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Executive Summary 

Since the fall 2015 report, North Carolina Teacher Voice Network Leaders (Network Leaders) 
have continued to deepen their engagement with policymakers, colleagues, and educational 
organizations. In doing so, they have increasingly emerged as leaders in developing solutions 
and facilitating constructive conversations. 
 
As with the fall data collection, the State Director worked with the North Carolina Department of 
Public Instruction (NCDPI) and the Office of the State Board of Education (NCSBE) to develop 
the items for the spring survey. The survey opened February 19, 2016, and closed February 28, 
2016. Ultimately, 3,754 teachers responded to the survey, and Network Leaders moderated 77 
focus groups with 558 participants from February 15, 2016, to March 4, 2016. HSG offered an 
online option for teachers who wished to respond to the focus group questions but could not 
appear in person, and 1,876 teachers responded via this option. 
 
This report provides a detailed background of Teacher Voice Network Activities to Date, followed 
by information about: the spring 2016 data collection; teacher and partner engagement in North 
Carolina; the fall 2016 survey; current Network Leaders; the external evaluation; report layout and 
design; recommendations; survey data and findings; and focus group data and findings. 
 
The following is an overview of findings and associated recommendations organized by topic 
area. 
 
Restructuring School/Calendar Schedules 
 
In focus groups and surveys, teachers commonly requested changes to allow for additional time 
in their school day or year to plan, prepare, and collaborate. Based on these findings, we 
recommend that NCDPI consider how it might support districts in restructuring the school 
day or year to provide teachers with more time for planning, preparation, and 
collaboration. If restructuring is not possible, NCDPI could consider encouraging school 
superintendents to examine current time use in their schools and work with school 
administrators and teachers to identify opportunities for protected time for teacher 
planning and collaboration. 
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NCDPI Communication 
 
Most teachers utilize NCDPI communication and reference NCDPI messages at least once a 
month. For future communications regarding the findings of this and other surveys, teachers 
primarily request that NCDPI communicate through email. Teachers also suggest communicating 
through other means (e.g., in-person information sessions, teams of teachers, press releases, 
and letters from the state superintendent). 
 
Curricular Resources 
 
When sharing feedback on how they access curricular resources to improve their effectiveness 
as educators, teachers reported accessing online curricular resources through a variety of means. 
Most often, they access resources that are not provided by the state or district. To support 
knowledge sharing, NCDPI could consider emphasizing the utility of Home Base as an 
online repository for teachers to share curricular resources. Additionally, NCDPI could 
consider conducting additional surveys and focus groups with teachers to explore how 
NCDPI and districts could improve existing online curricular resources so that teachers 
would be able to access them easily and use them regularly. 
 
Class Size 
 
Through the surveys, teachers shared feedback regarding maximum class size to allow for 
effective remediation and instructional adaptability. Over 95 percent of teachers noted that a class 
size of 22 or fewer students should be the maximum, with almost 75 percent of teachers noting 
that 18 or fewer students should be the maximum class size. In focus groups, teachers shared 
that large classes: 

 Reduce opportunities for differentiation; 

 Have negative impacts on instructional quality; and 

 Increase the risk of behavioral problems. 
 
Parent Engagement  
 
Most teachers prefer communicating with parents through email but acknowledge difficulty in 
reaching parents. In focus groups, teachers shared that NCDPI could provide the following 
assistance to improve parent engagement: 

 Holding parents accountable (i.e., mandating and requiring parent participation);  

 Conducting parent communication, outreach, and dissemination efforts on the 
importance of education, the significance of current statewide initiatives, and the value of 
North Carolina teachers; 

 Providing parents with personal support/resources, such as parenting classes, Internet 
access, and child care; and 

 Providing parents with academic support/resources, such as training on Common Core 
and parent handouts with suggested academic supports for their child. 
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Assessment 
 
Across surveys and focus groups, teachers commonly shared that classroom assessments are 
more useful than district or state assessments in improving instruction. Specifically, 75 percent of 
teachers believe they can best assess student content-based learning through teacher-prepared 
tests or projects. By contrast, only 3 percent shared that state-prepared tests provide the best 
means for assessing student learning. Part of the utility of teacher-prepared tests might be due to 
their formative nature. Supporting this idea was the finding that the majority of teachers agree that 
formative assessment results help them to support students. To strengthen the quality of teacher-
prepared formative assessments, we recommend that teachers receive professional 
development and additional resources related to developing quality assessments. 
 
Teacher Compensation 
 
Through surveys and focus groups, teachers shared feedback regarding a revised compensation 
structure. During focus groups, 508 teachers commented that teacher pay should be increased 
for all teachers and should not be based on student performance growth. Additionally, most 
teachers agreed that teachers should be paid more for assuming additional roles and 
responsibilities, serving in hard-to-staff geographic areas and low-performing schools, or working 
in hard-to-staff curriculum areas. Most teachers were not interested in a compensation system in 
which pay is partly based on student performance growth. 
 
Because teachers appear to support differentiated pay in some situations (e.g., when 
teachers assume additional roles and responsibilities, when they serve in hard-to-staff 
geographic or curriculum areas, or when they serve in low-achieving schools), but 
research regarding the effectiveness of differentiated compensation is mixed, we 
recommend that NCDPI consult research by the National Center on Performance 
Incentives (NCPI) and additional resources before making decisions, developing plans, or 
supporting legislation about specific statewide pilots or initiatives designed to 
compensate educators differentially. 
 
Supports for Working in Low-Achieving Schools 
 
Respondents believe that teachers serving in low-achieving schools need various types of 
support, including:  

 School resources (e.g., technology, curricula);  

 Smaller class sizes;  

 Supportive administration and effective discipline;  

 In-class support staff;  

 Time to plan, prepare, and collaborate;  

 Additional professional development;  

 Parental support; and  

 Support from school-based coaches, mentors, and lead teachers.  
 
Based on previous research and current findings, we recommend that NCDPI and NCSBE 
consider providing additional resources to teachers and schools based upon the unique 
needs of individual schools and school staff. 
 
As stated earlier, survey respondents also believe that teachers should receive additional 
compensation for working in low-achieving schools. NCDPI should note that several factors affect 
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teaching and learning conditions, and greater teacher compensation will not always translate into 
effective school turnaround.  
 
Based on the available research and the spring 2016 findings, we recommend that NCDPI 
and NCSBE more fully investigate the possibility of creating an incentive program, similar 
to the Talent Transfer Initiative or the Tennessee teacher retention bonus program for 
priority schools, wherein effective teachers and principals receive additional 
compensation for working in low-achieving schools. 
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Teacher Voice Network Activities to Date 

Since the fall 2015 report, North Carolina Teacher Voice Network Leaders (Network Leaders) 
have continued to deepen their engagement with policymakers, colleagues, and educational 
organizations. In doing so, they have increasingly emerged as leaders in developing solutions 
and facilitating constructive conversations. 
 
The breadth of the fall report allowed Network Leaders to initiate and further conversations at the 
school, district, and state levels. Two Network Leaders, Mamie Hall and Guy Hill, first presented 
the report to the North Carolina Department of Public Instruction (NCDPI) and the Office of the 
State Board of Education (NCSBE). The opportunity for a charter school teacher and a traditional 
high school teacher to meet collaboratively with state-level decision-makers speaks to the 
importance of solutions derived from a broad representation of teacher voices. Moreover, the 
commitment of the NCDPI and State Superintendent to directly respond to the data and 
recommendations represents the success of the Network Leaders and of teacher voice in North 
Carolina.  
 
Network leader interaction from the fall data collection was not confined to NCDPI and NCSBE. 
With increased credibility, Network Leaders asserted confidence and leadership in meetings with 
partner organizations. Network Leaders Angie Scioli, Bryan Christopher, John DeVille, and 
Melissa Faetz brought their feedback on teacher leadership to BestNC in a series of two meetings. 
Bridget Wortman assumed a key logistical role in the Exceptional Children Education Forum, co-
hosted by Hope Street Group (HSG) and the North Carolina Association of Educators (NCAE). 
Hilary Marshall presented to teachers on the importance of teacher voice at Charlotte-
Mecklenburg’s Superintendent’s conversation series. A majority of the Network Leaders 
presented the data in the fall report to local school boards, county commissions, and other groups 
of community members and decision-makers.  
 
While the fall data collection opened doors to a myriad of powerful conversations, it also informed 
the content of a number of written pieces authored by Network Leaders. For example: 

 

 Akinyi Edmonds’s reflection about her experience becoming certified by the National Board: 

http://www.boardcertifiedteachers.org/blog/how-i-came-pursue-national-board-certification; 

 Elliot Lunsford’s connection between standards and enjoyment in learning: http://www.citizen-

times.com/story/opinion/contributors/2016/01/08/guest-columnist-everything-old-

new/78511240/; 

 Courtney Sears’s description of makerspaces: http://makered.org/guest-post-taking-the-time-

for-making/; and 

 Joni Allison’s emphasis on the value of continued professional learning experiences: 

https://www.ednc.org/2015/11/24/works-in-progress-educator-growth-through-professional-

learning-experiences/. 

 
Network leader activities and impact extended further following the fall data collection. Legislative 
engagement became and continues to be a top priority for Network Leaders. In addition to 
providing information to superintendents, principals, and local school boards, Network Leaders 
shared responsibility for distributing the report to their local legislators. For many Network 
Leaders, this catalyzed new conversations between educators and policymakers. In one instance, 
legislative engagement was intensified when an idea of Network Leader Brian Randall was 

http://www.boardcertifiedteachers.org/blog/how-i-came-pursue-national-board-certification
http://www.citizen-times.com/story/opinion/contributors/2016/01/08/guest-columnist-everything-old-new/78511240/
http://www.citizen-times.com/story/opinion/contributors/2016/01/08/guest-columnist-everything-old-new/78511240/
http://www.citizen-times.com/story/opinion/contributors/2016/01/08/guest-columnist-everything-old-new/78511240/
http://makered.org/guest-post-taking-the-time-for-making/
http://makered.org/guest-post-taking-the-time-for-making/
https://www.ednc.org/2015/11/24/works-in-progress-educator-growth-through-professional-learning-experiences/
https://www.ednc.org/2015/11/24/works-in-progress-educator-growth-through-professional-learning-experiences/
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presented alongside the fall data collection to the North Carolina House Select Committee for 
Educational Strategies.  

 
As the school year progressed, HSG scheduled trainings and in-person meetings to review 
Network Leader progress and to plan for the months ahead. In February, the Network Leaders 
convened for the third time. While the first two meetings focused on the specific development of 
leadership skills, the third provided an opportunity for Network Leaders to hear directly from the 
State Superintendent on the fall data collection. They also participated in small group 
conversations with policymakers at the district and state level and worked with each other to plan 
for increasing teacher participation in spring data collection. Representative Craig Horn, Durham 
School Board Member Natalie Beyer, Wake County Commissioner John Burns, and NCDPI 
Professional Development Consultant Cynthia Martin joined the meeting as part of a rotating 
roundtable discussion session, while NCAE’s Instructional Advocacy Director, Elic Senter, made 
comments at lunch.  
 
Over the next six months, the inaugural Network Leaders will transition to the second year of the 
Fellowship. HSG will select and onboard seven new Network Leaders. Geographic priority for 
new Network Leaders will be in the far western and eastern parts of the state, Charlotte-
Mecklenburg County and Forsyth County.  
 
Network Leaders continuing to their second year will deepen their focus on policy, practice, and 
teacher participation. For example, last year Network Leaders Angie Scioli, John DeVille, and 
Courtney Sears visited Charlotte-Mecklenburg’s Opportunity Culture Schools, a program 
facilitated by Public Impact, to observe a new way to approach teacher leadership. These Network 
Leaders hope to understand how schools and districts implement new models, in order to help 
them establish a foundation of knowledge for additional solutions-oriented conversations in their 
respective school districts.  
 
District engagement will be a top priority in the upcoming school year. Network Leaders will use 
the lessons learned from the fall data collection to increase and deepen involvement with school 
and district administrators in their home and assigned districts following the spring 2016 data 
collection. HSG will still use electronic communication as a means to introduce information, but 
the next six months will bring a shift in focus to phone and in-person follow-up to foster 
relationships that have not yet been developed. This simple switch will be a step in narrowing 
relationship development to fewer, but more involved, individuals while maintaining 
communication with a large base of teachers across the state.  
 

Spring 2016 Data Collection 

As with the fall data collection, the State Director worked with NCDPI and NCSBE to develop the 
items for the spring survey. The survey opened February 19, 2016, and closed February 28, 2016. 
Ultimately, 3,754 teachers responded to the survey, representing 4 percent of North Carolina 
teachers.  
 
Capitalizing again on effective strategies from the fall, Network Leaders disseminated the survey 
to their Professional Learning Network (PLN) members as well as through the communication 
channels of NCDPI, NCAE, the Kenan Fellows program, and the Professional Educators of North 
Carolina. In several school districts, superintendents allowed Network Leaders to email the survey 
link to every teacher in the district.  
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Network Leaders moderated 77 focus groups with 558 participants from February 15, 2016, to 
March 4, 2016. HSG offered an online option for teachers who wished to respond to the focus 
group questions but could not appear in person, and 1,876 teachers responded via this option.  
 
The following school districts had the greatest number of respondents to the spring 2015 survey:  

 Davidson County: 388 respondents; 

 Wake County Public School System: 322 respondents;  

 Buncombe County: 237 respondents; 

 Chapel-Hill Carborro Schools: 198 respondents; and 

 Harnett County Schools: 197 respondents. 
 

Teacher Engagement in North Carolina  

Teacher engagement is a critical aspect of the North Carolina Teacher Voice Network. For the 
spring data collection, there were 3,725 teachers in the PLNs of Network Leaders with 26,887 
teachers engaged at level one, 3,921 at level two, and 597 engaged at level three. These numbers 
represent an average 84 percent increase in engagement across all three levels.  
 
Network Leaders reported that fostering relationships within their PLN helped increase 
engagement. According to Network Leaders, broader recognition of and higher credibility for the 
Teacher Voice Network following the fall data collection helped to foster these relationships. One 
Network Leader reported, “I am able to provide my teachers with a place to voice their concerns 
and promote their ideas.”  
 
In addition to deepening relationships amongst a known group of educators, Network Leaders 
exhibited more proactive efforts to notify PLN members of the spring data collection. Several 
Network Leaders capitalized on the higher involvement of their PLN members to reach new 
schools and districts. Network Leaders employed the following strategies: collaborating with 
teachers who were recruited from their schools, tapping into an elementary school’s professional 
development time, and recruiting a more diverse group of teachers. One Network Leader also 
reported that they expanded the use of social media as a helpful means to increase engagement.  
 
