
December 19. 1996 • Education Daily 

ED Recognizes Five Teacher Development Programs 
The Education Department cited two schools 
and three school districts last week for effective 
teacher development programs. 

~The new National Awards Program for Model 
Professional Development offers timely exam­
ples of real results that schools and districts 
can use," Education Secretary Richard Riley 
said in a prepared statement. 

Applicants had to show how they increased 
teacher effectiveness and improved student 
learning. 

The awards went to Wilton, Conn., School Dis­
trict; Lawrence, Kan., Public Schools; San 
Francisco Unified School District; Samuel Ma­
son School in Roxbury, Mass.; and Woodrow 
Wilson Elementary School, Manhattan, Kan. 

At Woodrow Wilson Elementary School, teach­
ers are learning how to use the National Coun­
cil of Teachers of Mathematics standards. 
While boys and girls posted gains on the state's 
math assessment between 1993 and 1996, 
girls' scores jumped 20 points. 

In the Wilton School District, the teachers' 
union successfully negotiated extending the 
teacher work week from 37.5 hours to 40 
hours, which gives them time to learn new 
skills. SAT math scores in the Wilton district 
were the highest in Connecticut last year. 

For more information, contact Margaret 
O'Keefe, Education Department, 600 Independ­
ence Ave. SW, Room 6404, Washington. D.C. 
20202, (202)401-1078. 
-Regina Lightfoot-Clark 
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Executive 
Summary 

-

-1 What Matters Most: Teachin& for America's Future 

This report offers what we tlelieve is the single most important 

strategy for achieving America's educational goals: A blueprint 

for recruiting. preparing. and suppartln& excellent teachers in 
all of America's schools. The plan is aimed at ensurin& that all 

communities have teachers with the knowledge and skills they 
need to teach so that all children can learn, and all school 
systems are oraaniZed to support teachers in this wol1(. A car- · 

ing. competent, and Qual111ed teacher for every child is the 

most impartant ingredient in education reform. 
The Commission's proposals are systemic in scope-not a 

recipe for more short-lived pllots and demonstration projects. 

They reQuire a dramatic departure from the status Qu~ne 
that creates a new Infrastructure for professional learnin& and 
an accountability system that ensures attention to standardS 

for educators as well as students at every level-f'lationat. 

state, local scnool dlrtt1c:t, school, and classroom. 

This Commission starts from three simple premises: 

1. What taacttets know and can do is the most 
Important lntruence on what students /earn. 

2. Recruttln& Pf'eptlttn& and rer.ininf lood teachers is 

the ettnnJ strmeo for improvinf our schOOls. 

3. School nrform cannot succffd unless ;r focuses on 

creafinl the condltlona In wttich t111CMrs can t11acfl, 

andtMChwtll. 

We propose an IUdaeioua &all for America's future. Wrtntn 

a deeade-47/ tne yes 2006-we will provide every student in 
America wtth wtlat should be hi• or her educationaf birthngl'lt: 

access to competent. cann1. Qualified teacnin& in schools 

orpnized for succeu. This la a chatJenatnc Coal to put before 
tne nation and Its educatfonal leaderl. But if the goal is c~ 

. len&1nc and requkea unprecedented effon, It does not require 
unprecedented new tneoty. Common sense. suffices: American 

students are entlUed to teachers who know tneir subjeetS, 

understand their students ll'ICS what they need. and h.,.. 

developed the skJUI rtQUired to make leamin& come alive. 
However. based on Its~ stud'/. the Commission ~ 

fled a ni.mber of barr1erS to acni.r.;rc this goat. They include: 

• Low expectations for student performance. 

• Unenforced standards for teacners. 

• Major flaws in teacher preparation. 

• Painfully slipsnod teacher recruitment. 



Preface 

.l.s you read this report, 1 hope you will listen to the teachers, 
che parents. and the children-the real people behind the 
studies and the numbers we present here. We did. and we were 
guided by what we heard. 

One voice that made a cremendow impact on us was chat 
of Evelyn Jenkins Gunn. an English teacher from Pelham. 
New York. who explained her passion for teaching-not why 
she teaches. but why she is 'omptlilti to teach: 

[ was supposed co be a welfare statistic. ... It is becawc 
of a teacher that I sit at this table. I remember her celling 
us one cold. miserable day that she could not make our 
clothing better: she could not provide us with food; she 
could not change the terrible segregated conditions 
under which we lived. She 'o"/J inuoduce us co the 
world of reading, the world of boolu, and that is what 
she did. 

What a world! I visited Alia and Africa. I saw magnifi­
cent sunsets; 1 tasted exotic foo.-ls; I fell in love rd 
danced in wonderful halls. I ran away with escaped 
slaves and stood beside a teenage manyred saint. I visit· 
ed lakes and streams and composed lines of verse. I knew 
chen that 1 wanted to help children do the same things. 
[wanted co weave magic. ... 

As Evelyn Jenkins Gunn understands, good teachen liter· 
ally save lives. However they do it-by loving studenu, help­
ing them imagine the future, and insisting that they meet 
high expectations and standards-the best of them are magic: 
weavers. Many of us can remember such a teache~ne who 
.:hanged our lives, so gifted that he or she transported us out 
of our own time and place and circumstances and jump-start· 
ed che dreams and possibilities dw lie within us all. 

In the end. supporting me Evelyn Jenkins Gunns of this 
world-and, through chem, all of their scudcna-iJ what this 
Commission on T~ching & America's Future is about. • 

I believe che condwions and recommendations of this 
report speak for themselves. Standards for studcnu and tcaeh­
:rs are the key to reforming American education. Aa:as to 
.:ompecent teaching mwt become a new student right. Access 
co high-quality preparation. induction, and professional devel­
opment must become a new c~cher right. The reform move· 
ment of the lase decade cannot succeed unless it attends to the 
improvement of teaching. If we pay attention to supporting 
knowledgeable teachers who work in productive schools, 

American education need suffer through no more d~d-end 
reforms. 

My colleagues on the Commission have been candid with 
each other in our discussions, and they have thought hard 
about what needs to be done. We hope chis document launch­
es a grear debare about the critical link berween improving the 
capacities of teachers and the future of the United States. 
Although each of w has distinctive ideas about what needs co. 
be done. we are unanimous in supporting the recommenda­
tions of this repon. 

Finally we appreciate the hard-working staff chat facilitat­
ed and supported the process of our work. Executive Director 
Linda Darling-Hammond's vision. expertise, and unquench· 
able energy provided us with a vision of the future chat could 
be. We have been ably assisted by Associate Director Velma L 
Cobb: Communications Director E. Jane: Beckwith: 
Administrative AJsociate Marguet Garigan; Research 
AJsociates Marcella L. Bullmaster. Ellalinda Rustique­
Forrc:ster, and Veiuvira Kavemuii Murangi; and Senior Policy 
Adviser David Hasc:lkom. The staff. like: my colleagues on the 
Commission, never lost sight of the face chat Amenca·s furure 
depends on finding the best teachers, helping chem develop 
their skills to the: greatest extent, and rewarding chem for their 
work on behalf of children and youth. 

film# B. Hunt Jr. (Chllir) 
Go11trnor. St4U of Norrh Carol.i114 
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• lnadeQuate induction for beginning teachers. 

• Lack of professional dewtopment and rewards for 
knowledge and skill. 

• Schools that are struct\lred for failure ratner than 

success. 

We offer five major recommendations to address these 
concerns and accomplish our goal. 

I. Get sertoua about 1tandlrda, for botlt ltudent8 8IMl 
teachen. 

• Establish professional standards boards in ...ery 
state. 

• Insist on K1:reditation for all scnools of education. 
• Close Inadequate schools of education. 
• License teachers based on demonstrated perfor. 

mance, including teats of su~ect matter knOwtedlf', 
teaching knowledge, and teacnln& skilL 

• Use National Board standards as the benchmartc far 

accomplished teachtna. 

II. R .. nvent teacher prepantlon Md praf9llloml 

development. 

• Organize teacher education and protnstonal ~ 

opment programs around standardl for students enG· 
teachers. 

• Develop extended. gradu&tMvel teacher-preparatfan 

programs that provide a year1on& lntemlftlp In a pro­
fessional development scnool. 

• Create and fund mentortna procrams far beClnnlnC 
teachers, along wtth 9Y8tuatlon of teachln& skillL 

• Create stable, hi~ SOUtCH of profeslionel 

development. 

Ill. Fix teacher recruttment Ind pat qudtl9d te.-... Ill . 

every clauroom. 

• Increase the ability of low-wealth districts to pay for 

qualified teachers. and insist that dlstr1cts hire onty 

qualified teachers. 

• Redesign and streamline district hlrtn&. 

• Eliminate barriers to teacher mobility. 

• Aggressively recruit hig!Hieed teachers and provide 

incentives for teaching in shortage areas. 

• Develop hi~uaJity pathWays to teachinc for a wide 
range of recruits. 

IV. Encourace ud rewmd teacher knowleclp and lklU. 

• Develop a career continuum for teaching linked to 
assessments and compensation systems that 
reward knowledge and skill. 

• Remove incompetent teacners. 

• Set &oals and enact incentives for National Board 

Certification in every state and district. Aim to certify 

105,000 teachers in this decade, one for every 
school in the United States. 

v. Crea IClfloot9 tllM .. ortlftlzN far student and t..,_ 
MICCMe. 

• Flatten hierarchies and reallocate resoureea to send 

more dollars to the front lines of schOols: Invest more 

in teachers and tecnnolort and less in nontelChing 

personnet~ 

• Provide venture capital In the form of challenge grants 
to schools for teacher learning linked to senoot 
improvement and rewsda for teem efforts that lead 

to Improved pracUce and &reatar leamln&. 
• Setect. prepant, and retain principals who under· 

stand teachln& and learntn& and wno can lead hign­

performln& scnooJs. 

OevelopinC recommendations is euy. Implementing them is 

hard WOik. The ftrst step is to reco&niZe tnll these ideas must 

be pursued 1D18tt18f ea an entire tapeS1ry tt'8t is tigtitty Inter· 

woven. Pullin& on a sinll• threeCi wtU crelte a tan&I• rattler 
than tan&lble ptqpss. The second stei> la to bulld upon tne 

subatantlal wol1< that l'laa been undenaken over the past 

decade. All across tne country, successful programs for recruit· 

Ing, educatinC, and mentorln& new teacnet'a nave sprung up. 

Professional net'M>ft<I and teacher academies haw been 
launched; many edUCClon schoot programs have been 

redesllJ"ed: hl&her standards for licensing teachers and accred­
iting edtJCaUon schools have been developed: and a National 

Board for Professionat Teacnlng Standards is now fully estat> 

lished and be&1nn1n1 to define and reward accomplished 

teaching. All these endeavors. and those of many others. form 

tne foundation of this CNSllde. 

What Matters Most: TeachinC for America· s Future vii 
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What Matters Most: 
Teaching for 
America's Future 

Whm my uughttr stam school I'm hoping.for a ttach" who is sponta­
nttnu, somtont who can follow a cumcuium and ytt mttt tht mzonon­
a/ and social nttdi of chi/4rm a.s rm/L I hopt for somtont who ha.s a 
vivid imagination and ltnows how to U!t ordinary obj«tS to rtach vaiu­
abu /mans. I want my uughrn- to bt txpostd to a.s many C'U/tum and 
tthnic f!'OUPI a.s possibu, and I want ht'r' to bt acadnnicaiiy motivatt1' 
and cha/Jmgtti. That wiii uz.ftt a uach" who is smsitivt to tht individ­
ual nttdi of tach snuintt. If my uughrn- is s"1w. I want a ttachtr who is 
immtdUlttly loo/ting into th111, and if sht's surp1U1ing tht elms, I want h,,. 
to gtt what sht nttdi and P""f"IJI as far as sht can. I want a ttacht'1' who 
h111 conflia "tSoiution sltiils. who crtatn tiiscipiiru, but not from his or 
ht'r' mrotions. I want a ttachtr who U!tJ tiijfrrrnt mtthod.s and dijftrmt 
""'JS of rraching snuinta-who can thinlt in innovativt ways and cha/­
ilngr th1 chi/Jrm whiu ttaching thmr a&Minnica/Jy. 

- Laurint Canon, a motht'1' in Ntwarlt, Ntw f mty 

E very year on the Sm day of school, patents and srudenu await che 
assignment of new teachen with a mixture of eagerness and anxiety. 
Parena with clout often lobby to get their students into cen:ain classes, 

knowing that their children's learning will depend on the quality of che curricu­
lum and teaching they ate exposed to thar year. Those with means either move 
to affluent communities or cum to private schoob in the hope of finding better 
teaching. Families unable to do either, but who live within reach of a "magnet" 
school, sometimes camp out overnight to get their students registered with 
some of the best teachen in the district who :ue working in schools chat are 
orga.niz.cd to support their efforu. 

These parents spend tremendous energy in search of good tciching because 
they know wtw a diff'erence it will make to their children's future. Most of them 
an remember at least one outstanding teacher who made a difference in their own 
lives. Policymakers ate just begiMing to grasp what parents have always known: 
rhaa: teaching is the most important dement of suc:cessful learning. Teaching quaJ­
icy will make the critical diffen:nce not only to the. furures of individual children 
but to America's furure as well. 

The need for excellent teaching grows ever more pressing. On March 26, 
1996, the nation's governors and President Clinton joined bwiness leaders and 



educators in a National Education Summit co reaffirm their commitment co 
achieving higher academic standards for America's schools and studenu. The 
governors pledged co develop internationally competitive academic standards 
and assessments in each state within the next two years and to reallocate funds 
co provide the professional development, infrastructure. and new technologies 
needed co meet these gow. Bwiness leaders announced their commitment co 
support employees' involvement in their children's education, co require evi­

dence of academic achievement for hiring, and co make states' education stan­
dards a key factor in business location decisions. All che participanu pledged to 
roll up chcir sleeves and get down to work immediately to· respond co the 
urgent need for schools co improve so that all graduates have higher levels of 
skills and knowledge. Nevada Governor Bob Miller expreued the shared vi~ 
··We owe it co our children to put higher academic standards in place. If we 
don't, we're robbing them of their future." 

This sense of urgency is well founded. There has been no previous time in 
history when the success, indeed the survival, of nations and people has been 
so cighdy tied to their abiliry co learn.' Today's sociery has little room for those 
who cannot read, write, and compute proficiently; find and we resources; 
frame and solve problems; and continually learn new technologies. skills, and 
occupations. The economy of high-wage jobs for low-skilled workcn is fut 
disappearing. In contrast co only 20 years ago, individuals who do not Ncceed 
in school have little chance of finding a job or conuibuting ro sociccy-and 
societies char do not succeed at education have little chance of succeu in a 
global economy. 

Because of this, America's future depends now, as never before. on our abil-
1cy to teach. If every citizen is to be prepared for a democratic society whose 
major product is knowledge, every teacher must know how to teach students 
in ways that help them reach high levels of intelleauaJ and social competence. 
Every school mwt be organized to support powerful reaching and learning. 
Every school district must be able to find and keep good teachers. And every 
.:ommuniry muse be focwed on preparing students to become competent citi­
tens and workers in a pluralistic. technological society. 

This report offers whu we"believe is the single most important suategy for 
i.:h1eving America's educational goals: A blueprint for recruiting. preparing, 
.;.nd supporting excellent teachers in all of America's schools. Th~ plan is aimed 
H ensuring chat all communitia have teachers with the knowledge and skills 
:hey need co reach so chat all children can learn and that all.school systems are 
organized to support teachers in this work. A caring. competent, and qualified 
r:acher for every child is the most important ingredient in education reform 
.rnd. we believe. the most frequently overlooked. 

Furthermore, to be effective, such teachers mwt work in schools and school 
;vscems that are well designed to achieve their key academic mission and to 
;upport student learning. They mwr be focwed on clear, high standards for 
;rudents; organized to provide a coherent, high-qualiry curriculum across the 
grades; designed co support teachers' collective work and learning on behalf of 
rheir students: and structured to allow for ongoing parent engagement. 

The most Important contribution we as 

educators can make to the well-beint of 

children Is to enable them to deal 

effectively with their universe .... This i• 

not. of course, a trivial task. It comblnH 

a number of concerns, rangtn& from 

teachtna basic skills to readying students 

for the marketplace. In essence. it 

combines &1vtn1 them th• tools to 

analyze a situation to make an 

approprtate responH, the self.confidence 

to UM thOM toofa. and the prtde and 

motivation to UH them with excellence. 

- JOHN 5NY>;ER, CCMl'r.:T"E.lf SCIENCE :'!./<C,..£R. 

Aov.aNCEO TECHMJl.OGiES Ac.iO(M'r 

'"' Us \.'EGAS. N:O.ACA 

__ ________'llhAt. Matters Most: Teact11n1 for America's Future 3 



-

We noce chac chis challenge is accompanied by an equally greac opportunity: 
Over the next decade we will recruit and hire more than rwo million teachers for 
America's schools. More chan half che ceachers who will be ceaching cen ~ars 
from now will be hired during che next decade. If we can focus our energies on 
preparing this generation of teachers with che kinds of knowledge and skills chey 
need co succeed in helping students reach chese goals. and on creating schools 
chat use cheir talents well, we will have made an enormow concribution i:o 
America's future. 

The Mluln• Unk: _Investment In Teachers 

In 1983. A Nation aJ Risk declared our schools wen: drowning in a "rising cide 
of mecliocricy."1 Since chen, hundreds of pieces oflegi.slation have been enacted to 
improve chem. In 1989, che nation's govemon developed a set of education goals 
co further focus attention on che long-cerm work yet to be done. The goals bold­
ly projea chat by the year 2000 all our students will come to school re2dy to learn: 
they will learn in safe, drug-free environments; virrually all of them will graduate 
with high levels of academic skills; and they will rank first in che world in marhe­
maria and science. 

Seven years later, America ii still a very long way from realizing this futute. 
In.stead of all children coming to school ready to ic.am, more are living in pover­
ty and without guaranteed health care than in the past.1 Graduation rates and 
student achievement in most subjeca have remained Aat or have incre2.Sed only 
slightly.• Only a small fraction of high school students can read, write. compute, 

Mathematics and Science Test Scores of 13-Year-Olds 
lntemat1on• Assessment of EducatiOnll Progress (IAEP): 1991 
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and manage sciencific material ar the high levels required for today's knowledge· 
work iobs. According to national a.ssessments, only about l 0% of U.S. 17 -year· 
olds can draw conclusions using derailed scientific knowledge: jwt 7% can solve 
math problems w1rh more than one step; only 7% can read and understand spe· 
cialized materials; and a mere 2% can write well-developed material.' 
\1eanwhile. incernational rem continue to show U.S. high school students 
ranking near the bottom in mathematics and science.' 

This distance between our stated goals and current realities is not due to lack 
of effort. Many initiatives have been launched by legislators, educators, busi­
nesses. and community organizations to improve education, and many of these 
have had a positive effec:t in local communities. Nonetheless, we have reached 
an impa.sse in spreading these promising effons ro the system u a whole. 

After a decade of reform, we have finally lcamed in hindsight what should 
have been clear from the scare Most schoob and teachers cannot produce the 
kind of learning demanded by the new reforms-not because they do not wanr 
co. bur becawe they do nor know how, and the systems in which they work do 
not support them in doing so. Most states and school disuicts have not yet pur 
in place standards and curriculum frameworks that provide clear signals about 
the kinds of academic learning they value. They provide few opportunities for 
principals and teachers ro learn how to redesign their organizations and curricu­
lum to be more effective. And most current educators were prepared years ago in 
programs char did nor envision the kinds of challenges schools now confront and 
did not have access to the knowledge about reaching and learning available today. 

When ir comes to widespread change. we have behaved u though nation­
al. state, wd distriet mandates could, like magic wands. uan.sform schools. 
Bur all che directives and proclamations are simply so much fairy dwt. 
Successful programs cannot be replicated in schools where staff lack the 
know-how and resources to bring them to life. Wonderful cwriculwn ideas 
fall flat in cla.ssrooms where they are not understood or supported by the 
broader activities of the school. And increased graduation and testing require­
ments only create greater failure if teachers do not know how to reach sN­
dents so chat they can learn. 

On the whole, the school"ftfonn movement has ignored the obvious: Whu 
teachers know and can do makes the crucial difference in what children learn. 
And the ways school systems organize their work makes a big difference in whu 
teachers can accomplish. New courser. cesa, and curriculum reforms can be 
important stamng poinu, but they are meaningless if teachers cannot we chem 
producuvely. Policies can improve schools only if the people In chem are armed 
w1th the knowledge, skills, and supporrs they need. Srudent learning in this 
country will improve only when we focus our effons on improving teaching. 

Instead of mandates and directives, ow schoob need agreement on pwpos­
:s .ind support to meet new standards. ~ther than proclamations, schoob need 
policies and working environments chat aura est eople co teaching, 
v1~tbem superb preparation, hone their skills and commiunent io ~ 
vears1 and kee the e rofcssion by rewarding chem for their knowledge, 
skllls. and good work. ... -------

The teacher must remain the key •... 

Debates over educational policy are 

moot, If the primary agents of Instruction 

are Incapable of performing their 

functions well. No microcomputer will 

replace them, no television system will 

clone and distribute them, no scripted 

lestonS will direct and control them, no 

voucher system wlll bypass them. 
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Althou&h important, understandln1 one's 

chosen discipline is not tnOUCh to ensure 

clauroom succeH. One must 1110 

appreciate the developmental 1ta1es Ind 

learnin& styles of students: appty learnln1 

theory In indlvldual and lfOUP contexts; 

balance cla11room manaaement needs 

with the nurturtn1 and respect that al 

children need: model values required for 

good citizenship: evaluate. dnlp, and 

select motlvatinl tasks: communicate 

effectively to students and parents; and 

help students understand the 

connections amon& their subjects. [And) 

that's the short ll1t. 

- RoBE!fT FE1"S£.'I. PRl~'CIPAL. w. r CV.RICE 

M100LE SCMOOL 1N WEsrsuR~. Nrw YoRM 

I could write millions of pages about haw 

much Mr. Mustapha earn about hl9 

students •••. But just belnl a cartn1 

person does not mean one Is a &ood 

teacher. Mr. Mustapha wants to lmp9rt 

to his students the knowlffl• of th9 -biological aspects of the world around 

them, whether a student 19 In ballo 

or advanced bloloo He "8e done Juat 
that .... Thanks to hla Instruction, I 

have chosen to take bloloCJ In coll•I• 

and to major In genetic englnHrtn .. 

Someday I hope I can be as &ood a 

teacher as Mr. Mustapha is right now. 

- MtCl-iELJ.£ R!NEE HOUY, 

:JPMEP STUOENT CF FRANCIS MuSTAPHA. 

sc~·rr1 S1C£ HtGM SCMOOL IN FoRT WAYNE, 

INOIANA 

This Commission scam from three simple premiseJ: 

1. What teachen know and can do is the most important influence 
on what studena learn. 

2. Recruiting. pnparing. and retaining good teachen is the central 
strategy for improving om schoola. 

3. School reform cannot succeecl unleu it focuses on creating the 
conditiom in which tcachen can reach. and teach wdl. 

The Importance of Tueller Knowled•• 

The first premise is one thu vinually every parent undemands and a luge 
body of research confirms: What teachen know and do is the most important 
inBuence on what nudenu I~ Competent and caring teaching should be a 
student right. · 

Research hu cWc:overed a great deal about eff'cctive teaching and learning: 
We know that srudena learn best when new ideas are connected to what they 
already know and have experienced: when they are actively engaged in applying 
and testing their knowledge using ral-worltt problems; when their learning is 
organized uound dear, high goals with loa of practice in reaching them: and 
when they can use their own inrerem and strengths u springboards for leun­
ing.7 When teadten can work together to build a coherent learning experience 
for srudenu throughout the grades and within and across subject areas-one 
that is guided by common curriculum goals and expeaatioiu-chey an: able co 
engender greater srudent achievement.• 

We also know that expert texhcn use knowledge about ~ildren and their 
learning to fashion lessons dw connect ideas to srudcna' experiences. They create 
a wide YUiety of learning oppominitia char make subject matter come alive for 
young people who learn in very dift'aent ways. They know how co suppon: stu­
dcna' continuing dewlopmcnt and motivation to achieve while creating incrc­
mencal steps char help srudena progress towaid more complicated ideas and 
performances. They know how to diagnose sowca of problems in students' learn­
ing and how to identify saengiha on which to build. These skills make the differ­
ence between reaching dw ama laming and teadling ch.at just marks time.' 

Needless to say, this kind of teaehing requires high levels of knowledge and 
skill. To ~ effective, tcachen must know their subject matter so thoroughly 
that they can present it in a challenging, dear, and compelling way. They must 
also know how their srudena learn and how to make ideas accwible so chat 
they can consuua successful "teachable momena." Research confirms chat 
teacher knowledge of subject matter, srudent learning. and teaching methods 
ue all important elemena of teacher effectiveness.'' 

Furthermore, studies show thu teacher expertise is the most important fac· 
tor in student achievement. A recent srudy of more than l .000 school dismas 
concluded that every additional dollar spent on more highly qualified teachers 
netted greater improvements in student achievement than did any other use of 

-..... ______ ... __ ..,._ • ___ ... ; __ , __ ·-··i-•'• C'11t11•• 



Making the Connection: Teaching for Real Leaming 

Hector lbarra·s middl&school science 

students are not yet researchers at Cal 

Tech or graduate students at MIT. but 

they a1ready are scientists in the mak­

ing. They identify and monitor the levels 

of radon, carbon dioxide, and efectr~ 

magnetic radiation. They investigate the 

efficiency of water and energy fixtures. 

They measure tl'le flow rates of sink aer­
ators. retrofit water-consuming toilet 

tanks, and compare the energy used by 

incandescent and fluorescent light 

oult>s. They design, t>uild, and race 

miniature solar cars. 

"My approach to teaching t>uilds 

upon the natural curiousity that is an 

integral part of all children,• says 
Hector. who teaches earth and life sci­

ences at West Branch Mlddle School in 

West Branch, Iowa. He develops hands­

on environmental projects that guide 

students through their own discoveries 

and allow for real-life applications. All 

of his experiments are written In a 
question format reQuiring students to 
form a hypothesis, develop a proc• 

dure, collect and analyze data, and 

arrive at conclusions. 

Hector's assignments encoura&e his 

students to go t:>eyond the walls of their 

school. In a research projecUMt 

designed with two put>lic utility com~ 

n1es and a private management firm. 
the entire student body of West Branch 
Middle School measured and compared 

tne efficiency of water and energy fur.. 

tures in their homes. The project won a 

host of awards, including one from the 

Environmental Protection Agency. 

.l.ccording to EPA Administrator William 

Rice, the students' work ·saved the 

community an estimated 40,000 gal­

:ons of water a week and helped reduce 

emissions of sulfur diox.ide, carbon 

monoxide. and nitrogen dioxide througl'I 

the use of energy.saving practices and 

devices: 

Hector exposes his students to the 

cuttin& ed&e of scientific research and 

keeps himself there as well. Like his 

mother. an elementary teacher in his 

native Mexieo who gave birth to him in 

the one-room schoolhouse where she 

taucm. Ibarra lives education. Maybe 

that explains why, even with a full teach­

ing load. Hector Ibarra Is still goin& to 
scnool, at work on his doctorate In sci­

ence education. 

• • • 

What are bubble blowers, tiny trucks. 
and a minknerry.go.found doin& In a 
precaleulua classroom? They are het~ 

in& Frank Vinzant brtn& complex mau. 
mattcat conceptS to life for his hl&f1 

school students at Tullahoma Hl&f1 

School In Tullahoma, TennessH. HIYln& 

come to math education from 1 carHr 

in electrical en&1neertnc, Yanzant under­

stands the importance ot studenta' 

developin& an appreclatJon for math In 

tne reat wortct. 
The measure of his success In his 

trigonometry, precatcwus. and 

Advanced Placement calculus coursea 

can be seen In his students' achiew­

ments. More than half of Frank's ~ 

dents earn scores at the •exceptJonalty 

well-Qualifted• IMl on the AP tests in 

calculus, as compared witn about 17" 
nationally. Students like Genetta 

Gibson, who went on to major in engt­

neering at Tennessee Tech, are living 

testimony to his influence. ·1 just loved 

him as a teacher,· says Genetta. "He 

really cared whether or not we all under· 

stood what he was teaching.· 

Frank's commitment to his work runs 

deep. ·1 know of no other profession 

that can be as rewarding as teaching,· 

he avers. ·A teacher's influence on his 

students and society can never oe fully 

observed or measured.· 

Behind Frank Vanzant's prootem-sotv­

in& drive and can-<10 spirit lies the 

reflective, Questioning, philosophical 

nature that is indlspensat>le 1n some 

measure to all educators. •t t>elieve, • 

he says. "that teachers should con­

stantly evaluate and adjust their m~ 

ods in the classroom to t:>etter meet the 

needs of the students and society. The 

most effectlVe teachers are those wno 

also view themselves as professional 

students. Teeching demands not onty 

leadinc stu~•nts toward developing a 
desire to learn, out also maintaining 

that desire In oneself.• 

AGaollCI from tne Mlllc9n , 11N1Y FOUl"dltlan. 
Th• 1moac:t of in. £~is.nu Monica. Callf .: 
Thi Miiken Femtf ~I. 1111· 10. 74. ColJl'llClft 
0 1995 by tlll Miiken rnty FoundlllOll. Rtonntld 
wltll ............ . 
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Demand for K-12 
Classroom Teachers 
Pro1ected through 2005 
Millions of Teacners 
3.5 

Secondary 
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school resources." Anocher scudy. comparing high-achieving and low-achieving 
elementary schools wich similar scudenc characteriscics, found chat differences in 
teacher qualifications accounted for more chan 90% of che variation in scudenc 
achievement in reading and machematics. '2 

Ac a cime when all scudenu muse meet higher standards for learning. access 
co good teaching is a necessity. not a privilege co be left to chance. And com­
petent teaching depends on educators who deeply understand subject matter 
and how co teach in ways chat motivate children and help them learn. Like 
doctors. engineers, and other professionals. teachers must have access co high­
quality education and career-long opportUnicics co update their skills if they 
are co do their jobs well. In addition. quality controls muse work to ensure that 
chose who cannot teach effectively do not enter or scay in che profession. 

The Need to Prepare •nd KMp Good Te•chers 

The second premise is ilio one that policymakers arc just now beginning co 
comprehend: Recruiting, preparing. and retaining good teachen i.s the cen­
tral ttratcgy for improving our schools. In the next decade, the United States 
will need co hire more than cwo million teachers co handle huge enrollment 
increases, replace an aging teacher workforce ready co retire, and respond to che 
chronic a.tuition of new ceachen that plagues Americar schools. Although 
some of these will be former ceachen returning to the field. most will be newly 
prepared during this rime, and the quality of their preparation will, to a large 
extent, inff uence the quality of teaching our schools provide. 

By 1998, America's schools will enroll more children, 52 million. than they 
have ever enrolled before, even at the height of the baby boom. Schools already 
report shortages of qualified teachers in subjecu like mathematics. physics, 
chemistry, and bilingual and special education. High-poverty urban and rural 
schools face persistent hurdles in hiring the teachers they need. and across the 
nation there is a critical need for many more teachers who reflect the racial and 
cultural mix of scudena in schools. Yee many school dimias do licde to recruit 
ceachen or to keep good ones in the profession. They treat teachers like ea.sily 
replaceable, interchangeable cogs in a wheel, meeting mosc of chcir personnel 
needs with lut-minutc scrambles co put warm bodies in classrooms. 

In addition, current reforms have created new expectations for teachers chat 
mosr have noc. been prepared to meet. To help diverse learners master much 
more challenging content, teachen must go far beyond djspensing informa­
tion, giving a test, and assigning a grade. They mwt themselves know more 
about the foundations of subject areas, and they must undencand how stu· 
denu think as well as what they know in order co create experiences chat pro­
duce learning. Moreover, as scudcna with a wider range oflcarning needs enter 
and stay in school-a growing number whose first language is not English. 
many others with learning differences. and others with learning disabilicies­
teachen need access to the growing knowledge that exists about how to teach 
these learners effectively. More teacher education programs are preparing 
teachers well for these new demands. but they arc still coo few and far becween. 

I What Matters Most: Teacr11n1 for Amenca's Future 



Clearly. the nanon's teacher recruitment and development challenges are 
daunc1ng. Ac che same time:. these formidable challenges offer equally compeUing 
opportunities. With major changes occurring in the teaching force while reforms 
.uc beginning to cake root, the possibilities for recruiting and educating ceachen 
well from the start are greater than they have ever been. With dedication. deter· 
minanon, and clarity of vision. our society can use chis opportunity to develop a 
diverse, well-prepared, and culturally responsive teaching force that can serve as 
l foundation for the schools needed to maintain a prosperous and jwt society. 

The Imperative to Create School• That Support Learnln• 

The third premise is one chat people inside schools understand, but those 
outside may not: School reform cannot succeed unless it focwa on creating 
the c:ondition.s in which teachers caa teach, and teach well. 

Although many recent reforms are beginning to make a difference, most 
schools are still not scruaured to support high-quality teaching: Teachers do not 
have enough sustained time with their StUdc:na each day and over the years to 
come co know chem well and to taddc: difficult kinds ofleaming with them: nei· 
ther do they have time with their colleagues to work on improving what they do. 

Inconsistent expectations for students and unequal financial and material 
resources are also major problems. A haphazard hodgepodge of policies has left 
schools without clear. compelling standards connected to the means to achieve 
rhem. Consequently, educators in different communitiet-and even in class· 
rooms within the same building-often teach coward very different ends, with 
licde help in building a powerful. cumulative learning experience for their stu­
dents. Meanwhile, supporu for teaching challenging subject matter-tntellec· 
rually rigorous curriculum materials, laboratories, and computen--are absent 
from many schools. 

Successful schools have found that they need to create communities that 
work coward shared standards, where studena are well known both personally 
ind academically. where parents are involved as partners, and where a variety of 
reaching approaches are wed. Research concludes thar much higher levels of 
lchicvemcnt are found in s.ailcr schools and unia within schools where 
reachers know students ancl their families well, and where they can reinforce 
one another's effom.'J By developing common curriculum goals and working 
1n reams. teachers can support high performance for their studena. 

In addition. like remuauring businesses, schools that have found ways co 
ducate all students well have done so by providing ongoing icaming for teach­
ers and staff. They couple greater authority for classroom teachers and a greater 
press for achievement with the profwional learning needed to give educators 
rhc cools they need to succeed with students. 

The Bottom Un• ••. 

The bottom line is chat there is jwt no way co create: good schools without 
good teachers. Those who have worked co improve education over the last 
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What's my Job all about? My job Is all 

about those kids who walk Into my door 

every day. My job is about introducinl 

them to the world of learning and all 

those joys that are out there for them. 

I want to do It well and make a 

difference for them. 

-

decade have learned that school reform cannot be "teacher-proofed." Success in 
any aspect of reform-whether creating standards. developing more challenging 
curriculum and wessmenu, implementing school-based management, or 
inventing new model schools and programs--depends on highly skilled teach­
ers working in supportive schools char engender collaboration with families and 
communmes. 

No top-down mandate can replace the insigha and skills teachers need '° 
manage complex classrooms and address the different needs of individual sru­
dena. whatever their age. No textbook. packaged curriculum. or resting system 
c:an di.seem what students already know or create the rich array of experiences they 
need co move ahead. 

Exhortations to improve students' "higher order" chinking abilities accom­
plish little without able teachers who know how to support challenging learn­
ing. Concerns about "at-risk" children-those who drop .out, rune out, and fall 
behind-cannot be addressed without teachers who know how to reach stu· 
dena who come to school with different learning needs. home situations, and 
beliefs about what education can mC1ft for them. There is no silver bullet in 
education. When all is said and done, if students aze co be well taught, it will be 
done by knowledgeable and wcll-supponed teachers. 

The HIO ltak .. Involved: The Nature of Amerlc.'1 Future 

At issue in this discussion are very high staka. The education challenge fac. 
ing the United Swes is not dw ia schools are not as good as they once were. ~ 
some of their severest aitia concede. they are better in many ways than they 
have ever been, having raised gnduation rates and basic literacy for a much more 
inclusive group of srudena throughout this century.•• The problem is chat our 
complex, technological society requires that schools now hdp the vast majority 
of young people reach levels of skill and competence onc:c thought within the 
reach of only a very few. 
~ recently a1 1950, most people held blue-collar jobs in factories or bwi­

nesscs thar involved fairly simple wks, planned and organized by others. 
Schools suesscd similar kinds of routine work for most students. The kind of 
teaching needed for these skills wa1 not complicated. Teachers could manage 
by following workboolu and rem even if they did not have deep knowledge of 
subject matter or a command of varied teaching methods. If srudena did not 
succeed i~ school, it was not a major problem. Most did not even need co grad· 
uate from high school to make a good living in the manufacturing era. 

But by the early 1990s, most wembly-line manufacturing jobs had disap­
peared from the United States. Blue-collar workers will comprise only about 
1 Oo/o of the workforce by the year 2000. i\ The "knowledge work" jobs chat are 
replacing them require people co plan and organize much of their own work, 
manage teams. and use high levels of technical know-how. These new skills 
require an education chat teaches students co frame their own problems, orga· 
nize themselves, and persevere in complex projects rather than passively filling 
in work.sheeu. They demand mastery of advanced subjeet area content. 
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research. &nd chinking slcills formerly taught only co students thought co be 
headed for che best colleges. And they require clamooms in which students 
learn co work together successfully in teams rather than alone at cheir seats. 

Tens of chousands of people not educated for chcse demands have been 
unable co ma.kc a successful transition into che new economy. A growing under· 
class and a chreatened middle class include disadvantaged young people who 
live in high-poverty communities as well as working-class youth and adults 
whose levels of education and skills were sufficient for the jobs of che past but 
noc for chose of today and comorrow. Those who succeed and those who fail are 
increasingly divided by their opportUnities to learn. 

In chis knowledge-based society. the United States urgently needs to reaffirm 
a consensw about the role and purposes of public education in a democracy­
&nd the prime importance oflearning in meeting those purposes. The challenge 
excends far beyond preparing students for the world of work. It includes build­
ing an American future chat is just and humane as well as produaive, chat is as 
socially vibrant and civil in its pluralism as it is competitive. 

Today, Americans watch in dismay as the nation is split between wealth and 
poverty. as communities arc divided by race and class; and as the back.bone of our 
national life, che great American middle dass, is left wondering about the future 
of its children when financial markets boom with ~ry new corporate "downsiz-
1 ng." The central concepts chat define America. ideas about jwtice, tolerance, 
and opporruniry. are being battered. 

. In chis environment, education mwt attend noc simply to the nation's 
material well-being. but to iu human core as well-co the incelleaual and 

The Core of Teachln& 

At the very core of teachin& is the task 

of helping students maM connections 

oetween what they already understand 

and the new concept.a. infoi1111UUi~ or 

skills [we want them to learnt.; Sde11~ 

of the human mind tell us we ~ · 
rememoer very few totally ..-. 
items at once. and all leamin& is· a. 

process of somehow associating new 

information with old. So this is my job 

as a teacner: to help students make 

connections. And to do that. I need to 

nave a gretty good picture of what their 

understandings are-or I need a WW'/ to 

prooe those understandings. 

At any moment. I have to decide 

whether to present information or stand 

beck and let a student dlSCCMtt tt. l 
have to know when and hoW to ~ 
aae. compel., accept. Judie. nunin •. 

admontsrt. humor. prcwoke, and inspire 

30 lndMdua Now If I am tuchln& ~ 
son or dauCfttW, you.undoubtedJy ~· 

that I undemand ~ cnlld well tnOUIPl 
to make those dectslona-so oft8n 

spontaneous ones-wisely. And If I re• 

ly understand )Our kid, If I can see into 

his soul a btt. or if I can fl&W• out l'law 

his mind wofb when he's wrestling wtth' 

a particular concept or skill. or If I can 

find a W'll'f to make him passionatety 
interested In what I teach, I Just might 

be able to inspire him to real htigl'lta. 

But if I don't understand, I can dama&• 

your child. I can tum him off, or sat him 

back. or crush his ftelinp, or stifle his 

opportunitfa. 
If I as one teacher fall to reach. nur­

wr., anct Inspire your son or daugnter, 

It's probably not tl'le end of the wor1d; a 
child can probably recover from this sin­

&Je uperief a. But if entire educational 

systems rei>eatedly misjudge or work 

ineffecUvely 'tlr'lth certain children ... we 
hlMt a problem of natlonal dimensions. 

- CYNTHIA Eu.WOOD. TEACHER, 

MILWAUKEE, WtSCONSJN 

~ CynCNa Ellwood. 'Pfeoarf!'C Ttld'len IDf 
Educ:Slafl In I DMlrll ~.' R.UWnlUl!f Sctiooll: All 
...,_.. for~ en-. eotec1 l:IY o...wi i.ewe. et 

11. (New-.: The New P!eSI. l.99Sl. PO. 24&247. 
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political values chat long ago established America's moral claim on che admira­
tion and envy of che world: che impulses toward innovation and entrepreneur­
ship: toward cooperation and altruism: and coward action. creacivicy. and 
community. America's schools have always been che primary social agents to 
cake on che task of blending che world's many in co a nation of one. 

We mwt reclaim the soul of America. And co do so. we need an education 
system that helps people ro forge shared values, co understand and respect other 
perspectives, co learn and work at high levels of competence. co cake risks and 
persevere against the odds. to work comfortably with people from diverse back­
grounds, and co continue co learn throughout life. 

All Americans have a critical inceresr in building chis kind of education sys­
tem. For example, 

• Low levels of literacy a.re highly correlated with welfare dependency 
and incarceration-and their high costs.'' 

• More than half the adult prison population ha.s levels oflitency below 
chose required by the labor matker. 17 

• Nearly 40% of adjudicated juvenile dclinqucna have learning dis­
abilities char were overlooked and wcm untreated in school.'' 

• By the year 2010 there will be only three workcn for every Social 
Security recipient, as compared with 16 in 1950. If all these fucure 
workers are nor capable and productive, the older generation's recire­
menr security and our social compaa will be in graw ~anger.'' 

We cannot afford the continued expansion of prison populations. public 
assistance programs. and unemployment. Where we should be investing at che 
front end in education programs. preschool rolls, and job training, we ·are 
spending money at the back end on stare pcnirenriaries, welhre rolls. and 
unemployment checks. Our failure to invesr in adequate education and job 
chances mans thar a shrinking share of American citizens must generate the 
rax base that suppora the resr of the nation-the young. the old, che ill. and 
those who are nor now productive. We need to expand the number of people 
who can cqntriburc to the nation's economy rather than those who must be 
supported from ir. Ir is dear that if we do nor invest in schools that can create 
adequate life chances for all of our young people, the results will be disa.scrous 
for both individuals and the nation. 

Beyond these statistics and pressing conccms lies a sobering human reali­
ty-many of the nation's children are in deep trouble. Over the la.st genera­
tion, American families and communities have changed profoundly. We lead 
advanced nations in races of childhood poveny, homelessness. and mortality 
mes for those under age 25. and we lag in rares of children enrolled 1n 
preschool education. Most children live in a single-parent household ac some 
rime while they are growing up. Many parenrs are hurried and harried as they 



cry co earn enough co support cheir families and attend co cheir children's 
needs wich fewer community suppom to help chem. Many children arrive at 
school hungry, unvaccinaced. and frightened becawe the plagues of modern 
life-crime and violence, drug and alcohol abwc, lack of adequate health 
.:ue-rage on unabated. Teachers arc well aware thar today's students lead 
much more stressful lives than did students of a generation ago. But despite 
che dedication of their staffs, most schools arc organized u though none of 
chis had happened. 

Ac che same cime, our schools are more diverse and rapidly becoming more 
;o. More studencs. induding those with a variety of special needs. enter and stay 
1 n school longer than ever before. In addition. by the year 2010, at lea.st a third 
of all children in this country will be members of groups currently considered 
"minorities." Big-ciry schools arc already educating a new generation of immi­
grancs from Eastern Europe. Cenual America. Asia. and Africa. one that rivals 
in size the great immigrations of the 19th and early 20th centuries. 

This nation has always drawn iu strength and its unique character from its 
diverse peoples-those who began here and those brought here under duress u 
well as those who have come seeking haven, carrying little more than hope. a 
willingness to work for a new future, and a dream of a better life for their dUl­
dren. America's schools have always been the major vehicle for developing the 
skills and the shared id~ that make the American dream possible. Today 
more than ever, as the nation catapults into an era demanding high levels of 
knowledge and skill from all its citiien.s, its suc:cas in embracing and enhanc:­
ing che talents of these new and previously uninduded members will deter· 
mine much of its future. Schools need partners in this work. including 
high-qualiry systems of preschool educ:ation and health care to whic:h all c:hil­
dren have access. and community suppora that help families build a safe and 
healthy family life. 

In short, co meet the needs of the 21st century, schools must suc:casfully 
reach many more students from muc:h more diverse backgrounds. And they 
must help chem master more challenging content many times more effectively 
<han they have ever done before. This means that teachers must understand. 
;cudencs and their many patft'Nays to learning u deeply u they comprehend 
subjem and reaching methods. It means that teachers need to understand haw 
srudencs of different language backgrounds and cultures can be supported in 
l:arn1ng academic con cent and how those with a range of approaches to lcun­
lng can be mec with a variety of teaching strategics. It a1Jo r'{leanl that schools 
must reorganize themselves co enable more intensive kinds of learning. sup­
ported by close, personal relationships u well as new technologies. 

This point is critical: le is noc just that educational demands are inc:reuing. 
buc that the very narure of learning is changing. Students must do more than 
~earn new faces or cover more chapters; they mwt learn to integrate and apply 
their knowledge in more complex ways to more difficult problems. This means 
that teachers muse accomplish very different things that require them to work in 
ne;N ways. Consequently, the nature of their preparation and the settings in 
which they teach mwt change substantially as well. 

[Emma Belle Swfft I taught me many 

things, and especially geocraphy, in that 

larce sixth-grade clau in the old Fourth . 

Ward School In Albuquerque. now long 

since destroyed by fire. But nothing could 

be so important to me and of such 

endurinl quality as her simple, human act 

of ft1uratlvely leadln1 me 1ently by the 

hand to a sense of self-respect. dilnity, 

and worth. 

What Matters Most: Teachinc for ~menca· s Future 13 



-

The Rl-'9t to • Quallflecl Teacher 

In the face of our nation's need.s. the impediments to good teaching are for­
midable. It is now time to address openly what is only tacitly acknowledged 
when educators answer questions about their occupation with che response .. 
'Tm jwt a teacher." Despite glimmers of hope created by recent reforms. teach· 
ing continues to be treated as low-statW work. much as it was 80 years ago whe~ 
teaching positions were among the few available to women and minorities. In 
the United States, teaching has long been viewed a.s little more than a combina· 
cion of glorified baby-sitting and high-level clerical work. Although progress has 
been made in recent years. teachers in many school distriets are still underpaid, 
micromanaged, and ucatcd as semiskilled workers. 

Many stata and districu have spent more energy trying to develop regula­
tions intended to prevent poor teaching than trying to prepare cop-flight teach­
ers. Below-market wages produce chronic shortages of qualified teachers in 
field.s like mathematia and science. Standarcb for entry into teaching are incon· 
sistent and frequently unenforced. Teacher preparation is often inadequate, 
whether for the second-grade teacher-often expected to be a jack-of-all-trades 
with little in-depm subjea marw knowledge-or for the eleventh-grade chem­
istry teadier, prq>ared wim little in-depth teaching knowledge for the chal­
lenges posed by higher standards. changing technologies. and a more diverse 
student body. 

By the standards of other professions and of teacher education in ocher 
counuies, U.S. teacher education has historically been thin, uneven, and poor· 
ly financed. Although some schools of education provide high-quality prepa.ra· 
tion, others are treated u "ca.sh cows" by their universities, bringing in revenues 
that are spent on the education of doaors, lawyers, and accountants rather than 
on their own nudena. ~ a result, teachers do not always have adequate disci· 
plinary preparation in the fielcb they teKh or adequate knowledge and super· 
vised practice to enable them to use eff'eaive teaching strategies. 

Moreover, teacher recruiunenr is ad hoc; hiring and tenure decisions arc 
often cfucoMecred from any dear viJion of quality teaching; beginning teacher 
mentoring and professional development for experienced teachers are the first 
things eliminated in budgu cua. Working in isolation with few chances to 
upduc their skills, teachers are deprived of knowledge that would allow them 
to succeed at n:iuch higher levels. Meanwhile, most education dollars arc spent 
on staff and activities other than classroom teaching. 

But OW' schools' most closely held secret amounts to a great national 
shame: Without telling parents they are doing so, many districts hire unqual­
ified people u "teachen" and assign them full responsibility for children. 
More than 12% of all newly hired "teachers" enter without any training at all, 
and another 14% enter without having fully met state standard.s.10 Although 
no state will allow a person to fix plumbing, guard swimming pools. style ha1r. 
write wills. design a building, or practice medicine without completing train­
ing and passing an examination, more than 40 states allow school dimicu to 
hire teachers on emergency licenses who have not met these basic require· 
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Qualiflcatlons of Newly 
Hired Teachers, 1990-91 

No ucense 
12.5% 

Temcorary, 
Pro111s1ona1. or 

Emef1ency 
License 
14.9% 
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men cs. Scam pay more mention co the qualifications of veterinarians creating 
rhe nac1on's cacs and dogs than co chose of teachers educating che nation's chil­
dren and youth. 

In many states, standard.s are simply waived whenever school districts want 
ro hire ceachers who cannot make the grade. Sometimes this is a function of 
genuine shortages in fields of short supply. Often, however, it occurs due co 
shorc·sighced hiring procedures, adminisuative convenience, efforu to save on 
reacher cosu in favor of more "imponant" areas, and plain old-fashioned 
pmonage. Although hundreds of srudies have shown chat fully prepared teach­
ers are more effective chan those who are unqualified, the practice of hiring 
unrra1.ned reachcrs continues.11 

Will Rogers once quipped that .. you can't teach what you don't know any 
more chan you can come bd'&om where you ain't been." His common-scnic 
advice has been lose on m_any school districts. Coruidcr: 

• In recenc years, more than 50.000 people who lack the training 
required for their jobs have entered reaching annually on emergency or 
subscandard licenses. u 

• :--1early one-fourth (23%) of all secondary teachers do not have even a 
college minor in their main teaching field. This is uuc for more than 
30% of mathematics teachcrs. u 

• Among teachers who teach a second subject, 36% arc unlicensed in 
rhe field and 50% lack a minor.1

• 

Percentage of Public Schoot 
Teachers with a State Ucense and 
a Major In Their Main Teachlna 
Assignment Field: 199~91 
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Quallflcatlons of Secondary School 
Mathematics and Science Teachers 

Qualifications of High School Teachers 
By scnoo1 paverty 1eve1 
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• 56% percent of high school students caking physical science are 
taught by ouc-of·fieJd ceachen, u are 27% of chose taking machemat· 
ia and 21 % of chose taking English. n The proportions are much 
higher in high·poveny schools and in lower tnek cl~ 

• In schools with che highest minority enrollmenrs, students have less 
than a 50% chance of getting a science or machematic:s ceacher who 
holds a license and a degree in che field he or she teaches. 16 

In che nation's poorest schools. where hiring is mosc lax and teacher 
turnover is constant, che resuJu are disasuous. Thowands of children are 
taught throughout their school careers by a parade of teachers without prepa· 
ration in the fields they teach, inexperienced beginners with little training and 
no mentoring, and short•term substitutes crying to cope with constant staff 
disruptioi7u.11 le is more surprising thac some of these children manage to learn 
than thac so many fail to do so. 

