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The Center for Teaching Quality improves student learning through developing teacher leader-
ship, conducting practical research and engaging various communities. To accomplish this
mission, the Center for Teaching Quality strives to shape policies that ensure:

® Students, no matter what their background or where they go to school, are ready to learn;
with

® Teachers who are caring, qualified, and competent with vast content knowledge and the
ability, through quality preparation and ongoing development and support, to ensure that

all children can learn; in

® Classrooms that have adequate resources and provide environments conducive to student
learning; in

® Schools that are designed to provide teachers with sufficient time to learn and work to-
gether in collaboration with a principal who respects and understands teaching; in

® Districts that have policies and programs that support the recruitment, retention and de-
velopment of high quality teachers in every school; in

® States that have well-funded systems that include rigorous preparation and licensing with
evaluation tools that ensure performance based standards are met; in a

® Region that works collaboratively, using common teaching quality definitions, sharing data,
and working across state lines to recruit, retain and support high quality teachers; in a

® Nation that views teaching as a true profession and values teachers as one of its most impor-
tant resources.
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Executive Summary

Over the last two decades, researchers have presented convincing evidence that teachers are an
important key to school improvement and to closing the student achievement gap. However,
ensuring that all students are taught by quality teachers—those with the right talent, skills,
and experience—is not enough. Teachers—even the best of them—must have the right re-
sources, tools, and supports in place in order for them to be effective over time.

In 2007, under the leadership of Superintendent Walter Rulffes and the Clark County Educa-
tion Association (CCEA), the Clark County School District conducted a web-based survey of
all school-based licensed educators in which they were asked to share their perceptions of the
state of teaching and learning conditions in the district. It was the second year in a row in
which a survey of this kind was administered, and nearly 9,000 educators (about 48 percent of
eligible respondents) completed the survey. The Center for Teaching Quality, a non-profit
research-based advocacy organization, has worked closely with the Superintendent’s Office and
the CCEA to assemble the results and conduct statistical analyses of the relationships between
teaching and learning conditions and teacher and student outcomes. This report outlines many
important connections revealed by our analyses, provides considerable information upon which
policymakers and educators can act, and offers suggestions for more refined future analyses.

General Findings

Analyses of the 2007 Clark County Teaching and Learning Conditions Survey reveal several
important findings:

® Teachers are committed to teaching, but they seek more support and opportunities to lead.
® Novice teachers face pressures both in and out of school that could impact retention.

® Elementary, middle, and high school educator perceptions of almost every facet of teaching
and learning conditions are different.

® Administrators believe that teachers are central to decision-making, but most teachers dis-
agree.

® Teachers in both Empowerment and (initially identified) TLC schools report much more
positive teaching and learning conditions.

www.teachingquality.org
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What We Know About Teacher Stayers, Movers, and Leavers

Teacher responses to survey items were disaggregated and analyzed based on each teacher’s
declared career intentions (i.e., stay in current school, move to another school within the dis-
trict, or leave the district or teaching entirely). Key results include the following:

® Teacher movers and leavers are most dissatisfied with school leadership and with their
perceived levels of empowerment.

® Financial considerations are the greatest influence on early-career leavers.

® Many novice teachers are not mentored at all, but those who are mentored are more likely
to remain in the classroom and in the district.

Domain-Specific Findings

Several relevant patterns also emerged in analyses of the five teaching and learning conditions
domains:

®  Leadership—Though educators perceive overall leadership conditions to be relatively posi-
tive, they are unenthusiastic about leaders” efforts to address teachers’ concerns about vari-
ous aspects of teaching and learning conditions.

®  Facilities and Resources—Most CCSD educators have positive impressions of many aspects
of their facilities and resources, but there are major discrepancies in impressions across
regions, especially with respect to school safety.

®  Empowerment—Educator perceptions of their empowerment tell two different stories: im-
pressions of many aspects of school-level educator empowerment are relatively positive, but
impressions of classroom-level empowerment lag.

® Time—More than half of all educators believe that instructional time is protected from
interruptions; however, many think that their class sizes do not ensure adequate time to
meet each student’s needs, and several even report having to work second jobs (which can
hinder their ability to become expert teachers).

®  Professional Development—Most CCSD educators express positive impressions of the guality
of professional development, but teachers do not believe they receive enough professional
development in key areas.

Analyses of Teacher Working Conditions Impacts on
Teacher Attrition and Student Achievement

Statistical regression analyses revealed important relationships between several teaching and
learning conditions, teacher career intentions, and student achievement gains:

®  Teachers who sense that there is an atmosphere of trust and respect at their schools and who

do not face the pressures of having to work a second job are more likely to intend to stay at
their current schools.

Center for Teaching Quality
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® There is promising statistical evidence that positive teaching and learning conditions are
associated with student achievement, but there is also a need for additional and more
refined analyses in order to better understand these connections.

Comparing Results from the 2006 and 2007 Surveys

Though changes in perception are for the most part minor, comparisons of survey results for
2006 and 2007 are promising. Respondents indicate more positive conditions for time, facili-
ties and resources, and professional development, and these positive changes in perception are
often linked to the degree to which the 2006 survey results were utilized at each school.

Next Steps

Over the last several years, the Clark County School District has made great strides toward im-
proving teaching and learning conditions in each assessed domain: leadership, empowerment,
time, professional development, and facilities and resources. There is still work to do, however,
and both the research findings and educator feedback suggest the following recommendations:

® Administrators should strive to provide greater time protection for their less experienced
teachers, and efforts should be made to provide those teachers and their administrators
with new methods for making that possible.

® The differences among educators at different school levels and across different positions in
their impressions of professional development strongly suggest that the district should
conduct a thorough review or audit of the district’s approaches to crafting and providing
professional development.

® The district also should conduct a thorough review or audit of its mentoring efforts. Given
the enormous mentoring needs of the district and the high cost of providing sound on-the-
ground mentoring, it may be prudent to consider some form of virtual mentoring.

® The district should encourage and help its administrators to assess their leadership and
empowerment practices, along with their interactions with teachers, in order to move to-
ward improvement in these areas and toward establishing stable and committed faculty
communities.

® The district should undertake an extensive case-study research and development effort to
uncover exactly how teachers and administrators in targeted schools have improved their
teaching and learning conditions—knowledge that cannot be gained via survey data alone.

® The district should work with the State of Nevada to develop teacher, student, and admin-
istrator data systems that can track teacher and administrator teaching and learning condi-
tions survey responses longitudinally and link these data with actual teacher turnover fig-
ures and robust measures of student achievement.

Clark County is a school district in which administrators, union leaders, and teachers work to-
gether to make teaching the profession students deserve. These data-driven recommendations can
assist the district as it continues to maximize its investment in the teaching and learning condi-
tions that support educators in their efforts to help every child reach her or his fullest potential.

www.teachingquality.org






Introduction

Over the last two decades, researchers have presented convincing evidence that teachers are an
important key to school improvement and to closing the student achievement gap. However,
ensuring that all students are taught by quality teachers—those with the right talent, skills,
and experience—is not enough. Teachers—even the best of them—must have the right re-
sources, tools, and supports in place in order for them to be effective over time.

Indications from research continue to build the case that teacher working conditions can im-
pact student learning, both directly through their impact on instructional practice and indi-
rectly through their contribution to teacher attrition. For example, Eric Hanushek and Steven
Rivkin have noted that “variations in salaries and working conditions can contribute to unequal
school quality.”® In addition, Susannah Loeb and Linda Darling-Hammond have found that
teachers’ self-reports of their working conditions can predict teacher attrition,” and Richard
Ingersoll has shown that many teachers leave their schools because of conditions such as low
salaries, lack of support from the school administration, student discipline problems, and lack
of teacher influence over decision-making.? Teachers also indicate that a positive, collaborative
school climate and support from colleagues and administrators are among the most important
factors influencing whether they stay in a school.*

The importance of working conditions and their connections to teacher retention and student
achievement is familiar to many educators and policymakers in Clark County. Nevada is one of
the fastest-growing states in the nation, due in no small part to the growth of Clark County
itself, where 68 percent (almost 16,000) of the state’s 23,000 teachers work. As the fifth-largest
school district in the United States, the Clark County School District (CCSD) faces significant
teacher recruitment and retention challenges. The district supports well over 300 schools,
divided into multiple and diverse regions that encompass the sprawling Las Vegas area. In
recent years, CCSD has opened about 11 new schools annually, which, coupled with the district’s
teacher attrition rate, has put great pressure on the district to find enough qualified teachers.
Approximately 35 percent of new hires leave within three years, and state officials estimate that
50 percent leave within five years. In 2006-07 alone, the district hired 2,400 new teachers, the
vast majority of whom (80 percent) came from out of state.

The district’s teacher retention problems are compounded by its teacher qualification prob-
lems. Because demand for teachers—especially core academic teachers and teachers of second
language learners—far outstrips supply, district administrators often have to hire out-of-field
teachers. According to the District’s most recent accountability report, approximately 30 per-
cent of the CCSD core academic teachers’ are not “highly qualified” according to federal guide-
lines.®

www.teachingquality.org
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The district’s teacher supply problem is compounded by the need to recruit and retain teachers
who are prepared to teach an increasingly diverse group of students. For the 2006-2007 school
year, the district’s student population was comprised of 30 percent Hispanic students, 14
percent African-American students, 9 percent Asian students, and 38 percent white students.
Research shows that teachers need more preparation and on-the-job support than ever before in
order to be successful with such diverse student populations, especially in terms of learning
how to teach second language learners, how to incorporate new assessment tools, and how to
capitalize on literacy and mathematics strategies with all learners.”