Additionally, Network Leaders activated district-level contacts to distribute the survey to a wider 
audience, increasing level one participation in the program from 10,264 to 26,887. While the 
inclusion of Charlotte-Mecklenburg Schools significantly increased numbers in the program 
overall, relationships that developed within smaller districts, like Chatham County, were also 
integral to increasing the program’s reach.  
 
There were some challenges associated with inclement weather and confusion over the inclusion 
of the focus group questions in the online survey. HSG is currently evaluating the feedback of the 
Network Leaders to address the latter issue. HSG also included focus group questions online to 
improve the quantity of data collected. However, HSG is currently evaluating whether that 
approach is one that will be employed again.  
 

Partner Engagement in North Carolina 

Purposefully sharing Teacher Voice Network data is a key strategy to adding value to the process 
of policymaking. As such, strengthening partnerships with existing organizations while 
deliberately expanding the program’s reach was a top priority following the fall data collection. 
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Of particular note were new conversations with the North Carolina Association of School 
Superintendents, further involvement of expertise from the John Locke Foundation, meaningful 
collaboration on events with the NCAE, and valuable work with local advocacy organizations, 
including WakeEd, MeckEd, and the Asheville City Schools Foundation.  
 
Partner engagement becomes critical after each data collection ends. Following the fall data 
collection, partners helped distribute the report to their networks and used it as context for their 
own work. For some partners, this transpired via social media. For others, distribution was more 
targeted.  
 
Network Leader Joni Allison, a Kenan Fellowship Alumni, observed the overlap in teacher 
leadership skills between programs, resulting in the development of a webinar to introduce a self-
selected group of Kenan Fellows to the work of the Teacher Voice Network. The webinar focused 
on how to use data to develop solutions and introduce ideas to decision-makers. Following the 
webinar, there were discussions around the the value of the data to all teachers within the Kenan 
Fellowship program, resulting in a network-wide distribution of the fall data report. 
 
Similarly, organic methods of dissemination occurred with other partners, such as through 
publications in Professional Educators of North Carolina’s (PENC) newsletter, in an event with 
NCAE, and during conversations with the North Carolina New Schools Project. These 
dissemination methods led to widespread awareness of the report. The North Carolina Public 
School Forum included the report in their Friday Report newsletter, and EdNC.org published a 
long piece about the report, which they hosted on their site and sent to those in their database.  
 
Today, Network Leaders continue their individualized involvement with partners, which has 
resulted in the enhancement of their leadership skills. For example, Network Leader Mamie Hall 
continues her service to the Racial Equity workgroup of the North Carolina Public School Forum, 
Brian Randall is a Board Member for the Asheville City Schools Foundation, and Stacey Mzarek 
participates as a North Carolina Digital Leaders Coach through the Friday Institute. Trey 
Ferguson’s organizing role with North Carolina’s first Educators Celebrating Effective Teaching 
(ECET2) event, in conjunction with the Center for Teacher Quality (CTQ), and his role as a Board 
Member of PENC, allows the network to collaborate with other teacher leadership organizations 
in North Carolina.  
 

Fall 2016 Data Collection 

In the summer of 2016, the Teacher Voice Network will prepare for its fall 2016 data collection.  
HSG will prioritize the cultivation of relationships within Network Leaders’ PLNs. To generate 
thoughtful, more productive one-on-one conversations between Network Leaders and their PLN 
members, HSG will hold four small regional meetings between April 2016 and the start of the fall 
data collection. These meetings will be held in the western, eastern, south central, and middle 
central areas of the state, and will target level two PLN members with the capacity or 
demonstrated interest in level three engagement. Each meeting will focus on the development of 
a solution to an issue examined in a previous data collection to model the intent of the program 
and encourage rich, solutions-oriented conversation. These events will include a request for PLN 
members to take on a leadership commitment related to the Teacher Voice Network in their school 
or with their colleagues. Ideally, these PLN members will help recruit and plan focus groups, 
distribute the survey to a wider audience, and increase overall participation rates in upcoming 
data collections.  
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List of Current Teacher Voice Network Leaders 
 

Joni Allison 6–12 Instructional Coach 
Henderson County 
Public Schools 

Barry 
Richard Barber 6–8 Instructional Technology Facilitator Asheboro City Schools 

James (Jim) Brooks 
9–12 English, Latin, Creative Writing, 
Journalism, Photojournalism Wilkes County Schools 

Bryan Christopher 9–12 Durham Public Schools 

Myra Creech 5th Grade Reading, Science, Social Studies 
Columbus County 
Schools 

Yvonne de St. Croix 
3-8 Academic and Intellectually Gifted 
Specialist 

Carteret County Public 
Schools 

John deVille 11–12, US History, APUSH, Philosophy Macon County Schools 

Akinyi Edmonds 
6–8 CTE—Business, Finance, and 
Information Technology 

Wake County Public 
School System 

Melissa Faetz 1st Grade Macon County Schools 

Trey Ferguson 9–12 Math 
Wake County Public 
School System 

Pamela Fitzpatrick 
Literacy coach, all subjects in a middle 
school Orange County Schools 

Mamie Hall 9th Grade English Public Charter 

Guy Hill 10–11 English Harnett County Schools 

Rene Lemons Kindergarten and 1st Grade Public Charter 

Elliot Lunsford 9–12 Mathematics 
Buncombe County 
Schools 

Hilary Marshall 8th  Grade English Language Arts 
Charlotte-Mecklenburg 
Schools 

Stacey Mrazek Instructional Coach 
Newton Conover City 
Schools 

Christie Murphy Civics and Economics, AP Government Guilford County Schools 

Kelly 
Norton 
Pipes 11th  Grade Science & Junior Seminar Wilkes County Schools 

Lucas Pasley 9–12 English 
Alleghany County 
Schools 

Kayonna 
(Kay) Pitchford K–5 Instructional Coach 

Cumberland County 
Schools 

Brian Randall 5th Grade Asheville City Schools 

Jennifer Rosser 5th Grade 
New Hanover County 
Schools 
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Angela 
(Angie) Scioli 9–12 Social Studies Wake County Schools 

Courtney Sears 2nd Grade 
Chapel Hill-Carrboro  
Schools 

Amanda Wallace 9th  Grade English 
Watauga County 
Schools 

Bridget Wortman 1st  Grade Pender County Schools 

 

External Evaluation 

Education Policy Initiative at Carolina (EPIC) is conducting the year one external evaluation of 
the North Carolina Teacher Voice Network. Over the coming months, EPIC will attend TVN 
trainings and meetings, as well as interview teachers and state partners to document and assess 
the extent to which the teachers in the program affect policy in North Carolina. They will also 
examine how thoroughly TVN trainings meet the needs of the teachers in the program, making 
data-based recommendations on how to improve the program and the resources provided to 
Network Leaders. Their report will be delivered to HSG in late spring and will be made available 
to the partners sometime thereafter.  
 

Report Layout and Design 

In the spring of 2015, HSG secured the services of Magnolia Consulting, located in Charlottesville, 
Virginia, to conduct an analysis of the data. Magnolia Consulting independently analyzed and 
reported survey and focus group data findings. HSG and Magnolia Consulting collaborated on 
recommendations. 
 
The layout of this report is consistent with the standard format of reports in states where this 
program is in operation. The Survey Data, Focus Group Data, and six appendices follow this 
section. Appendix A includes the survey and focus group questions, Appendix B includes 
visualizations for the survey demographic data, Appendix C shows the percentages of teachers 
who completed surveys in each district, Appendix D includes background on sample 
representativeness, and Appendix E includes information about minimizing survey error.  
 
HSG is committed to making changes to the design and organization of this report to help NCDPI 
and NCSBE better understand and act upon the data and recommendations. As such, HSG 
welcomes feedback on the report from NCDPI and NCSBE. The North Carolina State Director 
and supporting staff in the national office will promptly attend to any feedback.   
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Recommendations 

The following recommendations are organized by topic area. 
 
Restructuring School/Calendar Schedules 
 
In focus groups and surveys, teachers commonly requested changes to allow for additional time 
in their school day or year to plan, prepare, and collaborate. Based on these findings, we 
recommend that NCDPI consider how it might support districts in restructuring the school 
day or year to provide teachers with more time for planning, preparation, and 
collaboration. If restructuring is not possible, NCDPI could consider encouraging school 
superintendents to examine current time use in their schools and work with school 
administrators and teachers to identify opportunities for protected time for teacher 
planning and collaboration (Kaplan, Chan, Farbman, & Novoryta, 2014). For additional 
guidance related to extended teacher planning time, NCDPI should review “Time for Teachers: 
Leveraging Expanded Time to Strengthen Instruction and Empower Teachers,” which provides 
examples of 17 high-performing schools that restructured their schedules to provide teachers with 
more protected time (Kaplan et al., 2014; see Focus Group Question 5). Education Resource 
Strategies (ERS) also has a wealth of resources for districts and schools to support restructuring 
school schedules, such as school scheduling tools for elementary, middle, and high schools; and 
district scheduling tools through School Designer (Survey Question 1, Focus Group Question 5). 
 
Curricular Resources  
 
When sharing feedback on how they access curricular resources to improve their effectiveness 
as an educator, teachers reported accessing online curricular resources through a variety of 
means. Most often, they access resources that are not provided by the state or district (see Survey 
Question 4). To support knowledge sharing, NCDPI could consider emphasizing the utility 
of Home Base as an online repository for teachers to share curricular resources. 
Additionally, NCDPI could consider conducting additional surveys and focus groups with 
teachers to explore how NCDPI and districts could improve existing, online curricular 
resources so that teachers would access them easily and use them regularly. 
 
Assessment  
 
Across surveys and focus groups, teachers commonly shared that classroom assessments are 
more useful than district or state assessments in improving instruction. Specifically, 75 percent of 
teachers believe they can best assess student content-based learning through teacher-prepared 
tests or projects. By contrast, only 3 percent shared that state-prepared tests provide the best 
means for assessing student learning. Part of the utility of teacher-prepared tests might be due to 
their formative nature. Supporting this idea is the finding that the majority of teachers agree that 
formative assessment results help them to support students. To strengthen the quality of 
teacher-prepared formative assessments, we recommend that teachers receive 
professional development and additional resources related to developing quality 
assessments (Guskey, 2003; Rudner & Schafer, 2002). As an example, NCDPI could consider 
providing North Carolina teachers with professional development resources similar to those 
provided by the Ohio Department of Education and Battelle for Kids on choosing and developing 
quality assessments. Furthermore, we note that these findings lend support to the importance of 
providing teachers with more formative data through the recent NCSBE interim assessment pilot 
(Survey Question 6, 7, 8; Focus Group Question 3).  

http://www.timeandlearning.org/publications/timeforteachers
http://www.timeandlearning.org/publications/timeforteachers
https://www.erstrategies.org/library/school_scheduling_tools
https://www.erstrategies.org/news/school_designer_helps_districts_help_principals
http://www.ascd.org/publications/educational-leadership/feb03/vol60/num05/How-Classroom-Assessments-Improve-Learning.aspx
http://echo.edres.org:8080/nea/teachers.pdf
http://education.ohio.gov/Topics/Teaching/Educator-Evaluation-System/How-to-Design-and-Select-Quality-Assessments


 

8 
 

 
Teacher Compensation 
 
Through surveys and focus groups, teachers shared feedback regarding a revised compensation 
structure. During focus groups, 508 teachers commented that teacher pay should be increased 
for all teachers and should not be based on student performance growth. Additionally, most 
teachers agreed that teachers should be paid more for assuming additional roles and 
responsibilities, serving in hard-to-staff geographic areas and low-performing schools, or working 
in hard-to-staff curriculum areas. Most teachers were not interested in a compensation system 
where pay is partly based on student performance growth.  
 
When considering these findings, NCDPI and NCSBE should note that recent research on 
differentiated compensation structures, particularly those based on teacher performance 
incentives, has mixed results relating to improving student outcomes, teacher retention, and 
teacher performance. The following resources offer additional information on this research:  

 The National Center on Performance Incentives (NCPI) at Vanderbilt University has 
conducted several research studies on teacher performance pay and found mixed 
results on student and teacher outcomes (Balch & Springer, 2015; Springer et al., 2012; 
Podgursky & Springer, 2007; Yuan et al., 2012);  

 A recent report from the National Institute for Excellence in Teaching (2013) offers nine 
examples of research on differentiated compensation structures under Teacher Incentive 
Fund (TIF) grantees in various states, including North Carolina; 

 A report from the National Governors Association Center for Best Practices (2007) 
highlights different types of teacher compensation and the associated research; and 

 A report from Pearson (2013) offers examples of different state and national 
compensation structures. 

 
Because teachers appear to support differentiated pay in some situations (e.g., when 
teachers assume additional roles and responsibilities, when they serve in hard-to-staff 
geographic or curriculum areas, or when they serve in low-achieving schools), but 
research regarding the effectiveness of differentiated compensation is mixed, we 
recommend that NCDPI and NCSBE consult research by NCPI and additional resources 
before making decisions, developing plans, or supporting legislation about specific 
statewide pilots or initiatives designed to compensate educators differentially (Survey 
Questions 11, 12, 13, 14, 15; Focus Group Question 2). After deciding on an initiative, we 
recommend that NCDPI and NCSBE review resources, offering suggestions and strategies with 
regard to the implementation and funding of differentiated compensation structures (National 
Governors Association Center for Best Practices, 2007; Odden, 2008). 
 
Supports for Working in Low-Achieving Schools 
 
Respondents believe that teachers serving in low-achieving schools need various types of 
support, including:  

 School resources (e.g., technology, curricula);  

 Smaller class sizes;  

 Supportive administration and effective discipline;  

 In-class support staff;  

 Time to plan, prepare, and collaborate;  

 Additional professional development;  

 Parental support; and  

https://my.vanderbilt.edu/performanceincentives/
https://www.researchgate.net/profile/Ryan_Balch/publication/271714387_Performance_pay_test_scores_and_student_learning_objectives/links/554914e60cf25a87816ab024.pdf
https://my.vanderbilt.edu/matthewspringer/files/2015/02/Springer-et-al-2012.pdf
https://www.researchgate.net/profile/Matthew_Springer/publication/252013426_Credentials_Versus_Performance_Review_of_the_Teacher_Performance_Pay_Research/links/0046352d973ec16f8a000000.pdf
https://www.researchgate.net/profile/Daniel_Mccaffrey/publication/258135667_Incentive_Pay_Programs_Do_Not_Affect_Teacher_Motivation_or_Reported_Practices_Results_From_Three_Randomized_Studies/links/54ca92650cf22f98631b95af.pdf
http://www.mff.org/assets/Uploads/NIET-increasing-educator-effectiveness-lessons-learned-from-teacher-incentive-fund-sites.pdf
http://www.nga.org/files/live/sites/NGA/files/pdf/0711IMPROVINGTEACHING.PDF
http://www.nnstoy.org/download/career_pathways/Final%20updated%20Research%20Report.pdf
http://www.nga.org/files/live/sites/NGA/files/pdf/0711IMPROVINGTEACHING.PDF
http://cpre.wceruw.org/papers/cb-5-paying-for-tcomp-final.pdf
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 Support from school-based coaches, mentors, and lead teachers.  
 