Unequal resources and inadequate invcsunenu in teacher recruitment are 
major problems. Other indwtrializccl countries fund their schools equally and 
make sure there arc qualified teachen for all of them by underwriting teacher 
preparation and salaries. However. teachen in the United Scates must go into 
substantial debt to become prepared for a field that in most states pays less than 
any other occupation requiring a college degree. 

Meanwhile. teachers' salaries, like all other education apendirures. vary 
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Teacher Salarles Around the World 
i.:ooer Secondary Teacner Satanes 
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greatly among disuicu and states. For example, average salaries in 1991 ranged 
from $20.354 in South Dakota to $43.326 in CoMeaicut.u with salaries in 
arlluenc suburban dimicu much higher than those in cities or run! communities 
w1chin the same area. Becawc rich schools spend u much u ten times what poor 
schools do,1

? they can recruit the most highly educated and experienced texhen. 
Beneficing from recent reforms. many of the new teac:hen in these wealthy di.s­
mcts &re better prepared than ever before. The result iJ a bimodal teadting for= 
1 n which some ceachen are incrca.singly expert and others arc wholly unprepared. 
For every newly hired teacher without training. there is another who enten with 
a ma.seer's degree from a rigorous teacher education program. 

This situation is not neaSiaryor inevitable. While the hiring of unprepared 
teachers is a long-standing tradition in the United States, the practice wu 
.ilmosc elimmaced during the 1970s with scholarships and loant for college nu­
dencs preparing co ceach. Urban Teacher Corps initiatives, and Masw of Ans in 
Teaching (MAT) programs, coupled with wage incrca.sa. However, the anccl­
lacion of mosc of these recruitment incentives in the 1980s led to renewed short· 
lgc:s when student enroUmenu started to climb once again, especially in cities. 
Bct'Neen 1987 and 1991. the proportion of well-qualified new teachen in pub­
lic schools-those entering reaching with a college major or minor and a licenx 
1n cheir fields-actually declined from about 74% co 67%.'° 

For ~I chese reasons, the qualicy of teaching in the United Scates varies dra· 
macicallv across classrooms and communities. Some children benefit from high· 
'1ualicy curriculum caught by able and committed teachers who undentand their 

What Matters Most: Teachin& for America s Future 17 



Covering the Curriculum ••• 
Visiting~ fourthirD class, I was &reel­
ed by the teacher. ·we1come to our 

class.· she said. ·rm on pap 307 of the 

math text. exactty where. I'm supposed to 
be according to board gUldellnes.• 

There was not much going on-two 

students were asleep, several were looK­

i ng out tne window, a few were reldin& 

Sandra McLain's Wrtting to Read ro0m 
oustles wrtn 18 first~• children~· -ducting expenments, wfttin& on com1Xlt-
ers. illustrating, and re~ In a,_. 
corner of the room. a group of first..,_ 
students is working on a lab expeM'lel'lt 

investigating traits of plants. Students 

are classifying, sortinc. and measurin& 
as they finish up a three-week unit 

focused on seeds, stems, and leaves. 

Aoove them is a poster t>oard dlsptayinC 

vegetao1es and their traits, with cat• 
gories tney developed tnat reveal a great 

deal of what they are learning. These 

students wear visors witn the word 

subjects and how co teach so chat their srudc:ncs excel. Ochers trudge chrough 
uninspired tc:xcs and workbooks wich licdc: intc:Uc:cruil challenge:. caught by teach­
ers who know licdc: about their subjects and even less about how children learn. 
And while some schools arc wing the most up-co-dace knowledge about how to 
teach successfully. a surprising number actually require teachers co use strategies 
that research has found to be inc:ffective.1' We can do better. And we mwt. 

We know how co prepare teachers to teach well. A!l around the country, sue·. 
cwfuJ programs for recruiting. educating, a.nd mentoring new teachers have 
been launched. Professional netwarks a.nd teacher academies have sprung up. 
Many education schools have been redc:signc:d: stronger standards for teacher 
licensing and acacdimion of education schools have been developed; and a new 
National Board for Professional Teaching Standards has begun co define and rec­
ognize accomplished teaching. 

However. we have been much more skillful at inventing programs than at cre­
ating policies for making these: good idcu widespread. Current efforts arc isolat· 

their math books. I discovered later ttMlt 

virtually 8'f9rY student in the class wea 

falllnC mad\, But thfa teacher wu doin& 
her Job. movfnC "'""'Cit the Ml cumcu. 
tum. dutifully defNerinC the mlteri•,. 
PBSli"I out the lJ'lld9S. If the' studentS 
dJd not team math. that wa1 nae her 

respol'\IU)-

••• Or Teachln& for Understanding? 
•scte1rdst"' lnscrfbed on tap. 

Other students are wrttln& lbDClt 
what they .,.. reamlnc. Those students 

we• visors wtth the word •author8 

inscribed on top. Sandra deftly reeds 

and crttlques constance'• work. and 
says. ·vou Just M>out have a science 
boOk wrttten. • Conatance jOyoUlly 

responds wtth a ·vesr Anotner student 

rushes up to Slndra shOWin& her an 
essay. A student comes up to me wea... 
in& yet another visor, tnis one with 
·mustrator• on top. showin& me his pic­

ture that went alone with his essay 
at>out his science experiment. In other 

corners of the room. a cnild is sitting on 
a been b8C readln& while next to nim 
another child •meets an autho,. on 

audiotape. Across the room there are 

tnrH computers wtiere students t>rush 

up on phonemes. -The more tney wnte. 
the more they team,• Sandra explains. 
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c:d and piecemeal. Moreover. they arc layered onto a system char resists invest­
ments in high-qualiry reaching-a system that does little to help teachers acquire 
greater knowledge and skill, rewards teachers for leaving the classroom, and tol­
erates extraordinary inequalities in students' and teachers' opportunities ro learn. 

There: is a better way. In most European and Asian countries, teachers arc 
highly respected, well compensated, and better prepared. They receive much 
more: extensive training in content and pedagogy before they enter teaching, and 
they have much more: regularly scheduled time for ongoing learning and work 
with their colleagues. In addition, they work in school settings that arc struc­
tured so that they can focus on teaching and come to know their students well. 
These nations do not spend more on education. but they invest more: in rc:ach-
1ng than in bureaucracy, hiring many fewer nonrcac.hing staff and many more 
teachers who take: on greater responsibility with greater suppora. Like progres­
sive firms, they work to get things right from the swt. Rather than spend 
money on add-ons and band-aid progranu to compensate for the failures of 
teaching. they spend their education resources on what matten most: well­
trained teachers who work intensively with studena and with other tcac.hcn to 
improve teaching and learning. And they get better results. 

Co1"1partsons of Educational Staff ",....,.. 
10~ •Teacners 

90 - •instructional staff lncludi"I princil)lla ano suoemaors 
11: Otner aaministratM and IUOOOl't staff 

80 

60 

10 

0 

I , 'I I 
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Students in some scares in the United States perform as well as those in top­
rankc:d countries, while: other states' students rank with countries at the bottom. 
The: best and worst performers arc distinguished in pan by the attention they 
pay to cc:achc:r qualiry. Top-ranked states like North Dakota. Minnesota. and 

What Matters Most Teaching for Amer1ca·s Future 11 



-

Avera1e Mathematics Proficiency Score• for 13-Year~lda 
(In Other Countries): 1991or1992 
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Iowa all have professional swtdatds boards that have enacted high standards for 
teacher prtparation and licensing. They have virtually eliminated the practice of 
hiring unqualified teachers. Those at the boaom. ho~ever. still hire very large 
numbers of untrained teachers each yeu-9% of newly hired ceachen in 
Alabama and Mississippi and 23% in Louisiana were unlicensed in 1991-and 
their srudenu' learning suffers for it.u 

Hence this Commission's sense of urgency. Our society can no longer accept 
the hit-or-mW hiring, sink-or-swim induction, trial-and-error teaching, and 
cake-it-or-leave-it professional development it has tolerated in the past. The 
cime has come to put teachers and teaching at the top of the nation's education 
reform agenda. 



Our Go•I for Amertu'a Future ••• 

We propose an audaciow goal for America's future. Within a decade-by 
the year 2006-we will provide every student in America with what should be 
his or her educational birthright: access co competent, earing, qualified teach· 
mg. No more hiring unqualified teachers on the sly. No more nods co teacher 
education programs chat fail co prepare teachen adequately. No more ignoring 
the problems of ceachers who do not teach well. Children ue compelled by law 
to attend school. and most states promise chem a thorough and efficient educa· 
t1on. In the face of these state mandates, srudena have a right to bene6t from 
the knowledge and skill posswed by qualified teachen. 

This is a challenging goal co put before the nation and ia educational leaders. 
Bue if the goal is challenging and requires unprecedented effort, it does not req~ 
unprecedented new theory. Common sense suffices: American studenu art: enti· 
cled to teachers who know their subjecu, understand their students and whac they 
need, and have developed the skills required to make learning come ali..-e. 

We need co create a rising tide of excellence in our nation's classrooms if our 
children ue going to succeed. This report describes a set of building blocks for 
doing so: 

• Scandard.t for student learning dw allow teachen and parena to 
organize their effora in a common direction; 

• Standards for teaching chat define what teachen must know to help 
their students succeed; 

• High-quality preparation and professional dm:lopmaac that help 
teachers develop the skills they need; 

• Aggressive recruitment of able teachen in high-need fields; 

• Rewuds for teacher knowledge and skill; and 

• Schools organized forsmdcnt and teacher teaming in the ways they 
staff, schedule, and finance their work. 

We believe all these issues mwt be cadded together, rather than handpicked 
ro deal only with the ea.siest ones. Anything less will shortchange our children 
and compromise the American future. 
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A Better Way: Faye Freeman's Class 

F
aye Freeman's thjrtf-gnde cla.ss 
bubbles with energy and purpose. 
As tbe day begilu, children enter 

smiling and clwter around her desk to 
find out wlut lies ahead. The day's 
work plan is on the board, right ~ a 
row of inviting children's book.s on the 
chalk tray. The 26 students from this 
small urban community in New 
Rochelle, New York, reflect a cypical 
American classroom in 1996 and a full 
range of learning needs: Their homes 
range from bowing projects and small 
bungalows ro elegant colonials. Abour 
one-third are African American or 
utino; rwo of the children speak lan­
guages other than English at home; 
another tw0 receive special education 
services part of each day. 

These distincrions are mean.inglca 
here, however. The class bums like a 
well-rehearsed orchestra u srudena 
move ro their places in the middle of 
rhe room for meeting time. To prepare 
for a story-writing auignment, they 
brainstorm ideas about how co make 
rheir group work productive. Freeman 
skillfully guides the dUcussion and 
writes their idea.s on the board: 
·'Everyone should share." "Cooperate 
and work together." "Sometimes we 
have to compromise." "~peer cw:ry-

one's ideas." -
She reminds them tO maim.& Mb of 

rheir ideas so that thqcaa &gumoar 
how ro put them in order. llie c:bildmt 
hurry back to their desk.s, clwteml 
rogecher in groups of four ro six, and 
begin work im:med.i.ardy. "You have to 
gee everyone's idea.s," one tiny girl 
reminds a young boy at her table. 
Everyone is hud at work, heads leaning 
toward one another a.s they offer and 
~ecord ideas. Some run co the bookshelf 
for dictionaries and other book.s that 

provide che research they need.. In the 
middle of one web, a group has written 
"The terrible storm." "First it started 
drizzling," the recorder has noted. 
"What happens next~" a visitor asks. 
"We don't know!" the recorder exclaims, 
a.s though that should be obvious. 
"Then it started to pour!" her tablemare 
offers. They are off and writing. 

Faye moves from one group to the 
next, checking, questioning, prodding, 
hugging, nudging. The srudenu need 
little help. They are already seasoned 
writers. They write ~r'/ day in t:VCrY 
area of the c:utriculwn-cxplaininl 
their math problcmr. recording their 
steps in consaucting dams, levers. and 
pulleys; researching counaies and his­
torical figwa; exprasing their idea in 
poetry and smria. These usigameaa 
hdp srudm..s dcvdop both the darirr 
of their thinking aad tbci.r writing 
skills. It is no wonder dw this dasa 
scores at the top of the district eadl 
year on the dimia'a writing usea-­
ment. "If you come in this room, you 
have to work.• one child nota proudly. 

Ail kinds of puma requm Faye 
Freeman, and all kiAds of studcnu 
thrive in her dar both those wbo 
suugg1e ro lam and those who sou. 
The demena of good teaching are read­
ily appuenc lors of inwating work; 
plmry of opponuaitia to practice and 
succeedi clear apcaa.r:ions and sauc­

ture. blended with opponuaities m 
imagine and~ New ideas are 
introduced through conncaiona to dtll­
dren's lives and experiences, then cakm 
much further with careful scaffolding of 
new concepts. Cooperative and individ­
ual wks are skillfully managed to build 
on studena' strengths and address their 
needs. The rich curriculum always 
demands a.ctive inrcllccrual effort. "She 
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t~chcs w to think even when we don't 
have to!" exclaims one student. 

Like other great teachers, Faye 
Freeman's areer is that of a learner. Her 
mother taught four generacions of stu· 

dena in a one-room K-8 schoolhouse 
("the colored school," Faye notes) in a 
little town in North Carolina. Faye's 
undergnduue dcgrcc from Suffolk 
University in Boston and ma.stet's degree 
from Bank Sucer College of Educacion 
in New York were pivotal, she bdic:Ya. 
in helping her mend to children's think­
ing 21 a basis for shaping ccaching. •it 
made me a bertet tcacbcr. ... I really 
need to know what the studcnrs arc 
thinking.• Sbe iJ now in a doctoral p.,,. 
grim ar Columbia University's Teadien 
Collcge bcauw "I WU getting burned 
out. bm whac I rally needed wu co go 
back to school ... I wanted co grow; I 
wanted ID team.• 

Faye's pub mirron that of other 
excellent taehcn who have developed 
their skills more or lw on their own by 
reading. attending wo't.kshops. and 
sending themselves off co school for 
new insigba into teaching. Whatever 
they 1c:am they immediatdy cum co the 
bcndii of their srud.ents. They will tdl 
you. as Faye does, chat the dollars they 
invat in their own studies arc a.s essen­
tial to their students'. suc:ccsa as the dol­
lars they continually spend for 
classroom awerials and supplies. 

Many teadws like Faye Freeman 
eataed ccaching several decades ago 
when it was one of only a few profes­
sional cueen available co women and 
people of color. Although she is often 
urged to go into administration. Faye's 
hcut is in the classroom where she c.an 
see her students grow and achieve. 
Gcnentions of parenu and scudenrs arc 
gn.tcful that it is. 



Good teachers are those who c1n 

transmit a passion for leamln1. They 

believe all children can leam. some mllY 

take a little 1on1er. but wtll not stop until 

they have tried everythlnl they CM and 

then some. They understand that 1..mnc 
is a ltfe&onl experience and let their 

children see they are stlU leaminc. ••• 

Good teachers c:are about their students 

as people, not Just 111dH In a book. 

- JOANNE L.£AVITT, 

PARcNT. SANTA MONICA. CAuFORNIA 

-

Dimensions of the 
Challenge 

In a tTU/y rarionai sootry. tht btst of us would bt uachtrs. and the rm 

would havt to stttle for somnhing less. 

- Lu lacoc.a 

T he public: rcvew an undemanding of the importanc:e of teaching that 
is not yet apparent in the pronouncemenu of experu and officials. In 
a recent Gallup poU, the great majority of voters identified the quali· 

ry of public: education as the most impo.rtant issue for the 1996 presidential 
campaign.u When asked, "What is the most important thing public schools 
need in order to help srudents learn?" the top response. by a large margin, is 
"good ceac:hers. "tf 

Americans understand that tcac:hers arc the key to improving education, and 
they put their faith in teachers to do so. When asked, "Whom do you crust to 
m.Jce deciJions abol!• sc:hool.s?" parents (67%) and ccac:hcrs (64%) are runaway 
favorices-far outdi.su.nc:ing education cxperu (47%), bwiness leaders (29%), 

eleaed offic:iw (28%), and Washington bureaucrats ( 14%).>' 

However, based on ia 'two-year srudy, the Commission is convinced that 
seven unresolved issues present formidable barriers to enacting the agenda the 
public: says it wants. These barriers define the dimensions of the challenge fac:­
ing American sc:hool.s and tcac:hers. They arc: 

1. Low apeaaaom for saadcac performance. 
2. Unenforced standanla for teacben. 
3. Major 8a1'I ia cacher preparuion. 
4. Painfully slipshod teacher recnaianeac. 
5. lnadeqaae iaductioa for beginning tcuben. 
6. Uck of profaaional dewlopmeac aad rcwuda for knowledge 

aadskilL 
7. Scboou mac are macnued for failure rather than succeu. 

Low Ex;.ctatlone for Student Performance 

Throughout this c:enrury, little academic: ac:hicvement has been expected of 
most students, who were presumed co be preparing for low-skilled iobs. 
Schools have rationed challenging curric:ulum-the kind that requires inde­
pendent thinking, writing, planning, and performance-co the l 0% co 20% 

of srudents who were thought to be headed for intellecrual pursuiu. While the 
economy and society now demand this kind of curriculum for virtually all sru­
denu, teaching in many classrooms still features the anemic texts. "chalk and 
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ra..lk" lectures. and fill-in-the-blank.s workbook.s of an earlier age. These mace­
gies will not enable students to acquire the new basics they need: the abilities 
co understand and use complex materials, communicate incisively, plan and 
organize cheir own work. solve machemacicai and scientific problems. create 
ideas and produces. and use new technologies in all of these pursuits. 

Standards chat reflect chese imperatives for student learning are largely 
.i.bsent in our nation today. This is not well understood. however. becawe 
American students are at once overtested and undera.uesscd. The widespread 
use of standardized cesu creates the illusion that learning is regularly evaluated. 
.lJchough current tem do measure some things. they generally are not directly 
related to the school curriculum and ignore many important kinds oflearning. 
L' nlike cescs in other countries, which are wually essay, oral, and performance 
examinations tied to a common curriculum. multiple-choice tesu of basic 
skills chat predominate in che United Scates tend co represent low-level skills 
and provide little useful information for teaching.16 Similarly, school textbooks 
and guides rarely reflect a powerful, coherent concept of curriculum. The stan­
dards chey implicitly represent are out of synch w·ith our needs and provide lir­
de useful leverage for reform. In addition, many schools. colleges, and 
employers find che current evidence about student leuning is nor compelling 
enough to make judgmenu about what students know and can do. 

This situation is changing. although slowly. Since 1989, when President 
Bush and the nation's governors-under the lcadenhip of Bill Clinton, then 
governor of Arkansa.s--dcveloped the National Education Goals, educaron 
have made a concerted push to develop demanding. "world-dau" curriculum 
standards in key areas, including mathematics, science, English, history, geog· 
raphy, civics, and the aru. These sundards are being used in many states to 
develop new curriculum frarnework.s that help clarify whac students must learn 
co be successful in today's world, along with assessments that reflect the real­
wo rld casks studenu should accomplish to mecr the standards. 

This process should be supported and accclerared so dw high-quality, pro­
f:ssionally informed curriculum guidance is widely available to help teachcn 
organize their teaching and build on the work of their predccason. For Stu· 
dents. new curriculum and !£SCSSments need to suppon challenging academic 
coursework from elemenwy school to high school and higher standards for 
graduation char better n:flea the demands of today's society. Assessments of 
performance should provide richer information about learning-throughout the 
grades and evaluations at the end of high school thu are relevant to the deci­
sions of colleges and employen. In addition to all the eErorts teadlen must 
make co ceach to new standards, studenu will need to work hard to meet them. 
To have a reason to do this, they mwt know that their work counts in deter­
mining school placemenu, graduation, access to good jobs, and admission to 
higher education. Schools that are explicit about the achievements that are 
expected of students can provide clarity for students and leverage for teachen 
1n the long process of developing proficient performance. 

This Commission is convinced that common agreement on what students 
should know and be able co do is long overdue. Without publicly established 

A good teacher is someone who tries to 

understand students as individuals at all 

times. who has solid lessons for us but 

brin1s in his or her own personal 

experiences to make it more interutinc • 

You don't know how much you are 

leaminl until you get home and start 

thlnkln& about It. My English teacher. tor 

example, &et.I us Involved in literature 

and handles the classroom 10 that 

everyone participates. She knows her 

subject. She must have read every book 

plus somet 

- DAMON 8AN14S, 

sruoENT. J.1.M£S /Su.No H1G1<1 Sc,.,oo•. 

Cl-i.-Rl.EST~N. Sour~ C.1.no••·"" 
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Standards for Leamlnl 
Curriculum standards in Long Beech, 

California, used to be llsts of topicS, Iona 

ones tai<en mostly from the teachers' 

guides to textt>ookS. There was no need 
to refer to tnem often t>eeauae if ta~ 
ers just followed the text. the'/ were 
meettna tne district reQuirements. No 
one questioned where they came from. 
and few actually cared. Yet. this co~ 

nity, affectionately known as ·1owa b'/ U. 
Sea· because of Mlctwestem imml&flllU 

who settled here generations ago, is 
undergoing majOr change. Another wave 
of immigrants from all over the wortd la 

requiring teachers to reexamine thetr 

skills, just as tne more challenlin& 

expectations conveyed in ca11fomta'1 CUl'­

nculum frameworks and national profa. 

sional standards art causi~ ttwn to­
reassess tne content they tam~ 

New content standmda h8we bKol'ne a 

tool to address tnese en.,,.... the ~ 
oaros now in use in Long Beach are ,_. 

items that seem to pop up ~ 

but on a shelf. Oevetoped by groups of 
teacners and administrators 0'4r many 

months, they draw upon nationally d.,.,.. 

oped standards, state curriculum fram• 
wonc.s. and local expertise. Once the 

standards in core subject areas had been 

reviewed by teacners, revised. and adopt­

ed. t11ey became tne basis for selection 

srandards for conrenr and performance grounded in high expectations for learn· 
ing, we will continue what we have now-an unacknowledged national cur­
riculum, predicated on low expectations. unaligned with our needs, and 
developed without public: oversight by publishers and rcstmakcrs. 

We arc confident that. although difficult. rhc effort ro develop standards 
will ultimately bear fruit. to the benefit of our students, our schools. our 
teachers, and our future. Much of this confidence rem on the general public:•s 
common sense and support for higher student achievement. Recent polls 
show that more than 80% of parents and the public: favor high academic: stan· 

of textbooks instHCl of the otner Writ 

around. They provide a basis for di• 
cusain& educadon. Parents of prescnoot­
ers. for uanp1e, rec:eNe pmngNets 

aboUt reedlnl and l'NIU'I standard&.. 

Family c:umcuun ~ pfunCe pnrD 

into dOirC '1fQjecta rUted to S18ndan&.. 
The new 1ta11d•dl CCMW the baa 

and alao emphntm undeistandln& and 
apptlcations af sldUS. The previous CUF­

ricuium O'de fof el&tblB merety Ust.ed 
more U"8n SO topics without UkfnC .. 
dents to demonstrate mMterY of what. 
they learned. The new atcetn standards 

emph•lza such talQ • enalyzfn&,. 

investlptlnc, ICIPIYl"lo descrtbtnl. and 
visuauzi,. 1'881 wor1d problem&.. 

Touctw standanil for studlma 
required totall'f dJtflrlnt ICICIOICheS to 
professional d ... !Opnent. TeacherS '"'°' 
izad they needed new knoMed&e of~ 
tent and methodl to teach to hi,_ 
standaldl. Gradually, teacher leaml~ 

actMUes are belnC orpniZlld around the 
new standardl wtth an emphasla upon 

USinl student WOik II 1tle baf9 for• 
cusaiona of teactuna and leemin&-

Raisin& content standards for sUP 

dents ultimately will affect 1'19f'Ythin& 
from teacher preparatiOn programs ta 

state assessment policies. For Marshall 

Middle School principal Karen OeVries, It 

bepn with 1 yeanona effort to enable 

teachers to examine tne standards and 

relate them to thltr instruction. Each 
month In dep9rtment meetlnp, Marshall 
teachers Co owr their assiptenta. 

exptain how tl18Y relate to speciftc ~ 

dards. and s\Ontt student wor1< to illus­

trate the llnkapl. a.tore tM new 
standa'dl. teachers ·sort of did their 

own thin&.• explains science department 

chair Thomas lblrr8. and students often' 

repeated lab expttlmentS and untts from 

one )'em' to the next. ·0rpntz1n1 around 
the content standardS has been I nC» 

threatenlnc ~ ta &et cooralnatlon into 

the cun1culum, • he says. Not only is sci­
ence instrucUon now more focused, bUt 

new te.:ners can look a the documen~ 

tlon system anc:1 know immediately what 

studentS haw been CIOlnc. 

After just a few monthS of organiZin& 
proftSSlonal development around sta~ 
darda. OeVr1u belllY91 tne content 

standardS are •intrudin& on tne tradition­

al Isolation of teachers· and encourag­

in& teachers to talk abOut student wonc. 
They are be&1nnin& ta exchange ideu 

aboUt what Is a hi&f\ performance st~ 

dard. By sharin& tnelr work. sne says, 

•teachers also are sharing wnat most 

motivates kids, what really helps 

improve tneir leamin&. • 
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dards and clear guidelines for curriculum. They also want schools chat offer 
support for student learning-schools that are engaging and humane, that 
ma.kc learning interesting and enjoyable for studcnu, and that teach chc val­
ues chat underlie democratic living: honesty. respect for others, and equal 
opportunity. 1' 

We sec standards in the same way-as an organizing framework that pro· 
vidcs one crucial component for greater student learning. Standards that outline 
a core curriculum entitlement, along with assessments that reflect the demands 
of 21st century life, can help schools focw their energies. The essential com­
p anion to chis effort. then, is the invcsunent in teacher and school capacities 
chat makes possible the kinds of teaching parents want and all students need. 

Unenforced Standard• for Teachers 

Setting standards is like building a pyramid: Each layer depends on the 
mcngths of the ochers. Students will not be able to achieve higher standards of 
learning unless teachers are prepared to teach in new ways and schools arc pre· 
pared to support high-quality teaching. Higher standards for students mwt ulti· 
matcly mean higher standards for teachers and schools. Otherwise, the end 
result of the standards movement will be more clearly documented failure rather 
chan higher levels of overall achicvcmenL 

Teaching in ways dw help diverse learners master challenging content is 
much more complex than teaching for rote recall or low-level buic skills. 
Enabling students to write and speak effectively, to solve novel problems. and to 
design and conduct independent research requires paying attention to U111'11in~ 
not JWt to "covering the curriculwn." It means engaging srudcna in aaivitia 
chat help chem btcowu writers, scicntiJa, mathematicians, and historians, in 
addition to learning about these topics. It means figuring out htlfll children are 
learning and what they aetually unJmr.nJ and can Jo in order to plan what to 

cry next. lt means understanding how children develop and knowing many dif­
r"ercnt matcg1cs for helping chem learn. 

Teachers who know how to do these things make a substantial difference in 
what children learn. Furthmno~. a large body of evidence shows that the 
preparation ccachcri receive influences their ability to teach in these ways.,. 
However. many teachers ·do noc receive the kind of preparation they need, and 
few m.nduds arc in force dw distinguish those who know ho.:V to teach suc· 
.:essfully from those who do noL 

Mose parents and members of the public asswne that teachers, like other 
profemonals, uc educated in similar ways, so chat they acquire common 
knowledge and meet common standards before they are admitted to practice. 
You would be correct if you as.sumcd that any doctor you chose had studied 
anatomy, physiology, pathology, and much more, and that any lawyer you 
sdccccd had learned the basic.s of torts, contracts, and criminal and civil law. 
Boch also will have passed a rigorow test of their knowledge and· abiliry to 
apply it. You would be incorrect much of the time, however, if you as.sumcd 
chat any teacher to whom your child wu assigned had a degree in his or her 

t 

A lot of tlmff we don't expect enougll of 

the students. That to me is lack of 

respect. To me. expect 11 re•pect. In 

other words. if you don·t expect 

somethln1 of someone. they'll be 

satlsited with lesa. I think that's been 

done with women and mlnorttl• 

throUCJtout Ute yeara. And they'll never 

see that next plateau. So I think you have 

to make It falrty rt1orous. If they don't 1et 

it, just sit down and roll up your sleevff 

and be with t"em. It '""" to work. 

- w. D£~U CAS~N. 
SOCIAL STl/OtES TEACHER, 

8£\otRLr HIGH ScHOOL. BE••E.lfl.:r. MAS5.iCHl.iS£TTS 

The one thing tltat I wtll atway1 remember 

about Mrs. JamM Is that she WAS 

history. She knew everythln1. You could 

have put her In the 1h0es and dress of 

any person In history and she would have 

been them, because 11Mt knew it so well. 

••• It's knowlna the subtect so well, 

beinl paulonate about It, and wantin1 to 

teac" It to t:lreH studentl (t"at makff 

t"e difference]. Mrs. Jam .. loves ua­

she tell1 UI that every day-and she 

lov• U.S. history, so she's passionate 

about the subject, she's done all of her 

homework, and she wants to be there. 

- LYNNE OA~IS, 
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Ms. Turner just put her soul Into her work. 

... She didn't mind revisin& the work: she 

didn't mind talklnl about It: she didn't 

mind readln& It 20 tlmel ••.• Every time 

I'd come back to her for 1 conference, she 

would read throullh It and 11y, "II there a 

better way of wrltinl this? I like the voice. 

Can you enhance it?" I never saw myweff 

as someone who could wrtte. or someone 

who could express my thoughta throullh 

words. She chanpd that for me •••• She 

believed we could all do It. So I lltenlly 

learned and relearned how to wrtte. It w• 

an Incredible experience. 

- 0.&NA RICHAllOSON. 

1-11GM SCHOOi. SCNIOR 

-

subject: had studied child development. learning, and teaching methods: and 
had passed rem of teaching knowledge and skill. In fact. well under 75% of 
teachers meet chis standard.'¥ 

Because of haphazard policies and back-door hiring, many people who 
ceach have had no training at all. a.nd those who do go through schools of edu· 
cation receive very different preparation. Some stares require a. degree in the 
discipline co be taught. extensive education coursework. and practice teaching; 
and a master's degree for a continuing license. Others require less than a college 
minor in a subject area, a few weeks of student teaching, and a couple of meth· 
ods courses. 

Becau.se most states do not require schools of education co be accredired,'0 

only about 500 of rhe nation's l ,200 education schools have met common 
professional standards. States, meanwhile, routinely approve all of cheir 
teacher education programs, including those that lack qualified faculty and 
are out of touch with new knowledge about teaching. There often are politi· 
cal incentives co do so, since these progranu provide extra revenue ro fund 
ocher departments and schools. u Then, rather than requiring candidates to 
pass common performance standards, states ask schools of education co rec· 
ommend their own srudenrs for a license~ Thus, a weak school of education 
chat could not itself receive a:c:reditation is askti to recommend for a license 
candidates who alJO have not met professional standards. 

While states recently have begun to require some form of resting for a reach· 
ing license, most are little more than multiple-choice tests of basic skills and 
general knowledge, widely c:ritic:ized by educaton and expem as woefully inad· 
equate to measure reaching skill. u Furthermore, in many states rhe cutoff scores 
are so low there is no effective standard for entry. Although these tesu may be 
better than nothing. they fall short of what is needed co adequately sort those 
who c:an teach from those who cannot, and ro send a clear signal to schools of 
edueation about what teachen need to know and be able to do. 

Finally. until recently, teaching has nor had a body of accomplished ceac:hen 
charged with setting standards for professional practice like those that govern 
other professions. The bottom line is that. across the country, there has been no 
foundation of common expectations for what teachen mwt know before chil· 
dren are enrru.sted to their care. 

When pe0ple seek help from docron, lawyers, ac:c:ountanu. or architeets. 
they rely pn the unseen work of a three-legged stool supporting professional 
competence: ac:c:reditation, licensing, and certification. In most professions. 
candidates mwt graduate from an ac:c:redited professional school that provides 
up-to-date knowledge and effective training experiences in order to sit for 
state licensing examinations that test their knowledge and skill. These tests 
ensure chat candidates have acquired the knowledge they need co practice 

responsibly. 
In addition, many professions offer examinations leading co recognition for 

advanced levels of skill-such as certification for public: accoununts who earn a 
CPA; board certification for doc:ton in areas like surgery, pediatric.s, or oncology: 
or registration for uchicec:a. This recognition cakes extra yea.rs of study and prac:· 



The Three-Legged Stool of Teacher Quality 

The three-legged stool of Quality assur­

ance-teacher education program 

accreditation, initial teacher llcensin&, 

and advanced professional certiflc• 

t1on-is becomin& more sturdy as a 

continuum of standards has been 

developed to guide teacher laarnin& 

across the career. When these stan­

dards have been enacted in policy, 

teacher preparation and professional 

development should be focused on a 
set of shared knowledge, skills, and 

commitments. 

Accreditation: A rigorous new set of 
standards for teacner preparation p~ · 

grams has been developed by the 

National Council for Accreditation of 
Teacher Education (NCATE). NCATE· 

accredited institutions must snow how 

they prepare teachers to teach to the 

student standards developed by profe• 

sional associatJons such as the 

National Council of Teachers of 

Matl'lematics, one of NCATE's 30 pr~ 

fessional organization members. They 

also must snow how they prepare 

teachers to meet new licensin& stan­

dards tsee below) regarding content 

knowledge and skill in curriculum pl~ 

ning, assessment. classrootltman ... 

ment, teaching strategiu far diverse 

'earners. and collaborat!On wtth parenta 

and colleagues. To date, about 500 of 

1.200 teacner education prOll"B'"S 

nave received professional acc:redtta­

t1on tnrougn NCATE. 

Ucenalna: Under the auspices of the 

Council of Chief State School Officers. 

a consortium of more than 30 states 

and professional orpnizations has 

formed the Interstate New Teacher 

Assessment and Support Consortium 

(INTASC). This consortium has created 

a set of performance standarda for 

beginning teacher licensing and Is 

developin& new examinations that m .. 

sure tnese standards. The new exam~ 

nations draw upon tne pac•settln& 

work of the National Board for 

Professional TeacninC Standards (SH 

below) and evaluate tuchin& In terms 

of how weU teachers can plan and 
teacn for understandtftl. connect tneir 

lessons to students' prtor knowled&e 

Certlflcatloa: The National Board for 

Professional Teaching Standards was 

instituted in 1987 to establish rigorous 

standards and assessments for certify. 

in& accomplished teaching. A maiority of 

the Board's 63 memt:>ers are outstano. 

in& classroom teachers; the remaining 

members Include school board mem­

bers, governors, legislators. adminiW. 

tors. and teacher educators. Expert. 

veteran teachers who participate in the 

Board's assessments complete a year-

1on1 portfolio that illustrates their te~ 

ing tnrouCh lesson plans, samples of 

student work over time, videOtapes, and 

analyses of their teacn1na. They also 

take tests of content knowledge and 

P8da&olfcal knowled&e that tap their 

and experiences. help students who lrW' ability to. create and evaluate curriculum 

not Initially succesaful. anatym tn. materials and teachin& situations. The 

results of their practjca on student Boaro's standards are being used by 

leamtnc.. and adjust It accordln&IY. If some scnool distttcts to auide ongoin& 

new teachers can do theM thfn&lw-~ profesllOnal dewlOOment and evalu• 

will be prepared to taech for the n8'#' 

student standards that are emeraina 
and to dewlop the more advanced 

skills of a Bolfd.Certttled teacher~ 

Teacher Quality 

(N,-·. 
I 

Uc-....· . 
(INTMc) • 

tion as well as certfflcatlon of accom­
plished practice. 

The Commission recommends that 

this framework be used to guide educ• 

tlon policy ecrosa the states so that 

every teacher preoares at an NCATE· 

accredited institution. demonstrates 

teachln1 competence as defined by 

INTASC standards for initial licensin&, 

and pursues accompllshed practice as 

defined by tne National Board for 

Professional Teachln& Standards. 
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cice and is based on rigorow performance tests that measure che highest stan­
dards of competence. Those who have met these standards are then allowed co do 
certain kinds of work chat others cannot. The standards are also wed co ensure 
chat professional schools incorporate new knowledge into their courses and co 
guide professional development and evaluation throughout the career. Thw. 
chese advanced standards act as an engine chat pulls along che knowledge base of 
the entire profession. 

This three-legged stool finally cxisu for teaching as well. High-quality. 
coherent standards for accreditation. licensing, and advanced certification now 
exist and could become a powerful lever for change. 

• A National Board for Professional Teaching Standards (hereafter 
referred to as the National Board) was established in 1987 co define 
standards for advanced certification of accomplished veteran teachers. 
The National Board began offering assessmenu in 1994 and had cer­
tified 374 teachers as of June 1996. In some discricu these teachers 
receive extra pay and qualify to become mentors or lead teachers. A 
number of districu arc incorporating the National Board's standards 
into ongoing professional development and evaluation for teachers. 

What's Important about Standards: A Teacher's View 
When I was asked by the National 

Board for Professional Teacninc 

Standards to serve on a committH to 

write tne Early Adolescence/English 

Language Arts Standards, I was con­

cerned abOut tne sensibility and feaal-­

b11ity of such a dauntinl tul&a 
Standards for all lan1u1111 ar1a ta~ 

ers? Impossible, I tnouat& No 09-

could reacn consensus. Nor shoulcl. 

they, I believed. However, I a&reed to 
attend the first meeting for a number of 
reasons: to listen in on the convers• 

t1on. to see what it was we eacn va~ 

ued. and to see if tne National Board 

was serious about giving teachers 

1101ce. If tney weren't, I would resign. I 

cecided to stay. 

I stayed. too. because dunng the 

three years that it took us to descnbe 

what accomplished teachers know and 

are able ta do, I leamect that the joum8y 

was far more- important tnan the ftnet 
destination. The di1cu11ion, someUmee 
araumenta. around the table alWllYS 
sent me back to my ctaaroom 1 better 

teacher. The endeawr of creltlnc ~ 
dards allowed me to parUcipate In a ~ 

feuional COIN9l'l8tlon wiU\ other 
educatorL we .,. seldom &NM u.­
tlme for sucn comierlatlons In our own 
scnoola. l left ~se meednls QUeSUl»­

in& wN1t I do. wtty I do what I do. and 

how wetl I do U\Ose thinp. 

In a scene from Stuart Uttle. Stuart 

volunteef'I to till in as a substltUte 

teacher. He aska the students. ·How 

many of you know what's important?• 

The standards document is an attempt 

to answer what ii important tnat I~ 

guage arts teachers know and are atlle 

to do. It is a draft of our best tninkln& at 

the moment It Is a guide, meant to be a 

llvin&. btesthfn& evolving document that 

allows for ftexibllrty, diwfsity, and growtn. 
We need the finest language arts 

teachers to stay In the Classroom so 

they can Mtp students became the 
most articulate readers. writers, and 

spe8kerl they can be. Pernaps tnis cer­
tlftcauon process wen keep teacners 
intelledUally chaUen&ed and leamin& for 

life. Perhaps (It) wffl teecn an educators. 
and athets outside tM profession, tnlt 

continually questioning and searchin& for 

wnat is Important Is more valuable than 

havin& all of the answers. 
- l..JNlltA RJU, MIOOU $CHOOC. TVCHER, 

Ov~Alrl. New HAMPSHIRE 

AdlGt8d fnl'll urcsa Reif. 'MelMCt lrOITI IN Edtton •• 
\tllc:a ft'Oln t111 M1adle 2. no. 6 (~ 199Sl: 1. 
COC¥1(1'C 0 1"5 11Y 1111 ~ Couftcll Of Te~ 

al El'Clilll. Atonrced wnn ptl'lftlllon. 



• A consortium of more than 30 scares and professional woc:iations-­
che lncerscace New Teacher Assessment and Support Consortium 
(l~TASCl-has begun co develop National Board-compacible 
licensing scanduds and performance examinatioru for beginning 
teachers as they encer che profession. 

• The Nacional Council for Accreditation of Teacher Education 
(NCATE) has developed a rigorow set of standards linked to those of 
che National Board and INTASC to hold schools of education and 
cheir programs accountable. 

Here. as wich scandards for students, the profession is on the cwp of serious 
reform. These standards, however. have yet to be embedded in most state and 
district policies where they could influence who enters and rcmairu in class­
rooms, how chey are prepared, and how they teach. The critical issue for 
improving the caliber of reaching is creating a viable system for wing standards 
co guide reacher learning and create accountability. 

Major Flaw• In Teachel Preparatloe 

Much ha.s changed ;n the world around schools: Smdcna, family life, the 
economy, expectations for learning, and the job of teachjng are all different than 
chey once were. However, the ways in which teachen prepare for their work are, 
1n most places, still very much unchanged from tw0 or three deada ago. 

For new teachers, improving standards begins with teacher preparation. 
Prospective teachers learn jwt as other studena do: by studying. pnaicing, 
and reflecting; by collaborating with others; by looking doaely at studena and 
cheir work; and by sharing what they sec. For prospective teachen. this kind of 
learning cannot occur in college classrooms divorted from schools or in schools 
divorced from current research. 

Yet. uncil recently, most reacher education prognms taught theory scpa· 
racely from application. Teachers were taught to teach in lecture halls from 
cexcs and teachers who frequ.cndy had not themselves ever practiced whu 
chev were reaching. Studcna' courses on subject matter were disconnected 
from che1r courses on teachin1 method.r, which were in nun disconnected 
from cheir courses on learning and development. They often encountered 
:ncirely different ideas in cheir student teaching, which J!!.adc up a tiny caste 
of practice added on, without connections, to the end of their coursework.. 
~'hen chey encered their own classrooms, they could remember and apply 
imle of whac chey had learned by reading in isolation from practice. Thw. 
they reverted to what they knew best: the way they chemselves had been 
taught. Brewng this cycle requires educating ceachers in pannerships with 
schools thac are becoming exemplars of what is possible rather than mired in 
whac has been. 

Long-standing problems with cradicional teacher education programs have 
been widely documented in recent years.•, Difficulties include: 
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In a world that has changed. education 

schools. too. must chance •••• Academic 

demands have risen and Instructional 

strate1ie1 must be adjusted to fresh 

realities. Research in education and the 

cognitive sciences shedl new llght on 

ways to improve student leaminl and 

understandlnc. Those who 10 Into the 

publlc schools to make their careen 

must know how to provide the best 

possible education to a cros•1ectlon of 

children who personify a new America. 

- T •E H~'l..\l!S Gm:.1;.•P 

-

• 

• 

Inadequate Time. The confines of a four-year undergraduate degree 
make it hard co learn subjea matter, child development. learning 
theory, and effective teaching mategies. Elementary preparation is 
considered weak in subject matter; secondary preparation. in knowl­
edge of learning and learners. 

Fragmentation. Key elements of teacher learning are disconnected 
from each other. Coursework is separate from practice ceaching; pro­
fessional skills are segmented into separate courses; faculties in che ans 
and sciences are insulated from education professors. Would-be 
teachers are left to their own devices to put it all together. 

• Unimpirecl Tachiag Medlodl. For prospective teachers to learn 
aaive, hands-on and minds-on.teaching. they mwt have experienced 
it for themselves. But uaditional lecture and recitation still dominates 
in much of higher education, where &cu.lty do not practice what they 
preach. 

• Superficial Cunicalam. "Once ovu lightly" describes me curricu­
lum. Traditional programs focus on. subjea nliatter methods and a 
smattering of educational pS)":hology. Candidata do not learn deeply 
about how to undenand and handle real problems of praaice. 

• Traditional View1 of Schooling.. Because of pressures to prepare 
candidata for schooll u they are, most prospective teachers learn co 
work in isolation, rather than in teams, and to master chalkboards 
and textbooks instead of computers and CD-ROMs. · 

The absence of powerful teacher education is particularly problematic at a 
time when me nature of teaching necdJ to change-and when those entering 
may never themselves have experienced me kind of challenging instruction they 
are expected to offer. It is difficult co improve practice if new teachers reach as 
they were taught and if the way they were taught is noc what we want. AJ one 
analyse explains: 

[The] improvement of practice problem ... [is] very seriow. We are 
caught in a' vicious circle of mediocre practice modeled after mediocre 
practice. of trivialized knowlege begetting more trivialized knowledge. 
Unless we find a way out of this circle, we will continue re-creating gen­
erations of teachers who re-create generations of students who are not 
prepared for the tcehnologic:al society we ate becoming ... 

Both in the United States and abroad, many eiforcs are under way ro deal 
with these challenges. Countries like Germany, Luxembourg, and Belgium have 
long had systems in which teachers earn an undergraduate degree in a discipline 
(sometimes two) and then pursue two co three more years of graduare-level edu-
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caC1on studies that include an intensive teaching internship in schools. 
Examinac1ons of sub1ect matter and teaching knowledge occur throughout chis 
process. Since the 1980s. reforms in France. Japan. Taiwan, and elsewhere have 
begun co follow suit: encouraging or requiring reacher education at the gradu­
ate level and adding yearlong internships in which teachers combine course­
work and on-the-job practice under careful supervision by veteran teachers. 

In the United States. about 300 colleges have created graduate-level reacher 
education programs chat allow for more cctended clinical training. These effora 
have focused on transforming curriculum co address the demands of teadting 
for greater understanding and teadting a more diverse student population, and 

Leaming to Teach In Gennany, France, and Japan 
Teacner education in the former West after come>letin& an unde'lf8duat& 

Germany has long been considered an degree, would-be teachers apply for a 

international flagshlp. As one report not· l'li&f11y sefeclMI ~ &f8du• on> 
ed of the systen'I' s r11Qrous standards aram in • new University lnstttuta for tr. 
and trainln&. ·1n Germany, these wno P~ of Tead'lefs. There tttey lelm 

can. teacn. • Prosoectl'4 tead'ler9 &et abol4 teac:Nna methods. cun1clUrs 

degrees in two subjects, wrtte a thesia,. ~ leanin& 1heety. and Child deWl-

and pass a series of essay and ora opment wnile ~ conduct rasean:h and 

exams before they undertake oed8IOlt- practice teachl• In atflll•ld schocU. 
cal training. Two years of teachin& ~ Teachers .. SUOC*t8d In their 1Ud1• 
ration include teaching semtnara by ~ stlpendlt,. and u., 
comcined witt'I classroom e~ 

first observing and then, after four to six 

weeks. begiMing ta practice in a a.. 
room with a mentor teacher. Over the 

two years of internship. colle&e and 

school-Oased supervisors obser\'e and 
grade at least 25 lessons. At the end of -this period. candidates pr..-.. te8Cft,: 

and evaluate a series of les~ pr• · 
pare a curriculum anatysia. anct underlC> 
anotl'ler set of exams before, finally, ttMly 

are ready to teach. 

In 1989, France undertook a S"""t> 
1ng overnaul of teacher education. moti­

vated by a conviction that both 

eiementary and secondary teachers 

needed to understand subject matter di• 

c1plines and pedagogy more fully if their 

students were ultimately to succeed at 

more cl'lallenging kindS of teaming. Now, 

receiwe a saa.-y In It'* final Y8I" af 

trainin&. durtfC which they talca an a 
teachinl poettlon undlr supeMslon.. 

muctr as a dodar does In a residency. 

Japan. also launched mlfor refonna of 
teacher education In 1989 .. The OhanlH 
ptac.more em~on ~ 
teecner education and add an Intensive 

o.,.,.., lntemShtp to unlwrsily traintnt 
In educatHMt. After PIAlnl a htf11y ~ 

petitjva tncner appointment uamine­

tlon. be&lmln& teachers afe ISslCned ta 

a schoot where tney work wtttt • master 
teacher whO is released from his or her 

classroom to adVlse arid counset. 
Interns. Master teachers observe eactf 

intem's class weekly and 1Jve the intern 

the opportunity to observe the classes 

of other teachers. These observations 

are especially helpful to be&1nning telCh-

ers like Kenjl Yamota. who observed 
tnat •only aft8r I try what I observe do I 

b9C1n ta think.· First-ye• novices also 
participate in retrellS, seminars. train­

In& MUK>ns. and 60 days of lnchl:>ol 

professionaf dewtooment on tal)lcs 

such as classroom management. ~ 

puuw use. teachinc stratecieS. and 

counselln& metnocS& .. 

Kenjl atso values what ne learns infor­

maUV flan his cot1ucues. Each teactier 

has a desk in a shared staff room, and 

the deskl are IJ'Ouped to promote inter· 

action. New teachers art placed next to 
veterans in their &!'Ide level. Every mo~ 
inc teachers hold a brief meetin& tn tne 

staff room and return later in the day to 

work and relax. Once a week. tney sl'la1'9 

an extended block of time for demonsu. 

tlons. lesson ptannin&. and otner jOint 

work. Laemin& to teach is considereG a 

llfelonC task that iS welkupporttd 

throu(hOUt u. career. 

5o1ner. Jdln ~. 'IMll9 TMCNr TrlilWIC: Trle 
Ffll'Cft ....... ' ~ ot flalCIOOll fOI TUC'Wlf 11 
(1913): 215-221: NlftaP SllD ltCI Mlllnf W. 
~ 'conuait MllWS: T-='*'C in JIOM Ind 
In vie UMICI Sta&• l'N Oefta ~ 91 C1.992l: 
359-lM: ~ K. SNm1rW9 n AIClrl SIMI. L...,.,,, ID .,._ &ot 7'wo CU/tlJtS J.-i lllfl in. 
Un/fld s .. ,.., 'llaftl: Glnlnd ~llhnt. 1"51; 
ll'ld T. WllGIOO, '"'1ft _, 1.11111 Getmln Cl ... 
'll)u A.-, MUil M11011 VfU Sbif,' NtwlMeM 111 
(Oeclneer 1991): 62-91. 
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on integrating theory and practice by creating new professional development 
school (POS) partnerships with schools that exhibit state·of·the·att practice. 
Professional development schools serve as sites for student teaching and intern­
ships for preservice teachers where praetice can be linked to coursework. Thev 
also create long-term relationships that allow university and school faculties t~ 
work out common programs of teacher preparation and ongoing professional 
development. 

