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ABSTRACT
Just like the childhood game of Hide and Seek, “Ready or not, here they come,”
numbering 92 million strong, the Millennial Generation is the largest generational cohort in
history. By 2025, it is predicted they will comprise 75% of the workforce. Millennials are
highly educated, willing to learn, technologically advanced, and socially conscious—all traits
important for the making of a great teacher.
The purpose of my study is to understand the mindset of six beginning Millennial
teachers regarding teaching as their career of choice and how this mindset impacts their decision
to remain committed to teaching. This study attempts to analyze beginning Millennial teachers’
experiences teaching in a public school. Six Millennial teachers and six building level
administrators from one urban Southwest Missouri school district participated in this study. Data
were collected, analyzed and coded to reveal six axial codes from which three main theories
emerged: (1) Millennial teacher persona, (2) career commitment, and (3) relationships with
leaders.
While public education has changed instruction to prepare students for the 21st century,
many educational leaders are still using the same leadership practices to recruit, hire, and retain
teachers of years’ past. It will behoove school leaders to understand this generation’s values and
motivators in order to capitalize on their strengths and establish an organizational climate where
teachers and students will thrive. My study will provide school leaders insight into the mindset
of beginning Millennial teachers.
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Chapter One
Introduction
Organization of the Chapter
The introduction and background for the study begin Chapter 1. Ensuing is the statement
of the problem, the purpose for the study, and the significance of the study. The primary
research question and sub-questions follow. The theoretical framework describes the qualitative
approach of phenomenology used as the research method for this study. In the conceptual design
section, I introduce and explain Maslow’s (1943) Hierarchy of Needs and its relevance to the
phenomenon of this study. Subsequently, an explanation of theoretical sensitivity detailing
professional experience, personal experience, knowledge of the research, and analytic rigor
follows. For the purpose of clarifying what this study is and is not, the parameters of the study
are elucidated, definition of terms are operationally defined or research developed, and
limitations of the study are enumerated. A summary and a description of the organization of the
dissertation conclude chapter one.
“Everybody has a story. And there is something to be learned from every experience.”
Oprah Winfrey
Introduction
According to Hartman (2014) in The New York Times article “Millennials at Work:
Young and Callow, Like Their Parents,” Millennials are accused by employers and older
colleagues of being entitled, arrogant, self-absorbed, undependable, and lacking a strong work
ethic. Solomon (2008) in the online edition of The Wall Street Journal wrote human resource
managers have generalized Millennials to be “the most self-entitled, irresponsible and immature
workers to date” (para. 3). Further, she noted managers find them to be “a little high
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maintenance” (para. 4). If Millennials do not receive constant affirmation or if the job is not fun
or rewarding, abandonment of their positions is common (Hartman, 2014).
Astroph (1994) coined the term ephebiphobia or “a fear and loathing of adolescence” and
proffered older generations claims of deterioration among younger generations can be linked in
nearly every epoch (p. 412). Psychologist and University Chancellor, Tanya Byron (2009)
identified examples of disconnect between the various generations dating back to 6,000 BC.
“ ‘We live in a decaying age. Young people no longer respect their parents. They are
rude and impatient. They frequently inhabit taverns and have no self-control.’ These
words—expressing the all-too-familiar contemporary condemnation of young people—
were actually inscribed on a 6,000-year-old Egyptian tomb. Later, in the fourth century
BC, Plato was heard to remark: ‘What is happening to our young people? They
disrespect their elders; they disobey their parents. They ignore the law. They riot in the
streets, inflamed with wild notions. Their morals are decaying. What is to become of
them?’ And then, a few hundred years later, in AD 1274, Peter the Hermit joined chorus.
‘The young people of today think of nothing but themselves. They have no reverence for
parents or old age. They are impatient of all restraint’.” (para. 1-3)
Fast forward to this decade, Stein (2013) referred to Millennials as “lazy, entitled, selfish, and
shallow” (p. 1) in his Time magazine article entitled “Millennials: The Me Me Me Generation.”
Howe and Strauss (2000) reported only one third of adults believe today’s youth as adults will
make the world a better place. In a national survey conducted by Lancaster and Stillman (2010),
Traditionalists, Baby Boomers, and Generation Xers identified Millennials as the toughest
generation to work with.
As shown above, historically, older generations struggle to understand younger
generations. However, today’s living generations face challenges never before experienced. For
the first time in history, four generational cohorts are working together (Abrams & von Frank,
2014; Downing, 2006; Espinoza, Ukleja, & Rusch, 2010; Guthrie, 2009; Magnuson &
Alexander, 2008; Zemke, Raines, & Filipczak, 2013). In the workplace, these four generations
are in conflict due to their ingrained perspectives (Shaw, 2013). Traditionalists created a strong

3
work ethic and unrelenting loyalty to employers (Zemke et al., 2013). Baby Boomers (or
Boomers), often viewed as workaholics, challenged the status quo and advanced the level of
professionalism (Abrams & von Frank, 2014; Lancaster & Stillman, 2002). Magnuson and
Alexander (2008) proclaimed Generation X (or Xers) rejected the Boomers’ philosophy through
their independence and lack of loyalty. Favoring a work-life balance, Xers demanded flexibility
within their work environments (Espinoza et al., 2010). Contrasting Millennials with the three
other cohorts, we see a group that seemingly lacks loyalty to anything other than interpersonal
relationships, causing employers to struggle with retaining Millennials to offset the burgeoning
retiree pool (Alsop, 2008; Lancaster & Stillman, 2010; Zemke et al., 2013).
When it comes to recruiting and retaining Millennials, Behrstock and Clifford (2009)
posited the education world is far behind the private sector. Their research found the business
and medical fields have been studying this generation and preparing for the retirement of
Traditionalists and Boomers for years. It is estimated Millennials will make up 44 to 50% of the
work force by 2020 and 75% by 2025 (Meister & Willyerd, 2010).
Kopkowski (2008) referenced a study by the National Education Association that found
one-third of teachers leave the profession within the first three years and up to 46% leave in the
first five years; however, Shakrani (2008) referenced a study by the National Commission on
Teaching and America’s Future that reports more than one-half of new teachers leave the
profession within their first three to five years. The state of Missouri reported 24% of teachers
leave within three years and 33% leave within five years (Missouri Department of Elementary
and Secondary Education, 2014). This high rate of teacher attrition costs the nation’s school
districts close to $7 billion annually to recruit, hire, and train replacement teachers (Shakrani,
2008). The use of outdated recruiting and retention methods exacerbates the loss of classroom
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teachers. In contrast to the time when women or minorities had few career choices, today’s
public educational institutions are competing against private sector employers. Behrstock and
Clifford (2009) found the following:
While employers in other professions have been diligently addressing the effect of
generational difference on human capital management, most education-sector employers
are continuing to engage in the same recruitment, retention, and leadership practices that
have been in place for the last 50 years. (p. 3)
As a result, the educational community must compete against private sector recruiters who
understand and have developed desirable strategies to not only recruit but also to retain
Millennials.
Background of the Study
Marzano, Pickering, and Pollock (2003) and Marzano, Marzano, and Pickering (2003)
noted studies conducted by Sanders and Horn and Wright, Horn, and Sanders each identifying
the teacher as the single most important factor affecting student achievement. The No Child Left
Behind (NCLB) federal mandate of 2001 increased accountability on school districts by focusing
on student achievement, but also made apparent the importance of the teacher by setting an
expectation for all public educational systems to have highly qualified teachers by June 2006, a
deadline that no state met, according to Johnson, Birkeland, Donaldson, Kardos, Kauffman, Liu,
and Peske (2004).
According to Johnson, et al. (2004), “For the first time in history public schools must
compete for new talent and work hard to retain the new teachers they hire” (p. xi). Retaining
newly hired teachers involves not only keeping them in the classroom but extends beyond the
classroom to retaining them within the district. Benner (2000) estimated the cost of turnover to a
district is 20% of the leaving teacher’s salary. Johnson, et al. (2004) maintained the cost to
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replace a teacher who moves to another district is as much as replacing one who leaves the field
of education.
Statement of the Problem
According to Carroll and Foster (2010) as many as 1.5 million public school teachers will
leave the classroom by 2018 as a result of retirements, career changes, or family issues.
Teachers of the Baby Boom era are approaching retirement thus forcing educational institutions
to replace them with the new generation of teachers. Similarly to how the Baby Boomer
generation shaped the education profession and the world merely because of the size of their
generation (Magnuson & Alexander, 2008), the Millenial generation is causing managers and
leaders to scratch their heads while trying to figure out how to face the age-related challenges
they are encountering on a daily basis (Lancaster & Stillman, 2010).
Johnson et al. (2004) maintained Millenials’ work ethic and work expectations are
causing those responsible for hiring and retaining teachers to rethink their current practices to
extend the retention of new hires. With the Millennial generation, gone are the days of hiring a
teacher who will remain in the same district for the duration of his or her career (Johnson et al.,
2004). Research supports the serious challenge facing school districts across the nation when it
comes to retaining new teachers. Ingersoll’s (2002) research on teacher attrition found 15% of
new teachers leave education after one year, while another 15% change schools. Further, his
research demonstrated approximately 30% of new teachers leave the field of teaching within
three years, and 40 to 50% leave within five years. This high rate of teacher attrition costs the
nation’s school districts close to $7 billion annually to hire, recruit, and train new teachers
(Shakrani, 2008).
For more than a decade, student achievement and school performance have been the
focus of public and political scrutiny. The No Child Left Behind Act of 2001 set high
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expectations for student performance in the content areas of mathematics, language arts, and
science. Headlines such as “Why Can’t US Students Compete with the Rest of the World”
(Hanushek, 2011) and “Why Do Americans Stink at Math?” (Green, 2014) from news agencies
and news magazines repeatedly grace newsstands and media outlets. While the financial cost of
teacher attrition to school districts and taxpayers is high, it is the belief of this researcher the cost
of teacher attrition on student achievement is even greater.
Purpose of the Study
Research is clear on the high rate of teacher attrition and the cost to schools and
taxpayers, as well as the negative impact it has on student achievement and school culture
(Johnson et al., 2004). There is a plethora of research available describing the perspective of
each generation and their contributions to the workforce. While the medical and business fields
have been preparing for the newest members of the workforce, the educational field continues to
use the same methods they have used for years to recruit and retain new teachers (Behrstock &
Clifford, 2009). As a result, the research on recruitment and retention of Millennials in the
educational field is limited. The purpose of this phenomenological study is to understand the
mindset of beginning Millennial teachers regarding teaching as their career of choice and how
this mindset impacts their decision to remain committed to teaching. This study is going to
identify what those charged with hiring and retaining public school teachers must do to retain
Millennial teachers within their schools.
Significance of the Study
This research is important to the field of education and educational leaders in order to
spotlight the need for recognizing generational differences when recruiting and retaining new
teachers. Teacher attrition is prominent in the minds of policymakers, school leaders, and
educational researchers due to the impact teachers have on student achievement as shown in
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research on the topic. One-third of new teachers leave the profession within their first three
years of teaching, while another one-third change schools or districts by their fourth year
(Johnson et al., 2004; Rebore & Walmsley, 2010). Johnson et al. (2004) made the argument the
days of teaching as a career or until retirement are no longer. Understanding the generational
differences as they relate to motivation and retention must be of primary concern for school
leaders responsible for retaining committed teachers. Johnson et al. (2004) proclaim it will only
be through studying the attitudes and actions of today’s teachers’ that future policy and practice
will be impacted.
This study will offer insight into the mindset of Millennial teachers and how they interact
with other generations. Moreover, this study will advance school leaders understandings of this
emerging issue and how workplace environment and leadership practices affect Millennials’
decision to remain in their career. The results of this study can be used by teacher education
programs, educational leadership programs, and school administrators to restructure how
Millennial teachers are prepared, received, and supported in the public school system.
Research Question
To understand teacher commitment from a beginning Millennial teacher perspective, this
study explores the perception of six beginning Millennial teachers and six school administrators
from one public school district in southwest Missouri. To understand this phenomenon from the
beginning Millennial teacher perspective, the following research question will guide the study:
What is it like being a beginning Millennial teacher?
Research Sub-Questions
1. Why did you choose to teach?
2. What is your long-term career plan?
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Theoretical Framework
This study utilized a qualitative phenomenological approach. I chose this type of
methodology to describe the essence of the phenomenon for a collective group of beginning
teachers. As suggested in my opening quote, every individual has a story and there is something
to learn from each experience. Choosing to understand beginning Millennial teachers’
experiences will aid in creating policies and best practices for those responsible to retain teachers
in the classrooms thereby enhancing teacher commitment. As the researcher, I must “bracket
out” to the extent possible, my own experiences (Creswell, 2013, p. 81). Through multiple
interviews with participants, data will be collected through semi-structured, face-to-face
interviews. I will ask open-ended questions to explore the shared phenomenon, looking for
significant statements that will be grouped into “meaning units or themes” (Creswell, 2013, p.
193). Patton (2002) stated this interview approach “…provides topics or subject areas about
which the interviewer is free to explore, probe, and ask questions that will elucidate and
illuminate that particular subject” (p. 111). After interviewing the participants, a textural
description of their shared experiences will be written to describe what participants experienced.
A structural description will follow to describe the “conditions, situations, or context” of the
experience (Creswell, 2013, p. 80). To share an overall essence of the experience, I will describe
a combination of textural and structural descriptions (Creswell, 2013).
Conceptual Design
To understand how teacher commitment has changed I must delve into what motivates
people from a generational perspective. I will examine changes from the time Traditionalists and
Baby Boomers entered the field of education through Generation X and Millennials’ entry into
the teaching field. Motivational research runs along two theories of beliefs: content theories and
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process theories. Content theories contend that people are moved by basic needs and learned
needs whereas process theories argue motivation is derived from a cognitive process—set a goal
and believe you can achieve it (Hanson, 2003). For this study, I will utilize the theory of
Maslow and his study on human motivation from the content theory perspective.
Maslow’s (1943) Hierarchy of Needs is a universal theory in the field of management.
Maslow developed his theory of self-actualization based upon drives applicable to human
behavior. He originally postulated “human motivation can be divided into five basic categories
of needs: 1) physiological, 2) safety, 3) social, 4) esteem, and 5) self-actualization” (Hanson,
2003, p. 193). Maslow opined the “deficiency needs or basic needs of the body, such as food,
water, and sleep” must first be satisfied before one moves up the hierarchy to meet the “growth
needs or the desire of having friends and feeling good about oneself” (Maslow, 1943, p. 22).
Though seldom achieved, the pinnacle of growth is self-actualization. This is the need “to
become everything one is capable of becoming” (Maslow, 1943, p. 24). Maslow positioned that
once a need has been met that need no longer works as a motivator. Conversely, the more
burning a need is to an individual the greater the motivation. The only need that increases with
fulfillment is that of self-actualization. According to Maslow, self-actualization is only achieved
by a small percentage of the population and can be transitory. Maslow’s Original Hierarchy of
Needs, as seen in Figure 1, identifies Maslow’s five basic categories of needs.
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Self&!
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Safety!needs!

Physiological!needs!

Figure 1. Maslow’s original hierarchy of needs (Maslow, Frager, Fadiman, 1987).
Maslow (1971) later inserted two additional needs, cognitive and aesthetic, below selfactualization, as well as a higher need, transcendence, above self-actualization. Humans have a
natural tendency to be inquisitive. To fulfill the cognitive level of the hierarchy, people acquire
knowledge to “know, understand and explore the world,” while the aesthetic level refers “to the
need for order and beauty” (Ciccarelli & White, 2013, p. 279). Upon meeting each level of
needs, including self-actualization, one can focus on transcendence or, according to Ciccarelli
and White (2013), “helping others to achieve their full potential” (p. 280). Maslow’s Revised
Hierarchy of Needs, shown below in Figure 2, demonstrates how Maslow inserted the two
additional levels of needs along with the new concept of transcendence.
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Figure 2. Maslow’s revised hierarchy of needs (Maslow, Frager, & Fadiman, 1987)
Using Maslow’s theory to guide this qualitative study, I must establish the relationship
between characteristics of each generational cohort and the levels defined in Maslow’s Hierarchy
of Needs. For Traditionalists affected by the Great Depression, Pearl Harbor, and World War II,
the basic physiological needs of food and water along with the safety needs of secure resources
and property motivated Traditionalists to remain with a job no matter how difficult it was
(Strauss & Howe, 1991). Job opportunities were limited and Traditionalists’ interests rested on
job security over individual enterprise according to Strauss and Howe (1991). Research on this
generation conducted by Strauss and Howe (1991) found in addition to family and church,
employment provided the sense of acceptance by others to meet Maslow’s third level need of
love and belonging. Abrams and von Frank (2014) identified respect for others and by others as
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a need of Traditionalists. They stated Traditionalists have a need to be valued and respected.
Further, Abrams and von Frank (2014) described Traditionalists as hard working and confident
employees. Collectively, these needs and characteristics moved Traditionalists to achieve
Maslow’s fourth level need, esteem. Traditionalists worked hard and valued providing for their
family (Abrams & von Frank, 2014). Because of Traditionalists’ conservative values and
aversion to risks, as well as limited job prospects and acceptance of the status quo, only a select
few of this civic-minded generation achieved self-actualization (Rainer & Rainer, 2011).
According to Strauss and Howe (1991) Baby Boomers enjoyed growing up during times
of economic prosperity. This “me” generation had the advantage of never knowing a time when
their physiological needs could not be met (Strauss & Howe, 1991). However, safety needs were
less stable due to such defining events of this time as the Cold War, the apparent imminent threat
of atomic and hydrogen bombs, the Cuban Missile Crisis, the assassinations of prominent
political and social leaders, and the looming risk of being drafted (Strauss & Howe, 1991).
Many youth from this generation experienced the economic prosperity as a result of the end of
the war. According to Hicks and Hicks (1999), salaries increased, inflation stabilized, and
unemployment remained low. This economic prosperity allowed Boomers to achieve Maslow’s
safety needs. Through association with similarly aligned individuals such as the
“beatniks/hippies” or the “establishment” (Hicks & Hicks, 1999, p. 133), Boomers achieved
Maslow’s third level of needs of belongingness and love (Ciccarelli & White, 2013). This
generational cohort demanded enforcement of civil rights laws by protesting unfair treatment
against blacks (Hicks & Hicks, 1999). According to one Boomer, “We basically tried to create a
new culture based on love” (Hicks & Hicks, 1999, p. 133). Steinhorn (2006) posited Boomers’
social tolerance and belief in personal freedom are the cultural center of today. Boomers’ esteem
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needs were met as a result of their educational and career accomplishments. Boomers were
raised during a time when education was a priority; as a result, they were more educated than
their parents (Hicks & Hicks, 1999). As this group entered adulthood and midlife, it was their
work that provided much of their identity (Espinoza et al., 2010). They approached their careers
with a fierce competitiveness, a willingness to sacrifice family and personal time for success
(Abrams & von Frank, 2014). Boomers were workaholics. In fact, Espinoza, Ukleja, and Rusch
(2010) credited Boomers for adding one month per year to the workweek. Living during the
time of prosperity, Boomers were able to focus on their own goals and achievement to fulfill the
self-actualization needs (Abrams & von Frank, 2014). Similarly to the 60s, today, Boomers are
fighting social issues and injustices, such as child abuse, drug abuse, and sexual orientation
rights (Hicks & Hicks, 1999).
According to Strauss and Howe (1991), Generation Xers are characterized as somewhat
cynical and jaded as a result of their exposure through television to governmental corruption and
the increase of violence and sex during their formative years. This generation witnessed
governmental corruption like Vice President Agnew resigning due to tax evasion, Richard
Nixon’s resignation over Watergate, and President Ford’s pardon of Nixon (Hicks & Hicks,
1999). Coupled with corporate downsizing and an increase in inflation and unemployment, Gen
Xers developed a distrust and disrespect for adults in general (Hicks & Hicks, 1999). This
generation also experienced the decline of moral values (like the introduction of birth control
pills, legalized abortion, an increase in divorce, and drug use) (Strauss and Howe, 1991).
Growing up in single parent households and being “latchkey” kids made Xers self-reliant
(Espinoza et al., 2010). Their pragmatism and resourcefulness contributed to this generation
satisfying their physiological and safety needs. Hicks and Hicks (1999) described Xers concept
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of family to be more about emotional commitment and support rather than related through blood
or marriage. Creating such a support system allowed this generational cohort to fulfill the next
level of belongingness and love needs. Magnuson and Alexander (2008) posited Xers are not
impressed with job titles or authority. Hicks and Hicks (1999) asserted Xers do not find their
identity in a career. This could explain why Xers are perceived as “slackers” in the workforce
(Magnuson & Alexander, 2008, p. 37). However, this description would be inaccurate and is
insulting to Xers. Xers self-actualization needs are met through the personal fulfillment they
place upon their family and their place within the community (Hicks & Hicks, 1999).
Millennials are defined by the events of the Oklahoma City bombing, the September 11
attacks, a national fear of terrorism, the Columbine High School shootings, Hurricane Katrina,
the wars in Iraq and Afghanistan, corporate scandals such as the fall of the Enron Corporation,
and the abuse of power of Bernie Madoff and Presidential candidate John Edwards (Magnuson &
Alexander, 2008). Millennials’ parents have been involved in every facet of their child’s life
from birth through adulthood. The term “helicopter parents” often is used to describe the parents
of Millennials (Rainer & Rainer, 2011, p. 55). Millennials’ parents give advice in an attempt to
keep their children from failing. However, it is important to understand Millennials seek out
their parents’ opinions and value their input as evident by Millennial Ashley Strub noting, “They
are definitely who I look to for all of my advice” (Lancaster & Stillman, 2010, p. 19). Most
Millennials consider their parents as friends rather than authoritarians (Rainer & Rainer, 2011).
As a result of this close relationship with their families, Millennials’ physiological and safety
needs are met. In the words of one Millennial, “If we don’t like a job, we quit, because the worst
thing that can happen is we move back home” (Espinoza et al., 2010, p. 3).
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This generation has grown up in a world driven by technology. In fact, there has never
been a time when technology did not exist for this generation; cell phones, text messaging, social
networking and information at their fingertips are their way of life (Spiegel, 2013). Through
technology, this generation has changed how the workforce uses technology. Lancaster and
Stillman (2010) claimed organizations and businesses used technology to gather information,
organize and store its content whereas today, technology is used for connecting organizations
and businesses globally 24/7. Millennials place a high value on relationships and socialization.
“Connecting to people is important to me. I am on Facebook a lot, but I prefer to be with
people,” according to a Millennial interviewed by Ranier and Ranier (2011, p. 19). The needs of
belongingness and love are met through their socialization and the importance they place on
relationships. Moreover, the need to belong is met by working in teams or collaborating at work.
As young children of working parents, Millennials were enrolled in daycare where they learned
how to get along in a group (Magnuson & Alexander, 2008). Parents scheduled them in a
plethora of team-type sports and activities. Team-orientation has been a way of life for this
generational cohort; when they enter the workforce, they want to be part of a team (Sujansky &
Ferri-Reed, 2009).
With the change in the racial and ethnic demographics of America, diversity and
acceptance of differences is another important tenet for this generational group. In the most
recent census (2010), Caucasians showed a 5.7% increase in total population between 2000 and
2010, while Black or African Americans showed a total population increase of 12.3% and Asians
had a total population increase of 43.3% (U.S. Census Bureau). As a result, this generation has
moved from simple tolerance (the norm of previous generational groups) to acceptance of racial
and ethnic diversity (Alsop, 2008).
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Millennials are commonly referred to as “trophy kids” (Alsop, 2008, p. 67). Spiegel
(2013) claimed Millennials earned this sobriquet by receiving a certificate, a ribbon, or a trophy,
as well as accolades by caregivers, not only when deserved but often for merely participating so
as to not damage their self-esteem. According to Spiegel (2013), this generation has been
coddled and convinced they can do anything, resulting in an inflated sense of self and an
impatience for change. Alsop (2008) asserted Millennials are highly educated and achievement
oriented. They place a high value on achieving fame and fortune while making a difference; thus
meeting the level of esteem needs in Maslow’s Hierarchy of Needs (Alsop, 2008).
Theoretical Sensitivity
Theoretical sensitivity comes from the background the researcher brings to the study.
Theoretical sensitivity, as defined by Strauss and Corbin (1990) is “the attribute of having
insight, the ability to give meaning to data, the capacity to understand, and capability to separate
the pertinent from that which isn’t” (p. 42). Theoretical sensitivity comes from the researcher’s
knowledge of the literature, professional and personal experience, as well as the research process
itself when the researcher is analyzing the data. While each source of sensitivity can enhance
what the researcher brings to the study, each can also be a hindrance to the researcher.
Professional experience provides a strong knowledge base since the researcher will have
developed an understanding of how things work and why they work the way they do or what
makes things work. Professional knowledge can prevent the researcher from seeing something
due to the phenomenon being routine to the researcher’s eyes. Personal experience creates an
understanding for the researcher but it is important the researcher does not assume a research
subject’s experience as similar to the researcher’s experience. Being familiar with the current
and relevant literature provides the researcher with background information that helps the
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researcher to understand the phenomenon of study. The review of literature serves a different
purpose in qualitative research as it does for quantitative research. Qualitative researchers use
the literature review to build background. The researchers then use this background to “explain
phenomenon in light of the theoretical framework that evolves during the research itself” while
not being “constrained by having to adhere to a previously developed theory that may or may not
apply to the area under investigation” (Strauss & Corbin, 1990, p. 49).
Professional experience. As the researcher for this qualitative study, I brought extensive
experience in education working with all four generations of educators. Nearly three decades
ago, I began my career as a classroom teacher in a mid-sized, rural school district in a
southwestern Missouri town. Through career progression, I became a building-level
administrator working with 35 elementary teachers in a mid-sized school district in suburban
southwestern Missouri. With advancement, I became a district-level administrator in south
central Missouri responsible for working with more than 150 K-12 teachers in the area of
curriculum, instruction, and student assessment. Presently, my position as a field service director
with the Missouri State Teachers Association (MSTA) allows me the opportunity to work with
40 school districts of varying size employing more than 7,000 teachers in southwest Missouri.
Personal Experience. Within my extended family, there are four generational cohorts of
educators. My great aunt is a retired Traditionalist teacher, my mother is a retired Baby Boomer
teacher, I am a Generation X teacher, and several cousins are Millennial teachers. During my ten
years with MSTA, I have worked on a daily basis representing teachers from all four generations
with employment related issues. The generational collisions within the educational communities
are apparent in this role. When faced with conventional teacher responsibilities and
expectations, I have first-hand experience working with Millennial teachers who appear to
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demonstrate a lack of commitment to a legally binding contract. In contrast, Traditionalists,
Boomers, and Xers often complain how the “new” teachers act entitled or have an air of
arrogance and superiority, showing disregard and a lack of respect for what experienced or
“older” teachers know. It is my personal experience that led me to recognize the different
mindsets among the generations within my profession, as well as a concern for the commitment
of Millennial teachers to the field of education.
Knowledge of the literature. Three key areas of literature, as established in Figure 3,
built the background for this study. Research studies already conducted were reviewed to
determine if further research was supported, as well as ascertain gaps, if any, in the research.
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Figure 3. Key areas of literature reviewed for background and to determine need for study
I reviewed generational identity as a social phenomenon. Using Maslow’s Hierarchy of
Needs, this discourse analyzes the defining events, collective values, and workplace
contributions characterized in the four generational cohorts coexisting in today’s workforce as it
relates to education. According to Magnuson and Alexander (2008), “A generational shift is
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changing the dynamics of the workplace. This shift, a demographic reality, will continue to
grow in the next decade and beyond” (p. ii). Then, I examined the history of public school
teachers and compared what historically attracted people to the teaching profession with what
attracts those who choose to teach in today’s world. According to Moore Johnson, as reported
by Abrams and von Frank (2014), “Retention once was less of an issue, because the generation
facing retirement went into teaching expecting to remain in education in the same school and
even in the same classroom their entire career” (p. 85). Last, I explored the vast amount of
research relating to teacher attrition in public schools with a focus on the commitment of
Millennials to the field of teaching. Behrstock and Clifford (2009) honed in on the problem of
Millennial teacher commitment by noting:
While employers in other professions have been diligently addressing the effect of
generational differences on human capital management, most education-sector employers
are continuing to engage in the same recruitment, retention, and leadership practices that
have been in place for the last 50 years. (p. 3)
Magnuson and Alexander (2008) asserted, “Leaders today cannot assume that practices of the
past will be relevant to managing people in the future” (p. 62). The combined literature
established the framework I worked from to develop the background to understand the “lived
experiences” of Millennials and their commitment to teaching.
Analytic rigor. The literature reviewed for this research study was chosen using the
following criteria to determine good writing: (1) relevance, (2) scholarly and empirical nature,
and (3) quality. To evaluate relevance, I determined if the literature and the studies reviewed
were applicable to the research questions, as well as to the context of the study. Due to the
coexistence of four generational cohorts in the workforce and the topic of retention for teachers,
older literature and studies are included in the research and used to reflect the changes needed to
recruit and retain millennial teachers. Once relevance was established, I determined if the
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material was scholarly and empirical in nature, in addition to being of high quality. I looked for
books, articles, and studies of research that were written in a funnel pattern; based on a specific
population or group for the study; supported by statistical analysis; provided background for the
study and conclusions; used scientific research terminology; and were rigorous in nature
(Heppner & Heppner, 2004).
Parameters of the Study
This study is limited to six public school teachers and six public school administrators in
southwest Missouri who volunteered to participate. All the data were collected over a period of
time. To ensure participants were a part of the Millennial generational cohort, only volunteers
born between 1981 and 2000 were allowed to participate. All teacher participants have five
years of classroom experience and have participated in a mentoring program. The exclusion of
teachers with fewer than five years of classroom experience was purposeful due to a certain
amount of experience needed to determine satisfaction and teacher commitment.
Since this study is qualitative by design, statistically the results cannot be extrapolated or
generalized to the population of teachers. This study will focus on the “how” and the “what” of
teacher commitment from the beginning Millennial teachers’ experiences (Suter, 2012). As a
qualitative study it strives to tell a story from the lived experiences of the participants. To ensure
this research is of quality, it is imperative to bring to life the research participants’ experiences
with “in-depth, convincing, compelling, and detailed descriptions” of the data (Corbin & Strauss,
2008, p. 302). In addition, the research must have substance, provide insight, and show
sensitivity (Corbin & Strauss, 2008). Suter (2012) referenced Patton asserting, “The goal of
qualitative data analysis is to uncover emerging themes, patterns, concepts, insights, and
understanding” (p. 344).
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In qualitative research, the data are allowed to “speak for themselves” (Suter, 2012, p.
346). Methods I used to construct meaning from the data will be:
•

noting iterative patterns and/or themes;

•

clustering;

•

making metaphors;

•

counting;

•

partitioning variables;

•

incorporating particulars into more general categories;

•

plausibility; and

•

making conceptual/theoretical coherence (Miles, Huberman, & Saldaña, 2014).

A comprehensive overview will provide me the means to cluster and categorize these clusters.
The use of metaphors will help in making sense of the participants’ lived experiences, as well as
provide ways to connect or find patterns useful in explaining the phenomenon of study.
Counting as a way to protect against bias will be utilized for analytical honesty. Counting may
also be used to identify trends or unexpected differences and the possibility to go in a new
direction for further study. Partitioning variables will allow me to see differences that might be
overlooked in order to distinguish the extraneous from the substance of descriptions and
explanations. Incorporating the strategy of “subsuming particulars into the general” (Miles et al.,
2014, p. 285) specific actions, events, and state of minds will be used to identify the general
category of beginning Millennial teachers. Seeing plausibility will make me cognizant of how
my intuition can be misleading without supportive data to validate a conclusion. Making
conceptual/theoretical coherence involves tying the findings of my study into answering the
questions of 1) how to keep beginning Millennial teachers committed to their school district and
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2) why beginning Millennial teachers’ commitment is important to school districts (Miles et al.,
2014).
Definition of Terms
For the purposes of this study, some terms were operationally defined while others are
researcher-developed definitions.
•

Attrition: Attrition refers to a loss of teachers and includes teachers who leave a school
but remain within the same district, leave a district but remain in the same state, or leave
the state or profession completely (Henry, Bastian, & Fortner, 2011).

•

Beginning Teacher: A beginning teacher is a teacher who has five years of classroom
experience and has participated in a two-year mentoring program.