Various articles emphasize the importance of and provide guidance in offering teachers in low-
achieving schools resources appropriate for their particular school. For example,  

 Baroody’s (2011) report, “Turning Around the Nation’s Lowest-Performing Schools: Five 
Steps Districts Can Take to Improve Their Chances of Success,” emphasizes the 
importance of conducting needs assessments in each school, with districts paying close 
attention to the needs of principals and teachers;  

 The Corallo and McDonald (2002) report, “What Works with Low-Performing Schools: A 
Review of Research,” offers short- and long-term strategies for turning around low-
achieving schools and notes the importance of differentiated teacher professional 
development; and 

 The IES Practice Guide, “Turning Around Chronically Low-Performing Schools,” 
(Herman et al., 2008) offers various recommendations, including differentiated 
professional development for teachers and access to materials, textbooks, and 
technology. 

 
Based on previous research and current findings, we recommend that NCDPI and NCSBE 
consider providing additional resources to these teachers and schools based upon the 
unique needs of individual schools and school staff (Survey Questions 13, 16; Focus Group 
Question 1). 
 
As stated earlier, survey respondents also believe that teachers should receive additional 
compensation for working in low-achieving schools. NCDPI should note that several factors affect 
teaching and learning conditions, and greater teacher compensation will not always translate to 
effective school turnaround (e.g., Horng, 2005). Ideally, greater teacher compensation for working 
in low-achieving schools should be dependent upon teachers’ instructional effectiveness 
(Glazerman et al., 2013). For example, in an Institute of Education Sciences (IES) study on the 
Talent Transfer Initiative (TTI), ten school districts in seven states paid their most effective 
teachers $20,000 over two years to transfer to low-achieving schools. The TTI positively affected 
student math and reading achievement, and teacher retention (Glazerman et al., 2013). In another 
example, a study conducted at Vanderbilt University found similar results in the Tennessee 
teacher retention bonus program for priority schools. The Tennessee Department of Education 
(TDOE) paid effective teachers a $5,000 retention bonus to stay in low-achieving priority schools, 
and found positive benefits related to teacher retention (Springer et al., 2014). 
 
In some states, legislators have taken action to ensure teachers who are compensated at a higher 
level for working in low-achieving schools are effective teachers. For example, Florida passed a 
bill in 2014 permitting districts to assign effective or highly effective teachers to hard-to-staff 
schools (Florida House of Representatives).  
 
Based on the available research and the spring 2016 findings, we recommend that NCDPI 
and NCSBE more fully investigate the possibility of creating an incentive program, similar 
to the Talent Transfer Initiative or the Tennessee teacher retention bonus program for 
priority schools, wherein effective teachers and principals receive additional 
compensation for working in low-achieving schools.  

  

http://files.eric.ed.gov/fulltext/ED535862.pdf
http://www.apqceducation.org/index.php/knowledge-base/download-documents/doc_download/20-what-works-with-low-performing-schools
http://ies.ed.gov/ncee/wwc/pdf/practice_guides/Turnaround_pg_04181.pdf
http://escholarship.org/uc/item/0269b641
http://ies.ed.gov/ncee/pubs/20144003/pdf/20144003.pdf
http://ies.ed.gov/ncee/pubs/20144003/pdf/20144003.pdf
http://www.tnconsortium.org/data/files/gallery/ContentGallery/Effective_Teacher_Retention_Bonuses_Evidence_from_TN.pdf
http://www.myfloridahouse.gov/Sections/Documents/loaddoc.aspx?FileName=_h0433er.docx&DocumentType=Bill&BillNumber=0433&Session=2014
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North Carolina Regions 

Per NCDPI’s request, HSG presents aggregated and disaggregated (i.e., by region, see Figure 
Map 1) survey data in Figures 1–65.  
 

  
Source: North Carolina State Board of Education (2015). 

  

Figure Map 1 

http://stateboard.ncpublicschools.gov/about-sbe/sbe-districts.pdf
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Survey Data 
Q1. Which of the following would you require in order to provide professional development 
to your peers? You may choose more than one of the following. 

Figure 1 

 
Analysis: Over 60 percent of teachers shared that in order to provide professional development 
to their peers, they would require time away from instruction. Over half of teachers indicated that 
they would require compensation for providing professional development along with data from 
teachers. This was followed by teachers indicating that they would require, in order of frequency, 
a partner to prepare and provide the session; training on ways to make the professional 
development meaningful, engaging, and effective; and templates to guide their presentation 
and/or discussion. Teachers least often indicated that they would require training in adult learning 
techniques or assistance in identifying their area of expertise, or that they would not be interested 
in providing professional development to peers.    

I AM NOT INTERESTED IN PROVIDING 
PROFESSIONAL DEVELOPMENT TO MY PEERS

ASSISTANCE IDENTIFYING MY AREA OF 
EXPERTISE

TEMPLATES TO GUIDE MY 
PRESENTATION AND/OR DISCUSSION

COMPENSATION FOR PROVIDING PD; DATA 
FROM TEACHERS REGARDING WHAT TYPE OF 
PD THEY ARE MOST IN NEED OF

12
percent

10
percent

61
percent

22
percent

A PARTNER WITH WHOM TO 
PREPARE AND PROVIDE THE 
SESSION

TIME AWAY FROM INSTRUCTION TO PLAN AND 
PREPARE FOR A SESSION

TRAINING IN ADULT LEARNING TECHNIQUES

37
percent

34
percent

52
percent

12
percent

TRAINING ON WAYS TO MAKE 
PROFESSIONAL DEVELOPMENT 
MEANINGFUL, ENGAGING, AND 

EFFECTIVE 
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Table 1 

  Unchecked Checked 

 n Percent n Percent 

Training in adult learning techniques 3309 88% 445 12% 

Assistance identifying my area of expertise 3362 90% 392 10% 

Time away from instruction to plan and 
prepare for a session 

1461 39% 2293 61% 

Templates to guide my presentation 
and/or discussion 

2937 78% 817 22% 

A partner with whom to prepare and 
provide the session 

2351 63% 1403 37% 

Training on ways to make professional 
development meaningful, engaging, and 
effective 

2460 66% 1294 34% 

Compensation for providing PD data from 
teachers regarding what type of PD they 
are most in need of 

1795 48% 1959 52% 

I am not interested in providing 
professional development to my peers 

3294 88% 460 12% 
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Figure 2 

 Training in adult learning techniques  A partner with whom to prepare and provide the session 

 Assistance identifying my area of expertise  
Training on ways to make professional development meaningful, 
engaging, and effective 

 Time away from instruction to plan and prepare for a session  
Compensation for providing PD; data from teachers regarding 
what type of PD they are most in need of 

 Templates to guide my presentation and/or discussion  
I am not interested in providing professional development to my 
peers 

 

15%
11%

13%

8%
11%

8%

13% 11% 13%
9%

63% 61% 61%
58% 59%

23%
20% 21%

28%

21%

40%

35%
37%

33% 36%38%
33%

36%
38% 36%

58%

51%
55%

46%
50%

5%

12% 12%
15% 15%

Northeast
(n = 40)

Southeast
(n = 255)

North Central
(n = 1203)

Sandhills
(n = 159)

Piedmont Triad
(n = 735)
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Figure 3 

 Training in adult learning techniques  A partner with whom to prepare and provide the session 

 Assistance identifying my area of expertise  
Training on ways to make professional development meaningful, 
engaging, and effective 

 Time away from instruction to plan and prepare for a session  
Compensation for providing PD; data from teachers regarding 
what type of PD they are most in need of 

 Templates to guide my presentation and/or discussion  
I am not interested in providing professional development to my 
peers 

 
 
Analysis: Teacher responses regarding what they would require in order to provide professional development to their peers were fairly 
consistent across the regions. In all regions—especially in charter schools—most teachers indicated that they are interested in 
providing peers with professional development. In order to provide this professional development, teachers in all regions and charter 
schools most frequently indicated that they would require time away from instruction, followed by compensation for providing 
professional development and data about what type of professional development teachers need most.1  

                                                
1 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 

14%
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11%
14%
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64%
61% 62%

80%

33%

24% 22% 21% 18%

33%

41%
39% 38%

36% 33%
32%

35%
30%

38%

33%

56%
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67%
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0% 0%

Southwest
(n = 385)

Northwest
(n = 443)

Western
(n = 475)

Charter Schools
(n = 56)

NC Virtual Public Schools
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Figure 4 

 Training in adult learning techniques  A partner with whom to prepare and provide the session 

 Assistance identifying my area of expertise  
Training on ways to make professional development meaningful, 
engaging, and effective 

 Time away from instruction to plan and prepare for a session  
Compensation for providing PD; data from teachers regarding 
what type of PD they are most in need of 

 Templates to guide my presentation and/or discussion  
I am not interested in providing professional development to my 
peers 

 

 
 
Analysis: Teacher responses regarding what they would require in order to provide professional development to peers were fairly 
consistent between rural and non-rural teachers. Across groups, teachers most frequently indicated that they would require time away 
from instruction, followed by compensation for providing professional development and data about what type of professional 
development teachers need most. 

12% 11%10% 11%

62%

57%

21%
25%

38%
35%34%

36%

54%

47%

11%
15%

Non-rural Rural
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Q2. Which of the following communications tools do you reference at least once a 
month? You may choose more than one of the following.2 

Figure 5 

 
 
Analysis: The majority of teachers indicated that they reference teachers’ messages/teacher bi-
weekly messages from DPI on a monthly basis. About a quarter of teachers reported referencing 
either NCpublicschools.org or FYI from DPI’s newsletter, or both. The remaining communication 
tools were less frequently used. Lastly, a quarter of teachers reported not referencing any of these 
communications tools on a monthly basis. 

                                                
2 Two response options, teachers’ messages and teacher bi-weekly messages from DPI, were combined 
for analyses as they both represented the same communication tool. If either one or both were selected, 
the teacher would still only be counted once.  
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Table 2 

 

  Unchecked Checked 

  n Percent n Percent 

NCPublicSchools.org 2770 74% 984 26% 

NCDPI Twitter Account 3583 95% 171 5% 

NCDPI Facebook Account 3623 97% 131 3% 

Dr June Atkinson’s Twitter 
Account 

3571 95% 183 5% 

FYI from DPI (Email Newsletter) 2808 75% 946 25% 

State Board of Education Website 3314 88% 440 12% 

Teachers' Messages/Teacher Bi-
weekly Messages from DPI 

1415 38% 2339 62% 

Other 3463 92% 291 8% 

None of the above 2830 75% 924 25% 
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Figure 6 

 NCPublicSchools.org  State Board of Education Website 

 NCDPI Twitter Account  Teachers’ Messages/Teacher Bi-weekly Messages from DPI 

 NCDPI Facebook Account  Other 

 Dr. June Atkinson’s Twitter Account  None of the above 

 FYI from DPI (Email Newsletter)   
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8%

18%

13%

73%

58% 60%

76%

63%

5%
7% 7% 9% 8%
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Figure 7 

 NCPublicSchools.org  State Board of Education Website 

 NCDPI Twitter Account  Teachers’ Messages/Teacher Bi-weekly Messages from DPI 

 NCDPI Facebook Account  Other 

 Dr. June Atkinson’s Twitter Account  None of the above 

 FYI from DPI (Email Newsletter)   

 
 
Analysis: Teacher responses regarding the communication tools they reference at least once a month were fairly consistent across the 
regions and charter schools, with teachers most frequently selecting teachers’ messages/ teacher bi-weekly messages from DPI. This 
was followed by teachers indicating that they either use NCPublicSchools.org or FYI from DPI’s email newsletter, or both, monthly. In 
most regions, at least a fifth of teachers indicated that they do not reference any of these communication tools on a monthly basis. Two 
exceptions were charter schools, where nearly 40 percent selected none of the above, and the Sandhills region, where only 13 percent 
indicated that they do not reference these tools each month. 3 

                                                
3 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 8 

 NCPublicSchools.org  State Board of Education Website 

 NCDPI Twitter Account  Teachers’ Messages/Teacher Bi-weekly Messages from DPI 

 NCDPI Facebook Account  Other 

 Dr. June Atkinson’s Twitter Account  None of the above 

 FYI from DPI (Email Newsletter)   

 
 
Analysis: Both rural and non-rural teachers referenced similar resources on a monthly basis. Most often, teachers in both rural and 
non-rural areas indicated that they reference teachers’ messages/teacher bi-weekly messages from DPI on a monthly basis. Other 
resources referenced on a monthly basis were NCpublicschools.org, FYI from DPI’s newsletter, or both. Slightly over a quarter of non-
rural teachers and slightly over a fifth of rural teachers indicated that they use none of the listed resources on a monthly basis.  
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Q3. Over the next year, how can DPI most effectively communicate with teachers about 
how the feedback collected with this survey and others (e.g., North Carolina Working 
Conditions Survey) is being used to influence decision-making? You may choose more 
than one of the following. 

