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INTRODUCTION

Reliable data are critical in guiding efforts to
improve education in America. To provide such
data, the National Center for Education Statis-
tics (NCES) each year submits to Congress the
mandated report of The Condition of Educa-
tion. This year’s report presents indicators of
important developments and trends in Ameri-
can education. Recurrent themes underscored
by the indicators include participation and
persistence in education, student performance
and other outcomes, the environment for learn-
ing, and societal support for education. In ad-
dition, this year’s volume contains a special
analysis that describes the teacher workforce
and the movement of teachers into and out of
this workforce.

This statement summarizes the main findings
of the special analysis and the 40 indicators
that appear in the six following sections. Each
indicator is referenced by its number (e.g.,
indicator 10) in the volume.

SpPEcIAL ANALYSIS ON MOBILITY IN THE TEACHER
WORKFORCE

Each year teachers enter, leave, and move
within the K-12 teacher workforce in the
United States. Such movement affects not only
the composition of teachers and institutional
stability of individual schools but also the dem-
ographics and qualifications of the teacher
workforce as a whole. Understanding the dy-
namics of such change in the teacher workforce
is important for objectively considering such
policy issues as teacher shortages, teacher at-
trition, and teacher quality.

This special analysis uses national data on
public and private school teachers from the
1999-2000 Schools and Staffing Survey
(SASS) and the related 2000-01 Teacher Fol-
low-up Survey (TFS) to describe the nature
of the teacher workforce, look at who joined

and who left the workforce in 1999-2000,
and compare these transitions with those in
1987-88, 1990-91, and 1993-94. The major
findings are as follows:

m At the start of the 1999-2000 school year,
17 percent of the teacher workforce were
new hires at their schools, with the major-
ity of new hires being experienced teachers.
Only a relatively small percentage of the
workforce—about 4 percent—were first-
time teachers that school year. The aver-
age age of first-time teachers was 29, and
private schools were more likely to have
first-time teachers than public schools.

m  Attheend of 1999-2000, about 16 percent
of the teacher workforce “turned over”
or did not continue teaching in the same
school during the 2000-01 school year.
The turnover rate was larger at the end of
1999-2000 than at the end of 1987-88,
1990-91, or 1993-94.

m  About half of teacher turnover can be at-
tributed to teachers transferring from one
school to another, and the rest is due to
teachers leaving teaching either temporar-
ily or indefinitely.

m  Most public school teachers who transfer
move to another public school; only 2 per-
cent transferred to a private school at the
end of 1999-2000. In contrast, 53 percent
of private school teachers who transferred
moved to a public school.

m  Public school teachers in high-poverty
schools are twice as likely as their coun-
terparts in low-poverty schools to transfer
to another school.

m  Relative to rates of total turnover, the per-
centage of teachers who retired at the end
of the 1999-2000 school year was small:
only 2 out of 16 percent.
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Continued

m  The percentage of teachers who left teach-
ing and took a job other than elementary
or secondary teaching at the end of 1999-
2000 was twice as large as that of teachers
who retired. Teachers who took a job other
than teaching were disproportionately
male compared with those who stayed in
teaching.

m  The percentage of teachers who left
teaching for family reasons, to return to
school, or for other reasons at the end of
1999-2000 was less than 2 percent. Virtu-
ally all teachers who left for family reasons
were female. Teachers who left to return
to school tended to be younger than those
who stayed in teaching.

m  Not all teachers who leave the teacher
workforce do so permanently: 4 of the
17 percent of teachers who were newly
hired in 1999-2000 were former teachers
who returned to teach after a break from
teaching.

m  Private school teachers are more likely to
leave teaching than public school teach-
ers.

m  Both teachers who left teaching and
teachers who transferred at the end of
1999-2000 reported a lack of planning
time, too heavy a workload, too low a
salary, and problematic student behavior
among their top five sources of dissatisfac-
tion with the school they left.

STUDENT PARTICIPATION IN EDUCATION

As the U.S. population increases, so does its
enrollment at all levels of public and private
education. At the elementary and secondary
levels, growth is due largely to the increase
in the size of the school-age population. At
the postsecondary level, both population
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growth and increasing enrollment rates help
explain rising enrollments. Adult education
is also increasing due to demographic shifts
in the age of the U.S. population, increasing
rates of enrollment, and changing employer
requirements for skills. As enrollments have
increased, the cohorts of learners have become
more diverse than ever before, with students
who are members of racial/ethnic minorities or
speak a language other than English at home
making up an increasing share of the school-
age population.

m  Rising immigration and a 25 percent
increase in the number of annual births
that began in the mid-1970s and peaked
in 1990 have boosted school enrollment.
Public elementary and secondary enroll-
ment reached an estimated 48.3 million
in 2004 and is projected to increase to an
all-time high of 50.0 million in 2014. The
West is projected to experience the largest
increase in enrollments of all regions in the
country (indicator 1).

m  The number of private school students
enrolled in kindergarten through grade
12 increased from 1989-90 to 2001-02,
though at a slower rate than enrollments
in public schools. Thus the percentage of
private school students as a percentage of
total elementary and secondary enroll-
ment decreased slightly over this period.
Catholic schools retained the largest en-
rollment share of private school students,
but there was a shift in the distribution of
students from Catholic to other religious
and nonsectarian private schools at both
the elementary and secondary levels during
this period (indicator 2).

= About 1.1 million, or 2.2 percent of
all students, were homeschooled in the
United States in the spring of 2003, an in-
crease from 850,000, or 1.7 percent of all



Commissioner’s Statement

Commissioner’s Statement

students, in 1999. The majority of home-
schooled students received all of their edu-
cation at home, but some attended school
up to 25 hours per week (indicator 3).

The percentage of public school students
who are racial/ethnic minorities increased
from 22 percent in 1972 to 42 percent in
2003, primarily due to growth in Hispanic
enrollments. In 2003, minority public
school enrollment (54 percent) exceeded
White enrollment (46 percent) in the West
(indicator 4).

The number of children ages 5-17 who
spoke a language other than English at
home more than doubled between 1979
and 2003. Among these children, the num-
ber who spoke English with difficulty (i.e.,
did not speak English “very well”) also
grew markedly during this period. For
both of these groups of children, Spanish
was the language most frequently spoken
at home (indicator 5).

In 2000, some 3.9 million children, or
8 percent of those enrolled in public
elementary and secondary schools, were
classified as having mental retardation, an
emotional disturbance, or a specific learn-
ing disability and received services under
the Individuals with Disabilities Education
Act (IDEA). Males were twice as likely as
females to be served under IDEA, and
Black and American Indian children were
both overrepresented in the population of
children classified as having one of these
categories of disability (indicator 6).

In the next 10 years, undergraduate en-
rollment is projected to increase. Women’s
undergraduate enrollment is expected to
increase at a faster rate than men’s, and
full-time enrollment is projected to increase
at a faster rate than part-time enrollment.

Continued

During this period, the growth in enroll-
ment at 4-year institutions is expected
to be greater than at 2-year institutions
(indicator 7).

LeARNER OUTCOMES

How well does the American educational sys-
tem—and its students—perform? Data from
national and international assessments of stu-
dents’ academic achievement can help answer
this question, as can data on adults’ educational
and work experiences, literacy levels, and earn-
ings later in life. In some areas, such as reading,
mathematics, and science, the performance of
elementary and secondary students has shown
some improvement over the past decade, but
not in all grades assessed and not equally for
all students. The association between educa-
tion and the earnings and employment of adults
helps underscore the importance of education
for individuals and society and the outcomes of
different levels of educational attainment.

m  According to data from the Early Child-
hood Longitudinal Study, Kindergarten
Class of 1998 (ECLS-K), smaller percent-
ages of children from homes with more
family risk factors, such as poverty and a
primary home language other than English,
mastered more complex reading and math-
ematics skills by the spring of 3rd grade
compared with their peers with fewer or
no risk factors. For example, in reading,
the percentage of children who had two
or more risk factors and were proficient
at deriving meaning from text increased
from 0 to 24 percent from the spring of
kindergarten to the spring of grade 3 versus
an increase of 0 to 54 percent for those
with no risk factors (indicator 8).

m  The reading performance of 8th-grad-
ers assessed by the National Assess-
ment of Educational Progress (NAEP)
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improved between 1992 and 2003, but
no measurable difference was found in
the performance of 4th-graders. Females
outperformed males in both grades, and
White and Asian/Pacific Islander students
outperformed American Indian, Hispanic,
and Black students (indicator 9).

The mathematics performance of 4th- and
8th-graders assessed by NAEP improved
steadily from 1990 to 2003. For both
grades, the average scores in 2003 were
higher than in all previous assessments,
and the percentages of students perform-
ing at or above the Basic and Proficient
levels and at the Advanced level, defined
as “superior performance,” were higher
in 2003 than in 1990. In both grades,
males outperformed females, and White
and Asian/Pacific Islander students out-
performed Black, Hispanic, and American
Indian students (indicator 10).

According to findings from NAEP in 2003,
students in large central city public schools
had lower average scores in reading and
mathematics than students in rural, urban
fringe, and all central city schools. In both
subjects, the percentages of 4th- and 8th-
graders in large central city public schools
who performed at or above the Proficient
level were lower than the national percent-
ages (indicator 14).

The 2003 Trends in International Math-
ematics and Science Study (TIMSS) as-
sessed students’ mathematics performance
at grade 4 in 25 countries and at grade
8 in 45 countries. Findings from TIMSS
showed that U.S. students at grades 4 and
8 scored above the international average
in mathematics in 2003. U.S. 4th-graders
showed no measurable change in math-
ematics from 1995 to 2003, while 8th-
graders showed improvement over this
period (indicator 11).
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According to findings from TIMSS on sci-
ence performance, U.S. students at grades 4
and 8 scored above the international aver-
age in 2003. U.S. 4th-graders showed no
measurable change in science from 1995 to
2003, while 8th-graders showed improve-
ment over this period (indicator 12).

The Program for International Student
Assessment (PISA)—which reports on the
mathematics literacy and problem-solving
ability of 15-year-olds in 29 participating
Organization for Economic Cooperation
and Development (OECD) industrialized
countries—showed that U.S. 15-year-olds,
on average, scored below the international
average for participating OECD countries
in combined mathematics literacy, specific
mathematics skill areas, and problem solv-
ing in 2003 (indicator 13).

