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DeWitt Wallace-Reader's Digest Fund

The mission of the DeWirt Wallace-Reader’s Digest Fund is “to foster fun-
damental improvement in the quality of educational and career develop- .
ment opportunities for all school-age youth, and to increase access to these
improved services for young people in low-income communities.” In the
belief that “improving the quality of services for young people requires
investments in the adults who work with and on behalf of youth in schools
and community organizations,” the Fund established the national Pathways
to Teaching Careers Program in 1989 “to increase the number of certified
teachers, particularly minorities, working in the public schools.”

The Fund employs two major strategies to achieve this purpose: 1) pro-
viding scholarships and other support services to individuals interested in:}
teaching careers, in return for which participants agree to work up to three
vears in the public schools after eaming their degrees: and 2) investing in!
mstitunicr.s that support teaching as a profession, including providing
resources to colleges and universities to restructure and update their COL_Jr;‘se
offerings to meet the needs of prospective teachers in schools with large
populations of disadvantaged students.

Over a six-year period, the Fund has invested a total of $40.2 million in
the Pathwayvs program. Starting with one project at Bank Street College in
New York Cirv in 1989, the Pathwayvs program soon expanded to other .
colleges and universities, for an initial investment of $3.2 million. ‘
Expansion to several southern states occurred in 1992 and, including sup:-
port for returning Peace Corps volunteers who prepare to become teache:rs.
cost $22.4 million. In 1993 the Fund invested another $9.8 million in
expansion of the Pathways program in northeastern and midwestern sec-
nons of the country. In 1994 the Fund approved another $2.8 million for a
series of second-level grants and a five-year ($1.5 million) program evalua-
tion to be conducted by the Urban Institute and the Educational Testing
Service. The estimated per person cost for a Pathwavs Scholar is $13,000.

The Pathwavs program operates according to the following premises:

i

1. Substitute and provisionally certified teachers, and teachers'
assistants and other paraprofessionals who are within tiwo full-
time years of completing the bachelor's degree (in states where
that degree is acceprable for certification) should be encouraged
to become fully certified teachers;

2. Bachelor’s and master’s degree programs can be redesigned cre-
anvely to meet more effectively the needs of urban teachers and the
students they serve; :

3. Colleges and universities can ensure that urban teachers receive
outstanding training,.
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|
Striving to effect changes in the recruitment, preparation, and development

of educators, the Fund has targeted paraprofessionals and other nontradi-
tional groups (such as second career populations and noncertified teachers

working in the public schools) to become Pathways Scholars, obtain bache- !
lor's or master’s degrees, or meet other requirements for licensure. The Fund -

is especially interested in identifying and supporting individuals from groups
underrepresented in teaching who are currently working in low-performing
urban schools. Some 2,200 individuals have been supported as Pathways
Scholars, of whom some 417 are/were paraprofessionals.

The Fund is the primary sponsor of 43 Pathways projects, 20 of which
serve paraeducators, among other groups. It is not unusual for Pathwayvs
projects, such as the Tomorrow's Neu Teachers program at Cleveland State
University (sec Appendix A-9) and the Urban Paraprofessional Teacher

A 1947 grzntof $830.000 from the DeWitt Wallace-
Reader's Digest Fund ailowsc Camonage College (Massa-
ChuSens: 10 launch: the Uras Paraprofessional Teacne:

| Prepzanon Brog

146

re7 (UPTPP; for B5 paraprofessionals as pan
o' the Funt's Pamiways 10 Teaching Caree’s Program The
UPTPF nas sime receved funding tor program expansion from
e L G. Batfour Foundation/Fieet Bank ($400.000:. the
Ford Foundation. tne Rockefeller Brothers Fund me
AT&T Foundation t"¢ Boston Foundation Harcourt
General me Philip Morris Companies
Cemonage Coltege founded in 1971 1o serve working
a0UIts who OIC NO% have access 10 traditional coliege and
Qraca'e level educanon.” views the UPTPF as "a powerty!
leasming 127 107 everytning the Coliege believes 1n and tries 10
accomplism—0pening 000rs to meaningful careers, valuing
the lie ano work, expenence of adu!'s. celebrating the strengthe
ta: enls'. i peoDiE @nc NeIghborhddds and in the many voices
trigt make uo AMa2ncan society togay. modeting how a thought-

tul investment ir canng. workung adults can have a leveraging
efact on the heatn of communities.”

1%

Tne Coliegs ;. innovative approach o adult education —
Stugents are awa'oed Credr for experience and take only the
Courses they neec 16 complete their gegrees—and parnner-
ShIDS‘Wm’I Bostor:, Campridge. and Lawrence public schoois
make 11 an idea: site for a paraeducator-10-teacher program
Program ofticer Dr. Miigred J. Hudson. who supervises this
project for the DeWitt Wallace-Reader's Digest Fund, sees it
as "an opportunity 10 encourage people who are alreacy in the

schools' and have a cenain type of experience 10 increase ther
learming and share what they ve leamec with children .. ..
| think 1115 @ national mode! offering a unique way of learning

Preparation Program at Cambridge College (see boxi, to
receive additional support from other national and/or
local funders.

Dr. Mildred J. Hudson, a program officer for the
fund, has overall responsibility for the development,
expansion, and supervision of the Pathwayvs program.

In addition to her responsibilities for the program

nationally, Dr. Hudson oversees Fund-coordinarted
Pathwavs programs in New York and Massachuserts.
“The DeWirt Wallace-Reader's Digest Fund,” she notes,
“funds models and innovative programs that demon-
strate to policymakers how schools and colleges can
do a berter job of educating the students theyv serve.
Accordingly, the Pathways program is explicitly
designed to work at a number of levels—individual.
institutional, school district, and policy—to influence
change.” However, she also emphasizes the human
dimension as a critical component of the Pathways pro-
gram, particularly the difference in children’s lives that
each Pathwavs Scholar will make. “When vou drop a
pebble into the center of a still pond,™ she savs, “ulu-
mately the ripples it makes will cover the entire surface.
Each Pathways Scholar will affect a thousand students

or more across a teaching career. There is no telling
how far their influence will reach.”

Dr. Nathaniel Jackson, senior program officer of the
Southern Education Foundation, coordinates Pathwavs
projects at several expansion sites in the south. Those
serving paraeducators are: Alabama State Universiry and

|

'

|

\
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Auburn University at Montgomery,
LeMoyne-Owen College (Tennessee),
Armstrong State College and Savannah
State College (Georgia), Norfolk State
University and Old Dominion Universiry
(Virginia), Tulane University (Louisianaj, -
and Florida Memorial College.

Dr. Y. Nona Weekes directs the «
Pathways projects coordinated by
Bank Street College of Education
for the Fund. The northeastern and
midwestern expansion sites serving

PUN—————

paraeducators are: Cleveland State |

University (Ohio), Drexel University

(Pennsvlvania), Harris-Stowe State ¢

G College gradinat Qollege (Missouri), Indiana University of Pennsylvarﬁa, Kean (':ol.lege of-l
Dot L. Rean pheote, New Jersey, Lesley College (Massachusetts), University of Louisville

The Boston Globe- (Kentucky), Wayne State University (Michigan), University of '
Wisconsin/Milwaukee in partnership with nearby Alverno College.

According to Dr. Hudson, the Fund will await the results of the multi-

( vear program evaluation before drawing any conclusions about outcomes.
!

A Doratly Broun.

However. credible evidence of Pathwavs® effectiveness is accruing—notabl)li

serving as a model for Morgan State University’s federallv funded MInoriry;
/ teacher recruitment initiative in Baltimore, as well as demonstrating how, |
L universities (Hunter and Lehman Colleges, to be specific) can change to
] work well with schools in low-income communuties.

: 1 Ford Fowdation [
The Ford Foundation’s support for paraeducator-to-teacher programs is. |
part of Ford’s larger Minority Teacher Education initiative, which was .+ |
] ' first conceptualized in 1988 by Dr. Barbara Hatton, then of the Founda-'
tion. Ford's current program officer for education and culture, Dr. Joseph
Aguerrebere, explains that the initiative aims to: 1) attract able minorirv

| teacher candidates, 2) prepare them well in institutions of higher education. |
; and 3) present an array of model programs for state policymakers and
administrators. To accomplish this, the program demonstrates ways 1o |
identify talented minority students whose potential was not recognized by

}' conventional standardized tests. In addition, the program recruits these |

, students to selected sets of colleges committed to developing value-added’
programs for their preparation, and assists the colleges in enhancing their.
capacity to play this role. The program focuses on the needs of three ethm:T‘ ‘
and racial groups that are underrepresented in the profession: blacks, |

Hispanics (Mexican-Americans and Puerto Ricans), and Native Americans.
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I. Introduction: What It Takes to Ensure High-
Quality Teachers for All Students

One of the greatest challenges facing the
United States as it looks toward the new millen-
nium is the development of human capacity—
specifically, the need for a highly educated,
globally aware community of citizens who can
lead the country into an era of increasing techno-
logical, moral, scientific, political and social
complexity. Chief among the developers of our
nation’s human capacity are teachers, who, along
with parents, share responsibility for the growth of
knowledge among the nation’s more than 50
million school-age youth.,

Just as we expect all of today’s students to
achieve high standards (previously expected of
just an elite few), we must expect more from
today’s teachers. But so far the nation has fallen
short in its attempts to produce a sufficient
number of teachers who are fully trained and
capable of helping all students meet the new
standards. Indeed, there is growing evidence that,
particularly in the area of teacher training, critics
of the overall quality of our teaching force may
be justified in some of their concerns. For ex-
ample, nearly one-third of aspiring teachers in
Virginia failed a basic skills test administered this
year. When one New York district administered
an eleventh-grade reading test to applicants for
teaching positions, 75 percent failed.

There is also evidence that critics of teacher
recruitment and placement practices may have
genuine cause for concern. In California, half of
all math and science teachers do not have even a
colleée minor in their major field of teaching,
and over 10 percent of all new hires in teaching
have no pedagogical training at all. Across the
nation, over 70 percent of students taking physics
classes in high-poverty secondary schools are
being taught by a teacher who does not have
even a college minor in physics.

Systemic reform in teaching begins by ensur-
ing that every teacher in every classroom has the
skills, experience and tools they need in order to
help students learn what the state has defined as a
welltounded education. The NASBE Studv

~Group on Teacher Development, Supply and

Demand contends that, although hiring and
placing teachers is a district and school responsi-
bility, ensuring a sufficient supply of high-quality
teachers is fundamentally an issue of state policy
that requires far-reaching, systemic reform to
build a coherent system of teacher recruitment,
development and support. In most states, state
boards of education have the authority to control
access to the field through accreditation and
licensure requirements and to set standards for
continuing practice via certification and continu-
ing education requirements. States can also
provide incentives to attract more individuals to
the field or allow disincentives to deter individu-
als from entering. Finally, state boards in most
states can set standards that define the purposes
and levels of all components of teacher develop-
ment. Using their far—reaching authority over
teacher education, licensure and certification,
state board members have a responsibility to
build a system of teacher development and
supply that elevates teaching and learning across
the state to higher standards.

There is no question that upgrading the
teaching profession is paramount to any efforts to
improve public education. Indeed, current reforms
in schools to hold students to high standards will
fail without skilled, well-trained teachers to guide
students. Despite this fact, only a handful of states
have developed comprehensive, systemic policies,
based on effective schools research and best
practice models, to improve and support their
teaching force.
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| 'Many states resist building policies to im-
prove the teaching force because they perceive
that there is currently an urgent need to increase
the number of teachers in the state and they .
beheve eve that raising standards at a time of shortage
|s self-defeating. Historical evidence demonstrates,
however that raising standards among teachers
actually has the opposite effect—attracting more
candrdates to the field of teaching rather than
fewer Furthermore, the Study Group has found
that assumptions about an immediate or impend-
ing, teacher shortage need to be reconsidered in
I;ght of overwhelming evidence that suggests,
against conventional wisdom, that the real prob-
I"ems, of teacher supply and demand center around
distribution, not shortage.

The Complex Notion of an Impending
National Teacher Shortage

The extent to which school districts are
working under conditions of teacher shortage
matters. It matters because historically teacher
shortages have led, in the short term, to an easing
of teacher licensure requirements to attract quick
and easy candidates into the field and subsequent
assumptions on the part of many that “anyone can
teach.” Easing requirements to enter the field
damages not only the professionalism of the
teachrng force, but also threatens the integrity of
the state’s license to practice in education and
jeopardizes the quality of education available to
students across the state.

The media has been carrying stories of teacher
shortages for some time, insisting that our nation’s
schoolchildren are at risk because of an impending
shortage of teachers in our nation’s classrooms.
USA Today claimed that alternate certification
programs need to be streamlined “as the teacher
crunch arrives” (6/7/96, p. 14A). Time Magazine
agreed: “With politicians slashing class sizes and a
generation of teachers on the verge of retiring,
American schools face a crunch: they will have to
hire as many as one million new teachers over the
next decade” (7/20/98, p. 24).

The truth is much more complex than most
headlines imply. The United States will certainly
need more and more teachers over the next
decade. Student enrollments expected to reach
over 54 million by 2007, will be the highestin
history and will require growth among the teach-
ing force of about 800,000 over the next decade
(NCES, 1997). Combined with an expected )
increase in teacher retirements, districts may
actually need to hire as many as 2 million teachers
over the next decade (NCTAF, 1997). This daunt-
ing estimate is one on which many theories of |
impending teacher shortage are based. |

Nonetheless, the teacher supply and demand
issue is not strictly an overall numbers game; for
the most part, states are preparing sufficient and,
in many cases, overly-abundant numbers of
teachers (AAEE, 1996). In fact, each year nearly f
twice as many teachers are prepared in teacher :

|

preparation programs as actually enter teaching. In
1994, among graduates who majored in educa-
tion, 22 percent prepared to, but did not teach in
the year following graduation, and 51 percent of
bachelor’s degree recipients in other fields who
had also prepared to teach did not even apply for
teaching jobs. As recently as 1994 less than 1
percent of teaching positions were vacant or tempo-
rarily filled by substitute teachers because suitable
candidates could not be found (NCES, 1997a).

|
|
|
I

The picture of teacher supply and demand is
made more complex by the fact that there are
several sources of teacher supply besides newly
minted individuals from undergraduate teacher |
education programs, the traditional and often
quoted measure of teacher supply; graduate level |
teacher education programs, alternate routes to
teaching careers, and entrance into the field from ‘

- the “reserve pool” of certified but non-working

teachers are also important sources of qualified i
new teachers. While undergraduate teacher
education programs continue to be an important
source of new teachers, more than half of newly -
hired teachers in 1990 were not new graduates
from traditional teacher preparation programs.
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The reserve pool, often neglected in discussions of
teacher supply and demand, comprised one sixth
of all new hires (Darling-Hammond and Sclan,
1996)

This is not to say that the U.S. does not have to
contend with some serious issues in terms of
teacher supply. On the contrary, the Study Group
believes that most states are facing serious and

. complex problems in terms of supply and de-

mand, but these problems of “shortage” are
primarily a matter of distribution rather than of
absolute numbers of candidates in the teaching
pool. Wealthy districts rarely experience short-
ages; IIow-mcome ones often do. As districts
experlience localized shortages, they resort to
hmng individuals who are often unprepared and
unqua}hﬁed to teach. As a consequence, even with
an overabundance of qualified teachers, over a
quarter of all teachess enter the teaching force
witho:ut proper qualifications in their major field of
teaching (NCTAF, 1997).

A Clqser Look at the Real Problems in Teacher
Quality, Supply and Demand

‘ To improve the quality and quantity of
teachers available to schools, state boards of
educaltlon need to simultaneously develop a
standards-based system of teacher preparation,
evaluatuon and development while continuing to

recrunt more promising teacher candidates to the

fleld a'nd finding effective ways to encourage
them to stay. Doing this may require state boards
to consnder new ways of allocating resources and
profess:onal authority to encourage change.

Regardless of the abundant number of teachers
that are currently prepared and certified, many

states lhave difficulty meeting the staffing needs of -

local dnsmcts To truly meet the needs of schools
and dlstncts for an adequate supply of well-quali-
fied teachers, policymakers need to recast the often
pubhc‘:zed notion of a “teacher shortage” in order

to direct policy more appropriately toward the real

probleLms of teacher supply and demand. This will
requ:re taking actions in the following areas:

|

“Is the supply of teachers in the U.S.
adequate to the demand? The...data...do
not indicate national shortages of teachers
in general or within specific teaching
fields...However, these data do indicate
that schools serving larger proportions of
low-income students experienced some-
what greater difficulty fmdmg quahfled
teachers to fill vacancies.” '

National Center for Education Statistics.
(1997). America’s Teachers: Profile of a
Profession.

® Standards and Quality—States have tradition-
ally made policies concerning teacher develop-
ment and supply according to immediate needs
rather than long-term plans. The result is usually
an ad hoc array of programs and policies for
teachers, many of which have conflicting pur-

poses and may be based upon opposing concep-

tions of the purpose of teacher work, the content
of teacher knowledge, and the nature of teacher
skills. Without developing clear, challenging
teacher standards and devising valid ways to
measure teacher effectiveness according to those
standards, states are likely to find it impossible to,
provide a pool of teachers possessing the skills
and knowledge districts say they need. States
need to develop systemic mechanisms, bound by

* a set of clear and precise standards, for teachers’

work and the work of those who support them in

order to ensure that policies build efficiently from

one another and teacher quality is consistently
first-rate.

® High-Quality, Diverse Recruitment and
Distribution—Teachers are largely unreﬁresenta-
tive of the diverse populations they serve and
often unprepared to accept teaching positions in
the subjects and communities where they are most
needed. For example, while one-third of all
students in U.S. public schools are children of
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cclzlqr,'; less than ten perc'\ent. of individuals prepar-
ing tolbe teachers are members of a minority

g oup (NCES, 1997a). Furthermore, while many
states ‘have a surplus of teachers overall, most

st tes find it hard to place teachers in urban and
rural schools and in subject specialties such as
speual education and the sciences. Consequently,
states’need to devise policies that fairly recruit and
dis trf?ute a high-quality, diverse teaching pool
across all districts.

o Retentlon—Estnmates are that between one-
thnrd and one-half of all beginning teachers leave
thef cIJassroom within the first five years. Not only
does! this mean that public resources are often
sqbandered on teacher candidates who contribute
very Imle time to schools, but it means that

sct ools and districts are forced to expend enor-
mou energues developing new teachers, who are
hkely to leave after only a few years and be
replaced by yet another new recruit in need of
spiculal resources and support. This is a particular
concern because high quality educational change
rests|in large part on the quality of teachers in our
sC ooIs (Carnegie Forum, 1986; Holmes Group,
]9|86| INational Governors Association, 1986;
Darling-Hammond and Sclan, 1996). Conse-
quenthy, states need to invest in policies and
programs that reward teacher knowledge and
SkI”S and build supportive school organizations to
im rove the long-term retention of teachers.

_

Education and Training—Preservice and

T )
mserlv‘lce education for teachers has often been
cri{iciz‘ed for ignoring what teachers themselves

sa! they need to know in order to do their jobs

more Ieffectuvely States need to devise ways to

incorporate the best of education and training

"
I
)

. teacher education.

knowledge into a standards-based system of

[

® Licensure and Certification—Teacher licen-
sure requirements have commonly failed to reflect
appropriate standards of knowledge and perfor-
mance among teachers. This' makes it difficult for
states to carry through with their legal rlesponsibil-
ity to guarantee to the public that individuals
admitted to practice have met meaningful licen-
sure requirements. States need to devise licensure
and certification criteria and ' measures that are
based on a system of high-quality content and
performance standards that can reasoanIy assure
the public that individuals admitted to practice as
teachers are indeed highly competent.

Solving the real teacher supply issues requires
policies and programs that look very different than
policies responding to a “general teacher short-
age.” It requires, first, recruitment, edulcation and
training policies that are rigorous, cohéent,
standards-based and results-oriented and second,
recruitment, education, retention and distribution
policies that are sufficiently flexible to respond to
different needs of different types of districts.

Finally, it requires states to produce policies that

are supported by high-quality data about programs

and policies that work. Without a clear rationale
for targeted and systemic policy decision-making,
states may find that their policies are overly '
affected by political jockeying; with a cléar ratio-
nale, on the other hand, policies are more likely to
be systemic and effective. This report examines
what a system of teacher development Iand supply
should look like in order to be rigorous, jcoherent,
flexible, standards- and results-oriented, and based
on high-quality research.

|
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Summary Recommendations of the NASBE Study Group
on Teacher Development, Supply, and Demand

% STANDARDS: To improve the quality and quantity of teachers available to
schools, state boards of education need to simultaneously develop a standards-
based system of teacher preparation, evaluation and development while con-
tinuing to recruit more promising teacher candidates to the field and finding
effective ways to encourage them to stay. Doing this may require state boards to
consider new ways of allocating resources and professional authority to encour-
age change.

% TeACHER RECRUITMENT: States need to formulate policies and programs ac-
knowledging that the problems in teacher recruitment and supply will not be
solved through blanket strategies but through targeted programs that strategi-
cally recruit teachers with particular skills and characteristics.

% TeacHER RETENTION: Retention of high-quality teachers is one of the greatest
causes of teacher shortage. Therefore states should develop policies to improve
the support, services, and growth opportunities available to educators in order
to encourage truly good teachers to remain in the field.

% TeacHER EDUCATION AND PROFESSIONAL DEVELOPMENT: States should create
policies that extend teacher education beyond traditional university teacher
preparation programs and facilitate a variety of high-quality ways in which
teachers and teacher candidates can develop the knowledge and skills required
to bring students to high standards. States should also consider various methods
of teacher education, such as alternate routes to licensure and preparation
programs beyond a bachelor’s, that may attract candidates to, rather than deter
them from, careers in teaching.

% TeAaCHER LICENSURE AND RECOGNITION OF ACCOMPLISHED PRACTICE: States
need to create policies that hold individuals to knowledge and performance
standards, more than rigid course and degree requirements, in order to receive a
license to teach. These standards should be applied to every teaching credential
issued by the state, regardless of short-term needs for individuals to fill vacant
classrooms. Furthermore, states should devise mechanisms to encourage experi-
enced teachers to develop their skills beyond those levels required for initial
licensure.
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Development

Traditionally, state initiatives to support and
dev al;op teachers have been characterized as

being a series of disjointed, conflicting policies.
For example:

L] Cllass size reduction plans make it hard to put
a well-qualified teacher in rapidly increasing
|n\umbers of classrooms; g

® Teacher certification requirements that empha-
|sijze knowledge via paper-and-pencil tests,
]which may measure content knowledge, make
it;hard to ensure that teachers have the neces-
sary instructional skills to be effective in

Iclassrooms; and ‘

® Emergency certification programs in response
‘ 'to immediate teacher shortages conflict with

efforts to “raise the bar” to enter and remain in
the field. |

The primary reason why policies concerning
teacher development have been so ad hoc is

beca use most states have no overarching priorities
or u_mfymg definition of what teachers should
know and be able to do—thus, polncnes have been
developed without broad, consistent focus. It is no

|

wenlder then, that states have historically had little
notion of what standards their teachers were
rn,%etmg, what teachers’ assumptions were about

student learning, or how effectivelteachers were.

|St'andards for teachers represént a state’s
commutment to parents and communities that their
children’s teachers are highly capable and have
the knowledge and skills needed to nurture the full
pqtentnal of all students. Forming concensus around
what constitutes teacher competence is also the
best way that teachers themselves!can make good
on the promise of competence that they, and the
sta tes that licence them, need to be able to make
to the publlc. Properly devised, standards repre-

' |

| 1
( 1

II Bu1ldmg a Standards-Based System of Teacher

sent what the people in a state have decided they
want in their teachers; that is, the standards ‘
describe the knowledge, skills, and dispositions“
that each teacher should possess in order to be
competent—in order, that is, to effectively help '
students reach the state’s learner outcomes.
|

Teacher standards are also critical to education
reform. Developing teachers to lead critical !
change at the school level, rather than relying on
universities, professional associations, or bureau-
crats, gives teachers a sense of ownership over the
reform process and makes reform more likely to
succeed. But placing teachers at the heart of |
systemic reform requires teachers to have certain
skills and knowledge that will enable them to |
participate meaningfully in changing the nature of
their own work. Furthermore, defining and mea-
suring standards is the only way in which states
can ensure that the pool of teachers they certify,i
and from which districts may select, is of high
quality. States need to have in place a set of stan-
dards for teacher preparation, support and devel-
opment upon which a coordinated policy and |

programmatic system can be built (NASBE, 1996).

States across the country have begun to define
what teachers need to know and be able to do in
order to bring students to high standards. For |
example, Ohio has adopted a set of teacher !
standards and plans to make initial and continuirlmg
licensure dependent upon candidates’ results on;
rigorous performance assessments that are tied to
the standards. North Carolina, in their Excellent,
Schools Act of 1997, established a system that ties
teacher licensure to state teacher standards across
a three-tiered system of initial, continuing, and
advanced certification. All levels of teacher
certification are tied to state teacher standards via
a demanding performance assessment. The

Maryland State Board has adopted standards for .

|
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The State Role in Teacher
D,evelopment, Supply, and Demand

. Historically, the job of placing teachers in
classrooms has been largely the responsibility
of Iocal districts. While the Study Group agrees
that local districts should continue to make
SDECIfIC teacher hiring and placement
dec:suons the state also has important roles in
enabling local districts to do their job:

® States, through rigorous preﬁaration and
i licensure requirements, need to ensure a
' pool of high-quality teachers from which
_ districts can pick and choose with
+ confidence;

® States, by accrediting preparation programs
' that emphasize the particular needs of
', local districts, need to compel programs to
- prepare teachers to accept positions and
' succeed in subjects and geographic areas
where they are needed; |

. States, through comprehenswe research
" and evaluation programs, n?ed to gather
. data about teacher demand and effective
" ways of meeting demand and use this data
' to inform program |mplemeyntat.|on,

® States need to ensure that pr;eparation
. programs that are re-approved have a track
~record of preparing effectiveI teachers; and

®: States need to premise the entire system of
teacher supply and development upon
, rigorous standards and assessments that
" have been developed via open discussion
with teachers, parents, researchers,
policymakers, and the general public.