These new programs and partnerships have the potential to reinvent 
teacher education jwt as the development of extended medical education and 
the creation of teaching hospitals transformed medical education following 
the advice of the Flexner Report in 1910." But they are fragile, as many exist 
on soft money and as exceptions to current policies, and the preponderance of 
teacher education practice has not yet changed. Thw far, only a few states. 
such as Minnesota and Ohio, have taken steps to ac:tively support substantial­
ly restructured training for teachers that would include extended internships 
or residencies in professional development schools. 

Sllpsltocl Recruitment 

Many problems that undermine the creation of a strong teaching force are 
the product of mismanaged. uncoordinated systems that aeate sn~ and 
inefficiencies at ~ry possible tum. There is no way to comprehend what a 
hopelessly wasteful system of tcaeher preparation and recruitment we have in 
place without some understanding of how new teachers are prepared. hired, 
and inaoduc:ed to the profession. All along the way, systems pas.sively receive 
those who come t0 them rather than aggressively reauiting those who should 
apply: then they aeat promising candidates with abandon, losing many along 
the way. 

The first si~ is the pathway through traditional undergraduate teacher 
education, which many candidates enter not becawc they are committed to 
teaching but because getting a teaching credential seems like good job insur­
ance. According to one esrimare. of 600 srudena who enter a large four-year 
teacher education program early in their college years. only 180 complete the 
program and only about 72 aaually get placed in teaching jobs: Of these. only 
about 30 or 40 remain in the profession several years later.~ National data indi­
cate an overall' amition rate of about 75% along the pipeline from the begin­
ning of !lndergnduate teacher education through about the third year in 
teaching: About 60% of those who start out in undergraduate teacher education 
programs complete them: of these, about 60% enter teaching in the next year: 
of these, about 70% stay for. more than three years. •7 Although graduate pro­
grams are more successful ar placing and keeping recruits in teaching, they are 
still the exception to the rule. 

Then there is the tortuow process of landing a teaching job. E.specially in 
large disaica, public school hiring practices are a case study of systems so con­
sumed with procedures and paperwork that they forget what they uc crying to 
do. A RAND Corporation study found that many districts do not hire the best-
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The Cincinnati Initiative for Teacher Education (CITE) 

"What better way to preQare for your ftrst 

year of teaching? Classroom manq• 

ment is stressed all tnrougli schOOI by the 

professors. bUt no matter what people tell 

you. you iust have to do it. Hao I been a 
first-year teacher at a schOOI without this 

support, I would have t:>een IOSL • 

- Prospective teacher Janet Sama 
during ner fifth-year teacl'linf internship ar 
Shroaer Paideia Middle School, a CITE 

professional practice schoo4 

Janet Barnes's experience as I &ra~ 

uate student intem in Debbie Uben's 

ei~ade science class was enUrely 

different than the one her mentor hid 

had enterin& teechin& many years eanler. 

In addition to the fact that Janet Is leem­

in& in a collaboratiYe team settfn& In a 
professional practice school, Uberl 

recalls that ·eighteen years ago I wu 

• Two degreea, two majors. Teachers 

receive a bachelor's dearee in tneir 

discipline u well as a bachelor's 

degree in education to ensure a sol­
id intellectual grasp of both. 

• A fittl>;'9ar /ntemShip. A tull·ye1r 

intemshlp combjnes half-time te~ 

in& responsibility with coordinated 

seminars under the joint supervision 

of campus- and scnool4>ased faculty. 

• Prof&Hional practice scnoola. A 

croup of profession• practice 

schools with a shared vision work 

with the untversity to provide the 

settincs tor student.I' ftetcMn 

assicnments and l~htp plac. 

manta. 

uniQue among my peers t>ecause I had wont. and tutortna tn professional prec­
mentors wlthtn the bulldlng as a flrst~ar Uce scnoota ~l"I In their second 

teacher. But many of my contemporaries· yellf. OUrfnc the fifth year, they .. 

Quit after a year or two ••.. This, I think, assianed and pa6d • halt-time •intern• 

is a much better setup.· teacners workinC with expenenced lead 

teachel'S In professional teams •. ,.,,. 

Janet's exoenence is an outgrowth of teams lndude other teacherl, ~ 
tne efforts of a group of faculty from the baled unf\wsily faculty, and fellow 

University of Cincinnati and the Clncinnatl Interns. who Usually number sill or ei&M 

puolic schools who sat doWlr"One llfteF. · ta a buildl...,. 

noon in 1987 to figure out boW1D.•redO• 

teacher education. Their &ot*ta deflne­

wnat makes an effective teacher Ind ta 

design a process that would prepare 

such teachers. Their conclusion: The 

standard model of preparation would 

need majOr overnaul to provide graduates 

with much more than a bit of subject mat· 
ter knowledge and the hint of an educ. 

t1ona1 philosophy. To ensure that 

teachers would be prepared to teach 
diverse students for understandin&. they 

created a new orogram that includes: 

.... Elemet1tary School prtncl .. 

Mery Martin sees m8ny benefits tD thta 

approach:· 

1 see It as a vehicle for 1ett1na 
new strlt~es and Ideas Into the 
building, which wtll be sl'\ared with 

Hays teacners, wno h8Y9 mucn to 
snare in tum with the interns. The 

ultimate good, of course, Is that 

we're helpin& Cincinnati public 

schools to pull In better-trained, 

Qualified teachers. with more real­

istic outlooks on the total educ• 
tional picture. 

Teacher union president Tom Mooney 

adds tnat CITE makes "teacher training a 

clinical. field-based, reality-centered expe­

rience ... and brings practicing teachers 

and education faculty into new working 

retatlonsnips. • Superintendent Michael 

Brandt concurs that CITE's internship 

gives prospective teachers • exoosure to 

reat life in the classroom t:>efore they are 

launched on their own.· As a grOWin& 
number of CITE graduates are hired. the 

resutt for the distnct is ·better trained 

teacherl and better educated students.· 
Brandt says. 

AdlOl8CI tom tN C1nl*'Nll ll'falCM far TUCNr 
£131a110n. "lntlml: ~ ColllOOtmlOft ,. p~~ 

on.·~""....., o1u. Cinaltllllll '"'"..,... 
W ~-=tllr ~ S !Sllflnl 19991. CooY"Cl"C 0 
1999 llJ U. C1nc1M911 lllltla!M far Tuc:ner EduclUOI\. A...., .... D9rmlUIOl'I. . 
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quali~ed applicants for teaching positions becawe their own procedures keep 
them from doing so. Critical problems include uncoordinated recruitment, 
cumbersome screening processes that create bottlenecks, unprofessional treat· 
ment of applicants, hiring decisions delayed until the school year staru. teacher 
assignment and transfer policies, and obstacles to teacher mobility such as salarv 
caps for veteran teachers, lack of licensing reciprocity among states. and th

0

e 
inability to transfer pension benefics from state to state.•• 

In large districts, logistics can overwhelm everything eue. It may take until 
mid.summer for principals to confirm vacancies or for school district officials to 
hear of them. Teachers who are retiring often delay notifying the principal or 
district of their plans. Where transferring teachers must be placed before new 
teachers can be hired. the entire hiring process is delayed. Lacking funds to 
computerize their systems, many central offices still keep candidate data in file 
folders that are frequently misplaced and char prevent applicants from being 
considered for more than one vacancy at a time. In the Information Age. it is 
sometimes the c:ase that central offices cannot find out about vacancies. princi· 
pals arc left in the dark about applicanu, and candidates cannot get any infor­
mation ar all. 

Before ia recent overhaul, Fairfax County, Virginia. found thar iu largely 
unautomated 64-step process added ddays and reduced its ability to hire che 
best-qualihed candidates.., In gargantuan d.isuica like New York City. Los 
Angeles, and Chicago, thowands of qualified candidates who want co teach 
have had to take jobs dscwhere because they encountered unending problems 
in the system's procedura and could nor even get interviews until the school 
year had alteady started. 

Districts in sates and cities thar do not have a timely budget process also 
suffer &om the faa that they may not know how many candid~tes they can hire 
until late summer. Budget bardes have cawed many cities to dismiss hundreds 
of teachcn each spring. only ro scramble to rehire chem in the fall when many 
have gone on to other joba. Wald pendulum swings from layoff's to hundreds of 
unfilled vacancies arc a way of life in many such districa. 

Finally, srud.ies have found that some districts hire unqualified teachers for 
reasons other than shonaga, including occasional out-and-our patronage; a 
desire to save money on salaries by hiring low-cost recruiu over those that are 
better qualified; and belle& char more-qualified teachers are more likely to 
leave and less lllccly to take orden. 11 When these and other new teachers leave 
in frwtration because they arc underprepued for teaching and undersupport· 
ed by the current induction practices, the hiring scramble begins all over again. 

Much of the problem of teacher supply is a problem of distribution chat 
could be solved with more thoughcfuJ and coherent policies. While there are 
shortages of qualified candidates in panicular fidds (e.g., machematic.s and sci­
ence) and particular locations (primarily inner city and rural), the nation each 
yeu produces more new teachers than it needs. While some school dimict.> .:an­
not find the applicanu they need, othen have long waiting lisu of qualified 
teachers eager for work. Some states routinely export their surplus teachers; och­
ers scramble to import them. Thowands of teachers fail to make the transition 
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Swf mmfng Upstream In New York City: What Does It Take to Get Hired? 

"It was U'le most insensitive', discourae-
1ng, incomprehensible process I hl't'9 

ever experienced,• says Lori Chajet of 

ner yeartong Quest to 1et a teachln&,iob 

in New York City. It was onty because sne 

was extraordinarily perseverin& tnat 

Chajet, a Brown University graduate witn 

a master's in education from Teacnn 

College, Columbia University, surw..d 

the bureaucratic obstacle course tnat 

defeated many otners. 

Despite the fact tnat New York has 

continu1n1 high demand for teacners 

and freQuent shortages, weu-orepared 

teachers are discouraged from applylna 

for jobs. Chajet was advised to start tn. 
process of getttna a ftle number ...,, 

before she started ner preparation sin> 

gram. Then followed countless attempt& 

to speak to someone at tne New VOite 

City Board of Education by phone, w• 

1ng weeks just to receive tne wrona 

forms. and several hour1on1 train trips 
to Brooklyn to hand-deliver documents. 

Just getting a flle number reQuired ftve 
01fferent processe~nitlal check-tn and 

registration, fingerprinting, a physleal 

checkup, a transcricit review. and an 

oral interview-some reQuirin& se~­

processing fees payaDle only by Ind~ 

ual postal money orders. -T.his experience was Sharecl bf molt 

recruits studied by New 'lbJtl'a EduclltJart 

education and special education. I took 

tl'le NTE [Nationat Teachers Wn'lination] 

and passed all tnree parts. I took all my 

education credits.· What does it take to 
be a teacher? The panel found tnat fewer 

tnan 10% of tne city's new teachers actu­

ally made it tnrougn the certiftcatlon 
process in one piece •. 

Chajet persevered tnrouan similar u. 
vails-includln& the inexpUcable return, 

after tnree months, of her unprocessed 
application for a llcen.......anly to find 

that. she would not even know wnat 

vacancies were available until late 

Aucust. • 1 was stunned. I cou1e1ni 

believe that this WM tne process tnat 

they tlq)9Ctld all blCinninC teechera to 
10 throUlh-e whole summer of nat 
knowtn& to juat start tec":hln& In a whol& 
new tnWonment a tne kids .m.. How 

could 1 spend the swnrner p1ann1na Ind 

prepartn& wtthOut knowin& wno Ind 
where I'd t»tuchintl. 

ey this ttme ~ ., ivy Leacue 
graduate with a master's d_.., felt 

tnat her ChanCes of teactUn& were • 
good as the nut person on tne strwt. 

Finally, after a Ion& roll• coaster of a 

sa.mmer, she landed a Job from a Knoc» 

tnat sne had visited eartler In the 

sprtnc-tnouah not wtthout addlUon8I 
paperwork and tripl to the Board at:. 
Education and the locat dlstnct office tlJ 

Prionties Panel, which recommendeG become offtclall~ hirML She l'ICllll one 

after its tw~ear study that the city hktnJ of tnese Ylstta wnen lft8r W8itJrC In line 

system be scrapped. ·1 had to flle th4t she wa told,. ·rm sorry, you're just not 
same exact papers four times,• reported important ~ rf&ht now..• Chaj9l 

one teacher. ·They'd send me letters feels much more 1pprectated now tnat 
that sometl'ling wasn't right and I'd have 

to go back in person.· Another reported, 
·rve had my fin&erprints taken fi\'9 times 

and paid for it each time. What do they 

do with those records? I took tne TJID 
[Temporary Per Diem] test for reguJar 

she is a fuli.ttrne teacher, but notes that 

the daily demands of classroom teachl"I 

are nothln& compared with the frusn­
tions of New York City's hirfn& proce11. 

Not everyone is able to endure. 

When Harvard graduate Tracy Seckler, 

also armed with a master's degree in 

teaching from Columbia. sent out dozens 

of letters and resumes to New York City 

schools in April, she found that she 

would have to watt until after LaDo~-DCIY 
to· even learn of vacancies Determined 

to teach. she felt she had to look els• 
where. OUJJjde the b11rea11cr:atic e=t~ 

&1ements of New Yonc Citv, &Fie ~e1;1Ad 

personalized treatment. well=OrUnized 
~ 

early ·hirin& procedures, and attention to 

teactier Quality in affluent suburtlan · . 

Scarsdale, New York. "Whlle I was &et­

tin& busy phone signals from the New 

York City Board of Education,• Seckler 

recalls, "Scarsdale's personnel office 

was camrc me With different po11ibilities 

for sct\edulln& an interview.• She was 
impressed that teecners. parents. and 
pnncipala parttcipateG In her interview, 

and that she was asked insigtttful Quet· 

tlons about teaching and her philosooh'/ 

of educatton rather tnan about course 

credits and money orders. 

Of her l'TIO't'9 to Scarsdale, Seckler 

says. ·1 n.._.,. Intended to teach anyplace 

other then New Yortc. but tne possibility of 

be&IMlnl teachln& witl'I no oppcrtunity to 

visit the scnoot. see tne kids. or talk with 

tne teachers bepn to look completely 

unappeatln&. • In May, wnue Chajet was 
stJll ~ In line at tne New York City 

Board of Education, Seckler was offered 

and accepted a JOD teacnln& kindergarten 

for the followinc year. By June she was 

meetint wttn ner future students and col­

leagues and planning witn eiccitement tor 

her first class of students. 
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Slipshod Recruitment 
Sabrina Vauartt was shocked by whft 

she learned about teacner l'ltrtna tn hW 
first teaching stJnt. Sabrtna entered 

Teach for America {TFA) after-•year of 
teaching hi&h school EncJl8'l In Korea. 
She had hoped to teacn hl&ft sc:haoJ. In 
a high-need area, bUt was placed In a 
Louisiana elementary SChOOI~ Sabnna· 
was appalled to learn, after tne ~ 

that the TFA inter'fiewer had decided 

she should not teach high school 

oecause of her "petite frame and hi~ 

pitched voice· and that tne distr1ct per­

sonnel director selected her to teach 

kindergarten "because I looked from 

my picture like I would be a good 

kindergarten teacher.· 

Vaught was troubled about goin& into 

from the places chey were prepared co the places where che jobs are due co lack 
of information about where co apply. lack of reciprociry in licensing berween 
stares, and ridiculowly cumbenome application procedures. 

Second, disrricts frequently ignore existing entry srandards in hiring. eicher 
because they do nor believe existing standards are meaningful or because the 
pressure to put a teacher-any teacher-in the classroom is overpowering. espe· 
cially as Labor Day approaches and many districts finally get around co hirin~ 
Faced with the option of classrooms full of srudenu and no teachers or unquali~ 
fled "teachers" in classrooms, some districts choose unqualified ceac:hers wichout 
a second's hesitation. 

Another option--creating more proactive and meamlined recruitment and 
hiring systenu--is frequendy not considered. ~ a result, funds are wasted on 
the training of many who do not enter or stay in teaching; many would-be 
teachers cannot find jobs while unqualified entrana are hired: and many teach­
ers are placed ouaide the subject areas in which they were prepared. 

Some problems, however. arc national in scope and require special attention: 
There is no coordinated system for helping colleges decide how many teachers 
in which fields should be prepared or where they will be needed. Neirher is there 
regular support of the kind long provided in medicine to recruit reachen for 
high-need fields and locations. \I Critial ueu like mathematics and science have 
long had shortages of qualified teachers tha1 were only temporarily solved by 
federal reauianent incentives during the post·Spumik years. Currently. more 
than 40% of math teachers and 30% of science teachers are nor fully qualified 

., etemelDI 1 dallloom llft8r only e 
f8w weeks attrM*"' But. sne ._., ·rd 
promiSed tD do tht&. I "9S still undlrthe· 

lmpres8'on that ther9 .... ctassraom 
of kids the! wun't can& tD .,.... .• 

teacher and trwtwere ~for me. 
and If I didn't~ by would r.. subS 

th• would cn.nce .,.., two d8VL • 
Within two months. Sabltne nacs: 

decided to leave talchln& and enter a 

school of educatlan. ·1 had a lot of ldda 

who were frustrated and I wu frusv. 
ed t>ecause 1 wanted to help them anrs 
didn't nave the tralnin& to dO that.• A 

car accident cllncned her deciSioft. 
Before le~nc. however, she met an 

experienced certlfted teacher wnom she 

learned nad initially applied for her job. 

Sabrfn•wa amazed by what she found. 

•Her• W4t were supposed to be teaching 

in short.ace areas. and this woman nad 
ten years of teachln& experience in el• 

mentary edUcation. Of course sne was · 

&Cine to cost sewrat tnousand dollars 
mars a year so they didn't hire her. She 

went to teach In [tne al!-¥fl'lite] private 
school,• white Sabrina was hired to 

teach in the nearty al~lack public 

schOol. When sat>nna left, her pnnclpat 

hired a certtfted replacement that after· 

noon.. '"That was troubling to me. toO. • 

Sabrina confessed, "because then I 
thou&trt. "What was I doing?• She nad 

never imagined that "teacher shortages 

are defined by money, rather than t>y 

lack of Qual111ed people.· 



for their usignments. 11 Studies show chat unqualified teachers produce lower 
levels of learning for their studenu,'J and chat, compared with other nations. 
United States scudenu are less well caught in science and mathematics through­
out the grades ... In addition. many schools cannot offer advanced courses in 
these fields because they lack teachers who can ceach them. 

Well-prepared urban teachers and teachers of color are in shore supply as well. 
W'hile nearly one-third of today's studcna are memben of minority groups, the 
number of teachers of color declined sharply during the 1980s and has only 
recently climbed to 13% of the teaching force." With the exception of candidates 
of color. most would-be teachers hope to return to the suburbs and small towns 
where they grew up. They do not plan to teach in central cities, even though char 
is where most jobs are." Little is being done to counteract these trends. Since the 
successful federal recruitment programs of the 1970s ended. only a few stares 

have created supports in the form of scholarships or loans to prepare teachers for 
high-need ueas and fields. 

Simply streamlining and rationalizing the processes of teacher recruitmenr, 
hiring, and induction, as some states and disuic:a ha....: done. would go a long 
way towud putting qualified teachers in every classroom. In addition. investing 
once again in the tatgeted recruitment and preparation of teachers for high­
need fields and locations is a national need. Ir should also be messed dw large 
pools of potential midcareer teacher enuana are available, and highly successful 
programs have been created in many colleges for preparing them co teach. What 
we need now is the energy and imagination m exploit. on a nationwide scale. 
the reservoirs of talent thar could be rumcd ro teaching &om downsi%ing cor­
porations, miliwy and govemmenr mitees, rccenr graduaies, and texher aides 
already in the schools. 

New Teachers Sink or lwl• 

Of all of education's self-inAic:ted wounds, the continued tolerance for 
extraordinary turnover among new ccachen is among the most remarkable. 
Chronic, high mes of teacher replaecmenr-parric:ulady for teachen in the 
first cwo or three years of their careen and particularly in urban school dis­
mm-increase che pressure oii teacher rcc:ruiunenr and initial placement sys­
tems incessantly. This prcsswe ia particularly severe during times of higb 
demand like che one we ~ naw entering, because beginning t~en will be 
hired in ever greater numbers. and unless conditions change, they will leave 
much more rapidly than older teachers do. 

Turnover in the first few yea.rs is parric:ularly high bccawc new teadius are 
rypically given the most challenging teaching assignmena and leh to sink or 
swim with lirtle or no supporr. They are often placed in the most disadvantaged 
schools and a.ssigned the most difficulr-to-ceach srudcna. with the greatest 
number of class preparations (many of them ouuide their field of expertise) and 
a slew of extracurricular duties. With no mentoring or supporr for these teach­
ers. it is little wonder that so many give up before they have r~y learned to 
rc:ach. A.Jone in their classrooms, without access to colleagues for problem solv-
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ing or role modeling, discouragement can ea.sily set in. 
In che past, people thought chat whatever teachers needed co know could 

be acquired quickly and prior to entering a classroom. Once a reacher received 
a license co reach, he or she was considered ready for practice, in need of no 
more help. Early in che nation's educational history there may have been some 
justification for this belief: today there is none. The weight of accumulated cvi· 
dence clearly shows that traditional sink-or-swim induction contributes te 
high attrition and to lower levels of teacher effectiveness. 11 

The kinds of supervised internships or residencies regularly provided for 
new entranu in other profcssions--architecu, psychologisu. nurses, doctors, 
engineers-arc rare in teaching, but they have proven to be quite effective where 
chey cxiSt. Beginning teachers who receive mentoring focus on student learning 
much sooner: they become more effective as teachers because they arc learning 
from guided prac:ticc rather than trial-and-error; and they leave reaching at 
much lower rates.11 A scudy of California teachers found that the combination 
of high-quality. university-based teacher education followed by fim-year men­
toring produced teachers who were subswuially more effec:tive than those who 
received either university-based uaining or fim-yar mentoring alone. 19 

Many other countries have highly developed mentoring and induc:tion pro­
grams following tcaeher education to help novice tcachcn in their fim years on 
the job. Scares lib Conneeticut and di.mica l.ie Toledo, Cincinnati, Columbus, 

. Rochester, and Scatde have developed programs to support new teachers, often 
in partnership with unions and universities. The bm of these efforu involve 
beginners in yearlong internships u "professional development schools" before 
they are hired, u which point they are assigned to an experienced mentor who 
works intensively with them during their fim year of teaching. 

Although some states have created programs for new teacher induction, few 
have maintained the commitment required. With a few exceptions. initiatives 
during the 1980s focused on evaluation and failed to fund mentoring.'° Others 
provided mentoring dw reached only a few eligible ceachers or withered as 
funds evaporated. Again. the problem is not that we don't know how to sup­
port begiMing tcachen; it is that we have not yet developed the commitment 
to do so routinely. 

Lack of lupporta or Rewards for Knowtecl•• and Skill 

In additlon to the lack of support for beginning teachers, most U.S. school 
disuias invest little in ongoing professional development for experienced reach· 
crs and spend much of these limited resources on unproduc:tive practices. 
E.stimaccs of professional development support range from only l % to 3% of dis­
cric:t operating budgca, even when the cosu of staff time arc factored in.•• Even 
the most gencrow estimates, however. are paltry compared with the expenditures 
invested in employ= development in leading corporations and in other coun­

tries' schools . .a 

In addition, district staff' development iJ still chancterized by one-shot 
work.shops that have very little effect on practice. rather than more effective 



approaches chat are linked co concrete problems of practice and built into teach­
ers· ongoing work with their colleagues. These worluhops tend to offer ideas for 
classroom management or teaching that are not tied to specific subject areas or 
problems of practice. chat do not offer follow-up help for implementation, and 
chat are replaced at che next work.shop with another idea-the new "flavor of 
the month"-offering little continuity in building practice. These offerings · 
often bear liccle relation co what ceachen wane co study. Two-thirds of teachen 
report chat they have no say in what or how they learn on the job.'1 AJ one New 
York ceacher commenced of his frusuacion with his disuict's cop-down approach 
co managing sea.ff development: "They're offering me stress reduction work­
shops when I need co learn how co help studenu meet these new standards. My 
mess comes from not having the cools co help my students succeed!" 

Most U.S. ceachers have almost no regular time co consult together or 
learn about new teaching suacegies, unlilcc their peen in many European and 
Asian countries where ceachen have substantial rime co plan and study with 
one another. In Germany, Japan, and China. for example, teachers spend 
between I 5 and 20 hours per week 'working with colletgues on developing 
curriculum. counseling srudena, and punuing their own learning. They reg· 
ularly visit and observe ocher schools and clasaroonu, attend seminars provid­
ed by universiry faculty and other ceachen, conduce group research projecu, 
and participate in teacher-led study groupa. 66 

Teachers in these countries .generally share a work room in which they spend 
breaks throughout the day and meet regularly to work on curric:ulum, assess­
ment, and school manag~menc together. Japanese and Chinese ceachcn offer 
demonstration lessoru to each other, discussing the nuances of spec:iiic cona:pa. 
how they might be presented, what kinds of questions scudcna might haw, and 
what kinds of questions ceachen should ask to elicit student inwat." 
Researchers have noted that class lessons in these countries are extraordinarily 
well crafted becawc: of teachers' systematic eft'ora to work together to perfect 
rheir practice:." German teachen hold "curric:ulwn confc:renca" within the 
school co develop materials and look u student work. They a1Jo work together 
on committees examining curric:ulwn. assessment, and ocher schoolwide mac· 
tcrs.'' The result is a rich environment for continuous learning about teaching 
and che needs of studenm. -

[nscead of chese ongoing learning opponuniria. U.S. teachen gee a few 
brief workshops offering packaged prcsaiptions from ouuide Q>nsulcana on 
''in-service days'' chat contribute little co deepening their subjca knowledge or 
teaching skills. Difficult problems of t~ing and learning-"How can l 
:xplain quadratic equations?" "Why doan't Ellen understand whac she 
reads?"-are never discussed in these contcxu. While teachers arc being asked 
co engage their own scudcnu in active learning, problem solving, and inquiry, 
they rarely experience this kind of learning thcmsdva. ~ one longtime sru­
denc of scaff development notes of current praaicc: 

A good deal of what passes for "professional development" in schools is 
a joke~ne that we'd laugh at if we weren't trying to keep from crying. 

I appreciate staff development. but 

sometlma It doean ·t seem well planned. 

For example, we have dffl&natec:I work 

days without students. but along comes a· 

ConlultMt with an Instructional pme 

that we already know, but we have to 

spend time le.ml"I It apn. We feel 

stressed becauM ther9 are thinp we 

need to pt done, but we won't have time. 

- .41.v~R!; A,.,Q£RS,lN. 

FRENCH TE~CHE/f, c. E. MUIMA\' HIGM 5cMOOl.. 

GRUl.£\'\lll.LE. Sotmi C,i.RduNA 
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In a time when so many advocate for 

restructured schoots. for sr•ater decllkNt 

autonomy for teacher9. and for connectJn1 

the schools more intimately wttll homes 

and communltl-. It la mot8 lmporUnt 

than ever that teachen have the capacity 

to appraise their actlona, evaluate their 

work, anticipate and control 

consequences, Incorporate new theory 

and research Into practice. and possm 

the skills and understandln& needed to 

explain their work to other teachert, and 

to students and their parentl. ••• These 

reflective capacltlu are not Innate to 

human belnp, nor are they acquired 

quickly. They are not acquired durtn& • 

plannlnC period sandwiched somewhere 

in t. "tween claun. o-- durtnc evenln& 

•mini-courses" after a full day's work. 

They are, rather, the outcome of 

sustained and rigorous study, lftd of 

. dlalocue and exchance with mast• 

teacher educaton. 

- GARY FENST'EltMACHER. 

or?oFEssoR OF couCAnoN 

-

Hlstortcal View of 
Teacher Development 

It's everything dw a learning environment shouldn't be: radically 
under-resourced, brief. nor swtained, designed for 'one-size-fia-aJl,' 
imposed rather than owned, lacking intdlccrual coheren~. treated as a 
special add-on event rather than as pan of a natural process, and 
trapped in the consuaina of the bureaucratic system we have come to 
call •school" In shon, it's pedagogically naive, a demeaning exercise 
that often leaves ia participants more cynical and no more knowledge­
able, skilled, or committed than before.61 

~ we describe lacer, more productive strategies have begun to emerge in 
some school districa where teachers ue involved in ongoing networks and 
partnerships dw reflect their teaching concerns. Teacher networks allow reach­
ers in many school disuica to work with one another over time on issues of 
subject matter teaching. School-to-school nctWorks help educators work 
together on schoolwide change. School-university parmenhips provide forums 
for smdy groups and school-based research on issues of immediate concern. 
Teacher academics provide sites for shared problem solving, exchanges of 
teaching ideas, and intensive instimtes. Engaging in new reacher a.ssessmencs 
provides teachers with another vehicle for deepening their learning. 

Unlike old approaches that sec professional development as delivering sim­
ple recipes to teachers working in isolation,. these new approaches connect 
teachers to one another through in-school teams and cross-school professional 
communities that tackle problems of practice over time. Though different 1n 
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A Map of Cunent Profeulonal Development Opportunitlea 
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some respecu, ill of these approaches share certain feanua. They arc: 

• Conneaed to teachen' work with their studcna; 

• Linked to concrete wks of teaching; 

• Organized around problem solving; 

• Informed by research; 

• Sustajned over rime 6; ongoing conversations and c:oadUng.• 

Over and over again. telCben aam to the wcfulneu of these kinds of 
opportunities for transforming their teaching-and to their ~cy in most 
school semngs. Great teachers who arc lucky enough to be.in places where such 
opportunities are offered find ways to cm advantage of them, wually on their 
own time and money. But most teachers have little access to this kind oflc~ 
ing, wd few incentives to seek it OUL 

lf great teaching is to spread beyond a few pockets of acellcncc, schools need 
co think systematically about how to encourage and rewud it: AJ Philip Schlechty. 
the president of the Center for Leadership in School Reform. has o~. in 
most schools the only reward is the lack of punishment: Current incentives in 
education do not acknowledge ouCSWlding teaching, support teachers in taking 
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on the most challenging work. or rewud greater knowledge and skill. 
There are many ways in which greater knowledge is demeaned in teaching. 

Novices who enter without preparation are paid ac the same levels as those who 
enter with highly developed skills. Mediocre teachers receive che same rewards 
as outstanding ones. And unlicensed "teachers" ue placed on the same salarv 
schedule as teachers licensed in cwo or more subjeca. 

Within teaching, there is a flat cuecr structure chat places a low ceiling on 
lifetime earnings. Entering novices take on exactly the same kind of work as 30-
year veterans. with little differentiation based on expenise. All of these incen­
tives maintain a statUS quo in which ability has little currency. and highly 
capable people ue a.s likely to be discouraged from entering teaching as chey are 
encouraged to enter and remain. 

Current incentives only haphazardly reward learning a.imed at better 
teaching. Monetary incentives take the form of salary increases tied co gradu­
ate course-taking, which rewards scat time, not greater effectiveness. Great 
teachers have few incentives to stay in the profession. In the vast majority of 
districts, the greatest statuS accrues to those who work farthest away from chil­
dren: The only way to advance is to leave the classroom for an adminisuative 
job or a specialist position. These joba not only pull talent out of the class­
room where srudenu could benefit directly; they contribute to a proliferation 
of nonteaching staff that ultimately reduca funds that could buy smaller 
classes and more teachers. 

One uibute to the shortsightedness of the existing system is that it recog· 
nizcs experienc.e with easier work instead of rewarding senior teachers for tacit· 
ling difficult learning problenu. This has been neccswy bccawe there are so few 
other incentives in the system to retain good teachers. ~ teachers gain experi­
ence. they can look forward to teaching in more affiuent schools. working with 
easier schedules, and dealing with "better" dwes. Teachers are rarely given con­
crete incentives to apply their expenisc to the most challenging learning prob­
lems or to major system needs. 

These problenu of career suuc:rure and compensation need to be tackled in 
concert. Only bare-bones improvements in teacher compensation systems can 
be anticipated unless they ue connected more directly to teaching expenisc, 
thus garnering greater public suppon as well as greater school productivity. 
Development of a much richer, deeper, broader concept of a uue (llrrtr in teach­
ing must be ~mpanied by incentives for teachers to grow and diversify their 
skills in ways that help studena reach high standards of achievement. 

School• Structured for Failure lnete..S of Succeu 

One of the management truisms of the 1990s holds that every organization 
is perfectly organized to produce the results that it gets. Nowhere in American 
life is this more true than in our schools. On some unconsciow level schools 
tolerate student failure because they mistake it for a commitment to higher 
standards. Designed to support a very limited kind ofleuning and a very par· 
ticular kind of leuner, schools only rarely hold themselves responsible for the 



success of every student. And most are structured in ways chat make it impos· 
sible for chem co do so. 

Today's schools are organized in ways chat support neither student nor 
teacher learning well. Like the turn-of-the-century indwtries they were mod­
eled after-most of which are now redesigning themselves-current school 
structures were designed co mimic factories chat used semiskilled workers to do 
discrete pieces of work in a mass production assembly line. Thus, teachers' 
work is divided up and handled individually: studenu pass by in luge groups, 
conveyor belt-style, to be stamped with a lesson before they move on to the 
next stop. ~ bureaucracies have grown from this structure. uaditional schools 
have come to suffer from three major flaws: 

1. They we time nonproductively, pa.ssing students ofHrom teacher to 
teacher for short periods of learning, thus making it difficult for 
them to learn intelleaually challenging material or to be well known 
by school staff. 

2. They we saff nonproduc:tively, assigning work in disconnected ways.. 
isolating teachers from one another, and allocating coo many people 
co jobs our.side of cla.ssrooms. This undermines collective ~al setting 
and problem solving, prevents knowledge sharing. and maka it diffi­
cult for anyone to takc responsibility for SNdcnt laming. 

3. They use money nonproduetivcly. allocating fir too many raowca 
co nontcaching functions and stai£ This allocation of resources then 
makes it difficult to provide teaehen with the rime and supports they 
need co do high-quality work. 

In addition. information technologies that could enable alternative uses of 
sea.ff and time are not yet readily available in schools, and few mif are prepared 
co use them in ways that could optimize teaching and laming for both ma­
dencs and teachers. New technologies could dramatically reshape how schools 
operate, but most have no~ imagined how technology could empower 
ceachers co teach more eftia:Mdy u wdl u to tran1form ac:lminisaarive wb. 
communication with p~ ... and continuing professional dcvdopmcnr. 

Current mucturcs and aadiaona mab it difficult for sch~ls co crarc the 
three conditions that research hu consistently found to be the molt powerful 
determinants of both srudenr aadanic adllevancnt and sak. pesiaw cnvilonmena: 

l . Teacher expertise. including opportunities for ongoing learning; 

2. Common, challenging curriculum requirements; and 

3. Small school uniu and classes that ue organized to allow teachers to 

know their students well over time." 
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The combination of these elements of productive schooling is relatively rare 
in American school systems. First of all. teachers are generally isolated. working 
alone rather than in reams, with litde or no shared planning cime, and pursuing 
disconnected agendas without a sec of common curriculum goals co guide chem. 
This makes it difficult for teachers co share expertise or co get their reaching to 
"add up" in a cwnulative way. Lower-grade teachers have almost no cime to 
share ideas with colleagues. Upper-grade teachers do not share studenu, so they 
cannot integrate their work. evaluate student progres.s. or solve scudent prob. 
lems together. Teachers meet infrequently together and have few communica­
tion vehicle$ such as electronic networking to allow chem to share information 
or work more closely together. 

Second, teaching and ocher services are fragmented. Unlike schools in many 
ocher countries where te2Chm often stay with their studenu for multiple ye2lS 

and multiple subjcas, American schoob typically pa.ss studenu off to diffemu 
teachers for C2Ch grade and subjca, as well as to other naff for counseling and spe­
cial programs. Just as teachers begin to know their srudenu reasonably well, they 
must pass chem on to someone else who must swt all over again crying to figure 
out how they learn. 

In contrast, Japanese teachers stay with their studena for at least rwo years. 
AJ one principal cxplain.s, "The fim year you look and listen; then in the second 
year the real learning can begin. "Tl German teachers keep the same students for 
rwo co four years through tenth grade. A principal who, like most European 
school heads, also teaches, explains: 

Teachlnl and Technology: Current Barriers 
A recent report of the Office of 
Technology Assessment reveals haw far 
the nation's schools are from becOmin& 

technologically supported workplaces­
for students and teachers: 

While schools had 5.8 nftlllon ~ 

outers in 1995 (about one for 8V9fY' 
nine students), fewer thM Mlf at 
teachers use computers 1'91U1arty for 
instruction. Only 19% of clUMS In 

English, 7% in math, and 3" in social 

studies use computers. 
Most school computers are already 

outmoded. In 1994, 85% of the eQuip­

~ent installed in schools could not h• 
ale multimedia uses or connect to 

outside resources. Only 3" of ~ 

rooms have access to on-line dataOases. 

Sixty percent of instructional areas 

in schoots n..... no telephone llnu. 
and 87" dO not have eccesa to ftber 
optjca or cable-. Only one te8Chw In 
e'Cf'rt hU • tlfephone In CIUI Ind ,... 

er than 1• h8Y8 access to voice metl. 
Both access to and uM of lntorrn. 

tlon tecnno10&1es are heavtly skeWed 

toward hl&her-iN:Of!'e schooa.. Sctloota 

attended ~ low4ncome students new 
fewer computMI and are half IS llkety' 

to haw access to ttle Internet. 

Althou&f'I 18 states now require 
some technology prepanatlon for 1 

teachin& license, only 10" of new 
teachers In 1994 felt they were pr. 

pared to inte&me new technolo&1es 
into their instruction. Fewer tnan half of 
experienced teachers had participated 

in professional development on the 

... ,.__ -~ ••~-- .. ,. __ ,._. T ____ _...;..,. IA•& .... -. .. _.._,. 1:'11tl1f'a 

uaes of new tecnnolo&1es. 
Beyond lsauee of access to ad• 

Quate nardWere, software. and commir 
nicatlons links are otner barriers to tne 
effective use of tecnnologles in 
schoofr. the absence of a vision for 
tecnno1oay use that takes into account 
new curr1cular and other possibilities; 

the lack of tralnln& and on101n1 su~ 
port tor currtculum integratjon: and tne 
lack of teeching time to eq,ertment 

wttn new technolo&ies, snare ex~ 
ences with other teachers, plan 
lessons using technology, and attend 

technoloCY courses or meetings. 

Sol.Im: Otllce of TICMOloO AIMlllNl'lt (OTA). 
Te.::twa llld lkl•"*'O· """'1ltW lrll ~ 
(WllNf'Clan. D.C.: U.S. CorcJ'elL 1995). ~ 
from VW OTA R«lorT 5c.rmwr. lQIU 1915. 



We don't lose several weeks each September learning a new set of names. 
ceaching the basic rules to a new set of srudena. and figuring out exact· 
ly what they learned the prcviow year. and we don't lose weelc.s at the end 
of the year packing students back up. Most importantly, teachers and 
students get to know each other-teachers get to know how each stu· 
dent learns. and srudcna know which teachers they can go to for vuiow 
kinds of help. The importance of this is incalculable.72 

In addition. bccawe teachers serve as counselors, they know their srudenu 
from a personal as well as an academic perspeaivc. And because they work in 
ceams, they can help each other solve problems related to individual srudena 
and to teaching. These arrangcmenu rum out to be much more effective for 
learning-especially che intensive learning demanded by high sundard.s-chan 
the assembly-line strategies wed by U.S. schools. 

In addition, traditional school structures we time badly. School courses and 
rime bloclc.s assume that all srudenrs in a group will learn at the same pace-an 
a.ssumpcion long known to be inaccurate. Flexible schedules. extended learning 
blocks, and technology aids that would allow teachers to vary the resources they 
use with different srudenu are rare. Typic:al time blodu for lcaming-che wua1 
42-minute periods or shorter blocks for dcmcnwy school Nbj~ too 
short for the kinds of wlc.s needed to dcvdop high lcvds of performance: cmnd­
ed discu.ssi"!l, swcai.ncd project work. writing. rescan:h, or experimentation. 
Srudena rush from one cla.ss to another, barely getting settled and engaged in 
scriow work before they must jump up en mauc to run to the nat dasa. 
Teachers have almost no time to plan together, build well-crafted lesaons, or con· 
sult with one another about problems of practice. The teaehcr's job is defined u 

meeting with large groups of srudcna vinually all day. All of the ocher funcriona 
of the school are assumed by other people-supervisors and spccialisn-who are 
supposed to plan, augment, and coordinate the work of teachers. a1 well al mend 
co the proliferation of reporting rcquiremena bureaucracies gmerue. 

Finally, there arc far too many people on the sidelines. The ovcnpccializa­
cion of American schools has led to a wide uray of services for scudcna char are 
administered by different people in separate divisions reporting to other peo­
ple who must then coordiaaa their casks and manage extensive paperwork. In 
a cypic:al school 5}'1tem. there ii one mif member for ~ry nine children, bur 
fewer than half of them are dauroom tcaehcrs. Coruequcndy, dasa sizes awr­
age 24 and can reach well over 30." Although nontach.ing staff work hard. 
chcir work is structured in ways that do nor support srudenr learning well. 
'When a dozen different people with large caseloads are Npposcd to ueu dif. 
f erent pares of che srudent, both accountability and effectiveness are reduced. 
No one has deep knowledge of the srudena' needs or dear responsibility for 
solving problems. In addition, this form of organization creates a huge need for 
coordination, which drains resources from classrooms into offices around ch~ 
periphery of teaching. 

'What all of this adds up to is an unanticipated design Baw. Although more and 
more adults arc working in schools. fewer and fewer arc acnWly in the classroom. 
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Indeed. the proportion of professional staff dassified as teachers has declined con­
sistendy over the years, from more than 70% in 1950 co 52% in 1993. Of these, 
more than 10% are specialists not engaged in classroom reaching.'" 

During this period, the number of nonteaching staffinaeased by more than 
40%" as schools grew in si:.c and added many more administrative and support 
staffi school problems were increasingly treated with special categorical pro­
grams; and top-down reforms created luger bweauaacies. According ro a U.S. 
Department of Labor nudy, more than 21 % of elementary and secondary 
school employea in 1986 were adminimaton and their support sraff. another 
21% were engaged in services like maintenance and transportation: and 58% 
were engaged in teaching and professional specialties, including counseling, 
testing, and librarianship." About three-quancn of this last c:ategory (roughly 
43.5% of the {OW) were classroom teachers. In short, for every four classroom 
reachen, there are nearly six other school employea in the United States. 

By co nm.st, teaching suif in other counuies make up 60% to 80% of pub­
lic education employea (sec table 1)." Rather than hiring lots of nonteachen 
who plan and manage the work of teachen, these countries hire more teachers 
and give them time to plan and manage their work together-and hence co 
become ever smaner about what they do. In a recent eight-nation study, the 
United States had by fat the lowest ratio of core reaching staff ro ocher profes­
sional sWf'(less than 1:1), well behind the leader, Belgium. at 4:1. 

The organizational wumptions thar led to this way of managing work arc 
now being abandoned in high-performance bwinesscs that are flattening hierar­
chies. organwng work so it is done in reams rather than by isolated workers. and 
investing in more highly skilled employees who can cake on a wider uray of roles 



Table 1: lntematlonal Comparison of 
ln1tructlonal and Other St.ff, By Country 

COWllP1 ''"*" " ltllff Wiii ... 

r._. 1n1....-.111ff °""' .. ... ., ...... .......,....,_ ---... ............ 
Ml!IDRDf ...... 

Belllum 80.0% lO" lO.O" 4.0: l 
Japan 77.4% 22.6" 3.4: 1 
Italy 76.4% 7.3" 14.5" 3.5: l 
Au1tr1Ha 69.1% 7.1" 28.6" 1.9; 1 
Flnland 60.8% 39.2" 1.55; 1 

France 60.0% 40.0" l.5: 1 
Denllllfk 57.9" 28.1" 15.8" 1.3; 1 

U.S. 43.6% 24.2" 33.a 0.75; 1 

Source: Or11111zn011 tor Econorric: Coo..,.aon llld 0.-0Dl'*'C (OlCOl, ~ • 1 GI.-: OICO 
1ndlcMDt1 (Plllt: CECO. 1999), 1n VaN!I Wft.r 1¥1 H.,. 1b G« !M $ctloOfa 1¥1 NeeC A /lrotNt:tJWfl/ ~ 
for A/f'llf!Clll EatlClllOfl !New YOlll: T'ht Conaonium Oii ProoucUvfty 111 IM Scftoola. 1111). D. "' 

and respon.sibilities and who have acccu to teehnologics dw allow them m work 
more efficiently. Schools th.at have remucnued their work in these ways haw been 
able to provide more time for teachen to work together 11114 more time for w­
dents to work closely with teachers around more dearly defined learning goaJa." 

Like the "learning organizations" thar management expert Peter Senge 
writes about,,., these schools continually improve wtw they do because they cre­
ate teams that develop a common sense of organization.al goals and shared ideu 
about how things work. ~ people work together to analyze what's working and 
co solve problems, they develop the ability to see how the whole and ia puu 
interact with each other to create today's reality and tomorrow's possibilities. 

While U.S. teachers typically repon thar they do nor have the time and 
resources to do their work. thar they haw coo few oppom!llitia to inccraa wic:h 
colleagues and lictle inilumce on school policia and practices. teadien in 
remucruring school envira..-na feel dift"ercndy. A recent swwy of teachers 
regarding che effeas of recmt dlool reforms" found tlw thoae in remuawing 
schools with site-based mampmcm wae much more likely to repon they wae 
engaged in important education.al changes. such u more rigor0us graduation 
scandard.s, pcrformance-ba.scd assessment practices, emphasis on in-depth under­
standing rather than superficial content coverage. cooperative. learning, and mak­
ing connections between classroom practices and sNdcnts' home experiences. 

In addition, these teachcn were muc:h more likely to repon that their 
schools were providing more suuaured time for them to plan and work with 
each ocher on professional maaen, enabling them to observe and coach each 
other in the classroom, work in teams, and meet with sNdents and parena. 

Because of these changes, teachers in reforming schools felt they had more 
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opportunity to adapt their instruction to the needs of their students and co 
invent more effective methods. rather than being conmained by dimict ·rou­
unes or outmoded methods. They were more optimistic about principal-reacher 
relationships. working conditions for teachers. che educational performance of 
scudenu, che professional statw of teachers. and their own job mis faction. They 
were significantly more likely to report themselves very satisfied with char 
career as a teacher and to sec teachers as che agents of reform rather than u the 
targeu of reform." 

MovlnlAh .... 

These seven burien-low performance expectations for scudencs; unen­
forced standud.s for teachers; major flaws in teacher preparation programs; the 
practice of leaving new teachers to flounder in their first year. the lack of serious 
professional development for teachers; few rewards for knowledge and skill: and 
poorly organized school.-are the major challenges that must be addressed. But 
the nation's efforu to address chem are continually sidetracked by a set of myths 
chat divert the public's attention from putting teaching at the top of the nation's 
education reform agenda. 



Fatal Distractions: Five 
Myths about Teaching 

I r is quire clear that the challenges confounding teacher improvement are 
long-sranding and complex. There are no "silver bullet" answers chat will fix 
chem tomorrow. They require thoughtful, coherent, long-range solutions. 

Yer even successful effom to deal with these problems have made little headway 
.l.ga.inst a persment set of beliefs chat substirute bromides and platirudes for the 
hard work required ro improve teaching. 

The Commission chinks of these beliefs as myths, but they are so powerful 
chat rhey amount to fatal distractions divening attention from the need for 
reform. Like any myth. these are contested perceptions: There is some truth in 
chem. a.long with much chat is not true. Llke any myth. they have a life of their 
own that does not reflect changing times and realities. Ll1te any myth. they can 
be used to hamper or accelerate positive change. It is time to confront these­
perenn.~1 myths, so chat they can giw way to more produaiw foundations for 
moving forward. Among chem, five sand ouc 

Myth #l: Anyone caa tacb. 

Myth #2: Teacher prepuacion ia noc mack uc. 

Myth #3: Teac.hen don'c work hanl enoqh. 

Myth #4: Tenure is the problem. 

Myth #5: Unions blockrJona. 
""p 

Myth #1: Anyone C.. TNCll 

Sometimes this myth is expressed with the old bromide: "Those who can, 
do. Those who Qll·t, reach." A twist on this sentiment is the view chat .. reachers 
lre born and not made.·· However stated, this attitude is as wide.spread as it is 
discasceful and Qllnot be ignored. 

The idea chat anyone can teach is nonsense-as any parent organizing a 
.:hild's birthday parry or chaperoning a high school dance can attest. Being 
responsible for a room full of children or adole.scena for even a few houn can 
be one of the most difficult. frwuating assignments of adult life, even if the goal 
1s merely survival rather than productive learning. 
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Mosr college graduares can recall brilliant profcs.son who knew a great deal 
abour their fiel~bur could nor explain whar they knew to their students. Mon 
people have also experienced the book-bound lectures of teachers who did nor 
themselves understand their material-or their studena-and were barely a 
chapter ahead of the clas.s. And many parcncs suspect that some teachers manage 
ineptly, because their children report being confused or intimidated by some 
teachers, but not others. 

Literally hundreds of studies confirm that the best teachers know their sub­
jeca deeply, understand how people learn, and have ma.stered a range of teach­
ing methods.11 These findings hold true for high school fields ranging from 
mathematia and science to vocational education. as well as for early childhood 
and demenwy education. Better prepared teachen are strikingly more effective 
in developing higher-order thinking skills and in meeting the needs of diverse 
students through different learning approaches.11 

In short, the belief that anyone can teach-or the view that teaching skills 
cannot be taught-is misguided and dangerous. Anyone can teach? Students 
everywhere know better-and so should educaton and policymalcm. 

This myth is pernicious becawc it describes "What many veteran teachers 
remember about their teacher education courses of 20 years ago a.s well as what 
some members of the public think about how one learns to teach. There uc r:wo 
beliefs lurking beneath this myth. One is that teacher education programs are 
hopdessly poor and better avoided-perhaps even a disincentive for smart peo­
ple to enter teaching. The other is that teaching is best learned. to the extent it 
can be learned at all, by trial-and-error on the job. A large body of evidence con­
tradicu both of these beliefs, but they linger on. 