•

Baby Boomer: Baby Boomers are the generation of Americans born between 1946 and
1964. Baby Boomers represent the largest generational cohort in history. Other names
for Baby Boomers include “Boomers,” “Dr. Spock,” “Pepsi,” “Sixties,” “Woodstock,”
“Vietnam,” “Me,” or “Yuppie” Generation (Magnuson & Alexander, 2008; Strauss &
Howe, 1991).

•

Generational cohort: A generational cohort refers to any group living during the same
historical or social period of time.

•

Generation X: Generation Xers are the generation of Americans born between 1965 and
1980. Other names include “Xers,” “Thirteenth,” “Baby Busters,” “Latchkey Kids,”
“MTV generation,” and “Slackers” (Magnuson & Alexander, 2008; Strauss & Howe,
1991).

•

Maslow’s Hierarchy of Needs: Maslow’s Hierarchy of Needs is a theory on human
motivation that identifies levels of basic human needs culminating with self-actualization.
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In later years, Maslow added two additional needs below self-actualization (Ciccarelli &
White, 2013).
•

Millennials: Millennials are the generation of Americans born between 1981 and 2000.
Other names include “Generation Y,” “Echo Boomers,” “Generation Next,” “Nexters,”
“Internet Generation,” and “iGeneration” (Abrams & von Frank, 2014; Magnuson &
Alexander, 2008; Strauss & Howe, 1991). For the purpose of this study, this term refers
to teachers who are age 33 or younger.

•

No Child Left Behind Act: The No Child Left Behind Act is a federal regulation that set
national standards in education for both students and teachers in 2001 (U. S. Department
of Education, 2001).

•

Perspectives: Perspectives refers to the mental models of teachers—the “what” and
“how” teachers learn from the environment. Perspectives assist in explaining underlying
causes of teacher behavior (Leithwood & Beatty, 2008).

•

Teacher Commitment: Teacher commitment is the degree of fealty to the teaching
profession.

•

Teacher Retention: Teacher retention is the time a teacher remains in a school district.
For the purpose of this study, teacher retention will refer to the time a teacher remains in
the same position.

•

Traditionalists: Traditionalists are the generation of Americans born between 1922 and
1945. Other labels include “Silent Generation,” “Veterans,” “Radio Babies,” and “The
Greatest Generation” (Abrams & von Frank, 2014; Strauss & Howe, 1991).

•

Turnover: The rate at which an organization gains or loses employees.
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Limitations
This study utilized a small sample size and was conducted in an abbreviated timeframe.
Other than age, this study did not consider demographic variables such as race, gender, ethnicity,
sexual orientation, socio-economic, district or building size, grade level or subject area taught, or
whether the district was urban, suburban or rural. No effort was made to determine whether
participants were effective or ineffective teachers. Further, the culture of the buildings and
districts could limit the results of the study. Only teachers currently in the field were used as
participants. The findings cannot be used to generalize all new Millennial teachers.
Summary
For the first time in history, there are four generational cohorts in the workforce (Abrams
& von Frank, 2014; Downing, 2006; Espinoza, Ukleja, & Rusch, 2010; Guthrie, 2009;
Magnuson & Alexander, 2008; Zemke, Raines, & Filipczak, 2013). The Millennials are the
largest generational cohort in history; consequently, they will undoubtedly leave an imprint on
the workforce, much like Baby Boomers (Alsop, 2008). Unlike the business and medical fields
that prepared for the inevitable attrition of the Traditionalists and Baby Boomers while preparing
for the onset of the Millennials entering the workforce, the educational sector ignored the shift of
the generational contrast and continued recruitment and hiring practices developed for previous
generational cohorts (Behrstock & Clifford, 2009). Recognizing the financial and human cost of
attrition in education, this study will identify what those responsible for hiring and retaining
public school teachers must do to preserve Millennial teachers within their school districts.
Organization of the Dissertation
Five chapters comprise this dissertation. Chapter One, the introductory chapter, contains
the background of the study, statement of the problem, purpose of the study, research question
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and sub-questions to be answered, and the significance of the study. Further included within the
chapter is the conceptual design of the study and the theoretical sensitivity. In addition, the
parameters of the study, definitions of terms, and limitations are clarified. The chapter concludes
with the organization of the dissertation.
The review of research and literature relevant to the study is found in Chapter 2. This
chapter includes a review of the databases searched, as well as a procedure for selecting the
studies. Topics of study reviewed include historical trends of the teaching profession, teacher
attrition, teacher retention, and generational cohorts.
The methodology of the study is the subject of Chapter Three. A description of the
sample population being studied is included. A narrative of the study design and instrumentation
follows, as well as a description of the data collection and data analysis process used.
Chapter Four contains the findings of the study. These findings address the research
question and sub-questions discussed in Chapter One.
Chapter Five presents a summary of the study along with the results and conclusions
drawn from the study. Recommendations for future research and implications to the field of
education are stated.

26
Chapter Two
Review of Literature
Organization of the Chapter
Chapter Two begins with an introduction and an explanation of the problem that led to
this research study. A description of the search strategy and databases utilized to yield pertinent
research follows. An explanation of the process used to ensure academic rigor and relevance of
the collected research is provided. The three broad areas of literature used as the framework for
the study are (a) history of teaching as a career, (b) generational differences in the workforce,
and (c) teacher attrition and retention. The content of this chapter begins with the historical
perspective on the career of teaching. Following are research findings on the motivational
factors that attract individuals to teaching. A comprehensive interpretation of each generation
including Traditionalists, Baby Boomers, Generation X, and Millennials follows. Similarities
and differences among the generations are delineated. Exploration of strategies to strengthen the
bond between the generational cohorts and conciliate the commitment of Millennial beginning
teachers ensues. Enlightenment on the perceived status of teachers and the public perception of
teachers and their career choice is included. Current statistics and research on teacher attrition
and teacher retention, causes for teacher attrition, and conditions to effectuate teacher retention
are presented. A summary of the literature review closes the chapter.
“No occupation which fails to attract new members, inculcate its subculture, or sustain
commitment through time can survive or maintain its identify.” (Lortie, 1975, p. 24)
Introduction
The 21st century marks the first time public schools have had to compete against other
careers to recruit and retain teachers in the classroom (Johnson et al., 2004). Carroll and Foster
(2010) predicted as many as 1.5 million public school teachers will leave the classroom by 2018
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as a result of retirements, career changes, or family issues. The Millennial generation of workers
will be the focus of those charged with recruiting and retaining teachers. In the United States,
Millennials account for 20% of practicing teachers in the classrooms (Coggshall, BehrstockSherratt, & Drill, 2011). In Missouri, Millennials comprise 26% of the teaching force (Missouri
Department of Elementary and Secondary Education, 2014). The U. S. Bureau of Labor
projected by 2020 Millennials will comprise 44 to 50% of the workforce by 2020 and 75% by
2025 (Behrstock & Clifford, 2009; Meister & Willyerd, 2010). While the business and medical
fields have been studying the values and beliefs of the four generational cohorts and how
employers can better serve the generational differences in the workforce, the educational sector
continues to use the antiquated leadership practices and retention methods relied on for more
than 50 years (Behrstock & Clifford, 2009).
Research conducted by Ingersoll (2002) determined 11% of new teachers leave the
profession within their first year and another 10% leave after year two. Other researchers have
found that 30% of new teachers leave within three years, and between 40 to 50% leave the
profession within five years (Alliance for Excellent Education, 2014; Boe, Cook, & Sunderland,
2008; Ingersoll & Smith, 2003; Kopkowski, 2008; Shakrani, 2008). In Missouri, the percentages
of new teachers leaving teaching are comparable to the statistics from the aforementioned
research. In their annual report to Missouri’s General Assembly, the Department of Elementary
and Secondary Education (DESE; 2014) conveyed 24% of new Missouri teachers left the
classroom within three years of teaching and 33% left the classroom after five years of teaching.
Johnson et al. (2004) contended the days of teaching as a career, or until one retires, are
gone. Millennials, unlike previous generations, are known job hoppers (Alsop, 2008). Abrams
and von Frank (2014) posited Millennials could have seven different jobs throughout their
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lifetimes. Alsop (2008) asserted Millennials remain less than two years with an employer.
These statistics collectively suggest the question “Who will teach America’s students” when the
predicted exodus of Traditionalists and Boomers occurs.
Research supported both the direct and indirect costs of attrition to school districts.
Shakrani (2008) estimated the financial cost to taxpayers nationwide to be $7 billion dollars.
Many educational analysts have predicted this cost will continue to rise as salaries increase and
schools struggle to recruit teachers for hard-to-staff schools and subject-specific areas such as
math and science (Shakrani, 2008). The indirect cost of teacher attrition to the school culture
and student achievement is incalculable.
It is incumbent upon school leaders to develop an understanding and appreciation for the
next generation of teachers--the Millennials. Likewise, school leaders must bring their
recruitment and retention practices up to date with the 21st century workforce comprised of four
generational cohorts. According to Lancaster and Stillman (2002), “Organizations that can
understand and bridge generation gaps have real competitive edge in the retention game” (p. 7).
To do this, school leaders must become educated on the values of each generational cohort and
how those values shape each cohort’s expectations and needs within the workplace. Combined
with the research on retention, it is my intent to supplement the paucity of research on the topic
of teacher commitment from the Millennial beginning-teacher generational perspective.
Method and Search Strategy
Working with Elizabeth McKee, Education Research Librarian at the University of
Arkansas, key search terms were extrapolated to garner research for background on the topic, to
ascertain research already conducted on the topic, as well as determine if any gaps in the current
research exist. Broad searches of the literature on the correlates of teacher attrition and retention,
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historical trends of teaching as a career, and generational cohorts were conducted using several
search strategies.
First, I did a search using ProQuest Dissertations and Theses Global. Using the search
terms Millennials and careers; generational cohorts and careers; and generational cohorts and
teaching, 23, 31, and 19 dissertations respectively were retrieved. These dissertations were
overwhelmingly reflective of studies from the business and medical fields. Only three
dissertations were written from a public education teacher perspective. This search validates
what has been recognized: the business and medical fields proactively prepared for the 21st
century’s multigenerational workforce.
Second, I used the following electronic databases to do a comprehensive search focusing
on articles or reports published: ERIC, PsychINFO, Ebsco, ProQuest, LexisNexis, JSTOR,
Google Scholar, and WorldCat Classic. I searched these databases for all publications
containing at least one of several terms related to generational cohorts, teachers, and career
loyalty. Collectively, these searches produced more than 400,000 references. Examples of key
words in the original search include:
•

Teaching and careers

•

Teacher career change

•

Teacher career paths

•

Career choices

•

Teacher retention

•

Teacher persistence

•

Teacher resilience

•

Teacher attrition
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•

Teacher turnover

•

Teacher commitment

•

Teacher attitudes

•

Employee loyalty

•

Millennial generation

•

Teacher generations

•

Generational cohorts

•

Multigenerational teachers

•

Multigenerational workforce

•

Millennial teachers

•

Millennials and careers

•

History of teachers

•

History of American public schools

•

History of teachers in United States
Indexes of institutions such as the U.S. Department of Education, U.S. Department of

Labor, U.S. Census Bureau, Consortium for Policy Research in Education, and American
Educational Research Association, as well as Missouri Department of Elementary and Secondary
Education were searched for specific reports. The specific reports searched were related to the
projected future needs for teachers, educational workforce demographics, and recruitment,
attrition, and retention of educators.
I narrowed the search by tightening the search terms and establishing criteria for
relevance and rigor. Literature and research studies were relevant if applicable to the research
questions and context of the study. When reviewing the three key areas to build the background
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for this study, older literature and research studies were included to provide the foundation for
the practices of recruitment and retention used throughout public schools today. Once
establishing the material was relevant to the research topic, I determined if the material was
scholarly and empirical in nature. I selected peer-reviewed journals and organizations with wellestablished publications. Further, books and book chapters were included that related to
recruiting and retaining teachers, generational perspectives, and teaching as a career.
History of Teaching Profession
Although the history of education has been well documented, the study of teaching as an
occupation is limited. According to Webb, Metha, and Jordan (1996), the first known school
was in Mesopotamia dating back to Third Millennium Before Common Era (BCE), and the first
genuine educators were the Greeks. According to Castle, “They were the first Western Peoples
to think seriously and profoundly about educating the young, the first to ask what education is,
what it is for, and how children and men should be educated” (Webb, Metha, & Jordan, 1996, p.
68; Webb, Metha, & Jordan, 2003, p. 126). Preeminent Greek educators’ (Socrates, Plato, and
Aristotle) philosophies on thinking and learning have continued to influence education
throughout the millennia. Of these three, Aristotle is believed to be the most influential, with his
contributions still pervasive in education today (Webb et al., 1996, Webb et al., 2003).
From the early part of colonial America through the early part of the 19th century, the role
of “teacher” was 90% male (Hoffman, 1981). Moral standing was of significance for those
selected to be a teacher. As a result, teaching frequently was an interlude for young men’s work
until they qualified for the ministry (Lortie, 1975). While female teachers existed, they were
either in dame schools or teaching summer sessions in the regular school. The female teachers in
the public setting were paid for their position, but the salary paid was substantially less than a
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man received (Lortie, 1975). Dame schools’ teachers frequently were widows with minimal
education. These “teachers” were paid on a fee-basis to educate children of the common
citizenry. Their classrooms were set in their own homes usually in the kitchen or parlor (Webb
et al., 1996). From the beginning, local officials hired teachers (Lortie, 1975). Today, these
local officials are known as the board of education. Lortie (1975) stated this body of supervising
officials is the one constant throughout the history of American public education.
The local schoolhouse was universally established away from the common community
setting, resulting in a teacher having minimal supervision from those to whom he reported. This
autonomous setting provided the teacher with the opportunity to teach students without concern
for intervention or distraction from others within the community.
The transition of men dominating the teaching profession to the entry of female teachers
began with Catharine Beecher. Beecher’s establishment of the Hartford Female Seminary and
the Western Institute for Women advanced her dream of a profession for women as teachers to
both girls and boys in a Common School setting (Webb et al., 1996/2003). Albeit controversial
to achieve the radical shift from a male-dominated profession, Beecher argued for female
teachers from an emotional and an economic level (Hoffman, 1981). Emotionally, she purported
teaching and mothering were the same but in different settings. She asserted female teachers
were “the ideal mother who worked not for money, not for influence, not for honor, nor for ease,
but with the simple, single purpose of doing good” (Hoffman, 1981, p. 10). Hoffman (1981)
noted her argument from the financial perspective focused on how the industrial revolution
provided more opportunities for men. As a result of the industrial revolution, there was an influx
of immigrants coming to the East Coast looking for a better way of life. The immigrants brought
with them their children necessitating many more teachers to provide the higher standard of
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education expected during this industrial boom. In Beecher’s opinion, these combined facts
made women the “natural” (Hoffman, 1981, p. 10) choice to staff the schools. She claimed,
“Women would be grateful for the work despite the fact that they received a third to a half of a
man’s pay” (Hoffman, 1981, p. 10).
The timing of the industrial revolution coinciding with the philosophical transformation
headed by Beecher provided the catalyst for Cyrus Peirce, Horace Mann, and Henry Barnard to
begin changing the image of “teacher from second rate young man to exemplary woman”
(Hoffman, 1981, p. 11). These learned men proclaimed the necessity to reform the educational
system with the expectation to change society. They acknowledged the need for schools to
develop the mind and character of their students. It was believed for the schools to be
successful, no longer would “untrained, temporary male teachers” be adequate since that type of
teacher was “symbolic of the low status and lack of respect for the common school” (Hoffman,
1981, p. 12). It was from this vision Lexington Academy, the first teachers’ college in
Massachusetts, opened to 25 young women on a path to a new profession that was starting to
require special training—teacher (Hoffman, 1981).
Contrasting Beecher’s position of the female teacher as cheap labor, her contemporary,
Susan B. Anthony, sought equal pay and higher social standing for teachers (Goldstein, 2014).
Anthony began the fight for equal salaries and access to administrative careers for females, but it
would not be until the early 1900s her vision began to come to fruition (Goldstein, 2014). As a
result of the collective group of educational reformers, by the year 1873 the Northern states, with
the exception of Indiana and Missouri, had more female teachers than male teachers (Goldstein,
2014).
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With the industrialization of America and the influx of immigrants from 1890 through the
1920s, American school systems saw a 70% increase in enrollment and an 80% growth in the
number of teachers and support personnel (Webb et al., 2003). By 1920, while 86% of the total
profession was female, nearly all elementary school teachers were female. Yet, the majority of
secondary teachers and administrative positions still remained dominated by males (Hoffman,
1981). Teaching has long been viewed as a lifelong career for women but only a temporary
vocation for men with higher aspirations (Lortie, 1975). In a contrasting viewpoint, Ingersoll
(2013) suggested historically, teaching has been a temporary job for males and females alike.
For females, it is temporary until they assume their real job of raising a family; for males
teaching is temporary, serving as a steppingstone, until moving into the role of administrator.
Lortie (1975) submitted teaching is synonymous with a middle-class lifestyle and has an “aboveaverage social rank” (p. 23). Though not a high-paying profession commensurate with
professions of equal educational requirements, Lortie (1975) purported teaching provided
“stability in life-style and income predictability” (p. 13). Further, he extended the belief that
teaching is considered a white-collar job. As such, the choice of teaching as a career has
provided many individuals whose parents were blue-collar workers or from lower socioeconomic
standings the opportunity to advance within the stratification of classes (Lortie, 1975).
Reasons for Teaching
Based upon the review of research, there are a myriad of motivating factors that entice
teachers into teaching. The reasons why individuals choose teaching as a career have changed
little throughout history. What changed over time are the career opportunities available to young
adults, especially women and minorities.
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Lortie (1975) interviewed practicing teachers to ascertain what attracted them to the
profession. From these interviews, Lortie determined five (5) attractors:
1. Interpersonal: desire to work with young people
2. Service: performing a mission or answering a calling
3. Continuation: fond memories of schooling and the desire to be a life-long participant in
education
4. Material benefits: financial, respectable status, job security
5. Time compatibility: being off major holidays and summer months, similar schedule with
their own children. The time compatibility factor made teaching more enticing than other
professions. Female teachers were able to work while fulfilling family obligations and
male teachers could supplement their income with additional employment opportunities.
(1975)
Another study assessed 50 first- and second-year Massachusetts teachers with varying
career paths to identify commitment to the profession (Peske, Liu, Jonson, Kauffman, & Kardos,
2001). Thirty-six of the participants received certification through traditional college or
university teacher preparation programs; the remaining 14 had alternative certifications. Overall,
the participants approached teaching tenuously. Five of the 50 participants proclaimed a
commitment to classroom teaching, whereas 12 expected to remain in education but not
necessarily in the classroom. Peske et al. (2001) reported some of the participants were
“exploring teaching to see if they might choose it as their primary career, while others
anticipated having multiple careers over the course of their lives” (p. 305). Individuals who
entered teaching towards the end of previous careers were found to be more likely to remain in
teaching long term (Peske et al., 2001).
Wadsworth (2001) researched teachers with one to five years of experience to identify
why they chose to teach. A survey was administered to 664 public school teachers and 250
private school teachers. Of those participants, 97% noted teaching was a means to give back to
society, 96% reported teaching provided them a job they loved, and 79% cited teaching provided
them time to spend with their families.
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Papanastasiou and Papanastasiou (1997) identified and compared the factors that had
influenced 157 third- and fourth-year students from Pennsylvania State University (PSU) and
176 third- and fourth-year students from University of Cyprus (UC) to major in elementary
education. Influential intrinsic, extrinsic, and alternative factors identified were “variety of
benefits, internal motives, status of the profession, interpersonal influence, and academic ability”
(p. 305). There was a significant disparity in the findings between the two groups. For the PSU
participants, the intrinsic factors such as the love of children and the art of teaching and learning
were their motivators. UC students were motivated more by the extrinsic factors of salaries,
short working hours, vacation time, and status.
Another study conducted to ascertain teachers’ impetus for teaching indicated teachers
chose the classroom for an altruistic reason---the chance to change the world. Coggins,
Zuckerman, and McKelvey (2010) reviewed applications from more than 200 early career
teachers for the Teach Plus Policy Fellows program. The primary motivation to teach for the
majority of teachers applying to the program was “the commitment to social justice” (p. 72).
These teachers believed teaching allowed them the opportunity to improve society by making a
difference in the world.
Understanding the reasons why individuals choose to enter teaching could help school
leaders build relationships and establish common goals. Additionally, having this knowledge
can empower school leaders to match those motivators with the generational identity of
Millennial teachers to develop their teacher persona. Moreover, to be successful with 21st
century educators, understanding the generational cohorts values will help build a cohesive and
engaging working environment to increase teacher commitment.
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Defining the Generations
A great deal of attention has been given to determining the length of a generational unit,
but no consensus has been reached. Schlesinger (1986) emphasized this is not an exact science
when he proclaimed, “A generation is a rough, not an exact unit; almost a metaphor” (p. 30).
Strauss and Howe (1991) submitted age units are “suggestive” but the “borders” for each unit
must be well defined (p. 61). A study of six books (Abrams & von Frank, 2014; Foot &
Stoffman, 1998; Lancaster & Stillman, 2002; Magnuson & Alexander, 2008; Strauss & Howe,
1991; Zemke et al., 2013) showed researchers vary in opinion of where generational units begin
and end. It was found the generational units range from 15 to 24 years with the length of each
unit shifting slightly from one era to another. This researcher selected the generational units time
definition contributed by Magnuson and Alexander (2008) because their generational units most
closely represented the literature I reviewed. For the purpose of this study the following
generational units are: Traditionalists born between 1922 and 1945, Baby Boomers born between
1946 and 1964, Generation X born between 1965 and 1980, and Millennials born between 1981
and 2000 (Alsop, 2008; Magnuson & Alexander, 2008).
Traditionalists (1922-1945)
This generational cohort is also known as the GIs, the Silent Generation, the Matures, or
Veterans (Alsop, 2008; Magnuson & Alexander, 2008; Struass & Howe, 1991; Zemke et al.,
2013). Brokaw (1998), in his aptly titled book, referred to this cohort as “The Greatest
Generation.” Born mostly during war and depression eras, this is the smallest cohort group of
the four. Traditionalists married and had children at younger ages than any other generation in
American history. Men married on the average by age 23, while women married by 20. 94% of
women from this cohort had an average of 3.3 children (Strauss & Howe, 1991). This generation
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is considered to be the “last gasp of a generation that largely respected authority and believed in
American institutions and corporate paternalism” (Sheehy, 1995, p. 29). Traditionalists value
uniformity, are conformers, believe in law and order, trust the government, and spend
conservatively (Zemke et al., 2013). Traditionalists maintained the lowest rates during the 20th
century for crime, suicide, and illegitimate births (Sheehy, 1995; Strauss & Howe, 1991). In the
workforce, Traditionalists are known for their dependability, hard work, and attention to detail.
They are uncomfortable with conflict and are private people by nature. They are practical,
dedicated, and loyal. Because more than 50% of males in this generation served in a war,
authority is respected and a control and command mentality is pervasive in both their home and
work lives (Abrams & von Frank, 2014; Magnuson & Alexander, 2008).
One of the defining moments for this generational cohort was the crash of the U. S. Stock
Market in 1929, catapulting the world into an economic depression and leaving 14 million
people unemployed. These individuals witnessed 86 thousand businesses close, more than 2,000
banks fail, and 9 million people lose their life savings (Zemke et al., 2013). Perpetuating the
financial catastrophe came the weather-induced Dust Bowl of the Midwest. This generation
exemplified the term sacrifice (Meister & Willyerd, 2010). They lived the expression “Use it up,
wear it out, make it do, or do without” (Abrams & von Frank, 2014, p. 8).
Tempered by war, this group witnessed Hitler’s troops invading Europe as a prelude to
the bombing of Pearl Harbor, which facilitated the entrance of the U.S. into World War II. In
addition to the involvement and sacrifices during World War II, the younger cohort members
served in the Korean War, Vietnam War, and the Cold War. Entering adulthood, these members
were leaving the farms and the agrarian way of life for factories and manufacturing. As a result
of war and the advancement of industrialization, women entered the workforce en masse. This
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group is credited with being the forerunners of the “hippie and civil rights movements”
(Magnuson & Alexander, 2008, p. 25; Strauss & Howe, 1991; Zemke et al., 2013).
These defining events shaped the conservative characteristics of Traditionalists. Notable
qualities of this generational cohort are: patriotism; belief in law and order; respectful of
authority; hard work; loyalty; dedication; formalness; respectfulness; and professionalism with
colleagues and peers (Abrams & von Frank, 2014; Magnuson & Alexander, 2008; Zemke et al.,
2013). As a result of this generation’s defining moments, Traditionalists value “respect,
commitment, consistency, and privacy” (Abrams & von Frank, 2014, p. 14). Traditionalists hold
firm to the belief with hard work and loyalty you can make it to the top of any organization.
This explains why members of this generation remain with the same company until retirement
(Kyles, 2005).
While many of the Traditionalists’ characteristics are assets for employers, one must
acknowledge the liabilities of Traditionalist employees. Traditionalists are compliant due to
their dislike of conflict and confrontation. Their value of privacy often causes Traditionalists to
refrain from publicly disclosing workplace shortcomings or issues. If employers want insight
from a Traditionalist into how something might work better, it is best to meet one-on-one with
the employee. The military background of many Traditionalists can be a liability since the topdown management approach restricts employees from challenging the status quo. Traditionalists
rely on a structured environment for its order. They are uncomfortable with change and
ambiguity (Lancaster & Stillman, 2002; Zemke et al., 2013).
In the workforce, other cohorts see Traditionalists as out of place. Baby Boomers find
them to be too rigid and dictatorial. Further, they believe Traditionalists should learn to be
flexible and learn how to adapt to change. Boomers perceive Traditionalists as technologically
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ignorant (Zemke et al., 2013). Generation Xers identify Traditionalists as affluent and
financially stable. They experience frustration with Traditionalists’ unwillingness to adapt to
new technologies, processes, and ways of thinking (Zemke et al., 2013). Unlike the Boomers
and the Generation Xers, Millennials admire and respect Traditionalists. Millennials consider
Traditionalists as great leaders and believe them to be trustworthy and brave (Lancaster &
Stillman, 2002; Zemke et al., 2013).
Several Traditionalists have either returned to the workforce or continue working as a
result of the economic recession that began in 2007, thereby prolonging the conflict within the
workplace (Meister & Willyerd, 2010; Zemke et al., 2013). Many Traditionalists feel compelled
to provide financial assistance to their children and grandchildren, while others simply have no
desire to retire (Lancaster & Stillman, 2002). Employers can increase cohesiveness between
generational cohorts by providing an environment where Traditionalists feel valued.
Traditionalists feel valued through employers acknowledging their life experiences and work
accomplishments (Zemke et al., 2013). Employers should keep in mind the varying views
Traditionalists possess toward technology. Some see technology as wasteful, others are hesitant
in learning how to use it, and yet others embrace it with fervor. While Traditionalists need
opportunities to express their opinions, they may feel most comfortable doing so privately and in
a non-confrontational setting (Zemke et al., 2013).
With limited career options for Traditionalist women and minorities, teaching was a
revered career offering stability and upward mobility, and was, in the case of women, conducive
to raising a family (Lortie, 1975). The National Center for Education Information (NCEI) has
been studying teachers since 1979. A 2011 study profiling United States teachers showed
demographic trends of teachers over 25 years (Feistritzer, 2011). Traditionalists comprised 53%
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of public school teachers in 1986. The study further indicated 69% of teachers were female
while 31% were male. Five years later in 1990, 40% of public school teachers were represented
by Traditionalists and in 1995, 24% of public school teachers were Traditionalists. During the
same 10-year period, teaching remained a female-dominated career. Demographically, the
percentage of female teachers nationally continues to grow, while the percentage of male
teachers continues to decline. In 1990, 71% of teachers were female, while 29% were male. In
1995, 74% of teachers were female, while 26% were male (Feistritzer, 2011).
Baby Boomers (1946 to 1964)
Demographers have given this generational cohort the name Baby Boomer as a result of
the “baby boom” that occurred after World War II (Strauss & Howe, 1991). Prior to the arrival
of Millennials, Baby Boomers were the largest generational cohort, with 79 million members;
due to their size, they definitely left a mark on society (Magnuson & Alexander, 2008). They are
also known as the Now Generation, the Love Generation, the Me Generation, and the Boomers.
The pivotal events defining this generation were television becoming the center of social and
family life and the introduction of color television; rock and roll; the Vietnam and Korean Wars;
the Civil Rights Act; Woodstock; the energy crisis; space travel and watching a man walk on the
moon; the assassinations of John F. Kennedy, Martin Luther King, and Robert Kennedy;
Chappaquiddick; and Watergate (Abrams & von Frank, 2014; Alsop, 2008; Strauss & Howe,
1991).
Parenting changed with the Baby Boomers as parents embraced the philosophy of
pediatrician Dr. Benjamin Spock, who encouraged parents to spend more time with their children
and be more flexible. Mothers of Baby Boomers were referred to as “my-child-is-my-career
moms” and sought to provide their children with the newest and best toys or experiences money
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could buy (Strauss & Howe, 1991, p. 308). Even though there were recessions, Boomers grew
up during promising economic times (Magnuson & Alexander, 2008). Boomers lived in childfocused homes and parents applied democratic discipline dealing with children “thoughtfully,
reasonably, and kindly” (Strauss & Howe, 1991, p. 307). As a result of permissive parenting,
this generation “grew up spoiled and pampered” and “were not taught delayed gratification”
(Hicks & Hicks, 1999, p. 243, 244).
As the Boomers became adolescents, a generation gap developed between them and their
parents. Hicks and Hicks (1999) explained this gap centered on “differing attitudes toward
money, sex, religion, drugs, and war” (p. 248). These attitudinal differences “led to conflict,
mistrust, and a major clash of gut-level values” (Hicks & Hicks, 1999, p. 248). This generation’s
rate of “drunk driving, suicide, illegitimate births, and teen unemployment all doubled or tripled.
Serious youth crime grew twice as fast as the number of youths” (Strauss & Howe, 1991,
p. 305).
Boomers witnessed hypocrisy and double standards in their homes, churches, schools,
and government. They experienced corruption in the government with Watergate and believed
the Vietnam War was handled badly by the Traditionalists. As a result, Boomers became
disillusioned with the government and large institutions. They challenged anything connected to
the establishment. They became activists and led anti-war movements, marched for civil and
women’s rights, and took on the established educational system (Hicks & Hicks, 1999; Strauss &
Howe, 1991).
Upon entering the workforce, Boomers placed great value on education and were the
most educated generation in history (Lancaster & Stillman, 2010). Young Boomers were
idealists who wanted careers that were meaningful and fulfilling. Boomers believed they could
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change the world. To that end, Boomers began working in public service overseeing nonprofit
organizations and working for government agencies. However, this generation also had a dark
side. Being the generation raised on “Don’t wait, get yours today,” illegal transgressions in the
form of “insider trading, banking problems, and corruption in industry” occurred in the
workplace (Hicks & Hicks, 1999, p. 250). Boomers rationalized their crimes by claiming they
did nothing wrong; they simply did what was best for them.
As Boomers aged, they began to understand working hard and paying their dues were
necessary to ascend the hierarchy of the workforce (Underwood, 2007). In fact, many willingly
moved wherever corporations told them to go (Magnuson & Alexander, 2008). The term
“workaholic” was created to describe the Boomer generation (Abrams & von Frank, 2014).
Being such a large generational cohort, Boomers had to be highly competitive to stand out.
Boomers believed by working long hours and giving more to the company, their reward would
be the power and prestige they desired (Zemke et al., 2013). The Boomer generation was
accustomed to getting their way; after all, they are referred to as the “Me Generation.” Boomers
can be demanding in their pursuit of success. Job titles and the corner office are a symbol of
their prowess (Alsop, 2008).
Boomers like to work on teams and are considered to be team players. They are pedants
when it comes to policies and protocol. Further, they believe in “paying their dues” before
advancing in their career (Alsop, 2008).
Having Boomers in the workplace has several rewards. Boomers are hard workers. They
do whatever is necessary to accomplish a task. Their communication style is diplomatic. They
bring wisdom from the experiences they have witnessed during their lifetime (Underwood,
2007). Boomers are good at building relationships within a group. Boomers are articulate and
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outgoing (Underwood, 2007). Boomers like recognition for jobs well done (Abrams & von
Frank, 2014).
Boomers also bring challenges to the work setting. Boomers often are self-centered and
assertive (Underwood, 2007). Boomers can slow down a project due to their penchant for
details. They can become defensive with constructive criticism or when a colleague’s opinion
differs from theirs. Because they are highly opinionated, Boomers do not understand how to
effectively disagree or deal with conflict. If a Boomer believes the boss or supervisor is
mismanaging or devaluing employees, they will influence the work environment by sharing their
thoughts of the leader with colleagues (Abrams & von Frank, 2014).
Traditionalists and Gen Xers describe fellow Boomer colleagues as being self-absorbed
and self-righteous. Traditionalists, being private in nature, think Boomers tend to over share
when it comes to their personal lives. Generation Xers criticize Boomers for being workaholics
trying to impress the bosses. Millennials and Generation Xers share in the belief that Boomers
need to lighten up. Millennials view Baby Boomers as good mentors and positive role models.
Zemke, Raines, and Filipczak (2013) predicted Baby Boomers will continue to influence the
workplace environment until at least 2030.
To retain Baby Boomers, employers need to understand the importance of praise to this
cohort. Employers should provide opportunities for the Boomer to use their experience and
knowledge. This will help Boomers feel respected and valued. Boomers appreciate having their
accomplishments and strong work ethic recognized by employers. Assigning Boomers to
mentoring positions is a win-win for the employer and the Boomer. It capitalizes on the
Boomers experience and knowledge while placing them in a leadership position where they feel
valued (Zemke, Raines, & Filipczak, 2013).
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Boomer men and women were heavily recruited in the 1960s to enter the field of
teaching. These prospective teachers were induced by the promise of a rewarding career with
pension and health benefits when ready to retire. As a result of these enticements, many
Boomers chose teaching as a career. In 2009, 53% of career teachers were Baby Boomers
(Dillon, 2009).
Today, some Boomers are pursuing an “encore career” or a second career and becoming
“deferred teachers” (Foster, 2010, p. 1, 6). In 2004-2005, 20% of the 35,000 people seeking
certification through a non-traditional method were 50 years of age or older (Feistritzer, 2005).
In 2008-2009 of the 54,000 new hires, approximately one-third of the hires were deferred
teachers (Feistritzer, 2011; Olson, 2011). Many of these individuals had wanted a career in
teaching but due to financial or other circumstances selected a different career. Once retired, the
encore worker can defer to their first passion--teaching.
Generation X (1965 to 1980)
Generation X is the smallest of the four generations (Zemke et al., 2013). They grew up
in an era when the divorce rate tripled and women of childbearing age were uncertain about
wanting children (Lancaster & Stillman, 2002). In fact, Generation X was the “most aborted
generation in American history” (Strauss & Howe, 1991, p. 324). The conventional family unit
became much more complex during this era. In 1980, 56% of dependent children lived with
their biological parents; 11% had a stepparent; 19% lived with only one parent; 14% of
dependent children lived with a formerly married parent; and one in five children had half
siblings (Strauss & Howe, 1991). Parents of this generation were the Boomer workaholics and
were not involved in their children’s lives. “Latchkey kids” was coined to describe young
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Generation X. Other terms used to refer to this cohort during their youth were “The Great
Unsupervised Generation” and the “MTV Generation” (Strauss & Howe, 1991,
p. 325). As a result of the parenting of this generation, Generation X grew up to be more familyfocused, determined not to repeat what they perceived as the errors of their parents (Lancaster &
Stillman, 2002).
Calamitous events such as the Challenger explosion, the AIDS epidemic, the Chernobyl
nuclear plant accident, the Oklahoma City bombing, and the Clinton/Lewinsky scandal provided
a framework of a dismal worldview. Many have labeled Generation X as the “lost” generation.
They grew up observing scandals in every major American institution—political, military,
corporate, and religious (Lancaster & Stillman, 2002).
As they reached adulthood, Generation Xers were the first generation to be told they
would probably not improve upon or even come close to replicating the lifestyles of their Baby
Boomer parents. They were “deliberately encouraged to react to life as you would hack through
a jungle: Keep your eyes open, expect the worst, and handle it on your own.” (Strauss & Howe,
1991, p. 329). As a result, Generation X developed a strong distrust of people and organizations.
They came to rely on themselves rather than others. As a resourceful group, they do not expect
job security and they challenge authority (Lancaster & Stillman, 2002).
Due to the importance Xers place on balancing work and life, they expect flexibility in
the workplace (Alsop, 2008). They are the employees willing to come in early and work late, as
long as they have the freedom to leave for a child’s event or help out an aging parent when
needed (Magnuson & Alexander, 2008). Gen Xers have perfected the work/life balance. They
keep personal problems separate from work obligations and, during personal time, they
disengage from work (Strauss & Howe, 1991). Without feeling a commitment to the
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organization, Generation Xers are loyal to friends and bosses who, in their opinion, have earned
their loyalty. Xers saw their parents’ loyalty to the organization rewarded with layoffs; as a
result, they vowed not to “sell their souls to the man” (Strauss & Howe, 1991, p. 328).
Generation X desires workplace “fun” and responds positively to a light-hearted environment.
They hope and look for fairness in the workplace, even expecting not to find it (Magnuson &
Alexander, 2008). Xers are tied to their careers but not a job; consequently, they change jobs
every few years to “build their resume” (Lancaster & Stillman, 2002, p. 59).
Generation Xers are technology and media savvy. Zemke, Raines, and Filipczak (2013)
assert Generation Xers use Facebook and other social media more than Millennials. In fact, Xers
see their identity as a direct correlation to their use of technology and ultimately to their survival.
Recognizing Generation Xers’ cynicism and distrust, corporate America created marketing
strategies to encapsulate Xers’ values, attitudes, and self-perceptions (Magnuson & Alexander,
2008; Underwood, 2007).
Xers have been labeled “slackers.” Some consider them unmotivated (Magnuson &
Alexander, 2008; Zemke et al., 2013). Neither characterization could be farther from the truth
when describing this misunderstood generation. Shaped by independence and self-reliance,
Generation Xers choose to define success on their own terms. For example, individuals from
this generation are more likely to select a town, city, or state they want to live then secure a job
within that location (Underwood, 2007). In contrast to their Boomer parents who willingly
moved for a new corporate assignment, Generation Xers are less inclined to relocate for their
jobs (Magnuson & Alexander, 2008).
Generation X has a “just do it” attitude and a proclivity toward action even without
sufficient information. They work toward goals and objectives, rather than just putting in time.
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Xers see bureaucracy “as a waste of time that could better be used to do their job and go home”
(Zemke et al., 2013, p. 106). According to Lancaster and Stillman (2002), “For years now, Xers
have been able to say ‘show me the money’ and mean it in the business world, ticking off
remarkable accomplishments as managers, inventors, and entrepreneurs” (p. 25). Moreover, they
are also the fastest growing group of small business owners in history (Alsop, 2008).
As employees, Generation Xers have many assets to add to the workplace. Xers are
adaptable and comfortable with change. They are technologically savvy. Xers are independent
self-starters who do not require a lot of oversight from supervisors. They work hard and are
open-minded and creative (Zemke et al., 2013). While not as assertive as Boomers, Xers are
willing to stand up for what they believe (Underwood, 2007).
Generation Xers’ negative traits stem from their innate skepticism and cynicism. Xers
can be impatient. They prefer to work alone rather than with a group. They distrust authority
and are inept with office politics. As a result, many Xers are not inclined to lead. They prefer to
“execute and implement” (Underwood, 2007, p. 230). Xers are not necessarily followers; the
leaders this generation was exposed to during their formative years; overall, were not leaders to
be idolized (Lancaster & Stillman, 2002).
Other generations perceive Generation X colleagues with a negative connotation.
Traditionalists see them as being rude and disrespectful of the Traditionalists’ experiences.
Further, they see them as non-compliant to rules. Boomers believe they are slackers since Xers
expect a work/life balance. Moreover, Boomers think they are aloof and lack social skills. Xers’
insistence to do things their way rather than the “right” way is a common frustration to Boomers.
Millennials find most Generation Xers to be pessimistic and doomsayers. They wish Xers would
“cheer up” and be more optimistic about the future (Zemke et al., 2013, p. 111). Millennials
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wish Xers would become team players and allow others to contribute to the group effort.
Millennials think Xers are not good communicators and wish they would take the time to explain
their thoughts and processes to colleagues (Zemke et al., 2013).
To motivate and retain Generation Xers, employers need to convey the following: 1)
management does not micromanage; they trust their employees to get the job done; 2) they do
not believe in useless meetings; and 3) they value a sense of humor at work. In return,
employers will acquire a Gen X hard working, straightforward, and talented employee (Zemke et
al., 2013). While many Generation Xers do not aspire to be leaders, those that do pursue
leadership roles do so for altruistic reasons. Gen X leaders generally are fair, competent,
straightforward, and brutally honest. As a result of their straightforwardness, Generation X
leaders often come across as having poor people skills. They see no value in playing political
games with supervisors and believe the 20% of their generation who engage in such practices do
so as “corporate stooges” (Zemke et al., 2013, p. 109).
Generation Xers became teachers in the late 1980s. When this cohort graduated from
college, they “considered education to be a less prestigious career path than had previous
generations and were less likely to view their peers who entered teaching as the best of their
generation” (Strauss, 2005, p. 12). Xers entered the workforce during a time when the largest
private employer was a temporary employment agency (Wilson, 1998). Many Xers will have
more than three careers and 12 employers throughout their working lives. When an Xer leaves a
job, they leave seeking more money, better benefits, more prestige or greater appreciation, or a
new challenge (Fletcher et al., 2009). Today, Xers constitute the majority of teachers.
Understanding this generation’s values, motivators, and workplace expectations will help school
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leaders to develop a level of respect and appreciation for this generation while trying to defy the
research on their commitment to organizations.
Millennials (1981 to 2000)
Alternatively known as Generation Y, the Net Generation, and the Digital Generation,
Millennials also wear the title as being the Over-Supervised Generation. This generation had the
most diverse age group of parents, ranging from adolescent Generation Xers to middle-aged
Boomers. Alsop (2008) declared Millennials as the largest generational cohort with 92 million
members, while Boomers maintain 79 million members. One reason this generation is so large is
due to the number of Hispanic and Asian immigrants who moved to the United States the past
half century and whose U. S. born children are now Millennial adults. Approximately 43% of
Millennial adults are non-white and about half of newborns are non-white. Hispanics are the
fastest growing racial ethnic group in the United States. One in five Millennials is Hispanic
(Pew Research Center, 2014). To parallel this population trend, the fastest growing non-white
teacher group is teachers of Hispanic origin. In addition, Hispanics have passed AfricanAmericans as the largest minority group of teachers (Feistritzer, 2011).
The philosophy practiced by parents and schools with Millennial children was to make
them all feel great about themselves and build their self-esteem (Tulgan, 2009). As a result,
Millennials received the label “Trophy Kids” (Alsop, 2008). The term “helicopter parent” was
created to describe the parenting style of Millennial parents. Millennials are like “Generation X
on-fast-forward-with-self-esteem-on-steroids” (Tulgan, p. 6). They were the busiest children
ever seen, because parents and teachers micromanaged their time leaving very little free time.
Corporal punishment began to be seen as child abuse in American society (Zemke et al., 2013).
Parents began negotiating with their children, and children were given a say in decision-making
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in the household (Lancaster & Stillman, 2002; Zemke et al., 2013). This generation was
immersed in digital media. During their formative years, Millennial children knew more about
technology and often taught their parents how to use it.
Millennials are the children of the Baby Boomers and sometimes are called “echo
boomers” (Lancaster & Stillman, 2010, p. 5). Millennials see their parents as advisors and
friends who shaped their beliefs and remain major players in their lives (Lancaster & Stillman,
2010). Living in a world of constant conflict such as frequent school shootings, the September
11 attacks, wars in Iraq and Afghanistan, Hurricane Katrina, and public corporate scandals,
Millennials live with heightened anxiety. Witnessing various acts of foreign and domestic
terrorism, Millennials or “Generation Give” has become the most civic-minded generation since
the Traditionalists after World War II (Underwood, 2007, p. 250).
This generation is more educated, more affluent, and more ethnically diverse than other
generations. Due to the sheer size of the Millennial cohort, America’s businesses and public
institutions have reshaped their marketing strategies to reflect this generations’ values and
attitudes (Underwood, 2007). Upon entering public education, this generation has been the
catalyst of the many reform efforts that have taken place in our public schools over the last 20
plus years (Mitchell, 2002; Strauss & Howe, 1991). This generation has grown up with AIDS,
drugs, divorce, and guns. In addition, “having learned in school about recycling, global
warming, the destruction of the rain forests, and acid rain, this generation is, and probably will
continue to be, the most concerned and actively involved group of advocates for the
environment” (Zemke et al., 2000, p. 136).
Much of Millennials’ youth was spent in daycare learning to get along with others as part
of a group. As children and teens, Millennials were heavily involved in team sports and
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activities. Although they often have inflated expectations, Millennials are strong team players
(Alsop, 2008).
Millennials do not deal well with ambiguity. They have a fear of making mistakes and
struggle with the desire to be perfect. As a result, Millennials are not independent thinkers or
risk takers; they hesitate to make decisions without obtaining as much information as possible
and seeking guidance from their parents. Millennials follow rules while accepting and trusting
authority (Lancaster & Stillman, 2010).
Millennials are socially adept, placing a value on relationships with parents as well as coworkers. Having been involved with group activities throughout their childhood, Millennials
have a competitive nature that can cause stress and anxiety. Some sociologists assert the rise in
suicide rates and school violence among teens is due to the unrealistically high expectations
being placed on this generation (Underwood, 2007). Millennials will engage in unhealthy
activities such as binge drinking, abuse of illegal and prescription drugs, and sexual promiscuity
(Rainer & Rainer, 2011).
Millennials are job hoppers, and many still live at home so they have the financial safety
net of their parents (Alsop, 2008; Rainer & Rainer, 2011, Underwood, 2007). This generation
prolongs adolescence by delaying marriage, delaying children, delaying home ownership, and
even delaying a steady career. Millennials seem to drift for a while, exploring their options in
the hope to find their true passion in life (Alsop, 2008; Rainer & Rainer, 2011; Tulgan, 2006).
Alsop (2008) noted a study conducted in Australia that found two-thirds of the Millennials
studied remained with an employer less than two years whereas Abrams and von Frank (2014)
contend Millennials will have seven different jobs throughout their lifetimes.