[

|

accreditation of all teacher preparation programs
and for initial licensure of all teaching candidates.
Using existing national standards, Maryland has
also.adopted a set of standards for teacher profes-
sional/development. Maine has adapted a set of
nationial teacher standards to correspond with the
students |earning standards, and Rhode Island has
instituted a set of comprehensive, nationally

| : .

|
recognized standards for beginning teachers and is
implementing a portfolio assessment for beginning

teachers that is tied to the standards. ! .

The Study Group believes that it is very
important for each state to go through its own
process of developing teacher standards that
corresponds with each state’s unique set of
student standards and that defines the norms and
expectations of the particular citizens of each
state. When developed comprehensively, these |
teacher standards include:

1
|
® Expectations for colleges of education in terms
of competencies, classroom experience
requirements and performance and knowledge
requirements among their graduates;

|
® Expectations for graduates of teacher training:
programs in terms of both knowledge and

|
performance;

® Expectations for continuing teachers in terms,
of professional development, sk|IIs and
~ knowledge; and

® Expectations for professional development
providers defined in terms of student and
teacher outcomes. \

Devising comprehensive standards has impli:
cations for the spectrum of state education policies
because standards move the focus of policy from
inputs and processes to results. The actual pro-
cesses students, teachers and administrators '.
employ to achieve the defined standards become
less important from a policy perspective, and |
across the system individuals are evaluated !
according to the results they achieve. |

|

Fortunately, not every state needs to 'reinveTt
the wheel” when they devise teacher standards;
there is considerable agreement already about |
necessary knowledge, skills and dispositions for |
teachers that have been developed by states and
by national projects such as the National Board for
Professional Teaching Standards (NBPTS), the |
National Council for the Accreditation of Teacher
Education, (NCATE), and the Interstate New \‘
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National Projects to Develop
Teacher Standards

® Producing performance standards for
teacher licensing has been undertaken by
the Interstate New Teacher Assessment and
Support Consortium (INTASC). To hold
teachers accountable for reaching the high
standards they recommend, INTASC is
developing sophisticated authentic assess-
, ments for teachers in their first years of .
practice. More than 20 states have either
- directly adopted or modified INTASC stan-
, ' dards for beginning teacher licensure. At
, ' least 18 states have started creating com-
| prehensive performance assessments based
. on INTASC or INTASC-modified standards.

® The National Board for Professional
Teaching Standards (NBPTS) has developed

i high standards and comprehensive

I assessments for advanced licensure of .
highly-accomplished, experienced teachers.

' Over half of all states, and some districts,
have begun to offer financial and other

. incentives for teachers to seek National
Board Certification. Several states utilize

, teachers with National Board Certification

. as master teachers, tutors, and school

| improvement specialists to work with

i teachers and schools across the state.

o The National Council for the Acaeditation
' of Teacher Education (NCATE) has aeated
a set of demanding standards for teacher

" education programs that incorporate the
performance standards developed by
| INTASC. In 1997, 41 states had entered

. into partnerships with NCATE; nine
| required all public institutions to be
 NCATE acaedited.

Teacher Assessment and Support Consortium
(INTASC) All of these initiatives share a view of
teaching as a complex undertaking, “grounded in
decisions that are contingent on students’ needs
and instructional goals, and reciprocal, that is,
continually shaped and reshaped by students’
responses to learning events” (Darling-Hammond

- and Sclan, 1996). Whether or not state policymak-

ers decide to adopt components of existing teacher
standards or develop new standards, the Study,
Group believes that policymakers need to be
aware of the rationale for and content of the
important work that has been accomplished by
these existing projects.

Finally, the Study Group found that when |
basing policy decisions on a coordinated system of
teacher standards, state policymakers need to keep
at least three things in mind:

® Teacher standards need to be ahgned wnh
clear content and performance standards for
students. Every student standard implies a
particular notion of teaching and learning that
needs to be built into standards for tgacher's.
For example, if students are being asked to
think thematically and link subject areas.
across concepts, then teacher standards neéd
to clearly expect teachers to connect subject
areas in thematic teaching.

|

® Setting high standards for students and for
teachers morally obligates the state to prov"ide
the structures and supports that students and
teachers need to meet the standards. Doing so
requires states to think differently about the
ways in which resources are allocated, since
individual districts will likely require very |
different kinds of support in order to meet |
standards.

S

® Programs and policies designed to support a
standards-based system need to balance the
need for implementing what we know works
with what is promising, new and innovative.
State funds need to be allocated strategically,
as an incentive to keep effective programs |
operating while at the same time encouraging
the design, implementation and evaluation of -
promising new programs. Relatedly, state |
policymakers need to know which policiesi

and programs have been proven effective in

order to make informed decisions about what

to implement. ‘

|
\

i
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Removing Poorly Performing Teachers

A standards-based teacher development system needs to have mechanisms in place to
judge whether experienced teachers are meeting professional standards. Many school districts
have developed innovative programs that incorporate peer review and intensive support and
assistance from lead teachers and mentors in order to support beginning teachers or experi-
enced teachers who find it difficult to meet state standards. Teachers who are unable to
improve their practice are counseled out of the field.

Peer review and assistance programs represent new models of collaboration between
unions and school boards that have proven extremely effective at both improving teachers’
practice and dismissing teachers. Peer review and assistance programs have been imple-
mented by AFT and NEA locals in several cities in Ohio and in Rochester and Seattle. Each
program was established through collective bargaining agreements and is governed by a panel

Iof teachers and administrators.

4
|

. ' Peer review and assistance programs credit their success to the fact that they review
‘teachers’ practice more comprehensively than traditional “checklist” approaches. Colleagues
and administrators examine data on teacher and student performance to determine a teacher’s
ability. Another reason for success is the way in which excellent teachers are freed from a
small portion of their classroom responsibilities to work intensively with their peers, both in
'terms of evaluation and assistance.

In each case, peer assistance programs have raised standards, and more teachers have
received assistance to improve their practice (and more have been dismissed) than ever
occurred under previous teacher evaluation programs. For example, in Rochester about 10
percent of experienced teachers referred for *intervention” to improve their practice deter-
mined, through extensive work with their tutor, that they should leave teaching.

S(l)urce: National Commission on Teaching and America’s Future. (1996). What Matters Most:
Teaching for America’s Future. New York: NCTAF.
|

————
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States need to formulate policies and programs
ackn’owledging that the problems in teacher
recrultment and supply will not be solved
through blanket strategies but through targeted
programs that strategically recruit teachers with
particular skills and characteristics.

Once state standards are in place that define
expected teacher knowledge, skills and disposi-
tions, state policymakers have a moral obligation
to develop policies that: 1) support the standards
functlonally and philosophically; and 2) develop
and distribute resources in ways that help schools
and dlstncts hire high-quality teachers who meet
these standards. But providing high-quality teach-
ers to all students requires states to: recruit good,
diverse prospective candidates who are able and
willing to teach in high-demand subject and
geographic areas; retain high quality teachers for
longsterm careers in the field; and educate teach-
ers to meet high standards by providing effective
education and training across teachers’ careers.
These are the critical elements of a comprehensive
teacher development policy.

Recruiting, retaining and educating sufficient
numbers of high-quality teachers to work in every
rype!of school and district across the country is
extremely complex. Just as the circumstances,
goals, priorities and expectations of schools vary,
so too do the difficulties they face in the recruit-
ment, retention, and education of their teaching
force. While state policies need to be standardized
to the extent that everyone is held to high stan-
dards, they also need to be differentiated to serve
every school, in every circumstance, with every
type, of goal, priority and expectation. The Study
Group believes emphatically that this combination
of flexibility within high standards across policies
of teacher recruitment, distribution, retention, and

II1. High-Quality Teacher Recruitment and Distribution:
Differentiated Policies for Differentiated Needs

education is the key to effective teacher develop-
ment policy.

In large part, most states do not need to recruit
more candidates into teacher preparation pro-
grams. Most states do not even need to attract
higher quality candidates to teaching; those
admitted to teacher preparation programs are now
above average in terms of college entrance '
qualifications (NCTAF, 1997). What states do
need, however, are targeted programs that attract
candidates who are willing and able to meet the
needs of the schools in which they will be asked
to teach. The most dire needs faced by districts are
for: 1) teachers who are racially, culturally and
ethnically diverse; 2) teachers who are qualified to
teach specific subjects in which teachers are in '
short supply, and 3) teachers who are willing to
teach in high-poverty schools and schools serving
students of color, primarily in urban areas.

Our Nation’s Monochrome Teaching Force

Across the nation, over one-third of public
school students are individuals of color and about
five percent of students are limited-English profi-
cient. Teaching students who contend with varied
and often challenging circumstances is a complex
task that requires input and intervention from
individuals who can understand and respond to
the needs of an ethnically and racially diverse
student body.

There are several reasons states should want to
attract and retain a diverse cadre of teachers:

® Teachers of color and ethnically diverse
teachers are often the most successful teachers
in the neediest schools—those with high
proportions of students of color (Howey &
Zimpher, 1993).
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° ¢iverse members of local communities are

‘ o;ften the most likely and willing candidates to
instruct students with limited-English profi-
ciency and other special needs (RNT, 1996);

® Studies make clear that teachers of color and
‘ethnically diverse teachers are often able to
_férge more meaningful ties with local ethnic/
racial communities and demonstrate greater
understanding of the particular circumstances
of racially and ethnically diverse students than
are white teachers (RNT, 1996);

® Men and women who are racially and ethni-
cally diverse can provide valuable role models
not only to students of color, but also to white
students;

® There are indications that students of color and
ethnically diverse students achieve more when
taught by individuals they believe are like
themselves in terms of race, class and culture;
and

® Teachers of color and ethnically diverse
teachers may be more likely to encourage
students of color to enter teaching.

Despite myriad reasons why ensuring a
diverse teaching pool is important, the typical
graduate of a teacher preparation program is
white, female, 21 years old, speaks only English,
from alsmall town and wanting to teach in the
same (AACTE, 1996). In recent decades diversity
amongithe nation’s teaching force has actually
decreased, particularly when compared to the
growin'g diversity among public school students;
while qver one-third of public school students are
individuals of color, only about 10 percent of
teachers are. Overall, the need for teachers of
color ns so dire that in North Carolina, for ex-
ample, one report concluded that “if current trends
continue, the average minority child could con-

elvably have no minority teachers during the K-
12 years” (North Carolina Association of Educa-
~tors, 1994). The few teachers of color who are in
the current workforce tend to cluster in particular
schools, disproportionately teaching in urban
schools and those serving students of color (See
Figure 1).

“The race and background of [students’]
teachers tell them something about power
and authority in contemporary America.
These messages influence children’s
attitudes toward school, their academic
accomplishments, and the views of their
own and others’ intrinsic worth. The
views they form in school about justice
and fairness also influence their future
citizenship.”

Carnegie Forum on Education and the
Economy. (1986). A Nation Prepared:
Teachers for the 21* Century.

The good news is that several successful
programs to attract individuals of color and
ethnically diverse individuals to careers in teach-
ing provide helpful lessons in the necessary
components of an effective program to recruit
diverse teaching candidates. Successful programs:
insist that diverse candidates, regardless of their
route of entry into teaching, be held to the same
standards as all other teacher candidates; provide
courses in local communities instead of exclu-
sively on university campuses; provide financial
support to enrolled students; offer classes in the
evening and on weekends; provide extensive
academic and social support to diverse candidates;
and often recruit teacher candidates from existing
pools of school paraprofessionals. Graduate
teacher preparation programs, particularly those
that offer some of the program characteristics
listed above, also attract above-average percent-
ages of individuals of color.

The Study Group believes that states need to
invest in what works to attract diverse candidates
to careers in teaching. Some states and local
communities have responded to the need for
diverse teachers with innovative programs that
have proven successful at attracting non-traditional
candidates to the teaching field. -

® South Carolina’s Teacher Cadet Project .
involves teachers, administrators, and univer-
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Public School Diversity
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5888883

All Schools Central City

Large Town Rural/Small Town

Minority Students [___] Minority Teachers

Source: U.S. Department of Education. (1993-94). Schools and Staffing Survey. National Center

for Education Statistics.

sity faculty in mentoring secondary school
students who demonstrate interest in teaching.
. Programs such as South Carolina’s are particu-
larly promising because there is evidence that
. participants of early recruitment programs are
m;ore than one-third minority (RNT, 1993).

® Responding to the fact that over 90 percent of
teachers on the Navajo reservation are not
' Navajo, the Navajo Nation Ford Teacher
Education Program recruits teachers from the
Navajo Nation to study with a consortium of
six colleges and universities. Participants
feceive sizable scholarships along with
stipends for transportation and child care
ésSistance, intensive academic advisement,
counseling, and support. The Program has
successfully produced about 40 new Navajo
teachers and over 200 Navajo-speaking
teacher aides.

® |n.Los Angeles, California, a consortium of

" colleges, local teacher unions, policy organi-

zations, and the Los Angeles Unified School
Dilstrict operate a program to train Latino
paraprofessionals to be teachers. This program
offers strong academic and social support for
participants, including a cohort system of peer
support, faculty mentors at each teaching

aséistant’s home school, and adjunct class
|

sessions for program participants who need
academic assistance. In operation since 1992,
the Latino Teacher Project has an extremely
low dropout rate and has produced significant
numbers of high quality teachers for Los
Angeles schools.

More of the Same or More of What’s Needed?

Evidence is clear that the nation’s teachers are
poorly distributed across subjects and specialities,
causing acute shortages in some fields of teaching
at the same time that there are sizable surpluses in
others. Not surprisingly, shortage areas are largely
those fields in which higher paying career options
are available (such as the sciences) or in which
teaching placements are disproportionately in low-
income schools and/or schools serving students of
color.

State policymakers are often quick to point out
that teacher training programs are doing excep-
tionally well at producing teachers that districts
don’t need. For example, despite a surplus of
elementary teachers in every region of the coun-
try, almost half of all education degrees, about
50,000 in all, are conferred in elementary educa-
tion. On the other side of the spectrum, the nation
produced only 54 bachelor’s degrees in bilingual
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Alternate Routes to Teaching

Alternative routes for educating teachers is a fairly recent, but rapidly expanding initia-
tive that allows districts, colleges and universities, and other educational agencies to offer
licensure opportunities for teachers who complete a preparation program that may differ in
content, structure, recruitment strategy, or target population from traditional university
undergraduate programs in teacher preparation. Driving this trend is the desire to achieve at
least four important goals: increasing the pool of teachers competent in high-demand educa-
.tional specnaltles, increasing the participation of under-represented racial/ethnic and cultural
groups; mcreasmg staff levels of urban and high-poverty schools; and decreasing the need for

| emergengy credentialing to meet local teacher shortages.
[

' Currently, most states allow some form of alternate routes, although alternate programs

can vary 'widely according to regional needs and local resources. For example, some regions
~with pressing needs for bilingual and special education teachers have found educational
paraprofessionals to be excellent candidates for alternate routes into teacher careers in those
fields. In regions with large military or business economies, some alternate routes have
catered to retired military officers or businessmen who often bring technical skills and
scientific knowledge to new careers in teaching.

~ Evaluating alternate routes according to the four goals above, several programs are
highly successful. Alternative routes to teaching increase minority representation in teaching.
In Texas, it is the primary means of attracting minority professionals into teaching. Not only
do Texas interns from alternate preparation programs have higher pass rates on certification
tests than' do traditional education graduates, but minority interns have higher pass rates than
minorities who were initially prepared through regular channels. Furthermore, the Los
Angeles Unified School District’s Intern Program recruited minorities at a much higher rate
than the California state university system. New Jersey also experienced similar success with
- their aIterlnate routes to teaching. Teachers from alternate routes are also more likely to teach
,in urban schools than teachers from traditional preparation programs, and there is evidence
that attrition rates both during program participation and after becoming a teacher are the
same or lower among alternate route graduates (RNT, 1996; Darling-Hammond, et al., 1989,
ln Dill, V.S., 1996; Stoddart, 1990; Adams and Dial, 1993).

! Today, well-constructed programs are no longer considered by most to be “back-door”

access to careers in teaching. As a matter of fact, entrance to some alternate routes have
become more rigorous and competitive than many traditional university preparation pro-
grams.. In some “cases, as models proliferate, lines may blur between what was formerly a
utmversally defined 'tradltlonal’ model and its distinct ‘alternatives’” (Dill, 1996).

The evidence is clear: when judged by results, high-quality alternate routes to teaching
need not be viewed as a compromise in teacher preparation standards. On the contrary, an
effective standards-based system of teacher preparation welcomes mnovatnons in “process”
that demonstrate promise in achieving the results states expect.
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I |
éducation, when this field claims the third most
severe shortage in the nation and is in short supply
in every region of the country (NCES, 1997b). (See
Table 1 on page 18.)

Although it may be tempting for policymakers
to blame colleges and universities for preparing
individuals for teaching fields where there are
already large surpluses, the Study Group asserts it
is the responsibility of the state through accredi-
tation, more than colleges, universities or school
districts, to ensure that the pool of potential
candidates available to schools and districts is
comprised of teachers who can meet their needs.
States that continuously accredit programs and
certify abundant number of teachers in surplus
fields when districts are desperate for specialists in
shortage fields are failing to be accountable for
providing districts with the tools they need to
bring students to high standards.

' Research has shown that successful programs
for! attracting candidates to high-need fields often
have an uncompromising position that all teacher
candldates even those preparing in high-need
sub;gcts, meet high standards in order to be
licensed; financial incentives for currently practic-
ing or newly recruited teachers to become quali-
fied in a high-need subject area; partnerships with
local businesses and the military to attract early
retirees and career-changers to high-need teaching
flelds efforts to attract currently practicing para-
professnonals particularly in bilingual and special
educatlon to'teacher training programs; and
effective recruitment and public awareness cam-
palgns that emphasize the rewards of a career in
teachmg States that take seriously the necessity of
attracting candidates to high-need fields should
consider encorporating these criteria into their
accountability and accreditation systems for
teacher education programs.

Current projects undertaken by several states,
districts, and private entities demonstrate that
states can increase the number of teacher candi-
dates choosing to specialize in shortage areas by

thinking creatively about who to recruit and how

- to educate them.

® Several school districts offer free training to
prepare existing staff members to teach in
fields of shortage. About one in five school
districts offers free training for staff to prepare
to teach in a shortage field.

® North Carolina established alternate certifica-
tion programs in the 1980s that, by the end of
the decade, were preparing 15 percent of all
mathematics teachers in the state (Dill, 1996).
Evaluations indicated that teachers in North
Carolina from alternate programs were as
competent and as successful on teacher
examinations as teachers from traditional
preparation programs.

® The California Mathematics and Science
Teacher Corps Program was established
through partnerships between California State
University and several corporations, which
provide stipends for their retiring employees to
enter teacher preparation programs. Coming
from companies such as IBM, TRW, and
Hughes, most participants have master’s
degrees in math or science fields and several
years of work experience as engineers.

Going Where the Jobs Are

Not only are teachers demographically unrep-
resentative and specializing disproportionately in
fields where there is little or no need, but once
prepared to teach, individuals apply for and accept
teaching positions in highly inequitable patterns.
This causes severe local and regional shortages of
qualified teachers, particularly in urban and rural
high-poverty districts. For example, in 1990 almost
one-quarter of central city public schools had
teaching vacancies that were impossible to fill,

- particularly in the field of bilingual education

(CGCS, 1993). States need to develop policies to

“help all districts recruit high quality teachers to

work in their schools and to encourage teachers
to enter careers in states, districts, and schools
with the most severe teacher shortages.
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Table 1: Teacher Demand and Degrees Conferred, by Teaching Subject

Relstive | Bachelor's Master's Reletive | Bachelor's Master’s
Demand Degrees Degrees _ Demand Degress ~ Degrees
1886° [ Confarred Conferred 1896° | Conferred Conferred
o 1805 1885 : 1995 1985
P ]
F'Ct_»nrsld_enble S : : : Same Surplus
i Shortage '
- - Art/Visual 2.50 1,484 731
Speech 1] 448 798 218 Education
Pathology
Elementary 245 46,840 13,256
'Behavioral | 433 312 231 Education-Pre-K
Disorders Intermediate 241 1397 |- 615
Bilingual 432 74 286 _
Education Kindergarten 233 6236 2,021
Mentally 1 422 578 123 Health 222 1,746 868
Handicapped Education
Some Shortage Physical 205 | 11,89 2,961
— Education
Leaming 4.19 633 549
Disability Social 1.94 3,067 602
L) Science/Social
Muhxp‘tle 4.15 142 214 Studies
Handicepped Education
Audidogy | 414 I .
Physically 4.13 38 60
| Impaired
. S ! . .
Heating 412 259 217 Source: National Center for Education
Impaired : Statistics. (1997). Digest of Education Statis-
Visually 405 40 11 tics and AAEE. (1997). Teacher Supply and
Impaired Demand in the United States: 1996 Report.
Mathematics 385 175 837 Evanston, IL: AAEE.
.
E“S"Sg'“ 381 45 1634 * “Relative Demand” is based upon the
msfm’-‘ opinions of a national sample of university
Buage . :

,‘ \ directors of career services, deans of teacher
Technalogy 379 1,447 41 education divisions, and school district
E"“"’“’"\“‘ . personnel administrators.

' Computer 3.64 - -

Science ** No data available.
Science - 4.05- - -
| 3.49
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Districts do not have equal ability to attract
teachers for several reasons largely related to
teacher working conditions. Wealthy districts often
report receiving hundreds of qualified applicants

for a single teacher opening. But many high-

poverty districts and schools cannot offer the pay,

resources, or employment conditions to regulfarly

atract quality teachers. In general, these schools
have higher student:teacher ratios, lower pay,

fewer classroom resources, more discipline

problems, lower levels of student achievement,
{essieducated teachers and less administrator

support than other schools. It is little wonder that

most teachers decide to teach elsewhere. Nor is it

surprising that on almost every measure, high-

poverty schools end up staffed with less edu-
cated less experienced teachers who are often
teachmg under difficult circumstances and are

,more likely to be teaching without the proper
'qualifications.

The current ad hoc system of distributing high-
quality teachers disproportionately to wealthy

ischools and less-qualified teachers to poorer
'schools places high-isk, high-poverty students at
‘even greater risk of academic failure by giving

them fewer instructional resources and fewer

‘quahfued teachers. Particularly in states with high-
|stakes accountability programs for students,

{
unequal distribution of teaching resources may

!
| have serious implications for states as they work to
|ensure that all students meet academic standards.

‘The Study Group believes emphatically that
the state has a responsibility to see to it that all
students, regardless of the community in which
they live, are taught by well-trained, fully quali-
fied teachers. Providing such a guarantee may

require states to provide incentives to help districts

with greater need compete for high-quality teach-
ers. 'Some state and district programs have met
W|th considerable success:

in Connecticut and Kentucky, salary equaliza-
tion programs among high-need and fow-need .
districts have reduced teacher shortages in urban
and rural areas. In Connecticut, where this strategy
has been employed for over a decade, policymak-
ers have found that distributing state funds to
equalize beginning state salaries improved teacher
standards overall and within three years of begin-
ning the salary equalization program the state
eliminated most teacher shortages.

Nevada plans to offer one extra year toward
retirement for every five years a teacher works ina
high-need urban school. Not only does this plan
promise to help resolve teacher shortages in urban
areas, but it may attract experienced teachers to
urban schools rather than the young, inexperienced
teachers who traditionally staff inner-city.schools.

Conclusion

Thinking of new ways to attract promising
candidates to careers in teaching need not imply
any sacrifice in quality. On the contrary, some
states have found that alternate programs to attract
teaching candidates actually have higher standards
for admission and higher performance levels upon
completion than traditional teacher preparation
programs. In a standards-based system of teacher
development, states are free to think flexibly about
ways in which candidates can meet the standards,
as long as the standards remain intact and all
preparation programs, regardless of their particular
purpose, are held accountable for them. Ina
standards-based system, then, states should
narrow their potential teaching pool through
quality indicators, codified in standards, and
enlarge their teaching pool by ensuring that
every promising candidate, particularly candidates
with qualities, knowledge, skills, and expertise
most needed by schools, can see a viable way
into the field.
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The Acute Needs of High-Poverty Urban Schools

Almost every cause of teacher shortage is magnified in high-poverty urban schools, which have
dlsproportlonate difficulty recruiting and retaining teachers, some of the greatest need for diverse
teachers to support a diverse student population, and some of the most challenging teaching and
learning circumstances in the country. In general, high-poverty urban schools struggle with:

The youngest teachers with the least experience;

The highest percentage of teachers teaching out-of-field or without proper qualifications;
The highest rates of teacher burnout and teacher resignation;

The lowest levels of student achievement;

The highest levels of student dropout;

The highest class sizes;

The lowest teacher salaries, particularly at higher levels of the salary scale; and

The lowest measures of teacher autonomy and decision-making authority.

" Students in high-poverty, urban schools are fundamentally shortchanged—denied hugh-quahty
Iearnmg experiences with qualified teachers in supportive learning environments. Teachers in
these schools are shortchanged too—placed in jobs for which they are not qualified, asked to
contend with challenging community and student circumstances for which they are not prepared,
asked to teach with limited resources and restricted autonomy, rewarded with maximum salaries
well below those given to teachers in more affluent districts, and expected to assume responsibility

for an above-average number of students, many of whom may be performing below state stan-
dards.

|

States need to create policies that specifically serve teachers and students who find themselves,
by circumstance or by choice, in high-poverty urban schools. In an age where all students are
explected to learn to high standards, it is important to ensure that the opportunities students have to
Iearn are fair. One-size-fits-all policies will never serve urban schools like they do schools in
suburban and rural areas. States need to implement policies that will have a particularly positive
affect' on the supply of highly-qualified teachers in urban schools. This means providing teachers

in h‘lgh-poverty urban schools with more of the following components of good working conditions:
|

° Eﬁeétive professional development targeted to the needs of urban teachers, children and youth;

o Smaller class sizes in high-poverty urban schools so student instruction can be appropriately
individualized;

e More planning time for teachers who work in high-poverty urban schools to plan for instrution
of students with particular types of challenges;

° Comprehenswe teacher induction programs that pay attention to the realities of teaching in
hngh-poverty urban schools; and

e High'quality resources, materials and facilities to help teachers and students tackle the job of
teaching and learning.
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Selecting and Preparing Successful Teachers for Urban Schools

Martin Haberman has completed some of the most comprehensive work to-date on what makes a
| successful teacher in an urban school, as defined by principals, administrators, supervisors, other teachers,
and parents and by student results on standardized tests and work samples. Fundamentally, Haberman
“asserts that a successful teacher in an urban school is usually not the typical preservice teacher: a 25-year-
old white woman from a small town with an above-average grade point average who “always wanted to
teach.” Nor does a successful teacher always have the highest standardized test scores and grade point aver-
ages. Instead, Haberman asserts that a successful urban teacher is one who possesses certain characteristics:

® Did not decide to teach until after graduation from college;
@ Successfully undertook several jobs or careers prior to teachlng,
o iis between 30 and 50 years old;
® |Attended an urban high school;
Has raised children, is a parent, or has close, meaningful relationships with children;
Currently lives in a city and plans to continue doing so;

Has had personal, continuing experience with violence and of living “normally” in a violent area;
Has majored in anything at a college or university; '

May or may not have a grade point average that is above average;

Expects to visit the homes of the children in his or her class;

Has awareness or experience with the types of health and human services available in urban area;
Is likely to be a person of color rather than a person of Euro-American background; and

Expects the bureaucracy in schools to be irrational and obtrusive.