The percentage of adults age 25 or older
who reported having read a novel, short
story, play, or poem in the past 12 months
decreased between 1982 and 2002. A
strong positive relationship existed be-
tween reading literature and educational
attainment in 2002: the more education
a person had, the more likely that person
was to report having read literature in the
past 12 months (indicator 15).

White, Black, and Hispanic young adults
(ages 25-34) who have at least a bachelor’s
degree have higher median earnings than
their peers with less education, and these
differences increased between 1977 and
2003. Gaps in the median earnings of
young adults by race/ethnicity existed at
all levels of educational attainment during
this period, with Whites earning more than
Blacks or Hispanics at each level. Between
1977 and 2003, the earnings gap between
Blacks and Whites decreased among those
who did not complete or go beyond high
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school, while no change was detected at
higher levels of educational attainment.
There was no measurable change in the
earnings gap between Whites and His-
panics at any of the levels of educational
attainment (indicator 16).

m  In 2004, 5 percent of young adults (indi-
viduals between the ages of 25 and 34)
were unemployed. Although this percent-
age has fluctuated since 1971, one constant
has been a relationship between unemploy-
ment and educational attainment. Gener-
ally speaking, the more education a young
adult has attained, the less likely that per-
son is to be unemployed. For example, over
this 33-year period, young adults with at
least a bachelor’s degree were less likely to
be unemployed than their peers with less
education, a pattern that held for White,
Black, and Hispanic young adults (indica-
tor 17).

STUDENT EFFORT AND EDUCATIONAL PROGRESS

Many factors are associated with school suc-
cess, persistence, and progress toward high
school graduation or a college degree. These
include students’ early school experiences,
motivation and effort, and courses taken and
other learning experiences, as well as various
student characteristics, such as sex, race/
ethnicity, parents’ educational attainment,
and family income. Monitoring these factors
in relation to the progress of different groups
of students through the educational system and
tracking students’ attainment are important for
knowing how well we are doing as a nation in
education.

= Among children enrolled in kindergarten in
fall 1998, about 1 out of 10 was either re-
peating kindergarten or had a delayed entry
(had not enrolled the year he or she became
age eligible). Both groups were more likely

Continued

than their on-time classmates to be male and
less likely to have attended preschool. Com-
pared with those who entered on time, de-
layed entrants were more likely to be White
and to have parents with a bachelor’s degree
or higher. However, kindergarten repeaters
were more likely than on-time entrants to
have parents with less than a high school
education (indicator 18).

The status dropout rate represents the
percentage of an age group that is not en-
rolled in school and has not earned a high
school diploma or its equivalent. Since
1972, status dropout rates for Whites,
Blacks, and Hispanics ages 16-24 have
declined; nonetheless, rates for Hispanics
have remained higher than those for other
racial/ethnic groups. Although the status
dropout rate declined over the whole 30-
year period from 1972 through 2002, it
remained fairly stable over the last decade
(1992 through 2002) (indicator 19).

Between 1972 and 2003, the rate at which
high school completers enrolled in college
in the fall immediately after high school
increased from 49 to 64 percent, but it has
remained at about 64 percent since 1998.
Between the mid-1980s and the late 1990s,
the difference between the rates of imme-
diate enrollment of Blacks and Whites
declined, but the difference between the
rates of immediate enrollment of Hispanics
and Whites increased (indicator 20).

Among the cohort of 1992 high school se-
niors who had enrolled in any postsecond-
ary education by 2000, 66 percent enrolled
first in a postsecondary institution in their
home state and also lived in their home
state in 2000. Students whose highest
degree was a bachelor’s degree were more
likely than those whose highest degree was
an associate’s degree to have either enrolled
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in a postsecondary institution outside of
their home state or lived outside their home
state after high school (indicator 22).

Twelfth-graders in 1992 were more likely
than their counterparts in 1972 and 1982
to enroll in postsecondary education
within 8.5 years of high school gradua-
tion. Among those who earned more than
10 postsecondary credits, the proportion
earning a bachelor’s degree by their mid-
twenties increased (50 percent of the class
of 1992 did so vs. 43 and 46 percent, re-
spectively, of the classes of 1982 and 1972)
(indicator 21).

The percentage of 25- to 29-year-olds who
have completed high school has increased
since 1971. By 2003, some 87 percent of
these young adults had received a high
school diploma or its equivalent, and
many had received additional education.
However, racial/ethnic differences in levels
of educational attainment remain (indica-
tor 23).

CONTEXTS OF ELEMENTARY AND SECONDARY
EpucaTion

The school environment is shaped by many
factors, including curricular offerings, methods
of instruction and assessment, scheduling, the
configuration of classrooms and schools, and
the climate for learning. Monitoring these and
other factors provides a better understanding
of the conditions in schools that can influence

education.

Students in 20 states, accounting for more
than half of all public school students in
the United States, were required to pass
exit examinations (such as minimum com-
petency, standards-based, or end-of-course
examinations) in order to graduate from
high school in 2004. Five additional states
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will be phasing in exit examinations between
2004 and 2008. By 2009, of the 25 states
with exit examinations in place, all but 6
will use these examinations to meet the ac-
countability requirements of the No Child
Left Behind Act of 2001 (indicator 24).

Students attending school in a central city
or urban fringe/large town and in schools
with a 12th-grade enrollment of 450 or
more were more likely than their peers to
have the opportunity to take four or more
advanced courses each in mathematics,
English, science, and a foreign language
in 2000. Students attending schools in the
Northeast and Southeast were also more
likely than their peers in schools in Central
states to have such an opportunity (indica-
tor 25).

The average number of hours per year that
U.S. public school students spent in school
increased between 1987-88 and 1999-
2000. On average, middle school students
spent more time in school than elementary
or high school students. In both years,
students who attended rural schools spent
more time in school than students in urban
fringe/large town schools, as did those in
the Midwest than those in the Northeast,
South, and West (indicator 26).

Approximately 50 percent of all disabled
students in 2003-04 spent 80 percent or
more of their day in a regular classroom,
up from 45 percent in 1994-95. Black
students with disabilities spend less time
in a regular classroom on average than
their peers of other race/ethnicities with
disabilities (indicator 27).

Charter schools—public schools of choice
that have been exempted from some local
and state regulations to provide greater
flexibility than regular public schools—
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differ from one another and from regular
public schools in their origins, the author-
ity under which they are chartered, and
the students they serve. Among students
enrolled in charter schools in 2003, 51
percent attended schools chartered by a
school district, 28 percent attended schools
chartered by a state board of education,
16 percent attended schools chartered by
a postsecondary institution, and 6 percent
attended schools chartered by a state char-
tering agency (indicator 28).

m  There was a general decline in the rate at
which students ages 12-18 were victims
of nonfatal crime—including theft, vio-
lent crime, and serious violent crime—at
school from 1992 through 2002. The rates
of these crimes when students were away
from school also decreased. In each year
observed, the rates for serious violent
crime—rape, sexual assault, robbery, and
aggravated assault—were lower when
students were at school than away from
school (indicator 30).

CoNTEXTS OF PosTSECONDARY EDUCATION

The postsecondary education system encom-
passes various types of institutions, both
public and private. Although issues of student
access, persistence, and attainment have been
predominant concerns in postsecondary edu-
cation, the contexts in which postsecondary
education takes place matter as well. Important
aspects of this context include the diversity of
the undergraduate and graduate populations;
differences in the educational missions, poli-
cies, and services of colleges and universities;
the types of courses that students take; and the
ways in which colleges and universities attract
and employ faculty and other resources.

m  In 2002, some 29 percent of all students en-
rolled in degree-granting institutions were

Continued

racial/ethnic minorities (American Indian,
Asian/Pacific Islander, Black, or Hispanic).
That year, 12 percent of Black students at-
tended an institution where they made up
at least 80 percent of the total enrollment.
This was more than twice the percentage of
Hispanic students who attended an institu-
tion where they made up at least 80 percent
of the total enrollment. About one-fifth of
Black and Hispanic students attended an
institution where they were the majority
(indicator 31).

Inflation-adjusted average salaries for full-
time faculty increased 8 percent between
1987-88 and 2002-03. Combining salary
with benefits, full-time faculty received a
total compensation package averaging
$78,300 in 2002-03, about $8,300 more
than they received in 1987-88 after adjust-
ing for inflation. Faculty at private 4-year
doctoral/research universities earned more
and received more in benefits than faculty
at other types of institutions (indicator
32).

Academic libraries are not only providing
a broad array of electronic services to their
primary clientele but are also increasingly
providing these services to off-campus
users other than their primary clientele.
Although academic libraries at institu-
tions with graduate programs are gener-
ally taking the lead in providing electronic
services, gaps between types of institutions
are narrowing (indicator 33).

Many states have implemented laws and
policies to promote successful transfers
of students from community colleges to
4-year institutions. In fall 2000, most
community college students attended
institutions in states with legislation on
transfer and articulation, cooperative
agreements, and requirements for report-
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ing transfer data (78, 89, and 90 percent of
community college students, respectively),
and more than half attended institutions
in states with common core courses and
statewide articulation guides (66 and 57
percent, respectively) (indicator 34).

SOCIETAL SUPPORT FOR LEARNING

Society and its members—families, individu-
als, employers, and governmental and private
organizations—provide support for education
in various ways. This support includes learn-
ing activities that take place outside schools
and colleges as well as financial support for
learning inside schools and colleges. Parents
contribute to the education of their children
in the home through reading, playing, and en-
gaging in other activities with young children
and helping them with their homework. Com-
munities impart learning and values through
various modes, both formal and informal.
Financial investments in education are made
both by individuals through income spent on
their own education (or the education of their
children) and by the public through public ap-
propriations for education. These investments
in education are made at all levels of the educa-
tion system. Other collective entities, such as
employers and other kinds of organizations,
also invest in various forms of education for
their members.

m  According to data from the Early Child-
hood Longitudinal Study, Birth Cohort
(ECLS-B), children about 9 months of age
with family risk factors—living in a house-
hold below the poverty level, having a pri-
mary home language other than English,
having a mother whose highest education
was less than a high school diploma, and
living in a single-parent household—were
less likely to have family members who
read to them, told them stories, and sang
to them daily in 2001-02 (indicator 35).
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In 1999-2000, expenditures per student in
public elementary/secondary schools were
highest in the most affluent school districts
and next highest in school districts with the
most low-income families. Between 1989-
90 and 1999-2000, total expenditures per
student in constant dollars increased the
least for the most affluent districts. Current
expenditures per student, which include in-
structional, administrative, and operation
and maintenance expenditures, followed
the same pattern (indicator 36).