Figure 9 

 
Analysis: According to 90 percent of teachers, DPI can most effectively communicate survey 
information with teachers through email. Nearly a quarter of teachers selected at least one of 
these other possible approaches: communication teams of teachers, in-person information 
sessions, press releases, or state superintendent letters. Teachers less often indicated that 
Facebook, Twitter, or webinars would be effective means of communication.  
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Table 3 

  Unchecked Checked 

  n Percent n Percent 

Email 375 10% 3379 90% 

Press Releases 2934 78% 820 22% 

Letters from the State 
Superintendent 

2946 78% 808 22% 

Webinars 3438 92% 316 8% 

In-person Information 
Sessions 

2871 76% 883 24% 

Facebook 3162 84% 592 16% 

Twitter 3413 91% 341 9% 

Communication Teams of 
Teachers Sharing 
Information 

2845 76% 909 24% 

Other 3703 99% 51 1% 
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Figure 10 

 Email  Facebook 

 Press Releases  Twitter 

 Letters from the State Superintendent  Communication Teams of Teachers Sharing Information 

 Webinars  Other 

 In-person Information Sessions   
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Figure 11 

 Email  Facebook 

 Press Releases  Twitter 

 Letters from the State Superintendent  Communication Teams of Teachers Sharing Information 

 Webinars  Other 

 In-person Information Sessions   

 
 
Analysis: In all eight regions and charter schools, teachers indicated that email is the most effective means of communicating 
information with teachers about how surveys are being used to influence decision-making. Although there was some variation across 
regions, teachers were somewhat consistent in their responses regarding the other means of communication.4 
 

                                                
4 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 

90% 92%

86%

93%

67%

23% 25%

19%
23%

0%

24%

19%
21%

16%

0%

8% 9% 8% 7%

33%

19%

24% 26%
23%

33%

17% 18%
14%

20%

67%

11% 10% 8% 9%

33%

25%
22%

27% 27%

0%1% 1% 2% 2% 0%

Southwest
(n = 385)

Northwest
(n = 443)

Western
(n = 475)

Charter Schools
(n = 56)

NC Virtual Public Schools
(n = 3)



 
 

 
25 

Figure 12 

 Email  Facebook 

 Press Releases  Twitter 

 Letters from the State Superintendent  Communication Teams of Teachers Sharing Information 

 Webinars  Other 

 In-person Information Sessions   

 
 
Analysis: Across groups, teacher responses were consistent regarding how DPI can most effectively communicate survey information 
to teachers, with the large majority of teachers selecting email in both rural and non-rural areas. Other communication means were 
selected less often, but were fairly consistent for both rural and non-rural teachers. 
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Q4. How do you access curricular resources designed for improving your effectiveness as 
an educator? You may choose more than one of the following. 

Figure 13 

  
 
5 
Analysis: Overall, teachers reported accessing curricular resources designed for improving 
educator effectiveness through a number of means. Teachers most often indicated that they find 
online resources that are not available through the state or district. This was followed by teachers 
requesting materials or assistance from school colleagues. The next most common means for 
accessing resources was utilizing resources either from professional development organizations 
in teachers’ specific disciplines or from the district, or both. Nearly half of teachers reported that 
they request materials/assistance from colleagues outside of their school and 38 percent utilize 
resources from DPI. Only 9 percent of teachers reported utilizing Home Base digital suite.  
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Table 4 

  Unchecked Checked 

  n Percent n Percent 

Request materials/assistance from 
colleagues within my school 

1199 32% 2555 68% 

Request materials/assistance from 
colleagues outside my school 

2077 55% 1677 45% 

Utilize resources from professional 
development organizations related to 
my discipline 

1683 45% 2071 55% 

Search and identify online resources 
not provided by the state or district 

732 19% 3022 81% 

Utilize resources provided by the 
district 

1832 49% 1922 51% 

Utilize resources provided by DPI 2334 62% 1420 38% 

Utilize Home Base digital suite 3434 91% 320 9% 

Other 3575 95% 179 5% 
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Figure 14 
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Figure 15 

 Request materials/assistance from colleagues within my school  Utilize resources provided by the district 

 Request materials/assistance from colleagues outside my school  Utilize resources provided by DPI 

 
Utilize resources from professional development organizations 
related to my discipline  Utilize Home Base digital suite 

 
Search and identify online resources not provided by the state or 
district (i.e., social media, external education organizations, teacher 
blogs) 

 Other 

 
 

 
 
Analysis: Teachers across all eight regions—and especially in charter schools—indicated that they most often search and identify 
online resources not provided by their state or district. This was followed by teachers requesting materials or assistance from school 
colleagues to improve their effectiveness as educators. Other means of accessing curricular resources were fairly consistent across 
all regions and charter schools with some variations. Most notably, compared to teachers in the eight regions, teachers at charter 
schools less often indicated that they use resources provided by the district or by DPI. 6  

                                                
6 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 16 

 Request materials/assistance from colleagues within my school  Utilize resources provided by the district 

 Request materials/assistance from colleagues outside my school  Utilize resources provided by DPI 

 
Utilize resources from professional development organizations 
related to my discipline  Utilize Home Base digital suite 

 
Search and identify online resources not provided by the state or 
district (i.e., social media, external education organizations, teacher 
blogs) 

 Other 

 

 
 
Analysis: Rural and non-rural teacher responses were similar regarding their access of curricular resources designed for improving 
educator effectiveness. Teachers in both rural and non-rural areas most often indicated that they find online resources that are not 
available through the state or district. This was followed by requesting materials or assistance from school colleagues, utilizing 
resources from professional development organizations in teachers’ discipline, and utilizing resources from the district. 
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Q5. What is your preferred way of communicating with parents? You may choose more 
than one of the following. 

Figure 17 
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Analysis: The majority of teachers reported that they prefer to communicate with parents through 
email, followed by in-person meetings, phone calls to parents and guardians, and letters home. 
Around a fifth of teachers shared that they prefer to communicate with parents either through text, 
or Remind web/app software, or both. Social media methods (e.g., Facebook, Twitter, blogs, and 
podcasts) were least often selected as preferred means of communicating with parents.  
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Table 5 

  Unchecked Checked 

  n Percent n Percent 

In-person meetings 1520 40% 2234 60% 

Text 3016 80% 738 20% 

Remind web/app software 3044 81% 710 19% 

Email 554 15% 3200 85% 

Letters/Notes home to students 2200 59% 1554 41% 

Twitter 3615 96% 139 4% 

Facebook 3600 96% 154 4% 

Blog 3683 98% 71 2% 

Podcasts 3748 100% 6 0.2% 

Group information sessions 3415 91% 339 9% 

Learning management systems (e.g., 
Edmodo, Canvas, Gaggle) 

3482 93% 272 7% 

Phone calls to parents/guardians 1613 43% 2141 57% 

Other 3574 95% 180 5% 
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Figure 18 
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Figure 19 

 In-person meetings  Blog 
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Figure 20 

 In-person meetings  Blog 

 Text  Podcasts 

 Remind web/app software  Group information sessions 

 Email  Learning management systems (e.g., Edmodo, Canvas, Gaggle) 

 Letters/notes home to students  Phone calls to parents/guardians 

 Twitter  Other 

 Facebook   

 
 
Analysis: Teacher responses regarding how they prefer to communicate with parents varied across the regions and charter schools. 
With the exception of the Sandhills region, teachers selected email as the preferred method of communication with parents, especially 
in charter schools where nearly all teachers selected it. Teachers in the Sandhills region most often selected phone calls to parents 
and guardians, then in-person meetings, and then emails. Teachers’ preference for other communication methods, such as text, letters 
home to students, and Remind web/app software, varied by region and by charter schools. More consistently, social media methods 
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(e.g., Facebook, Twitter, blogs, and podcasts) were rarely selected as preferred methods of communicating with parents in any region 
or in charter schools. 7  
 
 
  

                                                
7 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 21 

 In-person meetings  Blog 
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 Remind web/app software  Group information sessions 

 Email  Learning management systems (e.g., Edmodo, Canvas, Gaggle) 
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Analysis: The majority of rural and non-rural teachers reported that they prefer to communicate with parents through email. After emails, 
teachers in these areas indicated a slightly higher preference for in-person meetings or phone calls to parents and guardians, or both, 
with non-rural teachers more often selecting the former and rural teachers more often selecting the latter. Next, teachers in both settings 
indicated that they prefer communicating with parents through letters/notes home to students. Teachers rarely selected social media 
methods (e.g., Facebook, Twitter, blogs, and podcasts) as preferred methods of communicating with parents by either rural or non-
rural teachers. 
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Q6. How can you best assess student content-based learning?  

Figure 22 

 

 
 
 
Analysis: Nearly half of teachers indicated that they can best assess students through their own 
teacher-prepared tests, followed by teacher-prepared projects and tests prepared by teachers at 
the school or district level. Tests prepared by the state or by outside venders were rarely selected 
as the most effective means of assessing students. 
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Table 6 

  n Percent 

Projects 1134 30% 

Your own teacher-prepared tests 1677 45% 

Tests prepared by teachers at the district or school level 515 14% 

State-prepared tests 123 3% 

Tests prepared by outside vendors 70 2% 

Other 235 6% 

Total 3754 100% 
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Figure 23 

 

 Projects  State-prepared tests 

 Your own teacher-prepared tests  Tests prepared by outside vendors 

 Tests prepared by teachers at the district or school level  Other 
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Figure 24 

 

 Projects  State-prepared tests 

 Your own teacher-prepared tests  Tests prepared by outside vendors 

 Tests prepared by teachers at the district or school level  Other 

 
 
Analysis: Teachers in all regions and charter schools consistently selected their own teacher-prepared tests as the best way to assess 
student content-based learning. With the exception of the Sandhills region, teachers then most often selected projects. Teachers rarely 
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selected tests prepared by the state or by outside venders as the best approach to assessing student learning in any region or charter 
schools. 8  
 

                                                
8 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 25 

 

 Projects  State-prepared tests 

 Your own teacher-prepared tests  Tests prepared by outside vendors 

 
Tests prepared by teachers at the district or school 
level  Other 

 
Analysis: Rural and non-rural teacher responses regarding how to best assess student learning 
were consistent, with teachers in both areas most often selecting their own teacher-prepared tests 
and then projects. Rural and non-rural teachers rarely selected tests prepared by the state or by 
outside vendors as the best approach to assessing student learning. 
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Q7. When is the best time to assess student learning in order to tailor instruction and 
improve student performance? 

Figure 26 

 

 
 
 
Analysis: Eighty percent of teachers indicated that the best time to assess student learning in 
order to tailor instruction and improve student performance is ongoing through formative 
assessments. Fifteen percent of teachers stated that the period between each instructional unit 
is the best time to assess student learning.  
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Table 7 

  n Percent 

Ongoing, formative assessments 2993 80% 

At the end of each nine weeks of school 94 3% 

At the end of each semester 21 1% 

Between each instructional unit 568 15% 

At the end of the school year 10 0.3% 

Other 68 2% 

Total 3754 100% 
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Figure 27 

 

 Ongoing, formative assessments  Between each instructional unit 
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Figure 28 

 

 Ongoing, formative assessments  Between each instructional unit 

 At the end of each nine weeks of school  At the end of the school year 

 At the end of each semester  Other 

 
 
Analysis: Teacher responses regarding the best time to assess student learning in order to tailor instruction and improve student 
performance were fairly consistent across all eight regions and charter schools. The vast majority of teachers indicated that the best 
time to assess student learning is ongoing through formative assessment. Alternatively, around 12–18 percent of teachers in each 
region and charter schools indicated that assessing students between each instructional unit is the best time to assess student learning. 
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Few teachers in any region indicated that the best time to assess student learning is at the end of each nine weeks of school, except 
for the Sandhills region where 8 percent of teachers found this to be the best time. 9 

                                                
9 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 29 

 

 Ongoing, formative assessments  Between each instructional unit 

 At the end of each nine weeks of school  At the end of the school year 

 At the end of each semester  Other 

 
Analysis: The majority of both rural and non-rural teachers indicated that the best time to assess 
student learning in order to tailor instruction and improve student performance is ongoing through 
formative assessments.  
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Q8. Formative assessment results help me to support my students. 

Figure 30 

 

 
 
 
Analysis: Ninety-two percent of teachers agreed or strongly agreed that formative assessment 
results help them support students.  
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Table 8 

  n Percent 

Does not apply as I do not use formative assessments 91 2% 

Strongly disagree 49 1% 

Disagree 137 4% 

Agree 1553 41% 

Strongly agree 1924 51% 

Total 3754 100% 
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Figure 31 
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Figure 32 

 

 Strongly agree  Strongly disagree 

 Agree  Does not apply as I do not use formative assessments 
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Analysis: Across all eight regions and charter schools, the vast majority of teachers agreed or strongly agreed that formative 
assessment results help them support students.10  

                                                
10 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 33 
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Analysis: Ninety-three percent of both rural and non-rural teachers agreed or strongly agreed that 
formative assessment results help them support students.  
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Q9. How familiar are you with EVAAS data? 

Figure 34 

 

 
 
 
Analysis: The majority of teachers shared that they are familiar or very familiar with EVAAS data. 
Nine percent of teachers expressed that they do not know what EVAAS data is or they are not at 
all familiar with it. 
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Table 9 

  n Percent 

What is EVAAS data? 124 3% 

Not familiar at all 242 6% 

Not very familiar 730 19% 

Familiar 1821 49% 

Very familiar 837 22% 

Total 3754 100% 
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Figure 35 
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Figure 36 

 

 Very familiar  Not familiar at all 

 Familiar  What is EVAAS data? 

 Not very familiar   

 
Analysis: Across all eight regions and charter schools, the majority of teachers shared that they are familiar or very familiar with EVAAS 
data, particularly in the Northeast region where all teachers indicated that they know about EVAAS and have at least some familiarity 
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with it. Based on responses, teachers in charter schools demonstrated the least familiarity with EVAAS data, and 11 percent of these 
teachers do not know what EVAAS data is.11  

                                                
11 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 37 
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Analysis: Teachers’ familiarity with EVAAS data was almost identical in rural and non-rural 
settings with the majority of teachers in both areas indicating that they have at least some 
familiarity with EVAAS data. 
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Q10. Provided educators have actionable and timely assessment results, which of the 
following maximum class sizes would allow for effective remediation or instructional 
adaptability? 

Figure 38 

 

 
 
 
Analysis: Nearly all teachers indicated that the maximum class size should be either 10–15, 15–
18, or 18–22 students to allow for effective remediation and instructional adaptability. More 
specifically, 39 percent of teachers indicated 15–18 students should be the maximum allowable 
class size, slightly over a third selected 10–15 students, and around a quarter of teachers selected 
18–22 students.  
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Table 10 

  n Percent 

10–15 1287 34% 

15–18 1482 39% 

18–22 860 23% 

22–26 106 3% 

26–30 19 1% 

Total 3754 100% 
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Figure 39 
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Figure 40 

 

 26–30  15–18 

 22–26  10–15 

 18–22   

 
Analysis: A majority of teachers across all regions indicated that the maximum class size should be 10–15 or 15–18 students to allow 
for effective remediation and instructional adaptability. With the exception of the Northeast, Sandhills, and Northwest regions, around 
a quarter of teachers and nearly a third of teachers in charter schools indicated that 18–22 students should be the maximum class size. 
Compared to the other regions, a higher percentage of teachers in the Northeast and Sandhills regions indicated smaller class sizes 

33%
38% 35% 36%

67%

38%

44%
40%

32%

27%
16%

23%
30% 33%

1%
2%

1%
1% 1% 2%

Southwest
(n = 385)

Northwest
(n = 443)

Western
(n = 475)

Charter Schools
(n = 56)

NC Virtual Public Schools
(n = 3)



 
 

66 
 

with 10–15 students. Very few teachers in any region or in charter schools indicated that a class size with more than 22 students was 
acceptable. 12 

                                                
12 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 41 
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Analysis: Rural and non-rural teacher responses were fairly consistent regarding the maximum 
class size. A slightly higher percentage of rural teachers indicated that smaller classrooms, with 
either a maximum of 15–18 or 10–15 students, would allow for effective remediation and 
instructional adaptability compared to non-rural teachers, of whom a quarter of teachers indicated 
that 18–22 students would be the maximum allowable size.  
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Q11. A compensation structure for educators should be based on the additional roles and 
responsibilities they assume in addition to the current step-and-lane pay scale.13 

Figure 42 

 

 
 
 
Analysis: Over 75 percent of teachers agreed or strongly agreed that a compensation structure 
for educators should be based on their additional roles and responsibilities in addition to the 
current step-and-lane pay scale. Five percent of teachers had no opinion and the remaining 
disagreed or strongly disagreed.    
  