53
Millennials have high self-esteem and plenty of hope and ambition. In a study from the
Pew Research Center (2007), Millennials were asked to identify their goals in life. The two most
important goals were to get rich and be famous (p. 12).
Millennials offer the workforce a resilient optimism. Regardless of the impact the
economic downturn had on this generation, they have maintained the belief of a brighter future in
themselves and America (Zemke et al., 2013). Millennials have confidence in themselves and
are not afraid to express their expectations, agenda, and opinion (Espinoza et al., 2010).
Millennials are disciplined when it comes to accomplishing goals and meeting deadlines. In
their minds, Millennials view deadlines as a means for ownership and success (Expinoza et al.,
2010). They are comfortable working in a collaborative environment and work well with older
generations. Millennials excel at multi-tasking and in the use of technology (Lancaster &
Stillman, 2010; Underwood, 2007).
Workplace challenges will include the expectation for frequent and empathetic feedback.
Millennials react to criticism emotionally and may quit the job as a result of constructive
feedback (Abrams & von Frank, 2014; Espinoza et al., 2010). Lancaster and Stillman (2010)
asserted, “When you hire a Millennial you get three for the price of one---here comes Mom and
Dad” (p. 6). Workplaces are being forced to acknowledge how parenting norms have changed
with this generation. In a survey conducted by Lancaster and Stillman (2010), more than 10% of
Millennials conceded they would be “comfortable having my parents call the boss if there is a
problem” (p. 29). Although this percentage is not sizeable, it is significant when compared to
just 1% of Xers and Boomers. Organizations are addressing parent involvement with company
policies setting forth limits of when and if parents are permitted to be involved (Lancaster &
Stillman, 2010).
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Family comes first to Millennials. A family event will take precedence over work
obligations resulting in employers questioning Millennials commitment to the organization.
Having been raised in the era of receiving a trophy for simply being present, Millennials feel
entitled to be placed on the fast track for promotions (Abrams & von Frank, 2014; Espinoza et
al., 2010; Lancaster & Stillman, 2010). Millennials need for frequent social interaction prevents
them from feeling successful if working independently (Lancaster & Stillman, 2010).
Millennials do not respect conventional chain of command and may circumvent by directly
contacting a higher authority (Abrams & von Frank, 2014). Due to Millennials comfort level
with social networking, unsolicited personal information is shared with colleagues and superiors
(Abrams & von Frank, 2014).
Employers perceive Millennials as book smart but believe they lack common sense
(Alsop, 2008). To other generations, Millennials appear to be slackers but actually are incredibly
efficient as long as their job is engaging and will help advance their careers. If a job is boring
and unfulfilling, they are out the door leading employers to believe Millennials are disloyal. The
other generations perceive Millennials to be spoiled, unrealistic brats. Traditionalists believe
Millennials do not respect tradition (Zemke et al., 2013).
To retain Millennials within an organization, employers need to recognize the importance
Millennials place on relationships and a work/life balance. Employers need to provide
networking opportunities for Millennials. They want to get to know their colleagues and
supervisors. For Millennials, it is all about connections. Millennials expect to work for a
supervisor who has an open-door policy, is approachable, and is willing to allow employees’
input into policies and practices. Millennials want a supervisor who is their advocate and partner
in career development. Millennials are open to learning and will benefit from a mentorship to
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acclimate them to the organization. Millennials need to be engaged in their work while receiving
frequent feedback. Millennials need to work in a collaborative environment (Abrams & von
Frank, 2014; Espinoza et al., 2010; Lancaster & Stillman, 2010; Zemke et al., 2013).
Millennials’ job satisfaction needs are diametrically opposed to the reality of the
bureaucratic public school organization. Millennials expecting to be rewarded for their
successes may become disillusioned considering the educational community rewards are based
on longevity and credit hours. Further, Millennials expectations for rapid career advancement
can cause angst when traditionally career advancement in education is based on years of service
and acquiring advanced degrees. The need for Millennials to connect with colleagues and work
within a collaborative environment is complicated by the sense of isolation that is commonplace
among classroom teachers. While school leaders are trying to resolve this universal concern
through implementing professional learning communities, the feeling of isolation is palpable
among practitioners (Margolis, 2008). To retain this generational cohort of teachers, it is
incumbent upon school leaders to acknowledge career needs and expectations of the Millennials.
Teaching as a Caste
With the advent of the 21st century and the federal mandate of No Child Left Behind
(2001), public schools and teachers have been excoriated. There is a dichotomy between the
public perception and the perception of those in the profession. Lortie (1975) described the
teaching status as a profession with many anomalies. He contended teaching “is honored and
distained, praised as ‘dedicated service’ and lampooned as ‘easy work,’ permeated with the
rhetoric of professionalism yet features incomes below those earned by workers with
considerably less education” (p. 10).
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The fact early teachers received no special preparation before entering a classroom has
created the view that teaching is an easy-entry profession. People in the United States have an
attitude reflective of George Bernard Shaw when he asserted “he who can, does; he who cannot
teaches.” Furthermore, some contend teaching attracts people who “have lackluster skills and
little drive and are lured by the promise of secure jobs with summers off and predictable pay
raises” (Wadsworth, 2001, p. 25).
Ihme and Möller (2014) directed three studies in Germany to ascertain whether
stereotype threat affected students choosing a career in teaching. Stereotype threat was defined
as a “situational threat that diminishes performance, originating from a negative stereotype about
one’s own social group” (Ihme & Möller, 2014, p. 1). The first two studies were exploratory and
used different methods to discover if there was any truth to the stereotype that education majors
are perceived as less competent than students in other fields of study. The third study was the
experimental study to explore whether education majors confronted with negative stereotypes
would be adversely affected in their ability to perform on a cognitive assessment.
In the first study, 82 education majors were surveyed to determine how they believe other
students perceive those studying education. Of the statements generated, 398 were categorized
in terms of competence or warmth. Findings from this study showed education majors were
cognizant other fields perceived teachers as less competent but social (Ihme & Möller, 2014).
The second study asked 120 individuals, both students and current workers from various
fields, to identify how students majoring in education, law, computer science, and psychology
were perceived by others. Researchers found those surveyed perceived education majors to be
significantly less competent than students majoring in law, psychology, and computer science.
The third study tested the hypothesis that when one’s competence is subjected to
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stereotype threat, weaker performance will result. Included in this study were 262 education
majors and 128 psychology majors. Some of the education majors were subjected to stereotype
threat while others were not. Those education majors not subjected to stereotype threat and the
psychology majors were the control group. Results from this study confirmed when individuals
are associated with a negative stereotype there is a negative effect on their performance.
Ihme and Möller’s study (2014) confirmed the negative stereotype surrounding the
teaching profession to be prevalent not only with practicing teachers but with those training for
the profession. Further, their study showed the impact stereotyping has on performance of those
subjected to negative stereotyping. Higher education institutions and policy makers need to be
aware of the implications this study has on the field and the role negative stereotyping can have
on students when choosing a career, as well as the potential effects on those already in the field.
The review of literature suggested the reasons teachers chose to teach are significantly
different from the reasons they chose to remain in the profession (Marso & Pigge, 1986; Rydell,
Gage, & Coines, 1986). Understanding the reasons why individuals choose to enter teaching and
decide to stay could help school leaders establish the kind of environment conducive to those
characteristics.
Teacher Attrition
Attrition is defined as a “gradual, natural reduction in membership or personnel as
through retirement, resignation, or death” (American Heritage Dictionary, 1992, p. 120). From
the public school perspective, attrition applies to those teachers who leave a school but remain
within the same district, leave a district but remain in the same state, or leave the state or
profession completely (Henry, Bastian, & Fortner, 2011). Ingersoll, Merrill, and Stuckey (2014)
indicated a substantial increase in teacher turnover in U.S. public schools over the past three
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decades. Delineating the research by years of experience, Ingersoll (2002) claimed 11% of new
teachers leave the profession within their first year and another 10% leave after year two.
Additional research studies have found that 30% of new teachers leave within three years, and
between 40 to 50% leave the profession within five years (Alliance for Excellent Education,
2014; Boe, Cook, & Sunderland, 2008; Ingersoll, 2002; Kopkowski, 2008; Shakrani, 2008). An
analysis of the 2008-09 Teacher Follow-up Survey reported teachers under 30 years of age leave
the profession at a rate that is 51% higher than older teachers, including retirees. Equally
alarming is the statistic that 91% of teachers 30 years of age and under leave their current school
to work at another school (Keigher & Cross, 2010).
Attrition is not a problem unique to school districts in the United States. Educational
systems around the world are struggling to retain public school teachers thereby focusing on the
ubiquitous issue of teacher retention (Buchanan, Prescott, Schuck, Aubusson, & Burke, 2013;
Changying, 2007; Goddard & Foster, 2001; Lindqvist, Nordänger, & Carlsson, 2014; Schuck,
Aubusson, Buchanan, & Russell, 2012). In China, a study on teacher attrition revealed an
exodus of 300,000 teachers between the years 1984 and 1987. At the same time, a survey
conducted on practitioners showed 42% of teachers were dissatisfied with teaching and another
58% reported if they had to do it again, teaching would not be their career choice (Changying,
2007).
Data collected on teacher attrition in Australia indicated a loss of 30 to 40% of beginning
teachers in their first five years. Further, 24% of 1,351 beginning teachers surveyed indicated in
all likelihood they would leave teaching within five years. In another survey of 1,200 beginning
teachers, 45% of them indicated they would not be teaching in 10 years’ time (Buchanan,
Prescott, Schuck, Aubusson, & Burke, 2013).
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In Sweden, a study following 87 beginning teachers was conducted to identify teacher
attrition rates. After five years, 18% were no longer teaching. Ten years later, 32% of the cohort
had left the field. The findings of this 20-year study led the researchers to postulate it was time
to recognize the career trajectories of teachers from a lifelong career to a multi-dimensional
career (Lindqvist, Nordänger, & Carlsson, 2014).
Mouthrop, Calegari, and Eggers (2005) studied U.S. teacher attrition and found 16% of
teachers leave the classroom each year, compared to 11% of other professions that require a
college degree. Ingersoll et al. (2014) analyzed national attrition data and found teacher attrition
to be higher than nurses and much higher than professions such as law, engineering, architecture,
and academia.
Some researchers have suggested a different explanation for the attrition rates in
education. These researchers speculated retirement is the foremost reason districts are replacing
teachers (Borman & Dowling, 2008; Grissmer & Kirby, 1987). Contrast this retirement theory
with the U.S. Labor Bureau’s statistics of workforce trends that show an estimated 56% of
workers eligible for retirement now work full-time compared to 44% in the late 90s.
Additionally, 16% of those between the ages of 50 and 64 have no intention of retiring (Meister
& Willyerd, 2010; Zemke et al., 2013). Congruent with the Labor Bureau’s statistics, Ingersoll
et al. (2014) called the avoidance of retiring as a “graying of the field” (p. 1).
In a polemical meta-analysis, Borman and Dowling (2008) cited studies by Harris and
Adams and Grissmer and Kirby. As a result of teachers participating in retirement systems
allowing teachers to retire with 25 to 30 years of service, both research studies give credence to
retirement as the primary factor of teacher attrition. As a result of their findings, these
researchers champion changing retirement systems to affect teacher attrition. Moreover, Harris
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and Adams reported nursing, accounting, and social work to have higher attrition rates than
teachers; therefore, for these researchers, retaining beginning teachers does not have the same
implications for policy as Ingersoll advocates.
To rebut the researchers and policymakers contention there is a shortage of teachers due
to retirements of Baby Boomers, Ingersoll maintained, “The whole retirement thing has been
consistently exaggerated” and argued the focus should be on retaining those hired (Kopkowski,
2008, p. 2). According to Ingersoll, “the recent rise in experience level can be traced in part to
the recession, which slowed hiring of first-year teachers and helped keep the 2007 hires in place
as other job opportunities dwindled” (Banchero, 2014, p. A3). Ingersoll predicted, “As the
economy picks up, we’ll see more teachers leaving, more beginners hired and a worrisome return
to the ballooning and greening of the teaching workforce” (Banchero, 2014, p. A3). Lindqvist,
Nordänger, and Carlsson (2013) compare the practice of hiring more teachers versus retaining
those already teaching by metaphorically asserting “it is better to patch the holes in the bucket
before trying to fill it up” (p. 95). Whether teachers leave due to retirement or a change in
classroom positions or school districts, the effect on student achievement and district finances is
deleterious.
Numerous studies have been conducted to explore the relationship between classroom
teacher and student achievement (Alliance for Excellent Education, 2014; Brill & McCartney,
2008; Darling-Hammond, 2000). Marzano, Pickering, and Pollock (2001) and Marzano,
Marzano, and Pickering (2003) referenced a study by Sanders and Horn to explain the impact a
teacher can have on student achievement. Sanders and Horn gathered data from elementary
school students in Tennessee. Their research found a difference of 39 percentile points in
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student achievement for those students assigned to effective teachers compared to those students
with less effective teachers.
Marzano and his colleagues have reached similar conclusions as the aforementioned
researchers when investigating student achievement. Through meta-analysis, Marzano and
colleagues have synthesized the research on effective schools and extrapolated the effect the
school itself has on student achievement from the effect of the individual teacher. The research
is conclusive; the most significant factor affecting student achievement is the teacher (Marzano,
Pickering, & Pollock, 2001; Marzano, Marzano, & Pickering, 2003).
Rockoff (2004) investigated the link between student achievement and teaching
experience in New Jersey County. Data were collected over 10 years from two elementary
schools with 10,000 students and 300 teachers participating in the study. Students in
Kindergarten through fifth grade in District A and students from second through sixth grade in
District B were tested. His research found a significant increase in student test scores, especially
in the area of reading where scores varied by 0.17 standard deviations on average between
beginning teachers and teachers with 10 or more years teaching experience.
Hanushek, Kain, and Rivkin (2004) found student achievement declined when students
are taught by a succession of new teachers. Hanushek, Kain, and Rivkin (2004) stated,
“Experienced teachers are, on average, more effective at raising student performance than those
in their early years of teaching” (p. 1).
Demonstrating the instability of teacher commitment, the modal experience of classroom
teachers has waned over the last 30 years. In 1987-88, 15 years was the most common number
of years of experience for teachers, whereas in the 2007-08 school year, the most common
teacher was someone in their first year of teaching. In 2011-12, the modal teacher had grown to
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five years of experience. This increase coincided with the economic recession that began in
2007-08 resulting in hiring freezes and reductions in force. It is predicted as the economy
improves, teachers will once again migrate to other schools or leave the field (Alliance for
Excellent Education, 2014; Banchero, 2014; Walker, 2014). Based upon this prediction, the
educational world could be looking at the forces aligning themselves for the proverbial “perfect
storm” where attrition rates soar and the modal experience of teachers once again declines. To
prepare for this upheaval and to forestall the current and future attrition rates, district leaders
need to understand the reasons teachers leave from a generational perspective.
Reasons Teachers Leave
Common sense tells us some attrition of teachers is good. If the teachers leaving the
profession were the weakest, that would be desirable. Unfortunately, that is not the case. In an
essay by Brill and McCartney (2008), teacher attrition was attributed to teacher-centric issues
more so than remuneration issues. Through a synthesis of research studies, the authors identified
common sources teachers gave as reasons for leaving. The reasons cited in this essay were:
increase in teacher workload as a result of higher expectations; student behavioral problems; a
lack of support from administration and lack of treatment as a professional; a lack of adequate
facilities and resources; poor mentoring and induction programs resulting in feelings of stress
and isolation; lack of adequate facilities and resources; social perception of teaching; and low
salaries.
Behrstock and Clifford (2009) summarized the body of research identifying the factors
associated with new teachers’ decisions to leave their current building or district or the
profession altogether. Their brief divided the reasons for leaving into two categories:
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organizational factors and personal factors. Under organizational, they have labeled the factors
contributing to new-teacher attrition accordingly: (a) lack of support from administration;
(b) difficult teaching assignments; (c) increased teaching loads; (d) poor working conditions;
(e) feelings of isolation from colleagues; (f) lack of autonomy or control over one’s work;
(g) evaluation systems geared more for experienced teachers; and (h) lack of opportunities for
advancement. Personal factors identified were: (a) changes in life event; (b) disillusionment with
job expectations; (c) feelings of inadequate skill set; (d) opportunities for better pay, benefits,
and advancement; (e) feeling the work does not matter; (f) inability to deal with student
discipline and cognitively challenged students; and (g) work/life balance.
Research conducted on the topic of attrition indicated a multitude of reasons why
teachers leave the classroom. Recognizing the impact attrition had on the pecuniary costs to
schools and taxpayers, the emotional and psychological impact to students and staff, and the
productivity costs associated with student achievement, maintaining experienced and committed
teachers must become a priority to school leaders (Watlington, Shockley, Guglielmino, &
Felsher, 2010). According to Behrstock and Clifford (2009), “The research shows clearly that
school leaders can influence teacher retention” (p. 6).
Teacher Retention
A “perfect storm” is brewing for public schools when the following factors converge:
(a) acceptance that the most important school-related determinant of student achievement is the
teacher; (b) a high percentage of teachers changing schools annually; (c) a high rate of teacher
attrition of beginning teachers; and (d) understanding of Millennials’ commitment and career
trajectory. Darling-Hammond (2003, 2010) avowed the number of teachers leaving education
each year surpasses the number of teachers entering education. Approximately 30% of new
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teachers leave teaching within three years and 40 to 50% leave within five years (Ingersoll, 2002;
Ingersoll & Smith, 2003). Of those leaving, less than 20% is attributable to retirement (Ingersoll,
2001). A MetLife survey (2013) of 1,000 U.S. K-12 public school teachers reported the lowest
level of teacher satisfaction along with possible insight into the emotional status of teachers.
Down from 62% in 2008 and 44% in 2011, only 39% of the teachers surveyed reported being
satisfied with their profession. Another demonstrator of the mindset of the teachers surveyed is
the increase by 15 percentage points since 1985 of teachers’ stress level. In 1985, 36% of
teachers reported feeling great stress several days a week; however, in 2012, 51% reported
feeling great stress several days a week.
With a surge in federal initiatives and an increased focus on school accountability and
teachers, it is no wonder teacher attrition remains steady. However, Ingersoll and Smith (2003)
maintained the issue is more than just the 15% of first-year teachers who leave the profession. In
their opinion, the 15% of teachers who transfer to another building or district due to
dissatisfaction is equally as harmful to students and schools. Johnson et al. (2004) found in their
study of first- and second-year teachers the perceptions of career and anticipated career longevity
amongst the newest generation of teachers are at odds with those of previous generations.
Therefore, it is incumbent upon school leaders to understand and appreciate the perspectives of
Millennial teachers, who are and will continue to be our beginning teachers until 2025, to
motivate and retain them.
In a qualitative study of nine beginning teachers who had left classroom teaching within
five years, Gallant and Riley (2014) surveyed these teachers within three years of their exit. The
purpose of the study was to identify what would have been helpful to keep them in the
classroom. All participants entered teaching optimistically, “confident about what they would
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contribute, positive about their own on-going development, and hoping to make a difference in
young people’s lives” (p. 575). All participants reported their decision to leave teaching was not
attributed to one factor but rather an amalgamation of many. The amalgamation consisted of the
absence of emotional support from school leaders and overall school culture. The consensus of
the nine participants was how the feeling of isolation served to diminish their enthusiasm and
confidence. Further, the lack of trust and empathy characterized by the absence of emotional
support contributed to a decline in the participants perceived wellbeing and self-esteem. A
negative school culture was universally cited as a contributing reason these nine teachers left.
These teachers described (a) not feeling welcomed, (b) entering an environment filled with
conflict, (c) lack of collegiality and mentoring from experienced teachers, and (d) failure to
foster growth as a teacher or as an individual as reasons that led to feelings of inadequacy,
rejection, and a sense of disillusionment. This amalgamation contrasted with these beginning
teachers’ self-described perception as a change agent. The feeling of rigidness and uniformity in
teaching was overemphasized and in the opinion of the new teachers, restricted them from
practicing their craft as they had envisioned it to be. This study demonstrated the importance of
induction programs aligned with mentoring programs for beginning teachers, as well as the value
strong school leadership has on retention.
Bolstering the 2014 study conducted by Gallant and Riley, Ingersoll (2001) determined
the correlation between teacher turnover and job dissatisfaction. Using the 1991-1992 Schools
and Staffing Survey and its supplement, Teacher Follow-Up Survey, Ingersoll found “inadequate
support from the school administration, student discipline problems, limited faculty input into
school decision-making, and to a lesser extent, low salaries, are all associated with higher rates
of turnover, after controlling for the characteristics of both teachers and schools” (p. 501).
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Ingersoll’s findings suggested school leaders addressing improvements in organizational
characteristics rather than focusing on educational initiatives like teacher recruitment programs
may have a greater impact on retaining quality teachers, thus influencing student achievement.
In 2002 the State Auditor of Missouri reported Missouri had difficulty in both recruiting
and retaining teachers. The report found one-third of Missouri’s public school teachers cited
poor pay, heavy workloads, and a lack of respect as reasons for leaving teaching within five
years of beginning their careers. Recommendations for the Department of Elementary and
Secondary Education were 1) explore financial incentives to recruit and retain teachers and 2)
initiate an annual study to report to the State General Assembly regarding retention and retaining
teachers.
Acknowledging committed and experienced teachers is as much an issue in Missouri
public schools as it is across the nation. Perrachione’s (2005) dissertation investigated the
variables that influenced the commitment and job satisfaction of Missouri elementary public
school teachers in grades K through 5 and how those perceived variables determined their
commitment to remain in the field of teaching. In a mixed-methods design, 300 K through 5
teachers having taught five or more years from 30 different counties and 30 different school
districts in Missouri were surveyed. Perrachione’s findings supported previous research
establishing a relationship between job satisfaction and teacher commitment. Participants of the
study revealed the intrinsic motivators of “personal teacher efficacy, job satisfaction, and
working with children/students increased commitment,” whereas extrinsic motivators of “student
behavior, work overload, and low salaries were perceived to decrease commitment” to teaching
(Perrachione, 2005, p. 117).