The proportion of total revenue for public
elementary and secondary education from
local sources in constant dollars declined
nationally from 1989-90 to 2001-02,
reflecting decreases in the proportion of
local revenue from property tax revenue
and other local revenue. In both the
Midwest and Northeast, the proportion
of total public school revenue from local
sources declined during this period, while
the proportion changed little in the South
and West (indicator 37).

Between 1989-90 and 2001-02, total ex-
penditures per student in public elementary/
secondary schools, which include all expen-
ditures allocable to per student costs divided
by fall enrollment, increased by 24 percent,
from $7,365 to $9,139 in constant dollars.
Among the five major categories of public
elementary and secondary school expendi-
ture (instruction, administration, operation
and maintenance, capital expenditures, and
other), capital expenditures increased the
most in percentage terms (70 percent) be-
tween 1989-90 and 2001-02. In compari-
son, instructional expenditures increased
by 21 percent. Despite these increases,
more than half of the total amount spent
went toward instructional expenditures in
2001-02 (indicator 38).
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m  Public revenue per student at the elementary
and secondary levels increased 109 percent
in constant dollars between 1969-70 and
2001-02. After first declining and then in-
creasing since the mid-1980s, total public
revenue comprised a similar percentage of
GDP in 2001-02 as in 1969-70 (4.08 and
3.98 percent, respectively) (indicator 39).

m  Theeducation and general revenues per stu-
dent of public 2- and 4-year degree-grant-
ing institutions increased by 33 percent in
constant dollars from 1969-70 to 2000-01.
During this period, government appropria-
tions per student to institutions increased
by 3 percent, from $5,227 to $5,409, while
the revenues per student to institutions from
sources other than government appropria-
tions increased at a faster rate. Tuition and
fees per student increased from $1,364 to
$2,716 (by 99 percent), and other sources
of education and general revenues increased
from $2,204 to $3,571 (by 62 percent) (in-
dicator 40).

CONCLUSION

Trends in the condition of American education
continue to show promise and challenge, as
well as underscore the importance of school-
ing. Progress in reading achievement is uneven,
while performance has risen in mathematics.
International assessments also present a mixed
picture. Certain family risk factors present a
challenge to students’ educational progress and
achievement.

Continued

In elementary and secondary education, enroll-
ments have followed population shifts and are
projected to increase each year through 2014
to an all-time high of 50 million, with the West
expected to experience the largest increase in
enrollments. Over the past three decades, rates
of enrollment in degree-granting postsecondary
education have increased and are projected to
continue to do so throughout the next 10 years.

NCES produces an array of reports each month
that present findings about the U.S. education
system. The Condition of Education 2005 is the
culmination of a yearlong project. It includes
data that were available by early April 2005. In
the coming months, a number of other reports
and surveys informing us about education will
be released, including the first follow-up to the
Birth Cohort of the Early Childhood Longitu-
dinal Study; 2005 National Report Cards in
reading, mathematics, and science; the Na-
tional Assessment of Adult Literacy; and the
10-year follow-up to the Baccalaureate and Be-
yond Longitudinal Study of 1992/93. As is true
of the indicators in this volume, these surveys
and reports will continue to inform Americans
about the condition of education.

H5<

Grover J. Whitehurst
Acting Commissioner
National Center for Education Statistics
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The Condition of Education is available in
two forms: this print volume for 2005 and
a web version on the NCES website (http:
[Inces.ed.gov/programs/coe). The web version
includes special analyses, essays, and indica-
tors from this and earlier print volumes of The
Condition of Education. (See page xxiv for a
list of all the indicators that appear on The
Condition of Education website.)

Each section of the print volume of The Con-
dition of Education begins with a summary of
the general topic areas covered by the indica-
tors in this volume and on The Condition of
Education website. All indicators contain a
discussion, a single graph or table on the main
indicator page, and one or more supplemental
tables. All use the most recent national data
available from the National Center for Educa-
tion Statistics (NCES) or other sources serving
the purposes of the indicator. The “eye” icon
at the bottom of the page and to the side of the
graph or table directs readers to supplemental
notes, supplemental tables, or another source
for more information.

When the source is an NCES publication,
such as The Digest of Education Statistics
2003 (NCES 2005-025), that publication
can be viewed at the NCES website (http:

[Inces.ed.gov/pubsearch).

The supplemental tables (appendix 1) provide
more detailed breakouts for an indicator, such
as household income, students’ race/ethnicity,
or parents’ education. Supplemental notes (ap-
pendix 2) provide information on the sources
of data used, describe how analyses were con-
ducted, or provide explanations of categories
used in an indicator. Tables of standard errors
(see below) are also included for applicable
indicators. A glossary of terms and a com-
prehensive bibliography of items cited in The
Condition of Education appear at the end of
the volume.
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DATA SOURCES AND ESTIMATES

The data in this report were obtained from
many different sources, including state educa-
tion agencies, local schools, and colleges and
universities using surveys and compilations of
administrative records. Users of The Condition
of Education should be cautious when compar-
ing data from different sources. Differences in
procedures, timing, question phrasing, inter-
viewer training, and so forth can all affect the
comparability of results.

Data reported in this volume are primarily from
two types of sources. Some indicators report
data from entire populations, such as indicator
36 (public elementary and secondary expen-
ditures per student by district poverty). With
these kinds of data, information is collected
from every member of the population surveyed.
This “universe” could be all colleges and uni-
versities or every school district in the country.
Other indicators report data from a statistical
sample of the entire population. When a sample
is used, the statistical uncertainty introduced
from having data from only a portion of the
entire population must be considered in report-
ing estimates and making comparisons.

In contrast, when data from an entire popula-
tion are available, estimates of the size of the
total population or a subpopulation are made
simply by counting, or summing, the units in
the population or subpopulation. In the case
of subpopulations, the size is usually reported
as a percentage of the total population. In
addition, estimates of the average (or mean)
values of some characteristic of the population
or subpopulation may be reported. The mean
is obtained by summing the values for all mem-
bers of the subpopulation and dividing the sum
by the size of the subpopulation. An example is
the annual mean salaries of professors at 4-year
colleges and universities.
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Another population measure sometimes used is
the median. The median is the value of a popula-
tion characteristic above which 50 percent of the
population is estimated to fall. An example is
the median annual earnings of full-time, full-year
wage and salary workers (see indicator 16).

Although estimates derived from universe
surveys are not affected by sampling, they are
affected by a wide range of potential data collec-
tion errors such as coverage errors, response er-
rors, coding errors, and data entry errors. These
errors in datasets with the entire population may
be larger than the error due to collecting data on
a sample of the population. Estimates of the size
of these errors are typically not available.

A universe survey is usually expensive and
time consuming, so researchers often collect
data from a small sample of the population of
interest. Through (stratified) random sampling
and other methods, researchers seek to ensure
that this sample accurately represents the larger
population to which they wish to generalize.
As an illustration, the Early Child Longitudinal
Study-Birth Cohort, upon which indicator 35 is
based, surveyed a representative sample of over
10,500 families of babies born in 2001 across
the country. Based on this sample, conclusions
can be drawn about all babies, such as their
race/ethnicity, the education of their parents,
parent-child interactions, and their early child-
hood mental and motor skills.

Estimating the size of the total population or
subpopulations from a data source based on a
sample of the entire population requires consid-
eration of several factors before the estimates
become meaningful. However conscientious an
organization may be in collecting data from a
sample of a population, there will always be
some margin of error in estimating the size of
the actual total population or subpopulation be-
cause the data are available from only a portion
of the total population. Consequently, data from
samples can provide only an estimate of the true
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or actual value. The margin of error or the range
of the estimate depends on several factors, such
as the amount of variation in the responses, the
size and representativeness of the sample, and
the size of the subgroup for which the estimate
is computed.! The magnitude of this margin of
error is measured by what statisticians call the
“standard error” of an estimate.

Most indicators in The Condition of Education
summarize data from sample surveys conducted
by NCES or the Bureau of the Census with sup-
port from NCES. Brief explanations of the ma-
jor NCES surveys can be found in supplemental
notes 3 and 4 of this volume. More detailed ex-
planations can be obtained at the website noted
above, under “Survey and Program Areas.” In-
formation about the Current Population Survey,
another frequent source of survey data used in
The Condition of Education, can be obtained

at http://www.bls.census.gov/cps/cpsmain.htm
(and also in supplemental note 2).

STANDARD ERRORS

When data from samples are reported, as is the
case with most of the indicators in The Condition
of Education, the standard error is calculated for
each estimate provided in order to determine the
“margin of error” for these estimates. The stan-
dard errors for all the estimated means, medians,
or percentages reported in the graphs and text
tables of The Condition of Education can be
found in appendix 3, Standard Error Tables. The
corresponding standard errors for the supple-
mental tables can be viewed at the NCES website

at http://nces.ed.gov/programs/coe.

The standard errors of the estimates for dif-
ferent subpopulations in an indicator can vary
considerably. As an illustration, indicator 11
reports on the mathematics scores of 4th- and
8th-graders in the United States and 44 other
countries in 2003. The average score of 8th-
graders in the United States was 504, compared
with an average score of 505 in Australia (see
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Continued

supplemental table 11-1). In contrast to the
similarity of these scores, their standard errors
were 3.3 and 4.6, respectively (see table S11-1 in

http://nces.ed.gov/programs/coe/2005/section2/
table.asp?tableID=222).

The percentage or mean score with the smaller
standard error provides a more reliable estimate
of the true value than does the percentage or
mean score with a higher standard error. Stan-
dard errors tend to diminish in size as the size
of the sample (or subsample) increases. Con-
sequently, for the same kinds of data, such as
kindergarten entry rates in the Early Childhood
Longitudinal Study, Kindergarten Class of 1998,
or scores on the National Assessment of Edu-
cational Progress, standard errors will almost
always be larger for Blacks and Hispanics than
for Whites, who represent a larger proportion
of the population.

