firm basis to specify, which characteristics are the most salient in retaining 

teachers. However, we wish to argue that identifying these evidence-based characteristics is critical in 

informing future empirical research and reviews of evidence.  
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Appendix 1: Development of research questions (RQs) 

At the planning stage of this review project, we started with four initial RQs as follows. However, our pilot 

review study provided us with insights to inform some adjustments of (the wording of) two RQs (RQ1b and 

RQ3).  

RQ1a. What school leadership characteristics support teacher retention in general? 

RQ1b. What school leadership characteristics support teacher retention in disadvantaged schools? 

RQ2. What characteristics of school culture, climate, and structure support teacher retention?  

RQ3. What school leadership characteristics promote positive school culture, climate, and 

organisational structure that supports teacher retention? 

First, regarding RQ3, there is a great body of literature on influences of school leadership on school culture, 

climate, and structure, but without reference to teacher retention or related outcomes—so this literature 

goes beyond the scope of the current review. Second, an initial analysis of a limited number of empirical 

studies that discuss the influences of school leadership on school culture, climate, and structure, and with 

reference to teacher retention or related outcomes suggested that these findings meaningfully fall in the 

categories of evidence to address the original RQ1a and RQ2. Therefore, we decided to remove RQ3.  

The original RQ1b, focusing on disadvantaged schools, does not have the words of culture, climate, and 

structure. However, we decided to include these words in the adapted RQ, upon the pilot study. This 

addition aimed to provide more integrative insights into the possible influences of major organisational 

factors on retaining teachers in disadvantaged schools. To strengthen coherence, we adjusted the order of 

the three finalised RQs, as presented in the Introduction of this report.  
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Appendix 2: Rationale for using selected databases and search 

engines.  

• Scopus 

• Web of Science 

• Google and Google Scholar 

The launch of integrated multidisciplinary databases and search engines of the Web of Science (1997), 

Google Scholar (2004), and Scopus (2004) has enabled search of academic literature to be more 

systematic and reliable. These three databases and search engines have more advantages in terms of 

both coverage and systematic data extraction, as compared with a manual search for printed journals and 

the use of (a combination of) subject-specific databases such as A+ Education, Eric, JSTOR, PsychINFO, 

and ProQuest.  

We used two comprehensive databases of Scopus and the Web of Science to locate peer-reviewed 

journal articles, books, and book chapters based on a careful consideration of the purpose and focus 

of this scoping review and of practicality.  

Our decision to mainly utilise Scopus and the Web of Science to search for peer-reviewed journal articles 

was informed and justified by the findings from the latest, major study of Martín-Martín et al. (2018) that 

compared the coverage of research outputs among the most comprehensive databases. Martín-Martín et 

al. (2018) concluded: (i) the overlap of research outputs covered by Google Scholar, Scopus, and the Web 

of Science is substantial; (ii) Google Scholar has more coverage than Scopus and the Web of Science; 

however, many of those sources uniquely indexed by the Google Scholar are not journal articles; (iii) 11.7% 

of the research outputs covered by Scopus but not by the Web of Science while only 3.9% of the research 

outputs indexed by the Web of Science but not by Scopus. This finding (in iii) suggests that Scopus has a 

more comprehensive coverage of peer-reviewed documents in social sciences (including education) than 

the Web of Science; and (iv) Scopus offers more complete bibliographic data and sophisticated engines to 

search for and extract data than Google Scholar (Zupic and Čater, 2015). We conducted a search on both 

Scopus and the Web of Science to strengthen the confidence on the coverage of our review. 

We used Google and Google Scholar to search for relevant research reports that have not been published 

in academic journals.   
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Appendix 3: Sets of keywords 

Set 1. A set of keywords for school leadership-related constructs. Our development of this set is 

informed by the key, previous reviews of school leadership (e.g., Grissom et al., 2021; Hallinger and 

Kulophas, 2019; Robinson et al., 2008).  

“Leadership” OR “management” OR “administration” OR “head master” OR “headmaster” OR 

“school leadership” OR “school leader” OR “principalship” OR “principal leadership” OR “vice-

principal” OR “headship” OR “deputy headship” OR “headteacher” OR “deputy headteacher” 

OR “head teacher” OR “deputy head teacher” OR “school management” OR “school 

administration” OR “school governance” OR “school principal” OR “school administrator” OR 

“school director” OR “assistant principal*” OR “assistant head*” 

Set 2. A set of keywords for constructs related to school culture, climate, and structure. Our 

development of this set is informed by key work focusing on these constructs (e.g., Achistein et al., 2010; 

Coe et al., 2022; Schoen and Teddlie, 2008). 