67
In a case study of six Millennial teachers from a large California high school, Lovely’s
dissertation (2012) explored Millennial teachers’ perceptions of day-to-day experiences and how
their experiences impacted long-term career plans. Four themes on Millennial dispositions and
career ideals emerged from the findings: “the desire to perform meaningful work, the desire to be
respected, the desire to collaborate, and the desire to exercise greater control over their work” (p.
92). Since none of the participants had a commitment from the district for employment the next
year, all were less inclined to express loyalty toward the profession. Moreover, no one in the
study committed to teaching being a lifelong career. The following recommendations for school
leaders were put forth to increase job satisfaction and retention of the Millennial teachers: (a)
implement and improve induction programs, (b) find opportunities for Millennials to assume
responsibilities, (c) allow autonomy over instructional decisions, and (d) assist Millennial
teachers with parent-teacher relationships.
In a phenomenological dissertation study of six metropolitan Millennial-aged teachers in
Colorado, Greenebaum (2009) studied participants’ thoughts about their teaching career with the
intent to increase understanding of how best to retain the youngest teachers. Five major themes
emerged from Greenebaum’s study: “professional identity, affective reaction, technology and
social networking, cultural implications, and professional and administrative supports” (p. 166).
Within the first major theme of professional identity, the following sub-themes emerged: (a)
being involved in decision-making situations or having a voice, (b) a feeling of confidence,
(c) a feeling of entitlement, and (d) establishing necessary teacher relationships. Greenebaum
(2009) emphasized school leaders must “acknowledge and understand that this generation is
different from previous generations. We must embrace what this generational cohort has to offer
and work to include them” (pp. 183-184). She encouraged human resource teams and school
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leaders to update their hiring practices to reflect the ideals of the Millennial generation.
Additionally, school leaders need to recognize teaching is an emotional and complicated
profession; as such, strong support systems are needed for new teachers. Greenebaum’s findings
indicated new teachers were unprepared for the various school cultures existing in our public
schools. With these findings, she recommended higher education create more practical learning
opportunities for pre-service teachers to work within the public school settings prior to student
teaching, thus exposing them to the racial and ethnic inequities, as well as the effect of
socioeconomic levels on education. Further, she believed higher education should require
classes in culturally responsive teaching, cultural awareness, and teaching in a 21st century
technological environment. She encouraged higher education to establish networking
opportunities for recent graduates as they acclimate themselves to their teacher identity.
A mixed-methods study in Australia surveyed current and retired teachers to identify
what attracted and retained individuals to the field of teaching. Ashiedu and Scott-Ladd (2012)
found participants cited intrinsic motivators as the reasons for entering the teaching profession.
In addition, those participants who were motivated intrinsically were more inclined to remain
within the profession. Intrinsic motivators were (a) a desire and love of working with children,
(b) intellectual fulfillment of sharing knowledge, and (c) making a difference in the world.
Extrinsic motivators, such as working conditions and environment were cited as influential
retention factors. These findings suggest if school leaders develop an understanding of what
motivates teachers, they can create retention strategies to meet their needs.
A mixed-methods dissertation examined the motivational factors of Millennial student
teachers and the relationship between those motivational factors and the perception K-12 school
leaders have of said motivational factors. Bontempo (2010) noted a significant difference in
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school leaders’ perceived motivation of student teachers and the confirmed motivations of
Millennial student teachers. Student teachers identified the following as motivators and key
determinants for retention: (a) student achievement, (b) supportive leadership, (c) entrusted with
responsibility, (d) working with students, (e) career advancement opportunities, (f) collegial
relationships with colleagues, (g) career development, (h) work conditions, and (i) positive
relationships with supervisor. Based upon the findings, Bontempo recommended school leaders
receive training on the characteristics and motivators of the Millennial cohort. Further, he
suggested higher education integrate information on this generation in their educational
leadership courses. School leaders at the local level must embrace the passion Millennial
teachers bring to the job and develop the skill set they need to maintain that passion and
enthusiasm to ensure long-term career commitment.
In Recruiting and Retaining Generation Y Teachers, Rebore and Walmsley (2010)
recognized the difference between school districts’ recruitment practices of the past and what is
needed today to recruit and retain Generation Y, or Millennial, teachers. The authors encouraged
school leaders to rewrite job descriptions to appeal to this generation’s values and motivations.
Employers must recognize this generation’s propensities for: (a) communicating more digitally
than interpersonally, (b) valuing work benefits, (c) career advancement, (d) flexibility in
achieving desired results, (e) pay commensurate with effort and performance, (f) teamwork, (g)
working hard but having fun while doing so, (h) wanting constant feedback, (i) expecting
diversity within work cultures, (j) multitasking, and (k) expecting change.
Rebore and Walmsley (2010) encouraged school leaders to utilize cyber-technology to
recruit and interview candidates. They suggested school leaders update their compensation
packages by applying “the psychology of compensation” when trying to recruit and retain
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Millennials (p. 73). For this generation, money is one form of compensation, but schools can
utilize additional compensation tools through (a) employee recognition, (b) acceptance of
diversity, (c) investing in the employee through professional development, (d) encouraging
employee participation in policy development, and (e) increased responsibility (Rebore &
Walmsley, 2010). Creating a school culture that merges the various generational cohorts by
understanding their values and differences is vital to enhancing teacher retention. Further,
having an understanding of motivational theories aides school leaders in understanding the
difference in employee satisfaction and dissatisfaction to ensure employee needs are being met to
entice retention.
In a qualitative dissertation, Baldonado (2008) used Herzberg’s Motivational Theory to
explore the motivational workplace needs of Millennials. He published his findings in 25 Ways
to Motivate Generation Y: A Pocketbook Guide (2008). While his study centered on the field of
business, his findings and recommendations are applicable to the field of education and teachers.
Based upon his research, 25 motivators were identified to enhance job satisfaction for the
Millennial cohort:
•

supportive of a balanced work and personal life in the workplace;

•

provide Millennial workers with opportunities to grow in their job;

•

use achievement as a way to reward/motivate Millennial workers;

•

create working conditions suited for Millennials;

•

offer increasing responsibilities as a reward;

•

create a fair salary/compensation package;

•

give them cutting-edge technology;

•

provide flexibility in their work;
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•

share job knowledge;

•

encouragement and reward;

•

challenge them;

•

fun in the workplace;

•

show respect and appreciation;

•

give frequent feedbacks;

•

treat fairly/professionally;

•

model expected behavior;

•

train strategically/digitally;

•

provide ongoing learning and development;

•

encourage collaboration and communication;

•

focus on the meaning and purpose of work;

•

create choices;

•

provide mentor;

•

create customized career path;

•

seize formal and informal time-out times; and

•

listen to the needs of Millennials (Baldonado, 2008, p. 44).

Summary
Just like the childhood game of Hide and Seek, “Ready or not, here the Millennials
come.” With the oldest of this generation already 33 years of age and the youngest being 14
years of age, the workforce has yet to feel the full impact this generation will have on
organizational dynamics; and yet, management in all fields are reporting changes in the pressure
of workplace climates as a result of generational differences. Recognizing generational conflict
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has always been present within our society, it is important to note the difference today lies in the
fact this is the first time four generations coexist within the workforce.
While this generation brings many challenges to the work setting, they also bring new
ideas and values. This is the perfect time for policy makers and school leaders to stop using
archaic excuses for the high attrition rates in education. Those leaders responsible for hiring and
retaining new teachers must understand the qualities and values of this generation in order to
motivate and retain them. Based on the extant research available, Millennials are highly
educated, willing to learn, technologically advanced, and socially conscious—all traits important
for the making of a great teacher. It is imperative school leaders develop an understanding of
this generation’s values and motivations to capitalize on their strengths and establish an
organizational climate where teachers and students will thrive. The purpose of my study is to
understand the mindset of beginning Millennial teachers regarding teaching as their career of
choice and how this mindset impacts their decision to remain committed to teaching. My study
will provide school leaders the understanding they need to effectively motivate and retain the
Millennial teaching force.
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Chapter Three
Research Design
Organization of the Chapter
The focus and explanation of the study, followed by the research question and subquestions are found in Chapter Three. The research question and sub-questions follow. A
complete explanation of the phenomenological research design and timeline are provided. A
comprehensive description of the site and sample selection is provided. A narrative of the
participants ensues, followed by an elucidation about depth versus breadth to further clarify the
scope of the research and the use of qualitative methods applied in the study. Specific
procedures used to collect the data, record the data, and analyze the data are described and
justified. Trustworthiness and credibility were ensured through prolonged and persistent
engagement, triangulation, peer debriefing, member checks, and audit trail. An explanation of
how those standards were built into and applied throughout the study is acknowledged. Further,
clarification of the measures employed to ensure evidentiary inadequacies was addressed,
followed by a summary of the chapter.
“Newton and the apple. Freud and anxiety. Jung and dreams. Piaget and his children.
Darwin and Galapagos tortoises. Marx and England’s factories. Whyte and street
corners. What are you obsessed with?” (Patton, 2002, p. 5).
Focus of the Study
The focus of this phenomenological study was to analyze the mindset of six beginning
Millennial teachers regarding teaching as their career choice and how their mindset impacts their
decision to remain committed to teaching. Through purposeful, homogeneous sampling, six
Millennial teachers and building level administrators from one urban Missouri school district
having met the criteria as presented in Chapter One participated in this study.
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Recent reports show school districts throughout the nation spend $7 billion each year to
recruit, hire, process, and train new teachers (Shakrani, 2008). Attrition studies report 11% of
new teachers leave the profession within their first year and another 10% leave after year two;
while 40% to 50% of new teachers leave the profession within their first three to five years
(Alliance for Excellent Education, 2014; Boe, Cook, & Sunderland, 2008; Ingersoll & Smith,
2003; Kopkowski, 2008; Shakrani, 2008). Using these attrition studies, many educational
pundits assert there is a teacher shortage in the United States; while other attrition and retention
experts contend the issue is not a shortage of teachers rather it is the inability to retain those
teachers in the field. The newest generation of teachers, Millennials, maintain a different
mindset when it comes to careers. Some generational researchers project Millennials will have
seven different jobs throughout their life; whereas other researchers submit an even higher
projection asserting Millennials remain less than two years with an employer (Abrams & von
Frank, 2014; Alsop, 2008). To reinforce these projections, in the words of one Millennial, “If we
don’t like a job, we quit…” (Espinoza et al., 2010, p. 3). If the educational sector is going to
decrease attrition, school leaders will need to update policies and organizational practices to
address the needs and motivators of the Millennial generation teachers.
Audience
It is the belief of the researcher the resultant findings will be a starting point of
conversation on an emerging issue for local, state, and federal policy makers such as local board
of educations, state level school boards’ association, and state level education departments. State
level education departments may benefit from this study by exploring the reported attrition
concerns from the perspective of the youngest and newest group of teachers, as well as reviewing
the current and future teacher evaluation systems and how they meet the needs of Millennial
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teachers. College and university teacher education programs may benefit from the findings of
this study by understanding who this Millennial generation of teachers is and the challenges they
face when entering the teaching field. Graduate level educational leadership programs may
benefit from this study by incorporating into personnel courses the needs of multi-generational
workforces and specifically Millennial teachers.
Research Question
What is it like being a beginning Millennial teacher?
Research Sub-Questions
1. Why did you choose to teach?
2. What is your long-term career plan?
Research Design and Timeline
Lincoln and Guba (1985) stated prolonged engagement and persistent engagement are
necessary to ensure trustworthiness and credibility in a study. Prolonged engagement means
being in the field long enough to learn the culture and build trust. Persistent engagement means
being in the field long enough to detect inconsistencies. This qualitative phenomenological
study inquiry was undertaken to determine what patterns Millennial beginning teachers have
regarding career selection and commitment to teaching as a career. “Qualitative research begins
with assumptions and the use of interpretive/theoretical frameworks that inform the study of
research problems addressing the meaning individuals or groups ascribe to a social or human
problem” (Creswell, 2013, p. 44). The social sciences and applied fields including education
utilize qualitative research as a form of inquiry (Marshall & Rossman, 2006). Qualitative
research is a “situated activity that locates the observer in the world. It consists of a set of
interpretive, material practices that make the world visible” (Denzin & Lincoln, 2003, p. 4).
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While qualitative research approaches vary, qualitative research is generally interpretive and
naturalistic (Denzin & Lincoln, 2003). Qualitative researchers “study things in their natural
settings, attempting to make sense of, or to interpret, phenomena in terms of the meanings people
bring to them” (Denzin & Lincoln, 2003, p. 5). After considering these characteristics, I chose a
qualitative research design for this study.
A phenomenological approach was selected for this research since phenomenological
study describes “the common meaning for several individuals of their lived experiences of a
concept or a phenomenon” (Creswell, 2013, p. 76). According to Creswell (2013),
phenomenologists focus on “describing what all participants have in common as they experience
a phenomenon. The basic purpose of phenomenology is to reduce individual experiences with a
phenomenon to a description of the universal essence” (p. 76). This study revealed the
experiences of beginning teaching from the viewpoints of Millennial beginning teachers.
Six teacher participants and six principal participants were identified to provide greater
insight into the phenomenon of study. The interview questions are semi-structured, open-ended
and broad thus allowing the varied experiences of the participants to be revealed. The data were
reviewed to identify repeated assertions or quotes to gain insight into how the participants
experienced the phenomenon. From the common statements, the researcher found units of
meaning to identify themes. These themes were used to write a description of what the
participants experienced. The strength of this study lies in the authenticity of the teachers’ and
principals’ voices as they share their stories.
Phenomenological studies derive from either transcendental phenomenology or
hermeneutical phenomenology (Creswell, 2013). Hermeneutical phenomenology focuses more
on the interpretation of the researcher. The researcher identifies a phenomenon of particular
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interest to them. The researcher reflects on the themes that are the nature of the lived experience.
They write a description that includes the researcher’s interpretation of the meaning of the lived
experiences.
Transcendental phenomenology focuses less on the interpretation and more on the
description of the participants’ lived experiences. According to Giorgi and Giorgi as cited in
Smith (2003), “Phenomenological inquiry should be a descriptive method, since it is through
analysis and description of how things are constituted in and by consciousness that we can grasp
the phenomena of our world” (p. 13). The research in this study was transcendental due to
bracketing (epoched) out my thoughts, ideas, or experiences as much as possible before
proceeding with the experiences of the participants.
As a field service director with the Missouri State Teachers Association (MSTA), I have
experience with the district that served as the site for this research study. In my professional
role, I have worked to represent teachers in this district with employment related issues for ten
years. Moreover, my professional role permits me to work with the induction program for
beginning teachers. As a result of the aforementioned professional connections, I have first-hand
experience working with Millennial beginning teachers who appear to demonstrate a lack of
commitment for various reasons to a legally binding contract.
To ensure the study contained prolonged and persistent engagement, the following
research design and timeline were followed. In December 2014, the process of identifying and
determining who Millennial teachers were began. The study was proposed and accepted. The
University of Arkansas’ Institutional Review Board’s approval and the school district’s approval
to conduct research at their site was gained (see Appendix A and B respectively). Data
collection began in Spring 2015 with a report of the findings.
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Site and Sample Selections
Purposeful sampling was the sampling strategy used to select the district site for this
study. “Purposive sampling is based on the assumption that one wants to discover, understand,
gain insight; therefore one needs to select a sample from which one can learn the most”
(Merriam, 1988, p. 48). Patton (2002) submitted, “Information-rich cases are those from which
one can learn a great deal about issues of central importance to the purpose of the inquiry” (p.
230). Espousing a similar view, Issac and Michael (1994) noted, “The power of purposeful
sampling lies in selecting information-rich cases for study in-depth—cases from which one can
learn most about issues central to the purpose of the study” (p. 223). Creswell (2013) asserted
purposeful sampling is used to select the participants and the site for the study in order to
purposefully inform a rich understanding of the primary phenomenon in the study.
The context of the study was the second largest accredited K-12 public school district in
the state of Missouri with a total student population of 24,905 for the 2013-14 school year. The
suburban district is located in southwest Missouri. According to the U.S. Census Bureau (2010),
the district is located in the third largest city in the state of Missouri with an estimated population
of 164,122. The estimated median household income as of 2013 was $32,333 compared to the
state of Missouri’s estimated median household income of $47,380. Persons in the district living
below the federal poverty level were reported as 25.6% compared to 15.5% for the state of
Missouri. According to Missouri’s Department of Elementary and Secondary Education (2014),
the district’s largest student ethnicity was White students comprising 80.7%. This is a decrease
from 2011 when 84.10% of the student population was White. Blacks make up the second
largest proportion of students at 8% while Hispanics comprise 4.8% of the student population.
Along with Multi-race at 3.1%, other races such as Asian, Indian, and Pacific Islander constitute
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3.4% of the student population. The demographics of this district reflect the racial demographics
of the nation in that the Hispanic population is surpassing the Black population while the White
population is in decline. Since the 2007-2008 school year, the district’s overall student
enrollment has been increasing incrementally. As student enrollment was increasing modestly,
participation in the district’s free and reduced lunch program increased from 43.5% in 2007 to
54.6% in 20l4.
The district employed 1,842 K-12 teachers for the 2014-15 school year and maintained
35 elementary buildings, one intermediate, nine middle schools, five high schools, and 15 K-12
choice programs. The district hired 129 teachers for the 2014-15 school year. On average the
district hires 120 teachers each year. According to the Human Resource Director, 45 teachers
during the 2014-15 school year had 5 years of teaching experience, were 33 years of age or
younger, and had participated in the district mandated STEP UP Induction Program.
Participants
Participants for this study were chosen using a purposeful homogeneous sampling.
According to Patton (2002), researchers use this type of sampling to describe in depth a specific
subgroup. One of the subgroups in this qualitative phenomenological study included classroom
teachers in their fifth year of teaching having completed a three-year induction program, which
exceeded the state required induction of two-years (Personnel-Teachers and Others RSMo
168.021, 2003). Further, each participant was 33 years of age or younger to insure a member of
the Millennial generational cohort. This sampling strategy along with the identified criteria
yielded 45 teachers or potential participants. Twenty teachers were randomly picked by drawing
names from a container. An invitation to participate was sent to the 20 potential participants
introducing myself as the researcher and describing the purpose of the research, anticipated
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timelines, and guarantee of confidentiality found in Appendix B entitled “Invitation to
Participate in a Dissertation Study (Group A)”. Interested participants were asked to contact the
researcher via email within three business days to express their desire to participate or discuss
any apprehension they may have in participating. Seven teachers emailed their desire to
participate in the study. Of those seven, one was excluded due to a previously scheduled
obligation on the participant’s part thus making it impossible to attend the group interview
meeting. Table 1 identifies the pseudonym and the characteristics of each teacher participant in
this study including their gender, age, total years in education, total years in district, grade level
taught, highest degree earned, and socioeconomic level of building.
Table 1
Demographics of teacher participants

Addison

F

27

Socioeconomic
Class Raised
in as a
Youngster
Working

Lillian

F

28

Middle

5

3rd

B

65% F/R

Grace

F

31

Middle

5

K-5 SpEd

M

30% F/R

Avery

F

30

Working

5

Kdn.

M

66% F/R

Kennedy

F

28

Middle

5

9-12 Math

B

55% F/R

Nevaeh

F

29

Working

5

Kdn.

B

85% F/R

Pseudonym Gender Age

B = Bachelor’s Degree
M = Master’s Degree

Total
Years
in
Educ.

Grade
Level
Teaching

Highest
Degree
Earned

Socioeconomic Level
of Building

5

5th

M

94% F/R
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The second subgroup of participants was building level administrators from the same
district who participated in the study. Participants were chosen using a purposeful sampling.
Table 2 identifies the pseudonym and the characteristics of each principal participant in this
study including their gender, age, total years in administration, total years in education, highest
degree earned, socio-economic level of building, and number of certified staff in building.
Table 2
Demographics of principal participants

Olivia

F

45

21

8

Socioeconomic
Class Raised
in as a
Youngster
Middle

Samuel

M

46

24

17

Upper

Ed. S.

55% F/R

Noah

M

45

16

1

Middle

M

66% F/R

Ella

F

57

27

10

Middle

M

70% F/R

Sophia

F

45

15

9

Working

Ed. S.

94% F/R

Emma

F

44

22

14

Working

Ed. S.

50% F/R

Pseudonym Gender Age

Total
Years in
Education

Total
Years
in
Admin

Highest
Degree
Earned

Socioeconomic Level
of Building

Ed. S.

85% F/R

M = Master’s Degree
Ed. S. = Education Specialist Degree
Ed. D. or Ph. D = Doctorate Degree
Depth vs. Breadth
“Qualitative methods permit inquiry into selected issues in great depth with careful
attention to detail, context, and nuance…” (Patton, 2002, p. 227). To learn the mindset of
beginning Millennial teachers, the researcher interviewed 6 teachers and 6 principals for this
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phenomenological study. This qualitative study was completed through a group meeting, semistructured, open-ended interviews, personal narratives by the teacher participants, observations,
and site document collection. Through this phenomenological study, the researcher was able to
describe how six beginning Millennial teachers participating in this study experience their
teaching career after having completed a formal induction program. In addition, the researcher
was able to answer the research question and sub-questions to gain insight into what teaching
means to the six Millennial beginning teacher study participants. Moreover, the researcher was
able to identify what school and/or district leadership actions support and encourage these
beginning Millennial teachers to remain in teaching.
Data Collection
Creswell (2013) contends new types of qualitative data continue to emerge but “all forms
might be grouped into four basic types of information: observations, interviews, documents, and
audio-visual materials” (p. 159). Data collection for this qualitative study consists primarily of
interviews, observations, and document or artifact collection. Each procedure was intended to
incrementally build upon and bolster the next level of data collection while providing the reader
a rich, in-depth description of the mindset of beginning Millennial teachers toward teaching as a
career. The Conceptual Diagram, as shown in Figure 4, depicts the phases of data collection.

83

Phase I:
Group Interview
Phase II:
Semi-Structured Open-Ended Interviews
Phase III:
Narrative Essay
Phase IV:
Observations
Phase V:
Document & Artifact Collection