DATA ANALYSIS AND INTERPRETATION

Due to standard errors, caution is warranted
when drawing conclusions about the size of one
population estimate in comparison to another
or whether a time series of population estimates
is increasing, decreasing, or staying about the
same. Although one estimate of the population
size may be larger than another, a statistical test
may find that there is no measurable difference
between the two estimates because there may
appear to be a large standard error associated
with one or both of the estimates.

Whether differences in means or percentages are
statistically significant can be determined using
the standard errors of the estimates. When differ-
ences are statistically significant, the probability
that the difference occurred by chance is small;
for example, it might be about 5 times out of 100.
Some details about the method primarily used
in The Condition of Education for determining
whether the difference between two means is sta-
tistically significant are presented in the introduc-
tion to appendix 3, Standard Error Tables.
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For all indicators in The Condition of Education
based on samples, differences between means or
percentages (including increases or decreases)
are stated only when they are statistically signifi-
cant. To determine whether differences reported
are statistically significant, two-tailed # tests, at
the .05 level, are typically used. The ¢ test for-
mula for determining statistical significance is
adjusted when the samples being compared are
dependent. When the difference between means
or percentages is not statistically significant, tests
of equivalence will often be run. An equivalence
test determines the probability (generally at the
.15 level) that the means or percentages are
statistically equivalent; that is, with the margin
of error that the two estimates are not substan-
tively different. When the difference is found to
be equivalent, language such as x and y “were
similar” or “about the same” will be used.

When the variables to be tested are postulated
to form a trend, the relationship may be tested
using linear regression, logistic regression, or
ANOVA trend analysis instead of a series of ¢
tests. These other methods of analysis test for
specific relationships (e.g., linear, quadratic, or
cubic) among variables.

Discussion of several indicators illustrates the
consequences of these considerations. Indicator
17 shows a larger percentage of Hispanic per-
sons ages 25-34 (6 percent) were unemployed
than White persons (4 percent) in 2004 (see
supplemental table 17-1). Although the differ-
ence of the unrounded estimates is relatively
small (1 percentage point), so are the standard
errors associated with each estimate (0.20 and
0.18 for Hispanics and Whites, respectively)
(see table S17-1), and the difference is statisti-
cally significant and supports the statement. In
contrast, indicator 30 discusses the incidence of
school violence against students ages 12-18. The
data in supplemental table 30-2 indicate there
were 27 violent crimes committed at school
against males per 1,000 students in 2002,
compared with 21 violent crimes committed at
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school against females per 1,000 students. This
difference of 6 percentage points is larger than
in the previous example, but the standard errors
are also larger (2.8 and 2.5, respectively) (see
table S30-2). The difference is not statistically
significant, and therefore, the data do not sup-
port a conclusion that males are more likely than
females to be victims of violent crime at school.
The introduction to appendix 3 explains in some
detail how the statistical significance of the dif-
ference between two estimates is determined.

VARIATION IN POPULATIONS

In considering the estimated means in the tables
and figures shown in this volume and on the web-
site, it is important to keep in mind that there may
be considerable variation among the members of a
population in the characteristic or variable repre-
sented by the population mean. For example, the
estimated average mathematics literacy score of
15-year-olds in the United States in 2003 was 483
(see supplemental table 13-1). In reality, many stu-
dents scored above 483 points, and many scored
below 483 points. Likewise, not all faculty salaries,
benefits, and total compensation at postsecondary
institutions were the same at each type of institu-
tion in 200203 (see indicator 32).

Because of this variation, there may be con-
siderable overlap among the members of two
populations that are being compared. Although
the difference in the estimated means of the two
populations may be statistically significant, many
members of the population with the lower esti-
mated mean may be above the estimated mean
of the other population and vice versa. For ex-
ample, some percentage of young adults with a
high school diploma or GED have higher earn-
ings than young adults with a bachelor’s degree
or higher (see indicator 16). The extent of such
overlap is not generally considered in the indica-
tors in this volume.

Estimates of the extent of variation in such
population characteristics can be computed

Continued

from the NCES survey datasets or are available
in published reports. For example, estimates of
the variation in students’ assessment scores can
be found using the NAEP Data Tool at http:

[/nces.ed.gov/nationsreportcard/naepdata/ or in
the appendices to most NAEP reports.

RounDING AND OTHER CONSIDERATIONS

Although values reported in the supplemental
tables are generally rounded to one decimal
place (e.g., 76.5 percent), values reported in
each indicator are rounded to whole numbers
(with any value of 0.5 or above rounded to the
next highest whole number). Due to rounding,
cumulative percentages may sometimes equal
99 or 101 percent, rather than 100.

In accordance with the recently revised NCES
Statistical Standards, many tables in this volume
use a series of symbols to alert the reader to
special statistical notes. These symbols, and their
meaning, are as follows:

— Not available.
Data were not collected or not reported.

1+ Not applicable.
Category does not exist.

# Rounds to zero.
The estimate rounds to zero.

! Interpret data with caution.
Estimates are unstable (because standard er-
rors are large compared with the estimate).

t Reporting standards not met.
Did not meet reporting standards.

p <0.05 Significance level.?

NoTes

'Ifthere are five racial/ethnic groups in a sample of 1,500, the researcher would have
less confidence in the results for each group individually than in the results for the
entire sample because there are fewer people in the subgroup than in the population.

“The chance that the difference found between two estimates when no real
difference exists is less than 5 out of 100.
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List of Indicators on The Condition of Education Website (2000-2005)

This List of Indicators includes all the indicators that appear on The Condition of Education website
(http://nces.ed.gov/programs/coe), drawn from the 2000—2005 print volumes.The list is organized first by
section and then by subject area. Thus, the indicator numbers and the years in which the indicators were
published are not sequential.
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Entering Kindergarten: A Portrait of American Children When They Begin SChool.........oooccccceervcccceeerccne 2000
Students Whose Parents Did Not Go to College: Postsecondary Access, Persistence,and Attainment .................. 2001
Private SCNO0IS: A BIET POTTIAIT........oocccooocoeescecseecesses s 2002
NONTTAItIONAl UNEIGIAAUATES..........oooocveeeeesessesssssssessssssss s 2002
Reading—yYoung Children’s Achievement and Classro0Om EXPEHIENCES ........oovvocvvvvssscsrenssssseessscsssesssnne 2003
Paying for College: Changes Between 1990 and 2000 for Full-Time Dependent Undergraduates...................... 2004
Mobility in the TeaCNEr WOTKFOTCE .....ccccooocoeesceeeseesee s s 2005
Section 1—Participation in Education
All Ages
ENIONMENT DY AGE ..o 1-2004
Preprimary Education
Enrollment in Early Childhood EdUCATION PrOGraMmS ...........oovoeecvoeeececeeseceensscseesssss s 1-2002
Prekindergarten in U.S. PUBIIC SCNOOIS ....ooc.cevrieeerreceesecersiceeesceseens s 2-2004
Elementary/Secondary Education
Trends in Full- and Half-Day KINAEIGareN .......cccccceeeooveeeeseseseeeesssssesssssseee s 3-2004
Past and Projected Elementary and Secondary Public School ENFOIIMENES.....c.ccoocevsvvrscvrscrrserrsersenne 1-2005
Trends in Private SChOO! ENFOIMENIS.......occccoooeoeceeeecescesseee s 2-2005
HOMESCNOOIEA STUABNTS.....oce v 3-2005
Racial/Ethnic Distribution of PUBIIC SCNOOL STUAENTS ...vvceeeeeeeeecesessesessssessssenss s 4-2005
Concentration of Enroliment by Race/Ethnicity and POVEITY........ccouvceooceeocerscrscesscenseesscesscessensens 5-2004
Family Characteristics 0f 5= 10 17-YEar-0dS...........oooccoicveoescceeeessssseesssessseesssssseessssssees s sssssseesss 2-2003
Language Minority SCNOO0I-AGE ChIATEN........occcceeeeceeeeece e 5-2005
Children With Selected Disabilities in PUDIIC SCNOOIS ...........oovceerreceeseeeeesceeseessseees e 62005
Undergraduate Fducation
Past and Projected Undergraduate ENFOIIMENTS .......ccccccovveecvvrsssceceessssseess s 7-2005
Adult Learning
Adult Participation in Work-Related LEaMING .....cc..ccooccvvveessccvvessssssvessssssseessssssesssssssessssssses oo 7-2004
Participation iN AU EAUCALION ........oooecceeee s s 8-2003
Section 2—Learner Outcomes
Early Childhood Outcomes
Students'Reading and Mathematics Achievement TRrough 3rd Grade ........ccccceeveccvvveesscsceeeescsseesses 8-2004
Children’s Skills and Proficiency in Reading and Mathematics Through Grade 3 ......cccccceeveevecessccccvecescce 8—-2005
Academic Qutcomes
Reading Performance of Students in Grades 4 and 8........oooocvvvcooeecceeeee e 9-2005
International Comparisons of Reading Literacy in Grade 4 .........oocccceovocevesccecssseeessssessssses s 10-2003
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Writing Performance of Students in Grades 4,8,and 12 .......ccccccooveovceessceeesoeessseessssesssses s 10-2004
Mathematics Performance of Students in Grades 4. and 8 ... 10-2005
International Comparison of 4th- and 8th-Grade Performance in Mathematics ...........cccccoovceveeeersccriecerns 11-2005
International Comparison of 4th- and 8th-Grade Performance in SCGENCE .....occcccvvevvecceveeesceeeeeeseees 12-2005
International Comparisons of Mathematics LIETACY ..........cc.uvvvevrveeossoeesseeesscensseessssessses s 13-2005
Poverty and Student Mathematics ACNIEVEMENT .....cc...vvovvcecveeessmeesessssseeesssssess s 12-2003
Student Reading and Mathematics Performance in Public Schools by Urbanicity..........c..ooeevccceesccece 14-2005
U.S.History Performance of Students in Grades 4,8,and 12.........cccccceevoeiceeerssiiireessssseeessesseessssseeesns 14-2003
Geography Performance of Students in Grades 4,8,and 12 ........oocccvovoeveoseerseeesseesees e 13-2003
Adult Literacy
Trends in Adult Literary Reading HabITS .......ooccoovoeeoeseosscessecesscens s 15-2005
Social and Cultural Qutcomes
EAUCALION GNAHEAITN ..o s s 12-2004
Youth Neither Enrolled norWOrKING ......c..cccooccvveeeseccseeessscsses s 13-2004
Economic Qutcomes
Annual Earnings of Young Adults by RACE/EERNIGILY .....occcooceeceececesceeeseeeees e 16—2005
Annual Earnings of YOUNG AQUIES DY SEX .oocvvrveeeeeeeeess e 14-2004
Employment Outcomes of Young Adults by Race/EthNICIEY .......voooccveeeeece s 17-2005