Even given the shortcomings of some teacher education programs. studies 
over the last 30 years consinendy show that fully prepared teachers arc more 
highly rated and more effective with students than those whose background 
lacks one or more of the elements of formal teacher education-subject mat­
ter preparation, knowledge about teaching and learning, and guided clinical 
experience." In addition, the profession bu worked to redesign teacher prepa· 
ration programs over the last decade. Many colleges of education are integrat· 
ing new standards for studenu and teachers into the curriculum. 
incorporating new knowledge, and creating extended internships. Older 
teachers' memories of teacher education programs are less relevant to today's 
reality with every passing year. 

Furthermore, talented recruits are entering schools of education in record 
numbers. Due to recent reforms. both standards and interest have been sccadily 
rising. By 1991. graduates of teacher education programs had higher levels of 
academic achievement than most college graduates, reversing the trends of the 
early 1980s." The only entering teachers with lower than average college 
achievement were chose who entered on emergency licenses without teacher 
preparation." A number of major state universities have developed fivc·year 
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programs of reacher education, created professional development school part­
nerships. and made other changes that have dramatically strengthened teacher 
preparation. Top sme universities in Wisconsin. Michigan. Tennessee, Virginia, 
K.nsas. Ohio. New Hampshire. Texas. and Florida are among them. They are 
1oined by graduate-level ~1ascer of Arts in Teaching (MAT) programs at 
Columbia, Harvard. Stanford. and many ochers in training tens of chowands of 
ralenced candidates across the country, and they have more top-flight applicants 
than chey can accept. 

As for che second half of che myth. many high-quality alternative path­
ways into reaching have proved effective in preparing nontraditional 
encranrs-midcarccr recruits and retirees &om bwiness and the military-to 
encer and succeed at teaching. The Commission endorses these programs. The 
most successful offer a streamlined, carefully constructed curriculum that 
integrates courses on learning theory, development, teaching methods. and 
subject matter knowledge with an intensively supervised internship prior to 
entry.'' Because they arc tailored to the specific: necdJ of rccruiu and are 
undertaken in partnership with nearby schools, they can concentrate prepara­
tion within a 9- to 12-month program and provide the additional mentoring 
rhat really prepares candidates to teach. 

In contrast to these well-designed nontraditional routes, programs offering 
a few weeks of summt• training before new hires are thrown into the classroom 
are not an adequate answer. These kinds of programs, developed by a few states 
and school distriets as well as outside vendors, have proven to be even lower in 
quality than the programs they aim to replace. Srudies of Nch cfforu consis­
tently reveal severe shortcomings: Recruits arc dissatisfied with their training; 
rhey have greater difficulties planning curric:ulum, teaching, managing the 
classroom. and diagnosing srudenu' learning needs. Principals and other teach­
ers typically rate them lower on key teaching skills, and they leave teaching at 
higher-than-average rates. Most important, their students learn less. especially 
1n areas like reading and writing, which are aitic:al to lacer school succeu.11 

If this Commission's recommendations are accepted. there will be no more 
shoddy education programs. Eqwlly imponant. there will be no more 
resources wasted on quick-fix solutions muquerading u real answers to com-
plex problems. "' P 

Myth #3: Teachers Doa't Work Hard lnou ... 

Skeptic.s &nd cynic.s a.n: always with us, and their first question is, how hard 
can 1t be to work l 80 days a year, with half the afternoon free? And if teachers' 
salaries are lower than those of other college graduates, isn't that because the job 
1s so easy? In fact. bee.awe teachers' visible schedules mirror those of srudena it is 
easy to believe that teachers enjoy an undemanding life. But the truth is 
.\mencan teachers work very hard-typically 50 to 55 hours per week and most 
days over their vacations." 

The job of an American high school teacher, described here, requires enor­

mous hard work along with creativity and skill: 
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WANTED 

College graduate with academic ma1or (master's degree preferred). Excellent 
communication/leadership skills required. Challenging oppo"uniry co serve 
I 50 clients daily on a tight schedule. developing up to five different producu 
each day to mm: individual needs, while adhering to multiple product specifi­
cations. Adaptabiliry helpful. sinc:e suppliers cannot always deliver goods on 
time. inc:umbcnt must arrange for own suppon services. and c:ustomers rarely 
know what they want. Idea! candidate will enjoy working in isolation from col­
leagues. This diversified position allows employee to exercise ryping. cleric:al, 
law enforcement, and soc:ial work skills between wignmmu and after hours. 
Typic:aJ work week: 50 houn. Special natwe of the work precludes amenities 

such u tdephoncs or computm, but work has many inuiNic: rewvds. Staning 
salary S24.66 l, rising to $36.495 after only 15 years. 

Becawe American tc:achc:n have little time during the school day for plan­
ning. locating macerials, talking with parena. meeting indiviC:Jally with stu• 

dena. consulting with one another, or gnding papen. they do all of these things 
after school houn. typically well into the evenings, on weekends. and during 
"vacations." AJ one teacher explained to us, 

People think we work six houn a day but I'm still there till five or even 
seven. They think we get the summer off. but I'm caking counc:s or plan­
ning for next year. ... We don't have put-rime jobs. 

Despite a shorter school year, no nation requires reachen ro teach a greater 
number of houn per day and year than the United States. American teachen 
reach more than l,000 houn per year, &r more than teachen in other indwtri­
alizcd counaia. who reach between 600 and 800 houn per year. depending on 
the grade level.• [n most European and AJian countries, teachers spend between 
17 and 20 hours of a 40- to 45-hour work week in their da.ssrooms with stu• 
dents. The re~a.ining time is spent at school planning and working with col­
leagues. as. well as parents and studena. 11 

In conuast, most U.S. elementary school teachers have three or fewer houn 
for preparation each week (only 8.3 minutes for every hour in the da.ssroom). 
and secondary teachers generally have five preparation periods per week ( thir­
teen minutes per hour of classroom instruction).91 Most teachers spend ar least 
1 O to 1 5 houn each week outside school preparing lessons and grading home­
work and papers. This time is spent in isolation, in contrast to the in-school 
time of teachers in other counuies. which is spent primarily in collaborative 
planning and learning. 

U.S. teachers don't work hard? Teachers oversea.s report thc:y could not suc-
ceed in the conditions under which American teachers work. 91 



Myth #4: Tenure I• the Problem 

Teachers, like everyone else in an era of corporate downsizing. value job 
security. However. chere is in fact no such thing as lifetime "tenure" in public 
schools. What public school teachers receive after three years on probation is a 
presumption in their favor chat they will be rehired for one-year terms unless 
cawe for not hiring chem can be demonstrated. 

For many yeus, the "tenure" offered after probation was expeaed to com­
pensate for lower wages and poor working conditions in schoo!J. Tenure began as 
a response co arbitrary dismissa!J of qualified teachers when school boards want· 
ed co offer positions co friends and relatives; when they fired senior teachers to 
save money by hiring inexperienced replacemena; or when board members for· 
goc chac schools are nonpartisan and went after teachers on grounds of politics or 
personal bc:lie£ 

No one can doubt that · chese protections continue co be needed today. 
Scarcely a month goes by chat major newspapers do not report at lease one scan· 
dal regarding rhe award of school contracu or positions. Good teachers with 
experience: still need and deserve a presumption of employment when budget 
cuu loom. And as ever-present debates about curric:ulwn underline-Is evolu­
tion scientifically valid or simply a plausible altematiw to creacionism?-the 
substance of learning is always a potential source of political mischi~ 

In these situations and others, reachers deserve some protections. They are 
entitled co employment security thu proteas them from potential manipula· 
cion or corruption and from zealoa of the Left or Right inwu on imposing 
cheir personal views of the world through the classroom. 

However, to support renure is not to advocate job sec:wicy for incompc­
cencs. Tenure for teachers makes sense only when offers of continued employ· 
men t ue based on evidence: of competence. This is where the system 
sometimes breaks down. When reemployment is pro fomu. an important qual-
1 ry assurance mechanism is undermined. Several local teachers unions, affiliam 
of both the American Federation .of Teachers and the National Education 
.~ssociarion. convinced that incompetent teachers hum the entire profession. 
have caken seeps with their~ool boards to evaluate and assist teachers and 
=ounsel poor ones out of the profession, both during probation and after it 
ends. Some boards and unions have also taken the leadership to find ways to 

recognize and reward good teachen for their knowledge, skilla, and perfor­
mance:. We bc:lic:ve that both kinds of iniciativu-thofe that improve or 
remove poor cc:achers and that recognize good ones-are essential. and our rec· 
o mmendauons endorse these approaches. 

Myth #I: Unions Block Reform 

School boards and policymakers have sometimes been quick to accwc edu· 
carional unions and professional organizations of being a major cawe of our 
current school problems. Teacher organizations are condemned for being too 
polirical, coo concerned with the: bread-and-butter issues of salaries, and too 
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bureaucratic and inflexible co respond co reform initiatives and challenges. They 
have been cha.raccerized a.s obstructionists in our quest for better schools. Thar 
perspective is partially a result of the history of collective bargaining berween che 
members of such organizations and their employers, in many states a history of 
struggle that has included divisive mikes. 

Bargaining in the traditional mode has pitted unions and school manage­
ment against each other and has not fostered collaborative relationships. le hu 
occasionally established a division between practitioners and policymakers. per:. 
petuared misuu.st among stakeholder groups, and resulted in overly cumbersome 
conrraaual requiremenrs. Unintentionally, collective bargaining agreements 
have sometimes established or continued conditions that are inimical co change. 
AJ contracrs have evolved within school bureaucracies and have mirrored the sys· 
cems in which they are embedded, many have come to include rules chat are 
restrictive during a rime of reform. The same is true of many federal, stare, and 
local regulations, whose roou in old systems and procedures can be frustrating 
when changes are soughL Roadblocks to reform that are a product of the system 
we have developed exist on all sida. 

But what is sometimes mistaken for protection of the sraru.s quo is often 
reasoned caution about unresred educational fads char teachen fear may 
impede the education of children or wnken our fundamental commitment to 
free public schools. Although ir doan'r make nightly news, teacher groups have 
often been ar the forefront of the movement to improve schools and enact 
greater quality assurances in teaching. A number of recent research studies have 
documented how reforms have been initiated, embraced, and strengthened by 
teacher associations in communities aaosa the country, ranging· from Wells, 
Maine, and Miami, Ftorida; to Hammond. Indiana, and Louisville, Kentuclcy; 
co Bellevue, Washington. and Cerritos, Ulifomia." 

AJ school boards and reacher unions have become aware of public reactions 
co their contlia and of threaa to public education, they have moderated their 
disagreemena and emphasized cooperative work on such issues as school 
improvement iniriatiwr. changes in teacher education programs: and greater 
quality assurance from entry and tenure to advanced certification. In a growing 
number of places. progressive school boards. superintendena. and teacher asso­

ciations are inventing new ways of managing schools through negociared 
responsibility for school improvement and shared ac:c:ountabilicy for student 
learning. They are creating partnerships for the redesign of schools and seeking 
to eruwe that only compercnr. caring people enter and remain in teaching. 

Teac:her·organizariona for the 21st cenrwy have improved student learning 
at the heart of their mission. Through their collective voice, teacher unions have 
a.rgucd for better prepuation, the hiring of qualified teachers. and better condi· 
cions in schools because they know that gains on these fronts are gains for stu· 
dena. They have begun to push for greater professionalism and to challenge the 
status quo within their own ranks. Although there is a need co build more secure 
bridges between unions and school bouds. recent eff'ora point the way co a new 
era in which teacher orpniiations and loc.al policymakers join forces on behalf 
of student advocacy and professional acc:ounrability. 
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Beyond the Mythe: An Action Alena for Chanl• 

Each of chese dimactions has deflected our efforu from the seriow work of 
reform. le is time co move beyond them co create an agenda for change that 
1ncorporaces what worlu. There is little mystery involved here. Preparing teach­
ers for the 21 sc cenrury is difficult, but there are plenty of examples that it is pos­
sible. We know what to do. We know a great deal about what it takes to be a 
good teacher. we know what teachers need to know in order to succeed: and we 
know how co prepare teachers so they can be successful. 

The good news is chat refornu stimulated by policymakers and the profes­
sion have encouraged major changes across the country-in teacher prepara­
cion; standards for accreditation, liccruing, and certification: improved salaries 
and more aggressive recruitment: induction of beginning teachers: and greater 
accountability for teacher quality. These changes are evidence of a deepening 
.:ommiunent co professionalism in teaching. 

The bad news is that these effons are not the norm in education-nor are they 
systematically incorporated into the education synem. Wlw we find, irutead. is a 
promising iMovacion here, a new practice there, but only rarely are they coMea· 
ed to each other. At the wne time, the re.lendaa need for teadien mean.a thac 
many states and dimicts continue to ignore cnay sand.aids for teaehen, quiedy 
reneging on their obligations to studcna and the riictorical comm.ianena they 
have made to parents. 

What is required is a great national crusade united behind the proposition 
chat competent teaching is a new student right. We mwt undemand that if thia 
nation is to prepare all of its children for the challenga of the 21st ccncwy, 
ceaching mwt be able to recruit and retain able, well-prepared ceachen for .JI 
classrooms. These entrants mwt be eqwpped with the knowledge, skills. and 
dispositions that will enable them co succeed with .JI srudena. And, .JI of their 
workplaces mwt offer them the support they need to dewlop and grow u pro­
iessionals in a lifelong weer. 

The recommendations chat follow are banners behind which the au.sade's 
supporters can rally. 
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A Better Way: Teaching for Tomorrow ... Today 

En11i1ioning how nnv gOAis can /,, 

rtachtd is tht first sttp to 1Uhitving thmr. 
Many of rht rtcommmdations of this 
Commrmon aLrtaiiy cnst in somt p/Jun. 
This 1cm11rio--a mzl story-illustrates 
how nn11 conditions for reaching aNi nlW 

cartm for teachm can comt ali116. 

A sk middle school teacher 
Bonnie Oorschel to describe 
the ideal teaching and learning 

environment and she responds, with­
out hesitation, "We have it." The rea• 
son for her enrhwiasm is clearly not a 
function of fancy facilities or afilucnt 
swround.ings. The clwter of rooms she 
shares with her interdisciplinary teaeh­
ing team within Dougla.ss MicldJe 
School in Rochester, New York. is 
make-do. Her srudents in this special 
program a.re, purposely, more than 
ordinarily diverse. And she teaches aa 
extra period a day while managing 
additional responsibilities as one of 
Rochester's lead teachers responsible 
for mentoring fim-year teachers. 

What is it that keeps this 30-year 
veteran of teaching energized and com­
mi tted to teaching when she consiclaed 
leaving the profession just a few yaa 
.igo! There are at lea.st ~ llllwen m 
chis question: Bonnie's work with other 
coUcagues in creating a sUa:asful MW. 

program for urban studerus, ha- reccnc 
successful dforu to pursue National 
Board Certification, and her work u a 
lead ceacher in Rochcner's weer con­
cin u wn-a role chat allows her to share 
her calena with beginning teachen and 
ochers who want or need assi.stance in 
learning co teach. 

Bonnie is a member of a ten-ceachcr 
ceam, FIRST CWS. which began in 
1990 as an alternative within the uadi­
cionally organized, 1.300-student 

Douglw Middle School. The idea fint 
flickued when a few teachers became 
excited about fidd studies as a way of 
engaging young adolescena: it grew as 
they conduaed their own research. The 
more they discovered about adolescent 
development and learning, the more 
inappropriate traditional reaching and 
organization seemed. 

Although the whole school was not 
ready co make changes, the team 
received permisaion t0 organize a pro. 
gram for 150 smdena within the larpr 
school. FIRST CLASS is designed to be 
a suppon:ive environment for their sm­
dena-t0 city-wise and vulnenble co 
&ilwe-m work together "cowud indi­
vidual and colleaiYe 5'KCas in a dimarc 
of divmity, peaamakiag. and academic 
rigoc. • Says Bonnie. "We want t0 mm 
a change in the kid&' lives. None. of ua 
wana to giYe up on than.• 

Their succases are alrady tangible: 
In FIRST CLASS, all of the studems 
have puaed the school clisaia's wrir­
ing/litera.cy raa for the pan two yars 
and suspemions ue lower than in ma 
rest of the building Puma lib the ft. 
quent conam and cbe grading symm. 
which anphasiza eftOrt and growth ill 
four aieu: enpganeni. collaboration, 
independence and sdf..dinaion. and 
performance (quality of work). The 
team sees submntial growth in their 
srudena over time-to their ability co 
make decisions. work with adula, and 
ficiliwc their own laming. 

Teaching Diverse Lamers to New 
Swidards 

At the beginning of the school day, 
Bonnie ream tea.Ches with math teacher 
Pina Buonomo. Their teaching is based 
on standards gleaned &om the work of 
naciona.l standard-setting groups. Math 

literacy classes are interdisciplinary and 
focused on helping students master 
complex goals like commurtiaring 
mathematically, solving problems, rea­
sorting, inventing, constructing mean­
ing. and making connections. In this · · 
unuac:ked, cross-grade class of 28 Stu· · 

dents, Bonnie and Pina focus on poten­
tial, not labels. A visitor cannot cell 
which studena might be identified as 
gifted, average, or learning disabled. 
The teachers know their srudenrs well 
enough, however, t0 determine bow 
best t0 orpniu cooperative learning 
and who should Nt0r whom. Their dil­
cussions aboui ad.olacent development. 
as wdl u weekly meetings about indi­
vidual smdma' progress and problems. 
are bolstered by having the srudcna u 
·ramily· fi>r three yan. 

"They know us and we know them 
really well,• says Bonnie. " But best of 
all, thry are comfortable about talking 
co adulu when they leave here. and 
that's a good thing to be able to do in 
high school." 

In her account of teadting and 
learning for a portfolio submitted to 
the National Board for Professional 
Teaching Srmdards, Bonnie describes 
one student's iatcnaioas with others 
and with her. illusuaring haw knowing 
a student well influences iJUuuctional 
decisions: 

"The leader alternates from being a 
positive role model and a peer media­
tor to instigator of conflict between 
her peen •... I have asked her to help 
with 8 and co model leadership quail· 
cies, and some days she is wonderful; 
other days she is unwilling to cooper­
ate. We calk. and our relationship is 
generally positive, but I need to 
remember that although she looks 
much older, there is a little girl inside. 



I remember that when I frc:quendy 
observe hc:r suclcing her thumb. Her 
writing skills are poor, but she c::xpress· 
es herself verbally very well. She: is very 
funny, and we appreciate each other's 
sense of humor. I want to re.spect her 
need to sit near her friends but will 
make it dear that group work must be 
done. I often join their group or ask 
chem to we the tape recorder wbile 
rhc:y are working. It seems to work.'" 

Teaming with another teacher is a 
boon for BoMie. who did so even 
before FIRST CLASS started. Not only 
is it a better way to organ.i.zc class time 
and deal with individual needs and 
problems. but when teachen know each 
otber's priorities and values, "we an 
work cogethcr for the kids more easily.• 

She and Pina agree, for example, 
''chat you can't go head to head with 
adolescents." Built into the FIRST 
CLASS program is conffic:t resolution 
training for all students and teachers. 
This is part of the Friday block~ 
sions that deal with personal concern& 
.ind choices as well u progress on aca­
demic goals. 

Community coMections are a 
favorite aspect of FIRST CLASS for 
Bonnie. Students select commwiicr 
~encies co work with eacP pr-d:ac 
children's hosp1ta.I, a mission fur the. 
homeless, or perhaps a shelter for bu· 
rered women and cheir childrm. The· 
rc:achers in FIRST CLASS are moving 
coward requiring community service 
for eighth-grade graduation because. 
says Bonnie, it is a way for young peo­
ple "co see the connectedness of our 
lives." Bonnie: also integrates .studies of 
Rochester's sister cities--in Mali, 
France. or Germany, for example-­
into the curriculwn. This also intro­
duces FIRST CLASS students to 

foreign languages. 
Later in the day, about a dozen stu· 

dena gather in Bonnie's classroom 
around a long, wide table that cakes up 
most of the room surrounded by cabi­
nets and student work. Other srudents 
are jun finishing up projects at the scv· 
en computen against one wall or at the 
table where their bookmaking work bad 
been spread. ·1 we teehnology in all the 
things I do in reading," Bonnie 
aplaina. including Crearing boob. 
problem solving. and prediaing out· 
comes. She combjnes reading smtegics 
and computer applicuiom adroitly. fo.. 
cering .collaboration among her nu­
dena. She is available in her 
mini-compwer lab wbcneYU anyone 
needs ber--before or afm school, ~ 
ing lunch. and when ZKhen and sm­
dena come in to work mgedm. Sbe 
also coaduaa wodabops tbrougboua 
the disuicr and provides support to oth­
er teadws widiiA Oougl.ua Middle 
School 

nc small group sca1ca c1own for 
recreational reading. Bonnie and her 
colleagua think of limaq ia ica mOll 

exciting scme. an ability m enjor 
speaking. listening.. writing, and read­
ing. Her studena draw &om drama. 
poeuy. ahaml navds; Sbakaparc, and 
their own book publiahing to lam 
what licuaq meana. Joumal-luepiag 
by teachcn and midentr is a common 
element ia all ofthe daua. 

The recreational ra.ding group ir 
now almou finished with a Civil Wac 
novel, Wu 0,,,.,, IO W'.U, Frmrul1I. and 
is discussing the pmonal aspeas of 
slavery and freedom. Bonnie chooses 
recreational reading books frequently 
because she knows most of her scudeni:s 
do not read on their own at borne. 
"Few people do," she notes candidly. 

She: asks the group respectfully, "Is 
there anyone who doesn't wanr co read 
coday?" Finding them all ready. she 
leads a discussion, constantly urging 
her students to put themselves in che 
shoes of the novel's proragonist,Willy: 
"Remember, she is only 14, she has no 
one to turn to, no one knows she is 
free. What would you do? Go back? 
Keep running?" The students di.scusa 
all of Willy's options, debating and 
defending their own choices. They 
agree to finish the book at home and to 

be ready to talk about the ending at the 
nm: clua. 

A Collcc:IM Vuioo for Redesigning 
School 

To Bonnie, it is imporwu ro see 
studcni:s ia. vesting in their own learning. 
And it ia essential •t1w I am surround­
ed by people who wane dw. • 
Gcnermd by the desire to aa on 
shaRd beliefs about teadiing, FIRST 
CUSS fosms collaboiuion and respea 
among adults as wd1 u studena. Evay 
teacher in FIRST CLASS teaches a 
multidisciplinary project group, a math 
and lircnq dus. and a psyQology 
cWa. The ream has a specialist in each 
subjea ua who saves u a resource for 
both srudena and teKben. Team mem­
bers t.:aR on the hypbenared role of 
reacher-counsdor. Each team member 
worb with. a small group of students in 
homeroom and again in the psychology 
block to hdp students sw:cmi and 
make viable choices. 

Special education reachen are part 

of the ream. helping provide strategies 
for students with learning disabilities. 
such u wjng precise language when 
aplairung or asking questioN. Nancy 
Sundberg. a special education teacher, 
is the teim's chief reseucber, constant· 



ly searc:hing for infomwion abour the 
idea.s and projecu they underakc. 

The teachers develop curriculum 
together, ba.sing science and social stud­
ies content on a cyde of themes char 
engage srud.cnts in projcas during their 
three years in the prognm. The theme 
of "Local Connections: Rochester and 
:-.Sew York Scare," for example, involves 
study of habitats and ecosystems, inm-­
nacional sister cities, "Rochistory," and 
che underground railroad. Bonnie 
chooses fidd nudics dim:dy tied to the 
themes. In the French language and 
culrure project, for example, an: studies 
focwed on the Impressionists. so she· 
took snad.cna to the Lilac f.estiwl and 
co the Imprcssiorusc room ar the an 
gallery for a painting class. Each wm 
finishes with an a.iJbition where- mi­

dencs arc both teachers and learners.. 
using wricreri, an::inic:. raped. and oral 
presentations ro describe their work. 

CollabOration and Professional 
Development 

While certain rimes are set asi~ 
during the week to discuss srudentr and 
logistia, teachers Wk together all tbe 
cime. Bonnie's huge table is often a. . 
center of operations and discussion. a 
mini-computer lab againsniawalla 
place for teachers and rnadenmana., 
in on projects whenever ao-damsaie 
caking place. The ccachcrs UE quickm 
praise each ocher. but they acknawlcdp 
clm consensus building gea rough ar 
rimes. Some ceachers arc tidr, some can 
only work in chaos. Their effora to 
develop scudent assessment needed sup­
port. Were they co depend only on 
their own experience and knowledge. 
che ream members might be unable to 

continually enrich their visiorL Put of 
their collaboration, however, has been 

co punue opporrunities for professional 
growth thar suppon their goals. 

For example. Bonnie and the otben 
patticipuc in Performance Assessment 
Collaboratives in Education. a fiveeyear 
national project to ezplore the use of 
portfolios in urban classrooms dw sup­
ports the teaehen' desire to 6nd alter­
natives to mditional assessments. They 
are also put of New Standards, a pro­
jea to benchmark standards and assca­
ments to workl-daa leva.. Thia helps 
them focus on student wos:k to evaluate 
their own succca as well u dw of mi· 

d.cna. The amibwa of accompliahed 
teaching. u csprmed in the ..... 
mena of the Nuional Boud. for 
Profaaional Teaching St&Ddaida. guiR 
their profmioaal praaice. 

This lair aaivity arans &om cbe 
leadenbip of tbe Rocbam Tnchas 
Avodario11 in mpporring the Narioaal 
Board. Three tacbm (half of all tbme 
certified in New Yock on. the 6nr 
round), came fiom FIRST CLASS.. 
Boarue and the orbcn who passed cer­

tific:Woit be1ped ads other wim awe­
rials and videoapinr. that negorimd 
rdeased time for me Dal groap of 
Pochcswr tadicn who applied for 
c:mificuioa. 

The Nuional .8oud proc:eu. .,.. 
Bonnie-. ·rorced. me m look more do. 
ly at my work and made me more 

comforabJe wiib asking StUdmtr for 
their input on iqy 1"3Chin1. Thq really 
lib to be involved.• Sbc also rdishs 
the collaboration dm team taehing.. 
PACE. and the other professional aai\'1-
ities requiM •.. ·1 don't see myself alone 
anymoM, • she says. •1 !cam &om fim­
yeu tca.c:hen. &om the most gi.ficd and 
experienced teachers. We spend a lor of 
rime watching and leuning. • 

Union vice president Tom Gillea, 
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formerly a high school English teacher. 
a.sked to become pan: of FIRST a.ASS 
in order to qualify a.s an applicant for 
National Board certification. He tw 
stayed at FIRST C1J\SS u one of 
tbOIC who became ccrtiiied not only 
because of the suppon the program 
gives to students, but also because of 
the process the team goes through. 
"People are here for the same reason," 
he says. "even though they don't all 
chink the same way.• Leaming &om 
one another and supponing studm ii 
the goal. and it permcam all tbu the 
team doa. 

Sening tbe Profaaioa dmaagh lad 
Taching . 

It is afmnoon now; and. Bonnie Im 
moved on to anocher of her respon.si· 
bilitia tbx of a IDC!ltor reacher for 
Rocbam's Caieeti~ Te:acbing ccrn 
program. The program provida men­
toring for ID ~n_ningtaehm and 
for vewu radicn having difficulty. 
lad readters arc scleacd for their 
apcnise in teaching via a rigorous 
procm of evaluation. These teachers 
provide inten.siw assistance and advise 
a panel of administmon and teacben 
on conuaa renewal for those with 
whom they work. 

Tbae evaluations mpport a c:arccr 
ladda with sa:pa in compensuioa for 
moviq &om an initial inremship 
(supervised by a lead taeha) to "rai­
d.ency.• m professional tadicr swus. 
and then m lead-ceadllng smus lar:a iD 
the ~The err program has also 
established new approaches for ongoing 
te3Cher ewluarioa relying on the stan­
dards and portfolio processes modeled 
on char of the National Board for 
Profmioaal Teaching Sandarcb. In 
suuauring their professional develop-



ment and gathering evidence about 
their teaching. teachers include evidence 
.ibout student leazning as well as input 
from colleagues, students. and parena. 

Bonnie is visiting with Gretchen 
Breon and Joan Labrosa. who have 
neighboring clas.uooms on the top 
floor of a span.king new middJe school 
Joan spent almost a decade in a career 
at Kodak before deciding to go back to 
graduate school to prepare for reaching. 
Gretchen came from a career in recre­
ation. No amount of experience, how­
ever, could have fully prepared them 
for the fim year of teaching. Bonnie's 
mentoring has been a lifcJinc. 

Bonnie visiu them and two other 
new teachers every week. as well u one 
tenured teacher who has asUd to be 
observed by a mentor. On chis day, 
Bonnie sics at the back of Gretchen's 
cla.ssroom co follow the behavior of 
three students who have been giving 
the teacher extra croublc. She noccs 
whom they talk to, what dr'IW1 their 
interest, what disuaas them, then di.. 
.:usse.s her observations after the class 
and gives some suggestions. "You need 
ro decide," she tells Gretchen, "if you 
want your students to talk while taking. 
noces. If you do and want them co 6n-
1s h. coo. then perhaps you_ could UIC a 
cimer." These important aP:-small and 
large, are what help beginning madacrs 
master rhe innumerable c:omplcxitia of 
teaching. 

''Bonnie not only finds mawials for 
me and informs me about contnaual 
details, but she is so reururing." says 
Gretchen. "Some days ue jwt terrible, 
but she's there to put me back together 
lgain. We talk about the problems, and 
chen she says, 'Now, let's move on."' 

Bonnie notes that the most important 
cool with those she mentors is trust. 

"They have to know that it is OK co 
make mistakes. that I'm the one to 
make mistakes in front of." Knowing 
that Bonnie is certified by the National 
Board is especially important to 
Gretchen. le affirms that Bonnie "is a 
good role model for me." 

Bonnie is an advocate, but she ilia f 
is an evaluator. Under the CIT pro- ' 
gram, mentors assess the potential of 
beginning teaehers and make recom­
mendation.s about their probationary 
scaNS. It is Bonnie's responsibility to 
~ncounge those she is mentoring in, o 
oui. or to another lcwl of taching. Sb 
aa:epa this awaome wk beca111c "we 
don't wut people in teaching who wi 
do good things for c:hildrm." Under ,, 
the CIT prognm. about 8% of 

Rochc:sm's beginning racben are r. "'I 
renewed !Or a second year of rocbingi 

Personal Valua, Profesaioml Life 
Wbm BollAie- Dorschd begm 

teaebmg many yan ago in a safe sub­
urb of Rochelmi she bad only md.io­
cional notion.s of a career and of 
teaming wl laming. OWdrm sac ia 
rvw1, tcachcn tmghr in rean m. 
rarely cbanpi &om Sepcem.bcr 
through May. But she WU bomt 
Bonnie cho. m mO¥e to Rochester. 
ultimately tacbing 11 all lcwls. indud­
ing some college-lcwl da.ac:s. While 
raising tbtec children, she obtained a 
nwm'a degree in wbUl eduarion and 
nm caUficuion in rading, English. 
and adminismtion. Councs did not 
count as mudi u the opportunities she 
found m enjoy and explore new people 
and ideas. whether in a sister city in 
France, a Korean culrunl amp, or a 
local classroom using cedinology to 
expand stUdcna' knowledge. 

Bonnie is well awm of the changes 

in the city where she and her funily 
. have chosen to live and work. When 
. · she started teaching, "seventh-graders 

were not getting pregnant. parents were 
home when you c:alled." She would 
never have thought it necessary to c:all a 
student in the mornings to get her up 
(as she did with one child whose par­
ents left very eaziy for work). Nor 
would she have thought it important to 
read the police blotter of the local 
weekly to know what's going on in the 
lives of kids at home. 

Despite hei enthusium for teaching 
in an urban classroom, Bonnie fdt 
hemmed in by policies and pnaia:s 
she did not feel wae appropriate for 
her nudcna. She thought about ados­
ing the door on teaching." bu~ then the 
FIRST CLASS team began m fonn 
and the~ in Teaching program 
empowered her co make a real contri· 

bution to the quallry of the professaono/ 
Foube 6nt time, she fc!t she had as_ _ 
~ the policies and suppora n_ee~d for: 
ccac:hcrs and nud=a. 

Bonnie sees herself as an uncom­
promising optimist, a view that is 
revealed as much in her convcnations 
with colleagues u ir is with nudencs. "l 
have fun meeting the c:halleages of 
working with kids over rime." she says. 
"And most of wtw I learn comes from 
the m:cllencc around me. rm pleased 
with the changes 'ft are making.· Most 
of all, Bonnie is grateful co be working 
with people "wbo pwh their limits .... 
All of us are just a work in progress." 

What Matters Most: Teachinl for Americ3·s Future 11 



Recommendations: An 
Action Agenda for Change 

A
s various panaceas have been advanced in the last decade to solve the 
problems of learning in America, education reform has moved in fits 
and starts. Indeed, the "reform Ju jour' has become a problem in its 

own right in American schooli because teachers have learned to ride out the 
latest fad on the well-founded assumption that ir roo will pass. 

Reform can succeed only if it is broad and comprehensive, attacking many 
problems simultaneowly. Bur ir cannot succeed at all unless the conditions of 
teaching and teacher devt:lopmenr change. Indeed, when this Commission's rec­
ommendations are pur inro place, educaton will find char they end the waves of 
reform char en.sh over American schools without effect because our schools will 
have developed the capacity to continually ~new and improve themselves. 

Our proposals provide a vision and a blueprint for the development of a 
teaching profession for the 21st cennuy char can make good on our nation's 
goals for education. They are systemic in scope--nor a recipe for more shorr­
lived piloa and demonstration projec:t1. They require a dramatic departure from 
the statw quo-one dw creates a new infrasuuc:rure for professional learning 
and an accountability system dw ensures attention to standards for educators as 
well as srudena ar evt:ry level-national, state, local school district, school. and 
classroom. 

If the press for higher educational srandatds has taught w anything. 'it is that 
congruence matters: If the actions of federal and srate govemmenu do not sup­
port the work oflocal school climicrs, and if those of school districrs do not sup­
port the work of schools. very little of worth can be acc:omplished. What goes 
on in classrooms between teachen and srudena may be the core of education, 
bur ir is profoundly shaped by whar parena and principals do and by what 
superintenden~. school bouds, and legislatures decide. When variow pans of 
the system-are working against one another, the enterprise lurches around like a 
carriage pulled by hones running off in diff'crent directions. 

Congruence and commonality of effort in a decenmliud system require that 
we prepare people-both educaEon and policymabrs-<o manage that system 
in a way that is guided by shared commianena and knowledge. Without that 
common knowledge base co infunn practice. there can be no guideposts for 
responsible decision making. 

What we are proposing is a set of steps to ensure the common base of knowl­
edge and commitments upon which a truly democratic system of education can 
be built. We are urging a complete overhaul in the systems of teacher prepara­
tion and professional development in this country to ensure that they reflect 



and ace upon che most current available knowledge and practice. This redesign 
;hould create a concinuwn of teacher learning ba.sed on compatible standards 
chat operate from recruitment and preservice education through licensing, hir­
ing. and induction into the profes.sion, to advanced certification and ongoing 
professional development. · 

'X'e also propose a comprehensive set of changes in school organization and 
management chat will provide the conditioru in which teachers can use their 
knowledge much more productively to support srudent learning. And finally, 
we recommend a set of mea.sures for making sure chat only those who are com­
petent co ceach or to lead schools are allowed to enter or to continue in the pro­
fession-a scamng point for creating professional accountability. 

For the fim time, a broad-ba.sed group of policymakers and educators-­
including those who will have to cake courageow seeps to put these recommen· 
dauons in place-have put forth chis sweeping agenda for change and pledged 
co cake che steps needed to implement it. We understand chat these proposals 
.ue not easy co undertake and that the self-interest of various constiruencies will 
be shaken in che proceu of bringing chem to life. However, we believe chat this 
compreheruive set of reforms is absolutely essential co guarantee every child a 
caring, competent, and qualified teacher ... and to guarantee America a just 
and prosperous furure. 

We challenge the nation to embrace a set of ruming poina chat will puc us 
on the path to serious, successful, long-term improvemena in teaching and 
learning for America. By the year 2006, 

• All children will be caught by teachers who have the knowledge, skills, 
·and commitments to teach children well. 

• All ceacher education programs will meet professional standards. or 
chey will be closed. 

• All teachers will have access to high-quality professional development 
and regular time for collegial work and planning. 

'"'P 
• Boch teachers and principals will be hired and rmined based on their 

abilicy co meet professional standards of prac:ticc. 

• Teachers' salaries will be based on their knowledge an~ skills. 

• Qualicy teaching will be the cenml investment of schools. Mose edu· 
cation dollars will be spent on classroom teaching. 
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We offer five recommendation• to accompllah th••• •o•la: 

I. Get serious about standards for both students and teachen. 

II. Reinvent teacher prepantion and profeuional development. 

Ill. F'm teacher recruitment and put qualified teachen in every 
classroom. 

IY. Encourage and reward teacher knowledge and skill. 

V. Create schoob that are orpnded for smdcnt aad teacher success. 

These recommendations are inrerrelated. Srandard.t for studena affect 
expectations of teachers and the organization of schools. Standard.t for teachers 
affect their preparation, their induction into teaching. and their conrinuing 
devdopment as well as the roles they are capable of assuming. Experienced 
teachers, as well as novices and andiclaccs, benefit from exposure to profession­
al development schools. Changes in school srruaures affect everything cUc. 
However, for the sake of clarity, we treat these issues separately bdow. Ar the 
close, we describe how they should come rogethe~ 

WI RECOMMEND: reneMlf tM fllltlo1181 ptomlN to brltrl every 
American cltJld up to WOfld.dne ~ In core academic arw. 

WE RECOMMEND: __,,.,,and enfon:lnl liltll'OW 1tandatri. frw 
tuc,_ ~. Initial llcenalfW, and contlnu/lfl development. 

Standards for ltudeata 

The country needs to continue ia work on srandards defining whar young 
people should know and be able to do. These should reflect the demand.t of 
today's society and support more challenging academic coursework and higher 
standards f'or graduation. Like those in other countries and like the much­
applauded work of the National Council of Teachers of Mathematics in the 
United States, the standards really should be frameworks for curriculum, 
expressed in slim notebooks that outline a core of expectations coward which 
all students should strive, not a telephone book incorporating every topic 
under the sun. Such frameworks should be clear about common knowledge 
and skills while allowing for local adaptations that bring idea.s co life for stu· 
dents in different communities and enable students to develop different inter­
ests and specialties beyond the core. especially a.s they move through high 
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school. The standards and frameworks should be a central subject of ongoing 
conversations wirh parents and communiry members so that all rhose whose 
effom muse be mobilized on behalf of students understand what chey are 
working coward. 

Scares should concinue co work on incorporating these standards into cur­
riculum frameworks and assessmencs chat provide rich information about actu­
al scudent performance. enabling ceachers and parents co understand whar 
.:haldren can do and how to support their ongoing learning. In the effort ro 
advance standards. implementation must go well beyond the platitude that "all 
children can learn." All children are human; by definition all of them can learn. 

Using Student Standarda to Develop Teaching Practice 
In two local middle schools, tne mau-. 

matlcs teachers h8'19 t:>een worrytn& 

abOut a new state performance asseaa­

ment to be given in ei&f1ttt ~· Last 

year, when the test was piloted at ttwtr 

school. test scores plummeted. Th ... 
teachers are anxious to understand be\o 

ter what it is that students need to knOw 

to do well on the new assessment Two 
teachers volunteer to organize materiet 

from the pilot test, suctl as students' 

portfolios, and the sconnc sheets. The. 
teachers also have their student records. 
Each teacher gets a packet of portfolios. 

scoring sheets, and a few other recorda 
tor ten students from across classes. 

In preparation for the first meettr1c.­
:1'1ey pare over the ass~ but feet 

tnat they do not adeQu~ ~ 

either what the tasks are-asidn& OI the 

ways in which students' wortt was 
scored. They decide to enga&e in one of 

tne !askS tnemsetves. They complete the 

task and analyze it closely for whit it 
covers mathematically and what kinds of 
tn1ngs one needs to know and be able to 

do in order to do it. They tnen tum to 

'ook1ng at their students' performances 

alld oegin to see more about the differ· 

ent ways in which the students intennt­

ed and approached the task. Over the 

course of several meetinp, they repeat 
this c)'de with different talks. Ooint uw 
tasks la actueJly kind of fUn, end they 

find tnat ttwy .. mueh better Ible to 

•u.• the studlntS' WOik and thlnkiftC 
after they h8V9 climbed Inside at the 
taska tnemaeNM. 

Later In the year they dtN9fop a lllt 

of the kJnda of understandings that the 

aasessment seems to tap and the 

kinda of problems ttley saw In students' 

work. This raiM9 a host of questJona 
for them about how to help studentl c» 
better and where to seek resources for 

their own leamln&. One of the teachers 

proposes attendinc tne state National 

Council for Teachers of Mattlematlca 

afftllate conference. for she notices that 

a number of sesa1on1 taraet the new 
state assessment and • least 1 couple 

of them seem to lddresa the teachera' 
questions 8boUt way1 that mi&ht help 

them improve their teaching of these 

mathematical ideas and hence their s» 

dents' 111mln&. 
Several elements of powerful prof .. 

slonal education are evident in this 

example. The teachers are bent on 

improving students' performance and 

they construct a way for themselves to 

investigate mathematics, assessment, 

leamin&. and teaehinc usinC their need 
to look more closely at the test to 
understanel It. The mlteffal for their 

investJpClon ia their own students' last 

yers tea. The Immediacy of the sitlr 

atlan la 1 pressin& ;.~ntive to partic> 
pat&-uslnc 1 real task of practice as 

the context for thetr work. Their investi­

gation of wn11t was causing students to 

do so poorly on the test cave tnem an 
opponunity to deepen tneir own under· 

standlnp of mathematics, as well as of 

students' thinkin& and Interpretation, 

and of the structure and wortn of tasks. 

AlthOu&h any one of them could have 
done ttlla investigation alone, wort(ing 

together greaay enhanced what was 

possible to consider and to 1eam: 

Across the aroup. tneir ideas differed 

about the mathematics, the taskl, and 

partfcutm' students. Their discussions 

broadened what any one person could 

do. Topther tney began to develop 

snared ideas and standards that could 

guide their collecttve efforts. 

~ tam Oetlanft ... .,., 09'lill Co!WI. 
·~ PrlCllCe, 0.ieiOCllftl PrecWonert: 
TOWSd 1 Pnieoc•tlMll Theory or PTo1u.llonll 
EcMlllon" (PIOIJ cnolreel lot tN NltlOllll 
COITl'l'4liOn on T•IC!linl 5a Amerlea'I Min. 199!1. 
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The question is: What should they learn and how much do they need to know? 
And how can schools support chis learning? 

For standards co be meaningful, chey must be accompanied by benchmarks 
of performance-from "acceptable" co "highly accomplished"-so chat stu­
dena and teachers know how co direct their efforts toward greater excellence. 
Clear examples of the kind and quality of work expected can motivate studena 
and help teachers co organize cheir work cogecher. They can build upon ch"e 
work of their predecessors and colleagues and develop reinforcing opportunities 
for studenr.s co practice and develop their skills. With high-quality assessments 
chat measure important abilities, teachers can teach more purposefully and 
make greater demands chat studena and parena can better understand and 
respond to. Parena can reinforce studenr.s' learning at home. And schools can 
better organize specific academic supporu and extra study time after school. on 
weekends, or in the summer for students who need additional help co d~lop 
the levels of competence they need co meet. 

Expectations for student achievement should shape discussions of teaching 
and problem solving in schools. Teachers should work collectively on curricu­
lum that supporu the standards, assess how individuals and groups of studena 
are learning, evaluate what kinds of learning experiences they have had, and 
make changes in what they do. This work is a key professional activity that con­
neas scanda.is of learning to the building· of shared standards for teaching. 
Evidence already exisa that where school faculties are working together co trans­
late standards into courses of study, learning casks, and assessments, they are 
becoming more expen and more collective in their practice, and studena are 
learning more." 

Elementm of SY8temlo Refonn 
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.\1any have voiced fears that standards and assessments will turn out to be 
::litist-chat they will simply sort out more easily the haves from the have-noes. 
The Commission's vision is very differenr. We see standards as a starting 
point-not an ending point-for change. We understand that srandard·setting 
in and of itself will not produce the changes in teaching and schooling needed 
co raise achievement. However. standards can create a foundation for other 
reforms chat build the capacity of schools to help all students learn to higher lcv­
:ls. Ultimately. to be productive, student standards mwt undergird shared stan­
duds of practice that allow teachers to work more effectively together and to set 
::xpectations for themselves. 

Standards for Teachln• 

Scandard.s for teaching are the linchpin for transforming current systems of 
preparation. licensing, certification. and ongoing development so that they 
better support student learning. They can bring clarity and focw to a set of 
acuvities that are currently poorly connected and often badly organized. New 
standards and new opportunities for teaeher education must be reinforced by 
incentives that encourage teachers to acquire ever greater knowledge and skill. 
These incentives an then, in turn, support the redesign of schools so that they 
organize themselves more effectively for student and teacher learning. 

Clearly. if students are to achieve high standards, we can expect no less from 
chm teachers and from other educators. Of greatest priority is reaching agree­
men.r on what teachers should know and be able to do in order to teach to high 
standards. This standard-setting task was left unaddrcsaed for many deadcs. • 

A Professional Continuum for Teacher Development 

l:lecn.mment _.. 
:o a teacner 
eaucat1on 
:irogram: 
Based on 
acaaem1c 
:iackground 
ana ao111ty to 
... ork w1tn 
:~11aren 

I 

; 

! 

I 

! 
I 

: 

; 

Pres-£ 
prepanlCIOft. 
1n an NCAT& 
accredl\Ml 
scnoot of 
eaucat1on 

~ 

~ .. ~ lnitlll intern _ 
licenH: 
BaMdon 
INTASC 
teltl of 
subject 
matter 
and teecnint 

I 
• knowlldl• 

A I 

! "'-

New te·ec:Nr _ Contlnuint Onpna _ f-. ~ -· i.. 
induction: licente: prof111lonll 
1·2 yen of Based on d8'1910Dmem 
el"Y~ INTUC in and out of 
mentorint performance tne clUll'OOm 
and evelultlon useumenta, 

ineludint. 
C)OrtfOllO of 
videotllped 
1e11on1. 
wrttten 
evatulltiOM. 
and studlne 

l~l 
WOiie 

1.W-1 .& 

• AdYanc.o 
certification: 
Based on 
NBPTS 
i>erformance 
assessments 
and 
examinetiona 

-& 
-.c~~E•NltlOl'll C- lor AC¢rlOotaUOll ol Te-l-. 1"1A$Callllel\1118 -T·-....._ ... S..OODft ~. ~ ao.e,. ~ 
'e1tn•"I S11N1111GI 
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:-..;othing. I repeat. nothing ha.s forced me to examine my teaching prac· 
nces as the Sational Board Cmificacion process did. Nothing else ha.s 
ottered me a vision of what education could be like and opportunities to 
make the vision a realiry .... The result is amazing to me: I am more 
excited about reaching than I have ever been. I no longer dream of mov­
ing up the ladder away from daily contact with my students. Nor enough 
rime exisrs co cry all the possible idea.s chat examination of my own class­
room ha.s produced."' 

In che Commission's judgment, these standards represent the new basics fW 
accomplished practice: they include the cssentialJ of effective reaching and focus 
.mention on student learning. They may seem to be a call order. bur many excel­
lent teachers are already reaching a.s they suggest, and some schools of education 
are preparing new cohoru of teachers so chat they learn to do so. In the la.st ten 
vears, since issues regarding che scatw of teaching were first brought to the pub­
lic's attention.~' a great deal of headway ha.s been made in developing new sun· 
dards for reaching. piloting and refining new a.ssewnena of reaching, and 
creating programs chat serve a.s proof that substantially better education for stu­

dents and teachers is possible. However, if these are to tab hold and survive 
longer than in past eras of reform. policymaken muse incorporate them into the 
policies that govern reaching and schooling. 

To ma.kc expert teaching the rule rather than the exception, state and 
local policies should crcarc a continuum of professional learning for reac:hen 
based on standards char guide reacher preparation and licensing, early induc­
tion, ongoing professional development, and advanc:ec:l cenification. To 
accomplish this, we recommend rhat states and local districu take the foJ. 
lowing seeps: 

• EatabllM prof...,onal ltandarda ...... In every mte. 

Developing coherent standards for reacher education, licensing, profa­
s1onal development. and practice requires a governing partnership between 
che public and the profession chat is nor vulnerable to con.sandy changing 
policies and priorities_. Twdv«ilwes have already created boards for reaching 
!1ke chose char govern standard setting in ocher professioni on the conviction 
chat these boards are the t>ai way to maintain rigorous standards and protea 
che public interest. Such boards are the corucience of each profession; they 
Jevelop and enforce ethical codes a.s well u technical standards of practice.. 
They should include accomplished teacherl-Ulrimarely, chose who are 
\:acional Board Certified-a.swell a.s reacher educators, administrators, and 
representatives of che public. In other profes.sions, a national confederation of 
state boards develops common standards, high-quality assessments, and reci· 
procicy agreements. Such a confederation in reaching should help devdop 
.:ommon licensing a.ssessments with professionally recommended cut-otf 
scores. so chat teachers command comparable skills and can move more easily 
irom scare co scare. 
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but it ha.s recendy been accomplished by che efforts of chree professional bod· 
ies chat have closely aligned their work co produce standards ouclining a con· 
tinuum of teacher development derived directly from the expectations posed 
by new srudent standards. 

The new standards of the National Council for Accreditation of Teacher 
Education (NCATE), most recendy revised in 1995. reflect che evolution of a 
much stronger knowledge ba.se for teaching and require schools of education to 
demonstrate how they arc incorporating new knowledge about the effcctM 
teaching of subject matter, variow approaches to learning, and student diversi· 
cy in their preparation of teachers. 

NCATE's scandardJ a.re connected to a set of newly developed standards for 
beginning reacher lic.cnsing developed by a consortium of more 30 states and 
professional organizations-the Interstate New Teacher Assessment and 
Support Consortium (INTASC)-which ha.s cackled the question of what 
entering teachers mwt know and be able co do co teach in the ways srudcnt stan­

dards demand. The standards outline how teachers should demonstrate their 
knowledge of subject matter, child development and learning, classroom com­
munication and management, planning, instruction, and assessment, and the 
ability to work well with parcnu and colleagues as a ba.sis for gaining a lic.cnse to 
teach. INTASC's lic.cnsing scandardJ arc the basis for tcsu of subject matter and 
teaching knowledge for an initial license and for a performance assessment that 
examines reaching skills during the fim year or two of supervised reaching. 
These cesa, currently being piloted by staccs that belong ro the consortium, will 
become the basis for granting a continuing professional license. 