Figure 4. Conceptual diagram
Interviews
Perhaps the most important point for a researcher to keep in mind when interviewing for
qualitative research is the statement by Creswell (2013). Creswell (2013) said, “A good
interviewer is a good listener rather than a frequent speaker during an interview” (p. 166). The
researcher is there to collect data not to offer advice or share personal experiences. Marshall and
Rossman (2006) contend the interviewer must be skillful at framing questions and gently probing
the participant for elaboration.
Patton (2002) identified four types of one-on-one interviews: informal conversational
interview, interview guide approach, standardized open-ended interview, and closed, fixedresponse interview. The informal conversational interview is the most flexible type of interview.
The interview emerges from observations or through the course of the conversation. This type of
interview increases the relevance of the questions and allows the interviewer to go where the
interviewees lead. This type of interview is good to use when in the field and the interviewer is
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unaware of what will happen, who will be present, or what needs to be asked. Informal
conversational interviews allow for flexibility, spontaneity, and responsiveness to the individual
and circumstance. Questions may be personalized allowing the interviewer to connect with the
interviewee. Problems with this type of interview arise from the amount of time to collect the
data since the interviewer asks people different questions. Data from this type of interview can
be difficult to pull together and analyze. Further, this type of interview is susceptible to
interviewer effects, leading questions, and biases.
The second type of interview, the interview guide approach, consists of determining the
topics to be explored prior to the interview. The guide serves as a checklist during the interview
to ensure all relevant topics are addressed with each person interviewed. This type of approach
provides the interviewer the freedom to explore, probe, and ask questions that will elucidate a
particular topic. The interviewer is permitted to create a conversation within a topic and ask
spontaneous questions. An interview guide is a good way for the interviewer to remain on track
during an interview.
The third type of interview, the standardized open-ended interview, is a carefully worded
interview created prior to the interview. Questions are asked using the same wording and in the
same order to the interviewees which helps to compare responses. This type of interview is good
if using several interviewers since the standardization reduces interviewer effects and bias. The
lack of flexibility is a problem with this type of interview. First, the interviewer during this type
of interview may not pursue topics or issues that were not anticipated prior to the interview.
Second, individual differences or circumstances cannot be questioned. Last, the standardized
wording of the questions may limit the genuineness and relevance of the questions and answers.
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The fourth type of interview is the closed fixed-response interview. This type of
interview is a survey format used primarily to gather demographic information or discrete data.
The advantage to this type of interview is the simplicity of analyzing the data. Many questions
can be asked in a short period of time, and the responses can be easily aggregated and compared.
Weaknesses of this type of interview are its lack of personalization and relevance to the
respondents. Further, respondents must ascribe their feelings or experiences into the researcher’s
groupings. Moreover, the potential of distorting what the respondents really mean or
experienced since their response choices are limited to researcher’s categories.
Smith (2003) identified two types of interviews used to collect data for phenomenological
studies. The first type of interview is the semi-structured interview. This type of interview is
similar to Patton’s interview guide approach in that semi-structured interviews have the
advantage to allow the researcher to build a rapport with the participants while providing the
interviewer the freedom to probe, ask questions, and follow interesting areas or concerns of the
participants. Disadvantages of semi-structured interviews is a reduction of control the
investigator has over the interview, they take longer to conduct, and are harder to analyze.
The second type of interview Smith (2003) described is the structured type of interview.
The structured type of interview described by Smith is similar to Patton’s standardized openended interview and closed fixed-response. According to Smith (2003) the researcher either
creates questions that elicit answers, which correspond to or are easily included within
predetermined groupings, or the researcher provides the participant with a set of possible
answers the participant much choose from. Advantages to a structured type of interview is the
researcher’s control over what happens during the interview, reliability of the interview since
questions are all asked in the same order and same manner, and the fact that multiple
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interviewers can be used since the interviewer will have minimal effect on the responses due t
the standardization of the interview. One of the main disadvantages with this type of interview is
the fact that responses are limited to those the interviewer predicted and complex issues likely
are not explored since the interviewer may not deviate from the pre-formed questions.
Another type of interview is a group interview. The interviewer is seen as a moderator
more so than an interviewer during group interviews. During a group interview, the interviewer
controls the discussion, but the data comes from the interaction between group members rather
than between the moderator and participants. The interviewer must be cognizant that all
participants contribute. The fact that humans are social creatures by nature makes group
interviews attractive. First, group interviews can be enjoyable for the participants and can
provide a good segue to one-on-one interviews. Second, interactions among participants can
provide for rich, profound data. Last, shared or diverse views can be quickly assessed.
Limitations also exist in doing group interviews. First, moderating a group interview can be
more difficult to manage then one-on-one interviews since the moderator must manage the
interview to ensure all participants are able to share their views. Second, introverts or
individuals with minority perspective on topics may be less inclined to share their views.
Finally, confidentiality among participants cannot be guaranteed.
For this study, a group interview began the data collection. The group interview was
conducted in a room reserved at the public library. Prior to the group meeting, each participant
read two articles found in Appendix G entitled “Articles to Read Prior To Group Meeting. These
articles served two purposes: (1) to develop an understanding of generational theory and (2) to
kindle the participant’s thinking for the group interview. Due to conducting the group interview
during the evening hours, an informal dinner of pizza, dessert, and drinks was provided for the
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participants. The group interview lasted two hours. The agenda for the group interview and the
questions are located in Appendix D entitled “Group Interview Agenda”.
One-on-one interviews consisted of Smith’s (2003) semi-structured approach with openended questions. Questions used during the one-on-one interviews for the teacher participants
are located in Appendix K entitled “Interview Guide-Group A.” Questions asked of the principal
participants are located in Appendix L entitled “Interview Guide-Group B.” Both set of
interview questions complement each other to build and strengthen the data collected. Each
hour-long interview was conducted at a mutually agreed upon location. The purpose of this
design was to create a setting where the participant felt comfortable speaking openly and
honestly about being a Millennial beginning teacher or their thoughts and beliefs on Millennial
beginning teachers. The interviews were recorded using a digital recording device, postinterview reviews were completed, and interviews were transcribed word-for-word and returned
to participants for member checks.
Observations
Observations are done to further understand what was happening during the research and
to take the reader into the setting being observed. Patton (2002) stated, “The observer’s notes
become the eyes, ears, and perceptual senses for the reader. The descriptions must be factual,
accurate, and thorough without being cluttered by irrelevant minutiae and trivia” (p. 23).
Qualitative researchers change their focus to gain a wide range of points of view. Examples of a
focus for an observation can include participants, interactions, routine behaviors, settings where
actions take place, and the social organization. Creswell (2013) distinguished four types of
observations: complete participant, participant as observer, nonparticipant/observer as
participant, and complete observer. The complete participant observation fully engages the
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researcher with the people being observed which might help the researcher gain greater rapport
with the people being observed. The participant as observer has the researcher participating in
the activity. The participant role takes a more commanding position than the researcher role
potentially allowing the researcher to gain an insider perspective and gather subjective data.
However, this type of observation may hinder the researcher’s ability to record data since he or
she is engaged in the activity. During the nonparticipant/observer as participant observation, the
researcher is an outsider of the group simply there to watch and take notes from a distance. The
complete observer is not seen or noticed by the people being observed.
My observations were of the nonparticipant/observer as participant type. I observed each
participant in their school setting while interacting with colleagues and students. The
observations consisted of spending three to four hours with each participant to gather an
understanding of the complexity of the life-world of a Millennial beginning teacher. With some
of the participants, my observation began upon their entrance into their classroom to begin their
day and continued through lunch. With other participants, my observation began at lunch
providing me the opportunity to observe the last part of their day and remaining with them until
locking up their classroom and leaving for home.
Document Collection
Document collection included employment records and portfolios as a part of the
professional teacher evaluation system. The primary strength of this study comes from the
authenticity of the teachers’ voices as they tell their stories. Each participant was asked to
provide a narrative essay describing the life-world of a typical 24-hour workday for a Millennial
beginning teacher. These narratives were collected from the participant at the time of the
observation. Van Manen (1990) asserts the methodology of phenomenological studies has
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researchers to reflect upon the participants’ lived stories to develop an understanding of their
experiences. He cautions the researcher must not lose sight of the people while maintaining
focus on the purpose of the study and describes the phenomenology as being intensely personal.
Van Manen’s claim to the personal component of phenomenology research is evident through
the participants’ personal narratives, as well as through the interviews.
Researcher’s Role Management
Throughout this qualitative study, I served as a detached interviewer and observer. My
initial access into this study was through a conversational interview with the Human Resources
Director, the Director of the Step-Up Program, and the Facilitator of the district’s Research
Review Committee to request permission to conduct the study. Upon approval from the district
to conduct research on site, an invitation to participate in the study was emailed to 20 teachers
who met the criteria of this study. The invitation introduced me as the researcher and described
the goals of the research, anticipated timelines and time commitment of participants to the study
as well as the guarantee of confidentiality. To assure I would have the minimum 6 teacher
participants for this study, 20 teachers received the emailed letter of interest, as did the respective
building level administrators. Interested participants were asked to contact me directly within
three business days to discuss any apprehensions they might have with the process. Personal
contact was made with the 6 teacher participants prior to the group interview. Personal contact
was made with the respective 6 building level administrators to ensure his/her willingness to be
interviewed. During the group interview, introductions, procedures, time lines, and the purpose
of the study were discussed. Informed consent forms were distributed and signed by each
participant in addition to a questionnaire to retrieve demographic information for each
participant. I provided participants two copies of the Informed Consent Form to sign allowing
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them to take one signed copy home with them. Next, participants selected a pseudonym from a
list of the most popular baby names according to Social Security Card application in the state of
Missouri during 2013. Participants read over the list and wrote their chosen name on a folder
provided to them. This was to ensure confidentiality of each participant in the study.
Reciprocity was achieved through my commitment to share conclusions and
recommendations. As a result of my commitment to keep the recorded and written responses
anonymous, each participant was most willing to speak openly and honestly with me. Upon the
teacher participants completing the required components of the study, I personally delivered to
each teacher a $25 Amazon gift card and a handwritten thank-you note as a token of my
appreciation for their participation in the study.
Managing & Recording Data
Interviews were recorded on a digital recording device, as well as video-recorded
allowing me the opportunity to focus on the interviewee, thinking and formulating probes or new
questions while ensuring my body language conveyed to the interviewee I am listening.
Strategic and focused notes consisting of key phrases, terms or words of the interviewee along
with thoughts, ideas, and interpretations of mine that occur during the interview were completed.
After the interview, the recordings were labeled with the interviewee’s pseudonym. Postinterview reviews were completed to ascertain if the data would be “useful, reliable, and
authentic” (Patton, 2002, p. 384). To begin transcribing the interviews, I transferred the
interviewed recording to my computer and used the audio recording component in my media
player to allow me to pause, fast-forward, and rewind as needed. Using a word document, I
typed word-for-word what I heard on the tapes ensuring accuracy of the participant’s comments
and statements. The pseudonym for each participant was placed at the top of the transcript to
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preserve the confidentiality of each participant. Questions from the interviewer were transcribed
in italics then a line was skipped before typing verbatim the interviewee’s statements and
comments. Transcriptions were printed out as a hard copy, saved on my computer, and on a
flash drive. Data will be maintained in a locked filing cabinet to ensure protection and maintain
safety for three years and then will be destroyed.
Data Analysis
The data were analyzed according to the constant comparative method and the process
outlined in grounded theory (Lincoln & Guba, 1985; Corbin & Strauss, 2014). The constant
comparative method required the researcher to constantly compare data against itself and against
other data to create meaning. Data were coded, clustered together by patterns fractured, then
clustered together again in different groupings to generate categories of meaning. The 12
interviews generated massive amounts of data.
Trustworthiness
Critics of qualitative research have the most concern with trustworthiness, or sound
research results, of qualitative studies. For a quantitative study to be trustworthy, the researcher
must demonstrate internal and external validity, reliability, and objectivity (Isaac & Michael,
1995). According to Lincoln and Guba (1985), trustworthiness is used to determine the value of
a study. To ensure trustworthiness in a qualitative study, the researcher must meet four criteria:
(a) credibility; (b) transferability; (c) dependability, and (d) confirmability (Cho & Trent, 2006;
Lincoln & Guba, 1985). To be sure the findings of this research were credible, the following
techniques were addressed and considered an essential part of the research: (a) prolonged
engagement; (b) persistent engagement; (c) triangulation; (d) peer debriefing; (e) member
checks; and (f) an audit trail. Opulent, detailed, and concrete descriptions to take the reader into
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the mindset of Millennial teachers were provided to make transferable conclusions plausible.
This research study demonstrated dependability by showing credibility. Last, confirmability was
achieved through a combination of techniques—triangulation, a researcher’s journal, and an
audit trail.
Prolonged Engagement
Prolonged engagement is the amount of time required in the field to answer the research
questions and satisfy the study’s purpose (Patton, 2002). Moreover, prolonged engagement
provided me the opportunity to build trust. Prolonged engagement increases the credibility of a
study. The research for this study took place in the spring of 2015. The data collected, including
initial contacts with district leaders and participants, interviews, and document collection, took
place over the course of a month. This provided sufficient time to collect data in a variety of
formats and establish rapport and build trust with the participants.
Persistent Engagement
The purpose of persistent engagement, according to Lincoln and Guba (1995), is to
“identify those characteristics or elements in the situation that are most relevant to the problem
or issue being pursued and focusing on them in detail” (p. 304). It also involved checking for
misinformation as a result of misleading answers to interview questions. Persistent engagement
provided the depth of the study. Negative case analysis, follow-up interviews, and member
checks were used to check for inconsistencies in the data.
Triangulation
Triangulation is verifying facts through checking different sources of data. Triangulation
provides validity to qualitative researchers’ findings (Creswell, 2013). Triangulation strengthens
the study through multiple venues of data collection (Patton, 2002). The data collection
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techniques used included a group interview; semi-structured, open-ended interviews; personal
narratives of teacher participants, observations, and acquisition of documents.
Peer Debriefing
Lincoln and Guba (1985) defined peer debriefing as a “process of exposing oneself to a
disinterested peer in a manner paralleling an analytic session and for the purpose of exploring
aspects of the inquiry that might otherwise remain only implicit within the inquirer’s mind”
(p. 308). In the case of this study, peer debriefing took place with a few other graduate students.
Submitting my data and interpretation of data to be scrutinized by other researchers helped to get
additional insight, as well as verification of my interpretation. While this was a sort of formative
evaluation conducted by peers; committee members will provide summative judgments.
Member Checks
According to Isaac and Michael (1995), member checks is the approach that is the “most
crucial technique in establishing credibility” (p. 222). Member checking is a process for
participants of the study to confirm the researcher captured the authenticity of their beliefs,
feelings, and message accurately. Interviews were transcribed and sent to each participant for
their reaction and review. Participants were provided the opportunity to expand, clarify, and
correct their responses. Participants’ incomplete sentences, informal language, and hesitations
are included in the transcriptions. If the district name was mentioned in a participant’s response,
it was redacted to maintain the anonymity of the school district.
Audit Trail
To establish credibility and rigor of my study, an audit trail was provided. Confirmability
of the data attests to my interpretation of the data and provides documentary evidence for review
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or verification. Data were securely stored on the researcher’s computer and a flash drive for ongoing usage. The following were held in a secure area:
•

digital recordings and verbatim transcriptions of interviews;

•

field notes, personal notes, e-mails, and researcher’s journal;

•

collection of documents and artifacts;

•

document and data analysis.

Audit Trail Notations
To protect anonymity, pseudonyms were selected by each participant that participated in
the study. Participants selected their pseudonym from a list of Missouri’s popular baby names
located in Appendix J entitled “Popular Baby Names in Missouri for 2013.” Audit trail notations
were assigned to identify the participant’s pseudonym, personal narratives, collected documents,
observations, and field notes included in this study and throughout Chapters Four and Five.
Evidentiary Inadequacies
Erickson (1985) identified five types of evidentiary inadequacies that are ethical issues
researchers must consider during data collection and interpreting the data. These evidentiary
inadequacies weaken the integrity of the qualitative research. The first type of evidentiary
inadequacy is inadequate amount of evidence (Erickson, 1985). Through prolonged and
persistent engagement, I addressed inadequate amount of evidence. I was engaged with the
participants and the site long enough to gather multiple types of data and examine any anomalies
in the data.
Inadequate types of data are a second source of evidentiary inadequacy (Erickson, 1985).
Through triangulating the focus group, the individual interviews, and the site document
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collection, I addressed this inadequacy type. Further, I used peer debriefing to curtail any biases
in the interpretation of data.
Interpretive status of evidence of the data is a third type of evidentiary inadequacy
identified by Erickson (1985). I guarded against this inadequacy through peer debriefing. Peer
debriefing serves to double-check my interpretation of the data, as well as glean opinions from
others familiar with research. Additionally, member-checks were used to ensure my
interpretations were accurate.
The fourth type of evidentiary inadequacy Erickson (1985) identified was inadequate
disconfirming evidence. This inadequacy is a result of the researcher only looking for evidence
to support his or her interpretation. Through persistent engagement, or taking all the data
collectively into consideration, any anomalies identified were analyzed and investigated.
Erickson’s (1985) final source of evidentiary inadequacy was inadequate discrepant case
analysis. Through my literature review, relevant studies were identified to support or
discriminate my results. Moreover, the participants in my study worked in the same district but
were from different buildings. Each of these steps addressed this inadequacy.
Summary
The focus of the study was the mindset of beginning Millennial teachers and how this
mindset impacts their commitment to teaching as a career. The phenomenological study aimed
to provide the lived experiences of the participants. Qualitative methods were used to answer the
research question and sub-questions. The process of data collection and analysis was extensive
and comprehensive. Methods to ensure trustworthiness were explained, as well as the steps
taken to address Erickson’s (1985) five types of evidentiary inadequacies.
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Chapter Four provides a thorough description of the findings of this study. My
descriptions and displays are included to provide the reader with the answers to the research
question and sub-questions. A summary of the study along with the results and conclusions
comprise Chapter Five, as well as recommendations for future research and implications to the
field of education.
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Chapter Four
Presentation of the Data
Organization of Chapter
This chapter begins with an introductory section to review background for the
presentation and analysis of the data. A summary of the descriptive data collected from
interviews, personal narratives, field observations, and document reviews is presented.
Recognizing how the two groups of participants complemented each other, data from each was
analyzed and reported collectively as a whole. The chapter concludes with a description of the
heart of the phenomenon and a presentation of findings to the research questions.
“Simply observing and interviewing do not ensure that the research is
qualitative; the qualitative researcher must also interpret the beliefs
and behaviors of participants.” (Patton, 2002, p.477)
Introduction
The purpose of this phenomenological study was to understand the mindset of six
Millennial beginning teachers regarding teaching as their career of choice and how their beliefs
and outlooks impact their decision to remain committed to teaching. The primary focus of this
research was to understand what the new generation of teachers, according to this study’s
participants, has to say about their career. My intent as the researcher was to listen and learn
from these participants; thus empowering teacher voices and possibly advocating for the
profession’s newest educators by providing a greater understanding of how to retain the
Millennial generation for longer periods enabling them to transform today’s schools for the
benefit of students.
Setting
The initial group interview was conducted in a meeting room at the public library. There
was a level of comfort between participants that seemed to develop as a result of the location and
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relaxed atmosphere. Even though these teachers work within the same district, due to the size of
the district the teachers were not familiar with each other. Yet, the participants were not
inhibited and felt at ease to speak and share personal sentiments about their career choice, family
life, and themselves with the group. They were respectful of each other’s views and
perspectives. There was never a time of silence.
One-on-one interviews were conducted at the location selected by the participants and
took place over a two-week period. Participants appeared enthusiastic to take part in the study
and were intrigued by the subject of the research. Each answered the interview questions with
eagerness and expressed interest in reading the findings of the study upon completion. Each
individual from both groups of participants requested conducting individual interviews at their
respective buildings. Demographic information on both groups of participants, along with the
participant’s pseudonym are located in Table 1 entitled “Demographics of Teacher Participants”
and Table 2 entitled “Demographics of Principal Participants” in chapter Three.
Audit Trail Notations
Throughout Chapters Four and Five, when individual participants are cited, their
pseudonym along with their group identifier is used as identification and the page number from
their transcription in which the quote is located are enclosed in brackets. For example, [Emma-P, 2] means the quotation from Emma, a principal, can be located on page 2 of Emma’s
transcribed interview. Interviews are cleaned-up of hesitations such as uh, hmm, and um. Due
to the questions and answers being communicated between educator-to-educator, educational
jargon was sometimes used. Out of concern that readers of the study might not always
understand what the respondent was trying to convey, I occasionally added words to clarify
meaning of the educational jargon. Whenever this was done to aid the reader, the words added
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are enclosed with parenthesis accordingly ( ). Care was taken to ensure the meaning of what
the respondent communicated was not altered.
When using other sources of data, audit trail notations are inserted in the text as
identification of the source. When this is done, the pseudonym of the individual along with the
identifier to establish the participant’s group associated with the data source is identified first,
then the code of the data source, followed by the page of the document. For example, [Lillian-T, S-EVAL, 2] means the quotation from Lillian, a teacher, can be located on page 2 of Lillian’s
summative evaluation. A list of these items with coding can be found in Table 3.
Table 3
Audit trail of interview groups, field notes, observations, narratives, and document collection

Document

Identification Code

Group A—Teacher

T

Group B—Principal

P

Group Meeting

GM

Field Notes

FN

Classroom Observation Data

OBS

Personal Narrative

PN

Documents Reviewed
District Information

DI

Formative Evaluation

F-EVAL

Summative Evaluation

S-EVAL
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Presentation of Axial and Open Codes
Axial coding and open coding go hand in hand. Open coding was achieved by reading
through each piece of data line-by-line and identifying words or phrases repeatedly used by the
respondents or noted in the document and artifact analysis. Open coding begins the process of
labeling numerous, individual phenomena. It reflects characteristics, actions, mindsets, and
behaviors of the Millennial beginning teachers. Open codes are the words of the participants or
what Corbin and Strauss (2014) call “in vivo” (p. 104). Meaningful categories and themes
emerged by making connections with the recurrent word usage and significant ideas discovered
during the open coding process. These themes are referred to as axial codes and are a tool to
reflect and interpret data (Van Manen, 1990). The idea behind axial codes is to create a model
that describes the specific states that make for a phenomenon’s occurrences. The following
themes emerged from analysis of the data: (a) attributes, (b) why they teach, (c) work
environment, (d) expectations in leaders, (e) challenges, and (f) commitment to teaching. Data
from multiple sources—group interview, individual interviews, personal narratives, observations,
and artifacts—were triangulated to show validity in these findings. While some themes may
stand alone, their interconnectedness is noted in the rendering of each theme. Figure 5 presents
the six axial codes or themes at the top in bold type and a sample of the open codes used to
advance each axial code.
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Why They
Teach

Expectations in
Leaders

Use of
Technology

Mission

Professional/
Personal
Relationships

Driven/OverAchiever

Fun

Valued

Planner

Love the Kids

Feedback

Close to
Parents

Influence of a
Teacher

Time

Creative

Natural
Progression

Collaboration

Attributes

Vocal

Passionate

Figure 5 Axial codes and sample of open codes

Accessibility
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Work
Environment