                                                
13 Step-and-lane refers to the current salary schedule where the steps are the years of experience and the 
lanes are advanced degrees/certification. 
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Table 11 

  n Percent 

No opinion 184 5% 

Strongly disagree 235 6% 

Disagree 395 11% 

Agree 1475 39% 

Strongly agree 1465 39% 

Total 3754 100% 
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Figure 43 
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Figure 44 
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Analysis: Across all regions and charter schools, around 75 percent of teachers agreed or strongly agreed that a compensation 
structure for educators should be based on their additional roles and responsibilities in addition to the current step-and-lane pay scale. 
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In the Northwest, Sandhills, Piedmont Triad, and Western regions, around a fifth of teachers disagreed or strongly agreed with this 
compensation structure. The Northeast region had the highest percentage of teachers (10 percent) who had no opinion.14  

                                                
14 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 45 
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Analysis: Rural and non-rural teachers had similar responses regarding their agreement with a 
compensation structure based on their additional roles and responsibilities in addition to the 
current step-and-lane pay scale. The majority of both rural and non-rural teachers agreed or 
strongly agreed with this compensation structure.   
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Q12. Would you be interested in a compensation system in which your pay was partly 
based on student performance growth? 

Figure 46 

 
 
 
Analysis: Over 70 percent of teachers were not interested in a compensation system in which pay 
is partly based on student performance growth. Only a fifth of teachers demonstrated that they 
are interested. The remaining teachers indicated that they are unsure about this compensation 
system.  
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Table 12 

  n Percent 

No 2669 71% 

Yes 365 10% 

Not sure 720 19% 

Total 3754 100% 
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Figure 47 
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Figure 48 

 
 
Analysis: Across the regions and charter schools, the majority of teachers were not interested in a compensation system in which pay 
is partly based on student performance growth. The Northeast and charter schools indicated the least interest in this compensation 
system, and the Sandhills region showed the most interest (14 percent). The Southeast region had the highest percentage of teachers 
who are not sure about this compensation system. 15 

                                                
15 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 49 

 
Analysis: Few rural or non-rural teachers were interested in a compensation system in which pay 
is partly based on student performance growth. The majority of both rural and non-rural teachers 
were not interested, and nearly a fifth of these teachers were not sure. 
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Q13. Teacher leaders should receive higher compensation for serving in hard-to-staff 
geographic areas and low-performing schools. 

Figure 50 

 

 
 
 
Analysis: Nearly 75 percent of teachers agreed or strongly agreed that teacher leaders should 
receive higher compensation for serving in hard-to-staff geographic areas and low-performing 
schools. Eight percent of teachers had no opinion, and the remaining teachers either disagreed 
(15 percent) or less often, strongly disagreed (5 percent).   
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Table 13 

  n Percent 

No opinion 315 8% 

Strongly disagree 174 5% 

Disagree 562 15% 

Agree 1652 44% 

Strongly agree 1051 28% 

Total 3754 100% 
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Figure 51 
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Figure 52 

 

 Strongly agree  Strongly disagree 

 Agree  No opinion 

 Disagree   

 
 
Analysis: Across all regions and charter schools, the majority of teachers agreed or strongly agreed that teacher leaders should receive 
higher compensation for serving in hard-to-staff geographic areas and low-performing schools. Teachers in the Northeast and 
Southwest regions demonstrated the strongest agreement with this statement. The Northwest and Piedmont Triad regions had the 
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highest percentages of teachers who disagreed or strongly disagreed with this statement, with over 25 percent opposed in each region. 
The Northwest region and charter schools had the highest percentage of teachers with no opinion. 16  

                                                
16 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 53 
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Analysis: Over 70 percent of both rural and non-rural teachers agreed or strongly agreed that 
teacher leaders should receive higher compensation for serving in hard-to-staff geographic areas 
and low-performing schools. Twenty percent of both rural and non-rural teachers disagreed or 
strongly disagreed with this statement. The remaining teachers had no opinion.  
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Q14. Teacher leaders should receive higher compensation for serving in hard-to-staff 
curriculum areas, such as STEM or Exceptional Children education. 

Figure 54 

 
 
 
Analysis: Over half of teachers agreed or strongly agreed that teacher leaders should receive 
higher compensation for serving in hard-to-staff curriculum areas, such as STEM or Exceptional 
Children education. However, a third of teachers disagreed or strongly disagreed with this 
statement. Nine percent of teachers had no opinion. 
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Table 14 

  n Percent 

No opinion 338 9% 

Strongly disagree 282 8% 

Disagree 966 26% 

Agree 1295 34% 

Strongly agree 873 23% 

Total 3754 100% 
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Figure 55 
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Figure 56 
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Analysis: Across all eight regions and charter schools, around half or more of teachers agreed or strongly agreed that teacher leaders 
should receive higher compensation for serving in hard-to-staff curriculum areas. Around a third of teachers disagreed or strongly 
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disagreed, and the remaining teachers had no opinion. Teachers most frequently agreed or strongly agreed with this statement in the 
Southwest region and disagreed or strongly disagreed most frequently in the Northwest region. 17  

                                                
17 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 57 
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Analysis: Fifty-eight percent of both rural and non-rural teachers agreed or strongly agreed that 
teacher leaders should receive higher compensation for serving in hard-to-staff curriculum areas, 
and a third of teachers disagreed or strongly disagreed. Around a fifth of both rural and non-rural 
teachers had no opinion.  
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Q15. In determining an increase in compensation, what percentage of a teacher’s pay 
would you be comfortable basing on student performance growth? 

Figure 58 

 Greater than 30%  5% 
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I am not comfortable with any percentage of my 
salary being based on student performance. 

 

 
 
 
Analysis: Over 60 percent of teachers were not comfortable with any of their salary being based 
on student performance growth. For the remaining teachers, the percentage of their pay that they 
would be comfortable basing on student performance varied slightly. Most often teachers 
indicated either 5 percent or less than 2 percent of their pay as acceptable.  
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Table 15 

  n Percent 

I am not comfortable with any percentage of my salary 
being based on student performance. 

2316 62% 

Less than 2% 382 10% 

2% 244 6% 

5% 458 12% 

15% 199 5% 

20% 113 3% 

30% 25 1% 

Greater than 30% 17 0.5% 

Total 3754 100% 
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Figure 59 
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Figure 60 
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Analysis: Across all regions and charter schools, most teachers indicated that they would not be comfortable with any of their salary 
being based on student performance. The remaining teachers shared the percentage of their pay that they would be willing to base on 
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student performance. Typically, teachers selected either less than 2 percent or 5 percent of their pay, but teacher responses varied 
slightly across the regions.18 

                                                
18 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 61 
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Analysis: The majority of rural and non-rural teachers were not comfortable with any of their salary 
being based on student performance. For the remaining teachers, responses were fairly similar 
between rural and non-rural teachers. Teachers indicated most often that they would be willing to 
base either 5 percent or less than 2 percent of their pay on student performance. 
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Q16. What additional percentage of your current salary would you require to accept or 
remain in a position at a low performing school? 

Figure 62 
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Analysis: Over a third of teachers indicated that they would not be comfortable with any of their 
salary being based on student performance. For the remaining teachers, the additional 
percentage of their salary that they would require to accept or remain in a position at a low-
performing school varied. Most often teachers indicated either 15 percent or 20 percent would be 
acceptable. Over a tenth of teachers indicated that they would require 30 percent of their salary 
or greater, and over a tenth would require 5 percent of their salary to accept or remain at a low-
performing school. Teachers rarely indicated that 2 percent or less would be acceptable.  
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Table 16 

  n Percent 

I am not comfortable with any percentage of my salary being 
based on student performance. 

1440 38% 

Less than 2% 91 2% 

2% 84 2% 

5% 430 11% 

15% 693 18% 

20% 582 16% 

30% 185 5% 

Greater than 30% 249 7% 

Total 3754 100% 
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Figure 63 
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Figure 64 
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Analysis: In most regions and charter schools, teachers most often indicated that they would require either 15 percent or 20 percent of 
their current salary to accept or remain in a position at a low-performing school. The Northeast region was the exception, where nearly 
a quarter of teachers indicated that they would require 5 percent of their current salary. Around a third or more of teachers in all regions 
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and charter schools were not comfortable with any of their salary being based on student performance. The Northwest region had the 
highest percentage of teachers, nearly half, who were not comfortable with any of their salary being based on student performance. 19  
 

                                                
19 Only three teachers from NC Virtual Public Schools completed the survey. They were not included in the analysis summary because of the small 
sample size. Therefore, readers should interpret the NC Virtual Public school results with caution. 
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Figure 65 
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Analysis: Rural and non-rural teachers most often indicated that they would not be comfortable with any of their salary being based on 
student performance. For the remaining teachers, the percentage of their salary that they would require to accept or remain in a position 
at a low-performing school varied slightly between rural and non-rural areas. Overall, rural and non-rural teachers most often indicated 
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that they would require 15 percent of their current salary. The second most common percentages indicated by rural and non-rural 
teachers were 20 percent and 5 percent, respectively.  
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Focus Group Data 

The spring focus groups included the following six open-ended questions: 
1. What supports do teachers need to be effective in low-achieving schools? 
2. How might a revised compensation structure, different from the current step-and-

lane pay system, affect the profession? 
3. Describe any differences among your use of state, district, and classroom 

assessments to improve instruction. 
4. How does class size impact your ability to effectively educate students? 
5. What would your ideal school calendar look like? 
6. What assistance do you need from the Department of Public Instruction to improve 

parent engagement?  
 

HSG collected responses from focus groups and SurveyGizmo (referred to throughout this portion 
of the report as “survey answers”) and sent the results to Magnolia Consulting for analysis. After 
receiving the focus group data, Magnolia Consulting cleaned and prepared it for coding in Atlas.ti, 
a qualitative data analysis software. Atlas.ti allows users to divide data into segments, attach 
codes to the segments, and find and display all instances of similarly coded segments for analysis 
(Miles & Huberman, 1994). 20  This enables efficient data organization and analysis. Next, 
Magnolia Consulting conducted a content analysis of the data, which involved identifying, 
organizing, and categorizing recurring themes in the survey answers (Patton, 2015).21 Magnolia 
Consulting staff regularly met to review codes, to discuss emerging codes, and to establish 
interrater agreement on recurring themes.  
 
For this report, Magnolia Consulting presents categorized, recurring themes in tables with 
associated text describing each theme. An analysis of focus group data is located in Tables 17–
24. 
 
  

                                                
20 Miles, M. B. & Huberman, A. M. (1994). Qualitative Data Analysis (2nd ed.). Thousand Oaks, CA: Sage Publications. 
21 Patton, M. C. (2015). Qualitative Research and Evaluation Methods (4th ed.). Thousand Oaks, CA: Sage Publications.  
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FG Q1: What supports do teachers need to be effective in low-achieving schools? 

Table 17 

Teacher Supports for Low-Achieving Schools 

VARIOUS SCHOOL RESOURCES (N = 618) 

Teachers requested various school resources in low-
achieving schools, such as technology, curricula, textbooks, 
manipulatives, and consumable materials.  

“Since I teach social studies to 
seventh and eighth grade, I am going 

to say textbooks and resources for 
students. I currently have no 

resources. Without resources, how 
can we expect students to succeed?” 

“Teachers and students also need 
more access to technology.” 

SMALLER CLASS SIZE (N = 595) 

Teachers stated that it was important for low-achieving 
schools to have smaller class sizes and lower teacher-to-
student ratios. Several teachers added that smaller classes 
would allow teachers to better address student needs.  

“Reducing the class size would 
dramatically help student growth.” 

“Smaller class sizes would allow the 
teacher to work more one-on-one with 
students to work on topics and skills 

with which students struggle.” 

SUPPORTIVE SCHOOL ADMINISTRATORS AND DISCIPLINE STRUCTURE (N = 442) 

Teachers expressed the importance of a supportive school 
administration, particularly with respect to discipline and 
behavior management. Teachers frequently added that 
administrators should exhibit strong, positive leadership 
skills. 

“Teachers need administrative 
support to back them up.” 

“Strong leadership with highly strict 
disciplinary actions that are enforced 
and tailored to that particular school. 

Referrals should be honored by 
teachers and administration should 
come out of their offices and get to 

know the kids.” 

IN-CLASS SUPPORT STAFF (N = 410) 

Teachers emphasized the importance of having more in-
class support staff, such as teaching assistants and 
intervention staff. Some teachers added that these 
additional classroom staff members could support 
opportunities for differentiation of instruction. 

“At the elementary level, need to 
have TAs especially if their class 

sizes are going to remain large. You 
cannot do effective small group 

instruction when the ratio is 30 to 1.” 

“Low-achieving schools need 
generous numbers of support staff 
who are available for instructional 

support.” 
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Teacher Supports for Low-Achieving Schools 

PLANNING, PREPARATION, AND COLLABORATION TIME (N = 368) 

Teachers emphasized the importance of protected time for 
lesson planning, preparation, and collaboration with 
colleagues.  

“Uninterrupted planning time would 
allow staff to develop well-rounded, 

quality lessons.” 

“Time to collaborate with teachers in 
our subject area on a regular basis.” 

PROFESSIONAL DEVELOPMENT (N = 326) 

Teachers shared that quality and relevant professional 
development in a variety of areas would be helpful. For 
example, teachers commonly referenced the following 
topics: classroom management, student engagement, 
effects of poverty, and cultural sensitivity. 

“There needs to be professional 
development on how to relate to 

students in poverty.” 

“Training specific to the needs of their 
students.” 

SUPPORT FROM PARENTS (N = 238) 

Teachers requested additional parent support and 
involvement in low-achieving schools.  

“A greater outreach to home/parents 
– more buy-in on this end.” 

“If we can figure out some way to get 
parents involved like they are in these 
high-performing charter schools, we 
could really make a difference. If the 
parents don’t value what we’re doing, 

it doesn’t matter.” 