Haberman suggests that, taken together, these traits characterize (but do not explain) teaching success
in urban schools. Although successful urban teachers need to be bright and resourceful, the “best and
brightest” stereotype that connects high grade point averages and standardized test scores with potential

for high-quality teaching does not necessarily apply to the profile of a successful teacher in poor, urban
schools.

' |

.. Based on over thirty years of working with programs to prepare urban teachers, Haberman suggests a
number of program elements for making traditional teacher education more effective at preparing teachers
to work in diverse urban schools:

~ @ Providing information about the relationship of language, culture, and learning, and teaching proce
| dures for studying their own classrooms.
o Seemg relationships between learning at home and at school.
I ® Teachmg candidates to adapt instruction and assessment to the students’ background.
o Exposing candidates to examples of successful teaching of diverse students.
. ® Giving candidates community experience with various cultural groups.
' ® Having students practice teach in schools serving diverse groups.
® Helping candidates develop their own cultural identities.
. ® Teaching dynamics of prejudice in the classroom and how to deal with it.
‘@ Teaching candidates about social oppression and economic inequities. :
, ® ‘Ireaching candidates about learning styles of various groups and the limitations of this information.

Haberman, M. 1994, 1995, and 1996.

Is seeking and preparing for a teaching position in an urban school instead of any other kind of schoo!;
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Policy Options: Recruiting Diverse Teachers to Work in
High-Need Fields and High-Need Geographic Areas

State options for encouraging universities and other teacher preparation programs to attract diverse
candidates and prepare them to teach in high need fields and high need locations:

® Accreditation—States may consider using accreditation to minimize duplication of overly-abundant
programs of study and maximize the number of programs in high-need subject areas, to require
teacher candidates to have diverse experiences as part of their training, and to require that teacher
. education curricula accurately represent and prepare candidates for the types of teaching situations in
“ which individuals may be placed, including urban and high-poverty environments.

o Financial Incentives—States may consider providing financial incentives to encourage colleges to
open teacher preparation programs in high-need subject areas or to run off-campus preparation
, programs for non-traditional teacher candidates in high-need communities.

State options for enabling high-need schools and districts to attract diverse candidates who are qualified
and willing to teach in high-need communities:

0i Incentives to attract teachers to high-need districts—States may consider subsidizing reduced class
" sizes, increased teacher planning time, increased professional development, early retirement bonuses,
or other incentives to attract teachers to schools and districts with chronic teacher shortages.

. Fun'ds to make salaries more equitable across districts—States may consider equalizing or subsidizing
salaries across districts, which has reduced teacher shortages in urban and rural areas in at least two
states that have tried it. :

o Programs to train practicing teachers in shortage areas—Districts have found that it is sometimes
eaS|er to retrain a currently practicing teacher in a shortage subject than to search for a teacher on the
open market” who is qualified to teach in a shortage area. Often, educating a teacher for a second
.certification is funded by the district, but, states may consider subsidizing this cheaper and faster
|method of qualifying teachers in shortage areas.

State op]tions for encouraging high-quality, diverse candidates to the field of teaching:

L] "Alternate routes to teaching — High-quality, accountable alternate routes have demonstrated success

in attracting and retaining diverse candidates to high-poverty, high-need schools and districts.
® Early recruitment programs — Early recruitment among high school, and even elementary school,
students has helped some states develop a more diverse teaching force.

® |Support services in higher education for promising students with learning gaps — States may con-
sider providing support services for promising students who are willing to teach in high-need districts,
\but who have learning gaps as a result of graduating from high-need schools. Because these students
often had gaps in their primary and secondary education and have had few college or university role
models in their communities, many may need academic counseling in order to remain in teacher
preparatlon programs and thrive.

“Implroved transition programs from two-year to four-year colleges—Many students of color are
‘enrolled in two-year rather than four-year institutions. Providing counseling, academic and financial
'support, and teaching field experiences to students of color attending two-year institutions may
encourage more individuals to transfer into four-year programs of teacher preparation.
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IV. Teacher Retention

Retention of high-quality teachers is one of
the greatest causes of teacher shortage. Therefore
states should develop policies to improve the
support, services, and growth opportunities

~ available to educators in order to encourage truly

good teachers to remain in the field.

States face a daunting problem in terms of
teacher retention. Estimates are that approximately
one-third of all teachers leave the field within five
!years of beginning as a teacher, a rate that rises to
one-half among teachers in high-poverty schools
| . . ;
and schools with high proportions of students of
color. Not only is teacher attrition a serious prob-
‘Iem,l but it is also on the rise; between 1988 and
1994, attrition grew from 5.6 percent of the entire
teacher workforce to 6.6 percent annually (NCES,
1997¢). Beginning teachers, those who are aca-
demically talented, those teaching in high-poverty
schdols, and those with a disciplinary speciality in
high demand outside of education (such as math or
science) tend to leave teaching first (Sclan, 1993,
NCES, 1997¢). These statistics are particularly
alarming because many fields with high attrition

rates| are those that are already in short supply.

. For teachers to remain in teaching, the rewards
need to outweigh the frustrations. With one-quarter
pf all teachers who leave the profession saying
they were dissatisfied with teaching and/or wanted
a different career (a percentage that is even higher
among teachers working in high-poverty schools)
‘(NCES, 1995, 1997a), improving teachers’ level of
satisfaction is a key component of improving
teacher retention. The Study Group contends that
improving the retention of teachers requires
states to address the reasons people choose to
leave teaching in the first place.

. Surveys point to several key components of a
“satisfying job in teaching” that can be addressed
in policy. First, satisfied teachers are more likely to

work in schools with supportive environments.
Second, they are likely to feel satisfied with their
salary, and finally, they are likely to be teaching in
their field of expertise.

Supportive School Environment

The manner in which schools organize teach-
ers’ and students’ work has a clear and direct
impact on teachers’ decisions to leave or stay in
the field. When teachers feel supported and have
more opportunity for collaboration, more say in
important educational decisions, and greater
flexibility in how they teach, and when they feel
less isolated from their peers and more included as
members of learning communities, they tend to be
more committed to their jobs and more likely to
stay in teaching (Hart & Murphy, 1990, Johnson,
1990, Sclan, 1993).

Some districts have created promising pro-
grams to support teachers and create supportive,
professional environments. For example, New
Haven Unified School District, a low-wealth
district between Oakland and San jose, California,
has invested money, time, and resources in
building a professional environment that focuses
on student and teacher learning. Every week one
morning is set aside for teachers to meet in col-
laborative teams and learn from one another. The
district also gives teachers the time they need
during the day to work with administration on
curriculum, technology, assessments, student
standards, and beginning teacher induction
programs. New Haven Unified has found that its

_ empbhasis on high standards combined with

student and teacher learning opportunities that
include teacher internships and induction pro-
grams has given it exceptionally high teacher re-
tention rates and, in a state where many districts
find it hard to hire qualified teachers, an excep-
tionally competitive hiring process (Snyder, 1998).
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Figure 2. L .
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Source: U.S. Department of Education. (1993-94). Schools and Staffing Survey. National

Center for Education Statistics.

Student Motivation and Discipline

Teachers who feel that student motivation and
discipline are problems in their school are less
likely to want to stay in teaching (NCES, 1997).
Unfortun.lately, many teachers report such prob- -
tems, and others report that they feel ill-prepared
to eﬁgcti\?ely motivate or discipline students.
Consequently, it is important to address these
issues head on and find ways to prepare teachers
to be‘lpartners in motivating students and discour-
aging discipline problems in order to encourage
more'teachers to remain in the field.

|

The state of California is trying to do just that.
The School/Law Enforcement Partnership was
formed by the state Department of Education and
the Office, of the Attorney General to provide
leadership in promoting safe schools through
mteragency collaboration among social services
catering to youth and families. The Partnership
conducts reg|onal workshops on safe school
planning, distributes grants to hundred of schools
to implement safe school plans, and has published
a comprehensive “Planning Guide for Action” that
shows schools how to form interagency partner-
ships and develop safe school plans.

|

Other types of interventions have also de-

creased the incidence of student violence. Several

schools have had success with violence interven-
tion programs that emphasize peer tutoring and
stress management skills. Some schools have
noted that school uniform policies, decreased class
sizes, and smaller “schools within a school” have
all resulted in reduced numbers of violent inci-
dents. Others have found that physical changes in
schools, such as increased lighting in parking lots
and open, instead of closed, stairways have
reduced violence and improved student discipline.
Finally, some schools have irpplem'ented extended-
day programs and comprehensive systems of clubs
and other extracurricular actcvmes that keep the
school community engaged productwely in meet-
ing students’ academic, recreational, social, and
psychological needs.

The Study Group believes that although it is
not the responsibility of a state policymakers to
implement one-size-fits-all programs and inter-
ventions to improve student motivation and
discipline, state policymakers need to consider
creating incentives to encourage schools and
districts to effectively approach problems of
student discipline. Policymakers also need to
acknowledge that high-quality, targeted teacher
preparation and professional development can
give teachers the skills and knowledge they need
to better motivate and discipline students. For
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example, states can provide incentive grants for
Iocél interagency collaboration and can model
collaboration with other agencieat the state level.
States can also provide technical assistance in
.developing, implementing, and evaluating local
programs in student discipline. Finally, states can
.produce voluntary standards for safe, healthy
-schools that schools can use to measure the
effectiveness of their own programs.

Salary

Although less than five percent of public school
teachers who actually leave the field do so because
‘of money (NCES, 1997a), less than half of all
‘teachers say they are satisfied with their salary.
‘Even more troubling, less than 30 percent of
teachers of color are satisfied, and the best paid
teachers working in high-poverty schools earned 35
percent less than teachers in low-poverty schools.
|

Some states have made strides in improving
the salaries of teachers, particularly teachers with
needed experience and high-quality skills. For
example, North Carolina recently increased
teachers’ salaries by an average of 33 percent,
which includes 12 percent increases in salary for
teachers who obtain National Board Certification.
The Study Group believes that, as is the case in
North Carolina, state-supplied salary increases
should be targeted to encourage teachers not
only.to stay in the field but also to continue to
grow professionally across the course of their
career. States may consider targeting state salary
incentives to strategically recruit teachers to high-
Ineed schools and subjects, encourage teachers to
achieve advanced certification, and motivate
teachers to participate in professional develop-
ment experiences.

!

Out-of-field Teaching

' Improving teacher retention rates requires
attention to out-of-field teaching placements, not
only because students are more likely to receive
high=quality instruction from a teacher who is
properly qualified, but also because out-of-field
teaching imposes stresses on teachers by placing
them in jobs for which they are not qualified.

Across the nation, less than 70 percent of
districts require that all new hires hold full certifi-
cation and hold at least a college minor in the field
they are to teach. As a result, fifty-six percent of all
high school students are taught by unqualified
teachers in physical science, 27 percent are taught
mathematics by an unqualified teacher, and 21
percent are taught English by teachers that lacked
even a college minor in English (NCTAF, 1997). It
should come as little surprise that teachers who
lack even a minor in the field they are teaching are

. more than three times more prevalent in low-
wealth schools than in those with high wealth.

Some states have responded to the need for
qualified teachers in every classroom with inven- -
tive policies. For example, Missouri approved
state salary reimbursements to districts only for
their teachers who are qualified and licensed.
States may consider requiring local districts to
publicly report each class that is taught by a
teacher who does not hold at least a minor in that
field. States may also reconsider their current
certification categories to ensure that they are not
inordinately narrow and discounting well-qualified
teachers in specific areas.

Where union agreements have allowed, some
districts have successfully experimented with
hiring qualified part-time teachers to cover classes
where there is no full-time, fully-qualified teacher

Figure 3.

Out-of-Field Teaching Trends
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[
.“It is a mistake to assume, as has been

commonly done, that hiring difficulties and

' out-of-field teaching are the result of teacher

~ shortages in the conventional sense of too
few candidates available and willing to enter
teaching...The demand for new teachers
comes about primarily because teachers

* choose to move from or leave their jobs at far
higher rates than do those in many other
occupations...the high rates of teacher
turnover that plague schools are...often a
result of two related causes: teachers dissatis-
fied with teaching and teachers seeking to
pursue another career.”

i

Source: Ingersoll, R. (1998). “The Problem
of Out-of-Field Teaching.” Phi Delta Kappan,
june.

available.The Study Group applauds district and
teacher negotiators who have demonstrated their
commitment to student learning by making
qualified teachers their priority in every clasroom.
States may consider supporting inventive school
staffing models such as these with policy guidance
or targeted, reform-based grants.

Reciprocity across States

i Of teachers who leave teaching, 35 percent do
so.because they move (NCES, 1997a). Further-
more, teachers who are willing to move from a
‘surplu's' to a “shortage” state often find that doing
so would mean a loss of seniority, decrease in
wages, and sacrifice of their vested pension plan.
Mobile teachers face obstacles in large part
begause state policies and programs continue to
be based on the premise that teaching labor
markets are local, even though the growing
movement is toward universalizing teacher
recruitment through systems of nationally recog-

nized standards.

The| Study Group believes that one of the
largest obstacles in teacher reciprocity is the extent

to which states continue to evaluate and license
teachers based upon “inputs” (such as content
knowledge, coliege cours‘es, and degrees) rather
than “outcomes” (teachers’ actual ability to bring
students to high standards). Maintaining reciproc-
ity as a factor of “inputs,” where states try to
ensure that all incoming teachers have met certain
college course and content knowledge require-
ments, is anathema to efforts in'states to make sure
practicing teachers are capable of pefforming well.
In trying to measure performance as a precondi-
tion for licensure, some states have begun to
recognize any teacher with National Board
Certification as eligible for a state license, believ-
ing that National Board Certification is an ac-
knowledged measure of good practice. The Study
Group recommends that states begin to think
creatively about ways to accept teachers across
state boundaries for provisional licensure based
upon the quality of their work, rather than the
state in which they are licensed. Envisioning
reciprocity decisions in this way requires states to
implement performance-based evaluations, based
on teacher standards, of out-of-state teachers in
order to judge the quality of their work as a basis
for full licensure.

Conclusion

States, in helping districts meet their need for
teachers, should consider the important role that
teacher retention has in sustaining a high-quality
pool of potential teachers. Every year, states lose
excellent teachers unnecessarily, for reasons that
can be remedied with attention to the conditions
under which teachers work. Evidence suggests that
policies to build supportive school environments,
build student motivation and improve discipline,
reward excellent teachers with salary incentives,
place teachers in teaching situations for which -
they are qualified, and welcome high-quality
teachers to move freely across district and state
boundaries without necessarily having to take
additional courses could encourage promising
individuals to stay, rather than flee, careers in
teaching.
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Policy Options: Retaining High-QuaIity Teachers

State options for creating school environments that attract and support high-quality teachers:

® Voluntary working environment standards—Establish voluntary guidelines that define professional
standards for teachers. These standards may include criteria in areas such as teachers’ professional

. development; materials and work space; planning and collaboration; class size; curricular and techno-
logical supports; involvement in school and district policy decisions; and professional growth opportu-

| Nities. States may also provide technical assistance to districts who want, but find it difficult, to apply
these voluntary professional standards.

' ® Grants for innovative programs—Provide limited grants to districts with promising programs to profes-
sionally support their teaching staff. These innovative programs should inciude comprehensive evalua-
tion criteria so that the lessons learned from each program can inform the work of other districts.

® Placing new teachers in good teaching situations—Evidence is clear that new teachers are commonly
placed in the most difficult teaching situations, often in classes with chronic discipline problems, in
subject areas outside of the field of licensure, and in schools with the worst facilities and least re-
sources. States may consider providing incentives for districts to place beginning teachers in less
difficult teaching situations, where they are not as likely to “burn out” and are more likely to have
opportunities to hone their skills rather than respond to constant crises.

State options for addressing issues of student motivation and discipline:

® Voluntary standards for safe, healthy schools—States may consider developing voluntary guidelines for
safe schools and provide technical assistance to districts that choose to imptement them.

® Grants for interagency collaboration—Many districts and some states have found that well-planned
systems of interagency collaboration can improve schools and their communities. States may consider
spearheading a state-wide program of interagency collaboration and providing technical assistance to
districts that choose to implement programs of their own.

[State options for making salaries an incentive to remain in teaching:

! ‘. Salary equalization—Based on the success of salary equalization programs in Connecticut and Ken-
' | tucky, states may consider allocating funds to help low-wealth districts provide attractive compensation
" packages to teachers across the spectrum of experience and qualifications.

| ® Salary related to advanced qualifications—States can encourage teachers to study for advanced de-
grees, second licenses in high-need fields, or higher levels of certification (either defined by the state or

. by the NBPTS) by providing salary incentives for teachers who achieve high levels of education and
demonstrate excellent performance.

}Staté options for reducing out-of-field teaching:

® Financial incentives—Require districts to hire qualified teachers to receive salary reimbursements, or
provide funds to help low-wealth districts train experienced teachers in high-need fields.

® Reporting incentives—Require districts to publlcly report the percentage of teachers who do not hold a
minor in their primary or secondary teaching field.
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Grants and guidance for new models of school staffing—In districts where union agreements permit,
states may want to provide incentive grants or policy guidance for districts to experiment with new
models of school staffing that include part-time teachers in high-need areas and/or business partnerships
that train and place qualified individuals from other related professions in high-need subject areas on a
part-time basis.

Reconsideration of certification categories—In many states, individuals may be discouraged from
teaching in a particular field because cestification categories define their skills so narrowly that they are
te:chnically unlicensed in a field for which they are well-qualified. States may want to revisit their
certification categories to see if some specific types of certification can be viably combined into larger
teaching categories, providing more flexibility without compromising quality.

State options for improving interstate reciprocity:

Standards-based licensing—Base state licensure upon teacher performance rather than upon state-
specific university course requirements, so that high-quality teachers from any state are welcome to
practice in schools across the country. This may require states to issue provisional licenses to applicants
from other states and then evaluate these teachers with performance evaluations based upon state
standards.
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V. Educating Teachers for High Standards

States should create policies that extend
teacher education beyond traditional university
teacher preparation programs and facilitate a
variety of high-quality ways in which teachers
and teacher candidates can develop the knowl-
edge and skills required to bring students to high
standards. States should also consider various
methods of teacher education, such as alternate
routes to licensure and preparation programs be-
yondia bachelor’s, that may attract candidates to,
rather than deter them from, careers in teaching.

Investing in high-quality teacher education
makes sense, not only because it has been shown
to have a significant impact on student achieve-
ment, but also because teachers who are well-
prepared to enter classrooms are more likely to
remain in teaching and more likely to meet
consistently high standards in their practice.

Overall, high-quality teacher education
matters. Across academic fields, teachers who are
prepared and licensed in their discipline are more
high!y rated and are more successful with students
than are teachers without preparation. Teachers
\‘Nithlgreater preparation in fields such as learning,
child development, teaching methods, and cur-
riculum are also more effective than teachers with
less preparation (NCTAF, 1997). Not only does the
amount of education teachers receive matter, but
the content and structure of teachers’ educational
expériences has been shown to make a difference
in the way teachers perform in the classroom,
particularly when teacher preparation includes
clinical experiences that are carefully planned and
combined with coursework on teaching and
learning at the preservice level; comprehensive
‘men‘toring and rigorous evaluation systems at the
induction level; and curriculum-focused, standards-
based, on-going professional development oppor-
tunities across the careers of practicing teachers.

Building a standards-based system of teacher
education frees states to think creatively about the
various ways aspiring teachers can be assisted to
meet the standards. As with student standards,
how teachers develop competencies is much less
important to standards-based policy than the fact
that competencies are developed. Focused on
results instead of processes, states are beginning to
develop highly effective, innovative approaches to
teacher preparation and development that some-
times look very different from the traditional ways
teachers have learned their craft.

The Content and Format of Teacher
Preparation

Traditional teacher preparation programs have
been criticized in recent years for being out-of-
touch with both the knowledge and skills teachers
need to be effective in today’s classrooms. in the
past, and to a large extent even today, aspiring
teachers learn through lectures from professors
who have not recently practiced in, or even
visited, a K-12 classroom. Subject matter courses
often are disconnected from courses on teaching
methods, which themselves are disconnected from
courses on learning and development. When they
enter their own classrooms, teachers are often able
to apply little of what they learned from isolated
reading and lectures. Traditional undergraduate
teacher preparation programs have also been
criticized on a number of other grounds:

® They do not provide adequate time for candi-
dates to learn subject matter, child develop-
ment, learning theory, and effective teaching
strategies;

® They assume a highly Eurocentric model of
teaching, learning, and knowledge;
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® They segment important and systemic profes-
sional skills into separate courses;

e They insulate subject-matter faculties in the
artsjand sciences from education professors;

° ‘They continue to view the work of teachers as
rundertaken in isolation rather than in teams;
‘and

® They concentrate on chalkboards and text-
books while ignoring electronic information
sources.

‘Over the past few years, research has defined
critical components of teacher preparation pro-
grams that educate effective teachers. Many of
these elements require preparation programs to
become almost the opposite of what they have
been. For example, instead of segmenting knowl-
edge and skills, theory and practice, effective
programs are built upon a clear and pervasive
vision of good teaching that is the foundation of
all coursework and every clinical experience.
Instead of spending cursory time on studying
subject matter, child development, learning
theory, cognition, motivation and effective teach-
ing strategies, effective programs deliver a
curriculum that includes substantial knowledge in
all of these areas and requires students to apply
the'knowledge in practical experience. Effective
preparation programs also:

e 'Place students in clinical experiences of at
least 30 weeks that are combined with
closely related coursework;

® Are based on clear standards that focus
‘coursework and guide evaluation;

® Build upon common knowledge and beliefs
among school and university faculty working
.in the program; and

° ‘Malllte extensive use of portfolio and other
|types of performance assessments that
‘require teacher candidates to apply knowl-
-edge to practice (NCTAF, 1998).

' As a response to the need for new types of
teacher preparation programs, teacher educators,
in collaboration with states, districts, teachers, and

“Teacher education has been woefully
traditional and almost 100% Eurocentric.. The
assumptions of most coursework is that the
student will be Caucasian, middle<income,
and economically stable. The courses, the
experiences, the readings, and the laboratory
assignments have been primarily without
context and devoid of the richness of cultural/
racial/ethnic diversity. Consequently, new

" teachers enter public education with little or
no historical, sociological, or psychological
competency regarding the culturally different.”

james Boyer and H. Prentice Baptiste. 1996.

others are developing various reform initiatives to
help teachers develop the knowledge and skills
states say they need to poss;ess. In addition to
alternate routes to teaching (see box on page 16),
the most promising of these initiatives either
increase the amount of sch¢oling a teacher candi-
date must complete or increase the amount of
hands-on experience teacher candidates have in
schools, or both.

Teacher Preparation beyond a Bachelor’s

About 300 colleges and universities offer
graduate teacher preparation programs. Of these
programs, some begin in undergraduate school
and provide a program of preparation that spans
five years and in which candidates earn a
bachelor’s degree in a subject discipline and a
master’s degree in education. Other preparation
programs that extend beyond a bachelor’s are one-
to two-year programs for college graduates from
any field. These programs commonly enable
students to concentrate exclusively on teacher
education, and most include a component of
extended practice in schools taking 30 weeks or -

“more that is closely tied to program coursework.

Furthermore, since graduate preparation programs
are often offered on urban campuses, the extended
experiences teacher candidates have are largely in
urban schools with diverse student populations.
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Because of their emphasis on practice in schools,
graduate teacher preparation programs have been
innovators in performance assessments that
require teacher candidates to demonstrate good
practice and think reflectively about the relation-
ship,between theory and experience. Finally,
graduate programs are not only promising because
of their amenability to components of high-quality
preparation, but also because they commonly
attract nontraditional teacher candidates that
'incIlede recent college graduates, older entrants
that have already established themselves in other
careers, military retirees, and people of color.

Several studies have shown that graduates of
preparation programs that extend beyond a
bachelor’s are rated by principals and their peers
as bétter prepared and more effective than gradu-
jates of four-year preparation programs and often
are as confident and as effective as senior teaching
colleagues (Darling-Hammond, 1998}. Further-
more, the entry and retention rates of teachers
coming out of graduate programs are often higher
than those from traditional four-year programs.
Finally, the student enrollments of most graduate
teacher preparation programs are more diverse
than those of undergraduate programs, perhaps in
part because many graduate programs are located
on urban campuses, have been aggressive about
divefse recruitment, and provide substantial
financial aid.

Programs with Extensive “Hands-On” Experience
in Schools

When aspiring teachers embark upon their
“student teaching” experience, they usually find
there is a lack of meaningful collaboration be-
" tween their elementary/secondary school and their
teacher preparation institution. Not only is “stu-
dent teaching” often separate from campus-based
teacher preparation experiences, but in some
instances it is extremely truncated, lasting no
longer than eight weeks. Aspiring teachers also
find that their student teaching experience may
i‘nclulde working with cooperating teachers who
were chosen due to their availability more than
their quality. In contrast, some public schools and

teacher preparation institutions have been devel-
oping promising ways to work collaboratively
across the span of a teacher’s preparation program
and create a continuum of high-quality theoretical
and “hands-on” experiences for individuals
preparing to teach.