Section 3—Student Effort and Educational Progress
Student Attitudes and Aspirations

Postsecondary EXpectations of TOth=GIAAETS ............cuvvveovceesssseesseessssseessensssses oo ssssessnee 15-2004
Student Effort

12th-Graders Effort and INTEreStin SCNOO0L.......coooeeeroeecrceeseeeces s 18-2002
Elementary/Secondary Persistence and Progress

Kindergarten ENtry and REENTON.......cccccccoooevvveessccoseeesscssseessssssees s 18-2005

Event Dropout Rates by Family INCOMe, 1972—2001 ......ccccvevorreeescesseemsscess s 16—2004

Status Dropout Rates by RAC/ENNICILY ..vcc.evvvvverrevercserrsssienssseenssssssss s 19-2005
Transition to College

Immediate TraNSIION 10 CORGR ........ooooeverereeeceessceee s 20-2005

International Comparison of Transition to Postsecondary EdUCALION .......oovcvvveccveescveerscseees s 17-2004

Geographic Mobility of the High School (155 0f 1992.........oooocececeeesceeeseesssee s 21-2005
Postsecondary Persistence and Progress

Remediation and Degree COMPIETION............ccccccveoveccreeessccseesssssseees s 18-2004

Transfers From Community Colleges t0 4-Year INSHLULIONS ........oooccevoocersseceesceeeeees e 19-2003

Institutional Retention and Student Persistence at 4-Year INSHUTIONS......oocevvvvevevrrsserrrserresseerssnernesnee 20-2003

Persistence and Attainment of Students With Pell GRANES .......c.ccouveevsveescersecscesscneseesssseesensens 23-2003

Trends in Undergraduate Persistence and COMPIETION ......ooccccvvverocccveeesseveeeessssseeesssssees s 19-2004

Postsecondary Participation and Attainment Among Traditional-Age StUdentS..........cccccvvvevvrecrsrcerree 22-2005
(ompletions

Degrees EamMed DY WOMEN .......ccccoooooeeeeosieeceessceeesssseees s sssssss s 20-2004

Time to Bachelor's Degree COMPIETION...........cccccvevrevvvreesssisssressssssees s 21-2003
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Section 4—Contexts of Elementary and Secondary Education
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High SChOO! EXIt EXAMINGTONS .....oooooeeeeeeceeeeescseeeesssseee s e 24-2005

Trends in Science and Mathematics COUTSETAKING ......ccc..vevvevvvveersseeeeessesees s 21-2004

Student Characteristics in Science and Mathematics COUTSETaKING .........vveeecvvevveescceveessseeeess s 22-2004

Trends in English and Foreign Language COUTSETaKING ........ccccccevveeccvveessccereessesseeessssenessssess e 24-2003

Student Characteristics in English and Foreign Language COUrSEtaking .............ccooccceeeeseccceeesscseeesseee 25-2003
Learning Opportunities

Availability of Advanced Courses in High SCN00IS..........oocevoecvvessceeeeseessesssssess s 25-2005

Out-of-Field Teaching in Middle and High SChol GRAAES ......cccceooveveeceeesseeesseess s 28-2003

Out-of-Field Teaching by Poverty Concentration and Minority ERTollMent...........ocoocceevvceiceeeescsireesssnee 24-2004

TiMe SPENTIN SCNO0I ...oooceeeeeeeeee e 26—2005
Special Programs

Public Alternative SChols for At-Risk STUAENTS......oooveeeevee e 27-2003

Inclusion of Students With Disabilities in Regular CIaSSro0mS ......c.c.coooveveccveessseee e 27-2005
School Choice

Parental ChoiCe Of SCNOOIS ......oooceeer s 25-2004

Profile and Demographic Characteristics of Public Charter SChOOIS.........ooocccvveescceeeeseseeescsee s 28-2005
Teachers

BEGINNING TEACNETS....oos e 29-2003

Participation in Professional DEVEIOPMENT .....cccc.coovocevveeesseeeeesseeeeesessseeesss e 33-2002
School Characteristics and (limate

Characteristics 0f SCNOOI PANCIPAIS ......ovvvc oo 26—2004

SIZ€ OF HIGN SCN0O0IS ..o s 30-2003

Student Perceptions of Their School’s Social and Learning ENVIFONMENT ......cccccoovecvveessceeeeeeeese 29-2005

SOOI VIOIENCE ANA SAIETY........oos oo 30-2005
Other School Resources

High SChool GUIAANCE COUNSEIING.....ooocceveeeee oo s 27-2004

Student Support Staff in PUBIIC SCNO0IS.........oooeeeeeeeeeeeeees e 28—2004

Section 5—Contexts of Postsecondary Education
Characteristics of Postsecondary Students

Minority STUAENT ENTOIMENTS ..c....oooeeeveeeeescseeessssseessssssee s s 31-2005

EMDIOYEES WHO STUY c.vrroveeeeseeeesses e 29-2004
Programs and Courses

10D 30 POSISECONAANY COUTSES ... 30-2004

Deqrees and FIelds O STUAY........ccccoocvveeceeescseescseesssses e s 33-2003
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Remedial COUSETAKING ........ooocovveee v s 31-2004
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Public Elementary and Secondary Expenditures by DiStriCt POVETTY ....oooccovveeeeccveeseecseeesscseeessseeeens 36—-2005
Public Elementary and Secondary Expenditures by DiStrict LOCATON ......ccccccceecccvveesececreeesssseessssseeeens 35-2004
(Changes in Sources of PUDLIC SCNOOI REVENUE ..........oocceveeeeceecesecs e 37-2005
General and Categorical Funding in Elementary and Secondary EQUCTION .......oovccccceeeesccceeeecese 41-2003
Expenditures in Public Elementary and Secondary Schools by Expenditure Category ...........co..evoverrrce 38-2005
Public Effort to Fund Elementary and Secondary EQUCAEION ........ooccccoovvvrsoeceesceeseceeseessee 39-2005
International Comparisons of Expenditures for EUCATION .........ooooccoeeeoe e 36—2004
Financing for Postsecondary Education
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Special Analysis

Mobility in the Teacher Workforce

Stephen Provasnik and Scott Dorfman

INTRODUCTION

Each year teachers enter, leave, and move
within the K-12 teacher workforce in the
United States. Such movement affects not
only the composition of teachers at individual
schools and the institutional stability of these
schools but also the demographics and quali-
fications of the teacher workforce as a whole.
Understanding the dynamics of such change in
the teacher workforce is important for policy-
makers weighing competing policies regarding
such issues as teacher shortages, teacher attri-
tion, and teacher quality. This special analysis
describes the nature of the teacher workforce,
looks at who joined and who left the workforce
in 1999-2000, and compares these transitions
with those in 1987-88,1990-91, and 1993-94.
The purpose of this special analysis is to pro-
vide a foundation for informed discussions of
policies intended to address issues related to
the teacher workforce.

Using the most recent national data on teach-
ers, this special analysis addresses the following
questions: What does the teacher workforce
look like in a given year? How does the teacher
workforce change within that year? Whom are
schools hiring to be new teachers in that year?
How many teachers do schools lose within that
year? How long have teachers been at the same
school when they leave? When and why do
teachers leave a school or the profession?

The most recent national data on public and
private school teachers come from two surveys
sponsored by the U.S. Department of Educa-
tion’s National Center for Education Statistics
(NCES): the 1999-2000 Schools and Staffing
Survey (SASS) and the related 2000-01 Teacher
Follow-up Survey (TFS). The 1999-2000
SASS, administered between September 1999
and June 2000, asked a nationally representa-
tive sample of over 50,000 public and private
school teachers about their work environment,
classroom teaching, teaching qualifications, and

Page 2 | The Condition of Education 2005

other individual characteristics.! The 2000-01
TFS, administered between January and May
2001, asked a representative sample of over
5,000 SASS participants a series of follow-up
questions about how their job had changed
since the previous year.? Respondents included
those who continued teaching the year after
completing the initial SASS and those who left
the profession. Unless otherwise noted, the data
presented in this special analysis come from the
1999-2000 SASS or the 2000-01 TFS.

To describe the nature of the teacher workforce
and look at who joined and who left the work-
force within a given year, this special analysis
begins with a profile of the demographics of
the workforce. The next section examines
how many new teachers are hired each of the
years studied, how the characteristics of newly
hired teachers differ from teachers already in
the workforce, and how these new hires are
distributed across different types of schools.
The following section considers what propor-
tion of teachers transfer or leave teaching each
of the years studied, how these teachers differ
from teachers who continue to teach, and how
their rates of departure vary for different types
of schools. It also examines differences in the
length of time teachers who left their school had
taught in that school. The next section exam-
ines the reasons teachers give for leaving and
transferring. At the conclusion of the special
analysis is a summary of the key findings.

It is important to recognize several important
points about this special analysis. First, unless
otherwise stated, this special analysis reports
all percentages as percentages of the entire
teacher workforce or an entire subgroup of
the workforce (e.g., all private school teach-
ers). This is done to allow readers to make
comparisons easily across time and between
subgroups. Second, this special analysis can
identify and describe types of changes in the
teacher workforce that occur within a year,
but it cannot measure exactly how the teacher
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workforce as a whole changed from the begin-
ning of one year to the beginning of the next
year because of the limitations of SASS and
TFS data.’ Third, while this special analysis
provides a foundation for understanding how
the teacher workforce changes, it does not at-
tempt to sort out the causes or determinants
of such changes.

What Does the Teacher Workforce Look Like?