And yet, despite these challenges, CCSD has made noteworthy progress in closing the student
achievement gap. In only a few short years, the proportion of schools meeting state Adequate
Yearly Progress targets have increased from 75 percent to 86 percent in reading and from 68
percent to 88 percent in mathematics; in 2006-2007, there were even across-the-board in-
creases in first-time pass rates on the state’s High School Proficiency Exam.®

The district’s extraordinary efforts to increase student achievement are also reflected in the fact
that the district’s visionary leaders have taken on the challenge of rethinking how teachers are
supported. In 2006, CCSD, with the help of the Center for Teaching Quality (CTQ), con-
ducted a pilot survey of teaching and learning conditions across the district that garnered more
than 8,500 responses. Analyses of those results suggested that there were connections between
the presence of positive working conditions, the future employment plans of teachers, and
Nevada Criterion Referenced Test (NCRT) results.” In the spring of 2007, under the leader-
ship of Superintendent Walter Rulffes and the Clark County Education Association (CCEA),
Clark County conducted a second web-based population study of all school-based licensed
educators in the district, making the district the first in the nation to conduct a comprehensive,
population-wide survey of teacher working conditions for two straight years, and providing an
opportunity for district officials to hear from educators about whether or not critical conditions
of work were changing in their schools. In a message to the district’s teachers, Dr. Rulffes noted:

One of the most important ingredients to a student’s success is the classroom teacher.
Providing and maintaining a professional working climate for all our teachers is a top
priority in the CCSD. To achieve this goal, it is important for us to better understand
your needs.

In a similar vein, CCEA Executive Director John Jasonek states on the Teaching and Learning
Conditions Survey website, “Teachers are the ones in the trenches every single day. A survey like
this can only help enhance the working climate and help reshape the future of generations of

teachers to come.”'?

Indeed, the district and its teachers’ union already have responded by making educators central
to the process of interest-based problem solving. The Clark County Teaching and Learning
Conditions Team—comprised of practicing teachers and retired principals—has been using
survey data in its work to engage in meaningful school reforms with 12 schools.

In addition, the district (with support from the Council for a Better Nevada and the CCEA)
has designated several schools as Empowerment Schools—schools in which teachers and ad-
ministrators have more authority to take control of teaching and learning conditions by making
decisions about a variety of school components such as campus programs and staffing levels. For
example, at Antonello Elementary school, teachers and administrators have leveraged addi-
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tional resources to create before- and after-school tutoring programs in reading and math.
Teachers at Empowerment schools also have access to expanded professional development offer-
ings, as well as more time to collaborate. Impressed by these efforts, Governor Jim Gibbons and
the state’s legislature crafted a $60 million Empowerment school plan in the summer of 2007
that supports 29 new Empowerment schools statewide.!!

All of these issues—extraordinary student enrollment growth, high teacher turnover, teaching
vacancies filled by underprepared teachers, relentless efforts to close the student achievement
gap, and district leadership that offers administrators and teachers more flexibility to design
innovative programs—form the complex backdrop that informs the analyses of the 2007 Teach-
ing and Learning Conditions Survey data presented herein. CTQ is proud to partner with the
Clark County School District in its efforts to come to a deeper understanding of the ways in
which teaching and learning conditions impact teacher retention and student achievement. By
hearing directly from school-based educators who intimately experience and understand the
issues surrounding teaching and learning conditions, policymakers have the opportunity to
make data-driven policies that will make Clark County schools better places to work and learn.
The issues raised in this report have implications for how the nation’s fastest-growing school
district organizes its schools and supports the profession that makes all others possible.

About the 2007 Survey

For the second year in a row, educators in schools across the district spoke out on teaching and
learning conditions by participating in a web-based survey that addressed key conditions re-
lated to time, empowerment, school leadership, professional development, and facilities and
resources. Thanks to the efforts of the CCEA and the CCSD, nearly 9,000 educators (8,959
out of 18,602, or about 48 percent of eligible respondents) responded to the latest Clark
County Teaching and Learning Conditions Survey. Of those respondents, 8,101 were class-
room teachers, 153 were principals, 180 were assistant principals, and 505 were education
professionals serving in other capacities.'” More than 240 of the district’s schools achieved
response rates of 35 percent or higher, and individual reports for those schools are now available
online for faculty and staff,”” providing critical information for making school- and district-
level decisions about policies and practices that affect teaching and learning conditions in Clark
County (See Appendix A for response rates by site).

Because not every school in Clark County met the school-level response rate threshold of 35
percent, it is important to bear in mind the degree to which the respondents reflect the diver-
sity of the entire population of Clark County educators before making statements about how
survey responses inform our understanding of teaching and learning conditions across the
district. While there are some areas in which the survey respondents as a group appear to be
somewhat different from the full complement of Clark County educators, in many respects the
survey response group is reflective of Clark County educators as a whole. For example:

® About 77 percent of the survey respondents are female and about 23 percent are male; in
Clark County in 2007, about 75 percent of all educators were female and 25 percent male.

® As in most districts, the distribution of teachers in Clark County heavily favors the earlier

grades (about 54 percent at the elementary school level, 20 percent at the middle school
level, and 22 percent at the high school level), and the proportion of survey respondents
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from each school level reflects that distribution: 56 percent, 21 percent, and 19 percent,
respectively.

However:

® There appear to be a disproportionate number of very early career and very late career
respondents, relative to the general population of CCSD educators: whereas the proportion
of educators in CCSD with more than 20 years of experience is about 9 percent, nearly 20
percent of the survey respondents have 20 or more years of experience; also, while only
about 2 percent of CCSD educators are first-year teachers, about 8 percent of survey re-
spondents are in their first year.

® Survey respondents are more likely to hold a graduate degree than are educators in the
general CCSD education population: 69 percent of survey respondents report holding a
degree higher than a bachelor’s degree, while only about 62 percent of the entire CCSD
educator population holds a graduate degree.

Consequently, readers of this report are encouraged to exercise caution when attributing the
results presented herein to the entire population of Clark County educators.

About the Report

This report is the final of two reports to be released that contain analyses of trends and patterns
in the responses of Clark County educators in 2007. The first report presented an overview of
initial findings based on a preliminary review of survey responses. This second report supple-
ments these findings (reiterated in an updated form here) with an overview of educator re-
sponses in each of the five aforementioned teaching and learning conditions domains. Addi-
tional sections included here for the first time or expanded from the previous report are:

® A more detailed examination of how survey responses differ by teacher career intentions
(defined below);

® A review of how survey response patterns differ based on the participation of new teachers
in mentoring programs;

® Analyses of how teacher working conditions may influence teacher attrition and student
achievement; and

® A comparison of 2006 and 2007 survey responses.

Some of the patterns revealed are intriguing and suggest directions for further analyses in sub-
sequent years.

Comparisons to 2006 Survey Results

In 2006, Clark County School District (CCSD) and the Clark County Education Association
(CCEA) forged a unique agreement to use a survey to begin to understand differences in teach-
ing and learning conditions across the district. As in 2007, approximately 48 percent (or about
8500) of the district’s 17,341 school-based licensed educators responded to that first survey.
Based on an analysis of results from that survey, CTQ recommended investing in support for
teachers and principals in utilizing survey data and improving teaching and learning conditions
in their schools,' and the district responded. A district-sponsored Teaching and Learning Con-
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ditions (TLC) Team, comprised of released teachers and retired principals trained by the Fed-
eral Mediation and Conciliation Services, has used survey data to engage in interest-based
problem solving with schools. The district and union have created incentives and supports (e.g.,
professional development credits, training, and substitutes) to encourage and allow teachers
and administrators the time necessary to begin unpacking what the teaching and learning
conditions data mean for improving student learning.

With this 2007 report, CTQ can contribute to these efforts by offering updated data that
provide insight into the extent to which teaching and learning conditions have been impacted
by these laudable initial efforts. In this final report, we continue the analysis begun in the
interim report of examining differences in how Clark County educators in 2006 and 2007
perceive the teaching and learning conditions in which they teach and in which students learn.

Definitions Used in this Report
Educator

Most items on the survey were answered by every respondent, regardless of her or his position
in a school. Survey respondents identified themselves as either being teachers, principals, assis-
tant principals, or other education professionals, such as school counselors or social workers. In this
document, when we refer to educators, we are talking about people in all four of these categories.

Teacher

In some cases, we draw distinctions between what classroom teachers report and what princi-
pals or other groupings of non-teacher educators report. The bulk of the survey respondents
(over 90 percent) were teachers, so in many cases, teacher responses and responses for all educa-
tors (responses from teachers and from all others surveyed) will be very similar, but they are not
exactly the same; in some cases, they are quite different.