One promising development in this area is the
advent of professional development schools
(PDSs), K-12 schools where teachers and adminis-
trators work alongside university faculty and
teacher preparation students to influence the
development of their profession, to increase the
professional relevance of their work, and to
undertake mutual deliberation on issues of student
learning. Schoo! and university faculty share
teaching responsibilities, collaborate on research
concerning educational practice, and coopera-
tively supervise prospective teachers and adminis-
trators (Holmes Group, 1986). Based upon the
mode! of teaching hospitals in the medical profes-
sion, PDSs focus on providing professional devel-
opment for both new and experienced teachers as
well as developing research about teaching.
Although PDSs are new innovations, and therefore
there is little research evidence concerning their
effectiveness, preliminary results suggest that PDSs
may be effective ways to simultaneously reform
public schools and teacher preparation. Currently,
the status of PDSs can only be described as very '
active. For example, the state of Maryland is |
launching 240 PDSs and will require all preparing
teachers to complete a one-year internship there.

Another innovation in providing teacher
candidates with extended experience in schools
are district-based preparation programs. In larger
cities such as Dallas, Houston, New York City, and
Los Angeles, schoo! administrators have found that
by recruiting teacher candidates locally, training
teacher candidates with district staff, as well as
through partnerships with local colleges, and
providing teacher candidates with extensive
experiences in district schools, they can produce
well-qualified teachers who are more likely to
teach in urban schools and less likely to leave the
profession. in many district-based preparation
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programs, teacher candidates spend most of their
course of study working in local public schools,
often receiving a stipend for their school-based
w?rk.

The Study Group believes that states should
welcome innovations in teacher preparation
programs, both in terms of content and structure.
Evidence is clear that there are methods of prepar-
ing teachers that may be more effective than the
traditional model of an undergraduate degree
followed by a semester or less of student teaching.
Recognizing that not every innovation is sure to
succeed, however, the study group recommends
that innovations be accompanied by rigorous
evaluations of new models.

Teacher Induction Programs

Even with extensive pre-service teacher
preparation, the beginning years of teaching
present many challenges that reflect a “steep
leaning curve” (Darling-Hammond, 1998). New
teachers are typically given the most difficult
assi'gnments and often are left to flounder without
the kind of help provided by internships or “entry
level” positions in other professions.

|

Not surprisingly, the attrition rate for begin-
ning teachers is high; as many as 30 percent of
teachers leave the profession in the first five years,
a figure whuch is even greater in urban districts. It
is little wonder that some observers have dubbed
teaching'as “the profession that eats its young”
(Halford, 1998).

|

]

Recognizing that these problems exist, many
districts, states, and teacher preparation institutions
are attemptmg to build stronger linkages from pre-
service preparation to the early years of teaching
and have developed induction programs to
support new teachers that include mentorships,
formatwe performance evaluation, or other
teacher support mechanisms.

The National Association of State Directors of
Teacher Education and Certification (NASDTEC)

has identified seven essential components of a

beginning teacher support system that include:

® A focus on beginning teachers—with attention
also given to school and systemic improve-
ment;

® Mentor teachers to work with beginning
teachers throughout the year;

® A training component for mentor_teachers or
support teams;

® An in-service program based on needs deter-
mined by both the beginning and mentor
teachers;

® Additional funding from the state or dustrlct
that is earmarked for supporting new teachers;

® A process to assess new teachers; and

® A process to evaluate the effectiveness of the
support system and to determine needed
changes.

The Study Group believes it is important to
add four components to this list.

® First, all induction programs should be based
on clearly articulated, rigorous standards that
are aligned with teacher and student stan-
dards. These standards should form the basis
for comprehensive evaluation, not only of
beginning teachers, but of the induction
system itself.

® Second, all induction programs should

include every beginning teacher in the state.
In order to be taken seriously, standards need
to be applied uniformly. Induction programs
that apply rigorous standards to the work of
beginning teachers need to be applied evenly
across the state, or teacher quality becomes
localized and standards become meaningless.

® Third, the selection criteria, roles, and
functions of mentors, defined in terms of
‘standards, should be clearly articulated, both
to mentors and to beginning teachers, and
mechanisms should be in place to ensure that
mentors meet these standards. Currently,
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~ there is rarely consensus on the roles and
functions of mentors, which makes the quality
of teacher induction experiences vary and
sstandards” hard to apply, since mentoring
experiences are “unstandardized.”

e Finally, teacher induction programs should
include performance assessments that hold
beginning teachers accountable to knowledge
and performance standards and provide them

" with ongoing formative feedback to help
improve their practice throughout their
induction experience.

In 1991, 31 states had beginning teacher
supports that complied with NASDTEC’s seven
components; twenty-two states had implemented a
support system with state funding, while six
implemented a system without such funding. But
only 18 states included all beginning teachers in
the program.

Induction programs are becoming increasingly
popular. Among teachers with less than five years
ofjexperience, 55 percent experienced some kind
of formal induction program during their first year
of teaching. By contrast, only 16 to 17 percent of
teachers with more than 10 years of experience
had su|ch help when they entered the profession.
The Study Group believes that new teacher
induction programs should be in place in every
state a:nd be adequately funded with state re-
sources. Evidence concerning induction programs
isiclear: when well conceived, adequately funded,
rigorously maintained and thoroughly evaluated,
induction programs raise standards among new
teachers, provide effective professional develop-
ment for beginning and experienced teachers, and
lower attrition rates. Induction programs make
good state investments.

Professional Development

Professional development, when done well,
can significantly increase student learning and
improyve teaching practice. High-quality profes-
si‘onalidevelopment is also an effective way to
make sure teachers have skills and knowledge

In the California New Teachers Project .
(CNTP), over 3000 first- and second-year
teachers received assistance from experi-
enced mentor teachers and were encouraged
to attended innovative training sessions,
seminars, peer discussion groups, and other
professional development sessions. When
support services were well designed and
effectively delivered, induction programs
reduced the attrition of new teachers by
more than two-thirds and also achieved high
retention rates among minority teachers and
teachers serving in hard-to-staff urban and
rural schools (Commission on Teacher
Credentialing, 1993).

they need to respond to new requirements for
students and new knowledge in teaching and
learning. But high-quality professional develop-
ment doesn’t come easily; on the contrary,
effective professional development needs to be
carefully crafted to include several or all of these
critical elements (adapted from Sparks, 1995;
Abdal-Haqq, 1996):

® |5 rigorous and ongoing, rather than consisting
of simply a one-time workshop;

® has as its primary goal improving student
learning, and is evaluated at least in part
according to its ability to meet this goal;

® includes training, practice, feedback, opportu-
nities for reflection and group inquiry, and
coaching or other follow-up procedures;

® |s school-based, embedded in teacher work,
and based upon a clear vision for students;

® |s collaborative, providing opportunities for
teachers to interact with peers;

® Encourages school-based and teacher initia-
tives; _

® |s rooted in the knowledge bases for teaching,
subject matter, and student needs;

® |s an important part of the normal school day;
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? Makes effective use of new technologies;

® |ncorporates constructivist approaches to
teaching and learning;

® Recognizes teachers as professional adult
' learners and is often teacher designed and
' directed;

® Provides adequate time and follow-up support;
and

® |s accessible and inclusive and helps teachers
meet the needs of students who learn differ-
- ently.

The reality is that most professional develop-
ment programs do not incorporate these criteria.
Generally, professional development activities are
not curriculum-based, there are few follow-up
activities to help teachers use newly learned
practices in their classrooms; teachers rarely lead
professnonal development, and professional
development activities are virtually never evalu-
ated on how effectively they change teacher
préctice or improve student outcomes. Moreover,
links between the content of professional develop-
ment programs and teachers’ needs are weak, as
are links between one professional development
activity and the next, between professional devel-
opment and supervision, and between teachers’
work assignments and the professional develop-
mem courses they take (CPRE, 1996-1997).
Fmally, the content and method of delivery of
most professional development rarely takes into
account that some of the most effective profes-

sional development occurs in collegial discussions -

of jactual student work rather than via externally

delivered programs. As a result, professional
de{/elopment rarely has the positive effect that it
could on teacher practice or student achievement.

|

|

The Study Group asserts that in order to meet

their commitment to provide every student with
the tools they need to meet high standards, states
must begin to ensure the quality and quantity of
professional development available to their
tea‘chers. Some states have demonstrated an
interest in professional development by setting

aside funds (or requiring districts to do so) to

ensure that adequate resources are invested in
developing teachers. While the Study Group
commends states for ensuring consistent funding,

it believes that states need to think beyond funding

to develop quality and evaluation criteria for
professional development programs to ensure that
all teachers receive the professional support they
need to implement standards. A few states have
thought creatively about ways to encourage
teacher participation in high-quality professional
development.

® Inresponse to the consistent research finding

- that sustained, on-going professional develop-
ment programs are more effective than one
time workshops, Arkansas passed legislation
that requires districts to provide a minimum of
200 minutes of scheduled time each week for
conferences and instructional planning. The
state hopes that having weekly time set aside
will help schools build professional develop-
ment from one week to the next that is sus-
tained and related.

® Maine has developed regional coalitions of
school improvement teams and school-
university partnerships to stimulate school-
based change and encourage appropriate
professional development.

® California has created subject-matter
collaboratives to provide professional develop-
ment based upon the state’s curriculum

frameworks. |

® As an innovative professional development
activity that involves teachers statewide,
Vermont encourages teachers to work with
others in developing and scormg student
portfolio assessments.

® Inrecent years, Kentucky has had the most
widespread professional development oppor-
tunities of any state. In 1994, more than 70
percent of teachers in that state reported that
they had pursued professional development
opportunities regarding the uses of technol-
ogy, teaching methods, student assessment,
and cooperative learning. Kentucky teachers
also were more likely than most others to say

|
| I
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“Although there is much to be done, signs suggest that significant changes are occu,rring in how
professional development is being conceived. The changes are: i

|
® From individual development to individual development and organizational development.

® From fragmented, piecemeal improvement efforts to those driven by a clear, coherent strategic
plan for the district, school, and the departments that serve schools.

® From district-focused to school-focused approaches.
® From a focus on adult needs to a focus on student needs and learning outcomes.
® From training that one attends away from the job to multiple forms of job-embedded learning.

® From an orientation toward the transmission of knowledge and skills to teachers by “experts” to
the study by teachers of the teaching and learning processes.

® From a focus on generic instructional skills to a combination of generic and content-specific .
skills.

® From staff developers who function as trainers to those who provide consultation, planning, and
facilitation services, as well as training. '

® From staff development provided by one or two departments to staff development as a critical
function performed by all administrators and teacher leaders.

® From teachers as the primary recipients of staff development to continuous improvement in
performance for everyone who affects student learning.

® From staff development as a “frill” to staff development as an essential and indispensable
process without which schools cannot hope to prepare young people for citizeénship and
productive employment.” :

that the professional development changed ment can be effective at decreasing new teacher
. their practice. Kentucky is also experiment- attrition and improving teacher quality. As part of
I ing with ways to evaluate professional a standards-based system, effective teacher educa-
,  development programs in terms of their tion may embed a focus on results across teachers’
effect on student outcomes. careers. It also frees states to think creatively
‘ about how teachers can.best learn and approach
Conclusion with flexibility the process of teacher learning
within a rigid framework of high'standards by
. Evidence is clear that investing in teacher which results can be judged.

preparation, induction and professional develop-
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VI. Teacher Licensure and Recognition of

. Accomplished Practice

 States should create policies that hold indi-
viduals to knowledge and performance standards,
more than rigid course and degree requirements,
in order to receive and retain a license to teach.
These standards should be applied for every
teaching credential issued by the state, to both
novice and experienced teachers, regardless of
short-term needs for individuals to fill vacant
classrooms. Furthermore, states should devise
mechanisms to encourage experienced teachers
to develop their skills beyond those levels re-
quired for initial licensure.

“Teacher licensure represents a state’s legal
responsibility to guarantee to the public that
individuals admitted to practice meet minimum
requirements, while those not qualified to be
teachers are screened out by the licensure process.
But in practice, licensure processes in many states
require teachers to demonstrate intellectual
capacity on basic skills tests that is far below what
most experts agree is required to be an effective
teacher. Some licenses are issued to teachers for
Iifél and require no demonstration of capacity to
teagh from the moment the license is issued. In
oth\er cases, teachers are able to continuously
renew their licenses by taking a number of con-
tim{;ing education classes, many of which have
little or no relation to improving actual classroom
praFtice.

' There is a consensus forming among research-
ers'and policymakers that a key component of
ensuring that all teachers are of high quality is
redesigning licensure systems so they are able to
guarantee that those admitted to practice are
effective. There is also general agreement that
while sound licensure systems can ensure that all
teachers meet minimum standards, an incentive
system that encourages teachers to extend their
capabilities beyond minimum licensure require-

ments can be an effective way to develop excep-
tional teacher leaders. The Study Group believes
that state boards of education need to have a
vision of high-quality teaching that clearly
articulates what teachers need to know and be
able to do. This vision becomes a yardstick by
which all licensure requirementsiand incentives -
for accomplished practice are measured and by
which states can guide their over'sight function.

Initial Licensure ,

Traditionally, candidates to become licensed
teachers have been measured according to three
primary criteria: the possession of a degree from
an approved college or university, the completion
of an approved program of teacher preparation
including several weeks of student teaching, and,
more recently, satisfactory scores on a written test
of pedagogical, subject-specific, and general
knowledge. :

These traditional criteria for initial teacher
licensure have been criticized on several fronts:

® Initial licensure requirements that emphasize
college courses, grades, and written test results
do not take into account teachers’ skills in
teaching. Evidence is clear that knowing facts
is very different from doing a good job, and so
licensing teachers based on their knowledge
cannot guarantee their quality performance in
the classroom. |

® Traditional licensure requires every teacher
candidate to complete virtually the same
preparation process, regardiess of differences
in pre-existing knowledge or related life
experience that may give some teacher
candidates teaching competencies prior to
entering teacher preparation programs. Basing
licensure on coursework rather than upon



NATIONAL ASSOCIATION OF STATE BOARDS OF EDUCATION

39

demonstrated competencies may impose
. unnecessary hurdles on qualified candidates.

® Inseveral states, teacher licensure tests consist
of minimum competency measures rather than
measures of advanced knowledge and skills;
therefore, these tests cannot guarantee high
quality among teachers.

® Traditional licensure often allowed an indi-

vidual to teach for life. Current thinking asserts
that even excellent teachers need to refine
their skills regularly. Consequently, permanent

. licensure cannot ensure that experienced
teachers build their knowledge and skills and
place them in line with new thinking, new

| practice, and new expectations for students.

® Traditional criteria for licensure have often
been waived at times of teacher shortages,
making the concept of “ensuring minimum
requirements” for teaching highly relative and
i demeaning the purpose of state licensure.

In other words, the routes to initial licensure
that states have depended upon for decades are
antithetical to a results-based system of high-
quality standards. Indeed, we know that measuring
an individual in terms of college degrees and
course requirements hasn’t produced teachers of
consistent quality, and this has been problematic
for teachers, who want to be perceived as profes-
s;ionals, for states, who want their licensure
process to have meaning, and for communities,
who want to know that their teachers can consis-
tently teach well. It is also becoming clear, in large
part from the popularity of alternate routes to
licensure, that many promising individuals see
traditional licensure requirements as a deterrent to
entering teaching.

' Under a standards system, it is insufficient for
prospectnve teachers to pass a certain number of
university courses (which can vary widely in
quality and content) in order to be licensed. Nor
does a written test serve as the sole gauge of a
teacher’s fitness. Rather, prospective teachers
need to prove they have necessary knowledge and

can apply that knowledge appropriately in real-life

circumstances in schools, which is'best measured
using multiple lines of evidence over time.

States that have developed standards-based
initial licensure have found they|need to rethink
the ways they evaluate initial teacher candidates.
Besides transcript evaluation and written tests, '
states are beginning to require teacher candidates
to demonstrate skills through portfolio assess-
ments, mentorship programs, comprehensive
observations, and self-evaluation. States that have

. i . |
implemented these methods of evaluation as one

ccomponent of initial licensure have found that

they can more reasonably measure teacher
effectiveness when the teacher’s practice is '
continuously evaluated rather than just evaluatmg .
the teacher’s knowledge. Furthermore, states have
found that implementing standards-based perfor:-
mance assessments creates an environment where
standards are infused in teachers’ discussion of’
their work, where teachers learn to measure their
practice in terms of standards, and where teachers
develop the habit of measuring their own success
in terms of the success of their students.

Finally, states have found that including
teacher performance as a measure for initial
licensure helps states: 1) demonstrate with cer-
tainty that every beginning teacher licensed by the
state is of high quality; 2) increase their public .
credibility at the same time they lmprove teacher
quality and student outcomes; and 3) posmvely
impact the content and rigor of teacher prepara-
tion programs. In other words, setting standards
and making them stick by lmplerrlmentmg meaning-
ful measurement criteria makes the state more '
than purely a regulatory body; it places the state in
a position of setting and maintain‘ing a vision of
excellent teaching and learning across the spec-
trum of schooling. '

Connecticut, for example, has devised a
system of beginning educator support and training
(BEST) that requires begmnmg teachers to com-
plete a portfolio and a series ofi teachmg observa-
tions, in close collaboration with'an expenenced
teacher mentor, that demonstrates they have met

i




40

Tre Numsers GAME

or exceeded minimum performance standards in
order to receive a license. The state has found that
requmng new teachers to examine their own
practlce in reference to state standards has in-
creased the quality and stability of newly licensed
teachers while simultaneously making teaching a
more desirable and competitive career within the
state'overall. Other states as well have found that
the process of initial licensure gains more mean-
ing, more credibility, and more consistency when
itis tied to a set of clearly articulated expectations
for the performance of beginning teachers and to
accurate measurements of those expectations.

Finally, the Study Group believes it is impor-
tant to address “emergency licensure,” a quick-
reaction to teacher shortages whereby a state
suspends teacher licensure requirements to rapidly
get individuals, regardless of background or
training, into classrooms. The Study Group is
opposed to all forms of emergency licensure,
which it believes degrades the profession of
teaching and makes the establishment of rigor-
ous, high standards irrelevant. While the Study

Group concedes that it may rarely be necessary to -

staff classes with individuals who cannot meet
state teacher standards, these individuals should
not be licensed. Furthermore, the study group
believes that careful, long-term policymaking can
ofterb make hiring unlicensed teachers unneces-
sary: for example, states that pass widesweeping
class size reduction policies, a common reason for
sudden teacher shortages in elementary schools,
need to simultaneously build policies to attract
sufficient teachers and place the implementation
of class-size reduction on a timeline that realisti-
cally allows qualified teachers to be put into place.

Continuing Licensure and Recognition of
Acc‘omplished Teaching Practice

Besides ensuring that all beginning teachers
posses knowledge and skills to bring students to
high standards, states are also beginning to think of
creative ways to encourage teachers to develop
their knowledge and skills across their careers. As
a first step, most states have done away with

[}

“permanent licenses” and require teachers to
demonstrate continuing education credits for
licensure renewal on a periodic basis. While the
study group applauds the departure from perma-
nent licensure, it believes that states need to go
beyond “input” measures such as continuing
education credits to ensure that established
teachers continue to demonstrate in their practice
the outcomes embodied in state teacher perfor-
mance standards.

Two promising developments exist in states
that envision “learning to teach” as a career-long
process rather than an event culminating in
completion of a preparation program or receipt of
an initial license. First, several states have estab-
lished standards for advanced teaching practice
that often correspond with new categories of
licensure, salary differentiation based upon
accomplishment, and higher levels of professional
responsibility for highly accomplished teachers.
Second, some states have created supports and
incentives for teachers to pursue “national certifi-
cation,” a system for evaluating teachers’ knowl-
edge and practice according to rigorous, national
criteria. The Study Group believes that envision-
ing gradations of teacher accomplishment as a
component of the state’s formal system of
professional recogmtuon creates new expecta- '
tions and incentives for teachers to contmue as
learners throughout the course of their careers.
As a result, the Study Group encourages states to
establish and evaluate systems of standards-based
continuing licensure and other methods of
recognizing and rewarding excellent teaching.

|
State incentives for accomplished teaching

Over the last decade, individual states have
devised a variety of ways to measure and reward
accomplished teachers. Some of the most popular
and effective programs to date have included
career ladder programs and systems of advanced
certification. '

Several states have experimented with “career
ladder” programs that attach pay incentives to
demonstrated performance among teachers rather
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Teacher Education Program Approval
and Accreditation

The terms program approval and accredita-
tion often are used synonymously, although
they are coming to mean very different pro-
cesses in the approval or sanctioning of teacher
preparation programs. Program approval
describes a legal process in which the state

| agency recognizes the teacher preparation

| programs of an institution so that an individual
who successfully completes the program is
issued a state license upon the recommendation
of the preparing institution. Critics have
attacked traditional methods of program
approval as paying little attention to whether or
not programs produce teachers who are willing
and able to teach where they are needed, who
are prepared to teach in subject areas in which
they are needed, or who are able to demon-
strate that they have the knowledge and skills
necessary to teach effectively. States are

i beginning to consider new ways of approving

1 programs that take account of program quality,

~ the extent to which program graduates are able

‘, to teach according to state standards.

| Accreditation is largely a voluntary process
in which a professional association provides
recognition to programs having met a particular
set of standards developed by the profession.
The single largest accrediting organization for
teacher preparation programs is the National
Council for the Acareditation of Teacher
Education (NCATE), which has developed
national standards for teacher preparation
programs in four categories: design of profes-
sional education, candidates in professional
education, professional education faculty, and
the unit for professional education.

than to years of service or levels of education.
Arizona’s career ladder, one of the first and most
successful of all career ladder programs, bases
career advancement upon the extent to which
teachers demonstrate superior teaching skills in

several observations; evidence student academic
i

progress according to defined, objective criteria;
and accept greater instructional responsibilities. In
the most extensive evaluation of a career ladder
ever undertaken in the U.S., Arizona found that

their program could be credited with increasing

student achievement, lowering dropout rates,
increasing teacher satisfaction, and increasing
graduation rates. Several other states have come
to similar conclusions: providing incentives for
teachers to become accomplished raises the level
of teaching and improves student outcomes.

States have also begun to experiment with
differentiated categories of licensure that recog-
nize teachers for accomplished performance. In
North Carolina, the Excellent School Act of 1997
established a system of rewarding teachers for
higher standards by creating a three-tiered system
of teacher licensure and renumeration that is tied
to teacher results on rigorous state performance
assessments. Ohio is also linking teachers’ con-
tinuing licensure to their achievement on state
performance assessments. Although licensure
differentiation has yet to be evaluated in terms of
its effect on teacher performance-or student
outcomes, states that are establishing criteria and
measurements for standards-based licensure hope
that it will serve as an incentive for motivated
teachers to become even more'accomplished.

Certification

Although “certification” has often been used as
a synonym for “licensure,” states and professional
groups are beginning to discriminate between the
two in much the same way other fields have. In
general, "licensure” refers to the state acting on its
authority to ensure that a practitioner has the
necessary knowledge and skills to practice as a
teacher without jeopardizing students, communi-
ties, or schools. “Certification,” on the other hand,
is largely a function of the profession itself ac-
knowledging those who demonstrate advanced

. capabilities.

The distinction between certification and
licensure has become more evident with the
creation of the National' Board!for Professional
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Teaching Standards (NBPTS). Governed by a 63-
member board of directors, the majority of whom
are classroom teachers, the NBPTS has established
high, rigorous standards for what accomplished
teachers should know and be able to do and
operates a national voluntary system of perfor-
manqe assessments to evaluate experienced
teachers. Teachers who successfully demonstrate
accomplished practice through National Board

. measures receive a prestigious certification of
advanced practice awarded by the Board. NBPTS
certification is not considered an alternative to
licensure, but rather is regarded as a highly
advanced voluntary recognition of accomplish-
ment.and distinction among teachers. In 1996, 19
states provided one or more incentives for teach-
ers to pursue National Board Certification, includ-
ing linking Certification to license portability,
renewal or status; reimbursing teachers for fees
assocuated with taking National Board assess-
ments or financially rewarding Board Certified
teachers.

|

Although the standards and assessments
created by the NBPTS are based on the best
available research in teaching and learning, the
results of the national certification assessment
have not yet been evaluated sufficiently to attest to
the fact that the test is fair and valid. This does not
mean that states should resist participating in this
promising experiment. On the contrary, the Study
Group believes that the standards and evalua-
tions'of the NBPTS warrant support and contin-
ued research However, states deciding to partici-
pate in these early years of national certification
should understand that the assessments, and the
standards on which they are predicated, may
change as knowledge about excellent teaching
and evaluation methods is refined. As with any
other new initiative to improve the supply of high-
quality teachers, the results of NBPTS participation
should be continuously evaluated.

[

Whether or not states decide to a&opt the
NBPTS certification system or not, the Study
Group believes that every education policymaker
should be informed about the ground-breaking
work of NBPTS. The Study Group advocates
offering accomplished teachers the chance to
receive advanced certification, whether via
NBPTS or some other state-developed measure,
for several reasons: '

® (Certification provides a system of promotion
that recognizes and rewards excellent teaching;

® Certification requires states to forge agree-
ments about what constitutes exceptional
teaching practice; and

® Certification allows teachers the important
professional opportunity to develop criteria for
judging excellence in their field.

® (Certification solves teacher mobility issues, as
national standards are shared across state
boundaries.

Conclusion

Teacher licensing and certification policies are
changing as a number of states are attempting to
hold teachers to high standards through new
knowledge and performance requirements and
mandated assessments. The most significant
changes taking place are: 1) the increasing interest
in performance-based teacher licensing and
certification in which prospective teachers are
required to demonstrate high-level standards that
define the knowledge and skills that teachers need
to help students succeed; and 2) efforts to build
incentives, either tied to continuing licensure or
independently, that encourage teachers to demon-
strate exceptional skill rather than minimum
standards of practice. The Study Group encourages
states to rigorously apply standards to their licen-
sure process while consudermg ways to encourage
teachers to achieve beyond minimum standards.
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Policy Options: Teacher Licensure and Certification

State options for improving the quality of licensed teachers:

® Build licensure programs that require teachers to demonstrate progressive knowledge and skills that help
students achieve high standards.