HIGHER TEACHER COMPENSATION (N = 134) 

Teachers commonly stated that teachers in low-achieving 
schools should receive higher compensation or additional 
incentives. Some teachers noted that higher pay might 
promote teacher recruitment and retention. 

“Higher compensation—we have to 
work harder and go the extra mile for 

these low-performing students.” 

“More money (I really think this is 
crucial…the work is DEFINITELY 

harder and if you want to attract and 
keep great teachers and try to fight 

burnout, align pay with the 
percentage of free and reduced 

lunch.” 

SUPPORT FROM COACHES, MENTORS, AND LEAD TEACHERS (N = 112) 

Focus group participants commented that teachers in low-
achieving schools would benefit from personalized support 
from coaches, mentors, and lead or expert teachers in their 
classrooms. 

“Help from mentors and instructional 
coaches.” 

“Positive and effective instructional 
leaders who provide a school-wide 

climate for excellence.” 
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Teacher Supports for Low-Achieving Schools 

SUPPORT FROM THE COMMUNITY (N = 107) 

Teachers also advocated for greater community 
involvement and support in low-achieving schools.  

“Actively welcome and engage 
community volunteers in the 

classrooms, school in any capacity.” 

“They need the support of the 
community, not the backlash.” 

SUPPORT FROM COUNSELORS, SOCIAL WORKERS, AND NURSES (N = 104) 

Teachers shared that they would benefit from having 
additional support staff who are focused on student mental 
health, student physical health, and social services. For 
example, teachers frequently mentioned school-based 
counselors, social workers, and nurses as staff who could 
provide additional support.  

“We’re battling malnutrition, 
addictions, sexual, mental, and 

physical abuse, neglect, and all of the 
peripheral issues of poverty. We’re 
addressing them every day and we 

need help with it. 2 or 3 therapists per 
grade would be very helpful.” 

“A social worker who is assigned only 
to that school is absolutely 

necessary.” 
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FG Q2: How might a revised compensation structure, different from the current step-and-
lane pay system, affect the profession? 

Table 18 

Effects of Changes to Current Step-and-lane Pay System 

ANY REVISED COMPENSATION STRUCTURE SHOULD INCREASE ALL TEACHER WAGES (N = 508) 

Teachers requested an overall raise in teacher wages, 
particularly for veteran teachers, advocating for 
reinstatement of yearly step raises to help offset cost-of-
living increases. Teachers often stated that current salaries 
are insufficient and do not reflect the professionalism of their 
work.  

“All teachers should receive a step-up 
raise each year. The veteran teachers 

are sometimes forgotten, when we 
are the ones that are dedicated and 

want to continue teaching.” 

“Teachers need higher salaries 
regardless of why they are being paid. 
Put any description on it, just pay us 

what we are worth!” 

A REVISED COMPENSATION STRUCTURE COULD POSITIVELY IMPACT TEACHER QUALITY (N = 494) 

Teachers were in favor of a revised pay structure that 
compensates teachers for completing out-of-class duties 
and volunteer roles, obtaining a Master’s degree, and 
serving in school leadership roles. Teachers reported that 
these benefits could improve the quality of teachers 
entering the workforce and encourage current teachers to 
continue teaching and improving their practice.  

“I believe compensating teachers for 
additional roles they take on would 
encourage teachers to be leaders.” 

“This could motivate teachers to try 
harder, become more involved, and 

continue to progress in the profession 
by getting a Master’s degree.” 

A REVISED COMPENSATION STRUCTURE SHOULD NOT BASE TEACHER PAY ON STUDENT 

PERFORMANCE (N = 348) 

Teachers stated opposition to the idea of linking teacher pay 
to student outcomes. Teachers cited many factors outside 
of their control (e.g. student home environment and student 
motivation) that could negatively affect student 
performance. For these reasons, teachers stated that it 
would be unfair to base their pay on student achievement. 

“You cannot be held completely 
accountable for students’ 

performance on standardized tests! 
There are so many factors we can’t 

control.” 

“We cannot choose who is put in our 
class. Even after working very hard, 
some students still have a difficult 

time showing growth. This shouldn’t 
be linked to my worth as a teacher.” 

A REVISED COMPENSATION STRUCTURE COULD HAVE NEGATIVE EFFECTS (N = 331) 

Teachers commented that a merit-based pay system could 
create competition among teachers and reduce 
collaboration. Teachers added that this type of pay structure 
might further reduce the number of teachers in North 
Carolina. 

“I hope a new structure does not 
create competition and hurt the 

supportive, collegial atmosphere that 
should be present at all schools.” 

“I think that it would cause teachers to 
work against each other, or it will be 

the last straw for many. 
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Effects of Changes to Current Step-and-lane Pay System 

A REVISED COMPENSATION STRUCTURE COULD SUPPORT LOW-PERFORMING SCHOOLS (N = 113) 

Teachers shared that changes to the compensation system 
could be used to bring high-quality teachers into low-
performing schools through extra compensation for 
teachers working in these environments.  

“Qualified teachers might take on the 
harder schools.” 

“Although I feel all teachers are 
underpaid, those who serve our 

neediest schools should get more 
money.” 

A REVISED COMPENSATION STRUCTURE COULD BUILD TEACHER MORALE (N = 105) 

Overall, teachers believe that a more competitive 
compensation structure could boost teacher morale and 
help teachers feel valued and appreciated by the 
community.  

“It will show teachers are respected 
and appreciated.” 

“It will help morale and make teachers 
feel more appreciated.” 
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FG Q3: Describe any differences among your use of state, district, and classroom 
assessments to improve instruction. 

Table 19 

State Assessment Use 

STATE ASSESSMENTS ARE NOT USEFUL OR OF HIGH QUALITY (N = 387 ) 

Teachers had negative perceptions about the quality and 
utility of state assessments in reflecting student learning. 
For example, teachers mentioned the one-time yearly 
assessment point, difficulty in assessing students with 
learning disabilities, inaccurate information, and poorly 
written items. Teachers also reported a lack of alignment 
between state assessments and curriculum standards, 
pacing, and sequence. Finally, teachers added that they do 
not have enough information to analyze or use the limited 
data from state assessments. 

“State tests do not inform my 
instruction in any way. We do not see 
any results that would help us. All we 
see is a list of random scores, not a 

breakdown of concepts where 
students did/did not do well.” 

“Many of the questions are poorly 
written or have outright errors.” 

“I do not use state data at all. It points 
to one microcosm of a multitude of 

data and to me is completely 
useless.” 

STATE ASSESSMENT RESULTS ARE AVAILABLE TOO LATE (N = 270) 

Teachers cited issues with the timing of the state 
assessments, which are available too late in the year to 
support student learning.  

“I do not use the state assessments in 
my classroom. Once I receive the 
scores the year is over. Also the 

analysis is too vague to pinpoint the 
specific standards on which I should 

focus more instruction.” 

“State assessments are given only at 
the end of course and cannot be used 

to improve anything on either the 
teacher or student’s part.” 

STATE ASSESSMENTS ARE STRESSFUL (N = 146) 

Teachers noted that state assessments are highly stressful 
for students and teachers. As a result, they find themselves 
teaching to the test to reduce stress for the students and to 
alleviate pressure on themselves for performance and 
evaluation reasons. 

“State assessments create a high 
stress learning environment.” 

“It makes me angry and frustrated to 
give tests that students cry and throw 
up over. Kids do not need to feel like 

failures based on a state test.” 
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Table 20 

District Assessment Use 

DISTRICT ASSESSMENTS ARE NOT USEFUL OR OF HIGH QUALITY (N = 220) 

Teachers noted concerns about the quality and utility of 
district assessments. Specifically, teachers commented that 
district assessments do not align with curricula, are poorly 
written, and inaccurately reflect student learning. Several 
teachers added that they only use district assessments 
because these are required.  

“[District assessments] are not 
aligned with the curriculum to give 

meaningful data.” 

“It is riddled with incorrect answers, 
poorly written questions and other 
inconsistencies that diminish the 
usefulness of any assessment 

derived from that source.” 

DISTRICT ASSESSMENTS PROVIDE STUDENT SNAPSHOTS (N = 170) 

Teachers commented that district assessments offer a 
quarterly snapshot of student ability levels and opportunities 
for district-wide comparisons.  

“Our district assessments have 
improved over the past several years. 
I can use these to see what students 

come into my class understanding 
and what I may need to spend more 

time on.” 

“District benchmarks are sometimes 
used as a data point for placement.” 

DISTRICT ASSESSMENTS REDUCE AVAILABLE INSTRUCTIONAL TIME (N = 98) 

Teachers stated that district assessments reduce the 
amount of available time for instruction and learning. 

“We lose valuable instruction time 
when we could be fostering projects 
that would better instill not only the 
curriculum but a love of learning.” 

“Quite honestly, [districts] take up 
many days to administer that could be 

better used for more exciting and 
more appropriate instruction.” 
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Table 21 

Classroom Assessment Use 

CLASSROOM ASSESSMENTS INFORM INSTRUCTION (N = 426) 

 

Teachers noted that they use classroom assessments to 
determine the success of individual lessons, track student 
progress, and make any needed changes to instruction. 

 

“Classroom assessments give timely 
feedback which drives instruction.” 

“The best assessments to drive 
instruction are the ones done every 
day, multiple times in the classroom 

by observing, [when] student 
demonstration provides a true 

understanding of what the student 
knows and does not know. This is 

what the teacher scaffolds to continue 
the learning process.” 

CLASSROOM ASSESSMENTS ARE THE MOST EFFECTIVE (N = 269) 

Teachers emphasized the effectiveness of classroom 
assessments stating that these are more meaningful, 
useful, and relevant than district or state assessments. 

“Teacher-made assessments are 
more meaningful than standardized 

tests.” 

“Classroom assessments are the 
most effective because of the different 

populations across the state.” 
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FG Q4: How does class size impact your ability to effectively educate students? 

Table 22 

Class Size Impacts on Effectively Educating Students 

LARGE CLASSES REDUCE OPPORTUNITIES FOR DIFFERENTIATION (N = 840) 

Teachers reported that large class sizes make it difficult to 
differentiate instruction based on individual student needs. 
Teachers noted that large classes prevent them from 
spending meaningful one-on-one time with students to 
ensure that they are meeting standards.  

“Class size dramatically affects 
student learning. Teachers can only 

individualize so much when there are 
28-32 students in a class. Student 

learning suffers when teachers can’t 
meet their unique needs.” 

“A smaller class size would help make 
differentiation a more realistic goal.” 

LARGE CLASSES HAVE NEGATIVE IMPACTS ON INSTRUCTION (N = 606) 

Teachers shared that large class sizes have negative 
impacts on their quality of instruction including, a) less time 
to provide meaningful feedback on graded assignments, b) 
reduced ability to offer small group time, c) less time to 
make personal connections with students and their families, 
and d) increased use of multiple choice tests and lectures.  

“Class size affects a lot of things. 
When classes are large, I cannot give 
meaningful and timely feedback, build 
relationships easily and effectively, I 
cannot contact parents as often as 
necessary. All of these things have 

been shown to affect student 
learning.” 

“It is impossible to do small groups 
with large numbers of students!” 

CLASS SIZE SHOULD BE CAPPED (N = 300) 

Teachers requested that the Department of Public 
Instruction cap class sizes to keep numbers down. Most 
teachers stated that a class size of 15-24 students is ideal. 

“Class size will always be better if it’s 
smaller.” 

“Class sizes under 20 are remarkably 
better for instruction, differentiation, 

and assessment.” 

LARGE CLASSES INCREASE THE RISK OF BEHAVIOR PROBLEMS (N = 243) 

Teachers commented that large class sizes increase the 
likelihood of dealing with discipline and behavior problems, 
which reduces the quality of their instruction and student 
learning.  

“Greatly! Larger class sizes lead to 
discipline problems which affect 

learning.” 

“With a large class, there are bound 
to be classroom disturbances. When 
this happens in a large class it is like 
dropping a pebble in a lake, it ripples 
out to others in the class. In smaller 

classes you are able to stop the issue 
and re-focus students in a timely 

manner.” 
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FG Q5: What would your ideal school calendar look like? 

Table 23 

School Calendar Input 

YEAR ROUND CALENDAR (N = 690) 

Teachers requested a year round school calendar, including 
those without firsthand experience. Many teachers 
commented on teacher and student benefits of having more 
breaks throughout the year. For example, teachers shared 
that more breaks would allow for greater student retention 
of materials, seamless grade transitions, and enrichment or 
remediation opportunities.   

“Year round with more breaks and 
proper compensation so teachers 

don’t need to rely on a summer job.” 

“My ideal school calendar would be 
year round! I think it would provide 
much needed short breaks from 

learning and teaching which would 
allow for better planning.” 

TRADITIONAL CALENDAR (N = 496) 

 

Other teachers requested a traditional calendar, with 
summer vacation offering a time to restore and rejuvenate. 

“Traditional. I believe that 
students/families need time to take 

breaks to grow away from the 
structured time of school.” 

“Don’t mess with summer vacation!” 

FINISH FIRST SEMESTER IN DECEMBER (N = 349) 

Teachers highlighted the importance of ending the first 
semester before the winter holidays. Teachers explained 
that students forget material over winter break and teachers 
have to reteach it. Teachers also shared that ending the 
semester in December would allow older students to 
participate in community college courses. 

“I think the school calendar should 
mimic what the college calendar looks 

like.” 

“Exams given before December 
break.” 

PROTECT WORKDAYS FOR PLANNING AND COLLABORATION (N = 288) 

Teachers requested that the state protect teacher workdays 
as planning and collaboration days and avoid scheduling 
professional development or makeup for snow.  

“More workday for a teacher to plan 
that the principal cannot take for PD.” 

“Give us back our workdays. We used 
to have twenty a year and they were 

protected.” 

INCLUDE BUILT-IN INCLEMENT WEATHER AND SNOW DAYS (N = 154) 

Teachers requested that the state incorporate extra days 
into the school calendar for snow or inclement weather so 
that extra days would not be added on to the end of the year. 
For example, teachers suggested starting the year earlier, 
changing the school day, and ending the year later.  

“I would prefer to start later and work 
in flexible days for inclement weather 

and snow.” 

“Please build in some extra time for 
snow so we don’t have to lose 

workdays or holidays.” 
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School Calendar Input 

RESTRUCTURE TO HAVE SHORTER INSTRUCTIONAL WEEKS (N = 110) 

Teachers mentioned a shorter week (e.g., four days or four 
and half days) with time for teacher workdays (half day or 
whole day) for year round or traditional calendars (with a 
change in length of school days).  

“I heard a rumor about a four day 
week with a teacher work day built 

into each week. That would be 
awesome!” 
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FG Q6: What assistance do you need from the Department of Public Instruction to improve 
parent engagement?  