During the 1999-2000 school year, a total of
about 3,450,000 teachers worked in public
and private elementary and secondary schools
across the country—representing about 2.7 per-
cent of the overall U.S. workforce that year.*
Elementary and secondary school teachers
constituted a greater percentage of the work-
force than physicians (0.5 percent), legal pro-
fessionals (0.8 percent), postsecondary faculty
(0.9 percent), engineers (1.0 percent), firemen
and law enforcement workers (1.0 percent),
registered nurses (1.5 percent), or any other
professional group that year. Elementary and
secondary school teachers constituted about
the same percentage of the workforce as all
secretaries and administrative assistants (2.7
percent) and slightly less than retail workers
(2.8 percent) (U.S. Department of Labor 2002).
The statistics that follow attempt to profile this
large workforce by describing its basic features
and its distributions of demographic and pro-
fessional characteristics.

The majority of teachers (90 percent) worked
full time, 4 percent worked part time, 3 percent
were itinerant teachers, and less than 0.5 per-
cent worked as long-term substitutes.’ Eighty-
seven percent (3,000,000 teachers) worked
in public schools, and 13 percent (450,000
teachers) worked in private schools.®

As has historically long been true in the United
States, females made up the majority of the
teacher workforce in 1999-2000: a total of
2,590,000 teachers were female, while 860,000

Continued

teachers were male (75 vs. 25 percent). The
percentages of female and male teachers were
similar in both public and private schools:
female teachers made up 75 percent of pub-
lic school teachers and 76 percent of private
school teachers. However, the distribution
of teachers by sex differed widely by grade
level. Among those teaching in the elementary
grades, 1,340,000 teachers were female, while
140,000 teachers were male (91 vs. 9 percent).
In contrast, at the high school level, 570,000
teachers were female, while 470,000 teachers
were male (55 vs. 45 percent). In the middle
grades, there were 660,000 female and 250,000
male teachers (73 vs. 27 percent).”

The average age of brand-new teachers in
1999-2000 was 29 years old (the median was
26 years old), suggesting that many teachers do
not enter the teacher workforce in their early
twenties—an age that is traditionally associated
with being “right out of college.” The average
age of all elementary, middle, and high school
teachers was 42 (the median was 44 years old).®?
About 29 percent of teachers were under age
35, 42 percent were ages 35-49, and 29 percent
were age 50 or older (see figure 1 for further
detail).

The average number of years of teaching
experience for all teachers was 14 years in
1999-2000. More than one-third of teachers
(36 percent) had 19 or more years of teaching
experience, 24 percent had 10-18 years, 24
percent had 4-9 years, and 17 percent had 3
or fewer years (see figure 2 for further detail).
As this analysis will show, many teachers leave
the teaching profession for a period of time
for various reasons, and some enter it later in
life. As a result, many older teachers have less
teaching experience than one might expect. For
example, 19 percent of teachers between the
age of 45 and 49 in 1999-2000 had less than
10 years of teaching experience, and 9 percent
of teachers between the age of 50 and 59 had
less than 10 years of teaching experience.
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Continued
Figure 1.  Numberand percentage distribution of publicand private K-12 teachers in the U.S. teaching workforce, by
age: 1999-2000
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NOTE:The number in the bar represents the percentage of public and private K—12 teachers in the category. Detail may not sum to totals because of rounding.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),“Public Teacher Questionnaire,"“Charter Teacher

Questionnaire,” and “Private Teacher Questionnaire,” 1999—2000.

In 1999-2000, the highest degree attained for
the majority of teachers (53 percent) was a
bachelor’s degree. Forty-two percent of teachers
had attained a master’s degree as their highest
degree, and 4 percent had attained a doctor-
ate, professional, or education specialist degree.
Less than 2 percent of all teachers had com-
pleted no more than an associate’s degree.

Although teachers’ academic degrees and
their average years of experience have been
traditional indicators of the qualifications of
the teacher workforce, research has not found
the highest degree attained by teachers to be
a good predictor of gains in student achieve-
ment (Rivkin, Hanushek, and Kain 20035; also
see Hanushek 1996; Hedges, Laine, and Gre-
enwald 1994). Number of years of teaching
experience has also proven to be problematic
in predicting such gains. Generally, beginning
teachers (those with 3 or fewer years of teach-

Page 4 | The Condition of Education 2005

ing experience) are not as effective as teachers
with more years of teaching experience, with
brand-new teachers typically being the least ef-
fective teachers (Rivkin, Hanushek, and Kain
2005; Rockoff 2004; Murnane 1975). Research
has consistently found that brand-new teachers
make “important gains in teaching quality in
the first year and smaller gains over the next few
career years”; however, there is not a consistent
linear relationship between years of teaching
experience and student achievement after the
initial three years of teaching, making it dif-
ficult to say whether there are any discernible
differences among more veteran teachers—for
example, between teachers with 7-10 years of
experience and teachers with 20 or more years
of experience (Rivkin, Hanushek, and Kain
2005, p. 449; Murnane and Phillips 1981). A
better predictor of student achievement—and
hence a better indicator of the qualifications
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Figure 2.
years of teaching experience: 1999-2000
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NOTE:The number in the bar represents the percentage of public and private K—12 teachers in the category. Detail may not sum to totals because of rounding.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),"Public Teacher Questionnaire,”“Charter Teacher

Questionnaire,” and “Private Teacher Questionnaire,” 1999—2000.

of the teacher workforce—is whether teachers
have training and certification in the field they
teach (Monk 1994; Goldhaber and Brewer
1997, 2000). Those who have neither an under-
graduate or graduate major nor certification in
the field they teach are known as “out-of-field”
teachers. Research has suggested that high
school students in mathematics and science
learn less from out-of-field teachers than they
do from teachers with a major or certification
in the field they teach (Goldhaber and Brewer
1997, 2000; for a summary of this research,
see Seastrom et al. (2002), pp. 1-2).

In 1999-2000, among all teachers at all grade
levels, an average of 12 percent were teaching
out-of-field in their main assignment area; how-
ever, this percentage varied greatly by school
control, subject area, and level.” For example,
30 percent of private school teachers taught
out-of-field compared with 10 percent of public

school teachers. Similarly, about 37 percent of
all vocational education teachers lacked an
appropriate major or certification to teach vo-
cational education. In contrast, 6 percent of all
social science teachers, 9 percent of all English
teachers, 10 percent of all science teachers, and
14 percent of all mathematics teachers were
teaching out-of-field. Among public school
teachers who taught in the middle school
grades, 8 percent of social science teachers, 11
percent of English teachers, 13 percent of sci-
ence teachers, and 18 percent of mathematics
teachers were teaching out-of-field. However,
among public high school teachers, 2 percent
of social science teachers, 2 percent of English
teachers, 3 percent of science teachers, and 5
percent of mathematics teachers were teaching
out-of-field (Seastrom et al. 2002, pp. 55-56).1°
The rates of out-of-field teaching by subject
and level for private school teachers cannot be
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reliably calculated from SASS data because of
the small sample sizes of private school teachers
for each subject area.

How Many New Teachers Are Hired in a Year?

During the 1999-2000 school year, about
2,870,000 teachers (83 percent of all teachers)
continued to teach in the same school in which
they had taught the year before (figure 3). About
580,000 teachers (17 percent of all teachers)
were “new hires” at their school. Most of these
new hires replaced teachers who had left the
school—in other words, they filled the positions
created as a result of “teacher turnover” from
the previous year. However, some of these new
hires filled new positions in the teacher work-
force—which grew by 3 percent, on average,
over the previous 2 years (U.S. Department of
Education 2003, table 66). Not all new hires
were new teachers. New hires included teachers
who transferred from another school, former
teachers who re-entered the profession after a
hiatus from teaching, individuals who did not
work the previous year as an elementary or
secondary school teacher and were not enrolled

in an undergraduate or graduate program, and
individuals who were enrolled in an undergrad-
uate or graduate program the previous year.
For simplicity’s sake, these various categories
of new hires will be referred to, respectively, as
transfers, returning teachers, delayed entrants,
and recent graduates in this analysis.!

Transfers made up 9 of the 17 percent of
teachers who were new hires at their school.
This category of teachers includes individuals
who changed schools either voluntarily or
involuntarily (e.g., due to a school closing or
reorganization, staff reduction, reassignment,
or termination for unsatisfactory performance).
Transfers may have moved from a school in a
different district or from a school within the
same district.

Returning teachers made up 4 of the 17 percent
of teachers who were new hires at their school.
This category of teachers (also sometimes re-
ferred to as “re-entrants”) includes individuals
who taught in an elementary, middle, or high
school either full time or part time for at least a
year and then left teaching. The year before re-

Figure 3.
2000

1999-2000

Percentage distribution of public and private K-12 teachers by their employment background: 1999-

New hires

New entrants!
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Percent
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NOTE: New hires refers to teachers who are new to their school. New entrants refers to teachers who entered the teacher workforce this year. Detail may not sum to

totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),"Public Teacher Questionnaire,“Charter Teacher

Questionnaire,”and“Private Teacher Questionnaire,” 1999—2000.
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turning to teach, 36 percent of returning teachers
worked in a nonteaching job, 11 percent cared
for family members, and 9 percent completed
further schooling.'? It is not possible to calculate
how long of a hiatus most returning teachers
took before re-entering the teacher workforce
because SASS did not collect such data.

Delayed entrants made up about 2 of the 17
percent of teachers who were new hires at their
school. This category of teachers includes indi-
viduals who were never employed as teachers in
an elementary, middle, or high school before and
who were not students the previous year. Most
teachers in this category (57 percent) worked
the previous year in a nonteaching job, though
6 percent taught in a preschool and 3 percent
taught at a college or university.!* The number of
years between earning their bachelor’s degree and
starting to teach varied for teachers in this cat-
egory: 56 percent started to teach within 5 years
of earning their bachelor’s degree, 17 percent
started 6-10 years after earning their bachelor’s
degree, 16 percent started 11-20 years after, and

Continued

10 percent started more than 20 years after (data
not shown in table).

Recent graduates made up about 3 of the 17
percent of teachers who were new hires at their
school. This category of teachers includes indi-
viduals who were never employed as teachers
in an elementary, middle, or high school before
and who were undergraduate or graduate stu-
dents the previous year.

Comparing the percentages for the different
categories of new hires in 1999-2000 with
those in the earlier administrations of SASS—in
1987-88,1990-91, and 1993-94—reveals that
schools replaced a larger percentage of teachers
at the start of the 1999-2000 school year than at
the start of any of the earlier SASS years (table
1). Despite this increase (relative to the earlier
years), the percentage of brand-new teachers
(delayed entrants and recent graduates) in the
teacher workforce in 1999-2000 remained
small (4 percent)'* and was not measurably
different from the percentages in 1990-91

Table 1.