Challenges

Commitment to
Teaching

Support

Work/Life
Balance

Professional/
Personal
Relationships

Feedback

Lack of
Technology

Mission

Allow Input

Student
Behaviors

Love

Interpersonal
Relationships

Time

Satisfaction

Collaborative

Changes

Driven/
OverAchiever

Open
Communication

Paperwork

Parents

Testing &
Assessment

Figure 5 (Continued) Axial codes and sample of open codes
Attributes. Questions were included in the interview guides to identify who these
Millennial teachers are from their perspective, as well as building leaders’ perspective. After
completing the interview, the theme Attributes came to the forefront of the data. Attributes
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offered as self-descriptors by the Millennial teachers were similar with those provided by the
principals during earlier interviews. Comments about their “use of technology,” “planner,”
“driven,” “overachievers,” “close to parents,” “creative,” “vocal,” and “passionate” were
mentioned repeatedly whenever the questions warranted a belief about or a description of
Millennial teachers. These attributes were verified through data collected during observations,
examination of documents, and in personal narratives.
After completing the interviews and observations, an obvious adjective to describe
Millennial teachers was the phrase “driven, overachievers.” When asked to describe the impact
Millennial teachers had in the school, Principal Sophia described them accordingly:
Well they’re so stinking driven (laughter). In fact, I can think of a few of my Millennial
teachers who are already published. I mean gosh, some teachers go their whole career
and never strive to get published. So, they’re pretty driven folks and they know what
they want. They definitely have a sense of direction. They definitely have an idea of
where they’re headed and they want to do their job well. I see them as wanting bigger,
better things and impacting kids on a broader scope and level. [Sophia-P, 3 & 4]
Principal Noah shared, “I’ll say this about the Millennials; they’re driven. They come in
confident and with a purpose. They want to get things done and are willing to jump in and shake
things up” [Noah-P, 2]. Later in his interview when asked about their impact, he expanded his
perception of them by noting, “They are driven….it’s those high expectations they have for
themselves that makes everyone step it up a little” [Noah-P, 5]. Principal Ella again highlighted
this characteristic during her interview:
They are pretty much, every one of them is very driven. They have really high
expectations of themselves. They’re not thinking about tomorrow or next year. They’re
thinking five years and beyond because they have to see somewhere to go. I think they
want to make an impact. And they want those positions where they have the greatest
opportunity to make an impact and continue to grow. I sometimes think they might
explode (laughs). [2, 3]
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The Millennials themselves throughout the group interview also voiced their drive and
overachieving. When sharing what school was like for them growing up, Grace-T said:
That was another thing from the article that really struck me. They talked about
overachieving and that, you know, a B wasn’t good enough, and that’s really how I was
in school. I never got a C, and you know, I was always upset with myself when I got Bs.
You know? And so that really like I said, struck me and that’s how it was and still is. I
just, you know, do my best and you know I came from a class where you know we had a
lot of valedictorians, a lot of people with 4.0 G.P.A. and you know all the honors classes
and stuff. That was important for me to succeed at that. [GM, 6]
Adding to the aforementioned thoughts, Lillian-T shared:
I loved school. I loved my teachers and the relationships. I liked the social aspect, but I
was also a high achiever. Did nothing less than a B or I was completely mad. I think that
just prepared me to always be there and try my best. [GM, 7]
Kennedy-T chimed in, “I also loved school. I was a high achiever. I was in a gifted program
and I graduated Valedictorian” [GM, 7]. This drive and overachieving attribute is further
demonstrated when the Millennials recognized their assuming additional responsibilities was a
result of their drive or their need to over-achieve. Avery-T noted, “I am always doing
something. I take on too much. I feel myself doing that sometimes” [GM, 1]. Kennedy-T
mentioned, “The workload is kind of a scary workload sometimes, especially with the Millennial
habit of taking on too much. Which I definitely do as well!” [GM, 3]. Kennedy’s taking on too
much also was seen in her interview. “As of this week I am now the sponsor of four different
groups” and again when asked to describe her everyday work as a teacher “I’m the coach of the
academic team….we took fourth in the state so we’re a fairly successful group so I try to be
really active. I am the sponsor of the gay-straight-alliance, ghost club, and history club”
[Kennedy-T, 1 & 2]. However, it is in her personal narrative where one sees the drive in
Kennedy:
I am currently a member of two different (District A) committees that meet once a month.
I also am involved in extra curricular groups as sponsor. My Quiz Bowl team, also
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known as Scholar Bowl or Academic Team, was ranked fourth in the state last year, and
the spring semester is our busy season with tournaments happening almost every week all
over the state. In addition, I sponsor (city’s) oldest and longest-running Gay-StraightTransgender Alliance (GSTA), (school’s) Ghost Club, and starting next year, the
(school’s) History Club. In addition to teaching full time, I am also working on my
Master’s degree in math education. I am a per-course instructor for (local university)
teaching standardized test prep for English Language Learners and international students.
I also am a member of the Gay-Lesbian-Straight Education Network’s (city’s) Board. I
do this to make my experience and work as a GSTA sponsor more rich and meaningful
for my student members. [Kennedy-T, PN, 1]
In another personal narrative, another participant noted:
On top of teaching, planning, analyzing, assessing, and grading, I am a member of the
Principal’s Leadership Team, the New Teacher Liaison, and the Lead Teacher. I also
manage the school’s Facebook and Twitter accounts. I have been trained in CSI
(restraint training), I co-piloted the new online math program before it was adopted by
the district, and I co-wrote and was a awarded a $9,000 grant for laptops for our school.
[Addison-T, PN, 2 & 3]
This overachieving was noted in other documents collected. In Addison’s formative and
summative evaluations, it was noted, “She is very involved. She seeks out new knowledge to
improve her teaching skills and participates in numerous school and district professional learning
activities” [Addison-T, F-EVAL, 3 & 4]. “Addison is the site leader for new staff members. She
is always willing to give of her time to help others. She also serves on the site leadership team.
She is a valuable and treasured member of our staff” [Addison-T, S-EVAL, 4]. In Lillian’s
summative evaluation, her administrator describes her overachieving drive:
Lillian serves as the New Teacher Liaison for (building) where she has met with new
staff members to share district and building expectations and guidelines. She is also one
of their supports within the building. This August, she will also graduate with her
Master’s in Instructional Mathematics K-8….She has served on many committees this
year which have also positively impacted her teaching. She served on the District’s
Professional Learning Advisory Committee; EOY Writing Prompt Committee; 3rd Grade
Math Curriculum Guide Writing Committee; Math Night Committee; Leader in Me
Steering Committee; and Social Committee. In addition, she served as (building’s) Math
Night Coordinator, which had a record- breaking attendance of 200+ students. As
Student Council Co-Chair, she planned various activities, including the Pennies for
Patients fundraiser. To show her support to our students and their families, she has
attended PTA Skating Night and numerous sporting events. To strengthen her
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instruction, she has attended the following professional learning opportunities:
Numeracy Training, Running Records Training, Guided Reading Trainings (district and
building), and ALEKS training. [Lillian-T, S-EVAL, 1]
Through Lillian’s own words in her personal narrative, “I am the Student Council Sponsor, on
Social Committee, Math Night Coordinator, and New Teacher Liaison” [Lillian-T, PN, 1]. A
few days after my observation of Lillian, I was notified (G. Thurlkill, personal communication,
April 3, 2015) Lillian had been selected “Teacher of the Year” for the 2014-15 school year. This
is the first-time in the 19 years the district has been bestowing this honor a teacher Lillian’s age
with as little experience had received this recognition. The significance also lies in the fact
Lillian competed against 64 nominees which were narrowed down to five finalists. The teaching
experience of the other four finalists ranged from 31 years to nine years of experience. Lillian
was the only finalist with five years of experience.
Strauss and Howe (1991) referenced the Millennial generation as the most educated
generation. In Alsop’s (2008) writings on Millennials, he characterized them as highly educated.
Recognizing each of these participants is only in their fifth year of teaching, it was interesting to
this researcher when reviewing demographic data, three of the six participants already hold a
Master’s degree, while the other three participants are in the process of completing their Master’s
degree [Nevaeh-T, 4); [Lillian-T, S-EVAL, 1]; [Kennedy-T, PN, 2].
Another attribute of Millennial teachers as evident in the data is their creativeness and use
of technology. As the research noted, this is the generation that technology was a way of life for
them. In fact, there was never a time when information was not at their fingertips through the
World Wide Web, the use of cell phones, and social networking (Spiegel, 2013). Even the
names used to reference the Millennial generation—the iGeneration, the Internet Generation, the
Net Generation, and the Digital Generation infers how closely this generation is tethered to
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technology. Three categorical “uses of technology” were delineated from the data: (1) using
technology to communicate with parents, colleagues, and school leaders, (2) the use of
technology to plan and create lessons, and (3) the use of technology as an instructional tool to
teaching and learning.
During the group interview and in the principal interview, participants were asked what
communication methods they use. In the case of the teachers, the question specified with
parents, colleagues, and administrators; whereas with the principals it specified with the
Millennial teachers. Although face-to-face was the most preferred manner of communication
with both teacher and principal participants, all agreed digital communication such as text and
email is used more frequently. When addressing the theme of Expectations in Leaders and Work
Environment, face-to-face communication will be discussed in more detail.
In the group interview, the first participant’s response to the question illustrated the
comfort level and fellowship the participants’ shared. Lillian-T answered the question of how do
you communicate with colleagues, parents, and administrators, “Colleagues? You just, you just
yell across or down the hall” [GM, 9] resulting in laughter from everyone. She continued more
seriously by saying:
I email a lot. I try to email my parents like every other week or every two weeks just to
say ‘your kid is awesome’ or ‘here’s what I need to see.’ Because I feel like that is
something that you can really get fast feedback. I email my administrator a lot of times
too. My colleagues, we email but we text each other a lot too like during the day and at
night. [Lillian-T, GM, 9]
This was the general consensus of each participant. Nevaeh-T echoed this belief saying, “Yeah I
would say the same. A lot of my parents don’t email but the ones that do, that’s the easiest for
our busy schedule. But definitely email is the main thing in our building” [GM, 10]. Avery-T
shared, “As far as co-workers, you just get close after this many years, you bond and you
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communicate. The way we do that is through text or just conversation” [GM, 10]. Kennedy-T
shared a different yet insightful reason as to how she communicates with parents:
I rely mostly on email. Partly because yes, it’s more convenient, but also have a couple
of other reasons why I really like to use email. For one, I feel like I communicate better
through written expression than through oral expression. And I can go back and revise
what I was saying and make sure it says exactly what I meant to say and also to have that
paper trail so that there’s never a he said/she said situation. In my first year teaching, one
of the very first phone calls home that I ever made, I ended up having to hold the phone
out because a parent was screaming at me and pardon my language, called me an
incompetent bitch. After that happened, honestly, it kind of scared me off from phone
calls and I avoid them whenever I can. (laughs) Yes, I’ll make a phone call if I can’t get
a parent any other way. But using email, I can make certain I’m saying exactly what I
mean to say before I ever hit send. Then if there’s any conflict or any issue that comes
up, I can just go back and say this is exactly what I said, this is exactly what they said and
it’s all laid out. (Kennedy-T, GM, 10]
Grace-T agreed with Kennedy’s rationale. “Yeah, I’m a lot like you. I don’t like to talk on the
phone. I definitely text more. I’m a texter” (Grace-T, GM, 10).
The principals all agreed the best method to communicate with Millennials is face-toface; however, each recognized that is not always possible. “They seem to be really email and
text-oriented. You know they use technology very well. If they don’t necessarily respond to an
email, a text will get their attention” [Olivia-P, 2].
We email. I can count on the Millennials to respond to emails. Some of them have their
email in the pocket through their cellphones. I saw a Millennial the other day working
her Smart Board with her cellphone. I’d never seen that and I’m a former e-Mints
teacher. [Noah-P, 4]
A few of the teachers provided examples of how they use technology to plan and create
lessons. “At home I research different activities I can use with my students. I look for math
games or like vocabulary games. I spend a lot of time trying to find teaching resources through
TeachersPayTeachers or other online sites” [Addison-T, PN, 2].
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Another teacher noted:
There is no set curriculum for Special Education so I have to look around the Internet
and find ideas that will work with my students. It is up to me to find and make the
materials they need to use. I make flashcards, visual schedules, independent boxes they
can use during instructional time and sensory items to name a few things. I look through
Pinterest to find ideas for lessons and record keeping to use in my classroom. [GraceT, PN, 1]
Data collected from observations and data from principal interviews show how
technology is used as both an instructional and learning tool. Each classroom contained a Smart
Board, an Elmo, and a television set. I noted only two student computers and a teacher computer
in each room, but each building had computer labs. During instruction, every teacher used their
Smart Board and Elmo when teaching their lesson.
Observing a third grade math class, students were divided into three groups that would
rotate every 15 minutes. The first group worked at their desks, which were grouped together in
three groups of four, one group of five and one group of six. Here students were working on
paper/pencil problem solving. The second group of students worked at the tables using HP mininotebooks. These students were taking math practice tests on the notebooks in preparation for
the Missouri Assessment Program (MAP) scheduled within the month. The last group was at the
Smart Board with the teacher for instruction on creating bar graphs to solve story problems.
Since the MAP test is only being made available electronically, I asked Lillian-T if every
classroom was equipped with the mini-notebooks so they could take the MAP test. “No, we’re
having to develop a testing schedule to share the three sets of 25 mini-notebooks we have in our
building. Also, some classes will use the computer lab to complete their assessments” [Lillian-T,
OBS, 1].
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Principal Noah provided this observation:
These teachers are so creative. They can use technology in ways that when we were in
school we would have never dreamt were possible. Just like the one using their phone to
work their SmartBoard or using their phone to count points on Class Dojo. Like I said,
they are creative and extremely tech savvy which really takes their instructional skills up
a notch. [Noah-P, 4]
Principal Olivia commented:
Their use of technology in the classroom has really positively impacted instruction
because that’s just something they naturally do and incorporate into their lessons whereas
some other teachers who’ve been teaching for awhile it’s not as natural for them to do
that so I think that’s been a very positive impact that they’ve had on instruction. Also, I
think they seem to have a lot of ideas as far as maybe thinking outside of the box um just
coming up with the internet and different tools to research different things and so they’re
coming up with some different maybe thinking out of the box kind of ideas as well.
[Olivia-P, 2]
Ironically, this use of technology, while a positive skillset when considering the direction of 21st
century learning, is also an identifiable challenge to beginning Millennial teachers as shown in
the data. This will be discussed in greater detail when addressing the Challenges theme.
One teacher commented she recognized, according to the article she read, a common trait
in Millennials was planning. She explained how this trait influences her teaching.
I’m a planner. I always have a plan and I always have the next step. I feel like that really
changes my teaching style versus someone who another teacher who only plans by the
day. I can’t do that. I have to plan ahead and have a long-term plan as to what I’m going
to do over about a month. [Avery-T, GM, 1]
This trait was seen by another participant in themselves and expressed by:
I have to know everything is set up for the day and I have a plan. Like we talked about
before, I take you know make sure my plans are set up for the day. I’m a big list person
too. Like almost to the point of it being a little bit OCD and so it’s very satisfying to
cross things off. I always have everything planned out a week at a time. That’s true in
my life too. You know. I plan. I’m working toward my Masters and I have the plan to
get my doctorate and things like that. [Kennedy-T, GM, 1]
This trait does not go unnoticed by principals. “They are very purposeful in both work
and their life” [Ella-P, 3]. “They definitely have an idea of where they’re headed. They get in
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and do their jobs well and they’ve planned for where they are going. Doing more for the kids
and bigger and better” [Sophia-P, 4].
Millennial teacher’s passion is seen as “rejuvenating the climate” according to one
principal [Noah-P, 5]. Another shared a tool used in this district when screening new teachers
shows this generation “has a passion for this line of work and a passion to serve kids” [Sophia-P,
1]. “I think they bring a passion to teaching” [Samuel-P, 4].
This passion shines through in everything these Millennial participants do. It was seen
during the group meeting and their responses, as well as noted during individual interviews. As
a former administrator, their passion was obvious to me as an observer observing their
interactions with colleagues, parents, and students, as well as how they approached their
instruction and facilitated learning with the students.
Teaching was my lifelong dream and passion. I loved helping others when I was in
school and I want to contribute. I am learning something more and I am going deeper
every year. I just keep challenging myself and it’s what I’m meant to do. [Addison-T,
3]
“I love these kids. I’m excited to see these kids move ahead and push further. This is my life.
It’s my passion” [Avery-T, 3].
Throughout the interviews it was noted administrators often used the word “vocal” when
describing Millennial teachers. However, this characteristic held different meanings within the
administrative circle.
Millennial teachers are so vocal. This sort of lights a fire under older teachers. They’re
willing to speak up to some of the more seasoned teachers and not in a bad way but just
in a ‘Hey, you know you’re part of this. Let’s dig in and do this.’ I am comfortable with
them providing input and really sharing their voice with what needs to be happening in
the building or what should be happening. [Sophia-P, 2]
To others, this trait is perceived as arrogance and failing to recognize boundaries.
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They waltz right into the office to either tell you something they’ve done or ask the
question they want answered. (laughs) It seems they have no reservations about me
being the principal. They are pretty sure of themselves. I don’t know maybe it’s
arrogance, but it’s confidence for sure. They really don’t recognize boundaries whether
with me, lead teachers, assistant superintendents, and even the superintendent. I
remember specifically one of our second year teachers challenging our Assistant
Superintendent of Curriculum about the integration of technology and the number of
meetings they would be required to attend. I was like ‘whoa’ but no qualms from her.
(laughs) I’m telling you they are brazen for sure. [Emma-P, 2]
For the most part, most of them you can treat on a very professional level but sometimes
when they get….They are quick to tell you exactly what’s on their mind um and you feel
like sometimes you have to act almost like a parent to ‘em. [Noah-P, 3]
When asked for an example that warrants “acting like a parent,” Principal Noah provided the
following:
We have a Millennial third year teacher that volunteered to be in a mobile unit. He knew
technology was going to be an issue and his fits have just escalated because as
administrators we can only do so much. We have jumped up and down and keep
begging, begging central office but if nothing happens you know you wait. You wait for
budgeting or wait until it’s in the plan. Well he went around us and emailed central
office you know that goes back to the ‘I want it now’ attitude to so many have and he got
scolded and rightly so because he left footprints on us. [Noah-P, 6]
Teacher participants were asked if they consider themselves vocal and if so, is it a
positive or negative trait.
I would have to yes. We want explicit feedback, directions, and prompting. I don’t
think we’re afraid to ask for those things or ask any questions for that matter. Also, if we
see something not working we are quick to offer our opinion on how to solve it. I think
we take a stand if we think there’s an injustice or inequality. I think this is a positive
trait. I think others, like some leaders, might see it as questioning authority or even
annoying. I think more progressive thinkers see it as challenging the status quo and
expecting the best for all. I might even suggest that earlier generations see it negatively
because it’s not their typical thinking, while others that are on the cusp invite it because it
stretches their own thinking and beliefs. It can come off as a ‘know it all’ but I don’t
think that’s always the intention. We are just curious and want to know the why/purpose
to what we’re doing. [Addison-T, 3]
That’s probably true. I think we are passionate about what we do. We see things that are
wrong with education and want to do our best to make things better. We are also looked
up to as leaders. I think that’s positive. [Lillian-T, 2]
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Another teacher agreed that Millennials are vocal, but also recognized the risks involved by
being vocal.
Millennials have been taught from a young age to speak our minds and that we matter.
We are not afraid to be vocal. Everyone deserves a voice. However, our need to feel
safe and our aversion to risk-taking can sometimes conflict with our desire to be
ourselves or speak up. [Kennedy-T, 6]
Summary of Axial Code “Attributes”. From the interviews, observations, and the document
collection, the beginning Millennial teachers in this study are, in the opinion of this researcher,
charting a path to greatness. Their drive and overachieving character push them to continually
learn and better themselves professionally. Their use of technology coupled with their creativity
equates to lessons that engage students and provide them with the skills and knowledge for the
21st century. Their passion for teaching and learning translates into classes where students are
engaged and having fun learning. Their willingness to be vocal, if taken as intended from the
Millennials and received by educational leaders as a way to learn from each other and accept a
different way of doing things or a different perspective, might bring about the changes necessary
to transform today’s schools into the 21st century learning sites they need to be to prepare our
students for the future. “The Millennial generation embodies that phrase ‘life-long learners’.
They really do. It’s the way they’ve been raised. And they constantly want to learn to do more,
more, more” [Noah-P, 6].
Why They Teach. Teacher participants were asked questions during the interview to
ascertain the reason they chose to teach. A noteworthy observation, when teachers were asked
this question, each participant’s face literally lit up and their eyes sparkled. Moreover, there was
minimal time between my asking the question and the teacher’s response. There is a logical
overlap within this theme and the Commitment to Teaching theme since a commitment by nature
requires a rationalization for doing something. Principal participants were asked a similar
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question in an effort to establish if their thoughts on why Millennials chose to teach were aligned
to the Millennials. From the data, the theme Why They Teach arose from the open codes of
“mission,” “fun,” “love the kids,” “influence of a teacher,” and “natural progression.”
The definition of mission is “a calling, vocation” (Merriam Webster’s Collegiate
Dictionary, 2005, p. 795). A calling is “a strong inner impulse toward a particular course of
action especially when accompanied by conviction of divine influence” (Merriam Webster’s
Collegiate Dictionary, 2005, p. 176). Many of the teachers interviewed saw their decision to
teach as a mission. “I always wanted to be a teacher. I love school. My parents are both in
education. But to tell you the blunt honest truth, I know it’s what God wants me to do” [LillianT, 1]. “It was my lifelong dream and passion. I think it’s my purpose. I think I was made to do
this” [Addison-T, 1, 3]. “I was meant to be a teacher. This is what I’m supposed to do and I’m
meant to be doing this” [Avery-T, GM, 3).
Two of the principals interviewed did think Millennial teachers chose to teach because it
was a calling. “I think some see it as a calling” [Emma-P, 1].
From everything I have read or know about Millennial teachers they really have a desire
to make a difference. They feel like it’s sort of their responsibility to make things better
for others. I feel it’s a passion or a mission to be serving kids. [Sophia-P, 1]
Other teacher participants chose to become a teacher because of the influence of another
teacher.
I was a struggling reader. You know how as a kindergarten teacher we’re always telling
parents ‘Read to your kids ten minutes a night. That’s all it takes.’ My mom read to me
all the time, yet I struggled. So from second grade you know they had that talk and I
ended up being retained. And I to this day, Mrs. Summer is my favorite teacher—always
will be. That’s a big part of why I’m a teacher. When you see a kid at that frustrational
level and you understand what it’s like you work a lot harder to get those kids where they
need to be because you understand how they feel and that is one of the main reasons I
became a teacher. [Avery-T, 1; GM, 6]
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Another teacher shared:
My dad was a teacher. So kind of I mean I wasn’t ever like ‘I’m going to be a teacher’
for sure but he’s a big role model for me. I’ve always admired him and what he did. But
when I went to school I originally for business. Did that for two and a half years and
realized it was not my niche. I thought about it and that like immediately came to my
mind. So switched over to education. I think just the whole like overall you know
attitude of being a teacher just helping people and I really am drawn to it. [Nevaeh-T, 1]
One principal believed Millennials “become a teacher because they were influenced by a teacher
and they wanted to, and they go into college thinking they want to make a difference in
someone’s life because someone made a difference in their life” [Samuel-P, 1].
A couple of the teachers were good at school as students. For them teaching was a
natural progression. “I realized all my the jobs I had taken were daycare work and stuff like that.
I was always working with students so thought it was definitely what I should do” [Grace-T, 1].
I had first started to think that teaching was for me when I was in high school and I would
make money on the side by tutoring. I had some teachers in high school that were very
influential on me. I was very good at school and I always had excellence and it just
seemed like a natural progression to continue in this environment that I always felt
successful in. Also I was told from that age that I had certain qualities that would make
for a good teacher like I could explain things well. [Kennedy-T, 1]
It is the opinion of this researcher, if one were to ask anybody why a teacher chooses to
teach, the most expected response would be they “love kids.” The Millennial participants of this
study were no different. “A big pleasure for my job would be the one-on-one interactions with
students” [Kennedy-T, 1]. Another participant recognized there are other jobs working with
people that would be fun, but for her it’s getting “a new group of kids each year, and I think
that’s fun. Just getting to know so many different personalities and kids” [Nevaeh-T, 1].
Another participant said, “This is my life and those twenty-three kids that is a reward in and of
itself. I love the kids” [Lillian-T, 2]. And yet another shared, “The opportunity to work with
these kids one-on-one everyday is by in itself a reward. Having access into these kids lives is
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what it’s about” [Addison-T, 3]. “It’s the satisfaction I get with these kids and I love being with
them [Avery-T, 3]. Lastly, one contributed, “My life is these kids. I can’t imagine not teaching
and not being with these kids” [Grace-T, 3].
One principal articulated his belief as to why Millennials chose to teach accordingly:
The relationships you build with students is what probably gets you to come to school. I
don’t think it’s so much the content area unless you are just really a die-hard English and
literature. You got something drives you to school and it’s the students. It’s your desire
to be in front of the classroom and work with the students and see them be successful.
[Samuel-P, 1]
Summary of Axial Codes “Why They Teach”. At the core of why Millennials teach is
“mission” and “kids.” It is the mission of the six teacher participants (1) to serve kids, (2) to
make a difference, (3) to impact the lives of kids, (4) to help children, (5) to instill the love of
learning, (6) to instill the need to keep learning and be independent seekers of their own learning,
and (7) help to make them capable and able to function in everyday life. For these teachers,
teaching is fun. Each acknowledged there is stress that comes with teaching, but “it’s the kids
who say the sweetest things and the craziest things”. “It’s the kids who can make you laugh.”
“It’s the kids who can turn a bad day into a great day.” “It’s the kids that make teaching fun.”
Expectations in Leaders. From the interviews, a theme that arose was what the
Millennial teachers expected from their building leadership. The teacher interviews were
overwhelmingly positive when describing interactions and support from their leaders. Moreover,
the teachers were quick to point out it was their good fortune to have a great principal while
acknowledging the possibility they could have a building principal who is less supportive of
staff. “At this building there’s a strong principal but I think I am lucky to have those things
cause all teachers don’t have that type of principal support so I really lucked out” [Avery-T, 1].
Principal interview questions were designed to identify if principal’s practices were different
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with Millennial teachers and aligned to Millennial expectations. Words mentioned throughout
both groups of interviews, observations, and data collected supporting the theme are
“professional/personal relationships”, “valued,” “feedback,” “time,” “collaboration,” and
“accessibility.”
In true Millennial fashion, the teacher participants of this study placed a high value on the
relationship with their principal.
She kind of knows the balance between professional and personal. She tries to build
relationships with everybody so you feel comfortable around her. She asks about your
life, about your family and gets to know you is really comforting so then you feel ok
coming to her with challenges and hard things. But yet she’s still professional. [NevaehT, 2-3]
Another noted:
She goes out of her way to compliment people. She goes out of her way to support not
only you as a teacher but things that are going on in your personal life and I feel like
when you know someone cares about you and you know that someone supports you and
has your back 100% you’re going to work better for them. [Avery-T, 2]
However, based upon principal comments, it appeared principals were more taken aback by the
informal nature of the Millennials’ attitude toward superiors.
Millennials to me seem to want to have a relationship with their administrators whereas
teachers in my generation you know were more like ‘I’m the principal; you’re the
teacher’ they know that boundary. Millennials don’t seem to understand that I’m the
principal but they want to come in and sit down in the office and let’s talk about the
baseball game. They seem driven to have that relationship. [Noah-P, 1]
Principal Emma acknowledged Millennials’ lack of boundaries with superiors. “They really
don’t recognize boundaries whether with me, lead teachers, assistant superintendent, and even
the superintendent” [Emma-P, 2].
When it comes to the issue of time and accessibility, one principal interviewed
understood how as a supervisor making time and accessibility a priority could help make a
Millennial teacher feel valued.
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I think any administrator wishes they could be in teachers’ classrooms more and give
them more feedback. It’s just a time issue, but if I had that choice it would definitely be
just being there, being present. I think just listening to Millennials and letting them sort
of process through their thoughts is important. [Sophia-P, 2]
Another put it this way:
They want you in their room. I mean they will email you, call you, and say ‘Come to my
room I want you to see this.’ I think it supports them. They want you to reinforce that
they’re doing a good job and they want to continuously be reinforced. But you know my
school I have 700 Kids and 50 staff members and there’s just not time in the day to do it.
It’s hard for them to understand that because they do want the time, they want, they want
to come into your office on their plan times sometimes and just talk and vent and you
have to turn them away. [Noah-P, 2]
Principal Ella said, “They expect a lot of support. They like lots of feedback and I think they
specifically want face-to-face feedback. The problem with that is time. I try but I don’t think
it’s ever enough with them” [Ella-P, 1]. Principal Olivia echoed this sentiment:
I think a lot of positive feedback. I think they don’t seem to take the constructive
criticism as well as some other people. I think really just that face-to-face time. More
one-on-one time to be able to talk about things in their classrooms, challenges they’re
having, um ideas for support. [Olivia-P, 1]
It is important to point out it is not only the principals that recognize time as an issue that
detracts leaders’ accessibility and ability to provide optimum support and feedback. Teacher
Lillian commented, “Administrators are too busy. They want to support us in so many way but
they’re pulled in so many directions that it’s difficult for them. I wish there was more time with
the administrator….” [3].
Principals were correct in their belief Millennial teachers want feedback. When asked the
question what specific support from an administrator do you find helpful, one teacher participant
responded accordingly:
Feedback on instruction. I am always constantly wondering if what I am doing is
necessarily right or wrong. I want to know if it is what’s best for my kids and as I know
my kids the best, I like that feedback of someone coming in and saying well maybe if you
tweak it like this or maybe if you use this that’s the kind of feedback I love. [Lillian-T, 3]
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Principal Sophia appeared in tune with the overall needs of beginning Millennial teachers. It is
her belief:
Those systems of onboarding and supporting those teachers in the first years that’s
something that cannot be overlooked. Just knowing as principals that when we have
these teachers you know in our midst from these newer generations, they do need a lot of
time. They need a lot of face-to-face time and they do want to process through what’s
happening and feel that support. I think they also very much enjoy the collaborative
piece and having input in what’s happening. I think if they hear and feel like their voice
is heard and that they are supported, they are going to be more apt to stay in the you
know stay in the profession. [Sophia-P, 2]
The teachers recognized they feel supported when given time to collaborate. When asked what
type of specific support they found most useful, Nevaeh-T responded:
I would say mostly in building like colleagues and administration more enabling just
because they are here everyday we are. Especially colleagues like my two grade level
partners, we collaborate a lot and just bounce ideas off each other and that a good support
to have. They’re kind of having the same some of the same issues just cause it’s the
same grade level or we’re kind of close to the same years of experience. [Nevaeh-T, 3]
Another teacher concurred there was a desire for collaboration. “Finding more time for teachers
to collaborate. Really just making it teamwork within the grade level and just having more time
for that because I think your lessons become better your ideas become better” [Addison-T, 2].
Summary of Axial Codes “Expectations in Leaders”. Beginning teachers desire
certain types of support from their leadership. The supports that arose from the data collected
were “professional/personal relationships,” “valued,” “feedback,” “time,” “collaboration,” and
“accessibility.” Being familiar with the research on the Millennial generation, these open codes
came as no surprise. Principals and teachers alike acknowledged time restricts them from
offering the level of support each open code warrants thus fulfilling the needs and wishes of
beginning Millennial teachers.
Work Environment. Work Environment is another theme that developed from the axial
coding of the data. The Work Environment theme overlaps with Expectation in Leaders theme
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and the Challenges theme. The open codes reflect the work environment needs of the Millennial
teachers to feel good about their job and to feel success in what they do according to the data
collected. Principal interview questions were designed to acquire the type of work environment
in each principal’s building to compare to the beginning Millennial teacher’s desired work
environment. The open codes identified during the analysis that supported development of the
theme are: “support,” “feedback,” “allow input,” “interpersonal relationships,” “collaborative,”
and “open communication.”
During the interview I asked teachers to describe an event or experience as a teacher that
shows how you identify as a Millennial, Addison-T recalled a classroom meeting.
Something happened during our classroom meeting. I was asking for feedback about like
what could I do to make learning more fun or engaging or what they would like to see.
And they were shouting out like, ‘More technology! Minecraft!’ And I’m like, ‘Oh great,
I have no idea what Minecraft is’. But it was “Ok find out and show me and we’ll try to
get in or something.’ I think just that flexibility and that risk-taking was something my
kids were kind of pushing me toward, but we’re like doing it and we’re learning it
together. So I think just that whole experience is the Millennial aspect. [Addison-T, GM,
7]
Upon reviewing Addison’s statement, I found it fascinating the attributes of feedback and
allowing input that the teacher participants’ desire in their work environment was being
incorporated in Addison’s class meeting with her students. Addison did not connect those
attributes to that experience; rather she saw this experience demonstrating her Millennial
aversion to taking risks.
The importance placed on interpersonal relationships and collaboration by Millennials
was demonstrated when discussing methods for communicating. Lillian-T shared, “We have
team meetings and common plan time. We text each other at night” [GM, 9]. Avery-T offered
insight into the relationship she and her coworkers have. “As far as coworkers, like you just get
close after this many years and you have a bond” [GM, 10].
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Another teacher indicated a different group in which an interpersonal relationship evolves
when she said, “My classroom we are kind of like a family, you know. I talk to the parents.
They keep me updated you know if something’s going on” [Grace-T, 3]. One teacher showing
the importance of the interpersonal relationship with her students explained, “I really, really
value relationships with my kids. I think that’s very important. I mean we know learning won’t
happen unless there is that relationship” [Lillian-T, 2].
Acknowledging the importance of interpersonal relationships, Principal Ella commented,
“They are very good with sharing data with parents, sharing out with each other and
collaborating as a multi-disciplinary team. They value that community or teamwork philosophy”
[Ella-P, 2]. Principal Noah stated, “They seem to have good relational skills with their students
which I think makes kids want to perform for them” [Noah-P, 5].
The principals interviewed appeared to understand Millennials desire for support and
feedback. Yet, the principal’s acknowledged time restricts them from fully meeting this need for
new teachers. As one said, “They expect a lot of support. They need a lot of feedback and I
think they specifically want face-to-face feedback. The problem with that is time” [Emma-P, 2].
Principal Olivia parroted the same sentiment. “They really need that face-to-face time but
there’s only so much time in the day” [Olivia, P-1].
Principals recognized the Millennials need for support and what, in their opinion, that
support should entail:
Our Step-Up program really supports. In the building we have a liaison that is designated
for those teachers. I think having a mentor/support system within the building besides
just the principal is crucial. But these support staff need to be knowledgeable and read to
field lots of question. The Millennials are not afraid to ask questions (laughs) and they
do expect to get answers when they voice questions (continues laughing). [Sophia-P, 2]
Principal Noah espouses his opinion regarding support. “A good mentoring program is
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needed. If you don’t mentor a new teacher they’re not they’re not going to make it” [Noah-P, 1].
The teachers were complimentary of the district’s Step Up program and spoke of the
support it provided them their first three years on the job.
The first few years we had Step Up which was our onboard professional development.
We met with our coach that first year like every week. It was great to have that
support. The second year I think we met with the coach one-on-one like once a month
and the last year we met with her each quarter. Those first couple of years it was really
nice having someone that had the time to spend with me. I wish there was more time
for that support and feedback. [Lillian-T, 3]
Principal Samuel’s comment conveyed the value he places on open communication with his new
teachers.
It is just support and open door. Letting them know that when they come into your office
to talk to you you’re not judging them you’re not going to hold it against them. Letting
this be a free space to have those concerns and questions. You make sure the teachers
trust you and know that you are here to help them. [Samuel-P, 2]
One of the teachers compared her generational cohort’s desire to collaborate and work in
groups and use technology with the 21st century skills expected to be used with students.
Our generation is seen as like collaborating and liking working in groups. But I think
teaching is kind of shifting more in the direction in which we were kind of brought up in
and that we’re kind of geared towards because we’re expected with 21st century skills to
have our kids collaborating and using technology. [Addison-T, GM, 1]
The principals interviewed recognized Millennials’ desire for collaboration and
communication. “I think they feel natural in a collaborative setting more so than probably any
other group of generational teachers before. They are totally like a fish in water with
collaboration and communicating” [Sophia-P, 1]. Principal Samuel stated, “They have a new
perspective and desire for collaboration time” [Samuel-P, 4]. Principal Ella acknowledged,
“They value the professional learning community approach because of its team mentality” [EllaP, 2].
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Summary of Axial Code “Work Environment”. Based upon the data, the open codes
for the Work Environment theme are: “support,” “feedback,” “allow input,” “interpersonal
relationships,” “collaborative,” and “open communication.” While each teacher participant
conveyed positive work environments, it was recognizable each component or open code shows
areas that can be improved upon given the resources of time and money. It is the researcher’s
belief there was consensus between the two groups of participants regarding each component’s
value to the work environment. Of the open codes, the two most polarizing workplace
environment needs were the teacher’s expectation for “open communication” and to “allow
input” into decisions. After all, the Millennial generation has been involved in the household
decisions since childhood so, in their opinion, why should work be any different (Lancaster &
Stillman, 2002).
Challenges. Challenges is a major theme that developed as the data were analyzed. In
my opinion, it is the theme that has the potential to cause Millennial teachers to question their
commitment to teaching. The open codes originating from the data were “lack of technology,”
‘student behaviors,” ‘time,” “changes,” “paperwork,” “parents,” “assessments,” and “work/life
balance.” Based upon the data from the interviews, both the principal group and the teacher
group had similar experiences or beliefs in regards to the majority of the open codes.
The issue of technology or a lack of arose from two data sources: 1) interviews with the
teachers and 2) informal conversations during observations.
Kennedy-T teaches at the high school that offers the International Baccalaureate degree, yet a
lack of technology is a problem.
I wish that we were one to one that’s what I would really like to see. We are not one to
one uh our Smart-boards are very nice however in this school district or uh not this
school district in this particular school where we have something like 65% on free and
reduce lunch then a lot of our students don’t have access to technology at home. So I
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know that there are other schools in Springfield that for their math classes for example
they’ve gone where they’re almost where their homework is completely online. They
don’t give them paper and pencil homework anymore they have this website that they go
to and uh this program that they use and they have and it’s, it’s pretty great because if a
student gets a question wrong then the program will give them another question of the
same type and keep giving it to them until they get it right. So their homework isn’t
completed until they’ve completed a certain number of problems correctly. And that’s
really great that’s I mean you can use that and uh and it helps with saving time and
everything but I don’t ever have a guarantee that all of my students are going to have
access and then on top of that you know our computer labs you know yes we have
computer labs but whenever the history department and the English department are using
those also because they need them then that means that I don’t always have time to take
or you know there’s not available space to take my algebra classes to the computer lab to
you know do those homework assignments online. So while we do have some technology
I feel like maybe not as much as we could and I know that there are lots of you know cost
prohibitive things going on with that but I really feel like going one to one would help
students a lot. Because really with what we do right now if we were to go and this is why
I think my department thinks I’m a bit of (unintelligible) a sometimes because I say no I
don’t want to go to the online homework system yet um because then it causes even more
of a disparity of an achievement gap in the socioeconomics you know. The, the kids that
have internet at home are going to be able to do their homework faster and more
efficiently than the students that don’t so…[Kennedy-T, 5]
Grace teaches a functional skills class, but lacks the technology appropriate to serve her
high need students. Grace shared her challenge:
It needs to be easier to access technology I think for the classroom. My students would
benefit greatly from a computer with a touchscreen or iPads because they don’t have the
motor skills to operate a mouse. I know I could sit down and write a grant and that’s
something people have offered me and stuff but just overall in every classroom you know
having that more readily available where teachers aren’t having to spend all their time
having to write grants and they just have that access would definitely be some stuff that I
would love to see happen. [Grace-T, 2]
While a couple of principals addressed technology, their perspective was different than
the teachers. The principals’ responses implied the reliance on the technology as a teacher’s
crutch per se to being able to teach; whereas, the teachers that voiced frustration with the lack of
technology addressed the issue more so from the perspective of how it hindered what they could
do with their students.
“They come from college that has a lot of technology and then go to a school district that
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doesn’t have that and they’re struggling because they don’t have what they had before” [SamuelP, 1].
If you don’t give em the technology they want they’re they they throw a fit. And and you
know, I don’t know if it’s that they don’t I, I told a lot of them prove to me you can teach
with the technology. And sometimes they are lost and it blows my mind (laughs). I’m
like really? You know the good ones find ways and they do an amazing job when they
do it because they draw on their creativity and then some of them if they don’t have that
SmartBoard and 12 computers they are lost. And it’s sad to see that I think because I
think we lose something there when we don’t have to do it without a computer. [Noah-P,
2]
Principals and teachers both identified student behaviors as a challenge that new teachers
in general may not be equipped to handle. Kennedy recalled not being prepared to break up a
physical altercation between students.
I was always a very good kid. I didn’t get into trouble so it was definitely an adjustment
my first couple of years. It had not occurred to me that I would have to be more of a
disciplinarian than what I was comfortable with that I would have to deal with things like
students getting into fights in my classroom and having to physically break them up.
That was kind of that was the big shocker the first time I had to break up a fight.
[Kennedy-T, 2]
Addison and Avery shared their views on student behavior issues.
“Behavior was something I didn’t know existed even with my practicums. I think 94%
free and reduced so it was just a new world the culture of it. Letting certain behaviors or certain
issues distract from the overall learning” [Addison-T, 1].
Behavioral things like you know some kids not having the expectations to complete their
work at school or at home or kids having no rules at home. It’s a lot harder to get them to
understand that we have rules at school so you know hands on other kids things like that.
[Avery-T, 2]
Principal Sophia put into words exactly what Kennedy and Addison commented on
during their interviews.
The Millennial teachers I think were raised up in a certain way. I think that they have
had very active parenting and I think when they come in especially in schools at where
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we serve a population such as we do they get frustrated with the outside factors that they
can’t influence—the parenting, the situations the kids go home to and those things that
are outside their circle of influence. [Sophia-P, 1]
Further, Principal Samuel shared his views on student behaviors and parental issues and how the
beginning teachers might not be prepared for it.
They come in sometimes with the idea that they are going to change the world and
sometimes students are resistant to that and you deal with discipline and you deal with
parental issues and you deal with complacency, laziness, all those things and a lot of the
newer teachers weren’t like that in school. [Samuel-P, 1]
Principal Olivia had similar views and stated,
All teachers face increased behavior issues. We see more behavior problems so I think
more training and support with behavior problems are needed. I think that’s huge they
feel like they can’t teach because they’re dealing with behavior problems all the time.
[Olivia-P, 3]
The teachers identified a lack of support from parents as a challenge. During the teacher
interview, I asked the teacher what she would change about her job to make the work better.
Lillian-T said, “This is like sad but parents to care and support to emphasize education to have to
have my back when I need it to control their child” [2]. Addison-T shared her insight regarding
parents, “The parental interactions was different than what I had expected. I mean a lack of
parental support. I have parents I have never seen before. Sometimes I get grandparents”
[Addison-T, 1]. Avery-T shared her frustration working with parents, “Dealing with parents that
are mad because somebody else put their hands on their child. I’m explaining not every child
was raised exactly how you raised your child. They don’t understand that. I’m trying to teach
them that” [Avery-T, 2]. I think Avery’s response is very telling of how teachers feel when
dealing with some parents.
I never expected parents would hurt my feelings. I think they forget that we are people
and I feel like they don’t understand how much we love their children like they don’t get
that we would lay down our life for their kid and uh they are very quick to believe the
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word of a 5 year old before they believe you or me in that case. So that’s kind of hard.
[Avery-T, 1]
Throughout many of the narratives, the teachers discussed when they allocated time to
grade papers. Every teacher arrived to school 45 minutes to an hour before the required time.
All noted they arrive early to plan their day and a few use this time to grade papers. Four of the
six explained they leave shortly after school lets out to pick up or meet their children. Principal
Emma described her perception of Millennial teachers’ work ethic:
Teaching, in my opinion, is not a 9 to 5 job and I see a lot of that generation feel wanting
the 9 to 5 job. Teaching is in my opinion requires longer hours, weekends, summers, and
planning especially this day and age. In teaching there’s so much expectation put on a
teacher and requirements for curriculum and just teaching all that goes along with
teaching. They’re that group to me seems to when it’s time to leave work they want to
leave work. They’re not here on the weekends and they don’t stay late. They don’t come
early and they’re not as apt to put the time in as the boomers do. [Emma-P, 1]
Kennedy shared what she did not know to expect as a teacher:
I guess my high school teachers were really good at hiding it from me how much
paperwork and politics. Both of those things take so much time away from what I’d
rather be doing which is planning lessons and being with students. [Kennedy-T, 2]
Principal Samuel believed teaching differs from what Millennial beginning teachers expected
because he “thinks it’s harder and what I mean by harder there’s more paperwork” [Samuel-P,
1]. Nevaeh-T affirms Principal Samuel’s belief when she answered if there was anything else
she did not expect. “I guess maybe more paperwork stuff. I was just thinking it’s just teaching
you know. (laughing) Which I know is good keeping records and but that can get overwhelming
as along with teaching” [Nevaeh-T, 2].
Time was another challenge for the Millennial teachers. In the words of Kennedy,
“Time—getting everything done because the list can get kind of long some days. So it’s time
having more things to do than time to do them is the biggest challenge for teaching always ever”