Teacher Career Intentions

An important goal for this report is to begin to understand some of the reasons why teachers
leave schools. Only classroom teacher respondents were asked about their future employment
intentions, and based on their responses they are categorized as being either:

® Stayers, or teachers who intend to continue working at their current school;

®  Movers, or teachers who intend to continue teaching but who are unsure of where they will
teach next or who plan to move to another school within the district; or

® Leavers, or teachers who plan to leave CCSD or to leave teaching entirely.
Domain
Items in the survey instrument primarily are organized into domains, a term we use throughout

this report to designate a specific aspect of teaching and learning conditions. The domains
addressed in the Clark County Teaching and Learning Conditions Survey include time, facili-
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ties and resources, empowerment, school leadership, and professional development. We define
these major concepts in the following ways:

® Time refers to the opportunities teachers have to meet the needs of their students given
school schedules, non-instructional duties, paperwork, and availability (or inaccessibility)
of structured venues to collaborate with colleagues.

® Facilities and Resources refer to teachers’ access to the people, materials, and tools they
need to teach effectively, as well as to the extent to which their school is safe and well-
maintained.

® Empowerment refers to opportunities for teachers to develop as professionals, receive recog-
nition as instructional experts, and utilize their unique skills to solve educational problems.
This concept is not about developing teacher power at the expense of administrative au-
thority, but about professionalizing teaching and effectively using teachers’ expertise. In
this report, two types of empowerment are discussed: empowerment at the individual
classroom level (referred to throughout as the Classroom-Level Strand) and empowerment at
the whole-school level (referred to throughout as the School-Level Strand).

® School Leadership refers to how administrators and other school leaders shape a shared
vision for success, enhance school climate, enforce norms, and recognize good teaching.

® DProfessional Development refers to the quality and quantity of teachers’ formal opportuni-

ties to learn what they need to know and do in order to be effective with the students they
teach.

Center for Teaching Quality



Survey Results

The following findings are updated from the 2007 Clark County Teaching and Learning Con-
ditions Survey report on preliminary data trends (released in August 2007), and they also now
include references to issues influenced by the state’s specific teacher supply and demand dy-
namics. We begin with general findings, followed by findings specific to teachers’ different
career intentions. Next, we address how Clark County teachers with different mentoring and
induction experiences view their teaching and learning conditions, followed by brief analyses of
the domain-specific responses that inform these findings.

General Findings

1. Teachers are Committed to Teaching, But They Seek
More Support and Opportunities to Lead

There is good news in the survey results. Approximately three-quarters (72 percent) of CCSD
educators believe that their schools are good place to work and learn, and almost one-third (31
percent) of them strongly agree with that statement (Figure 1).

Figure 1: "Overall, my school is a good place to work and
learn."
Strongly Agree
31 percent

Strongly Disagree
7 percent

Disagree
8 percent

Neither Agree nor
Disagree
13 percent

Agree
41 percent

There are also positive signs in each domain (Table 1). Eighty-three percent of educators report
that faculty are committed to helping every student learn, and 74 percent claim that opportuni-
ties are available for parents and the community to contribute to school success. In addition, at
least one-half of all educators have positive impressions of all but two aspects of leadership behav-
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ior, more than 55 percent of educators agree with all of the professional development items, and
responses to questions about the quality of facilities and resources are uniformly strong.

Table 1: Survey Responses Indicating Greatest Levels of Educator Agreement
in Each Domain

Both
Agree/
Strongly ! Strongly
Agree Agree Agree*

Percent Agreeing:

Domain: Use of Time

Teachers have time available to collaborate with their colleagues. 46% 11% 57%

Teachers are allowed to focus on educating students with minimal

: . 42% 12% 55%
interruption.

Domain: Facilities and Resources

Teachgrs have access to reliable pommunlcatlon technology, 57% 27% 84%
including phones, faxes and email.

Teachers and staff work in a school environment that is safe. 50% 25% 75%

Domain: Teacher Empowerment (Classroom-Level Strand)
Teachers play a large or primary role in:

Devising teaching techniques 37% 16% 53%

Setting grading and student assessment practices 36% 14% 51%

Domain: Teacher Empowerment (School-Level Strand)

Parents and community members have opportunities to contribute to

. 58% 16% 74%
students' success.
In this school we take steps to solve problems. 46% 17% 63%
Domain: Leadership
The faculty are committed to helping every student learn. 51% 32% 83%
Teacher performance evaluations are fair in my school. 46% 24% 70%
Domain: Professional Development
Profegsmnal develqpment ha§ prov@ed you ywth strategies that you 58% 12% 70%
have incorporated into your instructional delivery methods.
Sufficient resources are available to allow teachers to take advantage 53% 16% 69%

of professional development activities.

* Some totals are larger due to rounding
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On the other hand, there are several areas in which district educators are not as positive about
their teaching and learning conditions. Overall, educators are least likely to note the presence of
positive teaching and learning conditions in the areas of time and empowerment. For instance,
less than half of all educators express positive opinions on a majority of questions about time
usage, and fewer than 33 percent of educators believe that teachers play a large or primary role
in any area of school-level decision-making. Except in the domains of professional development
and facilities and resources, there are areas in each domain for which fewer than 50 percent of
CCSD educators perceive that positive working conditions are present in their schools or that
teachers play a large or primary role in decision-making (Table 2).

Table 2: Survey Responses with the Lowest Levels of Educator Agreement for
Selected Domains

Both
Agree/
Strongly | Strongly
Agree Agree Agree*

Percent Agreeing:

Domain: Use of Time

Teachers have reasonable class sizes, affording them time to meet

0, 0, 0,
the educational needs of all students. 31% % 38%

Efforts are made to minimize the amount of routine administrative

0, 0, 0,
paperwork | am required to do. 33% 8% 41%

Domain: Teacher Empowerment (Classroom-Level Strand)
Teachers play a large or primary role in:

Determining the requirements of lesson plans 27% 9% 36%

Selecting instructional materials and resources 28% 10% 38%

Domain: Teacher Empowerment (School-Level Strand)
Teachers play a large or primary role in:

Providing input on how the school budget will be spent 14% 2% 16%
Determining the content of in-service professional development 17% 3% 21%
programs

Domain: Leadership

School Igadgrs consistently address teacher concerns about 35% 10% 45%

leadership issues

The school improvement team provides effective leadership at this 36% 12% 48%

school.

* Some totals are larger due to rounding
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As reported in Table 2, only about 40 percent of educators believe that class sizes are reasonable
and that efforts are made to reduce the amount of required administrative paperwork. With
respect to decision-making, less than one quarter of all educators believe that teachers are cen-
trally involved in budget decisions (16 percent) or in determining professional development
content (21 percent). In fact, when decisions involve any type of school-level concern, educa-
tors believe that teachers are not particularly likely to play a significant role (only 42 percent of
all educators believe that teachers are centrally involved in decision-making about educational
issues). In addition to the low percentage of educators who believe that teachers are involved in
professional development content and budgeting decisions, only 29 percent report that teach-
ers play a primary or large role in setting student discipline policies, and only 32 percent think
that teachers are similarly involved in school improvement planning. CCSD educators’ percep-
tions of teacher empowerment within their own classrooms are more positive, with 53 percent
agreeing that teachers play a large or primary role in devising teaching techniques and 51
percent indicating that teachers play a strong role in student assessment practices, but even
these marginally positive results are cause for some concern: nearly half of all CCSD teachers
express reservations about their ability to play a large role in two key aspects of the teaching
profession.

Relevant Domain Analyses: Leadership (p. 27), Facilities and Resources (p. 29), Empowerment
(p. 30), Time (p. 32), Professional Development (p. 33)

2. Novice Teachers Face Pressures both In and Out of School
that Could Impact Retention

Of the more than 8,100 classroom teacher respondents in 2007, 23 percent have less than four
years of teaching experience and 44 percent have more than 10 years of teaching experience.”

In this report, we define teachers with less than four years of experience as novice teachers and
those with more than 10 years of experience as experienced teachers. One reason for looking
specifically at teacher data by experience level—rather than at data by the experience levels of
all educators—is that CCSD, like many other districts across the nation, tends to suffer from
high attrition rates among its novice teacher. Research on teacher attrition has found that, next
to teachers who are eligible for retirement, novice teachers have the highest attrition rates.'®
Once teachers have been employed for five years, their odds of leaving the profession drop
considerably.

Overall Findings

In general, experienced teachers hold more positive views of the teaching and learning condi-
tions in their schools than do novice teachers (on a little more than 60 percent of survey items),
but in most cases the differences are not large (less than 8 percentage points). There are a few
items, however, for which differences in responses warrant a closer look, and Table 3 summa-
rizes these items.
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Table 3: Differences in Perceptions of Novice and Experienced Teachers

Percent Agreeing by ! Difference in

Experience: Percentage

1-3 yrs 11+ yrs Points
Domain: Time
It is necessary for me to work a second job during the regular school 48% 38% 10
year.
In a typical year, | spend 11 or more non-paid .days beyond.m.)./. 53% 44% 9
current contract devoted to school and professional responsibilities.
Teachers are protected from duties that interfere with their essential 47% 550 8
role of educating students.
Domain: Facilities & Resources
Teachers have sufficient access to appropriate instructional materials 64% 73% -9
and resources.
Teachers and staff work in a school environment that is clean and 76% 67% 9

well maintained.

Domain: Teacher Empowerment (Classroom- and School-level)
Teachers play a large or primary role in:

Selecting instructional materials and resources 31% 40% -9

Determining the content of in-service professional development

14% 22% -8
programs
Use of 2006 Survey Results
At this school we utilize results from the 2006 Teaching and Learning 17% 25% s

Conditions survey.