® Tie program approval standards to K-12 standards, using program approval standards as leverage to make
| certain that teacher education programs are producing the number and types of teachers needed, and
making quality and performance of graduates important indicators of program approval.

| ® Supporting rigorous, standards-based routes to teaching that provide candidates with alternatives to
! traditional preparation programs, e.g., district-based programs or those that take account of work experi-
ences.

® Become familiar with INTASC standards for beginning teachers that emphasize teaching performance and
student achievement.

® Refuse to issue “emergency licenses,” which degrade the meaning of teacher “licensure” and systemati-
cally undermine all standards.

State options for using licensure and certification as incentives, rather than deterrents, to becoming a
teacher:

® Streamline the number of licenses available, since some states have compartmentalized teaching so that
it is difficult to get a teacher to fill every position. (Myriad credentials may make it difficult for teachers
to move from state to state.) -

® Build performance-based licensure criteria that are based on the quality of teaching and the ability of a
teacher to help students meet standards rather than only textbook knowledge and university experience.

® Make the licensure process as streamlined as possible, without sacrificing quality or security, so that
qualified teachers can get into the classroom more rapidily.

® Consider developing or adopting criteria for advanced certification for excellent teachers and providing
incentives for experienced teachers to pursue advanced certification.



44

THE NumBers GAME

Appendix A. Evaluation and Program Improvement

Standards-based teacher development systems
are costly, not only in financial terms but also in terms
of educators’ efforts and future careers of teachers and
the students they teach. If policymakers expect the
public to support these costs, they must ensure that
the1 teacher development system is effective, efficient
and equitable. This means that state boards need to
implement responsive program planning, pay atten-
t'ior‘\ to the implementation processes across the sys-
tem, ensure that individuals and institutions have the
necessary materials to carry out their particular mis-
sions and check to ensure that program intentions are
realized in program outcomes. Answering these ques-
tions requires a mechanism for program evaluation.

| Unfortunately, the norm today is that systematic
evaluation of a state’s teacher development system
rarely takes place unless there is overwhelming
public or political pressure to do so. This is a mistake
that can cost states dearly in terms of accuracy,
usefulness of their data, efficiency of their teacher
de“velopment program, fairness to teachers, students
and schools, and credibility and public support. State
boards of education need to hold themselves and the
state education department accountable for both
understanding the effects of a teacher development
system and ensuring its success. Because evaluation
can greatly improve policy, policymakers need to
consider program evaluation alongside policy develop-
m"ent. Doing so requires attention to several factors:
Pa'lrticipation. fn order to make evaluations more
valid and reliable, state boards need to give special
attention to ensure that those impacted by the results
of any teacher development policy are invited to
participate in the design of the program evaluation
aqd in the evaluation itself.

|

Internal vs External Evaluators. Deciding whether to
have department staff conduct an evaluation or
contract an external evaluator has many implications
for the evaluation itself. Assessments undertaken by
départment staff are usually faster and cheaper, but
external evaluations may be more objective and
further removed from any politics surrounding the
te}acher development system.

Communications. Effective program evaluation
provides information that can be shared with the
public and interested constituents in order to encour-
age dialogue. On the other hand, when an evaluation
points out a need for program improvement, a wide
range of special-interest groups may try to co-opt the
results for their agenda. To balance this, the state
board needs to ensure that a communications plan is
in place to help guide public conversation in con-
structive ways.

4
Using Results. Before undertaking program evalua-
tion, policymakers must be confident that they have
the money, resources and momentum at their dis-
posal to respond to the results effecti\{ely and make
necessary program changes. Authorizing an evaluation
and then neglecting to respond to its conclusions is not
only a waste of time, money and resources, but it can
jeopardize the public credibility of both the teacher
development system and of teachers themselves.

Types of Evaluation. Several different types of
evaluation can inform program improvement at
different stages of implementation.

® Development evaluation consists of doing needs
assessments and research reviews to define the
problems a particular teacher development
program needs to resolve;

® Design evaluation judges program design,
usually before implementation, and clarifies
program logic and feasibility.

® Process evaluation studies the implementation of
the teacher developme,‘nt system' and often looks
for intended and unintended consequences of the
system; |

® Management evaluation looks for efficiencies
and inefficiencies in how the teacher develop-
ment system is managed; and |

@ |mpact evaluation takes place after a teacher
development system h‘las been operating for
several years and examines the system in relation
to its long-term objectives. [

Adapted from The Full Measure: Report of the NASBE
Study Group on Statewide Assessment Systems. (1997).
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Appendix B. Placing the Work of Every State in a National

Context

Although it is important for states to work
wnhm their borders to ensure that every district
'has high-quality teachers in every classroom, it is
‘important for states to work across borders to raise
the quality of teaching and learning. Consider that:

e Students flow daily from one state to another,
and so the quality of student learning in one
state is directly related to quality in others;

e Teachers often seek jobs in states where they
did not receive their initial license. Coming to
general understandings across borders about
what teachers need to know and do regardless
of the state system in which they work or
received their education helps districts hire
from among a national pool of teachers to fill
shortages and recruit high-quality; and

o States often want to know how their teacher
standards. compare to neighboring states or
states with similar demographics. Applying
national measures of teacher performance to
state-wide pools provides data that can be
meaningfully compared across state borders.

Fundamentally, the extent to which teacher
and student standards are similarly articulated
across states affects the extent to which teachers
and students from one state will be able to con-
structively contribute in another state and the
extent to which qualitative comparisons can be
made across state borders.

The good news is that states that want to
meaningfully participate in national dialogues
about standards have mechanisms through which
to do so. Several national initiatives are forwarding
the cause of teacher recruitment, quality, and
retention, as wel! as articulating what teachers
should help students know and be able to do.

States can benefit from working with one
another on such national projects that build
common understandings and encourage national

dialogue about what constitutes good teaching and
learning.

The National Council for Accreditation of
Teacher Education conducts national accreditation
of teacher preparation institutions. Based upon a
set of standards developed by the Council in
concert with member states, almost two-thirds of
all teacher candidates receive their education at
institutions that are NCATE accredited. States that
require NCATE accreditation for teacher prepara-
tion institutions have found that their affiliation
helps them assure the public and prospective
students that the institution has met rigorous
external standards; it also helps institutions im-
prove the quality of classes they offer as they
modify requirements to reflect changes in knowl-
edge and practice; NCATE accreditation is also a
useful mechanism to strengthen institutional self-
evaluation and spur program improvement.

Interstate New Teacher Assessment and Support
Consortium is comprised of state education
agencies, higher education institutions, and
national educational orgamzatnons including .
NASBE, which are dedicated to reform in the
education, licensing, and on-going professional
development of teachers. INTASC provides a
vehicle for states to jointly formulate model policy
to reform teacher preparation and licensing, and a
mechanism for states to collaborate on projects
such as new performance assessments of class-
room performance. INTASC has developed model
standards for beginning teacher licensure that are
compatible with those of the NBPTS. The core
standards serve as a framework for systemic
reform of teacher preparation and professional
development. Subject-specific licensing standards
have also been produced in mathematics, English/
language arts, and science. Work is in progress
for standards in elementary education, social
studies, special education and, more recently,
arts education.
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The National Board for Professional Teaching
Standards has established high and rigorous
standards for what accomplished teachers should
know and be able to do and operates a national
voluntary system to'assess and certify teachers
according to these standards.

' The NBPTS (1992) policy position is based on
five core propositions:

® Teachers are committed to students and their
learning.

® Teachers know the subjects they teach and
how to teach those subjects to students.

Teachers are responsible for managing and
1 monitoring student learning.

Teachers think systemically about their prac-
tice and learn from experience.

Teachers are members of learning communities.
!

The National Association of State Directors of
Teacher Education and Certification, a member-
ship association of which most states are mem-
bers, has been developing standards for more than
20 years in the areas of teacher preparation and
licensure. In addition to standards, NASDTEC has
provided leadership in interstate license reciproc-
ity. The Interstate Certification Compact (ICC),
originally designed in the late 1960s, is now an
important part of NASDTEC although it is gov-
erned by its own state representatives. Through the
ICC, a central data base has been developed on
individuals whose licenses have been denied or
revoked in member states.

The Interstate School Leaders Licensure Consor-
t:um has developed model standards for school
leaders. Based on research on productive educa-
tional leadership and the wisdom of practitioners,
the standards were drafted by personnel from 24
state education agencies and representatives from
various professional associations. The standards
present a core of knowledge, dispositions, and
performances that link leadership directly to
productive schools and enhanced educational
outcomes. The standards were designed to be

compatible with the NCATE guidelines for school
administrators as well as with the major national
reports on “reinventing leadership for tomorrow’s
schools.” Briefly, the standards focys on:

1) facilitating the development, articulation,
implementation, and stewardship of a vision of
leading that is shared and supported by the
school community;

2) advocating, nurturing, and sustaining a
school culture and instructional program
conducive to student learning and staff profes-
sional growth;

3) ensuring management of the organization,
and resources for a safe, efficient, and effective
learning environment;

4) collaborating with families and community
members, responding to diverse community
interests and needs, and mobilizing commu-
nity resources; '

5) acting with integrity, fairnes§, and in an
ethical manner; and

6) understanding, responding to, and influenc-
ing the larger political, social, economic, legal,
and cultural context. . I

Subject areas standards. In addition to these
professional standards, a number of organizations
have developed subject-specific standards that in
several states define the subject-specific content of
teacher and student standards. Standards have
been developed in subjects as diverse as math-
ematics, history, science, social studies, English/
language arts, arts education and English as a
second language.

When it comes to such matters as preparing
and hiring new and experienced teachers, states
do not exist in isolation. States, therefore, need to
work with other state, regional, and national
initiatives to insure that quality standards for
students and teachers are more than “buzz
words.” Itis the job of all publi¢'school teachers
and administrators and college and university

faculty to deliver on their promises to develop and

implement these standards.
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Recrulting New Teachers, Inc.
386 Concord Avenue, Suite #103
Belmont, MA 02478

Telephone: (617) 489-8000 November 25, 1998
Fax: (817) 488-8006
mi@rnt.org
www.rnt.org Con b
Ms. Carolym Schroeder
Office of Deputy Secretary
Boa1d of Dirsotors ' U.S. Department of Education
' 40 Maryland Avenue, SW
Louls jeeris inerlm Chakman W ashington, DC 20202

LM Rusoarch, ino.

J. RKNard Munro, Vice Chalrman .
Retired Chalrman & CEQ Dear Ms. Schroeder:

Time Wamat, Inc,
A. Richard Beiding, Traasurer Here is a copy of the proposal concept paper that we sent Kent McGuire (and
Headmaster

Qreen Fioita Country Day Bonool  then Terry Dozier) for the Teacher Job Bank. A couple of things need to be kept in mind.

David Haselkomn, Secretry

Preaidect 1. The proposa! deals only with the job bank and not collateral aspects of a fully
Recruting New Toachan, Ino, - N . . . . . '

. comprehensive clearinghouse that would include policy dissemination, data
Comminiy Superandant, isirot #2 collectian, supply and demand projections, research, and counseling for
New York Chry Publlc Bchodla prospective teachers earlier in the pipeline;
Mertin Parkowits

e Prtamar reemrcs Compuny of Amarot 2. The proposal presupposed marrying RNT’s existing Helpline database with

Linde Datling-Hammond the Web site already created by Troops to Teachers. However, our thinking
e Lvvarany 40 has developed somewhat since we initially floated this concept paper. We
: now strongly believe the clearinghouse should go beyond a simple job bank

John Eety, Jr. . o I . .
Pamprusten ' and include additional aspects of information, policy development, and
L ! . . . .
Nationa! Assoctution of ngependant Sahools dissemination, such as those referred to above. Accordingly, the staffing
Roarod. Saaton ane Basic capacity of the clearinghouse would need to be adjusted,
Advontising Wondwida |
| [ '
Eaward James Oimos 3. In our original concept paper, we suggested a three-year start-up phase.
Oimos Praductiona

Ideally, we believe that at least five years of initial funding should be

Phtiein Rasnac provided along with adequate funds to evaluate the clearinghouse’s efforts

g;:m:“".""'- . both formatively and substantively; |

Rogketeller Finsncial Servioen, Inc.

br, John Wherry 4. Particularly given the emphasis in Title Il with respect to loan forgiveness

Pora gttt and recruitment (as well as any other additional legislation that might be

willlam ,‘L”“m proposed in the 106™ Congress), we believe that it is important to include the

S e proposed job bank, which would allow school districts to post listings and
I :

candidates to post resumes; an information Helpline, which would provide
assistance to individuals earlier in the pipeline on how to pursue pathways

l into teaching; as well as a more robust outreach and dissemination
component that would “get the word out” to potential end users: school
districts, teaching candidates, and prospective teachers, in a c'omprehcnsivc
way, via public service advertisements, new media, web banners, sub-transit
advertising, and the like.



N.B. The messages of any outreach campaign would need to stress both recrultmcnt and
quality. The mantra should be every child in America deserves a qualified teacher every year.
The clearinghouse can work with a range of stakeholders at the national, state, and. local levels
both to provide the nexus of information needed to support the massive recruitment challenges
facir g the nation, as well as serve as a strategic catalyst for improved recruitment and induction.
-Obviouslly, such an entity would need to work closely with organizations like the National
Commission on Teaching and America’s Future, the National Partnership for Excellence and -
Accountability in Teaching, the American Association of Colleges of Teacher Educanén the
Council of the Great City Schools, the National Conference of State Legislatures, the Amcncan
Association of School Personnel Administrators, and state recrujtment efforts like the South

Carolina Center for Teacher Recruitment and CalTeach, and the U.S. Department of Education.

Finally, an implicit goal of the outreach, clearinghouse, and job bank should be to
identify iand expand the poo! of prospective teachers, including a more diverse cadre of teachers
for Amenca s classrooms. Outreach to and collaboration with a range of advocacy groups will be
important on the diversity question. Existing programs like the DeWitt Wallace- Reader s Digest
Fund’s Pathways to Teaching Program provide an effective model as well as an 1mponant
network of stakeholders to mobilize on behalf of the goals of the Administration’s initiative.

In essence then, you might wish to consider three levels of activity, which replescnt
elabaration and articulation of the original job bank spelled out in the attached concept paper:

A. _ ‘

Job Bank
On-line Helpline

Ballpark start-up costs $150,000 to $250,000
Ballpark annual costs 250,000 to 3|00,000
Ballpark S-year cost: $1,400,000 to $2,(‘)00,000
B.
Job Bank
On-line Helpline
Phone Helpline D
PSA outreach ]
Ballpark start-up and ad production costs $1,650,000 |
Ballpark annual costs 1,270,000 |
Ballpark 5-year costs $8,000,000
C.
Job Bank
On-line Helpline
Phone Helpline
PSA outreach |
Policy ‘clenringhouse
' Bellpark start-up and ad production costs $2,000,000 i
Ballpark annual costs 2,000,000
Ballpark S-year costs: $12,000,000 |

N.B. As a yardstick, the South Carolina Center for Teacher Recruitment’s annual budget is
over 31 million. CalTeach, California’s statewide recruitment effort has a §1 m:lhonl operating



budget, supplemented by an additional $2 million in paid advertising (and PSAs to boot). If paid-
advertising became a consideration, obviously costs could rise considerably. |
i
hope this proves helpful. We see the job bank/clearinghouse concept as something that
needs to evolve in dialogue with the Department and other key stakeholders. That is why we
weri somewhat concerned when our concept paper had been vetted internally as if it were a fully

c-ed” out proposal. As I mentioned on the telephone, we are working with one of our board
members (the CFO of the Prudential Company) to develop a process design that would spell out
in considerably greater detail the staffing, technologicel, and human resource needs of such an
enterprise — and the best way to constellate them both organizationally and in |
collaboration/consortia with other stakeholders.

Yours sincerely,

e MHllr L

Davxd Haselkom
President

P.S! The draft | have enclosed is essentially the same as that we circulated earlier, with some
minor updating. However, it does not include the kinds of additions that I've discussed in this
cover letter. We are a little short-staffed because of the upcoming Thanksgiving holidby. We
certainly would appreciate the opportunity to develop a more fully articulated proposal from this
brief precis, if you and your colleagues believe the concept is worth pursuing.

< 5

DH/nac

Endl(s). .
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Sulte #103
5000, June 12, 1998

Dr. Kent McGuire

Asst. Secretary for Educational Rsch. & Improvement
U.S. Department of Education

555 New Jersey Avenue, NW

Capitol Place, Room 600

Washington, DC 20208-5571

Dear Dr. McGuire:

We are writing to explore whether there might be support under the Fund for
the Improvement of Education (or the Secretary’s Discretionary Fund) for the
following unsolicited proposal, designed to help address the department’s goal
of ensuring a qualified teacher in every classroom by the year 2006,

| . Specifically, we seek support to link Recruiting New Teachers, Inc.’s (RNT)

national recruitment, referral, policy, research, end dissemination activities
with an existing Web site of teaching job openings, developed under the
Troops to Teachers program.

We believe there are strong potential synergies in such a linkage for
developing an important national clearinghouse of information on teacher
recruitment and preparation programs; job openings for prospectwe teachers;
as well as information on what works in teacher recruitment, retentlon and
diversity initiatives that could serve a broader community of education
stakeholders.

In our view, such a clearinghouse would provxde one stop shoppmg via both
traditional and on-line means of communication including the following:

* A comprehensive job bank for prospective teachers 1

* A database of candidates for college teacher preparation programs and
school district vacancies :

¢ On-line counseling and resource referrals

o Anon-line network for exchange of ideas, access to rcsources and
dissemination of best practices

-



o Technical assistance to states and school districts (Q&A service)
o Outreach (e.g., Web site, direct mail)

¢ On-line publications (e.g.

, program descriptions, directories, research digests, bxbhographxcs

newsletters, conference procccdmgs research reports, etc.)

o General reference and referral to conferences resources, & programs (at local, state, and
national levels)

o Links to{ERIC and other clearinghouses and their resources.

. The attached concept paper outlines RNT’s current programs and services and the scope of

Troops to Teachers’ existing Web site. It describes our preliminary vision for linking these
resources Vip a Teaching Careers and Opportunities Web Site, as well as a rough prospective
budget for establishing and operating such a site over a five-year period. We hope these

preliminary

ideas will be of interest, and would welcome the opportunity to discuss ‘our proposed

activities (and budget) in considerably greater detail.

Recruiting

New Teachers, Inc.

In the twelvie years since it was established, RNT has emerged as a prominent national advocate
for improved policies and practices with respect to America’s teacher recruitment, development,

"and diversity challenges, and has become a crucial resource to states and school districts working

to solve sorfie of the nation’s most important educational issues. Our work involves tapping new
pools of teachers, including mid-career professionals, paraprofessionals, and promlsmg high-

school and

middle school students; launchmg aggressive public outreach campmgns

orchestrating national media efforts; serving as an information clcannghouse and convenmg and
fostering new collaborations among all of the key stakeholders involved in teacher recruitment
and development issues at the district, state, and national levels. Simply put, RNT is

increasingly

recognized as a leading catalyst, convener, and nexus for information about meeting

America’s leacher recruitment, development, and diversity challenges.

RNT’s Careers in Teaching Helpline

The only s
counselor-

[ '

rvice of its kind nationwide, the RNT Careers in Tcachmg Helpline has provxded

sisted guidance and referral to more than 54,500 callers since its mceptmn in 1993.

It is designed to serve prospective teachers from the nation’s largest cities and thereby target a

larger, more

urban educgtion.

diverse pool of teacher candidates who have an overall commitment to excellence in

While our general outreach campaign attracts significant numbers of prospective teachers
nationwide, the Careers in Teaching Helpline provides a structured link between promising
teacher caqudates and the information they need to plan an effective pathway into teaching.

Guidance
bridge the

d immediate, personalized feedback from skilled Helplmc counselors has served to

goals of aspiring teachers with the needs of specific urban school districts and local

colleges. Research by Helpline staff has yiclded a database of over 16,000 information resqurces.

According
indicate an

io Helplme respondent data over the lifetime'of the service: 68% of respondents
mtercst in teaching in urban schools; 42% are persons of color; 38 percent are male;

[

I
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93% are age

bachelor s o maﬁter s degree program.
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25 and over; 57% have a B.A. or higher degree, and 27% are currently ¢nrolled in a

l

n Teaching Helpline has sparked the interest of several states and school districts
dcnng replicating our model to serve their local teacher recruitment needs. In fact,
n Teaching Helpline is presently 1mplement1ng : plan that tailors its services to

From California. [

uitment Partner Network ]

itment Partner Network (RPN) forms the cnitical link between prospect‘i've teachers

i
and the broier universe of colleges of education and school district recruiters. Through the
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About R
This page s

New Teachers Web Site

following components:

INT
ummanzes the organizational mission, advocacy and recruitment xmtlatxves national

al teachers who contact RNT’s 1-800-45-TEACH and Careers in Teaching Helpline
connected to more than 400 school districts, colleges of education, and othcr teacher
organizations, which provide additional information about teacher preparatlon and
opportunities. Over the past eight years, more than 350,000 respondents have joined
the names of current respondents are routinely shared with RNT’s recruitment

NT collects demographic information, such as ethnicity, education level, teaching .
and other teaching-related data, from people who have communicated to us a strong
ching. These include individuals in-teacher education programs and those who are
hers.

. iS mamtamed and updated regularly by RNT. Currently, out of more than 65, 000

have college degrees; 42% are people of color; 69% have expressed interest in

lrbaln arcas, 89% are over the age of 25; and 19% are already certified teachers.

Its to .expand our database include outreach to pools of potential teachers that

nted and diverse high-school students, mid-career adults, returned Peace Corps
:ransmoxung military personnel, and graduates from innovative teacher recruitment
.10!1 programs. RNT is currently launching new outreach efforts in California and in
to enhance our database of prospective teachers.

I

|
INT's Web site offers guidance and resources both for individuals interested in the

fession, and the institutions/programs that recruit, prepare, and deveIOp teachers.

lition to reaching prospective teachers, the RNT Web site is designed to speak to an
at includes policy makers, program directors, school district adrmmstrators college

ty administrators, and current teachers. The site provxdes relevant information
i

efforts and
New Teac

|
|

accomplishments of RNT, and answers, in brief, “Why American Needs to Recruit
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‘and Services _
¢ a brochure, this page provides information regarding all of RN'T’s publications,
; services. Information is available in the following areas:

~ Recruitment Promotional Materials

d contact information,

ce

can find highlights of RNT's six previous national Pathways to Teachfng Careers

as well as the most current information on upcoming conferences, with capacny for

ration.

5 to the site can find facts and statistics on the following topics:

National Teacher Shortages

Minority Teacher Demand

Teacher Preparation and Qualifications
Teacher Workload and Preparation Time
Teacher Development and Salaries

Into Teaching

fRNT's Web site, visitors will find an overview of teaching; descriptions of
1ways into the profcssxon, including precollegiate, mid-career, and paraeducator-to-

ams, and alternative certification; and useful resources. (¢.g., financial aid contacts,
for persons of color, and RNT services) for prospective teachers.

Education Policy
- Precollegiate Teacher Recruitment

Places to Call for Information
Other Sources of Information

cachers Web Site

o Teachers on-line Internet Job Referral Program is a dual database _]Ob bank linking
eachers and school distrcts.

! 1

datdbase currently includes information about approximately 3,000 individuals who
ated in a Troops to Teachers-affiliated teacher preparation programs. Data on

chers includes their certification status, second language abilities, subject/level of

e school district database includes job postings from approxxmatcly 800 school d1stncts, as of
Apnl 1998, District administrators enter contact information and specific information about the

in the fields provided. Postings are removed from the databasc every 90 days,

ed as a permanent or continuous opening. ' I
abases: The job bank is currently free-of-charge and school district Job‘postmgs can
y any individual on the Intemnet (the site typically receives 50,000 hits per month).



!

Only school dilstI‘lCt administrators can post job vacancies or search the teacher database for
potential hlrt s by obtaining a password from Troops to Teachers.

Searches: S .hool district administrators can search the database for potential teachers by
selecting cri ena in easy-to-use fields, which include options for state, subject area,
teachcr/icachc%r aide, teaching level, second language, certification by subject, or by last name. .
Individuals ¢an search for postings by selecting criteria by state, county, city, district/school, and
subject. Rcsults from searches can be printed, although none of the data can be saved or

downloaded ﬂom the database.

!

I
!

~ The Teachifn'g Careers and Opportunities Web Site

The Web sxteﬂ capacity developed by Troops to Teachers can be combined with Recruiting New
Teachers’ n.monal pool of prospective teachers and network of teacher recruitment partners to
create a “on e-stop shop” clearinghouse on pathways to teaching careers in America. We
envision a comprchcnswe interactive Web site offering an array of services to prospective
teachers, sc ?ol districts, colleges of education, teacher recruitment organizations, and
innovative teacher recruitment end development programs.

As noted abx [ve, the Troops to Teachers Web site currently maintains a database of about 3,000
prospective|teachers and over 800 school districts posting job announcements. Thenew Web
site would dd RNT’s national prospective teacher database , which will attract an estimated
25,000 to 3 »000 prospective teachers annually and its network of over 400 colleges, school
districts an teacher recruitment organizations. In addition, RNT's Careers in Teaching
Helpline, R crultmcnt Partner Network, and information clearinghouse services (as:described

[

o A Teaching Careers On-Line Helpline service offering”

' ! I

¢ A searchable database of thousands of resources — from state cernﬁcanon offices to
scholarshlp programs — to help the prospective teacher;

. Personahzcd assistance to prospective teachers via live chat groups, w1th trained
counselors offering personal responses to questions via e-mail;

. }’IL “Resource Center” with comprehensive information about pursuing. tleachmg,
answers to frequently asked questions, and hyperlinks to other teacher recruitment
aInd development resources. , }

|
|

]
&
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!ced searchable database of prospective teachers, who have a wide arrziijy of
nds; skills, and teaching interests; |
1ced job bank to post openings and/or teacher preparation opportunities;

vhty to save prospective teachers’ data on disk for the purposes of mailing and

‘ lme network for school districts, colleges of education, and other teacher
nt and development constituents which would include:

| .