“culture” OR “climate” OR “working environment” OR “school culture” OR “organisational 

culture” OR “organizational culture” OR “school climate” OR “school environment” 

OR “institution” OR “school context” OR “working condition” OR “school organisation” OR 

“school organization” OR “culture” OR “school context” OR “workload” 

Set 3. A set of keywords for teacher retention, recruitment, and other related teacher outcomes. Our 

formulation of this set is informed by key reviews on the literature of teacher retention and teacher outcomes 

(e.g., Borman and Dowling, 2008; See et al., 2020). 

“teacher recruitment” OR “teacher retention” OR “teacher mobility” OR “teacher attrition” OR 

“teacher shortage” OR “teacher supply” OR “teacher career change” OR “teacher turnover” 

OR “teacher attitude” OR “teacher belief” OR “teacher career development” OR “teacher 

career path” OR “teacher ethnicity” OR “teacher identity” OR “teacher burnout” OR “teacher 

work-related stress” OR “teacher work related stress” OR “teacher wellbeing” OR “teacher 

well-being” OR “intent* to quit” OR “teacher job satisfaction” OR “professional commitment” 

OR “teacher migration” OR "teacher persistence" OR “revolving door of teachers” OR 

"teacher stability" OR “teacher contentment” OR “teacher fulfilment” 

We used the following three search combinations.  

Combination 1. Set 1 AND Set 2.  

Combination 2. Set 1 AND Set 3.  

Combination 3. Set 2 AND Set 3.  

Three key words of “leadership”, “management”, and “administration” were not used in Combination 1 (Set 

1 AND Set 2) because the pilot testing process showed that the inclusion of this word had resulted in a 

large number of results (approx. 461,709 document results on Scopus search on 12 April 2023) in business 

settings far beyond the focus of this review on school settings.  

 



Reviewing the evidence base on school leadership, culture, climate and structure for teacher retention  

Rapid evidence assessment 

 

 43 

Appendix 4: Data extraction template 

Author(s) 
Year of 

publication 

Country of 

origin 
Aims/purposes 

Research 

design 
Sample size Attrition 

Outcome 

measures 

Analytical 

strategies  
Findings  

Rating and 

comments 

on evidence  
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Appendix 5: Criteria for judging the strength of research evidence  

(Gorard, 2021) 

Reviewer …………………………………………………… Date …………………………………………… Author …………………………………………… Year ……………  

Record Number ………….. 

Does this need to be cross-checked?    YES □          NO □ 

Comments: …… 

This appraisal tool (Gorard, 2021) is to be read from left to right and top to bottom, starting with the criterion of research design. As the research questions in this 

review imply causality, the strongest design would be a randomised controlled trial. These will be rated 4*. Moving across the scale, if the randomised controlled trial 

has a large sample in each arm, then it stays as 4*. It will drop to 3* if it is a small-scale study. Moving along to the right, if there is no or low attrition, then it remains 

at 3*. If there is high attrition, for example over 20% then it drops a star to 2* and so on. 

Design Scale Dropout Data quality Threats Rating 

Strong design for research 
question (RQ) (e.g., 
randomised controlled trial) 

Large number of cases 
(per comparison group) 

Minimal attrition, no 
evidence of impact on 
findings 

Standardised, pre-specified 
independent outcome 

No evidence of diffusion, 
demand, or other threat 

4 

Good design for RQ 
(balanced comparisons, 
e.g., regression 
discontinuity design, 
difference in differences, 
administrative datasets 
using population data) 

Medium number of cases 
(per comparison group) 

Some attrition (or initial 
imbalance) 

Outcome pre-specified, but not 
standardised or independent 

Little evidence of diffusion, 
demand, or other threat 

3 

Weak design for RQ (e.g., 
unmatched comparison, 
e.g., volunteers) 

Small number of cases 
(per comparison group) 

Moderate attrition (or 
initial imbalance) 

Not pre-specified but valid in 
context 

Evidence of diffusion, 
demand, or other threat 

2 

Very weak design for RQ 
(e.g., single group, pre-
post, or observational 
studies) 

Very small number of 
cases (per comparison 
group) 

High attrition (or initial 
imbalance) 

Issues of validity or 
appropriateness 

Strong indication of 
diffusion, demand, or other 
threat 

1 

No consideration of design 
(no report of a comparator) 

A trivial scale of study, or 
N unclear 

Attrition huge or not 
reported 

Poor reliability, too many 
outcomes, weak measures 

No consideration of threats 
to validity 

0 
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Appendix 6: Critical appraisal checklist for qualitative research  

(Adapted from Joanna Briggs Institute Critical Appraisal Checklist for Qualitative Research available on this link) 

Reviewer …………………………………………………… Date ……………………………………………Author ……………………………………………… Year ……  

Record Number ………….. 

Overall appraisal:  Include   □ Exclude   □ Seek further info  □ Comments (Including reason for exclusion): ……. 