Table 24 

Parent Engagement Assistance 

DON’T KNOW/NONE (N = 372) 

Teachers did not know how the Department of Instruction 
could improve parent engagement or did not believe that 
this would be possible. Some teachers commented that this 
should be the responsibility of local districts or schools. 

“I don’t know if there’s anything DPI 
can do to make parents be more 
engaged. If an adult doesn’t care 

enough about their child’s education 
to get involved, I don’t know what we 

can do to remedy that.” 

“I don’t believe that DPI can improve 
parent engagement – such a drive 
must come from within the district 

community.” 

HOLD PARENTS ACCOUNTABLE (N = 196) 

Teachers commented that the Department of Public 
Instruction should make parents accountable for their child’s 
learning and behavior, often by mandating or requiring their 
participation in various ways. For example, requiring 
parents to visit and volunteer at schools. 

“Hold parents accountable for student 
achievement and behavior.” 

“Mandated parental involvement. 
Parents need to volunteer like they do 

in private schools.” 

CONDUCT OUTREACH AND DISSEMINATION ON THE IMPORTANCE OF EDUCATION (N = 180) 

Teachers requested that the Department of Public 
Instruction conduct positive communication, outreach, and 
dissemination efforts around the importance of education, 
current statewide education initiatives, and the value and 
importance of North Carolina teachers.  

“Be more vocal about the positive 
work and impact of the public 

education system.” 

“Let parents know that teachers are 
reliable, conscientious, effective, 

hard-working, positive role models 
and educators for their children.” 

PROVIDE PARENTS WITH PERSONAL SUPPORTS AND RESOURCES (N = 116) 

Teachers mentioned the importance of providing parents 
with personal supports and resources, such as parenting 
classes and access to the Internet, childcare, and social 
workers. 

“Parenting classes. If more parents 
knew how to parent correctly, many of 

the problems in schools would be 
eliminated.” 

“Give them support. It is hard for a 
parent to worry about their child’s 

reading level when they don’t have 
running water or light in their house.” 
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Parent Engagement Assistance 

PROVIDE PARENTS WITH ACADEMIC SUPPORTS AND RESOURCES (N = 110) 

Teachers also requested various academic supports and 
resources for parents, such as workshops, trainings, 
activities, and handouts on different topics. For example, 
teachers mentioned parent training on the Common Core 
standards and parent-friendly handouts about supporting 
their child academically. 

“Support/teach skills on how to 
encourage learning at home, 

especially for areas of poverty.” 

“Provide activities that are Common 
Core specific so they are not 

searching for tools to help their 
students that are Common Core 

based.” 
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Appendix A 

Survey and Focus Group Questions 
 
The following is the North Carolina Spring 2016 survey and focus group questions.  
 
NC Spring 2016 Survey 

 
Hope Street Group, as an independent nonprofit, is facilitating the collection of data from teachers 
in North Carolina to inform a number of decisions the North Carolina Department of Public 
Instruction and the North Carolina State Board of Education will make over the next six to 12 
months. All responses are collected anonymously. Your willingness to respond to these questions 
is appreciated. 

 
 
Professional Development 
 
1) Which of the following would you require in order to provide professional development 
to your peers? You may choose more than one of the following.* 
[ ] Training in adult learning techniques 
[ ] Assistance identifying my area of expertise 
[ ] Time away from instruction to plan and prepare for a session 
[ ] Templates to guide my presentation and/or discussion 
[ ] A partner with whom to prepare and provide the session 
[ ] Training on ways to make professional development meaningful, engaging, and effective 
[ ] Compensation for providing PD; data from teachers regarding what type of PD they are most 
in need of 
[ ] I am not interested in providing professional development to my peers 
 
Communication & Messaging 
 
2) Which of the following communications tools do you reference at least once a 
month? You may choose more than one of the following.* 
[ ] Teachers’ Messages 
[ ] NCPublicSchools.org 
[ ] NCDPI Twitter Account 
[ ] NCDPI Facebook Account 
[ ] Dr. June Atkinson’s Twitter Account 
[ ] FYI from DPI (Email Newsletter) 
[ ] State Board of Education Website 
[ ] Teacher Bi-weekly messages from DPI 
[ ] Other:: _________________________________________________ 
[ ] None of the above 
 
3) Over the next year, how can DPI most effectively communicate with teachers about how 
the feedback collected with this survey and others (e.g., North Carolina Working 
Conditions Survey) is being used to influence decision-making? You may choose more 
than one of the following.* 
[ ] Email 
[ ] Press releases 
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[ ] Letters from the State Superintendent 
[ ] Webinars 
[ ] In-person Information Sessions 
[ ] Facebook 
[ ] Twitter 
[ ] Communication Teams of Teachers Sharing Information 
[ ] Other:: _________________________________________________ 

 
 
4) How do you access curricular resources designed for improving your effectiveness as 
an educator? You may choose more than one of the following.* 
[ ] Request materials/assistance from colleagues within my school 
[ ] Request materials/assistance from colleagues outside my school 
[ ] Utilize resources from professional development organizations related to my discipline 
[ ] Search and identify online resources not provided by the state or district (i.e. social media, 
external education organizations, teacher blogs) 
[ ] Utilize resources provided by the district 
[ ] Utilize resources provided by DPI 
[ ] Utilize Home Base digital suite 
[ ] Other:: _________________________________________________ 
 
5) What is your preferred way of communicating with parents? You may choose more than 
one of the following.* 
[ ] In-person meetings 
[ ] Text 
[ ] Remind web/app software 
[ ] Email 
[ ] Letters/Notes home to students 
[ ] Twitter 
[ ] Facebook 
[ ] Blog 
[ ] Podcasts 
[ ] Group information sessions 
[ ] Learning management systems (e.g., Edmodo, Canvas, Gaggle) 
[ ] Phone calls to parents/guardians 
[ ] Other:: _________________________________________________ 

 
 
Assessments 
  
6) How can you best assess student content-based learning?* 
( ) Projects 
( ) Your own teacher prepared tests 
( ) Tests prepared by teachers at the district or school level 
( ) State-prepared tests 
( ) Tests prepared by outside vendors 
( ) Other:: _________________________________________________ 
 
7) When is the best time to assess student learning in order to tailor instruction and 
improve student performance?* 
( ) Ongoing, formative assessments 
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( ) At the end of each nine weeks of school 
( ) At the end of each semester 
( ) Between each instructional unit 
( ) At the end of the school year 
( ) Other:: _________________________________________________ 
 
8) Formative assessment results help me to support my students.* 
( ) Strongly agree 
( ) Agree 
( ) Disagree 
( ) Strongly disagree 
( ) Does not apply as I do not use formative assessments 
 
9) How familiar are you with EVAAS data?* 
( ) Very familiar 
( ) Familiar 
( ) Not very familiar 
( ) Not familiar at all 
( ) What is EVAAS data? 
 
10) Provided educators have actionable and timely assessment results, which of the 
following maximum class sizes would allow for effective remediation or instructional 
adaptability?* 
( ) 10-15 
( ) 15-18 
( ) 18-22 
( ) 22-26 
( ) 26-30 

 
 
Educator Compensation 
Step and Lane refers to the current salary schedule where the steps are the years of experience 
and the lanes are advanced degrees/certification. 
 
11) A compensation structure for educators should be based on the additional roles and 
responsibilities they assume in addition to the current step-and-lane pay scale.* 
( ) Strongly agree 
( ) Agree 
( ) Disagree 
( ) Strongly disagree 
( ) No Opinion 
 
12) Would you be interested in a compensation system where your pay was partly based 
on student performance growth?* 
( ) Yes 
( ) No 
( ) Not Sure 
 
13) Teacher leaders should receive higher compensation for serving in hard-to-staff 
geographic areas and low-performing schools.* 
( ) Strongly agree 
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( ) Agree 
( ) Disagree 
( ) Strongly disagree 
( ) No Opinion 
 
14) Teacher leaders should receive higher compensation for serving in hard-to-staff 
curriculum areas, such as STEM or Exceptional Children education.* 
( ) Strongly agree 
( ) Agree 
( ) Disagree 
( ) Strongly disagree 
( ) No Opinion 

 
 
15) In determining an increase in compensation, what percentage of a teacher’s pay would 
you be comfortable basing on student performance growth?* 
( ) Less than 2% 
( ) 2% 
( ) 5% 
( ) 15% 
( ) 20% 
( ) 30% 
( ) Greater than 30% 
( ) I am not comfortable with any percentage of my salary being based on student performance. 
 
16) What additional percentage of your current salary would you require to accept or 
remain in a position at a low performing school?* 
( ) Less than 2% 
( ) 2% 
( ) 5% 
( ) 15% 
( ) 20% 
( ) 30% 
( ) Greater than 30% 
( ) I am not comfortable with any percentage of my salary being based on student performance. 

 
 
Demographics 
 
17) What is your gender?* 
( ) Male 
( ) Female 
 
18) What is your age range?* 
( ) Younger than 30 
( ) 30–49 
( ) 50–54 
( ) 55 or older 
 
19) What is the highest degree you earned?* 
( ) Bachelor’s Degree 
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( ) Master’s Degree 
( ) Higher than a Master’s Degree 
 
20) How many years have you been teaching?* 
( ) Less than 4 years 
( ) 4–9 years 
( ) 10–14 years 
( ) 15 years or more 
 
21) Which school district do you work in?* 
( ) Charter Schools 
( ) North Carolina Virtual Public Schools 
( ) Alamance-Burlington School System 
( ) Alexander County Schools 
( ) Alleghany County Schools 
( ) Anson County Schools 
( ) Ashe County Schools 
( ) Asheboro City Schools 
( ) Asheville City Schools 
( ) Avery County Schools 
( ) Beaufort County Schools 
( ) Bertie County Schools 
( ) Bladen County Schools 
( ) Brunswick County Schools 
( ) Buncombe County Schools System 
( ) Burke County Public Schools 
( ) Cabarrus County Schools 
( ) Caldwell County Schools 
( ) Camden County Schools 
( ) Carteret County Public Schools 
( ) Caswell County Schools 
( ) Catawba County Schools 
( ) Chapel Hill-Carrboro Schools 
( ) Charlotte-Mecklenburg Schools 
( ) Chatham County Schools 
( ) Cherokee County School District 
( ) Clay County Schools 
( ) Cleveland County Schools 
( ) Clinton City Schools 
( ) Columbus County Schools 
( ) Craven County Schools 
( ) Cumberland County Schools 
( ) Currituck County Schools 
( ) Dare County Schools 
( ) Davidson County Schools 
( ) Davie County Schools 
( ) Duplin County Schools 
( ) Durham Public Schools 
( ) Edenton-Chowan Schools 
( ) Edgecombe County Public Schools 
( ) Elizabeth City-Pasquotank Public Schools 
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( ) Elkin City Schools 
( ) Forsyth County Schools 
( ) Franklin County Schools 
( ) Gaston County Schools 
( ) Gates County Schools 
( ) Graham County Schools 
( ) Granville County Schools 
( ) Greene County Schools 
( ) Guilford County Schools 
( ) Halifax County Schools 
( ) Harnett County Schools 
( ) Haywood County Schools 
( ) Henderson County Public Schools 
( ) Hertford County Public Schools 
( ) Hickory City Schools 
( ) Hoke County Schools 
( ) Hyde County Schools 
( ) Iredell-Statesville Schools 
( ) Jackson County Schools 
( ) Johnston County Schools 
( ) Jones County Schools 
( ) Kannapolis City Schools 
( ) Lee County Schools 
( ) Lenoir County Schools 
( ) Lexington City Schools 
( ) Lincoln County Schools 
( ) Macon County Schools 
( ) Madison County Schools 
( ) Martin County Schools 
( ) McDowell County Schools 
( ) Mitchell County Schools 
( ) Montgomery County Schools 
( ) Moore County Schools 
( ) Mooresville Graded School District 
( ) Mount Airy City Schools 
( ) Nash-Rocky Mount Schools 
( ) New Hanover County Schools 
( ) Newton-Conover City Schools 
( ) Northampton County Schools 
( ) Onslow County Schools 
( ) Orange County Schools 
( ) Pamlico County Schools 
( ) Pender County Schools 
( ) Perquimans County Schools 
( ) Person County Schools 
( ) Pitt County Schools 
( ) Polk County Schools 
( ) Randolph County Schools 
( ) Richmond County Schools 
( ) Roanoke Rapids Graded School District 
( ) Robeson County Schools 
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( ) Rockingham County Schools 
( ) Rowan-Salisbury School System 
( ) Rutherford County Schools 
( ) Sampson County Schools 
( ) Scotland County Schools 
( ) Stanly County Schools 
( ) Stokes County Schools 
( ) Surry County Schools 
( ) Swain County Schools 
( ) Thomasville City Schools 
( ) Transylvania County Schools 
( ) Tyrrell County Schools 
( ) Union County Public Schools 
( ) Vance County Schools 
( ) Wake County Public School System 
( ) Warren County Schools 
( ) Washington County Schools 
( ) Watauga County Schools 
( ) Wayne County Public Schools 
( ) Weldon City Schools 
( ) Whiteville City Schools 
( ) Wilkes County Schools 
( ) Wilson County Schools 
( ) Yadkin County Schools 
( ) Yancey County Schools 
 
22) On the next page, we provide an opportunity for you to share more about these topic 
areas. These final six questions are optional. Would you like to provide additional 
feedback?* 
( ) Yes 
( ) No 

 
 
Focus Group Questions 
 
23) What supports do teachers need to be effective in low-achieving schools? 
____________________________________________  
____________________________________________  
____________________________________________  
____________________________________________  
 
24) How might a revised compensation structure, different from the current step-and-lane 
pay system, affect the profession? 
____________________________________________  
____________________________________________  
____________________________________________  
____________________________________________  
 
25) Describe any differences among your use of state, district, and classroom 
assessments to improve instruction. 
____________________________________________  
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____________________________________________  
____________________________________________  
____________________________________________  

 
 
26) How does class size impact your ability to effectively educate students? 
 
____________________________________________  
____________________________________________  
____________________________________________  
____________________________________________  
 
27) What would your ideal school calendar look like? 
____________________________________________  
____________________________________________  
____________________________________________  
____________________________________________  
 
28) What assistance do you need from the Department of Public Instruction to improve 
parent engagement?  
____________________________________________  
____________________________________________  
____________________________________________  
____________________________________________  
 

 
 
Thank you for completing this survey. Your input is valued. If you have questions about the 
Teacher Voice Network, please contact: katharine@hopestreetgroup.org. If you would like to be 
contacted about how you can contribute to the work of the Teacher Voice Network, 
visit: https://270.knackhq.com/hsg-test#plnsign-upform/. 
 