'?searchable database of programs engaged in innovative teacher recruitment and
,}/cl‘opmcnt efforts, designed to help programs find effective models, network with
milar programs, and identify efforts in local communities;

hat groups and discussion forums designed to facilitate an exchange of ideas,
rategies, resources, and issues around teacher recruitment and diversity;

roup networking for special partnerships or interest groups to network and
smmunicate (i.c., members of the Urban Teacher Collaborative or the DeWm
allace Pathways to Teaching Programs) .
“Resource Center” with information and resources about teacher recruitment and
versity, including on-line versions of RNT s Future Teacher newsletter'

Policy Information Center that tracks state and local pohcxes and practlces with
ﬁpect to teacher recruitment standards, induction, etc.

ciey

}frdgrams and Services

j

A%tmcnt Programs and Services initiatives have aimed to expand the pool of
cachers entering the teaching pipeline, especially teachers of color and teachers for
3. Outreach strategies to arrract individuals to the profession are complemented by
ltegxes designed to inform and assist individuals on pathways into the profession. In
'T provides services to teacher recruitment and development programs to enhance

recruitment -fforts and develop long-term, effective strategies and policies to ensure'a qualified

and diverse t

. Assisted

eachmg pool. Overall, RNT has: !

more than 1.1 million prospective teachers who called 1-800-54-TEACH, with free

informanon on teaching careers;

e Provided

personahzcd counseling to more than 54,500 prospective teachers via the Careers in

Teaching;' Helpline telephone service,;

* Distribul

cd more than 343,000 copies of the Careers in Teaching Handbook (most were

distribut:d free of charge), a flagship pubhcanon which has helped thousands of potentxal
teachers takc their first step toward a career in teaching; '

¢ Distribu

ed more than 100,000 copies of RNT’s free brochure, "What it Takes to Teach "t

prospectwe teachers nationwide; |

e Reached

key target audiences — almost 37% of RNT overall regpondents have bccn people of

color; thc Careers in Teaching Helpline has attracted an even higher 42% mmonty Tesponse;

:5 | |

l 6

1



. Entcred pver 350,000 prospective teachers into our national database of PSA respondents;
. Convened six national Pathways to Teaching Careers conferences to nctwork and
‘dissemin ate knowledge acquired over the years about teacher rccrultmcnt and development

1ssues.

National Po Hcy and Strategic Planning

RNT has de‘}eloped much-needed resources for the field by publishing and distributing

j
u
|

information fpr educators, policy-makers, administrators, and others. Publications include:

The Essential Profession, a new national public opinion poll, released on|November
17;, 1998 on Americans' attitudes toward the teaching profession. A special California
crtﬂ)ss sample was glso taken.

i éarning the Ropes (in press), a national survey of urban teacher inductic')n programs
desu gned to assist, support, train, and assess teachers within their first three years in
tue profession.

Measured Steps: An Evaluation Handbook for Improving Teacher Recmz"tment
Programs a step-by-step guide, containing tips, illustrative mini-cases, mstructxons

t’ar-out forms, worksheets to assess teacher recruitment programs.

Jake This Job and Love It! Making the Mid-Career Move to Teaching, a practlcal
iutroductxon to teaching for adults who are considering a career change to teaching.

reakzng the Class Ceiling: Paraeducator Pathways to Teaching, a comprehenswe
research study that addresses the recruitment of teachers of color.-and foctlxses on the
romlsmg pool of prospective teachers who are already working in classr‘ooms

eaching s Next Generation: Five Years On and Growmg, a groundbreaking report

n the status of precollegiate recruitment. |
| :

he Urban Teacher Challenge: A Report on Teacher Recruitment and Demand in
elected Great City Schools, a snapshot of current supply and demand inlthe nation’s

largest urban schools.

|
tate Policies to Improve the Teacher Workforce, guidelines proposed byI state
ducatxon leaders and policy makers for creating a teacher workforce qualified to
eet the challenges of a rapidly changing public school system

Through co prehenswe research, policy, and dissemination cfforts. RNT has developed a strong
organizatio al knowledge base in the areas of teacher recruitment, dcvclopmem and diversity as

well as the

blllty to apply its expertise to help the nation'meet the challengc of strcnlgthcrung

teaching ac#oss the career continuum. As a result, RNT has enjoyed a steady increase in the
level of state fand national recognition for its efforts and initiatives. For example, in. 1996, the

i
"
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Y
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California (Zl

statewide t
University
supplement

ommission on Teacher Credentialing (CTC), contracted with RNT to
k force on teacher recruitment. Co- sponsored by the CTC, the Cahfolt
:nstltutc for Education Reform, and the California Department of Educ

‘!.fundmg by the Stuart Foundation), RNT facilitated a broad-based str

ead a
nia State

ation (with
ategic

planning pr cess that resulted in the creation and adoption of a comprchenswe statewide

teacher recruitment plan. Passage of class-size reduction legislation in the state proiwdcd added

urgency to
the next 10

RNT's strat
initiatives
campaign,

districts.

RNT has fo
organizatior
the Great C
Conference
Administrat
federally-ful
point is that
recruitment

ljls project. The state will need to hire between 275,000 and 300,000 t
]
ears.

|

glc planning work with California led directly to the state’s implementi

“strateglc planning process which can be replicated in other states and

of State Legislatures, the American Association of School Personnel

and already serves as a 51gmﬁcant resource to states and districts on mEctxng

eachers over

[ing
bdeled after RNT's outreach efforts, including a California-specific PSA

’ What It Takes To Teach in California” brochure, and a California Helphne

' unplemented in partnership thh RNT) From RNT’s internal orgamzanonal

school

r!ged collaborations with some of the nation's leading educational and constitucnty
1'5 ‘the National Commission on Teaching and America’s Future, the Councﬂ of
ty Schools, the Council of the Great City Colleges of Education, the National

o’rs the National Education Association, and more. RNT also pammpxlnes in the
nded National Partnership for Excellence and Accountability in Teachullg The
JRNT has developed substantial visibility and standing in the ficld of teacher

America's thachmg challenges. The expansion of our on-line capacity through the ‘addmon of

the Troops 19

resource 1o

U.S. Depart
teacher in ey

managemen
be prominer
prospective

Conclusion

Through its
developmen

has lacked cg, :
comprehens;

N
Llhe education community and prospective teachers.
Il

‘,|and upkeep of the service. Obvxously, the U.S. DOE’s sponsorship r
tly acknowledged on the Web, in publications and in all communicatio
:nd-uscrs

afforts RNT has developed a knowledge base of teacher recruxtment and
| constituencies and prospective teachers that is virtually unequalled. To

K

Teachers Web site would build on this foundation to offer a unique and enhanced
Support/sponsorslnp by the
ment of Education would underscore its commitment to ensuring a quahﬂed

ery classroom, without burdcmng internal Department resources with the design,

ole would
ns with

date, RNT

}]mal to invest in the technology needed to bring these resources togethelr ina
Ve on-lmo environment. A partnership with the Department of Educatxon and

Troops to T¢ achcrs Web site would allow this to happen. Over the years we have worked well

with John Gith

collaboratio

‘ B

in this effort. |

tz and his colleagues at Troops to Teachers and anticipate good cooperlatxonﬁnd




RNT would
particular,
on-line. T
suchas a
additional

M
é
1

need to build its technological capacity in order to fulfill this pannership In

v'c would need to modernize our current database systems in order to transxtxon them

1s would require upgrading existing equipment and/or purchasmlg new eqmpment

eb server. It would also require some incremental staff expansion (a Webmaster,

elplme counselors, and a full-time researcher). Portions of additional managerial

FTEs would need to be allocated to set-up and provide ongomg oversight of 0pcrat1|ons, as

needed.

We believe
cost. The P
nation face

N

however that the potential impact that such a service would have well Jusnﬁes its
esident has called for a qualified teacher in every classroom by the year 2006. The

an unprecedented teacher hiring demand. States like California, Florida, and Texas

are already inder the gun; urban, rural, and low-wealth districts are struggling, too. |We believe
the kind of mformatlon resources, and access that on-line technology has to offer can help
address whalt Dr. Linda Darling-Hammond has termed “the maldistribution of teachmg
resources” in'the U.S. It would complement state-level practices to ensure a quahﬁed teaching
force by sub |stannally broadening the talent pool from which teaching’s next gcncratlon can be
drawn, increlasmg access to teaching jobs and educational opportunities for tens of thousands of
individuals. |W ¢ would welcome the opportumty to discuss these ideas with you or other
appropriate ?olleagues at your earliest convenience. In the meantime, please do not hesitate to
contact us s 1?u1d you have any questions, whatsoever.

Yours since:rI t;:ly,

David Hase
President

kom




OV’ERA]RCHING QUESTIONS TO GUIDE IN THE DEVELOPMENT OF AN ESEA

TEAHER QUALITY PROPOSAL

ADDITI(?NAL QUESTIONS 9/2/98

1) Ongjof the largest expenditures of funds for teacher professional development are the

] |

fundls that teachers themselves spend for courses in order to move up the career
ladd qr How can the knowledge that exists about effective means of professional

development and the skills necessary to implement standards in the classroom be used

to 1

dist

c:\:/erage these funds? For example, is there a way to make information a\:/ailable to
ficts that would assist them in re-thinking the types of courses that are certified for

moying. up the career ladder?

2) As

econd large source of funds for professional development is those spent by

districts? schools? for a 2-3 day in-service which typically occurs at the begi!nning or

dlssemmated and how should the dissemination occur?

3) Hoj shiould we think of a teacher quality proposal in the context of Title I,

Vo

devé:‘lopment?

end ‘c;)f a school year. Is there a way to influence how this time is used through the
disgemination of information? If yes, what types of information should be

[y
Y

:lzfltional Education, and IDEA—each of which provides funds for professional

I . | . . ‘
4) WhHat new types of approaches for addressing the teacher quality issue are developed?

5) The National Science Foundation has $300 million for teacher training in mathematics

and §c1ence What can be learned from the NSF program? How should the

ava'lablllty of these funds be taken into account in designing a teacher quality

pro posal?
LJ.
6) WH at entities are developing criteria or standards for quality teaching? Is thlS work
godd? Should ED be supporting this work through the bu]ly pulpit and other means?
l
7) How can technology be an integral part of creating a quality teaching force such as
the ‘integration of technology into instruction and content, the use of computers to

de

su;Lport sharing of information among networks of teachers, and technolog)I' as the
1i

yerer of professional development?

l/\\zub\ ‘\ (j\/\,\,/‘p ‘

n
8) Hdw can support for educational leaders (superintendents and principals) be

pr

9) Isf
teq

r;/ided? Y 2om avgt™— "V Sprr — Q\'@ﬂ‘o

here a way to stimulate teacher salaries and school environments to help attract
chers to urban schools? e i%,\

H
' 1

10) What can be done to support professional development for pre-school teachers?

! |
!




11) Ca&ateacher quality program be designed using the EOZ model where laré‘e amounts

of funds are provided for 5 or 6 year periods of time through a com’petitive process
overseen by an independent board for districts willing to '

Related|issues ‘
|

| ‘
1) What issues have been raised through the TCLF and other programs where funds are
distributed competitively to districts at the State level?

2) What can we learn from the NSF SSI and School-to-Work grant proc;:esses?

3) How can/should accountability be addressed in a teacher quality pro‘ptosal?




|
!
| |

aﬁld, ito the extent possible, takes place at the school site.” (Language from the
on-regulatory guidance.) Some districts do not understand the requirement.

l 1]

—

OVERAIRCHING QUESTIONS TO GUIDE THE DEVELOPMENT OF AN ESEA

TEACHER QUALITY PROPOSAL

Assumption: Teacher Quality will be a main component of the 1999 reauthorization of

ESEA.

In exploring a teacher quality component, we have assumed that a SIgmﬁcant

overhau H with perhaps greater flexibility at State and local levels, should be con51dered for
prograrr% designed to build capacity for high quality teaching by combining seve'ral
programs--Titles II, 111, and XIII of ESEA, as well as Goals 2000--under one new
authorit% This part would provides 2 pots of money-- one pot to ensure teachers are

b

equippef with the knowledge and skill to support district reform by 1mplement1dg
standard 5 in the classroom, and the second for class size reduction. The first pot of money

would replace existing programs for professional development, technoloéy, and school

reform,

Iy
and technical assistance.

1
Total Fynding; Teacher quality $1.8 billion i

Class size reduction $1.1 billion

FundingSource: Part 1 - Eisenhower, Goals 2000, TCLF, Technology Innovation

Grants,

RTACS, Teacher Training in Technology, Title VI, CRACs, Ei§enhovsl:ep

Regiongl Centers, Class size reduction, America Reads, Goals 2000 Parent Assi stance

Centers

1) Shduld the teacher quality component of ESEA target all funds on high poverty

/ 5\,«&» e OWJ
W‘
Mh

\\S\A\W’\
I/w\ll“/\

dismrcts/schools" .

lPro Attrition rates for new teachers and lack of depth in the subject matter
taught are much greater in high poverty schools. Attrition rates are often higher
t:Jiue to the fact that the schools most impoverished and at-risk of failing é:ontmue to
be the schools where new teachers are assigned, prov1ded heavy teachmg
'ﬂ.SSlgnments and given few resources to meet the challenges of students w1th the
greatest need (NCTAF 1996; NCES data). !

|

ICon The problem of teacher quality is pervasive. Teachers n all districts,
r‘egardless of where they teach or the poverty level of their students, often lack
depth in the subject-matter they teach, master of content pedagogy, andlsufﬁment

dnderstandmg about the diverse students they teach (NCTAF). '
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re on the continuum of teacher development (from pre-service to master teacher)
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posed Title 1T of the Higher Education Act focuses on ‘teacher training and recruitment
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with a gt
districts)

iority on training and recruiting teachers to teach in high poverty rural and urban
How can ESEA build on this base? Should ESEA focus eﬂorts onl those teachers

already fin the classroom?

Option 3: Pre-service building on the HEA provisions

Option 1: In-service professional development ' .

Pro: A research study conducted in Tennessee found that when comparing
students exposed to poor teachers and high quality teachers over a three years
period, 5™ grade students’ math scores averaged 50 percent higher for those
students exposed to the three years of high-quality teachers (Sanlders and Rivers
1996). Unfortunately, a significant number of teachers, c,urrentl}J in the classroom,
lack depth in the subject-matter they teach, mastery of content pedagogy, and
sufficient understanding about the diverse students they teach, particularly those in
high poverty schools and those students with limited Eng]rsh prolﬁc1ency
(Shulman, 1987; Darling-Hammond, 1997;Villegas). If we do not focus on
improving the quality of teachers already in the classroorn, we w?ll.continue to lose
cohorts of students to poor teachers and thus poor student achie{vement.

Con: Inten years, 50 percent of the teachers will be new teachers (due to
retirement of the aging teaching force and an increase in the number of teachers
needed in the teaching force) (NCTAF 1996). ‘ '

Option 2: Induction and support for first three years of teaching -

Pro: There is a need for 2 million new teachers in the next decade Research
shows that induction programs, such as mentoring and lmkmg tq a teacher
preparation program at an IHE decreases the attrition rates of new teachers (cite?).
Con: One of the major focuses of HEA is teacher training inclu ding working with
new teachers in their first three years. How will this proposa] enhance and build
on ESEA? Would it have a wider scope?

Pro: Resources for reform in the preparation of teachers are u!nder funded and
lack essential connections between higher education and P 12 schools. There is a
serious discontent between the programs offered at IHEs and'the needs of schools
who are challenged by higher standards. (Darling- Hammond 1998) The National
Commission recommended focusing some resources on the front end of the
teacher continuum. o ,

Con: The issue of addressing pre-service education is e):(plici:tly addressed in Title
Il of HEA. With limited funding in ESEA for teacher quality, itIis’not a good use

of funds to spend a few dollars on pre-service education. |

!
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7) HOUV Q6es technology fit into this design?

|
P\ﬂ\r\ U(
|

A--$

i | |
”hq‘uld it focus on specific content areas such as reading, mathematics and science in
er to affect changes in teacher quality based on research in these content areas (e.g.

5 reading study, TIMMS)? |

Pro: TMMS and the NAS research and data indicate great need for professional

development and offer a context to develop research-based methlods of
l professional development in reading and mathematics. And, these are two of the
1

Secretary’s top priorities.

Con: Local needs may be different from the priorities in the

statute. -
|

I
i
|

Shq
stra

WH
dist

To
issu

f yes, what content areas should be the focus and should there Be more than one?
|

|fyes, should the proposal be structured so that dlstrlcts/schools}determine the
unt to be spent in each content area (assuming there is more than one)?

uld the teacher quality component focus on particular professional development
tegies such as those recommended in research studies (TMMS and NAS)?

Pro: Research links changes in teacher practice and 1mprovement in student
achievement with certain types of professional development (Cohen Hill).
Con: Must be prescriptive to have an impact, and may npt take
strategies developed over time. Also limits flexibility. -

into account other

ere should we focus our efforts on changing teacher practice—the State level, the
rict level, or the school level?

| |
1

mvhat extent should this part address the environment in whlch teachers work, e.g.

es of time for professional collaboration around student work"

Pro: Time for teachers to collaborate, plan together, sp‘efnd ionger blocks of times
with the same students have all been cited as contributing to imor’e effective
J

. Con: It would be better to address school environment ina more comprehenswe

manner in Part 3 as opposed to this part. |
(ZD (ﬂ;%4ﬁ~7egilﬂ¢n_/\jk—_-
-
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Reauthorization of ESEA and Goals 2000 |
OESE Core Group Retreat ‘
Thursday Sept. 3, 1998 ]

|

!

Agenda
‘)./ Ovefview of Phase 2 —Timetable and Strategies (15 min.l)
Ae Proposed Framework | (30 min)'

!
.\a)/Awalkthrough of the framework

lH{Rewew and discussion: How should writing teams organize their thinking

1l about the preparation of options in light of the alignment of Issues lPapers to

the four categories? What questions should guide them towards decision
making about which options to select and which ones to suspend
(Attachment labeled Outline) |

|

eview of the Teacher Quality Proposal (90 r!nin)

e attachment labeled Teacher Quality Proposal) !

|
a) A review of the overarching questions.

! b) Now think way outside the box—during the next 15 minutes‘we will
brainstorm ideas about how a new Teacher Quality Proposal could be

structured differently?

¢) How do we bring technology into this framework?

d) What have you learned from program implementation, reséarch studies
and other sources that can inform this proposal? How does your'program
fit in this template and what would you like to see emphasized?
r |

tﬁview and discussion of issues raised at recent meetings with NEA/AFT
resentatives and the Civil Rights groups. i (30/min)

b
l“)urmg7 these meetings advocacy groups had an opportunity to express their

concerns and to offer assistance in developing strategies for moving the agenda
forward Several 1ssues emerged in both sessions, including a p]ea from the Civil
H{Jghts groups that we do more with the legislative power we now have Ito
dccelerate and improve implementation of IASA at the state, dlstnct and school

level

What could and should we be doing now to ratchet up understar’ldmg ofl' and
compliance with the law, and in doing so, improve 1mp]emematron of IASA‘?

% .
B :k
|
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Working Draft: Rationale for a restructured Goals 2000/ESEA — August 30, 1998

INTRODUCTION I
We identified four approaches to restructure Goals 2000 and ESEA;

1., Retain the current structure, focusing Goals funds on 1mplementmg standards
in the classroom; | ,
2. Combining Goals and ESEA with four broad program categorles - =quity,
quality teaching, school environment, excellence and 1nnova|t10n
3. Combine Goals and ESEA and make funds available through programs for
elementary, middle, and high school levels; and

4. ' Have two block grants —- one containing all equity programs, the second for
\ everything else. :
‘ ,

~ Our proposal focuses on number 2.

SUMMARY OF NUMBER 2

Part I 1 Equity: Service to the most educationally disadvantaged students.| Titles I,
d IX remain as separate programs, with changes to increase effectlvenes — D (Q@
1 Dv\aouf ”%.Qa | i
— Quality teaching: Goals 2000, Titles II, IIT and VI combined jinto one authority /1, 1 - )
(WMO

focr - professmnal development technology, and technical assrstance Major

tied to ystem in Title I. : |

- School Environment: At minimum, contains a revised Safe Iand Drug Free
program and school construction initiative. —7 el M Oﬁwz/ m

Part 1Y - Excellence and Innovation: Combines funds from a number of small

catego '“cal programs in one authority for Secretary’s initiative and demonstratlon
1S 'r'elated to parts I-I1I. i

|
Wablllty A smgle accountability system for Parts | a.nd II. System will reward

effective school performance and address poor performance, perhaps through

interventlon and incentives for improvement.
v\wu W afd Ui JfU/WD\D@ b
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| | o
| |

MESSAGES FROM MEETING WITH NEA/AFT REGARDING TEACHER
QUAIIITY (SEPTEMBER 1, 1998) |

i
b

a Thﬁir top priority was ensuring that Title I schools employed certified teachers

tegching in field. Specific suggestions to reach this goal included: phase in this policy;

haf Ile a threshold percent of misassigned teachers, above threshold drscrenonary dollars

wif hdrawn
0 Fogus on induction of new teachers and newly assigned teachers i in order to reduce

tea'lc‘her dropout and improve teacher quality.

a Alternatlve certification — ensure that all teachers, no matter which pathway they take

to li)ecome teachers, pass rigorous teacher certification and part1c1pate m some field
experience before entering teaching full-time. |

a Natlonal Board — do more to increase the number of National Board cert1ﬂed teachers

|
an(l use Board certified teachers as mentors.

o Fo .us on peer assistance rather than peer review — give teachers the support they need
to mprove and then assess their improved performance (if not improved take

l
mesures to phase out of profession).

o Push concepts that are r orous and research-based. 1
a Fogus on improving rea ing and math (and start early!). l

CON"[(EXIT OF TEACHER QUALITY PROPOSAL
Public |{mentzon The quality of teaching in our Nation’s classroom has come to the
forefrokt of the public’s attention with news accounts of teacher shortages |unquallﬁed

|
substit |tes receiving full-time jobs, prospective teachers in Massachusetts oveerhelmmg
failing. )

|
school

he llteracy portion of a teacher certification exam, and ‘continual |stor1es iabout
h1r1ng emergency certified teachers to fill their classrooms. !

) 1 '

e Re ‘earch conducted over the past several years has begun to show a trend -+ the

qu llty of the teacher in the classroom makes a significant d1ﬁ‘erence in student
achievement (Ferguson 1991, Ferguson and Ladd, 1996, Darling- Hammond 1996,
Sngw.1998). !

e Mast Districts offer incentives to teachers to participate in professronal development
by llowmg them to earn continuing education units in order to receive pay ncreases
along the way. These incentives often lead individual teachers to take classes'that fit
theit schedules and individual interests rather than participating in prlof'ess1onal

dey glopment as part of a systemic plan to improve student |ach1evement (CPRE 1995).

. MoHe than 30 states allow teachers to be hired on a temporary or emergency license

hout having completed the licensing requirements (Darling-Hammond 1998)
1

1994 Rﬁauthoriz(ztion.- The 1994 reauthorization of the Elementary and Se‘condary
i1

Education Act began to address teacher quality by improving the professional | |

I |

develop ment components of the law. The Eisenhower Professional Development program
expand —"-d 'flom math and science to include all core subject areas; focused professional

develop‘ment around student content and performance standards; and, encouraged a
|
|




variet3| of professional development activities to promote on-going teacher learmng linked -
to impr‘oved student achievement. , '

HEA Reauthortzatmn With the 1998 reauthorization of the Higher Educatro!n Act, the
Adminjisttation continued its commitment to improving teacher quality with prov1sron n
Title I} Ilthat address teacher preparation, recruitment, and induction w1th a focus on

. recruiting:minorities and serving our highest poverty urban and rural dlStrlCtS

'

$300 nmllron grants for: ‘ :

a

Si

T

—

ate ‘Teacher Quality Enhancement grants to improve teacher preparatlon and teacher.