Finally, for cxperienc.cd teachers, the standards for accomplished practice 
developed by the new National Board for Professional TC2Ching SrandardJ­
which are compatible with those developed by NCATE and INTASC-pro­
vide guidance for ongoing professional development. Teachers that undertake 
the National Board's challenging performance asscssmenu can receive certifi· 
cation of accomplished practice that recognizes the high levels of expertise they 
have developed. 

Although the work of these organizations may sound unglamorow, they 
offer the most powerful tools we have for reacrung and rejuvenating the soul of 
the profession. Their standards and assessmenu examine and insi5t upon the 
attributes of eff'ective teachers: subject matter expertise coupled with an under· 
standing of~ childtcn learn and develop; skill in wing a range of teaching 
strategics and ccchnologics; scn.sitivicy and effectiveness in working with srudencs 
from divmc backgrounds; the abilicy to work well with parents and other teach· 
ers; and assessment expertise capable of discerning how well children uc doing, 
what they are learning, and what needs to be done next to move them along. The 
standards reBea a teaching role in which the teacher is an instructional leader 
who orchestrates learning experiences in' response to curriculum goals and stu­
dent needs and who coaches srudents to high levels of independent performance. 

These standards offer a cogent vision of teaching that helps co create new 
classroom realities. As reacher Ann Sayas noted of her experience in working for 

National Board Certification: 
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How would a standards board help solve current problems? First, it would 
bring greater expertise ro bear on che process of setting teaching standards and 
would do so in a more focwed and steady fashion, as standards muse be contin­
ually updated and reevaluated in light of growing professional knowledge. 
Second, it would allow the creation of a more coherent set of standards across 
teacher education. licensing, and ongoing professional development. since chey 
would all be considered by the same body. Finally, it would create a firewall 
between the political system and the standard-setting process. allowing higher 
standards chat are more connected to che professional knowledge base co be set 
and maintained. States wich standards boards have shown char rhev enact and 
maintain more rigorous, professionally current standards rhan they had been 
able to do before the standards board was in place. 

• ln91at o• •ooredltatlon for •II achoola of education. 

Scates an most effectively en.sure quality conuol over reachu education in 
partnership wich che National Council for the Accreditation of Teacher 
Education, whose standards are aligned with emerging new sandards for srudenr 
learning 11well11 with chose of the National Board and INTASC. NCATE's qual­
ity standards. recently rmsed and strengthened, are demanding, but not beyond 
che reach of any school of education genuinely committed ro preparing excellenr 
teachcn for the damooma of a new cenrwy. Schools that are seriow about prepar­
ing tcac:has should take the neceswy steps to become accredited. Those that are 

not willing and able tO develop a critical mass of intelleau.al resources for training 
teachers should nun their attention to doing ocher things Wl:il. 

Although teacher mociarions and stares are increasingly willing co insist on 
acaediw:ion for schoob of educ:ation, che unfortWlatc truch is tJ:tat some colleges 
are alarmed u the prospca of mandatory acaedication, fearing that what is in the 
public ina:rm may noc alwmys coincide with imtiamonal sdf-inmest. It is rime for stares 

and higha edw:uion m st0p playing shell games with ineffective program approval 
procedures and suppon professional ac:acdicarion by the cum of the century. 

• CIOM .......... Mllool• of education. 

The ocher si~ of the acaecliwion coin is chat weak reacher preparation pro­
grams should be shuc down. AJ everyone in higher education understands, 
accreditation amouna to a stamp of approval chat a professional school is capa­
ble of delivering what it promises che public. After an initial visit, accrediting 
agencies provide institutions of higher education wich ample rime. technical 
assistance, and opporrunity to correct shortcomings and shore up weaknes.ses. If 
schools, colleges, or depanmenu of education are un~le to do so. they should 
be closed to protect the public's interest in providing well-prepared teachers for 
all chilcmn. To chose concerned about che American future. it is painful co hear 
chat some training programs are so weak chat cheir studenu belittle them. and 
school systems fed chey must scan all over again training cheir graduates. What 
is more painful is chat the situation is tolerated. It should be no longer. 



Achieving NCATE Accreditation: The Price and the Prize 

When tne National Council for 

4':creditation of Teacher Education 
lNCATE) strengthened its standards in 

1988. nearty half of tne schools 

reviewed could not pass the "knowledge 

oase • standard. which reQuires a school 
to be able to describe and enact a coh.,. 

ent knowledge oase undergirding its ~ 

grams. NCATE's evolving standards do 

not represent a comfortable status Qua. 
They reflect serious program reform. To 

meet the standard&, schools must 

• Offer a coherent program of s~ 
ies that will prepare effectiW 

teacners rather tnan a collection of 

courses based on What professors 
prefer to teach; 

• Provide a full foundation in the lit>­
eral arts and teachinC dlsciptlnes: 

• Prepare candidates to teach Chi~ 
dren so tney can achieve the ~ 
dent standards of professional 

associations like the National 

Council of Teachers of 

Mathematics: 

• Prepare teachers wno can wortr 

with diverse learners and with new 
technologies: and 

• Ensure tnat candidates pin ~ 

edge of effective 1eamme"' .G" ~ 
ing strategies and detTIOliiiUDUWr 

skills in won<ing wiU1 studlrlSa·· 

About one in flve scnoors of education 
are denied accreditation on their first 

attempt. Many have made swHpin& 

changes to revamp courses, secure new 
resources. and strengthen teaching and 

are successful in their second attempt. 

Their expenences illustrate the power of 

accreaitation to create a floor of Quality 

tor professional education. 

John Carner. vice president of 

Concord College in West Virginia, 

describes how accreditation made a dif­
ference in his institution: 

The woras stunt like an ominous 

medical t'fOlfJOSis: ·accreditation 

denied.· It wa1 May 1989. 111d Concora 

Cot1e1e had Just l:Jffn notified tl'lat we 
were no lon1er accredned under tne 
aef/s of NCATE. to wt'lieh we had 

belon1ea since 1954. To Concord. Ques­

tions aoour tl'I• value of accreditation are 
serious. The question wa1 framed Cleany 
0y a youthful reporter, who wnen later 

informed of our ach~ent In replnlf11 

accreditation, asked forcafully, "So wny 
is It importam? What hlN8 )IOU pined u 
a college?• We responded tftat we had 

secured rn. future of tit• "'°,.,,, under 
the state boatd manaare. impnMd rn. 
PfOflWJI under the natton/11 refonn ~ 

da for teactt« eaucaaon, and enl'tanced 
Concotd _,... wttltln and outside the 

state. We belle'lle we w#I oe /Jl'OdUCltri • 

better tMCIJef "''°""' the refonna initl• 
ed In our attw. for &'ICf8dl'tartcM. 711ese, 

rautta, the ptta. If you will, ~ in our 
jua,ment. wortft the ,,,a we paid. 

Our refotms ....,. based on: (jJ ,,.., 

,...,..,.. includltW intansNa i~ 

ment"" tlte JJIUident nJ dHn and. 
nttW director of teacher education; (21 
EmlfW rewflw, includ"W tn. best atMt» 
Ihm the utetatJn Oft tHdW education 

reform and attlqua ot our,,,,,,,_,, 0, 
outsm profusionala: (11 Colnp ...... .. ~,.,,, ,,..,..tD 
achi..,. the coherence and collabomlon 

NCATE d*"8l7ded: (4J Wft! JN ti 
,,,.,,,.,, telonn--fhOulh Important to 11£ 

we would not rely on past NCATE e~ 

tions, the state's standards for approval, 
our own hilfler !Oucation Ooatd's sui> 

port, or appreciation of our situational dif. 

nculties by outsicM viJltors "'°'" NCATE: 

and (5J Nationally ~ 1'fOff9ln 

elemenu. Our t'fOfram nad to measure 
up well wnen compared with '1rograms in 
orrier stares. 

By Cl!e time of tfle second review. me 
curriculum content. sequence. and deliv­

ery s)IStam reflected a mocJel of tfle 

"Informed and Thof.Jfhtful Decisio~ 
Maker. • It was intellectually <Jefens1ble; 
'Nell understood by stuOent.s, faculty, and 

/»f'SO(lnel in collaborating public scl'IOols; 

and an integrated statement of wnar we 
be/iewt mal<u a food teacher. We devel­

ot>fJ(I reasonable and credilJHt worl</Oads 

for me facu">' antJ their record fol t'rofes. 

sional actMtiu had increased to natlonal­

ly comt»tttNe lewis. The cflnical "'°,,...,. 
was rsvamped, and we added 1 ~nnirw 

Teactw As.siStance Progrwn. Mutticuttural 

dbMnsionl missi"I ,,,eviousJy 1¥819 int• 

lf'6llld into me fJl'Ol1'lf"S. The resun was 
reccrrvnencMa "8SSaf9 Of all Standards. 

How did we meet the f'rice for me 
t'rlze In t:tMs in.ranee'? RN/location of 
Institutional resources was crttical. 

Eartlet ne~ect [of teacher !Oucation} was 
'9f'laced by preferential bucJgetary ueat· 
ment Tomorrow's teacllers cannot be 

fK8pared •on me chelll). •or we will get. 

tfllieal/y, what we fJll'I for. The onze is 

worth rite ,me., a reacllable foal, tl'le 
problems solvable. and ttie challenge to 

/eadlrs/1/p eJCCitln1. Like tl'le journey of 
Columbus a half-millennium 110. the I'~ 
feutonalization of teaclling reQuires max­

imum commitment wittl few aSJurances 

aboUt the outcome but a definite sense 

tl'lat somertiini imf'Qrtant is at stake and 

we date not. cannot tum Dack. 

AdlClleG tun JOl'll P. ClniW, • Ac:lllfWll NCATE 
~: 1'lW Pllce aroo 1fle Pnzlt. • QuMrtr 
Te«MW 1. 1UU1 3 (Sort~ 19921. Co""""" 0 1992 
Dy tt11 Nldanll Council for 4CC!taltJllOll of TelCNf 

~ Reonnttel wltll CllJ"'UIOI\. 
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• Ucense teachers based on demonstrated performance, 
lncludln• tests of subject m•tter knowled•e, te•chln• 
knowted••, •nd te•chln• aklll. 

An imporranr change in the standards we recommend is chat chey describe 
what teachers should know and be able to do rather than listing courses rhat 
reachers should take. Performance-based licensing is the norm in ocher profa­
sions. Rather than dictating the curriculum of professional schools. they 
require rigorow tests to be sure professionals have the skills they need to serve 
their diencs well, and they allow schools to organize courses in any way that 
achieves the desired outcomes. 

In a performance-based licensing system for teaching. all candidates should 
pass rests of subject matter knowledge and knowledge about teaching and learn­
ing befOrr they receive an initial license and arc hired. They should then pass a 
performance assessment of teaching skills during their first year or two of super· 
vised practice as the basis for a continuing license. We funher recommend thar 
stares use common assessmcna with common, professionally set cur-off scores. 
This will give them the benefit of rcciprociry with one another. thw greatly 
expanding the pool of rcachen upon which they can readily draw. 

State parmen associated with the Inrersme New Teacher Assessment and 
Support Consortiu"l (INTASC) are already dcvelop:"lg high-qualiry perfor­
mance assessmena of reaching knowledge and skill char, along with improve­
ments in existing subject matter rcsa, constiNte the foundations of an effective 
licensing system. The INTASC asscsamcna require teachers to demonsrrare 
that they undcmand the fundamentals of learning and reaching and char they 
can reach in the way that new sNdenr standards demand.. With professional 
accreditation in place, stares should reallocate scarce resources from program 
approval, which is redundant with accreditation. to the administration of high­
qualiry licensing rcsa that measure acNal ability to teach. 

In a performance-based syncm, teacher education programs should be accounr­
able for enabling their gnduaca to meet the stand.aids. Alternate routes to teaching. 
such as postgradu.ue programs for midc:a=r recruits. should meet the same swt· 

dards as traditional programs: Their candidara should pass the same asscumcna 
before they enter reaching. and programs should shaw dw ~ prepatc candidam 
ro do so sua:cssfully. This will allow gram innovation and divmiry in ceadlcr train­
ing without jcopardmng the wdM of studau1. A single standard that as.scsscs gen­
uine readinc:a to tadi ruhcr than regulating the content of courses would mean 
that swa could stop issuing substandard readUng licenses that sanction deficiencies 
in prepararion, and parcna and srudena would be a.ssurcd chat anyone who has 
earned the title .. tcac.hcr" has the cucntial skills to rc:Kh. 

• UM N•tlonal Board atand•rd• as th• benchm•rk for 
•ccompllahed teachln._ 

It has always been difficult to recognize and reward good teachers in ways 
that are credible and objective. The merit pay plans of the 1980s (like those of 
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The Interstate New Teacher Assessment and Support Consortium (INTASC): 
Unklng Student Standards to Teaching Standards 

The INTASC standards for teacher licens-
1ng are organized around ten principles 

that reflect the core knowledge. skills, 

and dispositions teachers snould devet­
op in order to teach in the ways that 

new standards for students demand. 
These include: 

• l<nOWledge of subject matter end t'IOW 

to make it accessible to studentl: 

• Understanding of how to foster 
learnin& and development; 

• Ability to create learning expert. 

ences adapted to the neeas of 

diverse learners; 

• use of teachin& strate&ies that 
foster critical tninkinC, problem 

solving. and hilJ'I levels of per1af. 

mance: 

• Ability to create a posrtive. ~ 
poseful leamlng environment: 

• Knowledge of now to foster etfeo,. 

tive communication and coll~ 

tion in the classroom: 

""P 
• Ability to plan instruction tmed Oii'· 

subject matter, students,~ 

goals. and tne communttywltBl&t: 

• Understanding and skilled use of a 

wide array of assessment strateclec 

• Ability to reflect on. evaluate, and· 

improve teaching and leamlna; 

• Ability to collaborate with co~ 

leagues and parents to supoort 

student learning. 

INTASC's new performance assess­

ments draw upon these standan:ts and 
the student standards In each subject 
matter field to 1Yaluate tne extent to 
which beginning teachers can teld'I 
effectlVely. In mathematics, for exam­

ple, the taskl teacners undertake for 

their INTASC performance assessment 

TASK 4: CONDUCT AND ANALYZE A 

SMAU GROUP LESSON in wn1cn stu­
dents woft( in small grouos and use 
manipulatives for problem soiVing or re• . 
saning. Student-student discourse 

should be highlighted in a video from the 
lesson. 

directly reftect the curriculum standards TASK 5: ASSESS MATHEMAnCAL 
of tne Nlltlonal Councfl of Teacf'lerS ot POWIR as demonstrated in students' 
Mathematics {NCTM), which focus on 

math as problem solvin&. communice­
uon. reasontna, and connections. 

Teachers must be able to foster matt. 

matlcal lnsllt'lt In students lnO hel~ 

them to apply sophisticated metnem• 
cal reason1nc to problems, rather than 

teacnln& larpty ~ rota. In the current' 

pilot asseaments. teachers show how 
they can do these thlnp ~ completina 
the fol~ tulCa for their portfolio: 

TASK'S: PUN Alf IHSIRUCTIONAL 

UNIT wttn an emphaia on how problem 

soM"' reaonin£ ccrnmuNc8tion. and 
connec:uons fQrm the suuctant at the 

unit. Show how you UK tooll lnctudlnl 
manlpullltYM and tecnnotoo. Reftec:t on 
end nMse the lnstructlor\. 

TAllC 2: TIACff.A I DIOlf TO A CUD 

that 8ddr9llft a partlcUlr ooncesit or 
procecu&. Teacn. student dllcourW-­
shoufd be hi&Mftt8d In a W* tram tn. 
lesson. EVllUlte ·uw nann of mahefnad. 

cal dlsc:otne and .. MSence of u. 
kinds of leaminC that tootc place. 

TASK 3: ASSISI LEARN1NG for the pur­

poses of dlalf'Osil, instructional f~ 
back. and grading. The different 

methods should address mathematics 
processes as well as products. 

wonc in problem solving. reasoning. 

mathematical communication, mathemet· 
ic:al undentandin&. and matnematica& 
dispositions. Plan instruction based on 

your ftndlnp and your knowledge of tn. 
studenta. 

TASK 8:. DIVILOP AS A PftOFESSIONAL 

t7t deseriblng how you collaborated with 

other professionals. analyzed your own 
teacnina, and contributed to the prof .. 

sional mathematics community. Establish 
profeulonal goals and deveJop a plan for 

continued ~pment. 

This kind of assessment promises to 

create a licensing process that bOtn 
identtflee competence and shapea 

preparation and practice in ways that will 

ultimately support student leamin& more 

powerfuUy. 

.t.-.s 6'am ,,..._ N1w Ttstw 'DM •eft INI 
SullDart ea..aruum (INTASCl. Mod9 St8ndlldl fol ,.,....1Uctw uc.tllOW ltWf ~A 
Racuce ,,,, Stall Ol-.i,.. ~ Ollft 
~ D.C.: C0111:i of a.t 51*8 Scllool 
Oftlcms. 1992t INI ll'UrSmle ,.. Teener 
A1111111111r-.•n&I n ~ Conlot1klTI llNTASCl. MOl#I 
~in ~.ica,,,, ~ TNCtw 
UCllftllnl •~AR~ 1tll' Srsw 
OlllltlflW, ~Cr.it (Wall'lltlllDft. o.c.: Coulal of 
CNef 51.119 5cnool Offtc9n. 199'). 
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the 1950s and 1920s) have already disappeared becawe local evaluators did not 
have useful nandards. or the time or expenise. ·co make reliable judgmencs 
about teacher competence. Many such plans created distrust and competition 
among teachers rather chan supporting better practice.'" In contrast. che care­
ful process of National Board Certification-based on evaluation by expem 
according co well-developed standarc:U and a collaborative process-provides 
an alternative char teachers find credible, helpful. and an extraordinary learn• 
ing experience. 

Analogow ro the proc:ess of board cenificacion in medicine. che National 
Board's scandardJ represenr a widely shared consensus abour state·of·che-an 
practice. They are the basis for sophisricared performance assessments char 
allow veteran teachers ro demonstrate their expertise by submitting videotapes 
of their teaching, lesson plans, and other samples of cheir own and their nu­
dencs' work. In assessment centers, teachers evaluate cexcs and teaching materi­
als, analyze teaching situations, assess student learning and neec:U. and defend 
teaching decisioiu based on their knowledge of subjecu. srudencs, curriculum, 
and pedagogy. Teachers who have experienced the board's assessments believe 
the process captures good reaching and say ir provides an extraordinary learn­
ing experience because it focuses all of their arrenrion on how their decisioiu 
affect srudena. ~ states and districu begin ro recognize cenificarion as an 
indicaror of high-level competence for purposes of hiring, evaluation. com· 
pensation, and advancement, the standards will have increasing practical effect 
and reach.. 

National Board standards should become a cornerstone for teacher devel­
opment and evaluation. Some scares have already decided co accept National 
Board Ccrti6cation as fully meeting state licensing requiremencs for veteran 
teachers who cross state lines, for renewal of a license, or the award or an 
advanced license. Some swa and di.suica, like Georgia, Kentucky, North 
Carolina. and Ohio, are acknowledging certi6cation through financial incen· 
rives or salary bonwa; others are proposing co we certificarion as an indicator 
of quali6cation for roles such as mencor teacher, principal. or cooperating 
teacher educator. Oinrica like Rochester, New York, and Palo AJro. California, 
have incorporated National Board standardJ and processes, including teacher 
portfolios and peer coaching, as pan of their reacher evaluarion systems. All 
these srmegies, help to create a coherent continuum of professional learning 
based on common professional standards. 

Standards are valuable not only in the context of formal certification sys· 
terns. They can inform professional development efforu ranging from gradu· 
ace school courses ro local seminars and videotape groups that allow teachers 
ro see rhe srandardJ in action and reAea on their own practice. Graduate 
schools can organize advanced muter's degree programs around the National 
Board standardJ. Within schools, vivid descriptions of good teaching can help 
teachers improve what they do in rheir daily work. le is when standards are 
regularly wed in this way, as well as to stimulate better preparation and ongo­
ing professional development, that they will come alive in classrooms across 

the nation. 



The National Board's Standards 

National Boarrl Certiffcation lets peoOI• 

see what teachinf can be. I tllink tllat 

good teachinf is an ability to take suO­

Ject matter extJMt/se, whictt is one vftal 

component of teachinf, and actually 

transform that into tll• classroom w;rtr 

the students you have-to make that 

t:Jridge oetween your suoject and tll• stu­
dents' own IJackgraunds. And tllat's ·no 

easy trick. 

- BRADY KELso, ENGLJSH TEACHER 

Bracry Kelso, an En111sn teacner It 
Scripps Rancn Hi&h School In San 

Diego, California. was one of tne first 

teacners certified by tne National Board. 

for Professional Teachin& Standardl. A. 

13-year veteran. Kelso found that the-­
process of assemblln1 a portfolio of his 

teacninl and students' leamin& ·alMt 
me an opportunity to retnlnk. ••• 

Looking carefully at my plans and theit 

doing the case studiu to follow ~ 

kids was good •... For me it was 1 ~ 

dation of the wot1t tnat I'd done.• 

Rick Wormeli, an En&1ish taacner • 

Herndon Middle School in Virginia. 

agrees. Ha credits tne process of Board 

Certification witn encoura&in& nim to· 
integrate otner subjects into hi• 
1essons. retnink. the orptilUlllM of 
reading discussion groupa; Met.,.. 

vocabulary words from his studentr· 
work in lieu of a book llstlna word• out 
of context. Even after he'd finished tns­

assessment, he continued to expett.. 

ment with changes. •1 can't t\lm It off: 
he noted. 

The National Board's standards and 

assessments help teachers reflect on 

and learn from tneir practice. They are 

oased on five major propositions that 

teachers and researchers agree are 

essential to accompllsned teachin&: 

1. Teectt.a .. comnittted to ltudenta 

and ti*' ~ National Board­
Certtfled teachers are dedicated to ma~ 

In& knowfedC• acceSSible to all students. 
They adjust tneir pracUce based on stu­

dents' Interests. abilltles. skllls, and 

back&rOunds. They understand how stu­

dents dmttop and learn. 

2. Te1:tlel9 know tM IUllfect9 tbeJ 
tucll llld ... to ..... a.. ...... 
to nu d I ta. N&Uonal Board-Certified 

teacfterS hl'e'8 1 rtct1 undef'standlnc at 1:he 
Subied(S) UWJ teed'I, ll'ld they knOW haw 

to r9YHI Sutljeet matter to studenta. ~ 
are IW8l9 at tne knawledCe ano ~ 
ceptlcN that students typlcaltf ~· 
They crub1 multipte PldW to lcrlc7tt.'tedll. 
and they CM tem:h' studlntS l'IOW to po• 
and solve their C7M\ pmbleml. 

3. Tt1:._. .. r-.ian1"*far ._ .. 
lnl md ........ llCatlld1at ...,. .. 

N&Uonli Bolnf.Clrtttfed tnc:nn cream 
settlnp tMt sustmn the Interest of thetr' 

students. They comm11 Id a ranae of 
instructfonal tecnnjques and knOW when' 

Helt la~ They know hOW to 
n!Ottt1118 and en&llC9' aroups of students. 

They use multfple methods for rneasunna 
student IJDWlh and can cJearty .-n 
student petfonnanc& to pnntl. 

4. Tt I ar- ti** l)'llllnltlalJ ....._ 

t1111ranct1oe lftd ._.from uperfmla1 . 

Nadanal ~ teachetS crlticlll'I· 
e.wnlne their practice. seek the ICMce. ~ 

otherS. and drlw on educational resean:rr 
to deepen their knowtedp. sh8fl*'I their' 

ju.- and adasit their teacn1na to 

new flndln&S and idela. 

5. Teectlerl n memberl of lundnl 
cocnmunltlel. National Boar~ertlfled 

teachers wort< collaboratively with other 

professionals. They use school and co~ 
munity resources for their students'~ 
eftt. They wor1( crelltlvety and 

coffaooratMtly with parents, en&a&in& 
them in tne wotk of tt'le school. 

Shirtey BZdewka, a teacher It Dayton 

School In Oa'iton. New Jersey, sums up 

the effect of her Board Certification 
exper1enee this w-r. 

l"m 8 ~ different teacher now. I know I 

wa 8 iOOd teactw. But I aJsO know t1* 

~ teacJter alwa)S nas a ruponsibiltty 
to I» l»ttlt' romom. tflan r.ney ~ 
tod8J( and I .am • much more dllibtltat9 
tMChef now. I am much more foaJs«1. I 

can ~ tMll dO anything •n wttll my 
kJds and not &Sic myself. •WP1y1 Ml)' am I 
dolnf this? ~at llt9 ttre effects on my 
ldcls? Mwt are the betlettt. to my l<idsr 

It's not ttiar· I didn't care lbocJt tl'lose 
thlfCI btlf'ate, OUt It's on such 1 con­
scious lr'9I now. 

ScMlrolli: ........ lralft AM lhlllr. 'PlorwWt ft 
PrGfeUloftllllm' ~ 1¥11'* U (Hiii 20, 
lfl')': 1&21; "Miil Pltce 9ucm111• ~ --
1! ( ..... 22. 1919): 1. ~ 0 199'. 199!. 
!ICll'llll ~ wlU\ die Dl'n'llllOC'I of Edlullort 
MM. 1"' N1ao1111 loft far P10"8aic# .. TMCfWlt 
~ tHIPTS>. wr..r ~ Sl'Q#/ l<riow n1 
,_ Niie D OD IDelroll. Mk:ft.: ~. 199'1. 



The education of teache,. must be 

driven by a clear and careful conception 

of the educating we expect our school• 

to do. the conditions most conducive to 

this educatlnc (as well as the condltlone 

that get In the way), and the kinda of 

expectations that teachers must be 

prepared to meet. Further. the renewal of 

schools. teach.,., and the propama that 

educate teachers must proceed 

1imu1taneouaty. 

- JOHN Goool.AD. 

!>ROF'?SSOR OF !lJIJCAnON, 

UN11t!RSIT'r OF WASHINGTON 

II. Reinvent teecher prepanitlon encl profealonal 
development. 

WE RECOMMEND: that colle1u and 1chool1 wotk with stata to 
rtldMlp tNCh# education so thllt th• two million tuche,. to be . 
hired In the next decMle are adequately prepared and all teacher9 
have acc.., to contlnuoa hlllMluallty INmlnl opportunltla. 

More n~ teachers will be hired in the next decade than in any previow 
decade in our history. If they are adequately prepa.red at the beginning of their 
areen, most of the band-aid. and stop-gap efforts now required should prove 
to be irrelevant in the funue. In addition, if teachers have continuow access to 
the latest knowledge about teaching and learning, they will be better able to 
respond to the roughest learning problems and the challenge of meeting ever 
higher standards. For this to occur, several changes are essential. 

• Or .... z• tucher eduaitlon and prof .... on•I 
development pro.,. .. •round etandards for students 
•nclt ...... ,.. 

If teachers are to be prepared to help their studena meet the new standa.rcb 
that are now being set for them, teacher preparation and professional develop­
ment programs mwi consciously examine che expectations embodied in new 
curric:ulwn &amcworks and wessmena and understand what they imply for 
teaching and for learning to teac:h. 

Among odw things. teaehing to the new sanda.rcb will require 

1. Scronpr disciplinary preparation dw incorporates an undemand­
ing of a discipline's core conccpa. suuawe, and tools of inquiry as a 
foundaaon for subjea maaer pedagogy; 

2. Greater focus on laming aad dMopmenr. including strategics for 
responding to diff'ercnt sages and pathways for learning; 

3. More knowledge abouc curriculum aad usa1ment design u a basis 
for·analyiing and responding to student learning; 

4. Greater widenancliq of bow to bdp special-needs studenu and 
address learning differences and disabilities; 

5. Multic:ultunl compcunce for working in a range of settings with 
diverse learners; 

6. Preparation for collaboration with colleagues and puenu: 

71 What Matters Most: Teach1n1 for Amenca·s Future 



7. Technologic:al skills for supporting student learning and professional 
learning in che Information Age: and 

8. Suong emphasis on reflection and inquiry as means to continually 
evaluate and improve teaching. 

Schools of education and other sources of professional development need to 
model how to teach for understanding in a multicuJturaJ context, how t0 con­
tinually assess and respond to student learning, and how to wc new teehnologies 
in doing so. They need to organiz.c their work to promote the attainment of stU· . 

dent standards through the we of teaching standards that are grounded in con· 
temporary knowledge about learning and teaching. To accomplish this we 
recommend chat colleges: 

• Develop extended tNcher pre,.,.tlon pro.,.._ 
that provide • yearton• lntemshlp In • profeulonal 
development mchooL 

Over the past decade, many schools of education have incorporued new 
knowledge about teaching and learning in their programs for prospective teach-· 
crs. Structuring the experience oflcarning to teach so t!~ it is aaually ~ 
has required a number of changes from traditional practice." 

First, successful teacher preparation programs aim to develop a foundation 
for continual learning about teachin~e capacity to analyze learning and 
examine the effeccs of contextS and teaching nrategia on scudena' motiva­
tion, interest, and achievement-rather than ai.rning only to transmit tec:h­
niques for managing daily classroom aaivitia. This requires building among 
foundation of knowledge about learning. development, motivation, and 
behavior, including their cognitive, social, and c:ulaual bua. It also requires 
creating cases and other inquiries that allow students to wc this knowledge in 
ipplied contexts-to gather information, analyze and learn from their knowl­
edge. and use what they have learned to assess siruations and improve insuuc· 
tion. This kind of prcpanlicpis essential if teacben ue to work productively 
with diverse learners. 

Second, greater attention is paid to developing high-quality clinical learn­
ing opportunities in schools dial ue closely connected to the teacher prepara­
tion curriculum. A coherent program of mentoring and insuuction by school 
and universicy faculty is essential if teacher education is to be a powerful inter· 
vencion in the experience of prospective teachen. In the long run, univenities 
should focw as much on building strong clinical training and induction pro­
grams-including preparing and supporting coopenting teachers and men­
tors so chat they become excellent teachen of teachcn and partncn in the 
teacher education process-u they do on the direct insuuaion of new teach­
ers 1n courses. 

Third, teacher cducaton serve as bridges between disciplinary and pcdagog-
1cal coursework so that a solid platform for content pedagogy can be built. More 
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inregmed approaches combine attention to learning the disciplines and reach­
ing rhe disciplines. These should increasingly ·rake into account the changing 
conceptions of curriculum and assessment embodied in new standards. 

Finally. coursework and clinical expc:ric:nc:es continually exhibit 21 st-cc:nru­
ry ways of working. They fc:a~ure technology and teamwork in all that they do. 
including partnerships with parents as well as work with colleagues. 

One of the: major structural innovations supporting these: improvements in 
reacher education has been the development of extended programs that add a 
year (and occ.asionally rwo) of graduate-level preparation beyond the tradition­
al four-year undergraduate degree. Graduate-level teacher education has been 
adopted in many other countries over the last decade and has begun to spread 
in the United States through the efforts of the Holmes Group of education 
dc:an.s, the National Nc:rwork for Educational Renewal, and the American 
Association for Colleges of Teacher Education. 

Extended programs allow beginning teachers to complete a bachelor's 
degree in their subject anti acquire a tinner grounding in teaching skills, 
including the knowledge oflc:aming and students' special needs that are grow­
ing increasingly important for teaching success. Some are five-year models that 
allow an extended program of postbaccalaureate preparation for undergradu­
ates interested in teaching. Othen are one- to two-year graduate programs 
serving either recent graduates or midcarcer recruits. 

In either case, because the fifth year allows studena to devote their energies 
exclusively to reacher preparation for ar least a year. these programs allow for 
extended practice reaching in schools tightly tied to relevant coursework. Such 
internships pennit integration of theoretical and practical learning, providing a 
much more compelling contat for developing slcilled and thoughtful practice. 
Although a very few four-year reacher education programs have been able to 
create conditions for more extensive student teaching in which course"Nork is 
tightly tied to practice, most do not have sufficient conaol over a large enough 
segment of their srudents' overall curriculum to ensure that candidates 
encounter important knowledge for teaching in ways that make it useful and 
well uscd.1

• 

Recent srudies show that graduates of these extended teacher education pro­
grams are med by principals and teaching colleagues as much better prepared 
and more effectjw than graduates of four-year programs. and they are as confi­
dent and eff'ect:ive in their teaching u more senior colleagues. They also are sig· 
nificandy more likdy to enter teaching and remain in the profession after several 
years. Studies have found that extended program graduates enter teaching at 

rates consutendy above 90% as compared with 60% to 80% for four-year grad­
uates, and they remain in teaching after several years at rates typically over 80% 
as compared with 50% to 70% for four-year graduates.'°' 

Earlier concerns about the cosa of graduate-level programs should now be 
reevaluated in light of evidence that they appear to produce a much higher 
yield on their investments. These findings suggest that funds for teacher edu­
cation could be more productively concenuated on high-quality preparation 
for scriow candidates in professional schools, rather than diluted across many 

....... -~ ··--· -- l.1--•· .,. ___ ... ~_ ....... "--··-··· C'11t11•• 



less certain and committed recruits who also are more weakly prepared and less 
likely co remain in che profession. 

Early concerns chat such programs would be inaccesJible co prospective 
reachers of color seem not co have materialized. Overall. che enrollments of 
most graduate-level teacher education programs arc noticeably more diverse 
chan chose of undergraduate progra.ms. '01 This is partly becawe master's degree 
programs have been aggressive about recruitment and also becawe many recruit 
from pools chat include recent graduates, midcareer entrants, and military and 
business retirees. They often tailor their offerings in more flexible ways that 

Teacher Education for the 21st Century: 
Teachln& for Understandln& Using New Technologlee 
Since 1990, Ma&dalene Lampert and 

Deborah Ball have combined their 

teachin& of mathematics in tnir~ and 

fifth-grade elementary sehOOI cl ... 

rooms with their wont as teacher educa­

tors. Usin& hypermedia techno100. tner 

have oegun clostn& tne gap t>etween­
theory and practice by bringln& tl19' 

classroom into tne university. Their WOfk 

at Michigan State University and the 
University of Michigan in tne 

Mathematics and Teachln& tnrou&tt 

Hypermedia (MATH) project has allOwed 

new and in-service teachers to look at 
what it means to teach toward new &» 

dent standards t>y engagin& in sue. · 
tained investigations of practice ulin& 

viCleo and computer tecnno1ce. 
Lampert's and Ball's eterwntmr · 

school teaching is explicit)yfaculed on 

nelping students to understand and us.· 
iiatrtematiCS In the ways SUUested by· 

tne new NCTM standards-focusin& ~ 

reasoning and problem soMn& rather 

tnan the rote work tnat characterizes 

most mathematics classrooms. They 
na11e videotaped their teacnin& over the· 

course of a year and have entered 

these tapes along witn other classroom 

::lat~esson plans. srudents' work. 

assignments. curriculum materials, and 

assessmentl-fnto 1 hypermedia plat­

form. This mekM It possible for Ul*'S­

of the MATH prOject ta see and ~ 

exempleS of actual teecntna In Its nea. 
al context over time. Topther, studenta 

can examine a cue ot teechln&. ..­

lyze wnat le h8ppenlnl. 8lk Questione. 

and seek lnlW9IL 11'lele llMStlptlana 

of tMChin& ~t811Cber ~. 
condUct the6r' own ,...een::b. look car.­
fUlly mt Studlnt •MW In relatlon tD 

teachtn& deds&onl. and exarmne CUF­

rtculum and Utemnenta ftrstnanct 

rather then In the abltrlct 
·ay usin& vtdeos at relMlme te~ 

inc: upaein Lampert and Bell • ..._,_ 

seek ta r..-nttne ~ 
lnvofved In the moment~~ 
lems of prac:tice-. We hope. to llfl'ect. 
u14n' assumptions ,about what teacft. 

ers need to know tD t8ICtl elementary­

school matl'lematJcS land) to support 

invntfpttona at teacherW ·JJOfk th• 
adequately reftect the messineaa of 
practice in the classroom •••• 

Technolol'f makes it possible to manlS>­

ulate such materials of pcact:ice in CO"" 

struc:tively lmaCjnative ways: a child's 

presence in September can be arrayed 

for comparison next to ner stance in 
May: patterns of teacher-student di• 

logue can be analyZed acrosa time.· 
Users can stop and reptay tne tape to 

look at IYlntS dosety, connect 'Nhlt Is 

happeninC In the lesson with teacners• 

and students' wrtttn& about what they 

wete dolnc. :• It student performance, 
and keep track ot tnetr own ongoing 
inteq)ietalklita. In this Wfl/, hypermedia 

suppons in<Sepd'I enatysls of teacninc 
decisions that .. often. dltllcult to ca~ 
tunt wnen discussed out of context. 

Lookln& • the patterns of classrooms-­

tone and tfmin£ the expressions of chil­

dren, a teacner'I Styt~s crucial in 

ieamtnc to teach. because so mucn of 

teecntnc entails heltinc and seeing 11 

wetl as interpret.inc such information. 

Accesa to r1Ch data about the wort( of 

teacncn and the leaminc of students 

maK8I It PQSSlbie for prospective teac~ 

n to build their own detailed knOwted&e 

of how to teecn dlYlrse learners in ways 

that lead to areater understanding. 

SOlftll: ...... ~.,,., ~ K. , ... 

'U~ ~'° 1rM11111t1 n COlllWCl 
~111111.t~T ..... INI 
L.alfTlll'C, •In ~ralel And TtlCl'itW ~ 
~CNVI Ml/Ill. Mid\.: T1w MATH Project, 
1995); Ind·~ TNCIW ~ wM 
Coftwnocnry K.12 Reform VlllOlll' (oaolf CJrlOWed 
fof ll'll NlllOtlll COIT'IT'Allan on Ttld\ll"C • Arl'«ICa. I 
Fl.Cin. OctODlf 19Mt. 

• - .. __ ·--·--·- ~a••t1•& .,. 



Here's my proposal. Let's try somethinl 

new. This year. instead of followlnt the 

old formula, hold back ten cents of every 

dollar and earmark it for 1trate1ic 

investments. Where would we put this 

$15 bllllon to work? If It were me, I'd 

invest a portion of It In movlnl teacher 

training out of the horse-and-bum era. 

We expect doctors to get their tralnlnl 

in teachinl hospitals. We wouldn't send 

an NBA player onto the court If his only 

training consisted of lectures on the 

theory of the jump shot, caH studies of 

the fut break. and films of 1am• 

played yeal'9 110. 

- LOUIS v. GERSTNER JR., 

cH.uRM-4N ANo cco. 1sM CoRPORAnoN 

acknowledge previous education and experience. 
In tandem with these new program initiatives, more chan 200 (ouc of 1.200) 

schools of education have created "professional development schools" chat. like 
teaching hospitals in medicine. provide new recruits with sites for intensively 
supervised internships where they can experience state·of-che·art practice char is 
linked to their coursework. They also provide sites for research by school- and 
university-based faculty. creating more powerful knowledge for teaching by 
putting research into practice and practice into research. 109 

Furthermore, professional development schools create new ways for col­
leges and school systems to work together around instructionaJ reform, creat· 
ing greater common ground and leveraging improvements in both settings. In 
Cincinnati. Ohio; Louisville, Kenrucky; San Antonio, Texas; and many ocher 
cities, a growing number of new teachers are prepared in professionaJ develop­
ment schools a.ssociated with local universities, thus providing direct pathways 
from training to hiring for well-prepared enmna and creating a cadre of new 
teachers who are prepared to undertake immediately the kinds of teaching the 
district is seeking to encourage. The power of professional development 
schools for leveraging reform is thu they sit at the intersection of univenities 
and schools and of preservice and in-service development for teachers. Thus, 
they provide the meam by which schools and coUeges of education can simul­
taneously redesign their work. 

The nation needs many more professional development schools, because 
these partnerships between higher education and local schoob, by harnessing 
theory to practice, improve both. AJ with teaching hospitals in medicine, gov­
ernment support will be needed to create enough professional development 
schools to support high-quality training for all entering teachers. 

States should encourage the creation of innovative programs consistent with 
the recommendation.s throughout this report. There is an urgent need to accel­
erue changes in teacher education so thu new models of exemplary practice are 
visible aaou the counay. One approach to this goal is for governors, state 
boards of education, deans, f"Kulry. and university presidena to designate seleet· 
ed instirurion.s as charm coUega of education. Such colleges would be free of 
selected regulation.s and procedures so they could make the curricular. staffing, 
and other changes necessuy to demonstrate best practice in aJl aspeas of their 
work. AJ these are evaluated. changes thar prove successful should inform 
statewide policy for teacher education. 

• Cre.t• and fund mentortn• prooams for be .. nnln• 
teacllen, alon• with evaluation of teachln• skllle. 

Even with more extensive pi'eservice teacher preparation, the beginning year 
of teaching presena new challenges and problems for all teachers chat pose a 
steep learning curve. Like doaon in their medical residency. teachers who have 
the support of a more senior colleague and opporrunities for continuing their 
learning become more skilled more quickly. Research shows that beginning 
teachers who have had the continuous support of a skilled mentor are much 



more likc:ly co scay in the profession and much more likely co gee beyond class· 
room management concerns to focus on student learning.'"" All beginning 
ccachers should be assigned a skilled mentor. Effective mentors should be sclcet· 
i:d for their outstanding reaching ability and be given rhc necessary training and 
released rime co work productively with chcir new colleagues. 

Ideally. chc fim year or cwo of teaching should be structured much like a 
residency in merucinc. with teachers continually consulting a scuoncd veteran 
in chcir reaching field about the decisions rhcy arc making and receiving ongo· 
ing advice and evaluation. In the quality control system we propose. teachers 
will have completed the first stage of licensing tescs--examinations of subject 
marccr and basic teaching knowledge-and will be ready to undertake the sec· 

Trinity University: A Case of Teacher Education Reform 
·we've fiddled with the currieulum, we·.,. 
fiddled with tntin' and we've fiddled 
witn finance, bUt we hawn't done ..,,... 

thing to get betterteacners in Arnertcmo 
classrooms. .. obeerws John Moore-,. 
chair of tne education deoartment • 
Trinity Uni\'erslty tn San Antonio. TUMt· ·· 

Acting on tne belief that teecner 
quality is the key to educatJonM 
improvem~ Trinity repiaced ltS tnlelo-­

tional. four-year educatJon majOr wttn· 

five years of preparation nearty ten 

years ago. The new propam lnte...­

more arts and sciences courses with 
educational coursework to ensure soUcl 
disciplinary grounding and attention to 

content pedagogy. Studenta rec:aM a 
oacnelor's degree in theit' aixt.1*: ~ 

theory.based prKtlces are researched 

and de\leloped. Interns rec:eNe pre_. 
lion for teechtlC. and protwnional ~ 

opment actMdel far~· . 

schools .. held. - claslroorn teecn. 
ers from 1hese llChoots .. 1ppotrad •. 
cllnlcat faculty at T~ They t'lalp pn>·· 

vide cUntcal uperiencM faf Trinity ..,_ 

dents In ffCb af the tM. yun of the. 

procrwn, be&tl•• .. witlr cleslloom· 

obMrWtlona and ~wtdtttw 

full ftftlt.yUr ~·' 
T~ whO ..,_ .. mentors»·· 

student teactws ~ an extra Dlan­

nln&.penoct eecr. •to wcxtc wttn • 
b9&1nners Ind to cotllbonne wttn c«i-
1eaaJsultJ In~ new cun1culunt 
Ind ~ftl ICbQQI prertit7• M 

c1pline before they go on to complMa a N.,,.,.. HawtftOme. for eample. lftr. 

Master of Arts in Teach~ lbe-P'oerwn" i~ schaOI ~ plll\*1 tJy • 

also adds a full-year teachif11 lntemshlp student tiwrer ~11\d low acNeveio 
for student teachers, which takes plac. ment. etementsy teachers In the Trfnftr 

in professional development sdloofa procram deVised a proeram called tr. 
wnere expert. veteran teacners join with •coUaboratiW. • In which studef1tS ~ 
university faculty to provide a supPort· progress throu&t\ the &rades u a singte 

1ve, realistic initial teachln& experience. 

Four schools in the San Antonio area 
nave joined with Trinity in the Alliance for 

Better Schools. As professional develo~ 

ment schools. they are places where 

group and teachers would use common 
methods besed on their anal)'sls of the · 

latest education research. Within a few 

years, the student mobility rate in the 

collaborative has declined to 2" as ~ 

pared wtth 1 59" annual mobility rate 

for tne scnoot overall, and test scores 

have aone up. The other profesaion8' 

~ scnoots snow similar,,,.. 

sunlt*t PFotreU towwd reform and 

renewal. 

Outcomes of Trtnity's program are 

impr9Uive. Candidates rate tne program 

extremely tv&NY, as do emptoyerS. 
Gl8duates .,.. eagerly sought out. and 

1~ are placed in t~in& positions. 
most In San Antonio. As a group, they 

are exsn.ordlnartty successful, winning 

numerous awards for their teaching from 

their very first years in the classroom. 
"In terms of recruiting. training, and 

renewfna taacners, Trinity is one of the 
most lmpresaMI efforts in the nation.· 

Ernest Boyer, the late president of the 

Carnegie Foundation for the 

Advancement of Teachinc, obserwd. 

Trinity's efforts demonstrate now a 

SU'On& teacher education program can 
yield important benefits for the comm~ 

nlty as a whOle. 

SourGel: JaM H. Moore. •TeedW EoucallOn • Tl11'1ty 
Unl\olnll'f. PrClflft\ ConcaatulllZIUOll nl 
~ (Mtrdl 23. 1995); Garf PUN. •MllUnl 
IN Gnde: Teec:rw QullltY Risa Wltn llT'00\4CI Pey, 

Coram for Sc::noola.' T1ll Wiii Sllllf JOWMI 
(Oec:elT'f* !. 1911.). 
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ond stage-an examination of reaching skills conducted through a muc.tured 
performance assessment that they work on in their first year. 

Connecticut's mentoring and performance assessment program (described 
later) is a prototype for chis approach. It provides mentors for all beginning 
teachers and seminars organized around rhe scace's performance assessments for 
receiving a continuing professional license. In Minnesota, where professional 
development schools are among the sites for fim·year reaching residencies, the 
plan iJ for all beginning teachers to teach 80% of the time under che supervision 
of mentor teachers and to engage in professional development the remaining 
20% of the time. During their first year, they will be evaluated for a continuing 
teaching liceruc. 

Another highly successful model can be seen in school districts chat have fol­
lowed Toledo, Ohio's lead in developing thoughtful. comprehensive programs 
for supporting beginning teachers. The Toledo model-now wed in Cincinn~ti 
and Columbus, Ohio; Rochester, New York; and Seattle, Washington-funds 
expert veteran teachers to work intensively with beginners in their fields and to 
contribute to serious tenure decisions. In scven1 of these cities, many beginning 
teachers have completed a yearlong internship in a professional developmenr 
school before they are hired; then they are assigned a consulting teacher mentor 
in their fim yar of teaching. These approaches represent the beginning of a real 
professional dcmopmenr track for teaching-one dw has g~t potential for 
creating world-dasa teaehen from the beginning of their careen. 

In all of these cases, the programs serve two functions: New teachers receive 
sustained assinancc, and those who do not become competent are counseled 
out before they receive a continuing license or tenure. Thu allows systenu to 
invest in useful professional development afccr tenure, rather than wasting 
funds on annual evaluariom to check for buic: competence. Whatever che 
m9dcl. the evidence is dear. Supporu for new teachers help chem continue 
their learning during a criric:al period, one which makes a tremendow differ­
ence in the kind of teacher they eventually become and the kind of experience 
their srudena have. 

• Crute stable, lllCfHlualltr MUrCH of pr~euional 
developmellt. 

Ulcimatcly, the quality of teaching depends not only on the qualifications of 
individuals who enw teaching, but also on how schools suuaure teaching work 
and teac:hm' learning opport\lftities. Teachers who feel they are enabled to sue· 
ceed with studcna are more committed and effective than those who feel 
unsupported in their learning and in their practice.'°' Those who have access to 
new knowledge. enriched professional roles, and ongoing collegial work feel 
more efficacious in gaining the knowledge they need to teach their scudena well 
and more positive about staying in the profession. 

The critic.al importance of career-long professional development is finally 
being recognized. A comprehensive report outlining the componena of a pro­
fessional development system. Ttathm Tait Chdrgt of Thtir ltarning, ha.s 
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rc:cc:ndy bc:c:n rc:lc:a.sed by the National Foundation for the Improvement of 
Education (NFIE). a.nd we endorse iu major findings a.nd recommendations."" 
The report details how high-quality professional development for teachers 
directly influences student learning, and it recommends a series of steps co 
make such professional development widespread, including school-based pro­
r-essional dcvclopmcnr chat attends to the needs and achievement of srudenu 
and the attainment of professional teaching standards; teacher engagement in 
peer assistance and review a.s well a.s other expanded roles; the integral we of 
information technologies in teaching and teacher development; a.nd more flex­
ible scheduling along with an extended school year for teachers to provide time 
for professional development. 

NFIE defines high-quality professional development a.s that which 

• Has the goal of improving student learning at the hcan of every school 
endeavor; 

• Fosters a deepening of subject matter knowledge, a greater under· 
standing of learning, and a gn:atcr appreciation of studcna' needs; 

• Helps teachers and other staff' meet the ncec:ls of studcna who learn in 
different ways and who come from diverse cultunl, linguistic. and 
socioeconomic badcgrounds; 

• Provides adequate time for inquiry, reflection, and mentoring, and is 
an important part of the normal working day; 

• Is rigorow. swcaincd. and adequate to the long·term change of praaic:c; 

• 

• 

Is directed toward teachers' intellectual development and leidership; 

ls teacher designed and di~. incorporates the best principles of 
adult learning, and involves shared decisions designed to improve the 
school; 

• Balances individual priorities with school and district needs; 

• Makes best we of new technologies; and 

• ls site· based and supportive of a dearly articulated vision for studcnu. 

These features arc rare in professional development today. Mose profession· 
al dollars ue spent either reimbursing teachers for courses that may not be 
directly related co school needs or their classroom responsibilities or for dis· 
met-determined workshops with even less connections to teachers' own prac· 
cice. As craditionally organiied, in-service education-usually conducted as 
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mass-produced hit-and-run work.shops-is not well suited co helping ceac:hers 
with the most pressing challenges they face in deepening their subject matter 
knowledge. responding co student divcrsiry, or teaching more effectively. 

There is a mismatc:h between the kind of teaching and learning ccac:hcrs are 
now expected to pursue with their students and chc: teaching chc:y experience: in 
their own profes.sional education. Tcac:hcrs arc urged co engage their students in 
actively building their undemanding of new ideas; co provide opporrunitics for 
practice and feedback a.s well a.s for inquiry, problem solving, collaboration, and 
critical reflection; to connect knowledge to students' developmental stages and 
personal experiences; and to carefully assess student learning over time. These 
desir1.blc: characteristics of tcac:hing arc wually absent in the learning afforded to 
teachers. There arc few parallels between how teachers are expected co ceac:h and 
how they are encouraged to learn. 