Time

The most critical differences between the perceptions of novice and experienced teachers are in
the area of time, where novice teachers appear to experience more in-school and out-of-school
pressures than do their veteran peers. In school, for example, fewer novice teachers than experi-
enced teachers agree with the statement, “Teachers are protected from duties that interfere with
their essential role of educating students” (47 percent versus 55 percent). One of those duties
that may be interfering with their role as educators is mentoring. Despite still being novices
themselves, there is a small but notable number of early career teachers in CCSD who are given
responsibility for mentoring new teachers. One hundred and forty-seven of the novice teachers
surveyed (about one in thirteen) report being mentors, and more than one-fourth of them
(37)Y report being responsible for mentoring multiple novice teachers. At the same time, 37
percent of novice teachers report not having been assigned any mentor at all at any point over
the past three years (Figure 2).

www.teachingquality.org



12

Final Report on the 2007 Clark County School District Teaching and Learning Conditions Survey

Figure 2: Novice Teachers and Mentoring
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Novice teachers appear to experience a greater degree of time pressures outside of their regular
day as well. To begin with, a sizeable minority of all CCSD teachers, regardless of years of
experience, indicate that they have to work second jobs, but the rate is noticeably higher for
novice teachers (48 percent versus 38 percent). In addition, though the amount of time novice
teachers spend on schoolwork outside of school is not vastly greater than it is for experienced
teachers—53 percent of novice teachers and 44 percent of experienced teachers report spending
11 or more days a year beyond their contracted time on school and professional duties (Table 3,
above), and 72 percent and 68 percent, respectively, report that they spend more than an hour
a day on school work outside of school hours—the time pressure does appear to be greater for
the novice teachers. To be sure, some of these differences occur because many novice teachers
have not developed the classroom and time management skills of their more experienced col-
leagues; however, given that novice teachers already face a number of obstacles to becoming
effective teachers (including maximizing the use of instructional time in their classes), the
differences in teacher perceptions of these conditions may be significant.

Other Notable Differences

Novice teachers tend to believe that they work in cleaner school environments, but experienced
teachers tend to be more positive about the teaching resources available to them (especially the
availability of instructional materials) and their control over the selection of those resources—
though admittedly only marginally so in most cases (Table 3, above). The differences between
novice and experienced teachers in this area may reflect the fact that many beginners are not as
savvy as their experienced colleagues at knowing how to access materials, supplies, and other
resources. A number of studies have documented that beginning teachers often simply do not
have the know-how to utilize resources efficiently, even when they are readily available to them. In
addition, the same research found that access to materials and resources impacts student achieve-
ment.'"® Coupled with these research findings, the results from the 2007 Teaching and Learning
Conditions Survey suggest that mentors and other personnel who are involved in new-teacher
induction need to ensure that beginning teachers not only have access to all available resources,
but also understand the process for acquiring these materials and services themselves.
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Finally, several of the issues discussed above are related to levels of teacher empowerment, both
at the classroom and the school levels. For example, in addition to being less likely than experi-
enced teachers to believe that they are empowered to select materials for their classrooms,
novice teachers also are less likely to believe that they can help to determine the content of their
professional development (Table 3, above) and, to a lesser extent, that they can take part in
school improvement planning (26 percent versus 33 percent). To some extent, these findings
come as no surprise, given that experienced teachers are more likely than novice teachers to be
members of decision-making committees or to be consulted by principals, and that they are
more likely to have the institutional and practical knowledge to make important decisions
about organizational structures and instruction. However, there are empowering roles that
novices can play that may help them to develop professional skills more quickly and, more
importantly, encourage them to remain in teaching.

Relevant Domain Analyses: Empowerment (p. 30), Facilities and Resources (p. 29), Time (p. 32)

3. Elementary, Middle, and High School Educator Perceptions
of Almost Every Facet of Teaching and Learning Conditions
Are Different

There is a long history of school studies that show how diverse cultures at different grade levels
affect educators’ work life and sense of self-efficacy.” The following analyses examine the differ-
ences in the proportion of elementary, middle, and high school respondents who have positive
impressions of various aspects of the teaching and learning conditions in their schools. High-
lighted here are responses for which the differences between educators at two or more levels are
10 percentage points or greater.

Of the nearly 9,000 survey respondents, about 57 percent work in elementary schools, 21
percent work in middle schools, and 19 percent in high schools (about 3 percent work in
mixed-level schools).?* Across all but one of the domains, elementary educators tend to respond
more positively to most statements about teaching and learning conditions than do high school
educators, the notable exception being the classroom level strand of the empowerment domain,
where high school responses are more positive. Middle school responses are higher than both
elementary and high school responses for the most part only for questions about the availability
of teaching resources.

Time and Facilities & Resources

Compared to their elementary and middle school colleagues, high school educators report that
teachers have less reasonable class sizes and less time to collaborate with colleagues, while also
noting more interruptions and administrative distractions, such as paperwork. Also, they and
middle school educators are less likely than elementary educators to report that teachers have
sufficient access to communication technology and to other professionals who can assist them
in their jobs. In addition, middle school educators are less likely than either elementary or high
school educators to believe that their schools are clean, well-maintained, and safe (Table 4).

The multiple possible reasons behind all of these differences are worth exploring, given their
importance in educators’ decision-making about whether to stay or leave a particular school. To
be sure, in some cases the differences cannot be addressed directly by schools because they are
a result of differences inherent in schooling at different grade levels. For example, it is perhaps
not surprising to learn that fewer elementary school teachers view student misbehavior as a
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problem (61 percent cite it as having an impact on their career decisions, compared to 65
percent of high school teachers and 69 percent of middle school teachers), which could influ-
ence their perceptions of working in safer school environments. Similarly, the perceptions of
better maintained and clean elementary schools might result from the fact that these schools
tend to be smaller (and therefore more easy to maintain) buildings, or that they also tend to be
newer buildings—a possibility that is especially likely in a community like Clark County, in
which the ongoing population explosion continues to impact young student population num-
bers.?' It is also quite possible, however, that the findings indicate that leaders at different levels
of schooling are more effective at establishing certain teaching and learning conditions than are
their colleagues at other levels. Unfortunately, the survey data do not allow us to discern the
underlying reasons behind these differences, but school administrators with intimate knowl-
edge of their school settings can use the data to investigate potential causes for these differing
views. Case studies at the school level may also help CCSD to uncover some of the reasons
behind these and other differences across schools.

Table 4: Perceptions of Time and Facilities & Resources Conditions, by School Level
- Range of
Percent Agreeing: 9
percentage
Elementary Middle High points:

Time
Teachers have reasonable class sizes, affording them time to meet 26% 30% 24% 2
the educational needs of all students.
Teachers have time available to collaborate with their colleagues. 63% 51% 44% 19
?I'eachers are allowed to focus on educating students with minimal 59% 53% 23% 16
|nterrupt|0n.
Efforts are made to mlnlmlze the amount of routine administrative 24% 39% 33% 11
paperwork | am required to do.
Teachers are protected from duties that interfere with their essential 55% 54% 45% 10
role of educating students.
Facilities and Resources
Teachers and staff work in a school environment that is safe. 79% 67% 71% 12
Teacher.s ar.1d staff work in a school environment that is clean and 77% 66% 68% 11
well maintained.
Teachers have sufficient access to a broad range of professional 71% 68% 60% 11
personnel.
Teachfers have sufficient access to appropriate instructional 74% 74% 64% 10
materials and resources.
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Professional Development*

About 70 percent of all teachers believe that their professional development experiences have
provided them with strategies that they actually incorporate into their instruction. Even so,
evidence of concern across school levels exists as well. Elementary and middle school teachers
are more positive than are high school educators, with over three-quarters of elementary school
teachers and nearly seven out of ten middle school teachers reporting that professional develop-
ment activities are incorporated into their classrooms, compared to only about 57 percent of
high school teachers. In addition, a sizeable majority of elementary and middle school teachers
believe that their professional development experiences are useful in trying to improve achieve-

ment (70 percent and 60 percent, respectively), but less than half of all high school teachers
hold the same view (Table 5).

Table 5: Teacher Perceptions of Professional Development, by School Level
Percent Agreeing: . Range of

| percentage
Professional Development Issue: Elementary Middle High | points
School-based PD provides tgachers with knowledge and skills 67% 54% 39% : 28
most needed to teach effectively.
Professmn_al development has proved useful to you in your 70% 60% 49% : 21
efforts to improve student achievement. |

i
Professional development has provided you with strategies :
that you have incorporated into your instructional delivery 76% 69% 57% i 19
methods. |
D|_str|ct-W|de PD provides teacher§ with the knowledge and 61% 500 43% : 18
skills most needed to teach effectively.
Sufficient resources are available to allow tga}ghers to take 72% 68% 60% ! 12
advantage of professional development activities.

Consistent with other statements about professional development, there is a large disparity
between the perceptions of lower-grade and high school teachers about the efficacy of school-
and district-based professional activities as well (Table 5, above). The difference in perceptions
about the degree to which the district’s professional development activities enhance teacher
skills as instructional leaders (reported in Table 8, below) seems to support these impressions.
Given that the alignment of professional development activities with district instructional ini-
tiatives is a system-wide goal,* this disparity suggests that further work may be needed in this
area to improve secondary school professional development offerings.