¥
qu 1l1ty, mcludmg reforming teacher certification or licensure requ1rements ptroviding -
al

=rnat1ves to certification, improving existing alternative routes, reforms that hold

r—P‘

HEs accountable, developing and implementing mechanisms to ensure ~that schools
' 'are‘lable to.effectively recruit highly qualified teachers — priority on mnovatrlve ideas for
red ucmg, shortage of highly qualified teacher in high poverty rural and urban areas.

ilcher Training Partnerships — partnerships of IHEs, K-12 schoolsI SEA learly

(D

chllldhood program, community based organization to provide pre-‘servrce clm1cal
experlences mcludmg mentoring of prospective teachers. i

'$37 mlllron for Recruitment to provide scholarships, support services and follow -up

i
. sérvicas for new teachers in their first three years of teaching. | Intent is to recrult‘effectlve
teache

poverty, areas.

ll‘s with-emphasis on minority teachers based on needs assessmentl of LEAs in high-

fos ‘1!' eyt

leaes e T oo ' A

Findin gs from Prehmmary Etsenhower Evaluation: One of the challenges the .
Eisenhower Program has faced is that funds are spread too"thin across ‘every LIIEA in the -
country Preliminary data that AIR has collected and analyzed for the natlonallevaluatron

I

indicatg the following (please note that all of the national data;have not yet been obtamed

aggregated or analyzed) | b l‘l

I

Preliminary data indicate that Eisenhower and T1tle I are generally thorie

coordinated in districts across the country than they were in the explorzltory case
study districts. ‘ _‘ o |

! o
A‘clcording, to the preliminary data, these are the five kihds of 7T
Ersenhower-supported activities most commonly reported by districts: (1)
in- drstnct workshops or in-district institutes; (2) out- of district workshops or
conferences (3) teacher collaboratives and networks; (3) teacher commlttees/task
forces and (4) “mentoring/coaching/observing (other teachers) ” ‘When all of the
data are aggregated, the top five may change: However the. ﬂrst two- w1ll
deﬁmtely remain among the top five.

ot T g

_ | .
|Dlstr1cts vary tremendously in their interpretation of the requirement thdt “80% of

- {LEA (Eisenhower) funds are to be reserved for professional developmeht of

! l i
lschool level staff in'a manner that is determmed by teachers and other school staff

l ’l’ '.’It".'"
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TEACHER QUALITY OVERALL STRUCTURAL OPTION:
i

Requirer”ne:nlts: ALy s U%/ W

OUTLINE OF TEACHER QUALITY OPTION

§o
AL PROGRAM

NATI ‘ | o |
1) nter-state reciprocity ‘ |
STATE-TO-STATE TRANSFER OF CREDENTIALS
PENSION PORTABILITY | .
! _ |
(2) Jemo to high-poverty large urban districts for model systemic reform
rojects to improve teacher quality (based on NSF grants)
!
A3) ‘atlonal Recruitment piece — clearinghouse to connect quality teachers w1th
igh-need districts \J\,\/Jﬁ i\’i\/r
‘ ‘ _ f’/‘/l/"f ’
FORMULA GRANTS TO STATES

N
] /
“iliminate unqualified teachers m Pk 0K ‘ A‘HLL ‘ \7
bt
‘II PROVE LICENSURE AND /TSSESSMENTS OF T'EACHER_S AND ALIGN
f TH STATE STANARDS ; .

|
OPTION FOR ADVANCED CERTIFICATION) | Lo !'! f

, ! LM Ly
,ND EMERGENCY CERTIFICATION - THE LABOR DAY SPECIALS ~ P _

|
| , i |
ROVIDE INCENTIVES TO INCREASE THE NUMBER OF NATIONA

o —tr——— prem—

AL S

(3) ~ Reduce the attrition rate of new teachers o

er—

L
OARD CERTIFIED TEACHERS IN THE STATE ‘ | \/
| [ |
mprove on an integrated systemic approach to proflessmnal development i.e.
|

@ {v—»‘ AL
onsolidate professional development programs thro‘ughout E",SE‘A mto one
rant | | o ﬁw

I
States would need to demonstrate how they are meetmg the math and readmg C {0 ) WL

professional development needs of their teachers and would hlave to' pr0v1de
data-driven evidence of needs for professional development pnorltles in the
state. | ‘ Jﬁ‘“\w""‘m

E'| D

gw
Develop a quality induction program for all teachers (/QWW\(L o Wwbj

Only 8 states both require and fund new teacher'mductlon programs

((/>




4) I'r'np'rove Teacher Salaries <— : ' :
o golbvrnr— 3T
COMP]?ITITIVE TO LOCALS with priority to Locals that !partner with IHEs
and/or businesses — N ‘ O'Uk&l"/\%/
e e
Requirements: ; PR W
|
1) Provide teachers with opportunities for professional growth and

2

Allowa
0y
NEED
PRIN(C
PARA]

—TECH]

\ ey

Pa—

——————— —

e
‘evelopment in order to improve teaching and learning. Ensure teachers are

provided with incentives to connect their professiomlll growth with the
mission of the school plan to raise student achievement

MPROVEMENT PLAN

Districts would need to use data to.support their professional .develo :)rhent
needs. |
p Districts could be required to spend a certain percentage of thelr overall
budget on professional development (e.g. 10%) |

INCENTIVES FOR TEACHERS TO CONNECT PD TO SCHOOL PLIAN

Districts pay for p.d. credits and courses when connected to plan for. school
improvement ‘ | I

Reduce the attrition rate of new teachers ‘
(] |
Develop a quality induction program for all teachers
Only 8 states both require and fund new teacher induction programs

(

0
‘ | H
‘btructure the school day to support time for professional conversatllon and

|
,team planning !

ces.
1

L= .
|

il

TO INTEGRATE: i
1 ‘ )
IPAL LEADERSHIP PIECE - HOW DOES IT FIT IN?

|
["‘ROFESSIONALS RESEARCH FROM CPRE — 7 \/‘AJW\ ﬁo
NOLOGY ™ | L

K ' -




PROFESSIONAL DEVELOPMENT COMPONENT

THRESHOLD QUESTIONS FOR PROFESSIONAL DEVELOPMENT
COMPONENT:

| e

1. Shou]:'i teacher quality options paper focus solely on high-poverty schools, or should
we suggest that a portion be used for high-poverty schools? This approach has the virtue
of attendmg to many needy children (including children in specral education programs,

children||i in limited English proficiency classes, and other children with special needs)

first and foremost. Put otherwise, what is the best use of the strategic leverage offered by

the six-

dercent or so of federal support for education? l
l .

1
Thirty- trlrree years since the inception of the federal role in elementary and secondary

-educatid
educatig

:1:1 we must ask whether the original purposes of ESEA -- to overcome soc1a1 and
nal mequmes -- are still the lodestars of our programs., Does it not suggest the

need for“bold vision and determination to direct our energies towards a more focused
dedicatipn to educational justice?

I1. Should professional development funds be contained in individual statutes (as now), or
should they be gathered into one new consolidated program? Bear in mind that Title I
professional development funds might well be considered for inclusion in this category.

This is

especially so if ED concentrates on children in high poverty schools. |

I11. Shopld ED focus on all core subjects or target specific subjects such as reading, math

and science? (Should we limit states to specific subjects, at the same time that we

encourage states to adopt content standards in all core SUb_]CC[S and to support t'eachers in

quality

SPECI

teachmg to these standards?

|
|

| ,
FIC OPTIONS RELATED TO PROFESSIONAL DEVELOPMENT:

If we agree to consolidate programs in part 11 and with portlons targeted to hlg}T poverty
|

schools,

Optionj/A

Award

’ what would it look like?
I ! : I

l |

tates professional development grants by formula and have Districts compete for

the funds t0 implement comprehensive professional development plans that help teachers

to teac
their S
applic

needed
are pa

fundin
core su
require
develoj

to! challengmg State standards and further the system1‘c reform effort identified in
te.' By requiring a data driven needs analysis, the States may allow each

1t to determine the content area where the professional development is most
Legislation should include language to ensure that teachers at the school base site
of the planning and 1mplementat10n Require States to target a portron of the

ito professmnal development for using technology as an 1nstruct|10nal tool for all

J Jects A priority to work with beginning teachers overr a three-year period with a
ment to include teacher-training institutions as part of the professional *

[
pment training is recommended.




This opion_ could include a combination of several programs: Eisenhower, Goals, Title

VI, Tec Jnol‘ogy, CSRD and the Title I portion of funds for professional deve]oplment.

Pros:
1,‘ All States would receive funds for focused professional developmem. By
consolidating, all States would receive larger allocations.
¢/ Funds would be used where there is the greatest need. States would have the
flexibility to determine where the funds would be targeted, such as hlgh
poverty areas.

‘Most States that apply for waivers in the Eisenhower Professmnal
Development Program tend to use the math/science waiver for language arts
and more specifically for reading. This suggest that States have made an effort
to look at the greatest need based on the data over time and determined that
PD funds should be directed to this content area. The waiver procesjs requires
that the State provide data to support the request. Therefore ‘1t is rez:lsonable
to believe that States are in a position to work with Districts and|loca1 schools
.to provide guidance about State reform goals and how they can helpt to shape

- the district and local PD plan. 1

e States could more successfully carry out the professional development plans

‘ identified in their Consolldated Application. One strong criticism of ‘the

I‘ current ESEA "stove pipe" programs, has been that it is difficult to effect

" cross program collaboration. The Eisenhower Evaluation data revealed that
many Coordinators found it difficult to carry out PD actlvmes with Title I and

| other ESEA programs. This option could potentially force States to look more

| broadly when implementing professional developr‘nent activities for all

teachers.

| ‘
This option would greatly reduce "stove pipe thinking" and thereby jhelp to
focus more on essential program integrity issues and crosscutting technical
] assistance. :

Con:

l.o Some will argue that formula funding directly to States could exacerbate the
‘ issue of State control over local Districts ; ‘

! |
e Experience demonstrates that grant-writing expemse 1s uneven and|could

result in exclusion of needlest Districts

OPTION B f | [




This optllon is similar to Option A, except that funding would be competitive drrectly to
Districts bypassmg the State. r !

Bros:

. Al] Districts are on a level playing field.
1
o/l Priorities such as school-based reform can be enhanced by this emph asis on
local control. . | ‘
| [
! |

Cons:

!
ED asks States to advance comprehensive school reform and this approach
could impede those efforts

OPTION C ‘
: . i :
Retain and reconfigure Eisenhower. Title 11, Eisenhower, is ED's primary and largest
program deoicated solely to professional development. Too few funds are available for
subjects “other than math and science. Write the statute to reflect parity in fur'lding that
allows ctates to determine -- without waiver -- priority content areas. See other

conﬁgul atlons suggested in the Eisenhower options paper. !
L |

L—

||
0PT101|~1 D: | |
' |

Create a“new Eisenhower Professional Development Program that contains authlorization
for ProfEssional Development that cut across all ESEA programs. The new prog’ra’m
would be designed to work with all teachers in all core subjects and provide the
connectforis to pre-service and the efforts of Title Il of the HEA.

This opt 11‘0n would leave all ESEA programs with their separate authormes but requ1re a
percentdge of their program funds to be earmarked for professmnal development ‘The
leglslauh/e language and authority would be contained in the Ersenhower Program for all
ESEA programs. |

. 1 | J . .
Example: | : | :
Title I1{] 100% for leadershipinPD r o
Title I- || 50% earmarked for PD . ;
Title V]‘- ' Fold all 100% into PD ! :
Technotogy- 50% earmarked for PD i |
CSRD- ,1 ' -% earmarked for PD
Goals 2000- -% earmarked for PD

S&DF-|| - 10% earmarked for PD




Pﬂodﬂe

A ' , !
, |

would be set to address the special needs of each program. A percentage of the

funding could be earmarked for schools with high poverty. National priorities such as

[

describe[il in TIMSS and the National Research Council's report on readmg would be
addressed. ! - I

This optllon may include discretionary and formula grants.

The Hi gher Ed. component of the current Eisenhower Program could be expandled to
work with the Partnership grants in Title Il of HEA. This is a natural flow, since they

have alr:ady formed partnerships with individual school distric]ts and sch‘ooll sit__és.

The opportumty to phase in special need areas of the Teacher Development Continuum,

such as
fashion.

OPTION FOR ADVANCED CERTIFICATION

lnductlon and School Leadership can be accomplished in a more, coordul'lated

l“lros N

l ‘ .
The proposed option provides an opportunity to build on already existing
legislation and create a stronger crosscutting PD program ¥

Provides a formal structure for working with Title ll of HEAV

Forces a more coordinated approach .

=0 (—¢—=9

Allows for buy-in from each ESEA participating program
‘ l

|
|
l

‘ons:
By using the Eisenhower Program name, it could mv1te the ﬁeld lo thmk in

the old paradigm of a math and science program |
|

Dption or Strategy: _ !
l{" o'provide incentives to state and local district levels to develop|focused, :
standards-based advanced study and professional development that support
Fachers in reaching (a) advanced certification, and (b) salary credlt !

l
lidvancements - !

[ | ,
Ltate Level: ! 'f: !
rovide competitive grants to states that propose realigning their, advanced
‘;‘ertlﬁcauon requirements with state standards in readmg (for classrooml teachers,
5ot readmg specialists), mathematics, and sciences (all grade levels). The
ptxons afforded states would include having National Board cemﬁcatlon as one
venue to advanced certification. :
. |
‘1 ' |

t . |

R
| -

| o
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'Tlle advanced certification requirements would stlmulate universities, to rede51gn

|
pme of their Master’s degree programs. The consumer, ‘market of teachers would

ald substantial weight to the focus on programs aimed at mcreasmg teacher

3§
rather than counselor, administrator or other non- teachmg posmons) quality,
pecifically in high need subject areas.

Lons:

>1strict Level:

o further the implementation of standards in the classroom and motrvate teachers

"UN -—ll—i

nd principals to target their professional development activities,

velop and implement plans for faculty of high povert{y schools to engage in

p lofessional development experiences in specific subject areas of readmg,

:%ovrde competitive grants (for 3 to 5 years) to districts to

—
o

-~
-~

>

O

u

P|
afd the professional development plan at both the state and district level.| These
e

Jod

the requisite support for educators’ learning is often madequate ' \

athematrcs and sciences (all grade levels.) related to the school’s needs These
D experiences would be based on student data, teachers’ knowledge and skills,

|
rﬁpenences could include sustained high quality semma‘rs networks, coaching
ams, courses purchased from universities or approved other soutces, etc.)

ackground:

s Knapp and Florio (1998) stated after reviewing studies and evaluatron reports,

[ﬁocal policy leaders greatly underestimate what it takes to provide learmng

pportumtres grounded in challenging standards for all. In particular, they '

hderestrmate the amount of new learning educators must do, and the extent of

support or technical assistance entailed. Local and state incentive structures not
tq ‘mentlon those built into Federal programs have yet to|focus on the importance

|
Eprofessronal leammg and the allocation of effort or resources that are needed to

qovrde for this ongoing need. Local, regional, and state capacme's for pr'ovrdmg

| Lo | .
Addeéd Data to support this option/strategy: |

| |

Teachers and principals have not been adequately prepared for the changes in

actrce required to follow-through on the new educatron reform efforts (CPRE,

996) “The current system of professional development is weak, fragmented and
Ften disconnected from proposed reforms. Reformers alssume that more
pfessronal development for teachers will lead to changes in claslsroom

ractice...but these efforts are not usually deep, cha]]engmg or well focused ?
(‘PRE Public Policy and School Reform, 1995) Wh11e|1 7 states report havmg

ans for professional development, and 13 states have standards ‘ﬁor professronal

=velopment there is little indication that professional development efforts are

iked to academic standards for students. (CPRE, survely, 1996)" Some ha\(e
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argued strongly that “states that instituted new standards and tests in the 1980’5

| | 19

mhout investing in teaching did not experience improved achievement.’
lDarlmg -Hammond and D. Ball, 1997) .

i

‘1 CPRE study of 8 states engaged in “capacity-building’ Ifound that many of the
tates turned to external infrastructures and groups to prov1de professxonal

evelopment (e.g., intermediate education units or reglonial centers). Sta'tes also
rew upon the expertise and support of state subject- matt‘er associations or other

rofessional organizations, developed professional netwqus of teachers,|schools

nd districts, and encouraged universities to provide assistance to/K-12 schools.
Massell 1998) This decentralized strategy was drivenin part b)q resource
onstraints and by the prevailing wisdom that people whcl) are in regular and close
ontact with teachers and schools are in a better position to offer advice and

Il .
ssistance. I
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dttached recommendation — is this something we shoulcﬁ address in ESEA?
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b Where are we with this option? | know it is part of HEA but it was
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POSSIBLE OUTLINE FOR ESEA | |

IState Teacher Quality Enhancement Grants .
Strengthen teacher licensure and certification standards (%} honeHA—
EH\, Hold schools of education accountable - : i
C. Create alternative pathways to teaching . | N M\MU‘\ ~

d. Recruit high-quality teachers

AT o
Teacher Training Partnerships ‘ N P
Improve teacher education in high need areas ‘ i
Strengthen collaboration between arts and sciences and faculty to improve w4, O
content knowledge of teachers Lo ,
Strengthen collaboration between IHEs and LEAs to ensure that prospective %
teachers are well jprepared for the realities of the classroom ‘

|

Ille‘cruitment Partnerships

a., Meet the needs of local school systems for specific types of teachers

b. Design programs with the needs of teacher candidates in mind (scholarshlps
, support services, and induction support)

. | :
InduclLon is a small piece of both the teacher training and recruitment partnerships

" ESEA ‘ | St wdS—

L

I
@ Teacher Quality Enhancement Grants
Implement new compensation models
'Internships/apprenticeships for mid-career people who have content
knowledge but no practical experience
Improving hiring practices
‘Peer review and accountability measures
Parents right to know y
'End the practice of out of field teaching (technology may be very helpful here
with distance leaning and the Virtual High School; part- -time positions, etc.)
|
”In'd:u:ction Program
a.”' Partnerships between IHEs and LEAs
b LEA programs such as mentoring, reduced work load, etc. |

Mo Eoe . oP

School Leadership Program .

a. Address the role of principals as instructional leaders who support teachers in
" their growth and development. .

‘b Recruitment, preparation, and ongoing support for school leaders (probably
1nvolves partnership between IHEs and LEAs. '_
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Br ofessmnal Development (in-service) S i HM

a|" Whole school/team of teachers addressmg achievement goals or implementing
standards : |

bl Narrow use of fundls to require best practices outlined in II. #2 and/or focus on
student content anc. performance standards l

Te

echnical Assistance? — :?;2
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9/1998
PROFESSIONAL DEVELOPMENT |
EXCERPTS FROM RESEARCH AND PRACTICE (BY TOPIC)
That support P.D. Options

What Defines Professional Development?

Professional development for teachers can be defined as activities in which a teacher learns

from otlhers about how to improve his or her teaching,

(R. Herman, “Evaluating the Effects of Professional Development on Instructional
Practices”; 1998, American Institutes for Research [AIR])

“The goal of professional development for teachers is increased stucent learning.”
(NEA, Statement of the NEA on Teacher Training submitted to the subcommlttee on

over 315111t & investigations ccmmittee on education and the workforce, U S. House of

Representatlves July 1998)

Adult learning is enhanced when adults are allowed to work with colleagues to solve a
work- related problem which they identified and that represents a collective concern.

Adult leanners are able to achieve extremely high levels of implementation when support is
provided after initial training.

(D. Col;lms Achieving Your Vision of Professional Development; 1997, SouthEastern
Reyona] Vision for Education [SERVE] regional education laboratory)

Values and shared beliefs often define professional development. Horsley, Hewson, Love,
and Stlles (1998) offer their values, as follows:
1. Professnonal development experiences must have students and their Iearnmg at their
core‘l—by that All Students are meant.
2. l Pedagogical content knowledge—that is, knowing how to teach specific content
concepts and principles to young people at different developmental levels—is the
unique province of teachers and must be the focus of professional development.
Pnncxples that guide vhe reform of student learning should also guide professional
o ’ learning for educators.
4. ! ‘The content of professional learning must come from both inside and outside the
5 Dy learner, and from both research and practice.
5. Professmnal development must both align with and support system based changes that
ﬁ N promote student learning.
(Horsley Hewson, Love, and Stiles, Designing Professional Development for Teachers of
Science and: Mathematics;, 1998, The National Institute for Science Educanon)

Who aré th‘e Designers of P.D.?

Proposals for'improving our school system have shifted from efforts to “fix” the efficiency
and eﬁéci“tiveness of the currert system to fundamentally rethinking how schools are

|




designed, how teaching and learning are pursued, and to setting higher standards for
students and teachers. |

The importance of continuing education of responsible parties in a support system for
professional development cannot be overemphasized. The quality of the staff
development program is determined by the quality of the decisions that drive it. Persons
new to .decnsmn making roles regarding professional development are sometimes
unfamiliar. with the area and start off with a limited ¢ ‘workshop” mentality. Their vision
needs to be expanded. '

The selection or design of quality professional growth activities or approaches is a major
hurdle for many staff development planners. Success requires appropriate matching of
approacHhes to local needs (1d=ntified through a careful, but not overly complicated,
assessment process), thoughtful planning, and conscious application about what is known

about effectiVe staff development.

o
Continuing to Learn: A Guidebook for Teacher Development; 1987, National Staff
Develoﬂ)‘ment Council

t

What are the New Paradigins for PD?

Legirim'i’zin}," the Paradigms

Compel‘lmg, findings about teacher learning and professional development provide
g,u1dance|z for conceptualizing reauthorization language. As Florio and Knapp (1998)
conc1selyll summarize the research findings, powerful professional deve]opment

(N Focuses on challenging, standards-based teaching and learning i in pamcular subject
areas and is guided by a vision of how all students can engage in that learning.

(2) Embeds professional lzarning in the context of the school and the needs of each
shltool as a system with its own integrity. !

(3) Balances individual and organizational priorities in determining the content of
p|10f65510na1 developm.ent activities.

(4) s gro'unded in principles of adult learning within professional, collegial
communities.

(5) bupports and reinforces new roles and responsibilities for teachers and principals,
as lea of change, and master coordinators.

(6) S‘upports educators’ learning through an infrastructure that is more peer-based
than hierarchical and, ‘whenever possible, at the work site.

Time fon'nPnofessnonal Learning i

i

A critica issue in planning staff development is time—in particular, how to find it.

Teacher|learning must be viewed as an integral part of school life-—rathér than a frivolous
extracurlrlcular activity—and time must be allocated for it.

|
|
f
f
|
!
|
|



y
!

Time is|alsoja red herring. Sometimes the real issue is not lack of time, but better use of
the time that does exist. Sometimes the real problem is not lack of timel but innovation
overload, too many new programs going on at the same time.

(Contm%nngrto Learn, NSDC)

Dcsignilng/Planning Professional Development
.

[

The development and maintenance of professional development for teachers cannot be left
to change or to administrative initiatives alone. Designers of P.D. must think
prngrmlmmpcally—developlng and then working within a formal structure dedicated to
the ongoing development of tzachers.

(Continllinqntlo Learn, NSDC !
|

|
District roles in school reform

Too many dlstrlcts assume that if schools are free to adopt unique, comprehenswe
schoolw1de dpproaches to education reform, then there is little for the district to do. They
assume that reforms will occur only at the school level and that little change will be
requned in the district; that 1s fact, the district’s responsibilities may lessen because of the
roles a<sumed by design teams. The opposite is the case. Districts are crucial to making
school- btsed reform work and many will have to learn new ways of operating in the
process| At
(CPRE P.ollcy Briefs, “States and Districts and Comprehensive School Reform”, May
1998) } w
The Dlstnct 2 case provides compelling evidence that local districts can play an active and
influential lole in.mobilizing resources to support sustained improvement:in teaching
practlce ] Fulrthermore the case demonstrates that local districts may have certain
“natural}] advantages in supporting sustained instructional improvement’ through
professional development Districts can achieve economies of scale in acquiring the
services ot consultants; they can introduce strong incentives for principals and teachers to
pay atteiition to the i improvem.ent of teaching in specific domains; they can create

opportunlltnes for interaction among professionals that schools might not be able to do by

themselvesI and they can mak: creative use of multipocket budgeting to generate
resources tolfocus on instructional improvement.
| I
Howeverl it is also clear that very few districts currently play this rolé and that very
few local admlmstrators have the knowledge, managerial skill, or apparent interest that is
requtred. ‘to play this role well. District 2 is a unique example of the will to change.
(R. Elmore, lnvestmu in Teacher Learning: Staff Development and Instructional

Improvement in Community School District #2, New York City; August 1997, NCTAF
and CPRE) i |

!
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Embeddmg the Use of Technology in Professional Development |
IS
. |
Four pr'inciples surround the use of technology as it relates to teacher learning:

o Eﬁ'eictlve classroom use of educational technology requires well-informed and highly

proﬁCIent teachers.

. Plofessmnal developraent in the use of educational technology should be integrated
| with other efforts to improve instruction.

 lmprovement of professional development, both preservice and inservice, should also

have as an objectiv: the long-term systemic improvement of the providers.

. F0| teachers (whether prospective or experienced) to use technology well, they must

avé ongoing support and continued access to information on usmg, it to improve

\ teaching and learning,

(Chuck ILovett ESEA reauthorization options paper on “Technology Prosc,rams

Professional Development Options”, 9/21/98)

o

Addressing Teacher Development Continuum

gl

Reco&,nlition‘ of the embeddedness of education policy domains is critical to the
developlrlnent of a new model for professional development. The sq,mﬁcant
interdependencies between expectations for teachers’ change and the various domains of
educatlon pohcy—curnculum assessment, evaluation, credentialing, and so on—have
obvious lmphcatlons for teachers’ ability and willingness to change. Expectations and
supports for‘ teachers’ professional development cannot be understood separate from this
broader! ‘con}text_

(DaxlingJ Hammond & McLaughlin, “Policies that Support Professional Development in an

Era of Refor|m in Teacher Learning: New Policies, New Practices edited by McLaughlin
and Oberman 1996, Teachers College, Columbia University)

|
The Urgencv for Quality Teachers
The nation s‘ schools will need two million teachers during the next decade Additionally,
while the U. S loses about Y4 of all new teachers during the first 1-3 years of teaching, the
attrltlonlllalte of new teachers 'n high poverty schools is much greater than in other
popu]atlon areas. Yet schools most impoverished and challenging continue to be the
schools |where new teachers are assigned, provided heavy teaching assignments and given
few resounces to meet the challenges of students with the greatest need. A great demand
for new prmc1pals is a simultaneous crisis.
(NCTAE, 1996; NCES data, 1994)

Many teaChe'lrs lack depth in the content they teach, mastery of content pedagogy, and
sufﬁclentl understandmg about the diverse students they teach, particularly those in high
poverty schools A large percentage of teachers nationally report that they have never
part1c1patcd in professional development activities to assist them in addressing the learning
needs oﬁLEP students and students from culturally diverse backgrounds.

(K. Hay.cock “Good Teaching Matters: How Well-Qualified Teachers can Close the

|
I
(l | |
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Gap”, in| Thinking K-16 by Education Trust, Summer 1998)

Out-of-Field Teaching (Secondary Level)
e In recent years, more than 50,000 people who lack the training required for their jobs
entered teaching annually on emergency or substandard licenses.
¢ Nearly one fourth (23%) of all secondary teachers do not have even a minor in their
main teaching field. This is true for more than 30% of mathematics teachers.
e Among teachers who teach a second subject, 36% are unlicensed in the field and 50%
lack a minor.
o Fifty-six percent of high school students taking physics science are taught by out-of-
field teachers, as are 27% of those taking mathematics and 21% of those taking
English. The proportions are MUCH higher in high poverty schools and in lower-
: track classes.
e In'schools with the highest minority enrollments, students have less than a 50% chance
of getting a science of mathematics teacher who holds a license and a degree in the
' field in which they teach.
(L. Darling-Hammond, “Doing What Matters Most: Investing in Quality Teaching”;
Nove1119e1‘, 1997, prepared for the National Commission on Teaching and America’s
Future)

]nductibn: The New and Beginning Teachers

Newly li:censed teachers are prepared to begin to teach, but they are not thoroughly
proficient. They are also not ready to fine-tune their competence without assistance and
support. Almost a decade ago, researchers in the Association of Teacher Educators
(ATE) made a strong case for beginning teacher assistance programs.