Although most teachers experience very few wefi.11. relevant learning oppor· 
tunities, school systems spend substantial amounts of money on professional 
development every year, much of it unplanned. a lot of it unnoticed, practical­
ly all of it uncoordinated. Central offices manage a professional development 
fund. Hidden in federal. state, and district programs. large and small. are ocher 
poa of money for professional development. By offering salary credit to teach· 
ers for practically any coursework they take, distrias provide huge subsidies for 
professional development, whether or not the courses move the mission of che 
school forward. 

A district examination of professional development funding in Flint. 
Michigan, recently revealed chat the nominal district allocation of about 
$300.000 ballooned to S 13 million annually. about 6% of the district budget. 
when every source of support direct and indirect spending wa.s icemiu:d. '07 

Another study in Los Angeles estimated char 22% of teac:her salaries. or S253 
million, could be attributed to salary point credits earned by taking courses. ·01 

Puaphrasing the late Senator Everett Dirksen: A couple of million here. a cou· 
pie of million there, and pretty soon you're talking about real money. 

These funds need to be orpnized around a coherent scheme of professional 
development chat works to improve teaching. New resources should be invest· 
ed in vehicles chat offer relevant, swtaincd learning for tcac:hers. To accomplish 
chis, swes and districu need to do the following: 

• Allocare at leui 1 % of swe and local education funding to be 
consistently devoted to high-quality professional development orga­
nized around standards for student learning and for accomplished 
teaching practice. Swcs should also provide matc:hing funds for dis­
trias to increase their investments in professional development to 3% 
of total expenditures. 

• Organize new sowca of professional development such a.s teacher 
academies~ school-university partnerships, professional development 
schools, and networks for learning across schools. 



A Better Way: Professional Development That Improves Teaching 

·staff training is terribly important fer can come as a whole school.· Another 

reform to worlc'. • notes Pat Rice, principal teacher remarked, ·we get teachers 

of Withrow High Sc/"1001 in Cincinnati, Ohio. together. There's a whole lot of talk that 

SchooMJnlvet91ty Partnerships 
The Southern Maine Partnershir:> links 

three local colleges With 27 public school 
"Look at medicine. Doctors are leaminl goes on in the hall-it starts in there and districts and three onvate schools. 
new suri;cal techniQues all t/le time. If it continues out here.· 
you're going to h,,,. a gaJ/stDne removed. 

woulan 't ;'OU rarner they zap It Wl'tn a laser T...m. Networlca 
than cut you open wnn a knife?• When Unda Sta~etner applied to 

participate in the Nortn Carolina Capital 

Shal)8d by the needs and interests of its 
participants the partnership is like a 
neighborhood In whicn university and 
school peol)le are constantly in touch 

with each other about practices. ideas. 

Teacher Acadlmlee Area wntln& ProfeCt Summer Institute in and issues that affect students' learning. 

"The old paradi.,n of teacnin& was 1994, sne had no Idea What the outcome ActMtles include min~ to te~ 
tnat you prepared a lesson, you tau&ht It woutd be. Based on the philosophy m. ers to devetoo and share new assess. 

the best way you could. and you cowred teachers can best teach teachers, local ments of student leamirc ·Dine and 

the curncutum, • Rice observes. Now. chapters of the National Wrttln& Project Discuss• eveninp at Which university and 

good teachin& is jud&ed by how much offer montNon& •~mer institutes ll 160 schOOI faculty &Id'* around dinner to d& 

ieaming occurs. she explains. This meana siteS. Teachers of all Wade levels and cuss tPIS that Inform their work: ~ool 
staff must keep abreast of new deYelo~ subjecta come together to demonstrate Box 5ess1ons• at which tnchltS snare 

ments, a task made easier by succesaftA pracUces, respond to one 
Cincinnati's Mayerson Academy, a stlllf another's WOltl. discuss current res•tn 
d~o.pment centm endgwed by the b!Jal- and pracuc:. thetr awn wntl,._ 
ness ~unity-~- nm by a local board Unda was IO ins~red by thiS ~ 

of teachers and administrators. 

·o~·we 1<nOW at>out profession­
al development Is that It's not worth llff- ··· 

thing if there isn't ongoin& follow-up anct 
support all the time. It can't be lnconst. 

tent and it can't be on.shat programs: 
says Michael Rutherford, MayetWOn's 

executive director. Therefore. Mayerson 

offers six-week courses dealin& with 1h8 

1atatlearmng abOut curncullm, lnSU"l.6 
--·--·---------. 

t1on: and classroom manljl8'S or. fd. 
1owed .. up by ~acti~~- I~· tNll ~ 
specific topics-like -cooperadva.Jeaminl 

strategies. cultural diversity, end scnaot 
improvement. Study groupa and school 

teams meet at the academy, and~ 

. ers can use sta~ tectmologfe~ 
W.iee muteneacners .- wonc 1n tnetr 
~--

classrooms. 
/ 
'-One kindergarten teacher notes, ·rve 

come every summer. I've been teachin& 

ence that when she returned to her 

schoo& in the fail. she demonstrated one 
of the lesaona She'd seen and esked her 

colleagueS to malc8 presentatlonl of 

lessons. ttM9Y had dlMl&oped for their 111> 

dents. The teachers responded with 

enthuslasn: ~ tl'Mt next profeuionll 

~ •• 15 tl8cherl, and -
ents offer9d nine wodclhopl to tnetr co6-

1eaaues. Teachers wno were used to 
woctdn& In isoletlon were so enl!Yened by 

the process that -u. walls =wne tum­
blinl down• as they published tnelr Idea 

in the staff newsletter and bepn sharinl 
reS®n:H. ~ Und8, ·All of 1 sudden. 

people were talkln& about leemlnc. 

Instead of beCOmlng burned out, we were 
becOmln& rnont creative. Whit har:>P8ned 

was more then just intellectual renewal. 

The wnote spirtt of the school chan&ed; It 

beCame a joyful place where the adults 

21 years. but you can always leam som• are excited about learning. and that 

thing new. Most teachers come out It 

teast once a year. And sometimes you 

excitement spreads to the students.· 

successtul teachin& practices ana materi­

als; and vtstts to csassrocms to look • 

teacnl,._ In addition. the UniversitY of 
Southern Maine ptacea ltS student te~ 

ers in profeulonet deYelopment scnoots 
in nine dlStnctS. workln& closely with expe­
rienced coope11til'1 teachers in delMKir"C 

coursework at the SChool stte. 
As 1 resuat of thll wortc. 50 scnoots and 

six dfstncta ,,.... irnprowd their assess­

ment and accountability systems. Mm?f 

NM imQr'0\19d their CWTiCUll in literacy, 

math. and sdlnCI • teachers won< wrtn 
engineers, scientists. and unMtrsity facul­

ty. Four18en hi,, schOOls hlM restnJCo 

tlJr8d sehedulel to extend student time for 

leamlrc, FM small dlstrm h ... formed 

an alllance to pool resoun:es to imprcMt 

lesnil'C ~ities for stUdents and 

teachers. College ie....t courses are made 

available to hl&J'I school students. and hill\ 

scnoot students haw started a Student 

Co"i!'est. The studentS recently suDmitted 

a position paper ttiey wrote on high 

schOOls ta the ~ and state leglsl• 

ture, demonstrating that in Maine, collal» 

ration on schOol reform is for ewryone. 
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• Make ongoing professional development pan of teachen' daily 
work through joint planning, research, curriculum and assessment 
work, study groups. and peer coaching. 

Dimicts and schools should use a major portion of their professional devel­
opment funds to engage teachers in productive approaches to professional 
development that involve teachers in profes.sional communities beyond theLi 
classrooms.1

0') These communities can be organized across subject matter lines. 
like the National Writing Project; around significant pedagogical issues, like 
the Performance Assessment Collaboratives in Education: or in support of par­
ticu..lar approaches to school reform. like the School Development Program or 
the Coalition of Essential Schools. They may be departmena or teams within 
schools or networks and school-university partnerships that allow teachers to 
work together across schools. In any case, they provide opponunities for teach­
ers and other educaton to share idca.s about teaching and school change, to 
learn from one another as well as from experu. and lend suppon to the risk 
taking that is part of the process of any significant change.11

• 

In addition, swcs and districu should con.sider establishing teacher acade­
mies to suppon professional development focwcd on in.suucrional change and 
schoolwide reform. Suc:ccssfu1 cxampla. indude the Gheens Academy in 
Louisville, Kcntudry, and the Mayenon Academy in Cincinnati, Ohio. Both 
were established with external corporate or foundation grana; provide a special 
facility and naff for high-quality, sustained professional development activities; 
draw on the expertise of local teachen and principals as well as university fac­
ulty; and punuc an agenda focwed on school reform priorities worked out 
joindy by teadten and the disuict. Statewide academies, like the North 
Carolina Teacher Academy, also provide intensive institutes aimed at skill 
building and problem solving for school teams as well as the development of 
teacher leaden to work witb other tcachen. These in.stitution.s have shown how 
systemwidc goall for change can be connected to teachers' desires for continu­
ous professional development that moves beyond "flavor-of-the-month" work­
shops to suppon aansformarions in practice. 

Distrias should aeai professional development as the core function of man­
agement, designing a dciue nenvork of peer relation.ships within and across 
schools that ue used to expand knowledge. Problems should be tackled by a 
combination of practitionen working together across classroom and school 
boun~cs. visiting and observing one another in successful settings. modeling 
instn1c:tion and working with one another as consultana, talking about com­
mon insuuc:tional problems. and using analyses of student work and new stan­
dards as the center of professional discoune.111 

As we describe later, teachers' time for learning, as well as ongoing collabo­
ration and joint planning. should be supported by redesigned school schedules, 
struc:tureS, and staffing so that teachers can work smarter and studena can con­
sistently encounter high-quality instNc:tion. 
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The East Caronna University Peer Coaching Project 

Both of us found it helpful to imagine 

new acoroaches to familiar teaching sit­

uations and to nave another teacher 
with whom we could stretch out our 

tninkine. When two heads 1et together. 
one thought leads to another In excmni 

ways. Margaret told me ttlat the support 

and collaooration was very valuable to 
ner oecause. e~ tho!Jlh stle was• 
veteran teacher, she realized that stie 
needed new methods with tflis cartieul81 

group of students. A/Id the students 
oenefited tremendously, Oecause th91 

themselves were so involved in Ute 

process of reflninf Mariaret's teachltW 
philosophies and practices. 

- NOEL.A WOODALL. PEElf C~ 

PARTICIPANr, BENSON EuMENrARr ScHooL,,. . 
NORTH CARolM 

The East Carolina University Peer 

Coachin& Project Consortium was. 
for1T1ed as an alternattYe to North 
Carolina's state-mandated chedUllt for. 
teacher evaluation. Diane Houlihan 

began in 1991 wondng with six pairs of 
teachers in the Johnston County Schoo& 

System to share ideas, watch each ~ 

er teaching, and conduct classroom 

research. Each of these 12 teachef'9. 

coached another teacher tl'le followin• 

year. By 1995. 245 te~ three' 

country districts were WOftdn& tD&e!hlr 
in peer coaching partnership&.-. 

The peer coaching process-puts·. 

teacnera in charge of their own le~ 
When Noela Woodall, a third-grada· 

teacher. began coaching Margaret 

Adams. also a thif'Oirade teacher It the 

same school, they began by discussin& 

~argaret's goals for the year. Margaret's 

shorHerm goal was to help her students 

:earn to move more smoothly between 

activities. Her long-term goal was to 

teacn her students to participate in P8f-

ent·teacher conferences by talking about 

tne wor1< uiey had compiled In their port­
folios. sne wrote strategies, a timellne. 

crrterta for measunn& success. and a list 

of tl'le resources she WOUid need to meet 

her 1oa11, and pve them to her pr;io 
pal. 

Before Noela came to obseNe the 

class. she asked Marpret Questions 
like. "What can I do to help? How can I 

get a picture of what you h8ll9 in mind? 

How do YoU want your students to l'nOll9 

betWeen actMUes?• Marpret wasn't 
entirety sure sne could dncrtbe the 

chan&e sne souatt. SO Noela sugested 
that they vkSeotape tnese •1n belWeen• 

momenta so that Mspret could shoW 

the tape to bee stuaenta and ll'WOl\<e 

them in •lllyzinC 1Mir awn beha\W. 

When tt'8J Wtwed the tape. Marp'el'S 

studera ..aunteered thOUf'ttS about the 

dlsl:l&'tions'• were cauainl· each ~ 

er mm& the trll\litlon ttmee. Mwant 
asked.. •How do. YIJ" ttMIC- we can.­
im~ ttis?• and the cNtmen off9red' 

S1ratectes for reducfnC tM chatter. They 

asked far periodic delt&J*8d· .. 
timea• durtn& the day. Meanwhile. Noe&a 

asked Marp&'8t to notlCll wnat happened 

when She si&f*ed that n. was Ume for 
the studen1S to pt back ta work. From 

the tape. Marpret SM far hefsed ttc 
tney ~ rwturnecS to their ieamna 
tasks and thalall of thetr ~ 
became ~talk..•' Since 1he UIP9· . 

showed ttt• ~ studentS want.,...,. 
in their wortc. Marpet reallmd she 

could worry less-lbOUt trlnSltions end 

direct more of her efforts into guidfnC 
their leamlna. 

Toward her second goal, Noela helped 

Marpret IOclte usefUI information abOUt 

student-led conferences. and together 

they showed the students how they could 

meet with their parents and teachers to 

talk about their own wor1<. Margaret 

allowed the children to role-Qlay the 
process of discussing tl'leir portfolios 
with her and a •parent" played by anoth" 

er student. Noela Videotaped these rol• . 
plays and asked Margaret Questtons 
about what she saw. By tne end of the 

year, a number of Margaret's students 

had explained their own won< to their par­

ents at parent-teacher conferences. 

Dunn& the year, Margaret and Noela 

went throucn four cycles of ooserv• 
tions with pr• and postconferences. 

Sometimes Noe11 wor1<ed with the 

class while Mar&aret obserwd another 
class. held a conference with parents, 

or attended a training session. As 
atweys in sucn relationships, the part­

nership held rew•ds for tl'lem both. as 

they cidepened their understanding of 

teachln& bV lookin& It proo1ems of 
practice topther. 
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Ill. Fix teacher recruitment and put quallflecl teachers In 
every cl ... oom. 

WE RECOMMEND: that 1tat .. and dlftrlcu pu19ue aurenlv• 
pol/cl• to put qualified tNCMtS In every claato0m by provldln• 

flnancl•l lncent/vn to catrect lhona••· 1tre•mllnln1 hlrinl pn> 
cedutW, •nd teduc/tW bllrrlefl to teacher mobility. 

Can we afford to raiJe standards for teachers and naff classrooms. too~ The 
question is key to America's future, and we answer it in the affirmative. The goal 
of acceu to qualified teachers for every student is well within reach if states and 
disuicu follow these five principles: 

• Iner••• the •blRtr of IOW-WHltll dlatrlcts to pay for 
quallfled tHcllera and lnelat that districts hire only qu• 
lfledtHCllera. 

All schools mun be adequately funded and staffi:d by fim·rate teachers. To 
continue compromising this goal. especially in poor urban and rural schools. 
inevitably means the end of the American· dream of equa! opponunity. To 
ignore this imperative is to allow the nation to skate dangerowly close to 
irrcpanbly harming its public education system and its single best hope for pre· 
serving American democrxy. Without adequate education. many children will 
be unable to contribute productively ro society, an outcome that is incompati· 
ble with the continuation of healthy democratic life. 

There are alremativa to perpetuating inequa!iry. States can ensure that dis· 
trias have both the capacity and the inccnti..-e to hire qualified teachers by 
equalizing disaia ability to pay for well-prepared teachm while they raise stan· 
darda. When Connecticut punued this strategy in 1986, distributing state 
fund.I in an equalizing &.Won to enable districa to reach minimum beginning 
salaries. the sme significantly raised sandatds for teacher education and licens· 
ing while eliminating shortages of teachcn within three years. It also ensured 
that these new swe fund.I would be spent on hiring more qualified teachers 
rather than on.any number of other competing agendas chat likely would have 
had less inBuence on student achievement. 

In tandem. swes should insist dw di.mica hire only qualified teachers and 
dw they assign ccachen only in the field.I for which they are approved and 
licensed. lnccntiva could include chose used in Missouri and Delaware, which 
approve salary reimbwsanena only for licensed teachers. as well as sanctions such 
as disapproval of acacdiwion for distriets dw continually Aout licensing laws. 

School distriet.1 routinely shoot themselves in the foot with cumbersome, 
inefficient hiring processes, late hiring, and tolerance for a revolving door of 



Putting It All Together: The Quest for Teacher Quality In Connecticut 

• Like the bunny battery that never stops, teaching force has remained, while SP&- The 200 teachers who part1cicated 

Connecticut keeps honing its commit· 

ment to Quality teaching. Teacher e~ 

ience was the heart of Connecticut's 

1986 Education Enhancement Act. whieh 

committed more than $300 million to 

• Raise standards for teacher 

education and licensing, 

including a system to suppart 

and assess beginnuig teach­

ers; 

• Make teacners' salanes co~ 

petitive witn other occu~ 

tions reQUirinl similar 

professional preparation; and 

• EQualize district capacity to 
pay for salanes to reduce 

ineQuality among the state's 

school districts. 

cific components have evolved to reflect 

ever higher standards. Today, teachers 

in Connecticut are amon1 the best pr• 

pared in tne nation. As a result of tne 

state's reforms, the proportion of 

teachers teachln& with both a de&rH In 

their field and a license is one of the 

highest In the country. New teachers 

must complete a preD8f8tlon program 

that includes a four· or five.year decree 

in their field and a n1orous set of edu­

cation courses. Teachers can be hired 

only after pasain& tests of basic skills 

and su~ec:t matter knowledge. They 

then enter a two19• Induction proarwn 

that combines. mentortn& and perfor­
mance-Oaed uaesament as the basts. 

alon1with1 mutar's delfH, for a con­
Unuinl profn8'oMt I~ 

During the first yes of teactilnc, 

novicea racer.. help fi'om a sctm-
based menmr or menlDC tum. 

The state provided funds on an tQU»o Begtnnf nc tllChW cf!Nca .,. offttrect tl1' 

izing basis to school dlstnctJ, wnicn help tnem prepare for the assessment 

brought beginning teacher salar1es up tD of essentiei tNchln& competeneies. 
a minimum level. This helped to equa&lzs. which la conducted by~ 

funding for schools while directln& the HHsaorl throu&tt obseMttlon OI vldec> 

new funds to the place they could have tape. This proceu, whieh IWluatu. 

tne greatest effect on leamln&: the hill- basic teachfnt skffls. ha been in o~ 

ing of more Qualified ti~ 

Meanwhile the state reQUired entartna· 
teachers to meet more rigorous .... 
oards for licensing, indudlnt aperfoF. 

mance assessment coupled wtttr:­
mentoring during the first year of teac~ 

1ng and a master's degree within a few 

years of entry. As a result of these lnltl• 

tives. the state experienced a dramatic 

ooost 1n teacher Quality and in the Quali­

ty of preparation programs, while short· 

ages were eliminated within three years 

of the bill's enactment 

Since then, the vision for a Quality 

tion. for elfrt ye--..:. 
The new component wUt 1Y81Ulltlt 

first· and ~ar teachetS' abllltt• 

to teach ch1I~ Content for und• 

standtn1 and to ~ teacNn& to the 

needS of dtverR learners. Based on the 

INTASC standards, teachers d9WIOD 

portfolios of their work, which incluc» 

videotaPts of specific lessons tn.r 
reflect the teacntnc expected by new 

student standards, analysis of student 

work, and written descriptions of ways 

in whicn tney adapt instruction to tne 

needs of individual learners. 

in last year's assessments found them 

extremely worthwhile. Tony Romano. a 

seventh-grade matn teacher in 

Stamford. found the process of reflect· 

ing on his lessons each day during the 

six-weett period he documented for his 

partfolio "work intensive" but "enligl'lt· 

enin&. • • Althou&h I was the reflective 

type anyway, it made me go a step fur· 

tner. I think it had more impact on my 
teaching than just one lesson in which 

you state what you're &oing to do •... 

The process makes you think about 

your teachin&, and I think that's neces­

sary to become an effective teacher.• 

ScMoc CoNw:al:la SW. WWI•• at 
~/OMllDll ot AaelRfl. £v...ian. INI 

·-· .... R-.c:fl ""9on. SdlODI 'felr 1119C>i1. 
no. 1 (H.uard. Conn.: lln9! ot R111scn roa 
T .... ta .. 1eUC.1tl1). 



• 
beginning teachers, one that spins all the faster becawe seniority provisions in 
many local contracts practically guarantee that inexperienced teachers will be 
assigned to the most difficult teaching situations. Discrica need to 

• Sueamline and decentralize hiring procedures wing technolo­
gy. School districts should create a central electronic hiring hall that 
lisu relevant data for all qualified candidates and provides data on 
vacancies to candidates. They should then delegate selection and 
hiring decisions to schools. This will support responsible dcccntral· 
iution by ensuring that only qualified teachers arc considered. 
while allowing schools to move ahead cxpeditiowly in hiring candi­
dates who fit their needs. 

• Focu on competi'"9 early hiring of new teachen. Districts 
should establish direct pathways from teacher preparation pro· 
grams to the clusroom through cooperative agreemenu with uni· 
versities. They should also develop incentives to encourage veteran 
teachers interested in transferring or retiring to provide early noti­
fication of their intentioru so that vacancies can be posted and 
filled much earlier. 

• lllmlnat• Nnten to tucher mobility. 

Teacher shorages ue made all the wone because, in an age of mobility, 
qualified teachers frequently find themselves unable to transfer their license to 
their new state, and tctebcn who could be persuaded to move to districts or 
stata with shorages face the loss of seniority, salary credit .. and vested pen­
sions. Most of these roadblocks to mobility were long ago removed for college 
faculty members; they should be removed for public school teachers as well. 
Districa need co 

• win mac their suca panicipau in the INTASC assessment 
synem, which will allow reciprocal licensing agreements among 
States. 

• Work wida 11am CD a.ie portable pemion systeau (similar to the 
TIM-C.RE.F system acablished for college faculty early in this centu• 
ry) 'and/or to ensure dw teachers can remain vested in their original 

districa. 

• Develop policies for ensuring that incoming wtel'ULI rcceiw full 
salary credit for their experience. 
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1 earned a defrH from PurrJutt In Crystal City SecondlrY Teectler 
Mec/'lanical Enlineering, Ulen went to Educ.tlon Procram It Qeor1• 

wonc as a l'lyarololist I really enjo~ WuhblO'Dft University has prepared 

my worl< a lot • ... But I always knew retlnng military personnel a 
I wanted to teaclt. fiit ~rttcilttv"tnlilr'Allfl'im 

- A MIOCMCER RECRUIT TO TEACHING teachin& since 1985. Recruits complet• 

AT INOIANA UNIYERSITY in& this nine-month proaram come from 
all of the armed forces. Between 1986 

I've /'lad all tile status I need In my· 

naval career. I don't have /Jif c1Mnands 

for money; I aon 't /'lave a need for sr. 

tus . ... By virtu. of my experience. 

mayoe I can ao a little bit /Jetter jo/:J [for 

the education system]. 

- A GRADU.AT! OF GEORGE WASHl'G1Q¥ 
UNNERsrrf'S MIOCANER PROGllNrl 

and 1993, the 200 &raduat11 were 89" 
male with an IYlra&e ace of 44. Most 

entered with professional decrees, hav­

in& been military officers or mana&ers. 

These sopnisticlted consumers of ed\r 

catJon rate their trainin& proaram hilf'lly, 

especially after they enter teachln& and 

realtze how much they use the cours• 

wonc and studenMuchlf11 they expert­

enced. ThtMr IChOOt systems rate them 

hi&hfY .. welt. 

Tbe T..._ Aa Dml1lan M*­
Pnerim .t lndlw l.JnMnltr focusea 
on mldcareer chan ... of alt qes wno 
come. from careers lnchdnl raw, bus6-
nesa. medidne • .:Jet 11fftc research. 
numn& en&JneeMC. and journalism. 
The 14-momn proeram 1s tailored to suit 

each person's praviou9 experience enct 
profuaiOnat &OU. Students wtth recent 

d ..... may need less acedlmtc work 

in their dlsctpllnea than thOM who 

receNed their IHCr9es )'MIS q,a. Those 

with a strona academic major and minor 

may work toward I license. in two ~ 
inc fields. Fellows enpp in peer me~ 

tonne. anaiyza their teacnln( on 

videotape each week. observe exem­
plary teacherl. and participate in an 
on&oln& seminar durinC their 15 weeka 

of student teechinc, which gradually 

istry, stock trading, and medicine. 

The en-month program emphasiZes prot> 

m solving, cultural awareness. and~ 

dent needs as well as subject matter and 
paaagogieal preparation. Candidates 

cycle througn four or ftve intensively 

supervised teaching practicums in very 

different settlnp for up to nine weekS 

eacn. They also enaace in regular peer 

coachin&. Evaluation is based on demo~ 

stratld performance, not credit hours or 
seat time. Faculty mentor graduates in 

their first and second ye• of teachinC. 

blid&in& the Infamous &IP betWeen prepe. 

ration and Induction. Outcome data shew 

that recruits feel exceptionally wen pre.­
pared tD teach, ano they ent• and stay 

in teachina • le\'els far exceeding u. 
avenll9 fOr trldiUon8I teacher educl'ton 

students. Mof9 thin 90% enter and 8°" 
s~ 'tMllt a M,..r period. It is no ~ 
der that districts from ecrosa tne country 

try to recnit Project Promise teachers. 

The nlltlon's neatty 500,000 paraed\r 

cators represent anott\er si&r1iflcant 

source of prospect!Ve teachers who are 

representative of and rooted in the co~ 

munltfes in which they serve. TM 
Nnalo Nation Ford TeeclW Education 

~an is a joint effort of the Navajo 

Nation and the Ford Foundation to 
recruit and prepare NIWfo teachers 

throtJ&h a consortium of six colleges and 

universities. Participants receive scholar· 

ships and stipends amounting to nearly 

$12,000 tD complete their college 

de&r'ffS and education training witl'l ac• 

demlc a<Msement and support. Most of 

the more Utan 200 participants in the 

While public schools are often ~ 

perate for trained math and science 

teachers, many industries and tne mil~ 
tary are downsizing and lettfnc &o of 

employees with years of expenence In 

these flelds. Makin& the match betwffll 

these skills and needs. the Callfornla 

Mathematln and Science Tucm. 

Co'l)S Proenm at Clllfoml8 Stmte 

University, Domln&ue&. HUim, was crnl­

ed with help from businesses ttlat pro­
vided stipends for retJnn& employees ti> 

prepare to teach. IBM. TRW, McOonnetl· 
Douglas. and Hughes were amon& u,. 
first companies to partlddME~ 

the initial recruits, most •All).,_. 
master's degrees and h•wonc.t•· 

engineers. During their year In the pn> 

gram. candidates observe, tutor. and 

student-teach in schools while takln& 

courses in teaching methods• motiva­

tion, learning, classroom management. 

and multicultural perspectives. This 
training, they affirm, is essential to 
their later success. 

increases to a full teachinC load worklnC procram are Nava~peaking teacher 

closely with an expert mentor. aides, and the program has prod_ucad 

Colcndo Stat• University's Prafeot . ·- 38-new NaYa;oteacners so far. 

PromlM recruits prospectMI teachers 

from fields as diverH as law, geolorf, 
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cheir education in a teaching program. However. more than 200 accredited uni­
versities have created successful models chat provide high-quality alternative 
routes into teaching at che postbaccalaureace level as well as articulated pathways 
for paraprofessionals moving inco teacher education from community colleges. 
These deserve emulation and support. 

These kindJ of programs have been successful becawe of che investments in 
scholarships, loam, and other program supporu made by some scaces and foun~ 
dations. Evidence suggests that such investments ultimately pay handsome div­
idend£ for the schools chat hire these recruits. Yet these programs flourish in 
some communities, while ocher communities with equally great needs have few 
avenues for interested candidates to become well prepared for reaching. A well­
planned set of incentives rhat provide financial aid for candidates along with 
suppons for more high-quality programs could make an enormous difference in 
our capacity to teach all students in all subjeas in all communities well. 

IV. lncoural• and reward knowlecll• and Miii-. 

WI RECOMMEND: that dlftrk:D, 1tat-, unloa, and profea~ 
al UHC/atloa cooperate to make teachlnl a true profeulon 
with • caffft contln:.•um that p~ teachlnf at the top and 
reW8ff/9 tuclHtn for their knowledl• and 1kll,.. 

For generations, teachers have wanted to be con.sidered professionals. Now 
the contluence of cwo developments puts chat goal within reach. The nm is rhe 
evolution of a coherent set of high-quality teaching standards: the second. che 
coungeous work of a number of states and local school discricu to embody 
these standards in new systems of teacher ewluation, compensation. and pro­
fessional development chat provide the scaffolding for a true profession~ne 
that is grounded in an unyielding commiunent to students, a body of shared 
knowledge, and willingness to set, enforce, and cransmit standard£ of practice. 
Creating a profession requires three kindJ of actions: 

• Develop a carHr continuum for teachln• linked to 
•-...... m. and compensation sy.tema that reward 
know~ecl•• and sldlL 

Existing career traeks and compen.sarion systems in teaching create: a career 
pathway that places classroom teaching at the bottom, provides teachers with 
little influence in making key education decisions. and requires teachers to leave 
the classroom if they want greater responsibility or substantially higher pay. The 
message is dear: Those who work with children have the lowest status; rhose 
who do not, the highest. 

We need a different career continuum, one chat places teaching at rhe top 
and creates a career progression chat supports teachers as they become increa.s-
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mgly expert. Like the path from wistant professor to associate and full profes· 
sor on campuses--or junior usociate to partner in law firms-the new pathway 
should recognize skill and accomplishment, anticipate char professionals will 
continue co do what they are trained co do while taking on other roles chat allow 
chem co share their knowledge, and promote continued skills development 
related to clear standards. 

Without abandoning the important objectives of the current salary sched· 
ule--equitable treatment, incentives for funher education, and objective means 
for determining pay-we believe compensation systems should provide salary 
incentives for demonstrated knowledge, skill, and expertise chat move the miJ. 
sion of the school forward and reward excellent teachers for continuing to teach. 
High-performance bwincsses have increasingly found char knowledge- and 
skill-based pay can support efforts to reorganize work in ways char involve 
employees in greater decision making and continual leaming.111 Rewarding 
teachers for deep knowledge of subjects, additional knowledge in meeting spe· 
cial kinds of student and school needJ, and high levels of performance measwed 
against professional teaching standaids should encourage teachers to continue 
co learn needed slcills and enhance the expertise available within schools. 

We start with the presumption that teachen will be hiRd only aimr com­
pleting a highooqualiry preparation program and passing testl of subject maacr 
knowledge and teaching knowledge to receive an initial license. We then rec­
ommend that compensaticm schedules build in additional pay for at lease duec 
rypes of demonsuated knowledge and skill: 

1. SucccssfuJ completion of performance auaameaa for a fall con­
tinuing liceme as demonstrated by passing INTASC examination.a of 
reaching skill in the first }UlS of raching. 

2. Liccn.sing in more thaa one subjea ana. 

3. Advanced ccnificuion as demonmued by suc:casful completion of 
wessments offered by the National Board for Professional Teaching 
Standards. 

"' lf!'A 
The Rm and lase uaa ddine a career pathway char some districu haw 

'1ready begun to develop-one dw cia evaluations to pay inacmena at scvu· 
'1 Junctures as teachers move from their inirilli litmu. through a'period as a,.,,. 
:dmt uach" under the supervision of a mentor, ro design!tion as proftsrio""1. 
uach" after successfully pa.s.sing an a.sscssmenr of reaching skills. Tm"" is a 
major step tied ro a serious decision made after rigorous evaluation of perfor­
mance in the first several years of teaching, incorporating adminisuaror and 
peer review by expen colle2glles. Aiir11me1J uniftCllMn from the National Board 
for Professional Teaching Standards may qualify teachen for another salary step 
wdlor for qualification to serve as a utUJ uuh~ttaincd by further evalua­
tions of slcills and competence and authorizing stipends for a wide range of pro­
fessional responsibilities. 
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Increa.sed pay for teachers holding additional licenses would acknowledge 
rhe value of being able ro reach expertly in cwo or more subjeet area.sand ro pro­
vide needed services, such as special education or counseling expertise. wirhin a 
reaching team or school. Teachers in many European countries gain multiple 
areas of expertise as pan of their basic reacher preparation. In che United Smes. 
this kind of strategic pay would address cwo current major problems: ( 1) the 
high levels of out-of-field teaching chat occ:ur in most schools; and (2) tht 
underprepararion of most teachers co work effectively with students with special 
needs. Rewarding teachers for their willingness to gain knowledge to meet these 
needs is likely to improve learning for many students substantially while deep­
ening the expertise of che teaching force overall. 

The public desire to link teacher compensation to evidence that teachers are 
effective in engendering student learning is one chat has been problematic in the 
pa.st. This is partly because crude measures like average student test scores do not 
take into account che different backgrounds and prior performances of scudena. 
the F.act char srudenu are not randomly distributed across schools and clwrooms. 
che shortcomings in the kinds oflcarning mcaswed by c:urrent swtdardiud tcm. 
and che difficulty in sorting out which influences among many-the home, the 
community, che srudent him- or herself. and multiple ceachm-~ at play. 111 

Attempa to link student test scores to rcw..."Cls for teachers and schools have led 
to counterproductive incentives for keeping ·out or pushing out low-achieving 
studena, retaining chem in a grade so their scores look higher. or assigning chem 
to special education where cheir scores don't count, rather chan teaching them 
more effcc:tively.114 

The Commis.sion's proposals connect teacher compensation to student 
learning and eff'ective practice in a more careful way chan ha.s previowly been 
possible. The new a.ssessmena of the National Board and INTASC are ba.sed on 
evidence of eff'ective practice, and they evaluate how specific teaching practices 
contribute to the learning of partic:Ular srudena over time. The evidence in 
these a.ssessmena allows experts co analyze how teachers support student learn­
ing chrough their curriculum decisions, insuuction, and assessment: and ro 
crack how selected studena actUally progresa in cheir learning. Only teachers 
who exhibit high-quality teaching and whose studenu shaw evidence of learn­
ing can pass these assessments.'" 

One ocher tcature of a new compensation system is key. The central impor­
tance of te¥hing to che mission of schoola should be acknowledged by a system 
in which the highest paid professional in a school system is an experienced 
National Board-Certified reacher, who should be able to earn a.s much by reach­
ing a.s by becoming an adminisuaror. In addition, a.s in ocher profeuions, the 
distinctions between reaching and administrative roles should be much less vis­
ible than they are today, allowing many ways for individuals co we their talencs 
and expertise for the enhanced performance of the ream without abandoning 
the core work of che profession. 

In a new career continuum. teachen (and administrators) should have 
options for multiple professional roles while remaining in ce1Ching. "' School 
dimiccs should create more fluid and varied roles for educators chroughouc their 



New Teaching Careeni In Cincinnati and Rochester 

The Career-io-Teacning pro"'"" in 
Rocnester. New Yori<. and Cincinnati, 

Ohio. aim to provide incentives to 
attract and retain Quality teachers in tne 
profession, improve teachers' profe• 
s1ona1 growth opportunities and a;ve 
teachers broader roles and responslbHl­

ties that will improve student ICl'liev. 

ment and provide better schools. The 

career steps-intern. resident. carHr 

teacher. and lead teacher-prOVide s~ 

ports for 1earninc. evaluation based on 
professional standards, and salary 

incentives. Teachers advance in tneir 

career as they gain and demonstraUt 
growing expertise. 

In botn cities, new teld'lers be&ln • 

interns. In Cincinnati. a lfO'Mn& number 
of beginners h....., already pt9CUCed ~ 

supervision In professional dlvefogment· 

schools as part of the Univer'Stty ~ 

Cincinnati's ftw.year teacher educadOn 
program. New tead'lefs rlCM4e close · 

mentoring from an expert consultin& · 
teacher, whO also ewluates them for cor. 
tinuation and advancement to the,..... 
dency level. A less than satlsfactary 

skills and become active in professional 

decision maklna. In Cincinnati. a formal 
evaluation by the pnncipal is reQuired at 

the third and fifth years when the 
teacher applies for carHr status and 

tenure. Salary steps for experience at 

these junctures-and at years 17 and 

22-are cont1naent on evaluation. 

Advancement to career teacher status 
carries an additional $1.000 salary 

increment. Altogether. there are at least 
six points at which salary advancement 

is linked to perlormanc:e. In Roehester, 

annual salary ec:Mlncement is linked to 
satisfactory performance. Teacners whO 

do not meet professional standards do 

not recer... salary Increases and ·are 
candJdatel for an lnterientlon procna. 

Those who wtah to can ~far luci 

teacher status after seven or mar.. 
yeara. LHd tachers.erw not only a::el­

lent teliChefS. ttMIY lillO know haW tD 

mentor adl.* and facilitate IChoot. 
Cftanle. They Ml'W' .. COMUltln& teech­
tna for beltfi..,.,. and wterert teachers 
wno .,. havlnl dlttfculty. cuntculum 

d.....,opers, ctlnlcllL fecuttr In the ~ 

rating leads eitner to a second yes at trtc:ta• teacher education partnerships 

assistance or to termination. A ~- wtU\ local ~of educadon, and 
ry evaluation is needed to move up ort 

the salary schedule. Since the ~ 

began, overall attrition of t>eOnn& t.llleb­
e,., has decreased and L4£ 
become much more OOCT4W&IU•-- a' 
Rochester, for example, 111ballllllaf!i 
beginning interns is 90%, as carnparecJ'­

with only 60% before the progrcm was. 
put in place. In bOtt'I cities, a &reater run-­
ber of probationary teachers than before 
are asked to leave if they have not met. 

the standard5--<oughly 8" In Rocnesw. 
The foundations for professional account· 
ability are laid earty in the career. 

Over the next three to four years, 
resident teacners develop their teachinC 

leaders for schoot-buect' lnltlatl\9 

white contlnuift& their own talChlftl. 
To become a lead teacher In 

RochesW;· candldatu must prcwlde­

conftdentlal recommendlltlona from M 
cotlea&UM, lndudin& teachers and pm. 
clpata. Specific positions u mentOtS. 

curriculum· d~tcners~ and protect factl .. 
tators come wtth stipends ranatna front 
s to 15" of total salan..-. rantt at 
abOut $3,000 to S9.000. About 32 of 
Rochester's teachers are currently IHd 

teachers. 
In Cincinnati, salary increments for 

lead teacners range from $4,500 to 
SS.000. About 300 of Cincinnati's 

3.000 teachers nave passed the rigor· 

ous evaluation process to attain lead 
teacher status--four to six classroom 
observations by expert teachers, inter· 
views of colleagues about the applicant.. 
and an extensive application that 

reveals the candidate's philosopny and 

experience. Obtainin& National Boara 

Certification is another means of 

becomin& credentialed u a lead 

teacher. Botn cities already have more 

tnan their share of Boal'O-Certlfied 
teachers due to tne stron1 support for 
participation prOVided by the teacher 

associations and local board&. 

The chance to contr1bUta &tves leld 

teaehels a new lease on tneiT own ~ 
fessionaa lives wnile thetr work impr0"9a 

teecNn& Quality throughout the dtstrk:t. 

The resUll ll 1 career in teaentng that 

recrultl and retaine talented teacners 

whil4t lncrelllin& protessionwide kn~ 

ed&e and skllt. As Cincinnati lead 

teacher Helen Buswtnka notas: 
Pert:lci/NltlrW {•a lead teacher in• 

orofeuionaJ dMllopment school/ ha 

iJVfM me an oocaion to think 1f811dly 

about wnar It meaM to •eaucate • 

teacher.• In the ~"· my own vision 

of teacn1n1 h• a..n nourished. As • 

membfll of both wortM. I am at>le to 

partk;ipata in the snap;,,, of the next 

generation of tHC/lerS, to be part of the 

r.olutlon of my pt0fffsJon. 
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careers so chat knowledge and calent can be more widely shared. They should 
mucture cime and responsibility so chat teachers can be involved in peer coach· 
ing and mentoring, curriculum and assessment development. teacher educ:a· 
cion, and school leadership. In schools of the future, che roles of teacher. 
consulcant, superviJor, principal. curriculum developer, researcher. mencor. and 
professor should not be mutually exclwive. Instead they should be frequently 
hyphenated to allow many kinds of learning and leadership that advance better 
ceaclting and schooling. 

• Remove Incompetent teachen. 

A career continuum based on standards of profes.sional practice must also 
address the need to make judgmenu about the competence of teachers and co 
counsel individuals out of the profession when they do not, after receiving as.siJ­
cance, meet professional standards. In some school districts. new career path­
ways incorporate peer review and assistance from lead ceachers who provide 
intensive support for beginning teachers and for veterans who are having diffi­
culty. Those who do not improve are coun.seled out of teaching. These sys­
term-collaboruions between unions and school board.s--have proven more 
eff"eaive than traditional evaluation systems u both improving and dismissing 
teachers. demonmuing dw: teachers can be professionally ac.countable. 

Systems that incorporate peer assistance and n:view have several advantages 
over traditional Systems of teacher evaluation. Typically. school principals arc 
a.skcd to evaluate and suppon all the teachers in their building, despite the other 
pressing demands of the principal.ship. the large numbers of teachers in many 
schools, and the vut range of subject mu and grade levelt. With inadequate 
time and expertise to assess teaehing in-depth, judgments of ceacher compe· 
tence must typically be made in a single quick visit to the dwroom with a sim· 
pie chcckliR in hand. This approach provida little opponunity for specific 
feedback dw: is helpful in the context of a particular classroom and teaching 
area. Most teachers find it unhelpful to them in improving their practice."' 
Where problems are found, few principals ha'le the time and expertise co pro­
vide the intensive uaisrancc needed to help teachers improve or to complete the 
extensive d~enation needed to ay to have them removed. 

Peer assistance and review programs apply grater time and expertise to the 
processes of support and evaluation as expen consulting ceachers who have 
rdeascd time for this purpose help their colleagues. Where teaching problems are 
found, they can be worked on in depth over time. Where improvement does not 
occur, teacher associations do not block dismissal when they have been involved 
in designing and implementing an approach that provides due process protec­
tions throughout. 

In a comprehensive system of profes.sionaJ accountability, safeguards against 
incompetence should occur at several junctutCS: 

• When prospective teachers pa.ss demanding usessments before they 
receive an initial provisional license; 



Promoting Improvement and Removing Incompetent Teachers 
through Peer Assistance and Review 

1 think {tllere was] a generation of people (throu&n self-referral or referral macte by 

who cJicJn 't have anyone t/lere to help principals) and oversees appraisals of 

tnem wnen tfley walkctd in tfle aoor. . . . intern and Intervention teacners. 
They went into tfleir room and shut tne 

door. And every year some kids would 

come t11rougfl, and however they 

In eacn case, standards for 111n1n1 
tenure and remainin& in teachln& haw 

been Sll"lftcantfy raised by tne Peer 
[taught}, t/lat was what wu done. . • . Assistance Pfolram. Part of their sue> 

The bottom line is children come ffrst cess is tne de't'elopment of more useful 

We are nere for tlle Children. we·,.~ measures ta replace what Rochester's 

fessionat educators and l'lere to teactt Tom GIUett calla ·~ ~ 

children. That is a dtiVing factor of Ute b~_:~JIJll • In Rod"Qter~al~l · 

Peer Assistance and EvaJuatiOn Proei~r.n. ~ ~ 1 14 ... ......_,,_ 

- CMot:rN NELJ.oN, Pm R!\faw ~~~~!~~or 
DIRECTOR OF HUMAN RESOUlfCfS. to usnlne data on their 

C1NC1NNAn Pvauc Sc:Hoat.s perfonnance, lndudln& infonnatton at1oUt 
stUdent leaminC ........ pracUce: 

Attnou&n many claim it is impossib&e Another succesa factor Is the intlt~ 

to truly evaluate teachers or get rid of. slYe asaistance provided by consultlnl 
~acnera wt.~ are ftMd. up-tif'lbcua on 
this job. ·TN&en.ur.. ffiit iiSlqUatS 

20% retired or resigned. The otners have 
improved suOstantially: During tne first 

five years in Cincinnati. 61% of teacher_. 
dismissals for performance reasons 

resulted fro~t 'revitw, J! CQ!'DDlred 

w~ftom e<11luation by administr> 

tors. Five percent of beglnning...teacr.:iera 

under peer review WtiLdismissed. as 

compared wttrt 1.6%-of these .,,aiuatea 
by-prtncipal1. Qf 60 Rochester teachers 

assigned to the Intervention Program 
since 1988, about 10% determined 

thrOCJIJ' tneir wor1( with lead teacher ~· 

tors that tl'MIY should le~ the prate. 

slon. Rochester teachers may voluntarily 

r8QU8St the llllstance of I lead teacner 

mentor. tht°'Ch the Profuslonat Support 

Procram. which hes served about 100 
teecners eacn ye11 since 1991. 

When teachers take on the task of 
those who are incompetent~n&. 
rwrnbtr of districts are transtnnninl. 

o~ nonfunctional svstems of-teacher 

ev~l~-ati~!'_!~~.~r review _!Ystems 

heto. and documentadan wlH occur aver profesP>nel accountablltty, it not onty 

tne coune:aC the year. Ai1hlrd rnsan la impnMtt instruc:tion but it profoundly 

that improve teachin& performance end · 

~o~sen>ut those who snoutd not be in· 

ttMt expenf• of 1M consullfn& teacher. 
whO la ...... fartuctinl uctllenc9' 

the profession. Peer review ana·assta. and whO ..,__.ls matched by~ 

tane,- programs initiated by AFT and . jec:t n• end .,.. level with the:-· -NEA lc;>cals in To~o. Cin~atl, and teacher ~helped. This tncreasee 

chan&es tne rotes of teachers' unions. 

-W. can't l!lltlmati!y protect teac~ 
ers wno art not oortorm;n, • says 
Oenlst Hewttt, director of Clncjnnat(s 

Peer Review Panel. At tne same time. 

Columous. Ohio; Rochester, New Yortc: the Yalu& of the acMce offered and the tne Improvements In teachin& can 
~ --

and Se~ttle, WashingtOn. have been credfb1Utyofthejud9116Htrendered'. sometimes be str1kJn&- Accorelln& to 
;;;-

successful in helping beCJn1*S tum to,· In eacn.• more~ hlWe_ beert" Cincinnati consultln& teacher Jim Byerty. 

teach and in helpln& vete,..who.,.. __tven help Ind t.e made 1D1fa!; ·we l'lad a teacher wno was in interven-

having difficulty to im~/;w~ kJ]pnMn'WU In tbefrt81ChtR1 Md men don ten years aao. wno ... had consi~ 
1ng or 1eave tne classroom wMMUt.· t~ h8V9 been dllmtAld thin ewr erable skins and experience bUt she 

union grievances or delays. had occurreo undlt thi Old iYitirii& of had Cotten lazy •••. She needed to 

Each program was established- adminlstr'aUW ~ In Toledo lnlt start plannln& tne lessons and stick to 

trirough collective bargaining and is p ClnciMlld• ~ OMthinS of the-;! them and do the hands-on stuff tnat 
erned by a panel of 7 to 10 teacners Sid ers reflmlCl lnt8rti8ntiOf1 eKkt ~· was needed •••. Her final appraisal 

administrators. The governing panel· h""!Jiift rermc mt the 'Pd QI was strong, better tnan average. I tnink 

selects consulting teachers tnroulft a rt• throulO\ re!'""'A" 111Ur1ment, or she felt empcwered by the outcome. 

orous evaluation process tnat examines. mlssaf. In Columbus. aboUt 144 ~ She went on to be a lead teacher.· 

teaching skills and mentoring abilities. ers (apprmdmatety a of the teecn1na 

The panel also approves assignments of force) were usi&ned to I~ f:lifll 

tenured teachers to intervention status an ei&ltt~• penod. Of tnose, about 
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• When peer evaluation and review are used during the first years of 
ceaching to support learning and counsel inadequate teachers our of 
the profession prior to tenure; 

• When a continuing professional license is granted only after the pas­
sage of performance assessments; 

• When distrias refuse to hire unlicensed teachers or co allow teaching 
out of licerue; and 

• When provisions are negotiated in staff agreemena for ongoing profes­
sional peer review and intervention leading to dismissal where necessary. 

The problem of teacher incompetcnc:e represents a tiny fraction of the over­
all teaching force, but in each case where it is left unaddressed. it undermines 
public confidcnc:e and harms hundreds of srudena. A growing number of dis­
tricu have demonmatcd, with the support of teacher associations, that it is pos­
sible to remove incompetent teachers and char with systematic suppom and 
inter"l..:ntions in place. the problem grows smaller wich each passing yeu. With 
these kinds of safeguards. parenrs can be assured char their children will be 
caught only by qualified, competent teachers who are continually refining and 
enhancing their WU.. 

• Set •••• Md ....ct lncentlv .. for Natlon•I lo•rd 
CertlflcatlH In every state •nd dlatrtct. Alm to certlfr 
101,000 te•chers In Ulla decade, one for every school In 
the United Stat-. 

The great promise of the National Board is that it dearly delineates standards 
for accomplished teaching and aeara the pro~ for a career continuum from 
enay to expert practice. Having jusr begun irs work. however. the National 
Board tw cmified only about 400 teachers thw far. Professional certification in 
teaching musr .be helped to grow u it has in medicine "'he1e Boud Ccrrincuion 
began ~tiny scale in 1916 but tw sinc:e created the most powerful lever sinc:e 
the founding of the teadtlng hospital for advancing knowledge in CnedicaJ edu· 
cation and praaica 

In the nae ten years, National Board standards mwt influence every school 
and school of education and· become a part of the professional development 
plan for vinually all teachers. If by t!te year 2006 we can point to a Board· 
Certified teacher in every school, we will haw created a siruation in which every 
teacher in the United Scaccs has KCCSS to a teacher leader who embodies and can 
promote accomplished practice. 

Such a phenomenal increase in the nwnben of Board-Certified teachers 
will not be wished into being. We will achieve it only if the National Board 
work.s with individual states and dimicu to lay out discrete, quantifiable goals. 



vear by year. a.scmaining how many teachers-by sme and dimia-can be 
persuaded co complete che challenging a.ssessmencs involved in securing Board 
Cemfication. teaching's highest accolade. Part of meeting chis challenge is 
making professional standards and a.ssessmenu a part of every seep along the 
career pathway for teachers. 