 Yes No  Unclear 

1. Is there congruity between the research methodology/method used and the study’s research questions and/or aims?    

2. Were the criteria for inclusion in the sample clearly defined?    

3. Were the study participants and the setting described in detail?    

4. Is there congruity between the research methodology/method and the representation and analysis of data?    

5. Are the findings accompanied by data/an illustration that offer clear support to the researcher’s interpretation?    

6. Do the conclusions drawn in the research report flow from the analysis, or interpretation, of the data?    

 
  

https://jbi-global-wiki.refined.site/space/MANUAL/4688637/Chapter+2%3A+Systematic+reviews+of+qualitative+evidence
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Appendix 7: Critical appraisal checklist for reviews of empirical research  

(Adapted from Joanna Briggs Institute Critical Checklist for Systematic Reviews and Research Syntheses available on this link)  

Reviewer ………………………………………………… Date ……………………………………………… Author ………………………………………… Year …………..  

Record Number ………….. 

Overall appraisal:  Include   □ Exclude   □ Seek further info  □              Comments (Including reason for exclusion): ……. 

 Yes No Unclear 

1. Is the review question clearly and explicitly stated?    

2. Were the inclusion criteria appropriate for the review question?    

3. Was the search strategy appropriate?    

4. Were the sources and resources used to search for studies adequate?    

5. Were the criteria for appraising studies appropriate?    

6. Was critical appraisal conducted?    

7. Were there methods to minimise errors in data extraction?    

8. Were the methods used to combine studies appropriate?    
 

 
  

https://jbi.global/sites/default/files/2019-05/JBI_Critical_Appraisal-Checklist_for_Systematic_Reviews2017_0.pdf
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Appendix 8: The number of research outputs by country 
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The number of research outputs by country linked with the heat map above. 

Note. ‘Across countries’ refer to publications based on data from more than one country.  

  

Country / Nation US China Israel Australia Malaysia Turkey UK 

Number of publications 120 25 20 18 17 15 15 

Country / Nation Belgium Norway Canada Greece Indonesia Iran Switzerland 

Number of publications 12 10 7 7 7 6 6 

Country / Nation Finland Germany India Pakistan Estonia Hong Kong Korea 

Number of publications 5 5 4 4 3 3 3 

Country / Nation Lebanon Oman Singapore South Africa Taiwan Chile Cyprus 

Number of publications 3 3 3 3 3 2 2 

Country / Nation Ethiopia Italy New Zealand Serbia Slovakia Spain Sweden 

Number of publications 2 2 2 2 2 2 2 

Country / Nation Thailand Uganda United Arab Emirates Vietnam Albania Barbados Brazil 

Number of publications 2 2 2 2 1 1 1 

Country / Nation Cameroon Croatia Czech Republic Eritrea Ghana Ireland Japan 

Number of publications 1 1 1 1 1 1 1 

Country / Nation Lithuania Madagascar Nigeria Poland Portugal Qatar Saudi Arabia 

Number of publications 1 1 1 1 1 1 1 

Country / Nation Slovenia South Korea Tanzania The Philippines Across countries 

Number of publications 1 1 1 1 13 
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Appendix 9: List of publications for each research question (RQ) 

Note. A publication may contribute to addressing more than one RQ and be listed in more than one column. Therefore, the sum may be more than 89.  

RQ1  

(52 publications) 

RQ2 

(35 publications) 

RQ3 

(20 publications) 

Barbieri et al. (20192*) 
Bartanen et al. (20193*)  
Beteille et al. (20162*) 
Boyd et al. (20112*) 
Casely-Hayford et al. (20232*) 
Cezmi and Toprak (20142*) 
Collie et al. (20202*) 
Da’as (20212*&3*)2 
Donaldson and Johnson (20112*) 
Dumay and Galand (20122*) 
Dupriez et al. (20162*) 
Dworkin et al. (20032*) 
Gamero Burón and Lassibille 
(20162*) 
García Torres (20182*) 
García Torres (20192*) 
Geiger and Pivovarova (20182*) 
Gokalp (20222*) 
Gouëdard et al. (20232*) 
Grant and Brantlinger (20222*) 
Griffith (20042*) 
Hariri et al. (20122*) 
Kim (20192*) 
Kouhsari et al. (20222*) 
Kraft et al. (20163*) 
Kukla-Acevedo (20092*) 
Lee et al. (20232*) 