“Beginning teacher assistance programs are part of a larger continuum of learning to
teach. They must be considered in terms of what occurred before and what is apt to occur
after the phase of teacher education they represent. Programs cannot realistically be
specified in terms of time. Different beginning teachers take different lengths of time to
achieve sutticient independence to function with only minimum support.

(Huling,‘ O’dell, 1shler, Kay, Edelfelt, Assisting the Beginning Teacher; 1989, ATE)

How do we define induction programs for beginning teachers?

The National Commission on Teaching and America’s Future (NCTAF) and prior to their
report, the Holmes Group, recommended that universities preparing teachers (at both the
undergraduate or graduate levels) add a 5™ year of study, creating extensive internships
with master teachers in partnerships such as professional development schools. The
prototypes ot extended clinical experiences (at least 30 weeks up to a year) are carefully
chosen sites that support the ideas and practices presented in simultaneous, closely
interwmj/en coursework between teachers and teacher educators. Some experts refer to
this extended, sometimes paid experience, as part of the Induction period. -

Other educator groups define Induction as only the first year of a teacher’s salaried



|

|

teaching experience, while others use the term to encompass the first three years of
teaching experience.

The NEA and AFT promote Induction support for any teacher who is new to a school,
regardless of previous teaching experience, or new to a grade or specific subject area.
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Current provisions

Data

The 1995 National Education Goals Report showed that 40% of all teachers
| reported they had LEP students in their classrooms, but only 29% had
received any training to teach LEP students. Further analysis of these data
l points to several types of professional development needs for American
| teachers. Secondary school teachers have a particular need for training in
| methods to teach LEP students, as 43% of secondary teachers reported
' having LEP students in their classrooms, but only 22% reported having
received any training to teach LEP students. Analysis by urban, rural, and
suburban setting showed similar gaps for each type of setting between
teachers with LEP students in their classrooms and those with training to
provide them services. There was also a substantial gap for teachers
teaching LEP students and having received training to teach them for
teachers with more than 10 years of experience. The overall trend shown by
! these data points out to the increasing need for teachers in all grade levels,

all settings, and differing years of experience for learning how to teach LEP
students.

The 1993-94 Schools and Staffing Survey showed that 25.8% of schools found
i it very difficult or impossible to fill vacancies for ESL or bilingual education
(Table 7.4a). However, only 10.1% of districts provided free training to
prepare staff members to fill current or anticipated shortages in bilingual

I education or ESL. (Table 7.5) (Schools and Staffing in the United States: A
Statistical Profile, 1993-94.)

According to 1993-94 SASS data, only 2.5% of teachers who teach LEP

‘ students actually have an academic degree in ESL or bilingual education.

! (1993-94 Schools and Staffing Survey: A Profile of Policies and Practices for

’ LEP students: Screening Methods, Program Support and Teacher Training.)

{ The number of public school vacancies in ESL or bilingual education positions
increased between the 1990-91 SASS and the 1993-94 one, from 7% to
25% (A Profile of Policies...)

87% of teachers who teach in classrooms where more than 50% of the
population is LEP have received training in teaching LEP students. Only
19% of teachers who teach in classrooms where fewer than 10% of the
population is LEP have received such training. (A Profile of Policies...) This

| same pattern is reflected regardless of the subject being taught. (Are LEP

| students Being Taught by Teachers with LEP Training?)

| For teachers with less than 25% LEP students in their classrooms, English

| teachers are more likely to have received training on teaching LEP students
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(Are LEP Students Being Taught by Teachers with LEP Training?)

“..more teachers instructing LEP students in urban schools, in schools with 20

percent or more minority enrollments, and in schools with 20 percent or
more students receiving free or reduced-price lunches have received
training in teaching LEP students, compared to teachers in rural schools, in
schools with less than 20 percent minority enroliments, and in schools with
| fewer than 20 percent of students receiving free or reduced-price lunches”
! p.16 (A Profile of Policies...)

| In the West region, where 12% of students are LEP, almost half their teachers

(47.3%) had receiving training in teaching them. This proportion decreases

with declines in LEP student population. In the Midwest region, where 1.4%

of students are LEP, 11.6% of their teachers had received training. In the

Southern region, where 5.1% of students are LEP, 29.0% of their teachers

had received training. In the Northeastern region, where 4.4% of students

are LEP, 21.5% of their teachers had received training. (Are |_LEP students

Being Taught by Teachers with LEP Training?)

\ The Ramirez study found that teachers questions to LEP students tended to be

straightforward requests for information, rather than questions that allow

| students to cognitively construct language and content

Ramirez- teacher interactions limited LEP students opportunities to produce

, language and complex language

Ramirez- teachers provided passive learning environments, limiting students
opportunities to produce complex language and develop higher order
thinking skills

Ramirez- The Ramirez report found differences in specialized training for
teaching LEP students among teachers in different types of bilingual
programs. Teachers in late-exit bilingual programs have had the most
specialized training to work with language-minority students than their

L counterparts in early-exit or immersion programs.

| The Ramirez report found differences in Spanish language proficiency in

‘ teachers in different types of bilingual models. Late-exit program teachers

| were more likely to be sufficiently fluent in Spanish to teach in it, but
teachers in immersion and early-exit programs were not sufficiently
proficient in Spanish to teach in it

“Teachers in each program aiso differ markedly in their attitudes on how limited-

English-proficient students should be taught, essentially concurring with the
underlying rationale of their respective instructional models.”

| The Ramirez report found differences in specialized training for teaching LEP
| students among school administrators in different types of bilingual

‘ programs. Administrators in late-exit bilingual programs have had the most
f specialized to work with language-minority students than the.r counterparts
\ in early-exit programs, who in turn have received more such training than
their counterparts in immersion programs.

| LEP students appear to be particularly at risk for reading difficulties, as low
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English proficiency is strongly associated with reading difficulties. LEP
students also posses other characteristics which individually are associated
with reading difficulties, such as SES, school quality, and home literacy
background. (NAS Reading Report)

Services oriented to training parents to enhance the home literacy environment
can improve children’s development of skills necessary for reading. (NAS
Reading Report) '

One key feature related to the success of Even Start Programs is using a
meaningful and useful curriculum, including the use of English-language
instruction. (NAS Reading Report)

“The social adjustment of Spanish-speaking children in English-medium
classrooms lagged behind that of other children in the same classrooms,
whereas that of the children in the Spanish-medium classroom was greatly
advanced over both groups. Given the power of preschool children's social
development to predict long-range outcomes, including literacy, these
results are striking.” (p. 156 (NAS Reading Report)

Initial literacy in a second language is more likely to cause reading problems
and lower long-term literacy attainment than initial literacy in the first
language. (NAS Reading Report, p.234)

Culturally accommodating student instruction enhances student engagement
and participation in the classroom. (NAS Reading Report, p. 244)

“..the process of determining appropriate [reading] interventions must take into
account the characteristics of students who are at risk for failuer” (p. 246
(NAS Reading Report)

“To the extent possible, non-English speaking children should have
opportunities to develop literacy skills in their homwe language as well as in
English” (NAS Reading Report, p. 246)

“In classrooms in which teachers use effective teaching and organizational

strategies and appropriate materials, most children make progress.” (NAS
Reading Report, p. 278)
Teacher preparation on teaching how to read should include the process of first

and second language development, production, and understanding. (NAS
Reading Report, p. 284)

Teachers who work with LEP students need to have continued access to
training, research, and models of effective practice on how to work with LEP
students, along with specific training on reading instruction. (NAS Reading
Report, p. 295)

Teachers instructing LEP students on reading in a non-English language
should have an understanding, strategies, and techniques about teaching in
reading in the specific language. Specific features in different languages
may require different reading instruction techniques. (NAS Reading Report,
p. 297)

Teachers instructing LEP students on reading in English must be prepared to
help their students to learn to read in English at the same time they learn
English. (NAS Reading Report, p. 297)
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1 “Children who are at risk for reading difficulties should be identified as early
as possible.” (NAS Reading Report, p. 318)

1 Learning to speak English first is important to learning to read in English. P.
324. LEP students should be given the opportunity to develop literacy skills
in their native language. (NAS Reading Report, p. 325)

1 State certification requirements and teacher education curricula should
incorporate information about the needs of LEP students, and how to teach
them to read; teaching students to read in another language, for teachers
that will work in those settings; and information on learning to read a new
language at the same time English is being learned, for teachers that will
work in such settings. (NAS Reading Report, p. 330)

1 Every school should have access to personnel with specialized experience
an training on overcoming reading difficulties, such as ESL teachers, '
reading specialists, and clinicians. (NAS Reading Report, p. 333)

Title VIl Teachers and Personnel Grants provided training geared towards ESL
or bilingual certification to 1,298 inservice teachers and 1,010 preservice
teachers in 43 projects during FY98. Ten projects also provide bachelors
degrees, 18 provide masters degrees, and 5 provide both bachelors and
masters degrees. Evaluations of previous reauthorization’s training

programs showed that 93% of project graduates held a position as an

educational professional. 77% of program graduates held a position serving
LEP children.

The area of the professional preparation and development of teachers is
another critical problem. The shortage is not just limited to bilingual
education teachers, but also extends to teachers of all programs that serve
L.E.P. students. The recently completed efforts of the Nationa! Board for
Professional Teaching Standards to develop standards for Bilingual and
ESL Teachers should be applauded as the "deluxe” model, but the
magnitude of the problem is staggering when we look at the other elements
ofiprofessional preparation such as schools of education, state certificate
requirements, professional development models, and Title VIl incentives. In
addition, current knowledge about the effectiveness of strategies for teacher
education and the assessment of teacher knowledge and skills is very
limited. Lawmakers should demand a systematic inquiry into ways to
understand, support and coordinate all of these efforts. Briefing by Dr. Keniji
Hakuta at the Aspen Institute: Seminar on bilingual education with
Congressional leaders (from Dr. Hakuta's website at Stanford University)

A well trained teacher must know, not only how to provide instruction to LEP
students, but also how to assess LEP students in a manner that reflects
what the students know and can do. LEP students at particularly low levels
of English proficiency will not be able to show their achievement in content
areas in the English language. In addition, these teachers must also be
able to assess students= English proficiency, in order to make judgements
about their students academic achievement, growth in English proficiency,
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and entrance into and exit out of bilingual/ESL programs. (misc/biledsec)

Concerns/lssues/Problems
Recommendations

Given that

LEP students tend to be concentrated in high-poverty schools

Low-income LEP students attend schools are poorer than those attended by
low-income non-LEP students

a large percentage of Title | students are LEP

Title | serves more LEP students than Title Vil

There should be a specific requirement in Title | for teachers in Title | programs

to receive traning in teaching LEP students. This requirement might be tied to

- a specific proportion of LEP students in the school

the proportion of non-English speaking minorities in the district or region

a trend showing a specific amount of growth in LEP students in the district or
school

specific changes in the needs assessments and other plans.

Add language in Title | that makes an allowable expense to use funds for
standards development to set up or enhance certification requirements for
bilingual education or ESL professionals in the state.

NAS reading study
Given the increasing numbers of minorities involved in substance abuse, the
Safe and Drug Free Schools Programs should contain a requirement for

professionals to receive training in dealing with the needs of minorities and LEP
students in the cornmunity

Ramirez - The quality of training programs for teachers of LEP students needs
to be improved in both pre-service and inservice training. This training should

be geared to helping teachers provide active learning environments for their
LEP students.

Ramirez- Disseminate effective training models that help teachers provide a
more active learning environment.

Non legislative recommendation: Convene states that do not presently have
certification requirements for bilingual education or ESL professionals to
discuss how the state could establish them.
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PROPOSED PROFESSIONAL DEVELOPMENT
OPTIONS FOR ESEA REAUTHORIZATION

Recommended: A new federal organizational structure focused on comprehensive

reofrm functions. The chart (Figure 1) above represents how the funds from the

selected OESE programs are merged under a common standards-based reform
vision. It is proposed that a larger investment (50-60%) of all program funds in this

unit be directed to standards-based professional development for educators who

work in or aspire to work in high poverty schools. All research emphasizes that for

successful implementation of standards-based reform, professional development for
teachers and principals is essential.
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Recommended: fe rganizati g fi n comprehensive

reform functions. This proposed unit would guide the ESEA program work with
States and local districts. This type of structure would enhance the implementation
of standards-based reform for the most vulnerable students in high poverty schools.
The proposed options range from structures of coordinated ‘stove piping’ of

. programs to a new configuration that merges programs. Option 1 maintains the

| current programs, however, all options propose that 50-60% of the combined funds
be used for professional development activities for educators who work or aspire to
|

|

work 1n high poverty schools. The following chart attempts to display three options
for a comprehensive reform unit.

50-600 Sor
voly. Develog

Title I set aside added for .
paraprofessional carcer
paths to teaching
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OPTION 3

Allocate total funding to state, flow through
with % to local school districts for PD in

high poverty areas, and

% to universities/colleges Who prepared teachers

to work with high poverty students.

[formula and discretionary]

OPTION 1 . OPTION 2
Retain carrent program Allocate small % to SEA and
Stanrtes|and create legislation provide funding directly to
To n:qu'u % program to districts with greater percentage
Allocate % finds to flow through to high poverty
Professional Development & schools.
Eg:lgcat&n for high poverty . [formula and discretionary]
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Option 2: Pros and Cons

Pros:
O Channeling funds directly to the school building level, especially high poverty schools, will
support the idea of putting money where it will have the most impact.
0 The number of teachers teaching outside of their fields of expertise could be more directly
addressed. The number of new teachers who may require additional supports can be
better served through the larger percentage for induction activities. .
O Maintaining a small percentage at the State level for administration and State-wide -/ £ “j 7
initiatives will reinforce the State as the central unit for providing leadershnp%nd——‘m\) V4 Vﬁ/’%’ 1o
—demenstration-activities fordistrets-—-.—— AL, Fan i
a Providing funds to the areas with the highest levels of poverty will address the shortages g
that exist for experienced, qualified teachers.
a

The partnership between LEAs and IHEs will stimulate the desn$ of programs ~
custornized to the needs of particular high poverty communities! & cin also se(‘ve to
inform the higher education community about the areas in which teacher candidates need
to bg)re are;l 4

age d:stncts and schools to conduct thorough professional
development planning based on the results of aneeds assessment ,

}
/»/\/) ,/\ € '6’1&/ 'j‘&//

There would be relatively fewer federal funds for professional development in non-poverty
areas.

SEAs may argue that a higher percentage is needed to provide leadership activities for
large numbers of LEAs, especially in States that have larger student populations.
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OPTION 3:

Allocate total funding to State, flow through with Y4 to local school districts for professional
development in high poverty areas, and Y to universities/colleges who prepared teachers to work
with high poverty students. Formula and discretionary grants.

Pro:

Q This option is crosscutting forcing coordination of program resources and collaboration at
the Federal level.

O This option would make an investment in the community, there would be a greater
retention of teachers in high poverty schools, and a greater commitment for local
paraprofessional to obtain teacher licensure to remain in the community providing needed
role models for ethnic diverse populations.

0 This option would stimulate partnerships between colleges and universities and schools to
design programs that are customized to the needs of particular high poverty communities.

ad This option could provide the impetus to the State to align teacher certification
requirements and preservice training with academically challenging State standards.

g This option could permit the provision of incentives for teacher effectiveness tied to
student outcomes.

0 This option would strengthen the relationship between schools and universities and
colleges to enhance the skills of administrators in high poverty school districts.

a This option could help fund resources to ensure access to technical assistance and
information on research into proven data-driven practices.

0 This option could have the effect of upgrading teacher training programs in colleges and
universities.

a This option encourages teachers to give back to the community while addressing the

disparity and abundance of teachers who are attracted to more school districts.
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Con:

This option encourages teachers to give back to the community while addressing the
disparity and abundance of teachers who are attracted to more school districts.

The teachers with the weakest credentials and most limited expenence would be assigned
to schools in greatest need of experienced high calibre instructional staff.

This could place a burden on school districts to acquire and fund substitute staff while
existing paraprofessional staff are in training.

This option might diminish support for at the SEA and LEA levels if it is not seen as
having the same focused impact as the old categorical programs (i.e. Title II).

Political support would be support diminished by Congress members whose constitutents
who would not directly benefit from funding that focuses on already established poverty
formulas.

There is no guantee that the research would provide quantifiable, valid information to
measure the effectiveness of teacher training practices.

This might cause a backlash from legislators who believe that more funding should be
targeted to the elementary and secondary levels.

There is potential for less of a partnership among SEA, LEA and IHEs and possibly
bypassing decisionmaking and planning at the LEA level.

Although setting aside monies for professional development appears attractive, the
question is whether the monies will bring about positive results. Will the funds upgrade
the quality of teachers (paraprofessionals) or will it fatten the wallets of college,
universities and private consultants?
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Professional Development Options for Reauthorization

The Vision: To ensure that all teachers and school leaders in every State
and local school district are provided access to powerful professional
development opportunities in order to support challenging, standards-
based teaching and learning by all students, pre-K through 18.

" This vision that supports teacher quality is based on the body of knowledge presented
repeatedly by practitioners, researchers, policy-makers, professional association leaders,
and service providers.

I. What do we know about professional development?

Compelling findings about teacher leaming and professional development provide
guidance for conceptualizing reauthorization language. As Florio and Knapp (1998)
concisely summarize the research findings, powerful professional development:

(1)  Focuses on challenging, standards-based teaching and leaming in particular
subject areas and is guided by a vision of how all students can engage in that
learning.

(2)  Embeds professional learning in the context of the school and the needs of each
. school as a system with its own integrity.

(3)  Balances individual and organizational priorities in determining the content of
professional development activities.

(4) s grounded in principles of adult learning within professional, collegial
communities.

(5)  Supports and reinforces new roles and responsibilities for teachers and principals,
as leamers, leaders, designers, team players, managers of change, and master
coordinators.

(6)  Supports educators’ learning through an infrastructure that is more peer-based
than hierarchical and, whenever possible, at the work site.

B. Why hasn’t our knowledge of professional development more effectively supported

standards-based reform?
Recent emerging evidence tells a story about why the standards-based reform supported

by Federal and State education leaders has moved far more slowly than anticipated. The
“lessons learned” (Florio and Knapp, 1998) include these poignant ones:

(a)  Local policy leaders greatly underestimate what it takes to provide learning
opportunities grounded in challenging standards for all.
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In particular, they underestimate the amount of new learning educators
(including themselves) must do, and the extent of support or technical assistance
entailed.

Local and state incentive structures, not to mention those built into Federal
programs (e.g., within accountability systems), have yet to focus on the
importance of professional leamning and the allocation of effort or resources that
are needed to provide for this ongoing need.

Local, regional, and State capacities for providing the requisite support for
educators’ learning is often inadequate.

The needs are especially acute in districts serving the most vulnerable children.

A serious and entrenched disconnect between preK-12 systems and higher
education continues to be reinforced by Federal legislation and funding. The
divisiveness conceived by the first ESEA in 1965, mitigates against “shared
responsibility” for teacher quality, and indeed, against the alignment of content
standards at all education levels. . (Hawley, [NPEAT); AACTE; ATE, 1998)

“In short, Federal programs have yet to send a compelling message to the local level
about integration of effort across programs and about the nature and support of
professional learning in pursuit of standards-based reform goals. Moreover, there is little
evidence that, as currently configured, Federal investments in professional learning help
to amass a sufficient pool of resources...in the most productive ways possible.” (Florio
and Knapp, 1998)

C. What critical issues must be considered for Professional Development?

Make Professional Development.a major purpose of Federal investment in ESEA
and in all Departmental Offices.. Professional development is cross-cutting and
must be supported in all programs in order to achieve implementation of
standards-based reform. This will require planning and coordination among
Departmental principal offices in yet unprecedented ways. For example, it is time
for technology to merge with professional development to improve teaching and
learning. What Federal program design could foster greater focus on P.D,
across all POCs?

. Provide Incentives for Accountability in Professional Developnient. Districts

and schools should be encouraged to develop processes for assessing the link
between professional development and student achievement. It is exceedingly
difficult to create and conduct a research study that convincingly links staff
development and student achievement. So many factors can affect
achievement—such as physical conditions of schools, economic conditions of the
community, the number of schools a student attends—that singling out the effects
of staff development is almost impossible. (Killion: National Staff Development
Council, 1998) Linking teacher preparation to student achievement presents an
even more complicated dilemma. (Darling-Hammond, 1998)

What incentives could be used to have districts focus on P.D. accountability?

P.9r12
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Support Capacity Building through Increasing Standards-focused Technical
Assistance. Teacher and principal quality is dependent upon a larger technical
assistance system which includes capacity building of both school-based and
university-based educators and those persons who design, create policies for, and
provide funds for professional development. (Loucks-Horsley, 1998; Sparks,
1998; Darling-Hammond, 1998; Florio and Knapp, 1998; and others) If Federal
dollars are to reach the high poverty classroom in order to support teacher
networks, partnerships, teacher research, National Board Certification, and school
improvement teams involved in indepth discussions about student work, then we
must focus the Federally supported efforts. Incentive structures and related
technical assistance must be improved to meet the serious demand for qualified
teachers and principals in schools for high poverty. What program incentives
can support technical assistance for professional development in high poverty
schools?

Scale up Activities that Improve the Infrastructure for Teacher/Principal Quality.
Most important will be the critical need to attend to the infrastructure that
supports professional learning. Without a coherent infrastructure, Federal efforts
will continue to be inadequate for implementing a challenging, standards-based
educational system. As “research has shown...teacher and principal performance
has a profound effect on student learning, so reform efforts should concentrate on
improving teacher performance. The continuum of teacher education must be
considered in order to affect teacher performance. This continuum includes
recruitment, initial teacher preparation, beginning teacher needs, and continuing
professional development.” Academic and professional standards must include
knowledge about best practice and current research. (Association of Teacher
Educators [ATE], 1998) The same recommendation was forwarded by the
National Commission on Teaching and America’s Future, 1996. Data from a
variety of sources spanning over decades have shown that a fragmented approach
to teachet/principal quality have little impact. How could the programs be
designed so that the infrastructure needs are addressed in multiple ways?

Use New Program Strategies to Ensure Greater Equity It is well documented that

schools in high poverty areas with concentrations of special needs students
consistently have the least experienced teachers, and the greatest attrition of
educators (e.g., high number of out-of-field teachers and unlicensed teachers;
lowest salaries, few opportunities for high quality professional development, lack
of mentoring, coaching, access to networks, and fewer resources.) Statistics also
‘show that recruitment needs to be focused not only on ensuring that we have
enough teachers, but on also on recruiting a diverse teaching force that represents
the American population if majority and minority students are to experience
diverse role models.(NCTAF, 1997) The need to focus professional development,
preservice and inservice, on high poverty areas and special needs students is
urgent. How should programs funds focus the greater portion of Professional
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Development monies on districts and schools that serve the most vulnerable
children (high poverty areas and special needs students)?

D. What Strategy should Elementary and Secondary Education use in its
Continued Support of Effective Standards-Based Reform? |

Duringi 994, educators committed funds and substantial effort to the standards reform
agenda. Only four years later, there are numerous gains in this agenda; however, we
-recognize that much remains to be done to impact teaching and leaming at the classroom
level. We know that change takes time, moves through different phases, and requires
new learning by all the people involved. Therefore, there is consensus that the OESE
will continue to be guided by the goals of 1994. The mission remains the same, but the
reauthorization strategies need reshaping. Findings from evaluation of professional
development in the Eisenhower program, for example, indicate that the funds were too
limited, too unfocused, and dispersed too broadly to have the needed intensive effect on
standards-based professional development. It is clear that in most cases the funds are not
reaching the targeted groups with the most urgent needs (teachers in high poverty
schools, especially beginning teachers and their mentors, and university faculty preparing
teachers and principals.)

“As set forth in its 1994 reauthorization, ESEA already places clear emphasis on

standards-based teaching and learning. With appropriate adjustments in the

reauthorizing legislation, these programs collectively could offer schools a major

professional development resource, far beyond what they use at present. In so

doing, these programs would go a long way towards achieving not only their

particular legislated purpose, but also the larger goal of oﬁ'ermg a high-quality,

challenging education to all students in the nation’s schools. ”(Flono and Knapp, / 92+
st o ) Prpesed_optens Complemtnt ffe Yropered Ttk 1 2

The four £sue areas discussed above set the base for the following options. The
proposed legislative options frame the actions to be taken by the State and local levels, as
well as the Federal level. The options will be organized around two major concepts (also
proposed by Florio and Knapp, 1998):

1) Concentration of Resources for High Poverty Areas
2) Enhancement of the Infrastructure for Teacher/Principal Quality

These two organizing concepts respond to the unanimous comments from the field, from
educational experts in professional development, and an intensive review of current
literature and evaluations. To avoid a continued “stovepipe” configuration by ESEA
programs and fragmented policies and funding regarding professional development, the
Professional Development Reauthorization (PDR) group recommends that each Option
presented in this paper be organized around a Comprehensive Unit. The proposed Unit
would combine Goals 2000 and selected ESEA programs around a common vision. Each
Option suggests which programs might best comprise the Comprehensive Unit. Two of
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the proposed Options recommended would merge the programs into a different
configuration. One Option recommended would maintain current program identity.

Option 1.

Retain current individual program e and create legislation to require each program
to allocate 50% - 60% of funds to §tandards-based professional development. Funds will

be both formula and discretionaxy

What is the structure and purpose of the unit in Option 1?

1.1

Create a comprehensive standards-based reform unit, combining several ESEA
programs with corumon purposes to ensure that the vision of powerful
professional development opportunities is achieved for educators whe currently
are working with or aspire to work with high poverty schools and special
needs students.

The purpose of the comprehensive reform unit would be to provide oversight of
standards and assessment development, making professional development the
majority portion of the Federal investment. While each program in the unit would
continue to operate with broad program statutes, the comprehensive reform unit

- would provide direction to meet national priorities. Funds (50 ~ 60%) would be

earmarked from these selected programs to foster integrative mechanisms and
incentives for professional learning in the implementation of standards.
\

What programs would comprise this unit under Option 1?

Within this Option, the comprehensive unit would be comprised of the following
programs: TitleI, Title II, Title VI, Goals 2000, TLCF, CSRD and would use
40 ~ 50% of their funds to carry out their specific statutory requirements other
than professional development. The exception would be the Title II program,
which would devote 100% to P.D.