V. Creme echoole that .. &enulne lesnlnl orcanlutl0118. 

WE RECOMMEND: that 1choola be rNtructured to become I•~ 
uin• leam/nf organlzatlona fot both •tud41nta and teache,._ 
organizat/oM that rapect leamln& honor teachln& and teach 
for understandlnf. 

Many anaJysu have noted char there is very little relationship between the 
organi:z.acion of the typical American school and the demands of seriow reaching 
and learning. Nothing more clearly reveals this problem than how we allocate 
schools' major resources of time, money, and people. Our schools are c:wnber· 
some bureaucratic inheritances from the 19th century, not the kinds ofleaming 
organi:z.ations required fur the 21st. Far roo many people sir in offica u i..\e side· 
lines of the core work. managing routines rather than promoting innovation 
aimed at improved qualiry. A bureaucratic school spends substantial resourca on 
controlling ia staff. a thoughtful school invesu in knowledge and supports that 
liberate staff members to do their jobs well. A traditional school adminisccn rules 
and procedures: a learning organization develops shared goals and talena. Our 
inherited school anticipates the wom from students and teachers; the school of 
che furore expeas and enables the best. ~ David Keams, funner chief executive 
officer of Xerox Corporation, explains: 

Lockstep. myopic management is still the norm in American education 
coday. just a.sit wa.s in American bwinea. ... Our entire way of think· 
ing needs to be replaccrciAbday's high-tech 6rm is lean: Ir hu suipped 
away middle managemcnr. Ir is decentralized, relying on the know-how 
and professionalism of woricen dose to the problem. Ir is innovative in 
che deployment of personnel, no longer relying on limiting job dwiii· 
cations. le spends heavily on employee education and training. Ir invem 
heavily in research. 111 

Just a.s businesses have had to restructure to obtain significantly better 
result:s. changing school performance will require reallocating funds, rcsuuctur· 
1ng staffing patterns. and redesigning teaching and the we of time. These steps 
ue needed noc only to be able to afford more time for reacher learning and col­
labomion, but also co be able to create settings within which teachers can we 

cheir expertise more effectively and work much more productively with srudenu 
toward more challenging learning goal.s. 
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Our schools need ro be redesigned so rhat they honor reaching, respect 
learning, and reach for undemanding. To be able to direct their energies around 
a common purpose. schools need to adopt shared standards for student learning 
chat become the ba.sis for common efforts of teachers. parenu. and the commu· 
nicy. Then, schools must struaure their work so rhat teachers can work more 
intensively with students and with each other and can have grearer influence 
over the design of the learning experiences their students encounter. Schools 
must be freed of the cyrannies of time and tradition to enable more powerful 
srudent and teacher learning. To that end, we recommend that rhey 

• RaU'llalll'e time and staffing so char teachen have regular time to 
work with one another and shared responsibilicy for groups of stu· 
dents over time. 

• Rethink schedules so that studenu and teachen have more extended 
time together over the coune of the day, week, and years. 

• Reduce barricn to the involvement of parenu so that families and 
schools can work together toward shared goals. 

Learning in America is a prisoner of time, according to the 1994 report of 
the National Commission on Education Time and Learning. 11

' Short, frag· 
mented time periods and rigid expectations for the use of time reduce rhc 
amount oflcaming that can occur for many studcnu. Lack of coordinated time 
and shared responsibility among teachcn reduces accountabilicy for rhe overall 
learning experience. We need to create suuctures that help studcnu undertake 
more in-depth learning dearly aimed at the new standards they need to reach 
and that help teachen to be more suc:ccssful at supporting student learning. 
Keeping teachers, or teams of teachers, together with the same groups of stu· 
denu over several yea.rs is one possibility; longer class periods for students and 
teachers together within the school day are another. These and other possibili· 
tics need to be seriously considered as we work to release schools, students. and 
teachcn from the conscrainu that impede teaching and learning. 

We also need to aeace rime during the school day and year for reacher 
learning, breaking down the isolation of egg-crace classroom structures and the 
inefficiencies of fragmented teaching schedules. Restructured schools arc find· 
ing time by devoting more of their staff' energy directly to clas.sroom reaching, 
rather than.to administration, pullout programs, or management of special ser· 
vices. By rethinking rime and staffing as.signmencs. they can reduce student 
loads while giving teachen regular periods each week to work with and learn 
from each other. In additi~n. a longer school year for teachers and administra· 
tors opens the possibilities for additional time devoted entirely to professional 
development. Our goal should be at least ten hours per week for collegial work 
and learning within the school and at least ten days per year of addirional pro· 
fessional development time, supported by reallocations of staff and the 
redesign of responsibilities. 
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Within chis t1me and the purviews of rescructured roles. teachers need 
opportunities to work in partnership with parenu and community members to 
coordinate their work on behalf of more effective learning and teaching. In 
schools like Zavala Elementary School in Austin, Texa.s, major changes in prac­
tice and better outcomes for children have proved possible a.s parencs have been 
involved in school renewal and problem solving, and a.s the school has 

Community Engagement and Teacher Development at Zavala Elementary School 
Five years ago, Zavala Elementary 

SchOOl's 486 students-most from two 
housing projects near the school-were 
failing badly. Only 34% of Its third-graaerl 

passed uie reading, wnting, and math 

sections of uie Texas Assessment of 

Academic Skills (TAAS), placing it 63rd 

among Austin's 64 elementary scnoots. 
Student attendance was poor, annuat 

staff turn<Mr was SO ~rcent. and PTA 

cultlvatlng relationships witl'I parents 
and community leaders, including Aullttn 

Interfaith. a coalition of religious o~ 

zations. At community meetings, par­

ents asked teachers to wor1< more 
closely witn them to raise their chlt­

aren's academic achievement. Mlndia­

Melton and the teachers organized 

Saturday Community Walka to students' 

homes. not to address disdplne prol> 

iems as in the past, but to Ustartta P• 
ents' ideas and suggestJona abaUl how 
to improve the school. 

These walks changed the tenor of ~ 

11y-school relationships and created a 
strong partnership for change. Parents 

oegan to volunteer throughout the schOOI, 
where many of them also attend English 

classes. Teachers won<ed together to 
reorganize trieir teaching, studying recent 
research on how children team, coordinat· 

irg instruction across grade levels, i~ 

ducing new language arts and rNfthem• 

ica currtculums. and &fOUplng children In 

new ways so thllt they would learn from 

each other. 

Today, as• Texas Alliance school. 

Zavala's scores on the TMS are well 

abcM u;e--dlSU1Ct averaae in readlnc. ~ 
~~------=------
in~ and teacher anrttfon h8I 
au but stopped. Student att8ndanCe 
.!Med to 9f.9i_ift-~.,.. 

est In 1he city.,. Zavala ~ 
became ecd"8 pannera wftti parents and 

wtth each other. tl"'Y learned In ,,,.,., 

new ~-Clllld1 Santlmmta. a~ 
&UBI~ tndw. tltl9 tM ltDry 

this way: 

school as a family. What Austin Interfaith 

did was to onni ut together in con~ 

tion wtth eadl other. We wete able to SH 

thllt we h8d • tor of ~s tnat we 
had fail«I to teeoentze. and tflat we had 

a lot to IHln !tom one another. Befote, I had_. for my Children In fourttr ,,_. 

and the fl~ raacner rtad 1H1tS and 

the kindelf81tan teacher had """· but 

we ~ tmi't puU«I our ruources 
t0fd'M1D Wwtlete we wanted t/'Je 

SChool to tp-we "'9 all pulHng in dlffell. 

Int c1111CrDIL 
*t ""'9 WOtfdnf rHHy hard, our naw 

'"' WOik ,,,,..,.,_ bflcauH we'W pulled 
our ruocaces ~ we sat qether -------­~ ~ ou,....., ·wrwrs ~ff<inf, 

When I cane to Zavala sbc )9 .. a&IF. c · what'• Mllr In ttre pat, I couldn't have 

we were all just doite our own thin&. told )'OCI _,..my neilflbot was doinf-1 

isolatlnf ourselves In our own tDOm9. didn't tcnow. Now we /'tav. • scllootw;de 
But we failed to ,.. that our chJklrwf (Deus • .w. we wOitc ·or.-rAAS rmtfnl,-111 

were really fa/U,,, tfte TAAS tat. whiclt· of us .,. wr1tlrtl on ttre same oromtJU, 
is a mtJor state standald fol' our t:/t#i> and tlJe Clt/ldren know-(hey can go 
dren. ~ thOCJlftt.. ·~1. we're In • "°"' home and taUc to their tittle brOU..rs and 
community, our Children n otten ~ 
and attendanee 1- bad.• *t kept~­

int up with reasons why rtif ldd8 just 

weren't team/,._ 
What C/'lanl8d fof me prafusJoneltl 

wasn't so much th~~ 

oecause worl<t/'lops /'tad alWatS bHn 

there. and we had aJw~ bHn IOinl to 
them. When we became an Alliant» 

school, our whOle 1tatne of thinklt11 

changed-we oegan to think of tM 

si~ Now. u teachers, we /<now wtlat 

we're dOln& and we l<tw:IW wnere we'te 

headed. We're hOldlnf ourstMtl 

ac:countal&. 

5ow'alE RlaWO J. ~ n ,, .. M. LM/. 
1'Nct*W .,. Httw ... Sltift: Pmctaln fOt !ducMIOtr 
CtldctWI • 1'Mle Ill • °*WfrW £t:ottotr'I (New Wit\: 
Ffee ,,.., 1191); OllWI snNp, LaOOI.,,.. of 

Oltl'IOCI &y. CofmulllY Orfftllr'C '°' SCflOOI Rf'fotm 

(Aultln. T- urMnllY of TUii PnlU. ~ 
U.S. Oeolrtlnd of EiM:urt. ~ ScnOOI in 
Tua T~ FlllurW lftO Succilll.' Golll ~ 
~ UOda, no. 20 (JllllMY 1995). 
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Project Success 
It was sta~ln& room only the nlgttt a 
Decatur, Illinois, elementary schoOt 

started its class on computera for par­

ents. ·we had to scramble to find. 

places for the more than 40 parents 

whO showed up,• says Linda Rowden. 
coordinator of Project Success In 
Decatur. 

This was a welcome problem. Uka 

many scnools enrollin& many poor chil­
dren, tnose in Decatur's Project 

Success struUled to find ways. of df'ilw. 
ing alienated parents into the schoal8. 

·we nad to break down bactfeeunp.• 
Rowden recalls, created brWll8L 

seemed like notning but.....-.~ 

tacts with scnools. 

Decatur is one of tne otigjnat silt 

pilot communities of Illinois's Project 

Success. 1auncned in 1991 to build ser. 

vice networks around famllies so that 

all cnildren are ready for scnoot and 

nave continued support. Now operatln& 

1n 130 communities and almost 400 
elementary scnools statewide. tne p~ 

gram offers many nontnreatenin& ways 

for parents to be drawn into schools. 

mengthened professional development tied to standards for student learning. 
Other partnerships. like Illinois's Project Success. have placed schools at the 
hub of family and community services, creating supports for family engage­
ment and child welfare chat spill over into improved learning. 

These kinds of approaches can be viable on a broader scale only if sys­
temwide efforts arc made to free up resources from che many crevices of 
bureaucracies where chey ue now lodged so that they can be applied to the 
frondine needs of children and teachers. The Commission recommends that 
states and school dinricu carefully examine the ways they have organized ser­
vices and allocated resources to create more effective models of service deliv­
ery and more efficient uses of limited funds. We urge that systems take three 
important steps: 

In Decatur. eacft 9Choof set up a par­

ents' tounp and pl .. soctal &et· 
togetners at leut monthly. There .. 

Parentlnl dwa. literacy and GED­
classea, and cou'1ft Uke tne computer 

etas& Utat perentS and children attend. 
together. The praJect m8kel sure chlf;. 

dren h&We the lmmunlutlons end SUP" 

plies they need to enter scnool. This 
simple action arts the school npen.. 
ence on • IOOd foot. •Parents think of 
thf1 a a nJce tnl"I to do.· says 
Rowden of the sctlool supplies intUatNe. 

•ancs that Open& up rapport betWHft, 

teacherS and parera;. 

Weetdy sessions for parents of very 
youna children ·build on tne sldu1 tney· 

already h ....... siys Rowden. •and er.­
ate a support aroup far the parentS;.. ••• 

They sh .. a lot with each other.• 

Collaboration contin~• o ... r the sum. 

mer months with tne SChool and Parks 
Department worklnl toptner on actM­
tles for children and teachers openin& 

up school libraries several times a week 

to keep in touch with children. 

This unique state-community partner-

ship doe• not create new progrwns. 

Ratti• It enables commuruues to use 
serw:es mont etrectiYlty. About a 
damn ltltlt epnciH .. representect 

on U.·Project Success St•e Steerinc 

CommlttM, eootafnated out of the p 
emor's affk:e. Local govemin& boards 

made up af schools, CO!'nmunity agen­

cies. parems, and businesses identify 

problems and plan lnltfattves to solve 

them. At both the state and local t.....is. 

apndn snare staff and resources. 

&rant waiwrs. and cross program lines 

to serw·crttlcal neeoa o1 children and 

famil .... 

With schoota a the hub. teacners 

can access community ser'tices to 

improye d\lld and family weH-bein& in 

areas ranlfnc from health, safety, and 

houain& to education and after-school 

care. Wetkupported families help chH· 

dren come to school happy, healthy, 

and ready to learn, secure in tl'le knowl­

•d&• tnat their families aM scnoo1 are 

workin& together to help tl'lem grow. 



• Flatten hierarchlea and reallocate resource• to ••nd 
more dollars to the front llnea of schoola: Invest more 
in teacher• and technoloo and 1 ... In nonteachln• per­
sonnel. 

Across the United Scates, che ratio of school staff to enrolled srudenu is 1 :9, 
according co data from the National Center for Education Smistics. 111 

However, actual class sizes average about 24. reaching 35 or more in cities like 
:-Jew York and Los Angeles. Teaching loadJ for high school teachers generally 
exceed 100 students per day and reach nearly 200 per day in some cities. This 
is because more chan half of all school system staff are not dwroom teadters, 
including large numbers of specialises, supervisors, and teachers who- work in 
pu!lout settings as well as nonteac:hing personnel. Although administrators are 
actually the smallest numbers of such staff, U.S. schools have more layen of 
hierarchy than chose in most ocher countries, once state agencies, regional 
units, school dimicu, and schools are added together. Within these agencies, 
administrative support staff who manage reponing requirements have 
increased along with the proliferation of regulations over the last two decada. 
Within schools themselves, the number of nonteaching staff such as innruc· 
cional wd mental health specialists, aides, and security personnel has climbed. 
as has che number of teachers who work in special pullout programs for special 
education. compensatory education, and English as a Second Language 
1nstruct1on. 

These staffing patterns arc a vestige of the Taylor model of industrial man­
agement from the 1920s, in which jobs are broken up and highly spccializcd, 
and some staff are supposed to think. plan. and coordinate work while othua 
are supposed to do it. Yet many schools have proved thu it is possible to 

restructure adult we of time so that more teadiua and adminisuarors aaually 
work with students on a daily basis in the c:lassroom. thus reducing class sizes 
while creating more time for teacher collaboration. They do this by creating 
ceams of teachers who share studcna, engaging almost all adula in these teadl­
i ng teams where they can share expcnise directly with one another, and reduc· 
ing pullouts and nonteachirw-joba. Within these work groups, planning for 
scudencs can be more eff'eaively managed and blocks of time can be more pro­
ductively used. The school's resources are pushed into the core classroom muc­
cure where they can be used in the context of extended relationshipt wim 
students rather than sitting around the periphery of the school to be applied in 
bnef encounters with students or in coordinative rather than· tcadiing roles. 

In the examples here we describe how both elementary and secondary 
schools have redesigned staffing to greatly enhance teaching and teacher col- · 
labomion and produce greater success for studcna. On the next page we 
show how a cypi"1 elementary school of 600 students can reorganize its staff 
so chat average class sizes can be reduced from 25 students to 16 or 17 Stu• 
dencs, while teachers' planning time is increased from less than 4 hours a week 
co at least 10 hours. This is accomplished by reducing the number of non· 
ceaching staff and by infusing pullout teachers into teaching teams. While 

What Matters Most: Teacruna for America· s Future 101 



600 Students 
2 4 Cl assroorn teecners 
26 Otner staff 
c1as1 size• 25 
Teacner urne • 3. 75 Plr1.1week 

...... I ··- 12 '111111 I Tiiie I ·-- ..... ..... .... 
·-- 1•11u-1 

keeping key adminimanve supports in place-including a principal, secre· 
my. bookkeeper. and social worker-chis increases the coca! number of full. 
time equivalent classroom teachers from 24 co 43 (from less than 50% of aU 
staff to more than 80%). 

In the redesigned school. each cearn of seven teachers serves 100 students 
and includes teachers with expertise in the am, counseling. and the teaching of 
special-needs students. The teams can draw upon chis expertise in curriculum 
planning, and they can organize their time and efforts to take advantage of dif· 
ferent calents in various ways for different activities. The three primary grades 
ceams share a media/ computer specialist and a lead ccacher. who has half of her 
time released from teaching co facilitate planning and cover classes while ocher 
ceachers visit and observe one another. The same supporu arc available to the 
three upper-grades teams. The result is more personalized education for stu­
dents. more collegial learning opponunitics for teachers, and a system more 
capable of taking rcsponsibilicy for student learning. 

We need co rethink school staffing so chat all personnel arc involved in 
chinking as well as doing. And we need to revamp spending co invest in che 
front lines of schools, not the back offices. If most staff in U.S. schools were 

600 StUdltQ 
43 Teldlerl (PT!) 
7 Olller staff (PT!) 
CIUI 11Z11 • 11 
TelCIW !11'111 • 10 IVS./ .... 

6001\-la 
43 tlec:Nf\ 1PTtl 
1 0- ltlfl IPTfl 
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Restructuring Schools to Support Student and Teacher Leaming 
~cross the country, SChOOIS ant rear&• 
nizing their work to provide more time 

for student learning, more pe~nallzed 

relationships between teachers and stu­

dents. and greater opportunity for teach­

ers to work and plan together in teams. 

Prov1din& teachers with the time they 

need to work with colleaaues and keep 

up with advances in their profession 

depends 1argety on schools' willingness 

to rethink staffing patterns. A study of 
the allocation of teachers in the Boston 

public schools found that ewn with a 
pupil-teacher ratio of only 13:1. reaul• 

class sizes averaged 23 and went as 

high as 33. because of the assianment 

of many staff to pullout and specialist 

positions. 

By combining all of the students Into 

regular classroom groupinp rather than 

using pullouts for Title I and special ec» 
cation. class sizes could drop to aDoUt 

14 in elementary scnoolS. By rethinkln&. 

schedules, teachers also can hlN9 mont 

time for joint planning. Boston scnoole 
like Lyons and O'Heam elementary 

schools have recently done just that. 

sometimes teaming regular and sped• 

education teachers to wort< together. lit 

Ashley River Elementary in South 

and class sizes were lowered by teducinC 
the number of specialists ancftbun... 
selors: now 75% of staff ... clUsraam 

~eachers. At Hefferan ElemetltalJ School. 

1n Chicago, teachers teach four full~· 

of academic classes each week aid 
spend the fifth full day planning together 

with their multigrade teams while stu­
dents rotate to •resource· classes in 

music, fine arts. computer lab, physical 

education, library science. and science 
lab. At Quebec Heicttts Elementary in 
CinciMatl, Ohio, teachers have found 5.5 
hours 1 weet< to plan togetner and h8118 

lowered pupil-<eacher ratios to 1.S:117f 
creating multi-age clusters of students 

and teacherS, intepng special ed~ 

tion teachers into cluster teams, and 

eliminating separate Title I classes. In all 

of these cases. l"ldence shows that ~ 

dents are learning more as teacnera 

dewtop their expertlu. 

In hi&h scnools, comblntn1 subject 

areas such es EngliSh, history, and wrtt· 

ing can substantially reduce teaching 

loads and cresta time for teecners. This 
strateo hu been used In many ot the 

more than 100 new. smell restructured 
hlgt'I schools in New York City recently 

created to replace fallln& comprenensiYe 
hl&h schools. The new schools often er• 
ate interdlSclplinary teams of teachera 

who share students. and they establistt 

block schedules that reduce teachenl' 

pupil loadS wnlte creadnc more ahm'ect 
plannln& time-. In one modeJ. e8CA 

teacher teachea two classes (either 

humanttlu or math/science) that meet 
for near1Y two hours daily, four Umes per. 

week. Witt! class sizas of around 20, 
this reautts- In a total pupil load of 40. 
Virtually eY1eyOne In the schOOI teechec 

about TOK to 75'5 of all staff as com-­
pared with the usual ~ to 5511. 
Teachers have about seven hours 1 

week to plan together In addition to ftY9 

TradltloMI Hl&ll ScMot - Rl9tnletuNd Hll!! Scflool. 

Total 1tud•nta 3.380 450 
Ratio of student to n.ff 13:1 10:1 

o/o of Staff who .. sn 73'6 

ful~tlme teachers 

Average claa •ID 33 18 
Averace pupil load 167 36 

Joint work time for telCMf9 45 minutes/wffk 7 .s hours/week 

tiours of individual •prep• time. The co­

directors teach some classes and coun­

sel students in advisories-small groups 

of students who meet wHkty with 

teacher advisers. There are no guidance 

counselors, attendance officers. assi• 
tant principals, supervisors, or depart· 

ment heads, and f~ security guards 

are needed because students are so 

well known. Studies have found that 

attendance, &rades. &raduation rates. 

and colle&e-tOing rates are all higher in 

these restructured scnools than in the 

traditional schools they are replacing. 

By contrast, teachers in a traditional 

N" York high school of 3.300 hl'le 

class stzes of 33 and see 167 students 

per day. althou&h student-adult ratios 

are only 13:1. TeacherS h .... no joint 

planntna ume because tt'le school's per­

son-hours are consumed l7f the large 

number of nonteaching sta:f: 9 assis­
tant plfncfpall. U 1uid1nce counselors, 

13 secmanes; 10 sehOQM)ased ser· 

vices soectaMsts. 17 securtty guaros. 22 
nontaachln& lcnool aides, 14 parapr~ 
fesslonals. anCI 3 llbrarianL Students 

end tem::herl experience the enonymrty 

of the factory model school. whleh ~ 

duces far less learnln& for them both. 

Tums that Include many kinds of 

expertise. and share groups of students 

can plan more effectively for students 

and use Ume more productively. 

Resources ere better used when they &o 

dlf'ICUy ta the classrooms, rather tnan 

slttin& around the penpnery of tne 
schoOI to be applled In brief encounters 

with student& or In coordinative ratner 
than teachin& roles. 

~Unoa~·~ 
Scnoola far HiCrt P.,tlnnlflell. • 111 R..m ltld 
Refotm: C19.arw ~~ti*~ 
edited or SuMn Furmwl ns Jlrnflr o·o~ 1s.n 
Frn:llm. Clllf.: IOll I I IM' lSMl: nl ~en 
H.-Y Mill9. 'Freelne UD A~ for ll!IOl'QV\l't 
Schoolc A C... Stu!IY ol T..,_ AlloealOl'I in bQ)l't 

Pl.Ode Scnaoll.' EMltJoMI E't91uMion I/Id Po4J'Y 
~ 17 ('Mnter 1995l: •7&411 

----------------------------~~-------_,_~_,,__.__.__~-· • IC'1rt11r• 1 ft'f 



engaged in teaching, teachers could have both greater time for collaboration 
and leuning and smaller cla.ss sizes and pupil loads. In the Commission's view, 
world-cla.ss teaching depends on world-class benchmuk.s. Mon nations invest 
60% or more of their staff resources in teachers; we should aim for no less. 

These investmenu in teachers should be accompanied by investmenu in 
technology chat extend the capacity of every reacher and child to connect with 
an infinite vuiety of resources and cools for learning. The potential of comput­
ers and other technologies to uansform reaching remains to be explored in moSt 
schools, in part becawc technology plans have assumed all that was needed were 
hudware and a few software programs to get them going. Staff development ha.s 
been largely overlooked, as have communicatioru connections within and 
beyond the boundaries of the school. Coruequendy, where computers are avail­
able, they are largely tools for word processing or for reinforcing simple skills; 
ruely ue they integrated into the curriculum or used for creating new commu­
nication possibilities and sources of information. 

Well wed, technology an change reaching and learning and improve 
achievement by encouraging more independent work as well as teamwork and 
collaborative inquiry; teaching concepts. systems and problem solving a.s wd1 as 
basic skills; adapting insuuction to wdcnt learning needs; presenting more com­
plex material to studena who are ready; and allowing tcaehers to take on the role 
of coach rather than lcaurer.au Tcchnologia also can assist teachers in accessing 
materials for their lessons, mcking nudcnt progress. and communicating with 
parena and colleagues. Teacher training and support can be enhanced with video 

Transforming Teachln& through Technolog 
.4.s a teacher at tne Saturn SchOat In St 
Paul. Minnesota, Oavtd Haynes and tU 
students had access to~ 
most teachers can only drum aboUL •r 
could consult with other taillllla .­
other profesSions anywtwiaJn 1IMt coun­
try. I was in contac:t wtttt-Cll!l9 sa.ft' Jn. 

a teacher is the wrf in which it forced 

me to recognize tne capacities children 

have. Technology is very student<en­

tered. It is definitely not teacher<~ 

tered, • David claims. 
Even without all of the Satum 

School's resources, technology can 

transform teaching. Using only his la~ 
top connected to a monitor, science 

teacner o.non Moen In Rlchmand,;. 

1nct1-. nu creabld a new environment 
for leamfn& In his dalroam. His stu­
dents UM In electronic~ 

follow~ human ~ proJect an 1he 
lntemet. and tnctt........,... of leaona 

dnlwll tram their l'8llHrdt usln& ... 
tronic datablae• -TechnoloO ltYIS ma 
an opportunlt)' fo levet the 1)181/fn&. ftekt.: 
for ail my kids.• Damon explafnL 

•studentl can explore and build ~ 

edp in Iota of different ways. My ,Job 
becomes one of guide and interpreter~· 

Tecnno100 can alto support teacher 

learninC. A aroup of beginnln& teachers 

from Harvard University, connected vi• 
electronic network, were able to support 

one another and consult with their pr~ 

.._____ - -~ - _, - ,. ..... __ _ 

fessors In tnetr lntUal yeara of teacnlng. 
Another crouo of expenenced teacn.,.. 
from around the country naa wo11<ed for 
s4Ml1i years to dewlop altematr.. 

assesements and neiirt teachln& strat• 
&Jel In tneir' ctasaroama. They share ~ 

dent wortc. taacNn& dllanVnal, and other 

PDerienCM Miine es part of the Four 
Seuona ~ a collal)OraUon of 
the Coalltlon of EssentllA Schools, 
Foxfire Teecher oweach Network. 
Project Zero, and tne National Center for 

Restructurin& Education. SchoOls, and 

Teachin& (NCREST}. In all of these cas­

es, teachers' connections to resouces 
translate into leamin& opportunities for 

students. 



.ind telecommunications networks, on-line resources for learning, opportunities 
co view models of effective teaching, computer and video simulations and cases. 
and electronic links among student teachers, mentors. and faculty. 

To cake full advantage of the possibilities of cyberspace, schools need to 
move from stand-alone computers co connected systems providing on-line 
access. Teachers and administrators need time and training to envision how 
new technologies can be used, opportunities to experiment, and jwt-in-time 
support for their use. To get schools launched on the information highway, at 
least one-third of expenditures for computers in schools (an amount that 
exceeded $2 billion in 1993)1u should be devoted to professional development 
co ensure that educators can we these resources well. Of all die things schoo!J 
could spend money on, teachers and technology are the areas that are likely to 
offer the greatest payoffs. 

• Provide venture caplt.1 In the form of challenCe oanta 
to school• for teacher leamlnC llnked to ecllool lmprov• 
ment •nd reward• for team effort• tlNlt lead to Improved 
practice •nd .,eater leamln .. 

Schools will not change unless there are incentives dw inspire new collec­
tive learning and action and rewards that recognize the changes thai haw 
occurred. Initiatives like Ohio's Venture Capital Fund, Maine's InnQYUivc. 
Educational Grana. and Io~ School Improvement PfOgram haw been par· 
cic~uly-producriv"; in getting facultic.s to study and undertib major changes in 
school practices that improve overall school performance. These initiatives all 
challenge faculties to identify their schools' problems and dilcmnw. intensively 
study alternatives, and put the best ideas int0 operation. Lasting changes ha~ 
been triggered by these kinds of high-lcwrage incentives dw rcwud sWf lcam­
ing aimed at systemic: change: tied to student lcarning.111 

In addition. schools that change their practices to meet professional tc:ach· 
1ng standards. and chat succeed in increasing learning for a wide array of Stu· 
dents. should be recognized. for their achicvemc:nu in a way chat promotes 
learning for ocher schools across the: system. To aansform systems, incentives 
must be structured to pnul8tc collaboration and knowledge-sharing acrou 
organizations. as well aa competition among ideaa to recognize chose chat 
work well. In Ohio. a consortium of bwincss. community, ind education 
organizations-Building Excellent Schools for Today & the 21st Century 
i BEST)-work.s together to launch school improvement initiatives in com· 
municies across the state and to recognize, reward, and disseminate suc:c:essful 
practices. Ohio's BE.ST Practices Awards provides one: model for sharing 
knowledge about successful mategic.t. Another model for such awards is 
I~1PACT II. an extremely successful program that provides granu to teachers 
who have created innovative programs to work with others who receive granu 
to learn how to use these ideas .. Such a program for schools would provide 
awarc:U to high-performing schools that enable them to extend their work and 
share it with ochers. 
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In the restructured. revisioned schools of 

the next century, I see an orcanlzatlon 

that is more flexible. more community 

centered and characterized by co­

leadershlp roln. The hierarchical ladder 

will be replaced with a structure not 

dissimilar to the junct• om of our 

childhood in which we can weave in and 

out. up and down, bulldlnC upon prior 

experience and developlnl skllla, 

scaffolded In new risks and expertmenta. 

and connected to the stron1 wetMlke 

structure that underctrdl our effortl ••.• 

The role of the principal teacher will be to 

link vision, theory, action. school 

organization, reflection, and aueument 

to create a se~mprovinl orcanlzatlon In 

which all are lemnetL 

-LYNN sru~RT, ~rmvCIP4L.. C.WBRIOGEPORT 

ScriooL.. C"-MBR10GE. M•sSAcriusETTS 

• Select, pre.,.re, and retain prlnclp•I• who understand 
teachlna and learnlnl and who an le•d hl~performlnl 
achoo le. 

If students deserve a qualified teacher as an inalienable right. teachers 
deserve a highly qualified principal as a right as well. Principals ue key leaders 
and gatekeepers of reform in schools. If schools are to become genuine learning 
organizations, school leaders mwt have a deep undemanding of teaching and 
learning for adulu u well u children. The job of school leader began as chat of 
a principal teacher, and this conception has become even more relevant as the 
focus of the school recenters on academic achievement for students. Principals 
should come from among the ranks of highly skilled teachers, and they should 
continue to teach at lea.st pan of the time, a.s do most European, Asian, and pri· 
vate school directors. To serve as instructional leaders, they should understand 
the curriculum and asseument principles chat underlie new standards and the 
learning and development theories dw teaching must build upon. 

In tomorrow's schools, principals also must know how to lead organizations 
in which leadership and decision malcing are shared, and continual learning is 
fostered for staff and parenu as well as studena. In a learning organization, the 
primary job of management is professional development, which is concerned 
with the basic human resou.rca of the enterprise and people's capacities to do 
the central job of the organization. For all memben of the organization, chat 
job is teaching and learning. To lead the schools of the future, principals will 
need to appreciate adult learning and development as well as chat of children 
and know how to numue a collaborative environment cha~ fosters continual 
self-assessment. They will also need to be able to envision and enact new orga· 
nizational arrangements in schools so chat rime, staffing patterns, and relation· 
ships between teachers and among teachers. studena, and families better serve 
the goals of serious learning and high-quality teaching. 

Standards thac should guide the preparation of principals begin with teach· 
ing Standards-prin-;ipaJa ef W AtNAI should be dnwn from .ameug~ 
of Nati oard-Certified t and continue with licensing standaids 
like chose recently developed for school leaden by a consortium of states under 
the awpices of the Council for Chief State School Officers. Preparation in pro­
fessionally acai:dited institutions will also ensure chac principals' training 
refleca the demands of student standards. In a two-year graduate program cied 
to the authentic activities of educational leadership. candidates would maintain 
a school-based position while taking ongoing coursework chat develops analyt· 
ic, political, and research skills along with knowledge of curriculum, ceaching, 
assessment, staff development, and policy. Like teachers, principals should com· 
plete a yearlong intern.ship during which they assemble a portfolio of evidence 
about their work as leaders and facilitators of learning and teaching. 

As with teachers, initial preparation for the principalship is just the begin· 
ning oflife-long learning. In fact, principals are often more isolated than teach­
ers and in need of much more collegial support than they generally have 
available. Principals need the metaphorical jungle gym of learning opporruni· 



r1es chat Lynn Stuart desc:ribcs co anchor chem in rhe same rich environment of 
change. learning, and reAeaion chat surrounds teachers. Dimicu must learn 
how co support chem in ongoing professional development and problem solv­
ing with ocher principals u well u teachers. creating opportunities for collab­
oration and mutual assistance chat go well beyond housekeeping chores to the 
rundamental concerns of learning and teaching. 

These investmenu in teacher and principal learning are among the most 
cmicaJ the nation can make. Strong te~ers and principw stand in a place that ..:- . 
matters co America's future. · 
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A Better Way: ~earning to Teach in the 21st Century 

F or a.s long as she could remem­
ber, Elena had always wanted 
co teach. As a little girl, she 

would sit and read to toddlers, round 
her friends up co play school. and 
explain the mysteries of the universe 
co anyone who would listen. Later, u 

a peer rucor, she loved the feeling she 
got whenever her partner learned 
something new. In high school, she 
began to look with real interest at the 
many ways young children learn when 
she served as a teacher's aide for her 
community service project. She linked 
up with other students through an 
Internet group started by Future 
Teachers of America. She felt she 
could spend a lifetime studying chil­
dren without ever running out of new 
discoveries. 

When she arrived at college Elena 
knew she would want to prepare to 
teach, so she began taking courses in 
developmenal and cognitive psydlol­
ogy early in her sophomore year. She 
chose mathematics as a major and 
applied in her junior yeu for the five­
year course of srudy leading to a 
Ma.seer of Aiu in Teaching at her uni­
versity. After a round of inccrviews 
and a review of her record thus &t. she 
was admitted into the higblrsd.eaive 
teacher education progrua-

The theories Elena smdied- in ba- · 
courses ca.me co life before her eya u 
she conducted a case study of John, a 
seven-year-old boy whom she tutored 
in a nearby school. She wa.s amazed by 
John's amazing ability to build things 
in contrast wich his struggles to learn 
co read. She carried these puzzles back 
co her seminar and on into her other 
courses a.s she uied co understand 
learning. Over cime, she examined 
other cases, some of them available on 

a hypermedia computer system chat 
allowed her to see videotapes of chil­
dren, samples of their work. and docu­
mentation from their teachers about 
their learning strategics, problems, and 
progress. From these data. Elena and 
her classmaces developed a concrete 
sense of different learning approaches. 
In one of these sessions, Elena began 
co understand how John might be 
more adept at spatial wks and less 
comfortable with verbal ones. She 
began to think about bow she could 
use bia suengtbs to create productive 
pathways into other areas of learning. 

In her nwhemuica courses. Elena 
worked on simulaciom. modeling, and 
swistical an.alysa witb nudcna in 
engineering, ardUteaure, and the 
social sciences. She deepened her 
knowledge of nwhemaaa through 
the study of applications dw would. 
be impomnt to her fuNre studcna u. 
well u head£ These courses were also 
linked to her work in cognitive psy­
chology. Elena bpt a jownal of bow. 
she herself learned marhcmuio­
wfw kinds of caching made the coa­
ccpa more accessible and wbar. 
mystified. bcr-&nd die inwvirncl 
fellow srudcncs abouc their apcri­
ences. induding. •ma&h-pboba• wbo 
found die 6eld terrifying. in her ocher 
courses, she also ~track of which 
learning experiences helped bu and 
which she found hard to fathom, thus 
creating an ongoing database for 
investiga.ring leuniog. 

Elena's education councs gave her 
the chance to observe and work with 
scudenu in elemenQI')'. middle, and 
high schools u well as in recreation 
centers and community sites. Because 
she was always applying her learning, 
she never found theory dull or 

absuact. To the contrary, she found it 
gave her a powerful set of lenses co 
bring to beat on che world. In addi· 
tion, her teachers modeled the kinds 
of suacegies she herself would be 
using as a teacher: Instead of lecturing 
from taa, they enabled studenu to 
develop and apply knowledge in the 
context of real teaching situations. 
These frequently occurred in the pro­
fessional development school (POS) 
where Elena wu engaged in a year­
long internship guided by a faculty of 
university· and school-ba.sed teacher 
educ::acon. 

In the PDS, Elena was placed with 
a team of srudenc ceacben who 

worked with a team of c:xpen veteran 
teacben. Her team included tcachen 
of an, language aru, and science. as 
well as mathematia. They discussed 
learning within and across these 
domains in many of their assignments 
and consuuaed interdisc.iplinary cur­
riculum together. Most of the school­
and universicy·bued teacher educators 
who made up the PDS faculty had 
been c:ertiiied as accomplished praai­
cionen by the National Board for 
Professional Teaching Standards, hav­
ing completed a set of rigorow perfor­
mance uacssmena.._ including a 
ponfalio of evidence about their 
teadiing. The &culcy created courses, 
internship experiences. and seminars 
that allowed them co integrate theory 
and pn.c:tice, pose fundamental dilem­
mas of teaching, and address specific 
aspeca of learning to teach. 

Located in a port city that served a 
broad range of racial, ethnic. and e~ 
nornic groups as well as recent immi­
granu from more than 40 countries. 
the professional development school 
enabled new teachen to !um how to 



support learning for ni:w English-lan­
guage learners wd to examine teach­
ing from many cultural perspectives. 
ln her seminan linked to dwroom 
work a.s an intern. Elena learned how 
ro identify various learning styles and 
needs; how to addrw misconceptions 
students might hold about specific. 
subject matter concepts; and bow to 
develop teaching suategies for com­
mon learning probleau Wu: dyslexia. 
She learned bow to consuua lessom 
rhat would allow enuy points for dif­
ferent kinds of lea.men. 

Her work in the PDS included 
observing and docwnencing specilic · 
children; evaluating lessons dw illu.1-
trated important concepu and suatc­
gies; Ntoring and working with small 
groups; sitting in on family confer­
ences; engaging in school and team 

planning meetings; vi.siring homes and. 
community agencies to learn about 
rheir resources; planning field ms-­
and curriculum segments; teaching 
lessons and short uniu; and ultimarely 
taking major responsibility for the 
class for a month at the end of the.. 
year. This work was supplemented by 
readings and discussions grounded in 
::ascs of teaching. 

A ream of PDS teachers video­
caped all of their cl~ oWl'Che 
course of the year to scrw u. tbe bui& 
of discussions of teaching Ga:isiou 
and outcomes. These tcachas' le.aoa 
plans, student work, planning jour· 
nal.s, md reflections on !es.sons wem 
also available in a hypermedia data­
base. This allowed student teachen to 
look at practice from many angles; 
examine how classroom situations 
arose from things that had happened 
in the past, sec how lessons turned out 
and what students learned, and under-

stand the teacher's thinking as she 
made decisions. Because the PDS wu 
al.so wired for video and computer 
communication with the school of 
education, master ccachen could aho 
hold convenations with student teach· 
en by teleconference or e-mail when 
on-site vitia were impossible. 

In her daaroom work and 
research. Elena. learned bow to look u 
and listen to studena so u to under­
stand their apcrienc:cs. prior lmowl­
edge, and learning strengths u well as 
diffic:ultics. She learned how to create 
engaging wks dw would saea:h and 
motivate them· and how to saff'old the 
learning proc.eu so they could men 
succeed ac challenging work. Sbe 
begm to figure out bow to juggle and. 
bal.an.ce ti. competing dan.anda of· 
individuall and groups. curriaalua 
goals,. and nudmt inmma. She 
learned haw to tadi om to nudam 
who migbi otbawi.e slip through me. 
aadc&. She lamed haw to Jam fiwD.. 
her own tadUng and dm of her col­
leagues.. 

Elm worbd ta develop un:bcnrU;. 

learning opponuniria for her funue­
mufam and to evaluacc her own 
teaehing. Whereu her nudcnci prod­
uc:a were uithmmc problems and 
puzzles. survey projeaa, .awhemacica1. 
models. and scientiiic aperimcn~ 
Elena's awn. cxlUbitiona ~ • 
lessons ~ units she designed; cbe 
research she condumd about the. 
classroom, school, and community; 
and her uleumenrs of her stwwna. 
Some of this work. including case 
studies of srudenu, cwriculum 
designs, and videotapes of her teach· 
ing, wu assembled on a videodi.tc 
portfolio mat would allow me state 
licensing agenc:y and future employers 

to evaluate aspects of her work as a 
supplement to interviews and licens­
ing examinations. 

When Elena finished her rich, 
exhawting internship year. she was 
ready co uy her hand at what she 
knew would be a demanding 6rst year · 
of teaching. She submitted her portfo.. 
lio for review by the state professional 
swidania board and sat for the aami· 
nations of subject matter and teaching 
knowledge dw would grant her an 
initial tadtlng license. She wu both 
exhilcruecl and amloua when she 
received a job offer, but she felt she 
WU ready. She WU comfoned by me 
f'act thu her mbon of fellow gradu­
atcS and teacben would be available ro 
her duougbour me year in an on-line 
smdy group u sow,..cs of materiab 
and esperiem:c 

Elc:na spent dm summer eagerly 
dcveJoping cwriculwn ideas for ber 
new da& SM bad the bendic of 
advice &om the- dimia· mmmr 
teacher a1mdy mignecl ro work with 
her in her fim year of teaching and an 
on-line databue of teaching materials 
dcveJoped by reachcrs aaosa the coun­
try and organized uound the c:urriaa­
lum snndarda of the National Council 
ofTeacben of Maa:bcnwicr, of which 
she. bad become a member. She could 
acceu wrims and users of these mate· 
rials on-line co discuss how they had 
designed and used puticular ideas and 
to work on how they might be adapt· 
ed to t:be needs of her smdena. 

Elena's mentor cadier worked 
with her and several other new middle 
school machematlcs and scienc:e ceac.b­
ers tbrougbour me year. meeting with 
them individu.ally to examine their 
teaching and provide support. The 
mentors and their fim-year colleagues 
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also met in groups once a month at 
the professional development school 
co discws specific problems of prac:· 
rice. These meetings kept Elena con· 
nected to many of her friends and 
teachers from the universiry and m a 
group of cxpcn veteran teachen aaosa 
the disuia who brought with them 
many different kinds of expertise. 
With these resources and those of her 
reaching team u the middle school. 
Elena never felt as though she wu 

alone in her efforts to tackle the many 
challenges of beginning teaching. 

The mon engrossing pan of her 
initiation was the students. Elena wu 
u delighted and intrigued. by their 
intercsa, energy, and thinking as she. 
had been when she wu a student ber­
se1£ Although she found teadting 
challenging, she did not fed over­
whelmed by d.as.sroom managcmmt 
issues as beginning teaehers once bad. 
Her internship and ongoing menmr­
ing had prepared her to set up a well.­
functioning classroom &om the start. 

and she already had experience devel­
oping lessons and wing a range of 
teaching strategies. 

She met weekly with the omci 
math and science teachert. ifi'he 
school to discws curric:ulwa plam ancl 
share demonstration lcssollL ~ 
extended lunch meeting occarml­
while her studena were in- a Projecr 
Adventure/physical education co~ 
that taught them teamwork and coop­
eration skills. She also met with tbe 
four other members of her teaching 
ream for three houn each week while 
their students were at community scr· 
vice placemcnu. The team wed this 
rime to d.iscws cross-disciplinary 
teaching plans and cbe progress of the 
80 students they shared. In these cwo 

different settings, Elena had ac:cess to 
her colleagues' knowledge about both 
subjea matter and scudena. 

In addition to these built-in 
oppommities for daily learning. Elena 
and her colleagues benefited &Om the 
study groups they had developed at 

their school and the professional 
development offerings at the local un.i­
venity and Teachers Ac:aclemy. The 
study groupa, created. each year based 
on faculty inreresa, met during the 
school's raff dcvclopment sasiona on 
Friday afternoons while srudena were 
in their academic dubs . .Each group 
wu led by a faculty member and had 
fund.I tD purdwe books. materiab, or 
consulting help. This year poupt were" 

studying nmegia tor supponing 
mainRramed imauaion of tearmn,.. 
disabled smdena; improving the 
reaching of resarcb ~ implemem­
ing the sme'1 new marhan1da and 
science amiculum mndarda; aJMI. .. 
undcntuding language developmmr 
for new English-language lcuna& 
Elena wu mending the 6nr of tbae 
because she bad scwra1 childrm in her 
dassa who ~recently maia­
sue:amed and she wanred to bow · 
more abom bow to help than lanr 
marbem11ia. 

Ar. ~ Teu.bas Aadany. school 
and wiivenicy-Oased &culcy wigbe. 
extended c:ouna in ueu ranging &om 
advances ia learning theory to taeb­
iag methods in 6eldl from danenmy 
science and reading to advanced calaa­
lus. These courses usually feacured case 
studies and teaching demonsau:ions 
as well as follow-up work in reachcn' 
own cb.urooms. Multimedia confer­
encing allowed teachers to "meet• with 
each other aaoss their schools and to 
see each others' classroom work. 

Teachen could also connect co courses 
and study groups at the university, 
including a popular master's degree 
program that helped teachers prepaR 
for National Board Cenific:ation. The 
Ac:ademy provided tec.hnologics need-· 
ed for on-line conferencing and cele- · 
vised. classroom observation. Ir also 
sponsored meetings for many of che 
necworb that teachers wed to creue 
professioaal lcarnin« communities for 
themselves, such as the National 
Writing Project, the Urban 
Mathematics Collaborative, the 
School Development Program, and 
the Coalition of Essential Schools. 

Elena knew chat all of these oppor­
tun.itia would be available to her 
when sbc-wu ready for them. With 
the mengdi of a preparation char had 
helped her put theory and practice 
topbcr, and with the support of so 
many coUagua. Elena felt confident 
rhar she could succeed u her life's 
goal: becomin,-and u she DOW 

undeasmod, always becoming-a 
racber.. 
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Next Steps: 
Putting It All Together 

T hcsc. then, arc the Commission's core recommendations: Rely on 
high-quality standard.s for learning and teaching; reinvent reacher 
preparation and professional development; recruit qualified teachers 

for every cla.ssroom; encourage and reward knowledge and skill; and re-create 
schools as learning organizations. 

Developing recommendations is easy. Implementing them is hard work. 
Literally hundred.s of education rcpora of the past decade have issued procla­
mations and recommendations by the doiens. Many have fallen on deaf ears. 
Rcporu do not implement thcnuclves, but mwt be put into praccicc by poli­
cymakers and the profession. What follows is a road map of next steps to get w 
from where we are today, in 1996, to where we want to be tomorrow, in the 
year 2006. 

The first srep is to recognize that these ideas mwt be pursued together-as 
an entire tapestry that is tightly interwoven. Pulling on a single thread will cre­
ate a tangle rather than taraaible progress. The second is to understand that 
everyone mwc shoulder his or hu share of the burden of transforming 
American schools. If we think this transformation too difficult to attajn, we 
mwt again learn the wisdom of the well-known African proverb, "It rakes a vil­
lage to raise a child.• 

To raise lea.ming in America to new levels, everyone will have to do more. 
make sacrifices, and work harder with a shared sense of purpose among 
school, family, and community. Too often today we find avoidance of respon­
sibility and a cirdc of blame where the failures of education arc concerned. 
The finger-pointing mwc come to an encl-up and down the line from the 
federal government to the family and student. There is unple work ahead for 
everyone. 

The second step is to build upon the substantial work that has been under­
taken over the past decade. Schools have not been standing still while che world 
changes around them. Since 1986, when a series of repora called for improve­
mcna in teaching. many schools of education have met more rigorow standard.s 
of quality; .more than 300 have created graduate-level programs, many of chem 
featuring professional development school partnerships; thousands of school 
disuicts have redesigned schools and have begun to reshape teaching; new pro­
grams for teacher induetion and evaluation have been invented in a number of 
places; teacher networks and academies have been established; and a number of 
states have begun to invesc in professional development. New standards and 
a.ssessmenu for licensing and certification developed by the National Board and 
by consortia of states provide levers for transforming preparation and practice 
on a broad scale. 
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The issue is how co move from a panoply of individual disconnected efforts 
co a coherent system of suppora for high-quality ceaching available to ~ery 
reacher in every communiry. There are. as we have noted, important policy 
seeps co be caken. And there arc investmcnu to make. although our analysis 
suggests chat major paru of the cosu of our recommendations should be man· 
aged chrough reallocations of resources from places where they arc currently 
spent ineffectively-and that sizable benefia and cost savings will result from 
che individual and collective proposals we have made. 

Reallocatln• Resourna 

Our proposals call for rethinking school saucrures and roles and reallocating 
educational dollars. If teachers assume many of the insuuctional wk.s currently 
performed by adminisuativc staff (for example, mentoring and supervision), the 
layers of bureaucratic hierarchy will be reduc:cd. If teachers are more carefully 
selected and better trained and supponcd, expendiNres for management sys­
tems co conuol incompetence will become unnecessary. If invesanenu are made 
in che beginning of the t·eaching career for support and mentoring of entering 
ceachers and for pretenure evaJuation, the com of continually rec:ruiring and 
hiring new entranu to replace the 30% who lcaw in the fim few years will 
decline; the t..:>sa of band-aid approaches ro sWI dCYdopmcnt for those who 
have not leuned to teach effectively will be reduced; and the com of remediu-
1ng or seeking to dismiss poor teachers-as~ as compensating for the eff'eca 
of their poor teaching on childzcn-will decrease. Suaregic invaancnt in 
teacher competence should free up resources for innovation and learning. 

Rethlnkln• Staffln• 

In cerms of reallocation, we recommend thac u lean h.a1( of the more than 
580 billion spent annually on nonteaching cosa in public schools be redirecred 
coward invescmenu in a greater number of caching st.di' who haw much more 
time scheduled each day for joint ..Wrk and planning. At current salaries. this 
would add an additional og~on teachers to the teadUng rolls. raising the 
share of ceaching suff to nearly 60% of the tow, not as high as thu in other 
councries. but substantially beau than the current ratio of under 50%. 