HSG is looking for new Teacher Voice Network fellows. If you are interested in applying, 
please visit: apply.hopestreetgroup.org 

 
 

 

mailto:katharine@hopestreetgroup.org
https://270.knackhq.com/hsg-test#plnsign-upform/
http://apply.hopestreetgroup.org/
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Appendix B 

Demographic Questions  
 

What is your gender? 

Figure 66 

 

 
 
 

Table 25 

  n Percent 

Male 580 15% 

Female 3174 85% 

Total 3754 100% 

 

Male
15%

Female
85%

%
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What is your age range? 

Figure 67 

 
 

Table 26 

  n Percent 

Younger than 30 503 13% 

30–49 2153 57% 

50–54 541 14% 

55 or older 557 15% 

Total 3754 100% 
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than 30
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50–54
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%
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What is the highest degree you earned? 

Figure 68 

 

 
 

Table 27 

  n Percent 

Bachelor’s Degree 1640 44% 

Master’s Degree 1850 49% 

Higher than a Master’s Degree 264 7% 

Total 3754 100% 
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Master’s 
Degree
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%
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How many years have you been teaching? 

Figure 69 

 
 
 

Table 28 

  n Percent 

Less than 4 years 414 11% 

4–9 years 745 20% 

10–14 years 787 21% 

15 years or more 1808 48% 

Total 3754 100% 

Less than 4 
years
11%

4–9 years
20%

10–14 years
21%

15 years 
or more

48% %
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Which Regions do respondents work in? 

Table 29 

Regions n Percent 

Northeast Region/District 1 40 1.1% 
Southeast Region/District 2 255 6.8% 
North Central Region/District 3 1203 32.0% 
Sandhills Region/District 4 159 4.2% 
Piedmont Triad Region/District 5 735 19.6% 
Southwest Region/District 6 385 10.3% 
Northwest Region/District 7 443 11.8% 
Western Region/District 8 475 12.7% 
Charter Schools 56 1.5% 
NC Virtual Public Schools 3 0.1% 
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What percentage of respondents work in rural districts? 

Figure 70 

 
 
 

Table 30 

  n Percent 

Non-rural 2920 78% 

Rural 834 22% 

Total 3744 100% 

Non-rural
78%

Rural
22%

%
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On the next page, we provide an opportunity for you to share more about these topic areas. 
These final six questions are optional. Would you like to provide additional feedback? 

Figure 71 indicates the number of respondents who elected to respond to the focus group 
questions via Survey Gizmo. The responses they provided are analyzed and included in Focus 
Group Tables 17–24.  
 

Figure 71 

 

 
 

Table 31 

  n Percent 

No 1868 50% 

Yes 1876 50% 

Total 3744 100% 

 
 
 

No
50%

Yes
50% %



 
 

133 
 

Appendix C 

Which school district do you work in? 

Table 32 

Districts n Percent 

Alamance-Burlington School System 14 0.4% 

Alexander County Schools 6 0.2% 

Alleghany County Schools 20 0.5% 

Anson County Schools 0 0.0% 

Ashe County Schools 3 0.1% 

Asheboro City Schools 26 0.7% 

Asheville City Schools 49 1.3% 

Avery County Schools 1 0.0% 

Beaufort County Schools 6 0.2% 

Bertie County Schools 0 0.0% 

Bladen County Schools 35 0.9% 

Brunswick County Schools 14 0.4% 

Buncombe County Schools System 237 6.3% 

Burke County Public Schools 6 0.2% 

Cabarrus County Schools 152 4.0% 

Caldwell County Schools 21 0.6% 

Camden County Schools 0 0.0% 

Carteret County Public Schools 22 0.6% 

Caswell County Schools 7 0.2% 

Catawba County Schools 35 0.9% 

Chapel Hill-Carrboro Schools 198 5.3% 

Charlotte-Mecklenburg Schools 78 2.1% 

Chatham County Schools 130 3.5% 

Cherokee County School District 9 0.2% 

Clay County Schools 0 0.0% 

Cleveland County Schools 3 0.1% 

Clinton City Schools 4 0.1% 

Columbus County Schools 69 1.8% 

Craven County Schools 6 0.2% 

Cumberland County Schools 7 0.2% 

Currituck County Schools 0 0.0% 

Dare County Schools 0 0.0% 

Davidson County Schools 388 10.3% 
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Districts n Percent 

Davie County Schools 58 1.5% 

Duplin County Schools 6 0.2% 

Durham Public Schools 163 4.3% 

Edenton-Chowan Schools 1 0.0% 

Edgecombe County Public Schools 2 0.1% 

Elizabeth City-Pasquotank Public Schools 2 0.1% 

Elkin City Schools 19 0.5% 

Forsyth County Schools 32 0.9% 

Franklin County Schools 8 0.2% 

Gaston County Schools 11 0.3% 

Gates County Schools 0 0.0% 

Graham County Schools 8 0.2% 

Granville County Schools 3 0.1% 

Greene County Schools 27 0.7% 

Guilford County Schools 58 1.5% 

Halifax County Schools 0 0.0% 

Harnett County Schools 197 5.2% 

Haywood County Schools 1 0.0% 

Henderson County Public Schools 121 3.2% 

Hertford County Public Schools 3 0.1% 

Hickory City Schools 12 0.3% 

Hoke County Schools 0 0.0% 

Hyde County Schools 2 0.1% 

Iredell-Statesville Schools 15 0.4% 

Jackson County Schools 19 0.5% 

Johnston County Schools 9 0.2% 

Jones County Schools 4 0.1% 

Kannapolis City Schools 0 0.0% 

Lee County Schools 2 0.1% 

Lenoir County Schools 5 0.1% 

Lexington City Schools 2 0.1% 

Lincoln County Schools 3 0.1% 

Macon County Schools 9 0.2% 

Madison County Schools 1 0.0% 

Martin County Schools 12 0.3% 

McDowell County Schools 2 0.1% 

Mitchell County Schools 0 0.0% 
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Districts n Percent 

Montgomery County Schools 0 0.0% 

Moore County Schools 3 0.1% 

Mooresville Graded School District 1 0.0% 

Mount Airy City Schools 4 0.1% 

Nash-Rocky Mount Schools 2 0.1% 

New Hanover County Schools 146 3.9% 

Newton-Conover City Schools 24 0.6% 

Northampton County Schools 1 0.0% 

Onslow County Schools 4 0.1% 

Orange County Schools 100 2.7% 

Pamlico County Schools 0 0.0% 

Pender County Schools 12 0.3% 

Perquimans County Schools 0 0.0% 

Person County Schools 30 0.8% 

Pitt County Schools 7 0.2% 

Polk County Schools 1 0.0% 

Randolph County Schools 26 0.7% 

Richmond County Schools 1 0.0% 

Roanoke Rapids Graded School District 3 0.1% 

Robeson County Schools 4 0.1% 

Rockingham County Schools 1 0.0% 

Rowan-Salisbury School System 114 3.0% 

Rutherford County Schools 2 0.1% 

Sampson County Schools 1 0.0% 

Scotland County Schools 0 0.0% 

Stanly County Schools 3 0.1% 

Stokes County Schools 5 0.1% 

Surry County Schools 94 2.5% 

Swain County Schools 15 0.4% 

Thomasville City Schools 1 0.0% 

Transylvania County Schools 3 0.1% 

Tyrrell County Schools 2 0.1% 

Union County Public Schools 5 0.1% 

Vance County Schools 18 0.5% 

Wake County Public School System 322 8.6% 

Warren County Schools 19 0.5% 

Washington County Schools 0 0.0% 
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Districts n Percent 

Watauga County Schools 180 4.8% 

Wayne County Public Schools 9 0.2% 

Weldon City Schools 1 0.0% 

Whiteville City Schools 35 0.9% 

Wilkes County Schools 133 3.5% 

Wilson County Schools 0 0.0% 

Yadkin County Schools 0 0.0% 

Yancey County Schools 0 0.0% 

Charter Schools 56 1.5% 

North Carolina Virtual Public Schools 3 0.1% 
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Appendix D 

Sample Representativeness  
 
In an effort to determine how representative the respondents to this survey are, demographic 
information was collected (questions 17-20). This demographic information was collected to 
compare it to demographic data collected by the National Center for Education Statistics (NCES). 
The comparisons appear below and are based on NCES data from 2011-12. 
 

Years of Experience Survey Respondents NCES 

Less than 4 years 11 11.7 

4-9 years 20 31.4 

10-14 years 21 20.4 

15 or more years 18 36.4 

 
NCES data can be found at: 
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_003.asp 
 

Highest Degree Completed Survey Respondents NCES 

Bachelor’s Degree 44 54.2 

Master’s Degree 49 33.8 

Higher than a Master’s 7 7.8 

 
NCES data can be found at: 
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_004.asp 
 

Age Range Survey Respondents NCES 

Less than 30 13 19.3 

30-49 57 52.2 

50-54 14 11.4 

55 or older 15 17 

 
NCES data can be found at: 
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_002.asp 
 

Gender Survey Respondents NCES 

Male 15 21.1 

Female 85 72.7 

 
NCES data can be found at: 
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_002.asp 
 
Given that the NCES data (which represents the entire teaching population in North Carolina), is 
similar to the demographic data collected from respondents, the respondents to the survey are 
representative of the teaching population in North Carolina; however, there are limitations to the 
ability to generalize the survey findings. Additional information about that matter can be found in 
Appendix F.  

http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_003.asp
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_004.asp
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_002.asp
http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_002.asp


 
 

138 
 

Appendix E 

Interpreting Data 

Minimizing Survey Error 

Survey research is a commonly used research method to determine what people are 
thinking, feeling or doing.i However, survey research can be complicated, and, if done 
poorly, yield inaccurate or imprecise results. A successful survey is based on sound 
research questions, accurate measures of the topics of interest, and a design that enables 
the generalization of research findings to the population of interest.ii Four types of survey 
error, however, can undermine the results of any given survey: measurement, coverage, 
sampling, and nonresponse.iii,iv 

Measurement Error 

Measurement error, also referred to as an error of observation, occurs when respondents 
give inaccurate or imprecise answers to survey questions. This may happen as a result 
of poorly worded questions (e.g., lengthy or double barreled questions) or poorly designed 
surveys (e.g., unclear instructions or inadequate response options). By taking care in the 
design of survey items and the broader survey questionnaire, having key stakeholders 
review draft items and the draft questionnaire, and by testing out items with potential 
respondents, HSG sought to minimize measurement error. 

Exclusion Error 

Exclusion error occurs when: 1) there are members of the population of interest who have 
no chance of being surveyed and 2) these excluded members of the population differ 
from included members of the population. For example, in an e-mail survey of teachers, 
exclusion errors could occur if there were teachers whose e-mail addresses were not 
active, teachers who do not check their listed e-mail address, or teachers, such as those 
who were newly hired, who were not on the e-mail list at all. To the extent that these 
teachers differed from others regarding the survey topic of interest, exclusion error exists. 
Because all of the teachers in teacher fellows’ PLNs have provided an email address, 
exclusion error in this survey is minimal.  

Sampling Error 

Sampling error involves random differences occurring between sample estimates and 
true population values. Sampling error is unavoidable in sample surveys because only 
some population members are surveyed. Sampling error is often quantified by standard 
errors or margins of error (also referred to as confidence intervals), which provide 
information on the probability that any finding from a sample is due to chance (i.e., 
sampling error). Holding all else equal, increasing sample sizes generally reduces 
sampling error. Because HSG attempted to survey all of the teachers in a state by 
emailing the survey link to all teachers in PLNs, inviting teachers in PLNs to send the link 
to colleagues who may or may not be in a PLN, having state partners also send the link 
to teachers for whom they have access via an active email address, and publicizing the 
availability of the survey via social media, sampling error does not apply. In other words, 
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there is no statistical basis for calculating confidence intervals regarding the survey 
results.  

Nonresponse Error 

Nonresponse error occurs when individuals do not respond to a survey or to particular 
questions on a survey, and when these individuals would have responded differently, on 
average, than those people who did respond. More specifically, nonresponse error is the 
product of: 

1. The non-response rate, which is the percentage of the sample or population who 

do not respond to a survey (unit non-response rate) or an item on the survey (item 

non-response); and  

2. Non-response bias, which is the difference between the average respondent’s 

response and the average non-respondent’s response for a given item.  

Thus, a survey can have a low response rate with little or no non-response error. This 
can occur if there are little or no differences between respondents and non-respondents 
that are relevant to the survey’s topics of study. In contrast, when there are large 
differences between respondents and non-respondents, it is possible for surveys to have 
high nonresponse bias even with high response rates.v  
 
There are many reasons why responses of respondents might differ from those of non-
respondents. Survey format matters. For example, younger teachers may be more likely 
to respond to an online survey than teachers nearing retirement age, given their greater 
technological literacy. If younger teachers differed from older teachers in their thoughts 
regarding a survey topic (for example, teacher pension reforms), then this difference 
could bias results if analyses did not take into account teacher age. Survey topics also 
matter. For example, in a survey of teacher compensation, teachers who feel strongly 
that they are underpaid might be more inclined to respond than would teachers who are 
comfortable with their current level of compensation. As a result, such a survey could 
overstate teacher dissatisfaction regarding pay. When seeking to minimize nonresponse 
bias, it is important to consider what affects both respondents’ likelihoods of participating 
in a survey and how they might respond to specific survey questions.vi  
 
Because surveys can have low response rates and still have little to no nonresponse bias, 
response rates are not a good measure to judge the quality of a survey in and of 
themselves. vii  Recent empirical evidence has shown that the relationship between 
response rates and nonresponse bias is weak, at best: 

 A comprehensive study using exit poll data found no statistically significant 

relationship between response rates and survey error.viii 

 In a study of household surveys, response rates accounted for only about 11 

percent of the variation in nonresponse bias estimates.ix  

 Results from two identical national telephone surveys were similar, despite 

dramatically different response rates (61 versus 36 percent).x  
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 A national health survey that saw declining response rates over time also found 

declining nonresponse bias.xi 

Because response rates are not a good indicator of nonresponse bias, investigations into 
the extent of possible nonresponse bias are important. There are a number of practical 
approaches that survey researchers can take to make such investigations. For example, 
researchers can compare demographics or other administrative data on survey 
respondents to those of non-respondents, contrast survey results for early responders 
with those for late responders, and judge survey results against findings from an external 
data source. xii  In each case, the more similar the results, the less substantial any 
nonresponse bias is likely to be.  

Conclusion 

When assessing the quality of a survey it is important to consider the total survey error, 
comprised of measurement, sampling, coverage, and nonresponse errors. HSG has 
taken steps to reduce total survey error via a rigorous, multi-faceted approach to survey 
design and implementation. 
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