Leadership

There are once again fairly substantial differences between elementary and high school respon-
dents regarding the quality of school leadership, but unlike response patterns in many other
areas, middle school responses more generally resemble high school rather than elementary
responses. For all statements about leadership, a greater percentage of elementary than high
school respondents register positive impressions, and for nearly all of the statements, the differ-
ences are 10 percentage points or greater. The greatest disparities across elementary and second-
ary levels come in the areas of enforcement of student conduct, efficacy of school improvement

" Note: Because many of the survey items that address professional development were directed toward classroom
teachers only, the analyses in this section are limited to teacher responses; differences in the perceptions of some
professional development areas among teachers, administrators, and other education professionals are discussed in
more detail in the Domain-Specific Findings section, below.
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teams, and establishment of a shared vision among administration and faculty (Table 6), all of
which are important for establishing a culture in which teachers sense that they are valued
components of the school leadership process.

Table 6: Perceptions of Leadership, by School Level
Percent Agreeing: . Range of

i Percentage
Leadership Issue: Elementary Middle High | Points
The school leadership consistently enforces rules for student 64% 51% 48% ; 16
conduct.
The school improvement team provides effective leadership at 53% 23% 37% ' 16
this school. i

;
The school administration and teachers have a shared vision. 61% 52% 45% i 16

;
Oppo_rtunltles are avalla_ble for n}embers of the community to 73% 58% 58% I 15
contribute actively to this school’s success.
The school leadership communicates clear expectations to 71% 63% 59% ! 12
students and parents.
Teachers receive feedback that can help them improve 70% 63% 58% : 12
teaching.
The faculty is committed to helping every student learn. 87% 79% 76% | 11

'
The leadership effectively communicates policies. 65% 56% 54% i 11

|

Teacher Empowerment: School-Level Strand

As shown in Table 7, when it comes to empowerment on school-wide issues, there are once
again large differences between the responses of elementary and secondary educators. In almost
all cases, elementary educators are more likely to be positive about teachers” opportunities to be
recognized, developed, and utilized for the unique skills they have in solving educational prob-
lems. In general, they are more likely than their middle and high school counterparts to per-
ceive that teachers are empowered by school leaders to be school-level decision-makers. It is also
worth noting that a relatively low percentage of all educators—regardless of level—perceive
that teachers play a substantial role in establishing and implementing policies and discipline.
Research suggests that this type of decision-making is often associated with keeping teachers in
the profession,” yet teachers appear to have limited involvement in this area.
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Table 7: Perceptions of School-Level Teacher Empowerment, by School Level
Percent Agreeing: Range of
i Percentage
Empowerment Issue: Elementary Middle High | Points
Profesm_onal development activities enhance teacher skills as 69% 58% 26% ; 23
instructional leaders. |
Teachers are supported by the community in which they teach. 55% 38% 36% | 19
i
Teachers are recognized as educational experts. 58% 50% 42% i 16
j
The_faculty has an effective process for making group decisions and 53% 22% 37% : 16
solving problems.
|
Establishing and implementing policies and student discipline 35% 22% 20% 15
|
Teachers are centrally involved in decision-making about educational 45% 1% 300 | 13
issues. |
Parent at1d community members have opportunities to contribute to 79% 68% 69% | 1
students’ success. |
'
In this school we take steps to solve problems. 66% 60% 56% ; 10
I

Teacher Empowerment: Classroom-Level Strand

Finally, as shown below in Table 8, high school and middle school educators are more likely to
report greater teacher involvement in classroom-level decision-making than are elementary edu-
cators. These results may seem to contradict the indications above that elementary educators
are more likely to believe that teachers are centrally involved in decision-making about educa-
tional issues (Table 7, above), but it is important to bear in mind that the four items in Table 8
are classroom-level decisions only; while elementary educators may feel that teachers are more
involved overall in the governance of their schools, it is not surprising to learn that secondary
educators believe that teachers have a greater sense of control within the confines of their own
classrooms, perhaps in part because they have more direct control over their curricula than do
elementary teachers.

Table 8: Perceptions of Classroom-Level Teacher Empowerment, by School Level
Percent Agreeing: ! Range of

i Percentage
Teachers play a large or primary role in: Elementary Middle High ! Points
Setting grading and student assessment practices 44% 55% 63% ! 19

I
Determining the requirements of lesson plans 31% 37% 48% , 17

I
Devising teaching techniques 46% 59% 62% ! 16
Selecting instructional materials and resources 32% 45% 45% : 13

Relevant Domain Analyses: Leadership (p. 27), Facilities and Resources (p. 29), Empowerment
(p. 30), Time (p. 32), Professional Development (p. 33)
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4. Administrators Believe that Teachers Are Central to
Decision-Making, but Most Teachers Disagree

The disparity in perceptions of teaching and learning conditions between administrators (prin-
cipals and assistant principals) and non-administrative educators (classroom teachers and other
education professionals) is sometimes very large in CCSD (see Appendix C for a complete table
of teacher, principal, assistant principal, and other education professional responses to survey
items). A substantially greater proportion of the 333 administrators than of the 8,606 teachers
and other education professionals who responded to the survey** note that positive teaching
and learning conditions are in place in many domain areas, and that leadership is making
efforts to improve them. The gaps in perception between the two groups appear to be greatest
in the areas of leadership and empowerment, which are also two of the three teaching and
learning conditions domains that teachers identify as being most important to them in decid-
ing their future employment plans (see Findings from Analyses of Responses of Teacher Stayers,
Movers, and Leavers, below, and Appendix B for additional information about survey responses
from teachers with different career intentions).

Administrators are more likely to believe that teachers are a part of an effective process for making
collaborative decisions.

The statements that resulted in the greatest gaps in perception between administrators and
non-administrative educators involve teacher participation in decision-making. While less than
half of all teachers (39 percent) and other education professionals (45 percent) believe that
teachers are centrally involved in decision-making on educational issues, 94 percent of princi-
pals and 75 percent of assistant principals believe that teachers are involved. Even more discon-
certingly, less than 40 percent of non-administrative educators (30 percent of teachers, 39
percent of other education professionals) report that they believe that teachers play a significant
role in school improvement planning, while nearly 9 out of 10 principals (89 percent) believe

that teachers do (Table 9).

The sizeable perception gap persists in other areas of empowerment as well. Administrators are
much more likely than teachers and other education professionals to agree that there is an
effective school-wide process for making decisions and solving problems and that the school
improvement team provides effective leadership. Gaps are also evident in several leadership
areas, including perceptions that there is an atmosphere of respect and trust, consistent en-
forcement of student conduct rules, and a shared vision at each school.

Center for Teaching Quality



Survey Results

Table 9: Perceptions of Empowerment and Leadership, by Position
Percent Agreeing: Range of
Other Educ. | Assistant Percentage
Teachers Professionals i Principals Principals Points
Teachers play a Iarge or primary role in school 30% 39% 64% 89% 59
improvement planning
Teachers are‘centrlally involved in decision-making 39% 45% 75% 04% 55
about educational issues
The schqol |mpr'0vement team provides effective 16% 53% 77% 92% 6
leadership at this school
The faculty lhas an effect}ve process for making 16% 5006 77% 91% 45
group decisions and solving problems
Teachers are recognized as educational experts 51% 58% 81% 93% 42
Teachers feel comfortable raising issues and 5206 5806 85% 93% ”n
concerns that are important to them
The school leadership consistently enforces rules for 56% 66% 93% 95% 39
student conduct
The scho.o_l administration and teachers have a 5506 5506 76% 93% 38
shared vision
There is an atmosphere of trust and mutual respect 57% 59% 7% 94% 37

Administrators are not only more likely to believe that positive working conditions are present, but also
that school leadership makes sustained efforts to address faculty concerns.

To fully appreciate the significance of this finding, it may help to note that educators believe
that leadership and empowerment conditions are the two most critical influences on teachers’
future career plans (Figure 3).

Figure 3: Teaching and Learning Conditions that Affect
Teachers' Willingness to Stay at their Current School

Leadership

Facilities & 45 percent

Resources
18 percent

Time
16 percent

Professional
Development Empowerment
3 percent 19 percent
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Add to that the finding that the greatest gaps between administrator and non-administrative
educator perceptions are in the area of improving leadership and empowerment concerns; ad-
ministrators are much more likely than non-administrative educators to believe that sustained
efforts are being made to address concerns in both areas (Table 10).

Table 10: Perceptions of Leadership's Efforts to Address Concerns, by Position
The School Leadership Makes a Percent Agreeing: Range of
Sustained Effort to Address Teacher Other Educ. | Assistant Percentage
Concerns About: Teachers Professionals i Principals Principals Points
Leadership issues 43% 49% 86% 93% 50
Empowering teachers 48% 57% 89% 94% 46
The use of time in my school 51% 58% 91% 95% 44
New teacher support 58% 64% 93% 98% 40
Facilities and resources 60% 64% 94% 96% 36
Professional development 60% 65% 92% 95% 35

Though they are the two areas with the most disagreement, leadership and empowerment are
not the only areas in which there are sizeable disparities in administrator and non-administra-
tor perceptions. For example, about one-half of all principals (46 percent) and over one-third of
all assistant principals (37 percent) believe that teachers have access to at least five hours of non-
instructional time during the school day in an average week, while less than one-fifth (19
percent) of all teachers and an even smaller proportion of other education professionals (16
percent) agree. These differences in perceptions of the non-instructional time available to teachers
may also explain why only 12 to 14 percent of administrators estimate that teachers spent 10
hours or more, on average, every week working on school related activities outside of the school
day, even though more than one-third of teachers (37 percent) report that this was the case.
Other potentially critical differences in administrator and non-administrator perceptions are
examined in the Domain-Specific Findings section, below.