128
[Kennedy-T, 3]. Avery agreed with Kennedy, “There’s never enough time. Just needing more
time more hands” [Avery-T, 2].
For Grace, who does not have a scheduled plan time like the regular classroom teachers,
the issue of time appeared even more challenging. “We’re very busy. My kids because they are
in here most of the day they go out two at a time to regular Ed so there is always somebody in
the classroom and there is usually always somebody out so I don’t get plan time” [Grace-T, 2].
This requires Grace to prepare her classes in the mornings or at home. When asked what about
teaching she did not expect, Addison’s response was “the amount of time in planning” [AddisonT, 1].
Another thing the teachers said they did not expect which creates a challenge for them is
how quickly things change. Addison and Avery explained. “All these new concepts coming and
kind of filling up our minds that it’s so new that it can be overwhelming because you don’t know
exactly where to start cause there’s so many great ideas to implement” [Addison-T, 1].
Lots of change. There is continual change and you have to be flexible. The curriculum is
constantly changing and I’m real stressed about the new system that they are using to
give us like our summative now will look way different than it will next year and so the
steps we are going to have to go through are going to be a lot harder. [Avery-T, 1]
Nevaeh-T also mentioned the issue of change. “Each year, you know, the district as a whole is
either getting some new program or more changing things so just trying to adapt to all the
changes” [Nevaeh-T, 1]. Principal Olivia agrees with the teachers. “Things change so much that
I think it can get overwhelming” [Olivia-P, 3].
When asked what ways would you change aspects of your job as a teacher to make the
work better, Nevaeh-T said, “Maybe like the extra, all the extra new things that are changing
which I know change is good and but just focusing on one or two things rather than constant new
things” [Nevaeh-T, 2].
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Grace also mentioned during her interview how all the changes impact her, but she
recognized it is not the change so much as the lack of communication to prepare the teachers for
the change or the opportunity to allow the teachers input into the decision-making process.
Well like I said things changing it’s I feel like there’s not a lot of communication I feel
like it’s kind of hush hush so when they’re thinking about making a change we have no
idea until at the end of the day they pull us into an office and they say starting in two days
things are going to be completely different and I find that really frustrating um and like I
don’t know what’s going to happen with this class like at the end of the year and we’re
like seven weeks out and I’m really worried it’s going to be in the middle of the summer
and I’m just going to get a phone call that says at the start of the year you’re going to go
here and so that I wish was a little bit different just to be more in the loop and kind of
knowing what they’re thinking and getting that information down to us so it’s not such a
shock to everybody and like I said it happens so quickly. You know so having
discussions about that I think would be a lot better. [Grace-T, 3]
Testing was another challenge these teachers did not realize and many question if all the
testing is in the best interest of the students. Principal Samuel shared the emphasis on testing by
acknowledging there is a “larger expectation when it comes to test scores” [Samuel-P, 1]
All of this testing. All of this testing. I don’t think it’s preparing kids for the real world.
I would change that to being able to do more project-based learning and do more realworld training cause I feel that is so much more important than training them how to take
these tests. I’m totally supporting they gotta hold kids accountable and teachers
accountable. I get that. But I think there’s maybe a better way to do that kind of testing.
[Lillian-T, 2]
“Oh and assessments. We are always assessing. I didn’t expect so much of that an kind of the
stress that is put on those “ [Addison-T, 1].
Four to five times a year at the beginning, middle and end of the year is spent on testing
for reading, spelling, math, and writing, which require a lot of time to grade. Paper work
then has to be completed for the site and district reports. My principal likes to see every
math and content tests, which the grades have to be tallied (how many As, Bs, Cs, etc).
[Addison-T, PN, 3]
As important as the literature shows work/life balance is to Millennials, the Millennial
teachers in this study try to balance the two but find it difficult. Both Kennedy and Addison
addressed the issue of work/life balance in her personal narrative.
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Such is the nature of teaching. It seems like there is an inevitable blend of professional
and personal life. I have not quite mastered the art of balancing work and home. My
typical day begins somewhere between 5:30-6:30 am. Sleep is a precious commodity in
my life. I head out around 6-45-6:50. I pick up my niece. She is a freshman here. Her
family has unreliable transportation so since she stated high school this year I am her ride
to school. We get to school around 7:15 and school begins at 8:00. I try to leave school
by 4:00-4:30 so I can get my niece back home at a reasonable time. I usually get home
around 6:00 and 8:00 PM. My husband works evenings. He gets home from work
around 10 so I stay up to see him for a bit before I check my work email one last time and
then finally go to bed, usually between 10:30 and 11:00. [Kennedy-T, PN]
I try to keep a balance between my personal/professional life, but sometimes it’s easier
said than done. I try to get most of my work done at school so I can enjoy my nights at
home, but often times I research different activities, work on my classroom homepage, or
email parents or staff on my time. I do spend a lot of time trying to find teaching
resources through TeachersPayTeachers or other online sites. I also try to stay connected
to the global network of educators through Twitter and read blogs from various
educators. I do make it a mission to not bring any grading home and to complete it at
work, which I’m pretty good at managing. [Addison-T, PN, 1-2]
Summary to the Axial Code “Challenges”. The data collected presented the following open
codes: “lack of technology,” “student behaviors,” “time,” “changes,” “paperwork,” “parents,”
“assessments,” and “work/life balance.” During the interviews with the principals, a few
touched on some of the challenges that arose from data obtained through the teacher interview
but other than acknowledging that student behaviors, dealing with parents, the amount of
paperwork, and the frequent changes to programs and curriculum could be overwhelming none
of the principals offered thoughts on how to help new teachers with these challenges. The
Millennial teachers expressed frustration with the challenges but did not imply the challenges
created cause to reconsider their career choice.
Commitment to Teaching. This theme, like the others identified during the data
analysis, does not stand-alone. It is almost impossible to separate many of the data pieces found
in the Why They Teach theme from those that form this theme of Commitment to Teaching. As I
analyzed what I was hearing and seeing related to teacher commitment from the perspective of

131
both groups, I realized there was a high degree of commitment asserted by the participating
Millennials. It is important to note the principal’s views toward Millennial teacher’s
commitment to teaching substantially differed from the teachers. The open codes identified
during the analysis that supported development of the theme are: “mission,” “love,”
“satisfaction,” and “driven/overachiever.”
Without any hesitation when asked if the teacher participant had the opportunity to start
all over would they choose teaching as their career, participant’s responded in the affirmative. “I
would 100% still be a teacher” [Avery-T, 1]. “I would be a teacher. I can’t imagine not
teaching” [Grace-T, 3]. “In a heartbeat I would be in education” [Lillian-T, 4]. “Hands down I
would” (Addison-T, 3]. “I would choose it. There’s definitely hard days but I love my job”
[Nevaeh-T, 4].
Having read the articles prior to the group meeting, the idea that Millennials abruptly quit
jobs was shocking to the teacher participants. However, while none believed they would ever do
something like that, they could think of friends or acquaintances that did fit the trait.
Lillian-P shared:
I felt like the article described me basically to a T except for the ‘they abruptly quit’ part.
Like that seemed really random because of everything else that we’re so awesome at.
(laughter) But then when I look back, like that is true. Like when I look at friends of
mine that I have, they abruptly quit. But that’s not me at all. [GM, 4]
It kind of shocked me that a lot of teachers leave the profession and that I never can see
myself just leaving after three years or obviously at five years. Like I guess I was like,
why? Why do people do that? Because I know this is what I’m supposed to do and I’m
meant to be doing this. That was a big like surprise to me I guess that I didn’t
understand. [Avery-T, GM, 3]
Grace-T felt the same way as the other teachers. “The part that talks about them abruptly
quitting. I just I wouldn’t up and quit. I couldn’t just up and leave my kids like that” [GM, 4].
Many of the Millennials see teaching as their life.
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It’s not just a job it’s like it builds on itself and you wanna keep seeing those kids push
further even though like once you’re my kid you’re always my kid like you’re never not
my kid anymore so I feel um yeah that I’m really just living in my job. [Avery-T, 3]
Grace shared, “These kids are my everything and I’ve really just created bonds with
them. My classroom we are kind of like a family” [Grace-T, 3]. “I love my job and I would love
to be a stay at home mom but I would definitely miss it” [Nevaeh-t, 4]. Lillian reported her love
for teaching, “In a heartbeat I’d be in education. I love it. I love the kids. I love the
relationships. I love the laugher. I love the love we have. I love learning. It’s cool to see my
kids love learning” [Lillian-T, 4]. Addison sees teaching as:
My purpose. I think I was made to do this and I am amazed because I feel like in some
professions you go in with what you learned in college or your preparedness doesn’t
really change much with experience. But with teaching every year I am learning
something more and I am going deeper and figuring out that didn’t work so I’m
becoming a reflective educator. [Addison, T, 3]
When teacher participants were asked during the interview where they see themselves in
5 to 10 years, a few saw themselves in leadership roles whether that was as an administrator, a
math or reading specialist, or a curriculum leader. But several believed they would still be in the
classroom teaching. Grace noted, “I hope actually to still be teaching and I hope to still be
teaching in special education with the children that need the most help’ [Grace-T, 4].
Lillian shared:
Well I’ll have my Master’s degree this summer. I don’t foresee maybe necessarily doing
anything with that now…five to ten years? I’ve thought about being like a math coach
but if in all seriousness at the moment in time right now, I foresee myself still in the
classroom as a hopefully third grade teacher. [Lillian-T, 4]
Nevaeh told me, “I see myself still teaching. I am getting my Masters in Reading so I want to
pursue maybe a reading specialist at some point. I want to get more experience and possibly you
know in other grades. So that might be an option, switching grades in a few years” [Naveah-T,
4].
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Avery responded:
Five to ten years I hope that I’m still in the classroom but if not then I would like to at
least in 5 years I would love to have either a specialty degree so I can be an administrator
or go into counseling. One of those two I don’t really know which I really want to do but
I want to have that in case I do ever get burnt out of the classroom but I hope at that point
I’m still in the classroom loving it. [Avery-T, 3]
Addison also had options she was considering.
I recently graduated with my masters in administration—with that though I know I’m not
done being a teacher. There’s still tons of things to learn which even when I do become
an administrator maybe in five or ten years I’m always going to be learning. I see myself
wanting to work with other schools and other principals just to kind of see an array of
administrative styles and classrooms but hopefully with the ten years I would be either an
assistant principal of principal of an elementary school. [Addison-T, 3]
Kennedy could see herself in different positions.
I could see myself just staying in the classroom forever but I haven’t entirely decided. I
could be interested in the curriculum or the professional development side of education
either developing new curriculum or helping with helping teachers like teaching teachers.
[Kennedy-T, 6]
From the principal perspective, only one had experienced a teacher abruptly quitting.
We had a situation with a Millennial that she was I guess she would have been a fourth
year teacher this year but when the principal last year had left he had given her a nicey,
nice position and put her in charge of something and it went straight to her head. She had
never had her own classroom yet she was she was in charge of other classrooms as an
instructional coach, which she shouldn’t of been. When we tried to explain to her this is
what we need you to do this is what we need you to focus on she completely threw a fit.
She completely rebelled again us. We didn’t expect that. We thought she would act as a
profession would and say ‘ok, I’ll worry about that’ and she didn’t. She ended up going
to the superintendent and resigning in December and brought her Mom and Dad to the
school board meeting to tell the school board she was resigning. [Noah-P, 3]
All the principals believed today’s Millennial teachers will not remain long-term in the
classroom. This belief came from two different schools of thought. There were those principals
who believed due to the Millennial personality traits (i.e., drive, high expectations for
themselves, and passion) many Millennial teachers would leave teaching to do bigger and better
things.
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I think the days of a teacher spending 15 years teaching fourth grade are done. I don’t
think Millennials are gong to want to do that. Millennials are going to be administrators
and there’s going to be A LOT of administrators because that’s what they want to do…all
of them it seems like I think Millennials get bored. I think once they think they’ve got
this mastered they want to go do something else. Or they want to learn how to do
something else. It’s always about learning more for them. They get excited when they
get to learn something new. [Noah-P, 5]
Millennials definitely have an idea of where they’re headed so I don’t see a lot of these
folks are going to be the ones that are going to be teaching in the classroom for 30 years.
They they want to get in and they want to do their job well and then they have ideas so of
moving on and doing some bigger, better thing and impacting kids on a broader scope
and level. [Sophia-P, 3-4]
I believe to make them stay we have to constantly be giving them different opportunities,
growth opportunities. The Millennials want to see what the next step…I think if they
were to leave it would just be because they were to want to have higher impact. They
want a position where they have higher impact and they can continue to grow. [Ella-P, 3]
On the other hand, the other group of principals felt as a result of Millennials need for
immediate gratification, poor work ethics, and a lack of support/feedback would cause some
Millenials to leave teaching.
I feel like Millennials want instant gratification. They need to feel fulfilled quickly and
because of that I don’t think they will stay. I don’t think intrinsically they have that same
satisfaction that other generations had about their careers. Their attention span is not one
with longevity. Teaching in my opinion is not a 9 to 5 job. It requires more than that and
I don’t see that group wanting or putting in the hours. [Emma-P, 1]
Principal Olivia said:
I think feeling a lack of support and maybe even appreciation. Things are hard and things
change so much that I think it can get overwhelming to beginning teachers. So I think
that lack of support is often why they give up. [Olivia-P, 3]
Principal Sophia acknowledged, “Disenchantment might cause them to leave. Just not
understanding the peripheral elements that are outside your circle of influence can be a part of
them choosing to leave.” She is quick to add, “But I haven’t had that probably in the most recent
years. I haven’t seen that so much as I’ve seen that onward and upward movement” [Sophia-P,
4].
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Summary of Axial Code “Commitment to Teaching”. The data collected presented
the following open codes: “mission,” “love,” “satisfaction’, and “drive/overachiever.” The
interviews provided data illustrating the conflicting views of the two groups on the issue of
teacher commitment. The teachers all saw themselves remaining in the classroom as a result of
the satisfaction they get from teaching and love they feel toward their students. In contrast, the
principals foresee the Millennials leaving the classroom, albeit the principals’ reasons for
Millennials leaving originate from divergent thoughts. One thought for leaving stems from the
positive Millennial characteristics such as driven, high-expectations, and passion; whereas the
other belief originates from the negative Millennial characteristics such as need for immediate
gratification, poor work ethics, and a lack of support/feedback.
Summary
The presentation of the data collected from interviews, personal narrative by the teacher
participants, observations, and document collection comprises this chapter. The six axial codes
or themes that emerged from the data were: (1) attributes, (2) why they teach, (3) expectations in
leaders, (4) work environment, (5) challenges, and (6) commitment to teaching. These codes
provide the bedrock of data, or the grounded theory, upon which Chapter Five will rest. Chapter
Five will further reduce the data into the final three selective codes or trends used to answer the
study’s research questions, provide how the findings may be used by practitioners, and present
recommendations for further studies.
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Chapter Five
Results and Conclusions
Organization of the Chapter
This chapter begins with an introductory section to provide context for the study. A
description of the grounded theory generated from this study is provided. Next, an explanation
of the findings and the relationship to the literature in the field as reported in Chapter Two, as
well as answers to the research question and sub-questions are reported. Subsequently,
recommendations to the field of educational leadership and recommendations for further study
are presented. The study’s contribution to the field of education concludes Chapter Five.
“There is nothing more unequal than the equal treatment of unequal people.”
Thomas Jefferson
Introduction
Generational experts posit Millennials will make up 44 to 50% of the work force by 2020
and 75% by 2025 (Meister & Willyerd, 2010). Being the largest generational cohort, numbering
92 million strong, the Millennials are and will continue to change the workforce. While public
education has changed instruction to prepare students for the 21st century, many educational
leaders are still using the same leadership practices to recruit, hire, and retain teachers of years’
past (McCartney, 2009; Rebore & Walmsley, 2010). While the days of the career educator may
be gone, the opportunity for school leaders to extend teacher commitment is ripe. This study
attempts to listen and understand beginning Millennial teachers’ experiences teaching in public
schools. The purpose of this phenomenological study is to understand the mindset of beginning
Millennial teachers regarding teaching as their career of choice and how this mindset impacts
their decision to remain committed to teaching. The overarching research question used to guide
this phenomenological study was: What is it like being a beginning Millennial teacher?
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Additionally, the following sub-questions were used:
1. Why did you choose to teach?
2. What is your long-term career plan?
Data were collected over a two-week period. The primary sources for data collection
were interviews, personal narratives, observations, and document collection used for verification
and triangulation of data. E-mail and texts were used to ask follow-up and clarifying questions
of the participants. Teacher participant ages as displayed in Table1 in Chapter Three ranged
from 27 to 31 years of age with all being in their fifth year of teaching. Ages for principal
participants, as displayed in Table 2 in Chapter Three, ranged from 44 to 57 years of age.
Limitations
This study while well designed does have the limitation of not being a study of diverse
viewpoints. Other than age, this study did not consider demographic variables such as race,
gender, ethnicity, sexual orientation, socio-economic, district or building size, grade level or
subject area taught, or whether the district was urban, suburban or rural. Having randomly
selected six participants from the purposeful sampling pool of 45 potential participants, all of the
teacher participants randomly selected were female. Five of the participants were Caucasian and
the sixth was African-American. Moreover, an additional limitation of this phenomenological
study is the small number of participants all being from the same school district. As a result, the
findings of this study cannot be used to generalize all new Millennial teachers. In addition, no
effort was made to determine whether participants were effective or ineffective teachers.
Further, the culture of the buildings and district could limit the results of the study. Only
teachers currently in the field were used as participants. This research study is limited in that the
findings do not compare the Millennial teacher participants to other generational teachers. While
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the data could have provided an opportunity to compare the study’s participants’ attributes to
attributes of the Millennial generational cohort in general, the research questions of the study
drove the discussion of the study. Further research could do the comparison of the attributes, as
well as could garner information from other more demographically diverse populations or
different targeted populations such as Millennial teachers who have already left the field and/or
Millennial teachers with fewer or more than five years of experience. In addition, further
research could be conducted to compare practicing Millennial teachers to other practicing
generational teachers.
Grounded Theory
“For a phenomenological study, the process of collecting information involves primarily
in-depth interviews with as many as 10 individuals” (Creswell, 2007, p. 131). This qualitative
phenomenological study used grounded theory as the method for analyzing the qualitative data.
Grounded theory is “where theories are developed or generated during the process of research”
(Creswell, 2007, p. 42). Patton (2014) described grounded theory as “inductively generated from
fieldwork, that is, theory emerges from the researcher’s observations and interviews out in the
real world rather than in the laboratory or the academy” (p. 11). Corbin and Strauss (2014)
explained grounded theory as a theory “derived from data, systematically gathered and analyzed
through the research process” (p. 12). The grounded theory within this study materialized
through the in-depth analysis of data discovered during the six teacher participant interviews and
six principal interviews, personal narratives from the teacher participants, observations of the
teacher participants, and collected documents from both teacher and principal participants. Data
confirmed six major themes, or axial codes: (1) attributes, (2) why they teach, (3) expectations
in leaders, (4) work environment, (5) challenges, and (6) commitment to teaching. Building
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upon the foundation of the open and axial coding, the final component of data analysis—
selective coding—occurs. Selective coding involves “pulling the other categories together to
form an explanatory whole” and “should be able to account for considerable variation with
categories” (Strauss & Corbin, 2014, p. 146). Three selective codes, or trends, emerged from the
major themes to explain the relationship of the grounded theory in this study to the research
question and sub-questions. The three selective codes that developed from the data include (1)
Millennial teacher persona, (2) career choice, and (3) relationships with leaders. From the
selective, axial, and open codes, the story develops. It is from the story based upon the data
analysis; theory is formed.
Subsequent to grounded theory, reader transferability between the researcher’s context of
the study and the reader’s context of the study takes place. The reader through instrumental
utility, coherence, and insight makes this determination. To determine if the study has
instrumental utility, the reader asks several questions: Is this research applicable to me? How
can I use the findings? Can the research help me in my professional career? Further, the reader
decides what, if any, components of the study are valid. Instrumental utility differs based upon
the reader’s context and experience. Coherence is decided by asking: does this research make
sense? For insight, the reader asks himself or herself what can this study tell me that I do not
already know (Miles, Huberman, & Saldaña, 2013). While this study may not be considered
relevant or applicable to all educators, it is my hope it can provide school leaders, educational
academia, and policy makers a framework or at least beginning conversation to establish a
workplace culture in education conducive to Millennial teachers thus decreasing attrition by
enhancing Millennial teacher commitment.
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For transferability to occur between researcher and reader, emergent themes must be
identified and summarized for the reader. In Chapter Four, the grounded theory began to emerge
as a result of the analysis of the triangulation of data, including interviews, personal narrative,
observations, and document collection. As a result of the step-by-step analysis of data, three
selective codes emerged, which clarify and support the relationship of the grounded theory in
this study to the research question and sub-questions.
Theory One – Millennial Teacher Persona
The first selective code to emerge from the data was Millennial teacher persona.
Millennial teacher persona was supported by all six axial codes, or major themes, and provided
the answers to my research question and sub-questions. The axial codes included (1) attributes,
(2) why they teach, (3) expectations in leaders, (4) work environment, (5) challenges, and (6)
commitment to teaching.
To know what it is like to be a beginning Millennial teacher one first must understand
who they are—their persona. Millennial teachers have many positive attributes. Data indicate
they are very driven and over-achievers. The Millennials in this study burn the candle at both
ends trying to accomplish so much. Simply reading about 24 hours in their life can be tiring.
Some of the participants did however make mention in their personal narrative words like “tired
body,” (Lillian-T, PN, 1], “hectic life” [Nevaeh-T, PN, 1], “need a break” [Grace-T, PN, 1]
which leaves one to wonder how long can they continue before they burnout. Each one admitted
they “take on too much” a common characteristic of this generational cohort according to Walker
(2015). One reason Millennials are so driven is their desire to make a difference. Rainer and
Rainer (2011) shared three out of four Millennials believe it is their purpose in life to “make a
difference in the world” (p. 37). I believe their drive and overachieving is how they are
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satisfying this altruistic trait. According to the data, many of the participants see teaching as
their mission. It is how they make a difference—in the lives of their students and the world at
large. One participant went as far as to say “I would lay down my life for these kids” (Avery-T,
1).
Dr. James Comer, as cited by Ruby Payne (2008), believes “No significant learning
occurs without a significant relationship.” Millennials place a high value on relationships. The
strongest relationship the majority of Millennials has is the relationship with their parents. “I
consider my parents to be two of my best friends” according to one Millennial (Lancaster &
Stillman, 2010, p. 19). Several of the participants echoed this sentiment. Avery-T stated, “I
have a close relationship with my Mom” (GM, 2). Two of the participants described upon
graduating from college they moved back home and lived with their parents the first few years
they taught (Lillian-T, GM, 1; Grace-T, GM, 2). Participants conveyed the value they place on
relationships extends beyond their immediate family to their students and the students’ families.
“Because of the relationship I have with my parents, I really value building relationships with my
students” (Lillian-T, GM, 2). In addition, mention of the professional and personal relationship
the Millennial teacher participants of this study have with their building principal was of
importance.
Having grown up “weaned on cooperation at home and teamwork in school that did
almost everything in groups” (Lacaster & Stillman, 2010, p. 228) Millennials prefer a work
environment where collaboration is recognized and encouraged. As indicated from the data,
participants see collaboration as a support system and wish there was more time designated for
collaboration. “I would like to find more time to collaborate with my teachers. The teamwork
with the grade levels I think your lessons become better your ideas become better too” (Addison-
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T, 2). Nevaeh-T also expressed, “My two grade level partners, we collaborate a lot just bounce
ideas off each other and that’s a good support to have” (p. 3).
Millennials are the generation accustomed to knowledge at their fingertips. They have
the acumen to utilize technology in ways to make learning fun for the students. With the push of
21st century learning, districts need to provide teachers with the tools needed to do their job. All
the teacher participants acknowledged a lack of technology. Statewide tests were scheduled to
take place within a few weeks of my observations. This year no paper and pencil exams were
being made available to districts in Missouri. All state testing in grades 3-8 was offered
digitally; yet the classrooms I observed did not have enough technology for each student.
Schedules were being created to share the building’s classroom sets of mini-notebooks. Each
building had 3 sets of 30 notebooks for students and one computer lab. District and building
leaders must have budgets that reflect their priorities. If technology is a priority, then proper
appropriations need to be made. Considering Millennials command of technology, districts are
underutilizing the Millennial teachers by not providing the tools for them to do their job.
Millennials are known for their desire to balance work with their personal life.
According to Abrams and von Frank (2014) in a 2011 global survey of adult workers, 39% of
workers 18-29 are “frequently or nearly always concerned about their work-life balance,” as
opposed to 24% of workers 60 and older (p. 39). The teacher participants acknowledged a desire
for a work/life balance but according to Kennedy-T, “I’ve not quite mastered the art of balancing
work and home” (Kennedy-T, PN, 1). Others, due to family obligations such as picking up their
child from the babysitter or having to take their child to extracurricular activities, make it a
priority to leave school by a certain time. Moreover, some have pledged to not take schoolwork
home with them. They designate home for family time. School leaders need to understand the
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value this generational group places on family and accept the teacher’s commitment to their job
while on-site recognizing the teacher’s need for a work/life balance. Further, building leaders
are encouraged to ensure the required paperwork of teachers’ serves to benefit children rather
than being superfluous.
Millennials place a high value on a fun work environment. Lancaster and Stillman
(2010) report, “Millennials tell us they can be more productive at work if they’re allowed to have
a little fun along the way” (p. 249). This generation learned through fun during preschool,
elementary and right on through college. One participant espoused this view by stating, “I don’t
just shove down academics, academics, academics. We focus on relationships and fun” (LillianT, GM, 2). With the focus on accountability, many leaders might cringe to hear employees
wanting a “fun” work environment. For some, fun might conjure an image of students’ off-task
and counter-productive to student achievement. An example of incorporating fun in the
workplace is Seattle’s famous Pike Place Fish Market. The FISH! Philosophy was discovered by
12 fishmongers simply wanting to create a great workplace. Play takes routine tasks and makes
them more interesting and engaging by having fun. The first principle to the FISH! Philosophy
is “play” (Lundin, Christensen, & Paul, 2004, p. 50). Google, a data-driven company focused on
employee productivity, has recognized the impact of happy employees. Google’s work
philosophy is “To create the happiest, most productive workplace in the world” (Stewart, 2013).
Recognizing the Millennial teachers desire and belief in having fun, incorporating a similar
philosophy like the FISH! Philosophy or a work environment like Google’s might serve to meet
Millennials need for fun.
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Theory Two – Career Choice
Career Choice was the second selective code that emerged from the data and was
addressed by all participants in the study. Alsop (2008) has identified Millennials as known “job
hoppers” (p. 13). Abrams and von Frank (2014) reported 52% of Millennials expect to leave
their employer in less than five years. Participants were asked during the group meeting in
which way they did not relate to Walker’s (2015) article “Excavating the Millennial Teacher
Mine.” Many of the participants expressed shock at the fact the article refers to the statistics on
the number of teachers that leave the profession after three years and then five years. Avery
responded, “I guess it kind of shocked me that a lot of teachers leave the profession and that I
never can see myself just leaving after three years or obviously at five years. Like, I guess I was
like, why? Why do people do that? Because I know this is what I’m supposed to do and I’m
meant to be doing this” (Avery-T, GM, p. 4). Lillian agreed with Avery. She found the statistic
“really random but then I look back, like that is true. Like when I look at friends of mine that
have, they abruptly quit. But that’s not me at all, so that would be one thing I would say is not
true” (Lillian-T, GM, p. 4). Discussion ensued following Lillian’s reference to her friends who
abruptly quit and the attrition rates reported in the article. It was suggested perhaps the
difference was in a job like working for Alltel versus a career like teaching. Regardless, there
was a consensus among the group that was not a descriptor that fit any of them.
During the one-on-one interview with the participants, teachers were asked why they
chose to teach. Answers ranged from “It’s what God wants me to do” (Lillian-T, 1) to “I was a
struggling reader. I couldn’t read. I think when you understand that you work a lot harder to get
those kids where they need to be……So I wanted to help kids” (Avery-T, 1) to “I always wanted
to be a teacher. I am just drawn to helping people. I just really want to instill the love of
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learning” (Nevaeh-T, 1). The open codes for the axial code of “Why They Teach” were (1)
mission, (2) fun, (3) love the kids, (4) influence of a teacher, (5) natural progression, and (6)
instill a love of learning.
Theory Three – Relationships with Leaders
The third selective code to emerge from the data was Relationships with Leaders.
Relationships with Leaders was supported by three axial codes, or major themes, and provided
the answers to my research question and sub-questions. The axial codes included (1) why they
teach, (2) expectations in leaders, and (3) work environment.
Millennials have a different perception of what the role of boss or leader looks like.
According to Magnuson and Alexander (2008), Millennials expect their bosses to be partners
rather than the traditional workplace hierarchy of superior over subordinate relations. Lancaster
and Stillman (2002) described the ideal Millennial work environment to be led by a boss that
does not command rather they collaborate. School leaders would do well to consider what
defines their teachers, what gets them out of bed each morning. Covey (1989) encourages “seek
first to understand, then to be understood” (p. 235). He believes this is one of the most important
ways to enhance interpersonal relations. School leaders who make this a habit can help build the
relationships the data demonstrated as desired by the Millennials.
When teacher participants were asked if they could start all over would they pursue
education or another profession, each one of them emphatically responded they would definitely
pursue education and the number one reason—the kids. A follow-up question asked the teachers
to describe where they saw themselves five to ten years. Three of six already had Master’s
degrees while the other three were working on theirs. The majority hoped to still be in the
classroom but a few wanted to use their advanced degrees to move into leadership roles such as