Number and percentage distribution of publicand private K~12 teachers by their workforce categories and

employment background: 1987-88,1990-91,1993-94, and 1999-2000

Workforce categories

and employment 1987-88 1990-91 1993-94 1999-2000
background Number Percent Number Percent Number Percent Number Percent
Total workforce at the
start of the year 2,630,000 100 2,916,000 100 2,940,000 100 3,451,000 100
Continuing teachers 2,261,000 86 2,518,000 86 2,558,000 87 2,874,000 83
New hires 370,000 14 398,000 14 381,000 13 577,000 17
Transfers at the start
of the year 229,000 9 227,000 8 196,000 7 294,000 9
New entrants 141,000 5 171,000 6 185,000 6 283,000 8
Returning teachers 61,000 2 49,000 2 46,000 2 130,000 4
Delayed entrants 35,000 1 51,000 2 60,000 2 67,000 2
Recent graduates 45,000 2 71,000 2 80,000 3 86,000 3

NOTE: All numbers are estimates with confidence intervals varying from = 2,200 to = 47,000. Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),“Public Teacher Questionnaire” and “Private Teacher
Questionnaire,” 1987—88;"Public Teacher Questionnaire” and “Private Teacher Questionnaire,” 1990-91;"Public Teacher Questionnaire” and “Private Teacher Question-
naire,” 1993—-94;"Public Teacher Questionnaire,”“Charter Teacher Questionnaire,”and “Private Teacher Questionnaire,” 1999—2000.
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Continued

and 1993-94.5 Most teachers who are newly
hired in schools each year are experienced
teachers—either transfers or returning teach-
ers—and 1999-2000 was no exception. That
year, new hires who were experienced teachers!'®
constituted 73 percent of all new hires and 12
percent!” of the teacher workforce—the latter
being a greater percentage than in 1987-88,
1990-91, or 1993-94. These are important
points because they make clear that (1) in-
creased teacher turnover does not necessarily
mean that there will be greater proportions of
inexperienced teachers in the workforce, and
(2) without a major change in the dynamics of
the workforce, attempts to improve the supply
of new teachers can effect only small changes
in the teacher workforce each year.

What Are the Characteristics of New Hires?

Although new hires who transfer from one
school to another change the distribution of
individual teachers among individual schools,
from a policy perspective, they do not change
the overall profile of the teacher workforce
because they do not affect the demographics

or the level of training of the teacher work-
force as a whole. In contrast, new hires who
are new entrants into the teacher workforce
(i.e., returning teachers, delayed entrants, and
recent graduates) can raise, lower, or maintain
the profile of the workforce in such dimensions.
For some sense of how new hires change the
workforce, this special analysis compares the
average characteristics of new hires to continu-
ing teachers. Because of the limitations of SASS
data, it is not possible to compare the charac-
teristics of newly hired teachers with those of
the teachers they replaced, which is what one
would need to do to measure the actual change
in the profile of the workforce between two
school years.!® In general, in the 1999-2000
school year, new hires were more likely to be
young and to teach out-of-field than continuing
teachers (table 2)."

Specifically, transfers tended to be younger
than continuing teachers (38 vs. 43 years old)
and less experienced (10 vs. 16 years of teach-
ing experience). Delayed entrants and recent
graduates were also younger, on average, than
continuing teachers (33 and 27, respectively,

Table 2.

Average age, average years of experience, percentage female, percentage out-of-field, percentage with both

amajor and certification in field, and percentage working full time for publicand private K-12 teachers, by

employment background: 1999-2000

Percent with
both major

Average and certifica-

years of Percent tion in main
Employment Average teaching Percent teaching  assignment Percent
background age experience female out-of-field field full time
All teachers 42 14 75 12 61 920
Continuing teachers 43 16 75 1 63 93
Transfers 38 10 75 15 55 80
Returning teachers 41 11 75 26 45 58
Delayed entrants 33 1 75 38 27 85
Recent graduates 27 1 73 17 47 920

NOTE: Average years of experience includes the 1999—2000 school year in its count of years of teaching."Out-of-field" teachers have neither an undergraduate or

graduate major nor certification in the field of their main teaching assignment.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),"Public Teacher Questionnaire,"“Charter Teacher

Questionnaire,” and“Private Teacher Questionnaire,” 1999—2000.
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vs. 43 years old) and, by definition (given that
this was their first year of teaching), less experi-
enced. Returning teachers were about the same
age as continuing teachers (41 vs. 43 years old)
but, as would be expected given their hiatus
from teaching, were less experienced (11 vs. 16
years of teaching experience). Approximately
75 percent of the teachers were female, regard-
less of whether they were continuing teachers
or any of these categories of new hires.

All four categories of new hires were more likely
to teach out-of-field and less likely to have both
a major and certification in the field of their
main teaching assignment (i.e., henceforth re-
ferred to as “highly qualified”) than continuing
teachers. However, delayed entrants stood out
among new hires because they were more likely
to teach out-of-field than any other category of
new hires and more than three times as likely to
do so as continuing teachers (38 vs. 11 percent).
This high proportion of out-of-field teachers
among delayed entrants is due to the fact thata
greater percentage of delayed entrants than con-

Continued

tinuing teachers, transfers, or recent graduates
were hired without majors in their main teach-
ing assignments and with either no certification
atall (19 vs. 6, 7, and 10 percent, respectively)
or provisional/alternative certification?® (12
vs. 2, 6, and 7 percent, respectively) (table 3).
Approximately 19 percent of both returning
teachers and delayed entrants reported no cer-
tification, but returning teachers were less likely
to have provisional/alternative certification than
delayed entrants (6 vs. 12 percent).?!

All of the four categories of new hires were less
likely to be employed full time than continuing
teachers (table 2). However, returning teachers
were two to five times more likely than any other
category of new hires to be employed as part-
time teachers, and more likely to be employed as
itinerant teachers than any other category except
transfers (data not shown).?

The data in this section illustrate average
characteristics of the different categories of
new hires. However, it is important to keep in

Table 3.
background: 1999-2000

Percentage distribution of public and private K-12 teachers by certification status, by employment

Type of certificate held in main teaching field

No certificate in
main teaching

Provisional field
or other And
type for Currently in But has none
“alternative Emer- program onein inany
Employment Proba- certification Temp- gency or to obtain  another other
background Regular tionary program” orary  waiver certificate field field
All teachers 80 4 3 1 1 3 1 7
Continuing teachers 84 3 2 1 # 2 1 6
Transfers 72 6 6 2 1 4 2 7
Returning teachers 59 5 6 2 1 5 4 18
Delayed entrants 30 10 12 5 5 20 1! 19
Recent graduates 47 17 7 3 2 12 2! 10

# Rounds to zero.
!Interpret data with caution (standard errors are large relative to the estimate).
NOTE: Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),”Public Teacher Questionnaire,“Charter Teacher

Questionnaire,”and “Private Teacher Questionnaire,” 1999—2000.
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mind that these are aggregate averages, which
means that within each of these categories of
new hires there may be a wide range of varia-
tion. Likewise, it is important to remember that
not all schools had the same proportions of
these categories of new hires.

How Do the Proportions of New Hires Differ by
School Control and Poverty?

Previous research has found higher rates of
teacher turnover among private school teachers
than public school teachers and has suggested
that public schools with higher percentages of
poor students have greater difficulty retaining
teachers than schools with relatively few poor
students (Broughman and Rollefson 2000; In-
gersoll 2001, pp. 16-17). To investigate how
these factors are related to the rate at which a
school hires new teachers, this special analysis
compared the proportions of new hires in pub-
licly controlled and privately controlled schools

and in low- and high-poverty public schools.??
Schools were considered low poverty if less than
15 percent of their students were eligible for free
or reduced-price lunch and high poverty if 75
percent or more of their students were eligible.?*
This special analysis could not examine the pov-
erty differences in private schools because a large
proportion of private schools do not participate
in the free or reduced-price lunch program.”
The differences between the proportions of new
hires in public and private schools indicate that
private schools are more likely to hire brand-
new teachers than public schools; however, no
such difference was detectable between low- and
high-poverty public schools.?®

During the 1999-2000 school year, public
school teachers were more likely than private
school teachers to have continued to teach in
the same school in which they had taught the
previous year (84 vs. 77 percent) (figure 4).

Figure 4.
2000
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Percentage distribution of K—12 teachers by their employment background, by control of school: 1999-
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NOTE: New hires refers to teachers who are new to their school. New entrants refers to teachers who entered the teacher workforce this year. Detail may not sum to

totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),"Public Teacher Questionnaire,"“Charter Teacher

Questionnaire,” and “Private Teacher Questionnaire,” 1999—2000.
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Thus, there was a smaller percentage of new
hires in the ranks of public school teachers than
private school teachers (16 vs. 23 percent).
There were also differences between public and
private school teachers in the proportions of the
different categories of new hires: a greater per-
centage of public school teachers than private
school teachers were transfers from another
school (9 vs. 7 percent), while three times as
many private school teachers as public school
teachers were returning teachers (9 vs. 3 per-
cent). Overall, a smaller percentage of public
school teachers than private school teachers
were brand-new teachers (4 vs. 6 percent).

In both low- and high-poverty public schools,
the average percentage of new hires was about
the same (about 15 percent each), and new hires
differed only in the percentage of delayed en-
trants hired by each kind of school (figure 5).

Continued

No other apparent differences, including those
for transfers, were measurable, and the overall
percentage of brand-new teachers in low- and
high-poverty public schools was about the same
(4 vs. 5 percent).”’

How Many Teachers Do Schools Lose at the End
of the Year?