Relevant Domain Analyses: Leadership (p. 27), Empowerment (p. 30), Time (p. 32); see also a
complete table of responses by position in Appendix C.
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Findings from Analyses of Responses of Teacher Stayers, Movers,
and Leavers

As is true in many other places across the country, one of the greatest challenges Clark County
faces is stemming the tide of teacher attrition, especially in hard-to-staff schools. A recent study
analyzing turnover in diverse school districts from across the nation found that it costs as much
as $18,000 to replace a teacher who leaves a classroom.” In addition to the monetary costs of
attrition, data from the New Teacher Center reveal that well-designed novice teacher induction
programs not only contribute to higher teacher retention rates but also can dramatically in-
crease student achievement.”® With so much at stake—both in terms of the quality of the
induction of new teachers and the cost associated with replacing them—policymakers would
be well served by considering the factors that impact retention rates.

As noted above and elsewhere in this report, many Clark County educators are satisfied with
several aspects of their current working conditions, and these positive perceptions are reflected
in the fact that more than four out of five (84 percent) of the teacher respondents on the 2007
Clark County Teaching and Learning Conditions Survey intended to stay in the district at the
end of the school year.”” However, only about 65 percent intended to stay in their current schools
at the end of the school year (“stayers”). Relatively even numbers of respondents indicate that
they planned either to move to another school within the district (“movers,” 19 percent) or to
leave the district or leave teaching entirely (“leavers,” 16 percent).”® Contrary to what might be
expected, these breakdowns are relatively consistent across gender lines (with 62 percent of all
male teachers and 65 percent of all female teachers reporting that they would stay at their
current schools) as well as across teacher preparation lines (with 65 percent of all teachers
prepared in a bachelor’s-level program, 63 percent of those prepared in a master’s-level pro-
gram, and 65 percent of those prepared in an alternative certification program indicating that
they would stay in their current schools). Similar patterns hold even when data are broken
down by highest degree earned and by whether a teacher holds advanced certification from the
National Board of Professional Teaching Standards, offering evidence that the decisions of Clark
County teachers to move or leave may not be related solely to factors outside of CCSD control.

Instead, survey results suggest that teachers who want to continue to teach in their current
schools generally have more positive perceptions about their working conditions than do mov-
ers and leavers. Furthermore, school movers tend to have lower perceptions of their schools than
do leavers (but this discrepancy is due in part to the fact that not all leavers leave as a result of
dissatisfaction with the work environment alone”). This section of the report begins the pro-
cess of understanding differences in perceptions of teacher working conditions across all three
groups, with an eye toward helping policymakers and school leaders address issues that could
help to reduce teacher attrition. Not surprisingly, differences in opinion about teacher working
conditions exist across these three groups, but what is most important is to examine the areas in
which those differences are largest.

5. Teacher Movers and Leavers Are Most Dissatisfied with School
Leadership and with Their Perceived Levels of Empowerment

Stayers and movers express the greatest disagreement over measures of leadership and empow-
erment, the two factors educators believe are most critical to teachers in making their employ-
ment decisions (Figure 3, above). As is the case in many CTQ analyses of teaching and learning
conditions surveys in other states as well as in the 2006 CCSD survey analysis, leadership plays
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the most pivotal role in teachers’ thinking about future employment plans. As shown in Table
11, four-fifths (80 percent) of all teachers report that support from school administration influ-
ences their career intentions, a higher proportion than for any other item.

Table 11: Primary Factors Influencing Career Intentions
Percent Indicating Factor is Very or Extremely
Important:
Most Frequently Cited Factor: Stayers Movers Leavers Combined
Support from school administration 82% 85% 68% 80%
Effectiveness with students I teach 80% 71% 61% 75%
Teaching assignment (class size, subject, students) 7% 69% 67% 74%
Time to do my job during the work day 73% 70% 68% 71%
Collegial atmosphere amongst the staff 2% 71% 55% 69%
Salary 69% 61% 77% 69%
Cost of living 68% 62% 78% 69%
Comfort with the students | teach 74% 61% 49% 68%
Demand of overall expectations on teachers 65% 67% 69% 66%

But impressions of school leadership cut both ways. Stayers are almost three times as likely as
movers to agree that their school leadership is effective and that an atmosphere of trust and
respect is present in their schools. In addition, many more stayers than movers feel comfortable
raising issues and concerns and believe that teachers and principals have a shared vision for their
schools. Stayers and non-stayers also disagree about the extent to which school leaders make
efforts to improve teaching and learning conditions. As shown in Table 12, teachers who want to
stay in their school are far more likely to believe that school leaders work to improve teaching
and learning conditions than are those who do not intend to stay. For example, while 60
percent of stayers believe that leadership makes a sustained effort to address teacher concerns
about empowerment and about one-half agree that is the case for leadership issues (53 per-
cent), only about one-fifth of movers agree with these same statements (23 percent and 19
percent, respectively).

Table 12: Perceptions of Leadership's Efforts to Address Concerns, by Career Intent
Percent Indicating Factor is Very or | Range of

The School Leadership Makes a Sustained Effort Extremely Important: Percentage
to Address Teacher Concerns About: Stayers Movers Leavers Points
Empowering teachers 60% 23% 35% 37
Leadership issues 53% 19% 31% 34

The use of time in the school 62% 28% 38% 34
Facilities and resources 69% 38% 51% 31
Professional development 69% 40% 49% 29

New teacher support 67% 38% 48% 29
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Differences in perceptions of empowerment among the three career-intent groups are no less
glaring (there is at least a 16-percentage-point difference between stayers and non-stayers on
every empowerment issue), with the greatest differences coming in the area of professionalism.
Movers are much less likely than are stayers to believe that steps are taken to solve problems at
the school level (34 percent to 73 percent), that an effective problem-solving process even exists
in the first place (22 percent to 56 percent), that teachers are trusted to make sound profes-
sional decisions (34 percent to 66 percent), or that teachers are recognized as educational
experts (30 percent to 61 percent; Table 13).

Table 13: Perceptions of Empowerment, by Career Intent
Percent Indicating Factor is Very or | Range of
Extremely Important: Percentage
Empowerment Issue: Stayers Movers Leavers Points
There is an atmosphere of trust and mutual respect within the 69% 26% 24% 43
school.
Overall, the school leadership in my school is effective. 69% 27% 36% 42
The school administration and teachers have a shared vision. 67% 26% 41% 41
Teachers feel comfortable raising issues and concerns that are 64% 25% 239% 39
important to them.
In this school we take steps to solve problems. 73% 34% 48% 39
The leadership effectively communicates policies. 71% 33% 48% 38
The school leadership communicates clear expectations to students 76% 1% 54% 35
and parents.
The_faculty has an effective process for making group decisions and 56% 22% 33% 24
solving problems.
Teachers receive feedback that can help them improve teaching. 75% 42% 53% 33

6. Financial Considerations Are the Greatest Influence on
Early-Career Leavers

It is perhaps tempting to review the numbers above and decide that dissatisfaction is stronger
across the board for movers than it is for all leavers, but readers are reminded to bear in mind
that, compared to movers and stayers, the population of leavers is a very diverse and mixed
group, due to the multiple and diverse reasons behind their career intentions. When survey
responses for leavers are disaggregated by years of teaching experience, a few important differ-
ences are revealed between the responses of those who leave the profession before reaching
retirement age (“early-career leavers,” who make up more than 1,000 of the nearly 1,300 CCSD
teachers who indicate that they did not plan to return to CCSD schools), those who leave at
around retirement age (“retirement-age leavers”), and the general population of movers.

Early-career leavers and their retirement-age peers express similar opinions about most survey
items, but one critical issue on which they diverge is the impact of financial considerations on
their decisions to leave, which is consistent with some recent research on reasons for teacher
attrition.’® Leavers of all ages tend to leave primarily for financial reasons (77 percent of leavers
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cite salary as an important factor in their decision, and 78 percent cite the cost of living), but
the rate for both is higher for early-career leavers than it is for retirement-age leavers (78 percent
and 79 percent versus 71 percent and 72 percent, respectively). The difference in the impor-
tance of financial issues is about the same or even greater between early-career leavers and school
movers, who are otherwise much more negative about most teacher working conditions than
are early-career leavers; only 61 percent of movers cite salary and 62 percent cite cost of living

(Table 14).

Table 14: Financial and Time Pressure, Movers and Leavers
Percent Indicating Factor is Very or Extremely
Important:
Early-Career  Retirement-
Movers Levers Age Leavers
Factors Influencing Career Intentions:
Cost of Living 62% 79% 72%
Salary 61% 78% 71%
Time Issues:
It is necessary for me to work a second job during the regular school 18% 59% 38%
year.
In a typical year, | devote 11 or more .non—pald day.s .b.e.yond my 50% 54% 43%
current contract to school and professional responsibilities.