146
administration, or a teacher coach but that was looking ten years down the road to make that
move. When asked why they were interested in changing career paths, four of the six shared
they were encouraged by their school principals to move into administration. One of those four
presently is the lead teacher when her building principal is out of the building. Two did question
whether they would still be in education simply because of the numerous frustrations
encountered. However, both expressed the support and understanding from their building
principals helped them when dealing with the difficult issues they encounter.
When the principals were asked the question of what impacts a Millennial teachers length
of time in education, the principals noted disenchantment, drive, boredom, and a lack of support
as the reasons. Five of the six principals believed most Millennials would remain in education
but move to some type of leadership position. This was similar to the responses from the
teachers.
When the principals were asked what they thought the education field would have to do
to keep the Millennials in the classroom, three of the six recognized a greater need or desire for
support systems for the beginning Millennial. Further, the principals acknowledged Millennials’
appeal to be involved in decision-making and expressed a need in more communication for the
Millennials. Many of the principals commented on the amount of one-on-one time Millennial
beginning teachers expect with their principals. One principal went as far as stating, “They want
you constantly in their room to be told they’re doing a good job….constantly, and when you
don’t do it, they get mad!” [Noah, 2]. Principals also noted the Professional Learning
Communities within their building and shared-leadership opportunities probably will enhance
teacher commitment and retain Millennial beginning teachers longer in the classroom. The
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principals acknowledged it was their presence and time the Millennials needed. Interestingly,
these responses corresponded with the data from the Millennial teacher participants.
Millennials desire input and involvement in decision-making within the workplace. They
have been involved in major family decisions “since they were old enough to point” (Lancaster
& Stillman, 2002, p. 31). As a result of this parenting approach, Millennials carry over the same
expectation of involvement in workplace decisions. One participant expressed frustration in
having no say in changes being made to her program.
There’s not a lot of communication. I feel like it’s kind of hush, hush so when they’re
thinking about making a change we have no idea until the end of the day and they pull us
into the office and say ‘Starting in two days things are going to look completely different’
and I find that really frustrating. (Grace-T, 3)
This participant also voiced a point of contention for most Millennials when working in an
environment that does not value open communication. Serving on district level and building
committees is one way the Millennial participants perceive having a voice in decisions that
directly impact their work environment, while also having a leadership role.
Millennials desire more support. The specific type of support Avery wants is “someone
to answer questions.” In the district where this study was conducted, support comes from
teachers’ instructional leaders or their Step Up Coaches. Avery shared, “A few years ago I had a
coach that had worked with me my first year, second year, and third year. That was great
support because she was able to answer my questions and give me resources to help as I
developed my skill” (Avery-T, 3). Addison also found having a coach useful support. “We meet
with my math coach an hour every other week. She’s really good about having hands on things
that we can implement right away. She’s like a wealth of resources and that’s good because we
can bounce ideas off of her and kind of plan” (Addison-T, 2). Each participant felt they have
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administrative support. Kennedy said, “Our principal is very supportive. My principal has my
back….” (Kennedy-T, 4).
Several of the teachers expressed frustration with so much testing. All indicated they feel
support from their building leaders and the district when it comes to testing, as well as
understand testing is not a district problem as much as a state and federal problem so there was
no discontent toward their leaders as a result. In a recent NEA survey, Walker (2014) reported
42% of teachers surveyed reported the emphasis on improving standardized test scores has had a
negative impact on their classroom and 52% said they spend too much time on testing and test
prep. One teacher interviewed stated she spends a minimum of eight weeks testing throughout
the year. The average teachers claimed to spend 30% of their work time on testing-related tests.
The results from this survey are consistent with the data collected from this study’s participants.
Six open codes were used to determine the axial code of “expectations in leaders.” The
open codes are: (1) professional/personal relationships, (2) valued, (3) feedback, (4) time, (5)
collaboration, and (6) accessibility. Six open codes were used to determine the axial code of
“work environment.” The open codes are: (1) support, (2) feedback, (3) allow input, (4)
interpersonal relationships, (5) collaborative, and (6) open communication. The interview
questions that elicited the open codes were: how or in what ways would you change aspects of
your job as a teacher to make the work better; describe the support you receive from
administrators as you progress through your career as a teacher; what specific support do you
find helpful; what do you wish was different about this support; if you could start all over, would
you still pursue education or would you select another profession as a career; and describe where
you see yourself professionally in five to ten years.
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Summary of Findings
The purpose of this study was to understand the mindset of beginning Millennial teachers
regarding teaching as their career of choice and how this mindset impacts their decision to
remain committed to teaching. Data indicate three primary trends that influence their decision to
remain committed to teaching: (1) Millennial teacher persona, (2) career choice, and (3)
relationships with leaders. Each of these trends is supported with axial codes and open codes
from the triangulation of data, including interviews, personal narratives, observations, and
document collection. Together, the major themes build upon each other to support the influences
that impact a Millennial teachers decision to remain committed to teaching.
Presentation of research questions.
Six teachers under the age of 33 and in their fifth year of teaching and six principals
participated in one-on-one semi-structured, open-ended interviews. Teacher participants took
part in a group interview and completed personal narratives that were to reflect a 24-hour period
in a Millennial beginning teacher’s life. Each teacher was observed half a day. Interviews were
transcribed word-for-word, member checks conducted, and analyzed. Through open, axial, and
selective coding, six major themes developed, which enabled me to identify three selective
codes, or major trends. The three selective codes of (1) Millennial teacher persona, (2) career
choice, and (3) relationships with leaders provided the answers to my research question and subquestions.
Research question. What is it like being a beginning Millennial teacher? Data indicated
the following selective codes shaped what it is like being a beginning Millennial teacher:
Millennial Teacher Person: Reflective of these six participants, a Millennial teacher is
an overachiever who values relationships. These participants see teaching as a mission and a
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way to make a difference in the world. They desire a collaborative work environment and one
where they have input into decisions that impact them. These six Millennial teachers are very
technologically advanced, creative in their lesson design, and have a desire for fun in their
classroom and work environment. The Millennial teachers from this study value relationships
and enjoy both a personal and professional relationship with their school leader. Further, they
strive to achieve a work/life balance.
Career Choice: The Millennial teachers in this study chose teaching because they love
kids and find teaching fun. Further, they find teaching fulfilling and a way to satisfy their desire
to make a difference in the world. Being natural overachievers, these Millennial teachers
enjoyed school as students and see teaching as a natural progression. In addition, these
Millennial teachers have a desire to instill a love of learning in children.
Relationships with Leaders: The Millennial teachers in this study desire a
professional/personal relationship with school leaders. They need to be supported by their
leaders when dealing with parent and student behavioral issues. Further, they want access and
time with their leaders. These Millennial teachers are team-oriented and want opportunities to
collaborate. They need to feel valued, and feel they are contributing positively to the workplace.
The Millennials in this study want to collaborate with school leaders and be allowed to have
input in workplace decisions. They have a need for frequent feedback.
Sub-question one. Why did you choose to teach? Data indicated the following selective
codes answered the question why did you choose to teach:
Millennial Teacher Persona: The selected Millennial teachers’ in this research desire to
make a difference in the world and they see teaching as the venue to do so. Additionally, the
Millennial participants in this study like the social interaction that comes with teaching. These
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participants were overachievers and school was something they enjoyed and experienced
success. These Millennial teachers get satisfaction when students are successful.
Career Choice: The Millennial teachers in this study love working with children. As a
result of being successful in school, the Millennial participants saw teaching as a natural
progression. Moreover, Millennial teachers in this study saw teaching as their purpose or
mission in life.
Relationships with Leaders: The Millennial teachers in this study enjoy the social
relationships teaching provides. Many of the Millennial teachers in this study chose to teach
because of a relationship they had with a special teacher(s) or advisor(s). Many fondly recalled
how their teachers seemed to make school fun. Several of the Millennial teachers in this study
were told by parents, teachers, or peers they should be a teacher because they “had patience” or
were “good at explaining” thereby leading them to teach naturally. Participants in this study are
respectful and admire leaders’ acumen and position.
Sub-question two. What is your long-term career plan? Data indicated that the
following selective codes shaped the long-term career plans of Millennial teachers:
Millennial Teacher Persona: These selected Millennial participants’ love and passion
for the kids and the fun they associate with teaching should factor into their commitment to
teaching. While some of these Millennial teachers might leave the classroom, the majority will
remain in education but aspire a leadership role. Their drive and overachieving nature compels
them to advance so they can contribute to the world even more.
Career Choice: Teaching is a rationalized choice for some. Three out of the six
participants all had degrees in something outside of education but decided teaching was where
they were meant to be. The other three believe teaching is their calling; it was what they were
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supposed to do. All recognized the “calling” as well as the relationships will in all probability
keep the participants teaching or at least in the field of education. All of the participants
acknowledged the satisfaction they get when seeing students learn or by making a difference in a
child’s life.
Relationships with Leaders: While the majority of participants saw themselves
remaining in education, others saw themselves in leadership positions. Those seeing themselves
in various leadership positions have been encouraged by their building administrators to pursue
that path. Two of the participants acknowledge they have considered leaving teaching over the
years but credited the support and encouragement of their principals for still teaching. All
participants shared the need to feel valued and appreciated by their principal. In addition, all
discussed the personal relationship with their leader, and the time their leader spends with them
individually and collaboratively as important expectations for job satisfaction.
Recommendations to the Field
The purpose of this study was to better understand the mindset of beginning Millennial
teachers and how this impacts their decision to remain committed to teaching. The primary
audience for this dissertation includes school leaders who are responsible for the recruitment,
hiring, and retention of public school teachers. This research is relevant to four groups of
potential readers: district and building level administrators, pre-service teacher education
programs, graduate level school leadership programs, and policy makers including but not
exclusive to state and professional agencies. The following list of recommendations is provided
to the reader based on a composite of major findings that were discovered as a result of this
dissertation study as well as the supporting literature reviewed. The recommendations serve as
suggestions and beginning points for conversations among the various educational stakeholders.
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Recommendations to Building and District Level Administrators
The data suggest support to new Millennial teachers’ is important for their success and
retention. With the adoption of the Missouri Mentoring Standards by the State Board of
Education in 2008, school districts are required to assign a mentor to new teachers for two years
(Personnel-Teachers and Others RSMo 168.021, 2003). However, the findings suggest a
mentoring program that provides support longer than two years is desired and important in
making the Millennial participants in this study feel connected to and valued by their building
colleagues and leaders.
Further, the data collected suggest Millennials would respond well to programs such as
the FISH! Principle or work well in an environment that encourages “happiness” and
incorporates those practices or principles with their students and staff. In addition, serving and
inspiring their peers on the craft of teaching, learning, and technology can build a true school
community, which is important to Millennials. Being recognized for their strengths according to
the data also is important to Millennials.
Communicating with Millennial teachers frequently is important for their satisfaction
with their career according to the data collected. There are many ways this communication could
occur. Superintendents could host monthly meetings for district employees to attend to get a
school district update. During this time, issues, projects, planning for the future can be shared
with the employees. This will provide employees the opportunity for input, ask questions, and
feel a part of the “team.” Additionally, a “cohort system” where teachers actually attend
meetings and are part of decision making process and actively involved as a “Superintendent
Committee” could be instituted.
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Lastly, Millennial teachers in this study are driven and have high expectations.
Therefore, districts who feed their hunger by providing them leadership opportunities within the
district—perhaps even begin their own “grow-your-own” leaders might be able to retain the
Millennial teacher for longer periods of time. These leadership opportunities might entail some
professional development, such as book studies, cultural competency, data, classroom
management, standards based grading, etc., that is year long and geared toward the district’s
mission and values.
Recommendations for Pre-Service Teacher Education Programs
The findings from this study show there are practical components of professional
development (i.e., healthy parent/teacher relationships, understanding students, time
management, etc.) that the Millennial teacher participants expressed an interest in. Teachers in
the study were not confident in their skillset in regards to parent/teacher relationships,
understanding students and time management. It is suggested teacher preparation programs
explore practitioner-oriented curriculum. This type of curriculum could include practical, dayto-day aspects of teaching in public schools that have been identified as challenges by the
Millennial teacher participants and confirmed by principal participants of this study. Further, it
is encouraged that teacher education programs study the feasibility of allocating up to one year
for pre-service teachers to intern in the school districts to enhance their practical knowledge of
teacher responsibilities.
Recommendations for Educational Leadership Programs
The findings demonstrate a need for personnel courses to develop an understanding of
today’s workforce comprised of multigenerational educators and the belief systems, values, and
motivators unique to each generation. The importance the Millennials studied placed on
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accessibility, face-to-face communication, and feedback all require time from building leaders.
As such, it is encouraged building leaders explore how they might incorporate these qualities or
skillsets into leadership practices.
Recommendations for Policy Makers
From the perspective of this researcher, policy makers at various levels with varying
responsibilities can take different things from this research. Recognizing Millennial teachers
comprise 24% of Missouri teachers today, the need for understanding this generation of teachers
is not a matter of urgency per se. However, knowing the research conducted by Meister and
Willyerd (2010) estimated Millennials will comprise 74% of the workforce by 2025; it would
behoove local level policy makers such as board of education members to develop an
understanding of the work environment desired by the Millennial generation of teachers.
Further, state level policy makers such as state agencies which handle certification of educators
and their schools, as well as higher education institutions that train teachers should be aware of
emerging and changing needs of the younger workforce. Additionally, state level policy makers
may need to look at current and future teacher evaluation systems to ascertain how well they
meet the needs of Millennial teachers and vice versa. Last, there was an interest in the findings
of this study to further direct research at the state level on educator quality by Dr. Paul Katnik,
Assistant Commissioner of Educator Quality with the Missouri Department of Elementary and
Secondary Education to include Millenial perspectives and needs (personal communication, Paul
Katnik, August 2014).
Recommendations for Further Research
The purpose of this study was to understand the mindset of six beginning Millennial
teachers and how their mindset impacted their commitment to teaching as a career. This study
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was limited to six teachers in their fifth year of teaching and six principals in a large urban
district in Southwest Missouri. The impetus for completing this study was to add findings to the
paucity of research on Millennial teachers and their commitment to teaching. School leaders
whose job responsibilities include the recruitment and retention of new teachers are the primary
beneficiaries from the findings of this study. Further research is recommended as follows:
1. Additional research should look longitudinally at the retention rates of these participants to
determine how long they actually stay in the teaching profession.
2. Additional research in small, rural school districts with significantly less resources for
teacher on-boarding programs.
3. Additional research should look at teacher experiences and career commitment from the
perspective of gender, race, ethnicity, socio-economic status, and sexual orientation.
4. Additional research could compare the themes emerging from this study to themes that
emerge when interviewing other generation of teachers to identify if said themes are similar
or different.
5. Additional research should look at Millennial leadership styles.
Conclusion
Moore-Johnson et al. (2004) contend teaching as a career is a thing of the past. The
literature on teacher attrition is bountiful. Ingersoll and Smith (2003) report between 40 to 50%
of new teachers leave the profession within five years (Ingersoll & Smith, 2003). Noting
reported teacher attrition rates in combination with the research of the Millennial generation’s
projected career trajectory, this study set out to understand the mindset of six beginning
Millennial teachers and how their mindset impacts their decision to remain committed to
teaching.
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This study found that Millennial beginning teachers have strong beliefs and opinions
when it comes to teaching and leadership. They have a different way of working, talking, and
thinking with others that challenges organizational systems. Based upon the findings of this
study, the primary audience for this study should be district level and building level
administrators responsible for the recruitment, hiring, and retention of public school teachers.
Moreover, building level administrators will be provided insight based upon the review of
literature and data from the study into what motivates Millennial teachers and how to encourage
Millennial teachers, as well as insight into the professional development needs of this group of
teachers. College and university teacher education programs may benefit from the findings of
this study by understanding who this Millennial generation of teachers is and the challenges the
participants of this study faced when entering the teaching field. Through this understanding, the
teacher education programs may explore the feasibility of practitioner-oriented curriculum or
include within their coursework practical, day-to-day aspects of teaching in public schools that
have been identified as challenges by the Millennial teacher and confirmed by principal
participants of the study. Graduate level educational leadership programs may benefit from this
study by incorporating into personnel courses the needs of multi-generational workforces and
specifically Millennial teachers. Based on this study, this researcher believes this study will be
an inspiring point of conversation for local, state, and federal policy makers such as local board
of educations, state level school boards’ association, and state level education departments. State
level education departments may benefit from this study by exploring the reported attrition
concerns from the perspective of the youngest and newest group of teachers, as well as reviewing
the current and future teacher evaluation systems and how they meet the needs of Millennial
teachers. Policy makers may benefit from this study by addressing the reported attrition
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concerns with information on how local leaders can retain the youngest and newest group of
teachers. Further, policy makers can look at current and future teacher evaluation systems and
how best to meet the needs of Millennial teachers.
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profession, school and district leaders, policy makers, and academia how to retain young teachers
for longer periods of time.
I am writing to ask if you would participate in this study. To participate in the study, you will be
asked to read two brief articles about different generations and young teachers to be used at the
group interview. The group interview will take place at a location off campus and will last
between one to two hours. You will complete a brief demographic survey and participate in a
one-on-one interview that will last no longer than one hour at your worksite or a place
convenient for you. Additionally, you will be asked to grant permission for me to observe you
within your work setting.
Your participation is voluntary and you may withdraw at any time. Results from this study may
be published, but information collected will be kept confidential to the extent allowed by law and
University policy. All names, schools, and district will be coded to protect the identity. All
research obtained from this study will be kept in a secure and locked location by me and
destroyed after two years.
If you decide to participate in the study, please read through the information that is included on
the attached document—Consent to Participate in a Research Study. This will provide additional
details about the study. A $25 gift card will be provided to those who complete the study as a
token of appreciation for your time and efforts.
If you have any questions, please contact me at 417-379-0993 or dlayton@msta.org.
Thank you in advance for your consideration to participate in this study.
Sincerely,

Deana Layton, U of A Doctoral Student
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APPENDIX C
Invitation to Participate in a Dissertation Study (Group B)
Dear Colleague:
I am a doctoral student in the Educational Leadership Program at the University of Arkansas.
Your district has given consent to contact you. I am conducting research for a dissertation study
and would like your assistance. My central interest is young teachers; specifically, what it is like
for them in the teaching profession.
The purpose of this qualitative study is to understand the mindset of beginning Millennial
teachers regarding teaching as their career of choice and how this mindset impacts their decision
to remain committed to teaching. Currently, a large number of beginning teachers leave the
profession by year five of their career. It is the goal of this study to help inform the education
profession, school and district leaders, policy makers, and academia how to retain young teachers
for longer periods of time.
I am writing to ask if you would participate in this study. To participate in the study, I ask that
you first read two brief articles about different generations and young teachers. These articles
will provide background for the interview. You will be asked to complete a brief demographic
survey and participate in a one-on-one interview that will last no longer than one hour at your
worksite or a place convenient for you.
There is a gap in educational research on Millennial teachers’ opinion of the career. This study
will help fill this void and enlighten the profession with insight about young teachers’
experiences.
Your participation is voluntary and you may withdraw at any time. Results from this study may
be published, but information collected will be kept confidential to the extent allowed by law and
University policy. All names, schools, and district will be coded to protect the identity. All
research obtained from this study will be kept in a secure and locked location by me and
destroyed after two years.
If you decide to participate in the study, please read through the information that is included on
the attached document—Consent to Participate in a Research Study. This will provide additional
details about the study.
If you have any questions, please contact me at 417-379-0993 or dlayton@msta.org.
Thank you in advance for your consideration to participate in this study.
Sincerely,

Deana Layton, U of A Doctoral Student
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APPENDIX D
Group Interview Agenda
Welcome and Introductions: Introduce myself and share my background as an educator and
doctoral student. Each participant will receive a file folder that contains two copies of the
Informed Consent Form, a list of Popular Baby Names in Missouri for the year 2013, the
demographic survey, and copies of the two articles previously sent to the participants in the event
someone forgot to bring theirs. I will discuss the Informed Consent Form and ask participants to
sign both copies—one will be for the participant; the other will be returned to me at the end of
the meeting. Participants will select the name of their choice from the list of Popular Baby
Names. This name will be used as their pseudonym throughout the study. Participants will label
their file folder using their pseudonym and complete the demographic survey. Participants will
be asked to put their signed Informed Consent Form and demographic survey in their file folder
and submit the file folder to me.
Explain the Purpose of a Group Interview: The purpose of the group interview is 1) build a
rapport with participants and 2) obtain information about a topic. The group is generally
homogeneous and consists of six to 10 people who have experiences with the topic. For
instance, everyone here are general education public school teachers 33 years of age or younger
having participated in a state mandated induction program with five years of classroom
experience.
Norms: Share the belief that everyone’s ideas are important. Also, there is no right or wrong
answer in here. I will be asking that everyone be given the chance to contribute. I ask that we
share the floor with others and that only one person speaks at a time.
In order to gain insight into this topic, it is important we are open with our beliefs, feelings, and
opinions even if they may seem negative or cynical or calloused. Remember, all comments are
confidential. Obviously, anonymity is not possible in a group, but no statement made today will
be attributable to any individual. With that said, it is essential we respect and honor the privacy
of our colleagues by not sharing any information from tonight with other colleagues, supervisors,
or district staff.
Process: Remind everyone participation is voluntary. They can refuse to respond to any
question or stop participation at any time. Acknowledge this conversation is being both audioand video-recorded for the sole purpose of capturing everything that is shared. The recordings
will be erased after it is transcribed.
Discussion of Articles: The article about Millennials and other generations written by Strauss
and Howe (2007) was used to ensure a shared understanding of generational theory with the
participants; whereas the article about Millennial teachers written by Walker (2009) was used for
the interview discussion.
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Group Interview Guide:
1. Describe how your teaching is influenced by belonging to the Millennial generation.
a. In what ways do you relate to the two articles you read?
b. In what ways do you have trouble relating to the two articles you read?
2. Describe how your upbringing and experiences becoming an adult and belonging to the
Millennial generation have influenced you to become an educator?
a. What was school like for you growing up as a child?
3. Describe one event or experience in your life as a teacher that describes how you identify
as a Millennial.
Closure: I will share what each can anticipate after today’s meeting. I will discuss the timeline
for my data collection. I will explain the transcription process sharing that I will be transcribing
word for word their answers to the interview questions. Once my transcription is complete, I
will email the transcribed interview to everyone and ask each participant to review the transcript
to ensure I captured the authenticity of their beliefs, feelings, and message accurately.
Participants will be able to expand, clarify, and correct their responses. I will ask participants to
write a narrative of a typical 24-hour workday for them. Participants will be asked to either
email me their narrative or bring it with them to our one-on-one interview. Participants will be
asked to select a time for their one-on-one interview and a time for my observation. Ask if there
are any last thoughts or questions. Thank everyone for willingly participating in the interview
and this study.
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APPENDIX E
Informed Consent Form (Group A)
Title: Perceptions of Millennial Teachers’ Commitment to Teaching as a Career
Researcher:
Deana L. Layton, Doctoral candidate
Faculty Advisor:
Carleton R. Holt, Ed.D.
EDLE Graduate Advisor
Associate Professor
College of Education & Health Professions
Fayetteville, Arkansas 72701
(479) 575-5112
cholt@uark.edu

IRB Compliance Officer:
Iroshi Windwalker,
Compliance Coordinator
University of Arkansas
109 MLKG Building
(479) 575-2208
irb@uark.edu

Purpose and Description: The purpose of this qualitative study is to understand the mindset of
beginning Millennial teachers regarding teaching as their career of choice and how this mindset
impacts their decision to remain committed to teaching. This study will explore how the
youngest generation of teachers experience teaching in public schools today. The main research
question to be answered from this study is: What is it like being a beginning teacher? An
important goal of this study is to understand the youngest generation of teachers’ thoughts,
beliefs, and feelings towards teaching so school leaders can be more proactive in retaining them.
Duration of Interviews and Observation: If you join the study, you will be asked to participate
in a group interview that will last no more than two hours. You will be asked to read two articles
about teachers and different generations to build background for the group interview. You will
be asked to complete a demographic survey about you and your school and write a narrative
describing a typical 24-hour day for a beginning teacher. We will meet for a one-on-one
interview that will last no more than one hour. A time will be agreed upon between the
researcher and the participant to allow the researcher to observe the participant in their work
setting. The observation will be four hours in length and the time will be at the discretion of the
participant as unforeseen circumstances may arise while the researcher is at the worksite.
Risks and Benefits: There are no anticipated risks to participating in this study. This study is
designed for the researcher to learn more about what Millennial beginning teachers think and feel
about teaching in public schools. The primary benefit of this study is to the education
profession.
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Voluntary Participation: Your participation in this research is completely voluntary and you
may withdraw at any time. A $25 gift card will be provided to those who complete the study as
a token of appreciation for your time and efforts.
Confidentiality: Prior to any research, permission from the University of Arkansas at
Fayetteville’s Institutional Review Board was sought to conduct the study. Additionally,
permission from your district was obtained through the district’s School’s Research Review
Committee to conduct the study. Each participant’s information will be recorded under a
pseudonym. The digital voice recording will be destroyed after it has been transcribed. Personal
identifiers will be removed from the transcripts. All information will be kept confidential to the
extent allowed by law and University policy. All data will be destroyed three-years after the
completion of the study.
Right to Withdraw: You are free to refuse to participate in the research and to withdraw from
this study at any time. Your decision to withdraw will bring no negative consequences or
penalty to you.
Informed Consent: I have read the description including the purpose of the study, the
procedures to be used, the potential risks of the study, the assurance of confidentiality, as well as
the right to withdraw from the study at any time. The researcher explained each to me and
answered all of my questions regarding the study. I understand the contents of this informed
consent form. My signature verifies I freely agree to participate in this research, and I have
received a copy of this agreement from the researcher.

Participant’s Signature

Date
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APPENDIX F
Informed Consent Form (Group B)
Title: Perceptions of Millennial Teachers’ Commitment to Teaching as a Career
Researcher:
Deana L. Layton, Doctoral candidate
Faculty Advisor:
Carleton R. Holt, Ed.D.
EDLE Graduate Advisor
Associate Professor
College of Education & Health Professions
Fayetteville, Arkansas 72701
(479) 575-5112
cholt@uark.edu

IRB Compliance Officer:
Iroshi Windwalker,
Compliance Coordinator
University of Arkansas
109 MLKG Building
(479) 575-2208
irb@uark.edu

Purpose and Description: The purpose of this qualitative study is to understand the mindset of
beginning Millennial teachers regarding teaching as their career of choice and how this mindset
impacts their decision to remain committed to teaching. This study will explore how the
youngest generation of teachers experience teaching in public schools today. The main research
question to be answered from this study is: What is it like being a beginning teacher? An
important goal of this study is to understand the youngest generation of teachers’ thoughts,
beliefs, and feelings towards teaching so school leaders can be more proactive in retaining them.
Duration of Interviews and Observation: If you join the study, you will be asked to read two
articles about teachers and different generations to build background for the interview. You will
be asked to complete a demographic survey about you and your school. We will meet for a oneon-one interview that will last no more than one hour.
Risks and Benefits: There are no anticipated risks to participating in this study. This study is
designed for the researcher to learn more about what Millennial beginning teachers think and feel
about teaching in public schools. The primary benefit of this study is to the education
profession.
Voluntary Participation: Your participation in this research is completely voluntary and you
may withdraw at any time. There is no monetary compensation for your participation.
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Confidentiality: Prior to any research, permission from the University of Arkansas at
Fayetteville’s Institutional Review Board was sought to conduct the study. Additionally,
permission from your district was obtained through the district’s School’s Research Review
Committee to conduct the study. Each participant’s information will be recorded under a
pseudonym. The digital voice recording will be destroyed after it has been transcribed. Personal
identifiers will be removed from the transcripts. All information will be kept confidential to the
extent allowed by law and University policy. All data will be destroyed three-years after the
completion of the study.
Right to Withdraw: You are free to refuse to participate in the research and to withdraw from
this study at any time. Your decision to withdraw will bring no negative consequences or
penalty to you.
Informed Consent: I have read the description including the purpose of the study, the
procedures to be used, the potential risks of the study, the assurance of confidentiality, as well as
the right to withdraw from the study at any time. The researcher explained each to me and
answered all of my questions regarding the study. I understand the contents of this informed
consent form. My signature verifies I freely agree to participate in this research, and I have
received a copy of this agreement from the researcher.

Participant’s Signature

Date
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APPENDIX G
Articles Read Prior to Group Meeting
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APPENDIX H
Demographic Survey (Group A)
Demographics: Please tell me about yourself and your school.

1. Gender: (Select one)


Male

2. Year of Birth: (Select one)
 1980



Female



1985



1990



1981



1986



1991



1982



1987



1992



1983



1988



1993



1984



1989



1994

3. Ethnicity and race: (Select one)


Caucasian



Black



American Indian



Alaskan Native



Hispanic



Asian



Pacific Islander



Other

4. As a youngster, I consider my family to have been: (Select one)


Poor



Working class



Middle class



Upper class
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5. Teaching is a second career for me.


Yes



No

6. This is my ________ year at my current school. (Select one)


1st



2nd



3rd



4th



5th

7. I am primarily responsible for teaching ________________________________________
(please identify content area and/or grade level) (i.e., fourth grade; or Math—10th grade)
8. I am considered “Highly Qualified” in the following subject areas:

9. My school building is configured by the following grades: (Select one)


K-4



K-5



5-6



6-8



9-12

10. Education: Please check any of the following that apply to indicate the level of education
you have completed: (Select all that apply)


Bachelor of Arts/Bachelor of Science



Masters of Arts/Masters of Science



Alternative Certification/Licensure
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11. The approximate percentage of students with free and reduced lunch status in my school
building is ____________%
12. My school has a total average student enrollment of: (check one)


less than 500 students



500—999 students



1,000—1,499 students



1,500—1,999 students

Thank you for participating!
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APPENDIX I
Demographic Survey (Group B)
Demographics: Please tell me about yourself and your school.

1. Gender: (Select one)


Male



Female

2. Year of Birth: _____________
3. Ethnicity and race: (Select one)


Caucasian



Black



American Indian



Alaskan Native



Hispanic



Asian



Pacific Islander



Other

4. As a youngster, I consider my family to have been: (Select one)


Poor



Working class



Middle class



Upper class

5. Teaching is a second career for me.


Yes



No
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6. This is my ________ year at my current school. (Select one)


1st



2nd



3rd



4th



5th

7. Total years in education ____________
8. Total years in administration ___________
9. I am considered “Highly Qualified” in the following subject areas:

10. My school building is configured by the following grades: (Select one)


K-4



K-5



5-6



6-8



9-12

11. Education: Please check any of the following that apply to indicate the level of education
you have completed: (Select all that apply)


Bachelor of Arts/Bachelor of Science



Education Specialist



Masters of Arts/Masters of Science



Doctorate



Alternative Certification/Licensure

12. The approximate percentage of students with free and reduced lunch status in my school
building is ____________%
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13. My school has a total average student enrollment of: (check one)


less than 500 students



500—999 students



1,000—1,499 students



1,500—1,999 students

Thank you for participating!
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APPENDIX J
Popular Baby Names in Missouri for 2013

Male name
William
Mason
Liam
Jackson
Jacob
Elijah
Noah
Benjamin
James
Henry
Wyatt
Michael
Lucas
Owen
Logan
Hunter
Alexander
Ethan
Landon
Carter
Joseph
Jaxon
Aiden
Samuel
Jack
Bentley
Andrew
Luke
Gabriel
John
Levi
Brayden
Chase
Colton
Jace
Eli
Isaac
Charles

Female name
Emma
Olivia
Ava
Sophia
Isabella
Harper
Avery
Addison
Charlotte
Madison
Abigail
Lillian
Elizabeth
Zoey
Ella
Amelia
Aubrey
Chloe
Broklyn
Emily
Lily
Hannah
Evelyn
Grace
Mia
Anna
Nora
Layla
Audrey
Alexis
Allison
Natalie
Hadley
Nevaeh
Serenity
Riley
Kennedy
Claire
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APPENDIX K
Interview Guide (Group A)
1. Describe why you decided to become a teacher and what you hope to contribute to the
teaching profession.
a. In what ways is teaching what you expected it to be?
b. In what ways is it different?
2. Describe your everyday work as a teacher, including the rewards and the challenges
associated with your job.
a. How or in what ways would you change aspects of your job as a teacher to make the
work better?
3. Describe the support you receive from administrators as you progress through your career
as a teacher.
a. What specific support do you find helpful?
b. What do you wish was different about this support?
4. Describe your enjoyment of teaching compared to another potential profession you could
have pursued.
a. If you could start all over, would you still pursue education or would you select
another profession as a career? Why or why not?
b. Describe where you see yourself professionally in five to ten years.
5. What should I have asked you that I didn’t think to ask?
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APPENDIX L
Interview Guide (Group B)
1. Describe why you think Millennial teachers chose to become a teacher.
a. In what ways do you think teaching meets their expectations?
b. In what ways is it different?
2. Describe how you support Millennial teachers as they progress through their
career.
a. What specific support do you think is helpful to them?
b.

What support do you wish you could provide but cannot.

3. Describe how you have changed or adapted for Millennial teachers.
a. What approach do you use with Millennials when dealing with issues?
b.

What methods do you use to communicate with Millennials?

4. Describe the impact Millennials have made in your school.
a.

What specific actions do you see from them that impact the climate?

b.

What specific actions do you see from them that impact instruction?

5. Describe what you think impacts Millennial teachers length of time in education.
a.

What do you think would make Millennial teachers leave education?

b.

What do you think would make Millennial teachers stay in education?

6. What should I have asked you that I didn’t think to ask?
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APPENDIX M
Permission to Use Materials for Figure 1 & 2
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Legal/Permissions
One Lake Street
Upper Saddle River, NJ 07458
Fax: 201-236-3290
Phone: 201-236-3263

February 27, 2015

PE Ref #189244

Deanna L. Layton
2400 Lamborn Lane
Ozark, MO 065721
Fax #: 866-470-0916
Dear Deanna L. Layton:
You have our permission to include content from our text, MOTIVATION AND
PERSONALITY, 3rd Ed. by MASLOW, ABRAHAM H.; FRAGER, ROBERT D. .;
FADIMAN, JAMES, in your dissertation "Perceptions of Millennial Teachers-Commitment to
Teaching as a Career" for your course :EDLE700V at University of Arkansas.
Content to be included is:
Hierarchy of Needs Model
Permission is granted for printed copies to be made of the dissertation and for it to be stored
electronically at University of Arkansas.
Please credit our material as follows:
MASLOW, ABRAHAM H.; FRAGER, ROBERT D. .; FADIMAN, JAMES, MOTIVATION
AND PERSONALITY, 3rd Edition, © 1987. Printed and electronically reproduced by
permission of Pearson Education, Inc., New York, New York
Sincerely,
Mary Ann Vass, Permissions Specialist
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APPENDIX N
Permission to Use Article “Excavating the Millennial Teacher Mine”
Good luck on your endeavor in this field. I find it fascinating. I would love to read your work
when you're finished. You have my permission to use my article.
Take care.
Karen
Karen Walker, Ed.D.
Associate Professor, Director of Secondary Education
Lebanon Valley College
(717) 867-6388
walker@lvc.edu

On 2/17/15 4:09 PM, "Deana Layton" <dlayton@msta.org> wrote:
Good afternoon, Dr. Walker,
I am a doctoral student at the University of Arkansas, Fayetteville
Campus. I am working on my dissertation and am requesting written
permission from you to use your article entitled "Excavating the
Millennial Teacher Mine." My dissertation focus is on Millennial
teachers' commitment toward teaching as a career. I would like to use
your article during my large group interview for the purpose of garnering insight into my
participants thoughts on your article.
You may choose to email (I am emailing you from my work email, which is my preferred email),
fax, or mail me your written permission. I thank you for your assistance with my request.
Kindly,
Deana Layton, Doctoral Student
University of Arkansas, Fayetteville
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APPENDIX O
Permission to Use Article “The Next 20 Years:
How Customer and Workforce Attitudes Will Evolve”
Dear Deana Layton,
Thank you for your inquiry and we appreciate your checking with us. Thank you for your
email. As long as the HBR material is only being used to fulfill the class assignment in the
pursuit of your degree, permission would be granted at no charge.
Also, you can email the direct url to the article below to the participants:
https://hbr.org/2007/07/the-next-20-years-how-customer-and-workforce-attitudes-will-evolve
Sincerely,
Tim Cannon
Permissions Coordinator
HARVARD BUSINESS PUBLISHING
300 North Beacon Street | 4E | Watertown, MA 02472
voice: 617.783.7587
fax: 617.783.7556
web: www.harvardbusiness.org
-----Original Message----From: Deana Layton (dlayton@msta.org)
Sent: Feb 17, 2015 4:28:01 PM
Subject: Request permission to use an article
To Whom It May Concern:
I am a doctoral student at the University of Arkansas, Fayetteville Campus. I am working on my
dissertation and am requesting written permission from you to use an article published in the
Harvard Business Review, July-August 2007, entitled "The Next 20 Years: How Customer and
Workforce Attitudes Will Evolve" written by Neil Howe and William Strauss. My dissertation
focus is on Millennial teachers' commitment toward teaching as a career. I would like to use
your article during my large group interview for the purpose of establishing a common
understanding of generational theory with the study's participants.
I thank you for your assistance with my request.
Kindly,
Deana Layton, Doctoral Candidate