At the end of the 1999-2000 school year,
public and private schools lost a total of
about 550,000 teachers (or 16 percent of the
teacher workforce) due to teacher turnover.
Roughly 270,000 of these teachers (8 per-
cent) transferred to a different school, and
the other 280,000 (8 percent) left teaching for
various reasons (figure 6). The teachers who
left teaching—or “leavers” for the purpose of
this analysis—consisted of teachers who retired
(2 percent), took a job other than elementary

Figure 5.
school: 1999-2000
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SOURCE: U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),"Public Teacher Questionnaire”and “Charter Teacher

Questionnaire,” 1999—2000.
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Figure 6.
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Percentage of 1999-2000 public and private K-12 teachers who did not teach in the same school the
following school year, by the reason teachers left
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NOTE:Not shown in this figure is the percentage of 19992000 public and private school teachers who did teach in the same school the following year. If this percent-

age were shown, this figure would total 100 percent.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Teacher Follow-up Survey (TFS),"Current Teacher Questionnaire” and “Former Teacher

Questionnaire,” 2000-01.

or secondary teaching?® (4 percent), returned
to school for further education (0.3 percent),
left for family reasons (e.g., to raise children
or take care of other family members) (1 per-
cent), and left for miscellaneous other reasons
(1 percent).

The percentage of total teacher turnover at
the end of 1999-2000 was larger than at the
end of 1987-88, 1990-91, or 1993-94 (16 vs.
14, 13, and 14 percent, respectively) (table 4).
However, only two categories of leavers at the
end of 1999-2000 were measurably larger than
the corresponding category of leavers at the end
of the earlier years. The percentage of teachers
who took another job other than elementary
or secondary teaching was higher at the end
of 1999-2000 than at the end of 1990-91 or
1987-88 (4 vs. 2 percent for both earlier years).
Also, the percentage of teachers who retired at
the end of 1999-2000 was higher than that at
the end of 1987-88 (2 vs. 1 percent). Increases
in these two categories of leavers account for
virtually all of the relative increase in turnover
observed at the end of 1999-2000. The percent-
ages for all the other categories of leavers at the
end of 1999-2000 and for teachers who trans-
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ferred to a new school at the end of 1999-2000
were not measurably different from the percent-
ages for the corresponding categories at the end
of 1987-88, 1990-91, or 1993-94.

It is important to recognize that while turn-
over measures the number of teachers that
schools need to hire to keep the same number
of teachers from one year to the next, teacher
turnover is not a direct measure of loss in
the workforce or of change in the size of the
workforce from one year to the next because
it includes transfers. As noted in the introduc-
tion, the data used for this special analysis do
not permit one to measure exactly how much
the teacher workforce as a whole changed from
the beginning of one year to the beginning of
the next year. However, comparing the data
from the various years for which SASS and
TFS data are available indicates that, between
1987-88 and 1999-2000, the total size of the
teacher workforce increased (table 1) while the
proportions of the categories of new hires and
leavers remained relatively stable.

It is also important to recognize that teacher
turnover has different implications depending
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Table4.  Numberand percentage of 1987-88,1990-91,1993-94,and 1999-2000 public and private K—12 teachers
who did not teach in the same school the following year, by turnover categories
Turnover 1987-88 1990-91 1993-94 1999-2000
categories Number Percent Number Percent Number Percent Number Percent
Total turnover at the
end of the year 391,000 14 383,000 13 418,000 14 546,000 16
Transfers at the end
of the year 218,000 8 209,000 7 205,000 7 269,000 8
Leavers 173,000 6 174,000 6 213,000 7 278,000 8
Retired 35,000 1 46,000 2 48,000 2 66,000 2
Took other job 64,000 2 56,000 2 90,000 3 126,000 4
Went back to school 11,000 # 13,000 # 8,000 # 12,000 #
Left for family reasons 48,000 2 33,000 1 35,000 1 47,000 1
Other 14,000 1 25,000 1 30,000 1 26,000 1

# Rounds to zero.

NOTE: All numbers are estimates with confidence intervals varying from + 2,000 to + 34,000. Denominator used to calculate the percentage is the total number of
teachers in the workforce during the TFS year. Detail may not sum to totals because of rounding.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Teacher Follow-up Survey (TFS),“Current Teacher Questionnaire” and“Former Teacher

Questionnaire,” 1988—89,1991-92, 1994-95,and 2000-2001.

on whether one looks at it from the administra-
tive point of view of a school (or school district)
or from a national perspective. From an admin-
istrative point of view, teachers who transfer to
another school and teachers who leave teach-
ing are both examples of teacher turnover that
require a school or district to hire new teachers
to replace them (unless the school is downsizing
or enrollment has dwindled). From a national
point of view, transfers are less interesting be-
cause they are teachers who have not left the
teacher workforce and thus do not change its
size or composition. In contrast, leavers are of
particular interest because they represent at-
trition in the workforce that can change both
its size and its overall demographics and level
of training. Yet not all attrition is equal. Some
attrition is desirable (e.g., teachers leaving who
are not well suited to teach), but some is not
(e.g., highly qualified teachers leaving). Some
attrition is temporary (e.g., teachers leaving to
complete a master’s degree, raise a family, or
take a sabbatical who then return to teach), and
some is inevitable (e.g., teachers retiring).

Who Tends to Leave? Who Tends to Transfer?

At the end of 1999-2000, leavers who retired,
naturally, tended to be older teachers, who, on
average, had taught for 29 years in elementary,
middle, or high school (table 5). The average
age of retirees was 58, though 25 percent were
50-54 years old when they retired, 38 percent
were 55-59 years old, and 36 percent were 60
or older.’® The apparent difference between the
proportion of females among retirees in table
5 and continuing teachers in table 2 was not
statistically significant. Likewise, there was no
measurable difference between the percentages of
retirees and continuing teachers who were highly
qualified and were teaching out-of-field due to the
small sample size and large standard errors.

Leavers who took another job other than
elementary and secondary teaching were
disproportionately male when compared with
continuing teachers (32 vs. 25 percent). On
average, these leavers were 39 years old and
had 10 years of teaching experience before
they left. These leavers were less likely to be
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Table 5.

Among public and private K-12 teachers who left teaching between 1999-2000 and 200001, average

age, average years of teaching experience, percentage female, percentage out-of-field, and percentage
with both a major and certification in field, by the reason teachers left

Percent with
both major and

Average certification in

years of Percent teaching field taught

Reason Average teaching Percent out-of-field the in the
teachers left age experience female previous year previous year
All leavers 42 15 76 20 54
Retired 58 29 71 16 65
Took other job 39 10 68 24 50
Went back to school 30 4 77 22 52
Left for family reasons 34 9 99 16 53
Other 40 13 84 19 47

NOTE:“Out-of-field" teachers have neither an undergraduate or graduate major nor certification in the field of their main teaching assignment.
SOURCE:U.S. Department of Education, National Center for Education Statistics, Schools and Staffing Survey (SASS),“Public Teacher Questionnaire,"“Charter Teacher
Questionnaire,” and “Private Teacher Questionnaire,” 1999—2000 and Teacher Follow-up Survey (TFS),"Current Teacher Questionnaire”and “Former Teacher Question-

naire,” 2000-01.

highly qualified than teachers who continued
to teach in the same school (50 vs. 63 percent)
and were twice as likely to have been teaching
out-of-field (24 vs. 11 percent).

Leavers who pursued further education tended
to be new to the teaching profession, having
taught on average for 4 years. The average age
of these leavers was 30. There was no measur-
able difference between the percentage of these
leavers who were female and the corresponding
percentage for continuing teachers. These leav-
ers were twice as likely to have been teaching
out-of-field as teachers who continued to teach
in the same school (22 vs. 11 percent); however,
apparent differences between them in the per-
centages of highly qualified teachers were not
statistically significant (52 vs. 63 percent).

Leavers who left teaching for family reasons
were overwhelmingly female (99 percent). On
average, these leavers were 34 years old and
had 9 years of teaching experience before they
left. These leavers were less likely to be highly
qualified than teachers who continued to teach
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in the same school (53 vs. 63 percent) and were
more likely to have been teaching out-of-field
(16 vs. 11 percent). Although there are various
family reasons that may prompt a teacher to
leave the profession, research has found that
“a substantial amount of teacher attrition is
directly related to the birth of new children”
(Stinebrickner 2002, p. 208).

Leavers who left for miscellaneous “other” rea-
sons were, on average, 40 years old with 13 years
of teaching experience. Due to the small sample
size and the large standard errors of this category
of leavers, there were no measurable differences
in the percentage who were female or in the
percentages of highly qualified and out-of-field
teachers between these leavers and teachers who
continued in the same school. Leavers in this
category left teaching for a variety of personal
reasons, ranging from “starting their own busi-
ness” to becoming “a member of a contempla-
tive religious community.” However, the most
common reason reported by leavers who left for
“other” reasons was to take a year-long sabbati-
cal or leave of absence from teaching.
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Teachers who transferred, as noted earlier,
tended to be younger and less experienced
than continuing teachers. In particular, begin-
ning teachers (those with 3 or fewer years of
teaching experience) were more likely to trans-
fer than teachers with 10 or more years of ex-
perience (data not shown). Transfers were less
likely to be highly qualified than teachers who
continued to teach in the same school (55 vs.
63 percent) and were more likely to have been
teaching out-of-field before they transferred (15
vs. 11 percent).’!

How Do Turnover Rates Differ by School Control
and Poverty?

Between the 1999-2000 and 2000-01 school
years, private schools lost a greater percent-
age of teachers than public schools (21 vs. 15
percent) (figure 7). This difference is reflected
in the fact that a greater percentage of private
school teachers than public school teachers
left teaching for another job (7 vs. 3 percent),

Continued

further schooling (0.7 vs. 0.3 percent), and
family reasons (3 vs. 1 percent). However,
public schools lost a greater percentage of
teachers to retirement than private schools (2
vs. 1 percent). The proportion of public and
private school teachers who transferred to
another school was not discernibly different
(both about 8 percent). However, public and
private school teachers differed in where they
moved: the majority of public school teach-
ers who transferred moved to another public
school—either one within their school district
(45 percent of the transfers of public school
teachers) or to a public school in another dis-
trict (53 percent) (data not shown). Only 2 per-
cent of public school teachers who transferred
moved to private schools, whereas 53 percent
of their private school counterparts moved to
public schools (data not shown).

The apparent difference between the rate of
total teacher turnover in low- and high-poverty
public schools (14 vs. 18 percent) was not sta-

Figure7. Percentage of 1999-2000 public and private K—12 teachers who did not teach in the same school the
following school year, by control of school and the reason teachers left
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age were shown, this figure would total 100 percent.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Teacher Follow-up Survey (TFS),“Current Teacher Questionnaire” and “Former Teacher

Questionnaire,”2000—01.
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