Some of these financial concerns may be linked to important differences between early-career
leaver perceptions and the perceptions of their retirement-age peers about two key time issues.
First, early-career leavers are much more likely than any other group to note that they have to
work a second job (nearly 60 percent, compared to 48 percent of movers and only 38 percent
of retirement-age leavers), and more than half of them (54 percent) report working at least 11
days beyond their annual contract, more than any other group (Table 14, above). However,
early-career leavers tend to be no less negative or even more positive than their retirement-age
peers about many other teacher working conditions, highlighting the importance of financial
support in keeping these teachers onboard.

7. Many Novice Teachers Are not Mentored at All, but Those Who
Are Mentored Are More Likely to Remain in the Classroom and
in the District.

In addition to some of the factors associated with teacher retention discussed above, another
critical component of the teacher retention puzzle is the quality and availability of mentoring
and induction for new teachers, the importance of which is suggested by the imbalance in its
availability to all new CCSD teachers.
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CCSD policy states that only first-year teachers are assigned “formal” mentors, though informal
mentoring may continue into year two and beyond. It is interesting and perhaps revealing to
note that, while a sizeable proportion of novice teachers (teachers with less than four years of
experience) in all three career-intent groups notes not having access to a mentor, both novice
leavers and movers alike are more likely than are novice stayers to indicate that they did not
have a mentor (41 percent of each, versus about 35 percent of novice stayers). For those who
received mentoring, novice stayers are more likely than are either novice movers or leavers to
report positive impressions of both the content and the frequency of that mentoring. While it
is true that only about 40 percent of all novice stayers believe that the mentoring experience
played an important role in their decision to continue teaching at their current schools, an even
smaller proportion of novice movers and leavers agree (only about one-quarter; Figure 4).

Figure 4: Mentoring and Novice Teachers, by Career

Intent
70%
60%
50%
40%
30% | Stayers
20% ® Movers
m Leavers

10%

0%

I have been assigned a mentor My mentoring experience was an
in the past three years. important factor in my decision to
continue teaching at this school.

Mentor support provides novice teachers with advice and help from experienced teachers in a
number of areas, many of which directly support novice teachers in the areas of empowerment,
professional development, and time. Readers are reminded that teaching and learning condi-
tions in one of these areas—empowerment—is frequently cited by CCSD educators as impor-
tant to teachers career decisions (Figure 3, above). Of particular note is the large difference in
the proportion of novice teachers who indicate that their mentors helped them to navigate
school and district policies; about half of all novice stayers (51 percent) received this kind of
help, compared to only 34 percent of novice movers and 40 percent of novice leavers (Table
15). Similarly, perceptions of support and encouragement for novice teachers are relatively low
across the board, but they are lowest for novice movers and leavers.
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Table 15: Mentoring Experiences, Novice Teachers, by Career Intent

Percent Indicating Mentor Range of
Domain(s) Support was Important: Percentage
Impacted | Stayers Movers Leavers Points
My mentor was effective in providing
support in:
Instructional strategies E, PD 49% 38% 37% 12
Curriculum and content | teach E, PD 45% 32% 35% 13
Classroom management/discipline strategies E, PD 46% 34% 35% 12
School and/or district policies and procedures E 51% 34% 40% 17
Completing products or documentation required of T 24% 32% 37% 12
new teachers
Completing other school or district paperwork T 42% 28% 38% 14
Social support and encouragement E 64% 55% 52% 12
Other (general support) E 55% 39% 42% 16
Percent Indicating more than
Once a Month:
| planned during the school day with my mentor T, PD 34% 23% 21% 13
1 was observed teaching by my mentor PD 18% 14% 12% 6
| observed my mentor teaching PD 13% 8% 9% 5
| planned instruction with my mentor T, PD 29% 19% 18% 11
I had discussions with my mentor about teaching PD 53% 45% 47% 8

Domain Key: E = Empowerment; PD = Professional Development; T = Time
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Domain-Specific Findings

The findings for this report were generated after careful consideration of educator responses to
questions about the five different teaching and learning condition domains addressed in the
survey. Presented here are more detailed assessments of the stories the data in these domains
reveal. In this section, we also provide more detail about how different groups of educators—
defined by their positions (7.e., classroom teachers, administrators, and other education profes-
sionals) and by the regions in which their schools are located—view specific teacher working
conditions.

Of particular interest are the differences between administrator and non-administrator percep-
tions of working conditions, as well as between elementary and secondary educators, both of
which are discussed in some detail in earlier sections. As noted above in the General Findings
section, in every domain and on every topic within a domain, the impressions of teachers and of
other non-administrative education professionals are less positive than are administrator im-
pressions, and sometimes dramatically so. In fact, though CCSD non-administrator percep-
tions of various working conditions range from very positive to very negative, depending upon
the issue, administrators expressed favorable views of almost every aspect of teaching and learning
conditions>' Appendix C, an extension of Tables 9 and 10 (above), contains a complete table of
responses by position to all of the major survey questions, and that table is referred to through-
out this section. At the least, CCSD should consider taking steps to better understand the
reasons behind this clear and sometimes pronounced disconnect.

Also as noted earlier, differences between elementary and secondary educators are not always as
dramatic, but there is a relatively consistent pattern, with elementary educators expressing
positive impressions of their working conditions much more often than do their middle and
high school colleagues. In some instances, differences in the proportion of educators with posi-
tive perceptions of a given teaching and learning condition are as great as twenty percentage
points or more. Particularly notable differences have all been highlighted in the General Find-
ings section and are not repeated here.

Leadership

Overall, though educators perceive conditions associated with most areas of school leadership
to be relatively positive, they are more impressed with school leadership policies and practices
than they are with leadership’s efforts to address teachers’ concerns about various aspects of
teaching and learning conditions. For example, while a healthy majority of educators believe
that teacher performance evaluations are handled fairly (70 percent), that staff members are
recognized for their accomplishments (68 percent), and that school leaders clearly communi-
cate expectations to students and parents (67 percent), most educators do not believe that
school leaders make sustained efforts to address teacher concerns about issues with leadership
itself (only 45 percent agree that leaders do so), and only half believe that school leaders make
efforts to address concerns about empowerment issues. Similarly, fewer than half of all educa-
tors (48 percent) believe that their School Improvement Teams provide effective school leader-

ship (Table 16).
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Table 16: Overall Perceptions of Leadership Conditions
Percent
Agreeing:

Leadership Issue:
Teacher performance evaluations are fair in my school. 70%
Staff members are recognized for accomplishments. 68%
The school leadership communicates clear expectations to students and 67%
parents. ?
The school improvement team provides effective leadership at this school. 48%
The School Leadership Makes a Sustained Effort to
Address Teacher Concerns About:

Leadership issues 45%

Empowering teachers 50%

It is no surprise that administrators rate their leadership higher than do teachers and other non-
administrative education professionals, but it is the size of the difference on some items that is
worth noting. For instance, administrators are much more enthusiastic about the impact of
their school improvement teams than are non-administrators (92 percent of principals and 77
percent of assistant principals think the teams are effective, while only 46 percent of teachers
and 53 percent of other education professionals agree). Likewise, administrators tend to think
that faculty feel comfortable raising issues with them (93 percent of principals, 85 percent of
assistant principals), though only a little more than half of all teachers and other education
professionals (52 percent and 58 percent, respectively) agree. That discrepancy may be due in
part to a difference in perceptions about the degree to which school leadership addresses prob-
lems raised by faculty. For all areas surveyed, the gap in positive perceptions between adminis-
trators and non-administrators of leadership attentiveness to areas of teacher concern is between
26 and 37 percentage points, with an even greater gap when the unit of analysis is teachers and

principals only (Appendix C).

Perceptions of leadership are relatively stable across all regions, with the most positive perceptions
in the Northwest and the least positive in the Southwest. Perceptions of leadership are highest,
however, among Education Services/Student Support Services educators,” especially in the areas
of the fairness of teacher performance evaluations and of the availability of feedback to improve
teaching (with 74 percent of these educators agreeing that these conditions are in place). A com-
plete table of survey responses disaggregated by region is included in Appendix D.
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Facilities and Resources

No domain garners more positive educator impressions than that of facilities and resources.
Other than lukewarm perceptions of the availability of technology training (with about 57
percent of all educators indicating that such training is available in sufficient quantities), a large
majority of educators (at least 68 percent) have positive impressions of all other areas of facilities
and resources. The highest rating is for the availability of communication technology (84 per-
cent), with school safety and the availability of instructional technology (75 percent each),
appropriate instructional materials (72 percent), and a clean (72 percent) working environ-

ment not far behind (Table 17).

Table 17: Overall Perceptions of Facilities and Resources
Conditions
Percent
Facilities and Resources Issue: Agreeing:
Teachers have access to reliable communication technology, including 84%
. 0

phones, faxes and email.
Teachers and staff work in a school environment that is safe. 75%
Teachers have sufficient access to instructional technology, including 75%
computers, printers, software and internet access.
Teachers and staff work in a school environment that is clean and well 79%
maintained.
Teachers have sufficient access to appropriate instructional materials and 79%
resources.
Teachers have sufficient access to office equipment and supplies such as 69%
copy machines, paper, pens, etc.
Teachers have sufficient access to a broad range of professional 68%
personnel.
Teachers have sufficient training and support to fully utilize the available 57%
instructional technology.