Li et al. (20192*) 
Liu et al. (20222*) 
S. Liu et al. (20212*) 
Y. Liu et al. (20212*)Ni (20172*) 
Nir (20022*) 
Olsen and Huang (20192*) 
Paletta et al. (20172*) 
Pan et al. (20232*) 
Pietsch et al. (20192*) 
Player et al. (20172*) 
Price and Weatherby (20182*) 
Rasanen et al. (20222*) 
Redding et al. (20192*) 
Roch and Sai (20172*) 
Roch and Sai (20182*) 
Sun (20182*) 
Sun and Xia (20182*) 
Tesfaw (20142*) 
Tiplic et al. (20152*) 
Trinidad (20212*)  
Urick (20162*) 
Urick (20202*) 
Van Droogenbroeck et al. (20212*) 
Van Maele and Van Houtte 
(20122*) 
Wronowski and Urick (20192*) 
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2 Da’as (2021) is rated 3* for the outcome—teacher job satisfaction and 2* for the outcome—absenteeism. 
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Appendix 10: A summary of previous, relevant reviews  

Authors 
Review 
period 

Number 
of 

studies 
Geographical locus Key, relevant outcomes Summary of key, relevant findings 

Boyce and 

Bowers 

(2018) 

 

1992–2018 109 Mainly United States (US)-based 

studies 

Teacher satisfaction, 

teacher commitment, 

teacher retention  

• There is moderate evidence that principal leadership behaviour 

has effects on teacher retention 

• There is moderate evidence that principal leadership has 

effects on teacher satisfaction 

• There is strong evidence of the association between school 

climate and teacher satisfaction 

• There is moderate evidence of the association between school 

climate and teacher commitment and teacher retention rates 

Madigan and 

Kim (2021) 

No specificity 24 International Teacher satisfaction, 

burnout, and intention to 

quit 

• The study suggests that burnout and job satisfaction have a 

significant role in predicting teachers’ intentions to quit; 

however, burnout may pose a greater risk than job satisfaction, 

which may be increasing over time 

Billingsley 

and Bettini 

(2019) 

2002–2017 30 US-based studies Special teacher attribution 

and retention 

• Special educators struggle with many complex work demands 

such as caseloads, paperwork, and non-teaching 

responsibilities. When these demands exceed their capacity to 

fulfil them, they may be at greater risk for attrition 

Brunsting et 

al. (2014) 

1979–2013 23 International  Special teacher burnout  • Teacher experience, student disability, role conflict, role 

ambiguity, and administrative support were particularly salient 

factors in special education teacher burnout 

Cheng et al. 

(2023) 

1995–2023 67 China Teacher burnout  • Teacher burnout may result from high work demands and low 

jobs resources. Teachers’ proactive coping strategies could 

help to reduce burnout 

Chin (2007) No specificity 28 Taiwan and US teacher job satisfaction • Transformational school leadership does have positive effects 

on teacher job satisfaction 

Heenan et al. 

(2023) 

2012–2022 15 International  School staff and school 

culture 

• Transformational school leadership is presented as a positive 

leadership style with a close interconnection between positive 

impact of transformational school leadership for school staff 

and for an enhanced school culture 
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• An increased motivation in staff and the fostering of more 

positive school culture were found to be the leading impacts of 

transformational leadership on school staff and culture 

Liebowitz and 

Porter (2019) 

2000–2019 51 US and other high-income, 

OECD (Organisation for 

Economic Co-operation and 

Development)-member countries 

Teacher wellbeing, teacher 

instructional practices, and 

school organisational 

health 

• There is direct evidence of the relationship between principal 

behaviours and teacher wellbeing, teacher instructional 

practices, and school organisational health 

• The preceding findings are based almost entirely on 

observational studies because the causal evidence base on 

school leadership behaviours is non-existent 

Nguyen et al. 

(2019) 

No specificity  120 International  Teacher retention and 

attrition 

• Research on teacher attrition has grown substantially over the 

past decade, both on the factors that are examined as well as 

the increased specificity and nuanced operationalisation of 

existing factors 

• The organisational factors such as student disciplinary issues, 

administrative support, and professional development have 

significant influences on retaining teachers in the profession 

Palma-

Vasquez et al. 

(2022) 

2008–2018 213 International  Teacher mobility • There are multiple factors associated with teacher mobility, 

among which the precarious working environment, poor 

organisational conditions such as lack of leadership and 

support among colleagues, excessive workload, and low self-

efficacy stand out 

Scheopner 

(2010) 

1990–2010  33 International  Teacher attrition  • Teacher attrition rates are higher in disadvantaged schools and 

among early career teachers 

• ‘Simply increasing teacher salaries is unlikely to result in 

improved retention rates’. It is important to consider the 

complex nature of salary and how it influences teachers’ 

retention intentions 

See et al. 

(2020) 

No specificity 20 International Teacher retention and 

attrition  

• Financial incentives were the only approach that seems to work 

in attracting teachers to challenging schools, but not effective in 

retaining them. To keep teachers working in challenging 

schools, a supportive and conducive working environment 

would be needed 
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