Despite being a domain for which overall ratings are high, there are several major discrepancies
in impressions across regions. Positive impressions of school safety range from a high of 83
percent in the Northwest region to a low of 64 percent in Education Services/Student Support
Services schools, and perceptions of cleanliness are even more diverse, with as many as 77
percent of educators within two different regions (Northwest and Southeast) believing that
their schools are clean, compared to only 54 percent of all Education Services/Student Support
Services educators (Appendix D).
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Empowerment

Educator perceptions of their empowerment tell two different stories, depending upon whether
one looks at school-level empowerment issues or classroom-level empowerment issues, but it is
not the story typically told in other states that have completed teaching and learning conditions
survey. In most states, impressions of classroom empowerment are higher than are impressions of
school-level empowerment, but for CCSD educators, the four highest empowerment ratings are
all for school-level empowerment issues: a majority of CCSD educators believe that teachers are
entrusted to make sound professional decisions about instruction (57 percent), that professional
development helps teachers to become better instructional leaders (62 percent), that school fac-
ulty take steps to solve problems (63 percent), and that parents and community members have
opportunities to contribute to students’ success (74 percent; Table 18).

However, not every school-level empowerment item garners such positive impressions. For ex-
ample, as is common in most other states in which CTQ has conducted similar surveys, the
lowest ratings for any item on the survey are those where educators rate their ability to influ-
ence school-level budget decision (with only 16 percent believing that teachers can do so).
Other low ratings are perhaps more surprising and may be of greater concern. Only 21 percent
of all educators believe that they can help to determine the content of professional development
(Table 18), and this low perception is all the more interesting in light of the generally unbal-
anced availability of professional development topics (see Professional Development, below).

At the classroom level, where educator ratings of empowerment are typically higher in other
states, only a slim majority of educators perceive positive conditions in their ability to devise
teaching techniques (53 percent) and grading policies (51 percent); less than two out of five
(38 percent) believe that teachers are able to select instructional materials and resources for
their classes, and a mere 36 percent believe that they are able to determine the requirements of

lesson plans (Table 18).
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Table 18: Overall Perceptions of Empowerment Conditions
Percent

Empowerment Issue: Agreeing:
School-Level Strand
Parents and community members have opportunities to contribute to 74%
students' success. ?
In this school we take steps to solve problems. 63%
Professional development activities enhance teacher skills as an 6204
instructional leaders. ?
Teachers are trusted to make sound professional decisions about 57%
instruction.
Determining the content of in-service professional development programs 21%
Providing input on how the school budget will be spent 16%
Classroom Level Strand
Teachers play a large or primary role in:

Devising teaching techniques 53%

Setting grading and student assessment practices 51%

Selecting instructional materials and resources 38%

Determining the requirements of lesson plans 36%
Use of 2006 Data
At this school, we utilize results from the 2006 Teaching and Learning

o 22%

Conditions (TLC) Survey.

As noted earlier, while administrators and non-administrators appear to be at odds with respect
to their views on every aspect of teacher empowerment, the greatest discrepancies are with
respect to school-level empowerment. In addition to the differences discussed in the General
Findings section above, administrators are much more likely to believe that teachers in their
schools are treated as educational experts (93 percent of principals and 81 percent of assistant
principals, compared to 51 percent of teachers and 58 percent of other education professionals)
and that teachers play large or primary roles in several leadership activities, including determi-
nation of the content of professional development (67 percent and 47 percent versus 19 per-
cent and 26 percent, respectively), and provision of input on the school budget (60 percent
and 32 percent versus 14 percent and 19 percent, respectively; Appendix B).

As with leadership, perceptions of school-level empowerment across geographic regions are

relatively stable, with the greatest variance coming in the area of a sense of community support
(54 percent in the Northwest and Southeast regions, but only 39 percent in the East region).
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As in other domains, however, discrepancies are broader when the impressions of non-geo-
graphic regions are included as well, with the greatest divisions again coming in the areas of a
sense of community support (which reaches a low of only 37 percent of educators in the Edu-
cation Services/Student Support Services region indicating positive perceptions) and of a belief
that parents and the community have opportunities to contribute to students’ success (where a
full 19 percentage points separates Education Services/Student Support Services educator re-
sponses from those of educators in the Southeast). Interestingly, the exact opposite pattern is
present in the area of classroom-level empowerment, where Education Services/Student Sup-
port Services educators consistently indicate that they can exercise more professional judgment
than can their colleagues in other regions. (Appendix D).

Time

Though there are few aspects of time usage to which CCSD educators give a low rating, time is
the only domain in which there are no comfortably positive impressions, either (items for
which 60 percent or more of all respondents report positive impressions). Educators’ impres-
sions of the time available to them range from marginally positive to very negative, with a
majority of educators reporting marginally favorable impressions of only three survey items:
protection of instructional time from too many duties (53 percent) and from too many inter-
ruptions (55 percent), and availability of time to collaborate with colleagues (57 percent). Of
greatest concern to educators is class size, with only 38 percent indicating that teachers’ class
sizes were appropriate for ensuring enough time to meet the educational needs of all students.
As noted in several earlier sections of this report, the proportion of educators who report having
to work a second job during the school year (43 percent overall) is troublingly high (Table 19).

Table 19: Overall Perceptions of Time Conditions
Percent

Time Issue: Agreeing:
Teachers have time available to collaborate with their colleagues. 57%
Teachers are allowed to focus on educating students with minimal 550%
interruption.
Teachers are protected from duties that interfere with their essential role 5304
of educating students. ?
The non-instructional time provided for teachers in my school is sufficient. 49%
It is necessary for me to work a second job during the regular school year. 43%
Efforts are made to minimize the amount of routine administrative 21%
paperwork | am required to do.
Teachers have reasonable class sizes, affording them time to meet the 38%
educational needs of all students.

Center for Teaching Quality



Survey Results

33

The most important discrepancy in this domain may be in administrator and non-administra-
tor perceptions of non-instructional time available during the day at school. As noted in the
General Findings section, above, almost half (46 percent) of all principals believe that teachers
have between five and 10 hours a week, while more than four out of five teachers (81 percent)
report that they have less than an hour a day. There is a similar discrepancy in perceptions of
time spent on schoolwork outside of the school day, with 68 percent of teachers reporting that
they spend an hour or more a day on schoolwork outside of school and just under half of all
principals (49 percent) and assistant principals (48 percent) believing that teachers do so, but
it is important to note that these figures also indicate that many administrators appear to be
aware of the amount of time that many of their faculty report spending on schoolwork outside

of school (Appendix B).

Differences in perceptions of time usage across geographic regions are minor, with the greatest
difference again being principals’ perceptions of the amount of time teachers spend on school-
related activities outside of the regular school day (with a high of 59 percent of principals in the
East region and a low of 47 percent of principals in the Northeast region believing that teachers
dedicate five or more hours a week in this area). When the non-geographic regions are included,
differences are much greater. Education Services/Student Support Services division educators
have much lower perceptions of many areas of time usage (the greatest discrepancy being in the
area of collaboration time, with only 45 percent indicating that they have time to collaborate
with colleagues, compared to 57 percent overall), and they also are the most likely to indicate
the need to work a second job (52 percent; Appendix D).

Professional Development

There is an interesting contradiction in the responses to questions about professional develop-
ment. While the majority of educators express positive impressions of every facet of professional
development surveyed (with 70 percent reporting that professional development has provided
them with strategies that they use in instruction, and 69 percent indicating that sufficient
professional development resources are available), there appears to be a significant mismatch
not only between the professional development that teachers say they receive and believe they
need, but also between teachers’ and other educators’ (including principals, assistant princi-
pals, and other education professionals) perceptions of the professional development that is
available.

Teachers indicate that their greatest professional development needs are training for working
with special needs populations and for closing the achievement gap, but administrators and
other education professionals are much more likely than are teachers to believe that teachers
need professional development in classroom management and in working with Limited English
Proficient students. It is also worth noting the disparities—sometimes great—between what
teachers think they need and what they actually get (Table 20).
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Table 20: Perceived Professional Development Needs and Availability, Classroom Teachers
versus Non-Classroom Educators
Percent indicating a need:
Percent of teachers
. receiving 10+ clock
Admins. & Other ¢ .
i hours, past 2 years:
Professional Development Area: Teachers Ed. Profs.
Special Education (Students with Disabilities) 50% 74% 23%
Closing the Achievement Gap 45% 50% 20%
Reading 27% 33% 48%
Classroom Management 21% 55% 25%
Limited English Proficiency (LEP) 19% 49% 17%
Student Assessment 19% 27% 40%
Special Education (Academically Gifted Students) 16% 26% 5%
Methods of Teaching 16% 30% 56%
Content-Area Professional Development 12% 9% 50%
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Analysis of Teaching and Learning
Conditions Impacts on Teacher
Attrition and Student Achievement

As the darta suggest, working conditions can and do matter to teachers, and they also appear to
contribute to their career decisions. In this section of the report, we carry our analyses one step
further by constructing statistical models that unpack these effects more precisely. The first set
of models helps to draw c