As ochers have noted. including the Carnegie Task Force on l.Carning in the 
Primary Grades,11

• we must make more dfective we of ow ClJrrent invesanena 
1n education. There are existing sources of funding that could be wed for 
1nmuctional changes to produce much higher achievement for pupils if they 
were redirected to approaches that have been shown to work. We agree wich 
this analysis. At the same time, we mess that the process of reorganizing dis­
mcts and schools should proceed incrementally and responsibly. Slashing 
adm1nismtive budgets or reallocating staff without careful planning and analy­
sis can prove disastrous for the operations of systems. Schools' suppon syswns 
must be redesigned for new staffing patterns to work well. 

With thoughtful planning, reallocation of personnel should be accom-
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plished over the coming years in rwo ways: First, by reducing as much a.s pos­
sible the number of nonceaching staff a.ssigned co programs and functions 
outside the school. This will require restraint on che part of policymakers in 
their tendencies to create heavily regulated categorical programs chat carry 
large administrative burdens. It will also require decentralization and redesign 
of some functions that have been increasingly centralized in school district 
offices over the past several decades. such as supervision, program administra• 
cion. and many school support functions, such as maintenance. purchasing, 
and the like. 

These changes rely in part on a shift in management theory from che 1950s' 
view that centralization always produces greater efficiencies and economies of 
scale co one that seeks an optimal blend of centralized and decentralized man­
agement. It also means an acknowledgment that greater productivity is likely 
co result from direct investmena in teacher and principal competence than 
from effora to create accountability through top-heavy inspection and report­
ing systems that cannot in the long run produce goo<i practice. New York 
City's Community School Di.strict #2 provides a wcful example of how funds 
can be reallocated from cenaal office hierarchy to direct investmena in teacher 
and principal learning and performance review. 

Second, the nwnber of classroom teachen can be increased by restructur­
ing the use of staff within schools. ~ ~ described in the previous chapter, 
many schools have increased the proportion of within-school staff who are 
classroom teachen from the usual 50-55% to 70% or more by assigning regu­
lar teaching responsibilities to adminisuaron, specialisu, pullout teachers. and 
courudon who currently sit at the periphery of the teaching/learning enter­
prise rather than at the center. This has allowed them to both reduce class sizes 
and pupil loads and to create shared responsibility and planning time for 
teachers. Creating teaching teams that provide a mix of expertise and cake 
direct, long-term resporuibility for children is more effective chan placing 
expera on the side to work with children or teachers in short. disconnected 
interludes. By redesigning their work. the same staff can be used in much more 
effective ways. 

There are some difficult dilemmas m be confronted in this process. Several 
studies have found that the share of total resources and teachers devoted to reg­
ular education has declined since the 1960s (from 80% to 59% according to 
one StUdy),1H and that increases in special education Spending (from Under 5% 
to nearly 1,5%) include large shares for paraprofessionals and nonceaching per­
sonnel usociued with placement processes rather than insuuction. Use of pull­
out services also contributes to larger classes for regular education teachers and 
more fragmented service delivery for srudena. Rethinking the delivery system 
associated with these critically important special education services seems essen­
tial. Greater investmenu in teadting will require new approaches to identifica­
tion and placement. Effora to reduce pullouu will rest both on new 
organizational and staffing suategies1» and on growing expertise on the part of 
all classroom teachers for teaching a wider range of learners. 

In addition. as the Carnegie Task Force on Learning in che Primary Grades 
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Management as Professional Development In New York's District #2 

Can school districts make a difference 
1n what schools do and what students 
learn? This Question is raised as school 

restructuring has often bypassed dis­

tricts. which have been viewed as either 

extraneous or hostile to change. Some 

districts. however. nave taken a proac> 

tive role in transformin& teachin& and 
learning. New York City's Communit)' 

School District #2-a diverse, multilin­

gual district of 22,000 students-nu 
made professional development the cen­

tral focus of management and the core 

strateo for school improvement. Th• 

stron& belief govemin& the distrtct's 
efforts is that student learnln& will 

increase as the knowled&e of educators 

grows. 

The district's extensive iJrofesslonll 
development efforts, which are payln& 

off in rapidly risin& student achi ..... 

ment. include several vehicles for le~ 
ing. TIM l'rofealotlal Or;elopmelrt 

Laboratory allows visiting teachers to 

spend three weekS in tne ctassrooms ot 
expert resident teachers whO are 

engaged in practices they want ta learn. 

Instructional con1ultl1C Nl'ric• allow 

expert teachers and consultantl ta 

work with groups of teachers within 

scnools to develop partlculal«rateCla .. 

such as literature-based rffdln&.lns'tn» 

tion. School vt.ltatlom.,,,,,..,,.... 

worl<• are designed to help teacnera 
and principals examine exemplary 

practices. The district budgets for 300 
total days each year so that teachers 

and principals can visit and observe 

one another. develop study groups. and 

wor1< together. Off-tit• tnlnlnl includes 

intensive summer institutes that focus 

on core teaching strategies and on 

1earning aoout new standards, currtc~ 

lum frameworks. and assessments. 

These are always linked to follo~p 
throu&h consultin& services and peer 
networks to develop practices further. 

Ovenlfht and evaluation of principals 

focuses on their plans for instructional 

improvement in each content area. as 
does evaluation of teachers. There is 

close. careful scrutiny of teechin& from 

the central office and at the school and 

continua! pressure and support ta 
improve its Quality. 

A key feature of these strate&ies la 

that tney hcwe focuNd Intensely for many 

years on a ffl# strands of content.focused 

trainin& deslcnect to h8ll9 cumulative 

impact over the Iona term. ratn• tnan 
cnan&ina workSnop topics Mjf'f in-service 

d8'1 or picldn& new themes each yes. The 

district ha sponsored ei&nt years of 

intenlNe work on teechln& sntectn for 

literacy de\'910Qment and four yen on 

mathematics teacnt,._ These efforts 11'9 

&uided by HYllral prtnctptec 

1. It'• lbaat IMtnlatloft, Ind ..., 
about lllltlUDtloll. The district conwys 

the menaae tn ewrythin& It does tnat 
the work of everyona In the system, 

from central ofllce administrators ta 
staff In sehOO&I. is pnMdln& ni,tH1ua11ty 
teachln& ta students. 
2. lnltnlctloMI cll8n&e la ..... nmltl­
..... praa1a Leamint bellns with 

awareness of new i~eu. followed "' 
opportunities for planninl. chances to 
try them and receive feedback. and 

time for reflection with otners in order 

to refine practice. 

3. SMred expertfle drtYea lnltrucUonll 
c,...._ District staff and consuttants 

regulany work with school staff on specif· 

ic instructional approaches. Pnrcipais 

and teachers engage in regular team 

meetings on curriculwn and teachinc, 

visit other schools and classrooms, and 

work together on districtwlde staff devel­
opment issues. 

4. Focua on 1ystemwlde lmllroYement. 
The enemy of systemic change. accord- · 

ing to District 2 staff, is the ·pro1ect. • 
which isolates and balkanizes new ideas 

and makes improvement the respansibil._ 

f:<I of a select ff/f#. To create systemic 
change. p,;ncipals and teachers must 

regulany collabOrate witn others to exa~ 
ine and develop their practice. 

S. Good I._ conw from talent8d .-. 

pie wOfldnC ~The key to impr~ 
ment IS aiways people and tnetr 
knowled&e. Recruitment of hilO'lly talented 
professtonats and deWk>Pment of their 

SkillS ls the top p,;ortty. Weak principals 

and teachers are aggrasslYely counseled 
out. Problems are always addressed by 

putt1nc people to&etner to leam from one 

another. 

•• Set .. txpectltlonl, u.. ... 
V--. The district focuses on gettln&. 

dewtopln&. and keeping &ood people 

and clarif,;n& tneir mission. Then it gets 
out of tne .,,.,,. 

7. ,_.., -~ C8rinl. .... 
reepeot. Helping people take nskS and 

take on more r~ibillty for children 

requires the cutuvatlon of a deep pe~on­

al and professional respect that is c~ 

munlcaled at wary level 

So1ne: Alcfllnt '· !lrrcn. •si.tt ~ n 
lnlUUCUonll lmOI~ CQIT'llU'lty ~ OilVIC:t 
2. NIW '1'oltl Ctty' (PCS '"'*94 for tl'lt NlllOllll 
ConmUICft on Te9C1'in16 Amertca'1 Future. 19961. 
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points out, schools' increased investments over the last cwo decades in untrained 
school a.ides have not always been used as productively as chey might. In some 
cases. a.ides serve housekeeping rather than instructional funaions. In some och­
ers, they arc given full responsibility for chc instruction of special-needs scudcna 
without adequate training. We recognize that there arc necessary and productive 
arrangemcna for teaming teachers with paraprofessional staff who provide a 
very important set of services. We also recognize chat if more paraprofessionals 
were recruited into teaching through high-quality preparation programs. class 
sizes could be lowered and greater expertise could be brought co bear on the 
education of students, especially chose who most need skilled teaching. Another 
cou-effcaive way to add trained pcrsonpower to classrooms would be the use of 
teaching interns from extended teacher preparation programs as teaching 
assistanu. 

Recllrectln• Profeulonal Development Funu 

We have noted that while many districu spend relatively little on the direct 
coses of staff' development, such as district-sponsored work.shops. large amounts 
of hidden expcnditwa in the form of staff' time and salaries are spent in ways 
that are now often less focused and effective than they mighr be. Of an estimat· 
cd Sl 9 billion spe~ on the portion of teacher s~laries granced..for c~u­

c:atio~~a. -·We ::=:" o~c·h:obe gradually redirected to'- .. " 
~ am~.. that 1nco rare salary uep~r~-

ancc-bucd liccn.sin 'onal Board Certification along with cxpericn~ 
an CQ!!_ed~on. 

In...tcfi'Oon, we have argued that funds currently spent 9n ineffective one· 
shot work.shops would be better spent on more useful foniu of professional 
dcvdopmalt, including support for teachers' in-school study groups. peer 
coaching. and other problem-solving efFortS as well u teacher-to-teacher net· 
works, taeher academics.. and school-university partnerships. Both existing and 
new funds should be more purposefully targeted on helping teachers learn how 
co we curriculwn and a.acsamena aimed at new standarcb for srudent learning. 
Professional development days sprinkled throughout the year and wed for inef· 
fec:tivc ·one-size.firs-all• staff' development should be consolidated and expand­
ed to create a block of at lean ten days of time thar teachers can spend planning 
and learning together at the end of the srudcna' school year. At least half the 
coses of this additional time for teachers is already present in district budgcu for 
profasionil dCYelopment time. The remainder should be funded by the new 
state invesanents we describe below. 

lnvestln• In Strate .. c lmprovementa 

The estimated additional cosa of our key recommendations total jwt under 
$ 5 billion annually, which is less than 1 o/o of the amount expended without fan­
fare for the federal savings and loan bailout of SCYCral years ago. This amount is 
not too much, we believe, to bail out our Khools and to secure America's future. 
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We believe that the critic:al new investments should be directed at 

1. Teacher education rcfomu aimed at developing extended graduate­
levcl programs that include internships in professional development 
schools; · 

2. Recru.ianenr. indud.ing subsidies that underwrite the preparation of 
highly able individuals to teach in high-need fields and locatioru; 

3. Reforms of beginning teacher licensing aa.d induction, especially the 
implementation of new performance assessmena that develop and 
test teaching knowledge and skill, and the creation of mentoring sup­
pora for beginning teachers; and 

4. More focu.scd and cff'ective professional dnelopmear organized 
around new student standards and standards for accomplished teach­
ing, including the we of new technologies. We urge that states allo­
cate an additional 1 % of state and loc:al funds for thil purpose. in 
addition to matching grana to loc:al school distrias that inc:reasc their 
investments in professional development. 
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Wherea.s states have the primary responsibility for ba.sic school funding and 

initial reacher licensing, the federal government also has a natural and long­

standing role to play in supporting the recruitment and preparation of a capa­
ble teaching force. These investments should represent a partnership in the 
effort to build a strong foundation for the nation's future. 

The Commission's charge ro the American people is simple--ensure char 
every student, in every class, is taught by qualified teachers. Instead of cluttering 
the agendas of everyone involved with multiple actions. the Commission 
believes the country can close in on that goal if each actor takes responsibility 
for a major part of the total effort and commies to doing his or her part well. 

Time is short. Oemographia work against taking too long to make deci­
sions and take action. School enrollments are mwhrooming, especially among 
populations needing the best teaching skills. More important. the opportuni­
ties to re-create teaching as a scandardJ-bued profession have never been 
greater. It is not too ambitiow to expect the initiatives recommended for each 
partner to be well under way by the tum of the century and fully functioning 

by the year 2006. 

- _....._ - - "-- ... ____ ..,_ ... ~ ......• 



State Initiatives In Professlonal Development 

1n recent years. states have become 

more active in supporting and tar1etin1 

professional development. 

New allocations are establishinl si. 

ble sources of fundln& for profession.a 

development. In Mluourl, the state 

has created a pool of funds eQuivalent 

to 1% of the state's foundation level 

times the number of students In tn• 

state and set it aside for various 

improvement activities, includin& 

regional professional development c~ 

ters. In addition. Missouri districts are 

reQuired to set aside 1% of their fou~ 

dation budgets for school-based staff 

development, with allocations decided 

by school-based teams. Kentuolcy'a 

new fundint formula provides each d!8-
tnct wit11_an amount per pupil for~ 

fessional development. allocated at the 

scnoo1 levet. Schools must deYelop 

plans that are reviewed by the state;. 

using established standards. School 

districts may apply to the S'l8ta to u• 
up to five instructional days for prof .. · 
sional development, above the four 

days that are reQuired of all districts. In 

Kansu, districts with approved prof .. 

s1ona1 development plans are entitled 

to additional state aid. South Dakota 

provides each district witD l225 per 

teacher to support thrH day9 of staff 

and curriculum development at the-· 

start of each school year. 

New institutions for providln& profe.,.. 

sional development have bHn 

1aunched in some states, alon& witn 

cnallenge grants for stlmulatinc learn­

ing and reform. Orecon has developed 

a statewide Professional Development 

Center together with a fund of compe~ 

tive school restructuring grants. Ohio 

has created regional professional 

development centers. along with a ve~ 

ture capital fund through which schools 

may obtain additional funding over a 

five-year period for targeted School 

imorovement activities, and 1 BEST 

Practices Award that showcases •~ 

cessful school initiatives. Matne sui> 

ports region.a coalitiOns of s~ 

improvement teams. two re&ional 

school-university partnerships, and an 

Innovation Grant& Award pro&ram for 

stlmulatlrtC ld'loo&-baseO chanp. Iowa 
funds school-based Inquiry approaches 

that en1a&e educators in d1ftntn1 end 

soMnc tneir own problems. Nortll 

Carollaa established the Nortn Caronna 
Center for the Advancement ot 

TeachlnC. a handsomely appointed rHl­

dentlal facility that hosts semln .. for 

teacnets tr.rou&f\Out tna state anct 

works directly with dlatricta on reform 

inltfatNea. In eddltlan. the GcMmor's­

Entrepreneunal School Awardl hOnor 

inl'\OVWUVe schDola throuahOut tne Stal9 

and share· tt1* practiceL flnel~ tlw 
state now attn a 4"'·•1lary 1ncre ... 
for tuchera .whG· ecbieve; N8Uonal 
Board CeriHlcatfan;. 

Teacher netwottcs for trni>lementfnl 
new curricufum r1a1WMOl1cl and .. 
asanamenta have been f\mded In 

some states. Cdfonlla. supports sut>­

ject.fnatter collaborattva that provide 

proflsaionlli devetopment to teamt of 

teachel'S around th8 atate's currtculwn 

frameworks. ~ stata nu a1IO crestld 

network& of trained teacher leaders. 

Vennoat supports similar cacsres of· 
teacher leaders ta wolK with others on 

the development. studY, and scorfn& of 

student portfolios. 

Finally, a few states are be&1nnin& ta 
use new technologies for professional 

development. Nebrlllca is usin& dlt­

tance technolo&Y to provide new team-

ing for mathematics teachers in rural 

areas via video presentations of teach­

ing strategies and support materials, 

and an electronic network. Kentucky is 

creatin& a statewide electronic network 

to link teachers and institutions 

throuCh flberopttca. computer modems. 

and satellite dishes. And Mlchlpn 

uses instructional television as a medi­

um throuCh which to present innovative 

approaches to instruction geared to 

teachers and the 1eneral public. 
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The Consequences of Action ... and Inaction 

Thwi an two farura IU hanti. °"6 
•ont:inius °"" CMTTmt •ouru in tht /a&t of 
major dmtogrrzphic aNi tco'fltlmic ch11np 
and nrp11namg o:p«tlltilnu of""°""' In 
tht Y'"' 2006. it loo/a somnhint lilrl tins: 

F
ollowing a brief and familiar 
Aurry of education reform activ­
ity in the 1980s and early 19901, 

schools settled back down co busineu 
u usual. The education govemon bad 
come and gone; educational leaden 
were relieved to have the wava of 
commission repora shelved and out: of 
the wq. A period of teac:bcr shomges 
had been addrwed by modest salary 
increases and increased use of emer­
gency and altemaiiv.: certification. By 
1995, reac:bcr salaries bad returned to 

the levels of the early 1970s and then 
sagnated. remaining 30% below tho& 
of competing occupations. AJ momen­
rum for re.form receded, reacher 
recruitment remained problematic;. 
especially in fields like mathematia 
and science and io cities and the 
Sunbelt, where enrollments boomed.. 

AJ more than 30% of tcachen .· 
retired over the 1990s, an~ ~ new 
teachers left shortly after t&q saned. 
continuous shorugcs led.• larF­
cla.sscs, more out-of-field taching,.aad. 
more hiring of untrained people. A 
growing number of reachcrs serving­
poor and minority students had formal 
pedagogial preparation consisting 
only of a three-week summer course. 
They desperately wanted to address the 
leuning needs of their students, but: 
their training in such fundamentals as 
subject m.utcr, leaming and develop­
ment, and teaching methods wu coo 
skimpy co provide them with adequate 

anununition for the·job. 
Throughout the 19901, studcna in 

the public education syncm changed. 
but schools did Dot. G.rac waves of 
immigration boomd the numbcn of 
poor, minority, and non-Englisb-spak­
ing c:hildren to nearly 40% of public 
sc:bool enrollmena. Some teachcn. 
who had mended resuuaured schoola 
of education c:reaa:d in the high tide of 
reform-and who taughr in sc:boola 
redesigned ro focua more intemely on 
lcaming-wae able to teach these and 
other studcna sw:ceafully. Bue rheir 
successes couJcl noc be replicaad in 
other schools wbae radicn wae lea 
well prcpar .. ~ and schools were not 
designed m suppon quality teacbi~ 

The public'r periodic caocem fv 
low smdmr perfDnnamz was aampl 
by m enaameat of .sriBir. reqaim­
mena: more taa. ma• anlllC'. 

rcquiranan:r·, and mom: recoidbcpiDJ 
proc:cdwa. rn only a few placa wae 
schoola sWfed by bigbly skilW iacb­
en able to respond m. mae INlldata 

ill man cases. chq led co disappom. 
ing rcsu.lcs: MoR-srudcnawae.hdd. 
back and dropped en& Mam wuered• 
dOWD COWRJ ~ caugbc by •chm. 
without adcquae aaiDing in Eheir 
fields. Men add-on 'special prnpamt 
were aemd CD ~addrm• studcm fail­
u& And more bureaw:rxy ftOlwd. co 
manage all of the above, chaining more 
dollan &om dmrooms to support t:bc 
admin.ismrion of all t:hae mandaca 

Bcawe many teaehen did aot 
know bow to get: the resula soughr. 
srudena' learning wu increasingly 
sauc:tW'ed by practice tesa md work­
sheets. Scores in basic skills remained 
static while scores on higher-order 

thinking continued to decline. U.S. 
studenu continued to rank near the 
bottom on international tests of more 
advanced skills. 

Earlier cnthwium for reforms gave 
way ro disillusionment and lower 
school budgea, as middle-class parenu 
fled to private schools and the general 
population, made up largely of older 
citi.zcna without children io schools. 
voted down tu levies for education. 
Just u the refonna of the 19601 were 
replaced in the 19701 by m~mcna 
co reduce school spending and go 
•back to the basics.• so the reform 
rhewric of the 19901 gave way to a 
badduh against: innovation and invesc­
mmi in public educarion. By the year 
2006; public &unrwon with the 
schools rawfxed with cries &om the 
buainca coaunwlity for employees 
who could. function in an infonnation­
buedo cechnological economy. New 
commi.uiona were born to dedare the 
nation, once again, ai risk. 

Ano•~"' tha nn1ision1 
Jiffemrt m111Mzilm1 of rn1 Ji/nnm41 
Jm:ribttJ """• is possibll. In this 
~ 11.dn"f cotll'inuo it1 progras 
unMnl btOmlilrt • ~ In rht 
J"" 2006. • tiijfrmll publi& tduu#MI 
SJstml NI """""" Ii loo/ts sonvthmt 
liMtlle· 

Much had changed since the lase 
"crisis." in education during the 1980s. 
A second wave of Mform impelled new 
coalitioru between teaehers, adminis­
trators. and teacher educators, all of 
wbom began thinking of themselves as 
members of the same profession with 
common goals. They developed the 



fim professional definition of teaching 
knowledge through the National Board 
for Professional Teaching Standards. 
This stimulated the creation of state 
boards that built upon the new vision 
ro create more meaningful standards 
for teacher preparation and licensing. 
Scates worked with colleges to establish 
internships in professional develop­
ment schools as pa.rt of a master's 
degree in teaching. Tea.c:hers-in-uain­
ing were coached by aperc mentor 
teachers working in c:onjunc:tion with 
university faculcy on the reform of 
schooling and teaching. The new 
cohort of tcac:hen--more than a mil­
lion of them-wa.s better prepared 
than any that had pr~-=eded chem. 

Tcachet shortages were met with 
higher salaries and rccruiancnt inczn. 
cives. A3. salaries reached a. level compa­
rable. with those of other competing 
occup~tion.s, the Npply of teac.bas will­
ing to undergo rigoroua prcparuian 
program g~. And as the qualific::a­
cions of teachers inaeased, the per­
::eived need co spend large portiom of 
eduotion budgea on massive inspec­
rion systems diminished. Long bieru­
chies chat had grown m design. 
regulate, and monicor readii&jSmmed 
our. Teachers cook on mo_rcpm{mianM 
res po n.sibilities, and schools. cook oa: 
new shapes conducive to profmiaml 
reaching and intensive learning. 

As in ocher professions, diffcrentiar­
ed roles and responsibilities gradually 
emerged as a mean.s for balancing the 
requirements of supply and qu.ali6ca­
cions. Those less cxte.n.sively crained­
suc:h as beginning teaching 
mcems-practieed under the supcm­
sion of career professionals, many of 

whom were enpged in becoming 
more expert by pursuing National 
Boa.rd Certification. Practitionen 
worked in teams that jointly assumed 
responsibilicy for groups of studena. 
Io settings where several teachers and 
interns were responsible for a group of 
srudena over several years, new poai­
biJities emerged fOr orga.ni%ing insuuc­
cion, for collaborating on teaching 
plans and decisions. and fur develop­
ing suaa:gia t0 meet individual dUl­
dren's needs.. These sauawa 
promoted consulwioa and peer review 
of practice dw continually impnmd. 
cr;.achjng and leaming. 

Eduaron insimd on selecting and 
inducting their peen based on prafa.. 
sional sanc:Wda of practice and on 
slwed decision-making., they could 
pool their wisdom about the bat u.e of 
resowca to mea srudenu' need&. 
Prokuioaal. knowledp and dfecave. 
nm ~ as smoua induaioa. su.­
tained profmional dl:velopment. and. 
collabomian replaad the sink~r-swimr 
do.d-door em... oi an earlier era. 

Inmuaioaal pna:ic:es changed ~ 
Schoola became more focweii Oil higb­
e.r nandards oi pafonnance oJ on 
the.needs of srudcnu. h cachas 
became more skilled. they wed mom 
powaful mcdtoda of teaching and 
leuning: raearch projeas. cxpcri­
mma. debates. ·and ezhibitions 
replaced superficial ccm and work-· 
sheers;. Smdeaa were encouraged t0 

read great boob and engage meaty 
ideas. to coDSUUCt and solve intdleau­
al problems, and to demonstrate cheit 
learning in challenging performances. 

More productive approaches to 

organ.Wng the school day and the 

school year gave individual teachers 
and students more cizne together, 
reducing the pullouts, pus-througbs. 
start-ups, and wind-downs that had 
stolen teaching time and decreased 
teachers' capacity co come to know 
srudena we.11. Schools became smaller 
and more personalized. Fewer studenu 
fe.11 through the cradcs. 

Incentives to aruaa the most expert 

teachm to the profession's greateSt 
need.a and challenges also emerged. 
Lead teaehus redesigned inncr-cicy 
schools u exemplars of professional 
praa:ice where they coached. new 

teachers, put reseuch i.mo praaic:e­
and praaice into rcsearcb-and put 
swe-of-tbe-an knowledge to work for 
childrm. Equity and excellence became 
joined with professionalism. 

By the yar 2006, a renaissance bad 
occwred in American education. The 
best American students performed as 
well a.s midena anywhere in che world. 
The vast majority of srudena graduat­
ed with not only minimal basic skills, 
but with the capacity to write, reason, 
and chink analytically. Complaints 
from the buainesa community about 
the quality of graduaccs subsided for 
the &m rime since World War II. And 
for the fim time since the beginning 
of the 20th century, a decade was 
launched without a chorus of conunis­
sioa repons crying aisis in the 
American public schools. The road 
takm, u it twned out, was the one 
that 6nally made a difference. 
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A Call to Action 

The Commission recognizes chat achieving che changes we have outlined by 
che year 2006 is far too lace for many, many children. The actual cimecable is to 
make changes as rapidly as possible. Every day of delay is a lost opportunity. 
gone forever for the children not better served. 

We want to speak directly co those with the greatest authority co transform rec~ 
ommendations into policy40vemors, legislatures, state boards and departments 
of education, loc.aJ school boan:i members, superintendena, school principals. and 
teacher associations. Even more, we wish to speak co those with the greatest stake 
in the ouccome of these .discussionJ-Studcna. parcnu, and teachers. 

To the nation's govemon, we point out that your responsibilities for educa­
tion arc particularly difficult; they spring from tw0 sources. Under the federal 
and state constitutions you arc responsible for education and are required to 
provide all children with sound buic: education on equal terms. Today, such an 
education requires that all of your state's children have acc:css to competent 
·teaching. We urge you to establish a coordinating eff'on: in your office that 
brings together all of the parties responsible for improving tea.ching within your 
state and direct it toward that goal. Your coordinator should oversee the follow­
ing marching orden on your authority: 

• Propc>IC lcgi.slation to create a state professional standards board to 
dcvdop c:ohcrcnt standards for teacher education, licensing, and pro­
fessional development. 

• Develop an annual public: rcpon: on the starus of teaching in the state 
in relation to the issues we have raised here. 

In addition, nothing ii more important today than a national conversation 
on changing the course of tcadtlng in America. We urge you to work with leg­
iswon. state and local education agencies, univenities, and parent groups co 
convene forums and cown n:icctings in loc:al schools across your state co discws 
these issues and this report. and to forge a consensus for state and local action. 

State lcgislaton have equally challenging wb-aligning policies. finance. 
and proc:cdwes for licensing. certification, and development of teachers and 
developing policies that recruit and reward good tcachcn. 

We urge mry legislature t0 enact legislation that sea aside at lea.st 1 % of the 
total statcllocal bud.get for education for high-quality. standards-based profes­
sional development each year, to set up a framework for funding professional 
development schools. and to offer venture capital funds for school improve­
ment. We ask you to establish a professional standards board that includes 
National Board-Certified tcachen. We also urge you to work with standards 
boards and state deputmena to strengthen teacher preparation through pro· 
fcs.ssional aecrcdiution and dose down weak programs, phasing out funding for 
those that do not improve over a rcuonable period of time. We suggest you re· 
allocate funds from redundant program approval activities to high-quality per-
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To those brilht youn1 people who want to 

enter the profession that has been so 

good to many of u...-educatlon-1 say 

wgood choice!'' My advice to them 11 not 

·You're too smart to be a teacher," but 

rather, "You're too smart not to be one." 
That sinll• affirmation, If made by every 

educator alive who believes in Its truth. 

could be the greatest Impetus ever in our 

eollectlve move to reform other 

profeulons. 

- JAMES R. OFuSL.&. ~~c~EP. 

Ol?C.~ARO MIOOL.! SCHCIJL. ANO P~Of'[SSt:R Of' 

EOUCAnOIV. KENT Si.tTE u·~IVE.'IS/'r'I'. /(ENT. OHllJ 

establish environments where hiring and placement policies focw on quality: 
where exceptional teaching is respected and rewarded; where a djverse, cuing, 
and competent teaching force is sought and supported; and where policies sup­
port the professionalism of teachers. We urge you to emphasize qualicy and 
streamline hiring procedures; employ only qualified teachers and a.ssign them co 
the fields in which they are well prepared; allocate more staff and resources to the 
front lines of teaching; work with teacher usociations co develop more effectiv~ 
professional development systems, and redirect portions of existing professional 
development funds co sundards-based work sponsored by teacher nerwork.s and 
academics. We ask you co find time for teachers to work together co learn about 
new strategics and technologies; and work with unions co develop better systems 
for teacher eviluation, compensation, and career development that recognize and 
reward knowledge and skilU while keeping good ceac:hen in the profession. 

Bwinesaa can make a subsuntial contribution by sharing expertise and 
underwriting the installation of new cechnologics for managing complex per· 
sonnel systems in schools. You can also make important invaunena in the pro­
fessional development of staff' by endowing teacher academia. providing 
management training for shared decision making. and offering summer posi­
tions co teachers in indusaics where they can update their knowledge and skills. 

Principals are challenged as l'J'luch as any group to fulfill this report's vision. 
In faa, the vision relics upon school leadership that understands why and how 
l~ancl reaching mUft amtca:;i-iJonprove. We-look to you to help create a 
learni~~'ftin -yau:t sdioot; ·m -re-create the role of principal teacher. 
andto develop a range ofleadership roles by creating new possibilities for shared 
work and learning among staff' as wdl as parenu. Be courageow in examining 
new strategies for organiz.ing reams. rethinking schedula, and reallocating staff 
co focus on continuow. wdl-supporced student learning. Encourage research 
and inquiry inside the school to examine how studena are doing and develop 
strategics for improvement. Work within professional organizations for new 
standards for principal education and liceruing focused on instructional leader· 
ship. Use professional standards u a basis for hiring teachers and organizing 
professional development and eviluation. Continually identify sources of pro­
fessional learning that support the interesa and efforu of the ceachen. parents, 
and administrators with whom you work. as well u your own. 

The commitment of ceac.hen to the principles in this report and their clear, 
powerful voices in support of them are absolutely essential. This is an opportu· 
nity for t~ers to lead their profession. We urge you co cake responsibilicy for 
mwng sure policies are adopted locally that give appropriate support co begin· 
ning teachers through mentoring and peer review. Embrace and enforce the 
teaching standards described in this report as a means of improving practice and 
the profession. Prepare for and fulfill the role of mentor and assessor of begin· 
ning ceac:hers in the new performance wessments they undertake. Sec National 
Board Certification as a personal goal and promote Board Certification within 
your school, district, and sate. Look for ways to collaborate with colleagues on 
work that can improve teaching. curriculum, and school organization in sup­
port of student learning. Participate in efforcs that encourage promising young 



formance examinations for licensing all entrants based on common assessmencs 
of subject matter. reaching knowledge. and skilk We also urge you to develop 
scholarship programs for preparing top-flight candidates for high-need fields 
and areas. while providing districts with incentives to hire licensed teachers and 
ro reward Board-Certified teachers. Finally, we ask you to conduct an annual 
audit of your state's policies in all of the areas we have outlined here, to cake 
stock of your state's current commitmencs to qualicy teaching, and to organize 
efforu for sustained and seriow reform. 

Legislators at the federal level also can help. The federal government has long 
supported the building of a high-qualicy medical profession by offering scholar­
ships and forgivable loans to those who train in shortage fields or volunteer to 

work in shortage~· an~ sup~~ng_impro_vem_ena in ~edical edu~tions·· . ·-----......_. ,;' 
che work of teaching hospitals. S1,_mbf ancennves 1n t~ng were qwte su . iy L" 

11 
'° ", _ 

rul in the 1970s. and some authorizations have reccn been reestabliSh- ·'I 
cho~e y e -co support the training oLJfrfispcctive teachers. We 
Co~akc: seriowly the nations need £0r q ed l&utii i~mu­
nitres. co fully fund the teacher recnticmenc ~ cumndy in li~YJU& 
Hi~ucat~ (a1nho1 iz:ed ar S7G mllliOnout f\iriaed ifonfy S 1 million) 
and to aggressively pursue initiatives co seed improvemena in teacher education 
and the creation of professional development schools. 

To our colleagues in succ board.a of cducacion, stare cduc:uion agencia. 
and professional standards boards, we insist dw you dose all loopholes dw 
allow for lowering teaching standards. including emergency and substandaid 
licenses. and work with colleges to create professionally sound alternative rouces 
into the profession. Work with agencies in other swa to develop portable pen­
sions and reciprocal licensing. Encourap new approaches co professional deYd­
o pment by helping to establish teacher academies, networks, and 
school-universicy partnerships. and allocate funds for ten days of professional 
learning each year focwed around new student and teaching sandarda. 

To college presidenu, deans, and profaaon, we urge a shared commianenr 
co che goals for higher education articulated for us by Indiana Seate University 
president John Moore. who said. "Our challenge is to prepare new teachen and 
issisc practicing teachers so that both can better hdp dMrsc learners successful­
lv meet higher learning ,paJf! and by Vanderbilt Univmity chancellor Joe 
Wyatt, who declared: "O~ nation's future depends on a high-quality public 
education system and a superior force of educacors. There is no mote imporanr 
work." We ask that you deepen your commitment to crca~ng high-qualicy 
preparation programs based on professional standards for teachers, principals. 
~nd other educators; develop extended progranu that include intensive intern­
ships 1n public schoo!J; and create professional development school partnerships 
wich local schools for the simultaneow renewal of teaching and teacher educ:a­
t1on. We also ask that you recognize that preparing teachers is the bwincss of the 
whole university: It requires high-qualicy courses in the arcs and sciences that 
model good pedagogy and reveal the fundamental principles of disciplinary 
inquiry. as well as thoughtful preparation in the school of education iuel£ 

Local school boards and superincendcnu have a vital role to play. You must 
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people co select teaching u a career. 
In addition. work within your a.ssociations to meet the challenge of trans­

forming che profession into one that assumes responsibilicy for meeting the 
needs of students with a growing ba.se of knowledge. skill. and commitment. 
Teacher unions, subject matter associations, and other educational groups mwt 
101n hands to create a union of professionals focwed on the job of improving 
.\merica's schools-first for the srudei:iu whom they serve and then for those 
who work within them. 

We urge teacher usociationa to promote the preparation and hiring of well· 
qualified teachers: aid in the n:cruicment of a diverse teaching force: and work 
with local school boards, superintendenu, and state policymakers co de"ielop 
better systems for teacher licensing, development, evaluation, and compensa· 
non that enhance and recognize knowledge and skills while keeping good cexh­
ers in the cla.ssroom. These systems should include encouragemena for and 
appropriate we of National Board-Certified ceachen. 

A.spiring teachers have a major stake in this agen~ Those of you who choose 
reaching as a career--either initially or in midarecr-mwt make sure you enter 
progranu with high standards and a commitment to improving tcaehing and 
learning. We urge you, first, co find a practicing teacher to guide you in your 
choices. preferably one who is certified by the National Board and who ethibia. 
the leadership and skills to irupire dedication co quaJ:ty teaching. Second, we rec· 
ommend that you selca your preparation program carefully. If it is not profa­
s1onally accredited, do not waste your rime. Ideally, it will provide a five-year 
program of srudies extend.Ing put the undergraduate degree or a full year or more 
at the graduate level. It should emphasiu professional sandan:b and extemive 
reaching practice linked to courses. Your search should be diligent. because your 
reward will be a satisfying lifetime spent tcaehing to secure the American furwe.. 

Finally. we end where we began, speaking directly to the people with the 
greatest stake in the learning encerprise--studena and puma. 

If pa.reau do not speak for the proposition dw their children a.re entidcd co be 
:aught by qualified teachers, we do not know who will Speak your mind. Seek 
allies through local parent groups. ·Examine the qualificarions of your schools' 
teachers and the criteria for hiring. cenuring. and rewarding teadicn. Ask dw edu­
cators publish and display ms credentials. so you know how well they a.re pre­
pared co serve your child. Ask questions about plans for improving teadting quality 
and making technologies available in the school In the end. your lqcaJ schools will 
be the better for ic, and your children will be bcrter prepared for their fuaue. 

Srudenu may think they have no role co play in implementing the recom· 
mendations of commissions such as these. But studena an America's future. 
and it matters greatly that you take your education scriowly, understand why 
higher standards are needed for you to succeed, and think about how you can 
~oncribuce co your learning and that of others. We urge students of ail ages to 
seek co understand and appreciate what your teachers are trying co accomplish, 
ask questions about your studies, talk about your own concerns and interests in 
learning. work with one another as helpers and peer rucors ... and consider­
perhaps-becoming teachers someday yourselves. 

It's the sparks. Every time my students 

&et Hclted abOut leamin& somethin& 

new, I see sparks shootln& from their 

eyes. And thou&h I could fill a book with 

everythln1 I have to say abOut the 

rewards of teaching. the chance to do 

somethln& meaningful and fulflllln& with 

my life. whenever I'm asked why I 

became • teacher, that's always the first 

and belt thin& that come. to mind. The 

sparq. 

It'• not eay work: In fact. I will say 

that It Is th• mon challen&ln& work I 

have '"' done. I have to be there wttll 

my 1tudlnt9 In body and soul, day In and 

day out. It can be dralnln& and It can 

sometlmee 1eem like a battle&round. 

But hew do I , ... at the end of each 

day? I feel proud of my student.a. I feel 

more knowlld&eabl• about llvin&, 

teachln&. and leamlftl. I feet lucky to be 

a tucher. I feel ••. full of spartca. 

- /RASEMA ORTtGA·CRAWFORO. 

i~CMER, Mt54. tl.RtZONA 
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Appendix A: Meetings and Forums of the Commission 

The Commission held six meetings at which teachers. administrators. researchers. and polic:ymakers from across the country shared 
and added their expertise. Owing this rwo-yeu period. nine forums were held for additional feedback. at the annual meetings and 
conventions of the Commission's policy. parent, community. and teacher eduation advisory groups. Supplemcnwy meetings and 
focus groups of parents :Lnd te21:hcrs were a!Jo held. 

Meetings 

November 1 S. 1994 
Cincinnati, Ohio 

~arch 12· 13. 1995 
New York. New York 

Forums 

February 14, 1995 

Ju..ly 18. 1995 

Ju..ly 28, 199) 

October 7, 1995 

October 14, 1995 

October 27, 1995 

November 4, 1995 

February 24. 1996 

Ju..ly 28. 1996 

Supplementary Meetings 

October 17, 1996 
Polic:y Advisory Group 
Alexandria, Virginia 

November 19-20, 1995 
New York. New York 

January 21-22, 1996 
New York, New York 

June 9-10, 1995 
Cullowhee, North Carolina 
Asheville, North Carolina 

May 17-18, 1996 
~eigh, North Carolina 

American Association of Colleges for Teacher Education (AACTE) 

Annual meeting. Washington, O.C. 

National Conference of State Legi.sJaNra (NCSL) 
Annual conference, Milwaukee, W asc:onsin 

American Federation of Teachers (AF11 
QuEST conference. Washington, D.C. 

American A.ssociation of School Personnel Adminismton (AASPA) 
Annual meeting. New Orleana. Louisiana 

National Association of Scace Boards of Education (NASBE) 
Annual conference, Pittsburgh. Pennsylvania 

American Association of Higher Education (AAHE) 
School-College Partnership meeting. Washington. O.C. 

Recruiting New Teachers. Inc. (RNT), Pathways to Teaching 
Precollcgiatc Teacher RccN.ianenc symposium, Pasadena, California 

National Association of Secondary School Principals (NASSP) 
Annual convention, San Francisco, California 

National Conrem;ce of Stace Legislarwa (NCSL) 
Annual conference, St. Louis. Missouri 

Much 22, 1996 
Pucnc-Communicy Advisory Group 
Wa.shington, D.C. 

----- Af.t:i~li, 1$9, . ~ 
Focus groups of parents :Lnd teachers 
Wilmington, Delaware 
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Appendix B: Presentations to the Commission 

Unnette Aponte 
Teacher Intern. PS 87. New York. New York 

Deborah Loewenber1 Bait 
Professor. Michigan Scace Universiry 

J. Mlcheel Brandt 
Superintendent of Schools. Cincinnati Public: Schools 

Sheron Draper 

Teacher. Walnuc Hills High School, Cincinnati, Ohio 

Carol Edward• 
Director of Programs 
National Foundation for the lmprovement of Education 

Richard Elmore 
Consortium for Policy Research in Education 
Graduate School of Education, Harvard University 

Jerry Frenaon 

Senior Fellow, North Carolina Center for the Advancement of 
Teaching. Cullowhee. North Carolina 

Jane Hand 
Principal. PS R7. New York, New York 

Denise Hewitt 

Professional Issues Representative 
Cincinnati Federation of Teachers 

Herry Judi• 
Professor Emericus, Oxford University 

Rosemarie Kolstad 
Professor. wt Taa.s State University 

Ma&dalene Lampert 
Professor. The University of Michigan-Ann Atbor 

Helen Lee 
Teacher. PS 87. New York. N.-York 

Susan Lockwood 
Florida Cencer for Teachers. Tampa. Florida 

Phillip Middleton 
Teacher. Duplin Counry, North Carolina 

Tom Mooney 
Pres1denc, Cincinnaci Federation ofTeachers 

Scott Murt 
Teacher. Avery Counry Middle School, North Carolina 

Allan Odden 
Professor and Co-Director, Consortium for Policy Research in 
Educ.a.cion. Universiry of Wisconsin-Madison 

li2- What MattersMost: Teac:!lm&J~r Amer1c:a·s Future 

Trudi Ori• 
Teacher. PS 87. New York, New York 

Sima Reblnowttz 
Minnesota Humanities Commission's Teacher Institute 
Sc. P~ul, Minnesota 

Sheron Porter Roblnton 
Assistant Secretary for Educational Research and Improvement . 
U.S. Department of Education 

Larry Rowedder 

President, Mayerson Academy for Human Resource 
Development, Cincinnati, Ohio 

Nancy I.to 
Center for Research on the Context of Secondary School 
Teaching, School of Education, Stanford Universiry 

France• SclloonlftMer 
Co-Director, Prescrvice Preparation Program in Elementary 
Education, Teachers College, Columbia University 

Melisande Schwart:dartt 
Teacher, PS 87, New York. New York 

Penny Smltlt 
Professor, Univcrsicy of North Carolina-Greensboro 

Cooper Snyder 

Senator, 14th Oistric:c, State of Ohio 
Chairman. Ohio Senate Education and Retirement Commircee 

Jen Spruel 
Teacher, Oak City, North Carolina 

Unda Startcweatller 
Teacher, Lincoln Heigha Elementary School 
Fuquay-Varina. North Carolina 

Carolyn ToMlt 
Ccnccr for the Advancement and Renewal of Educators 
San Francisco, Califomia 

Mary Jo Utl., 
Direc:cor, North Carolina Center for the Adva11cemcnt of 
Teaching, Cullowhee, North Carolina 

Robert Yin&• 
Professor and Direaor, Cincinnati Initiative for Teacher 
Education. Universicy of Cincinnati 



Appendix C: Polley, Parent, and Community Advisers 

Gordon Ambach 
Council of Chief State School Officers 

Bob Bhaerman 

Qualiry Education Project for Minorities 

Julle Bell 
National Conference of Seate Lcgislatwa 

Marsha Btrler 

American Federation of Teachers 

Ronald Blackbum-Moreno 

:\SPIRA Association, Inc. 

Chart .. Bremer 

;-../ational Black Caucus of Scare Legislators 

Gene Carter 

Association of Supervision and 
Curriculum Development 

Mlchaet Cauerty 

Council of the Grear Ciry SC'ltools 

John Cawthorne 

National Urban League 

Eric Cooper 

National Urban Alliance 

Jacqueline Danzberlet 

Institute for Educational Leadership 

Sheryl Denbo 

'.'-lational Coalition of Educational 
Equity Advocates 

Timothy Dyer 

National Association of Seconduy 
School Principals 

Ramona Edelln 

National Urban Coalition 

Marlon Wrl&ht Edelman 

Children's Defense Fund 

Harold Fisher 

National School Boa.rdJ Association 

Calvin Frazier 

Education Commission of the States 

MlchHI Gordon 

National Panhellen1c Council 

Paul Houston 
American Association of School 
Administrators 

D1vtd lmll 
American Association of Colleges for 
T cacher Education 

Connie Koprowloz 
National Conference of Scare l.cgislarura 

Ivan Lanier 

National Black Caucus of Scare Lcgi.darors 

H. MlchHI Lemmone 
National Congress of Black Churches 

Kay Luzlw 
National PTA 

Ginny Markell 

National PTA 

Shlrtey Mel., 

Qualiry Education Project for Minorities 

Ann MoLuen 
National Education Aaociation 

Chart• M1nlllll 
Association for School, Collep. and 
Uni~rsiry Staffing 

Jean Miiier 
Council of Chief State.School Oflicm 

Evelyn K. Moore 
National Black Child Dcvelopmcnc 
Institute 

Frank Newman 

Education Commission of the Seara 

Paul Ramsey 

Educational Testing Service 

Judith Rtnyl 

National Foundation for the Improvement 
of Educarion 

Mark Rl1don 
National Governors' Association 

Vlrllnla Roach 

National Association of State Boards of 
Education 

Herb Salln1er 

American Association of School Personnd 
Administrators 

Samuel Sava 

National AssoOation of Elementary 
School Principals 

Thomn Shannon 

National· School Boards Association 

Dennis Splrka 

National Staff Ocvdopmcnt Council 

Scott Thomeon 
National Policy Board for Educational 
Administration 

JoHph V1u11tan (observer) 

Office of Educational Research and 
lmprOYemcnr, U.S. Dcpanmenr of 
Education 

Tony Wisner 
Institute for Rcsponsi~ Education 

Victor Youns 
The Learning Communities Network. Inc. 
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Appendix D: Contributors to Commission Research 

Nabeel Alsalam 
'.'-lacional Cencer for Education Statiuics 

Jerry D. Balley 
School of Education. University of lUnsas 

Robert Baldwin 
Social Security AdminiJtration 

Mary Dean Bantn1er 

National Board for Professional Teaching 
Sranda.rds 

Sharon Bobbitt 
Office of Educational Research and 
Improvement. U.S. Department of 
Education 

Ann Bradley 
Education Week 

Richard L Clark 
Center for Educational Renewal. 
University of Washington 

NorHn Connell 
Education Priorities Pand 

Tom Corco,.n 
Consortium for Policy Research 
1n Education 

Christin• E. DHr 
University ofTechnology, Sydney 

Betty Duvall '"' P 

Community College Lla.ilon. U.S. 
Department of Educatioc.-

C. Emily Fel1trttzer 
National Center for Eduation 
Information 

Mary Futrell 

George Wa..shington University 

Matthew Gandal 

American Federation ofTeachers 

Jewell Gould 
American Federation of Teachers 

Paul Goren 
National Governors' Association 

Katie Haycock 
American Association for Higher 
Education 

Richard lnl•rt0U 
The University of Georgia 

Biil lncram 
National School Boards Association 

Jack Jackaoft 
Ohio Department of Education 

Joanne KoplH(rell 
National Board for Professional Teaching 
Standards 

Manll• Lavine 
Professional Development Schools 
Project. National Council for 
Accreditation of Teacher Education 

Anne C. Lewie 
Freelance writer 

Dre.,... Love 
National PTA 

David H. Monk 
Cornell Universiry 

John w. Moore 
Indiana Scace Universiry 

MlchelleMOHt 
Robert f. Wagner GBduare School of 
Public Service, ?"{cw York Universiry 

Patrick O'Rourke 
Hammond federation ofTcachen. 
Hammond, Indiana 

Ray Pecheone 
Connecticut Board of Education 

Jon Reltchel 
National Board for Professional Teaching 
Standards 

Diana W. Rlld•n 
Council for Basic Education 

Carl Schmidt 
National Dara Resource Center 

Eiieen M. Solan 
Long Island University 

Nobuo K. Shlmahara 
Rutgers University 

Hulfl Sockett 
Institute for Educational Transformation 

Carol F. Stoel 
American Association for Higher 
Education 

J•m• Stiller 
Universiry of Ulifomia. Los Angeles 

Gary Syk• 
Michigan Seate University 

Adam UrbaMkl 
Rochester Teachers Association, 
Rochester, New York 

Joe Wyett 
Vanderbilt Universiry 



Appendix E: Commissioned Papers 

Eight tec:hnical papen were c:ommiuioned to synthcsiie rcsearc:h and inform the Commission on issues of teac:her learning and 
professional dcvelopmenr: policy issues in teac:her development; labor-management issues in sc:hool reform; ccac:her rec:ruitment. 
selec:cion and mention: teacher education; and tcac:hing for diverse learners. The report draws upon eac:h of these papers. They 
will be published in a separate volume. 

Alllftlnl Teacher Eduutlon with Contemporary K·12 Reform Vlalona 
Deborah Locwenberg Ball. Mic:higan Seate University 
Magdalene Uinpert, University of Mic:higan 

Developlnl Practice, Developln1 Practltlonera: Toward a Practlc.aaHd Theory of Profeulonal Education 
Deborah Locwenberg Ball. Mic:higan Seate University 
David K. Cohen. Mic:higan Sme University 

Or1anlztn1 tilt Other Half of Teachlnl 
Julia E. Koppic:h. University of Califomia-Bcrkdcy 
Charles T. Kerchner. Claremont Graduate Sc:hool 

Or&anlZJnl School9 for Teacher Learntnt 
Judith Warren Little, University of California-Berkeley 

Preparlnl Teacttera tor Diversity: Hlatortoal PenpeotlY•, Current Trtndl, and Future Dlreotlom 
Gloria Ladson-Billings. University ofWiscon.sin-Madilon 

Th• Problem of lnaotrnent 
Mary M. Kennedy, Michigan Sracc Ui~ivenicy 

Staff Development and lnatructJOMI Improvement: CommuNty Dlatrlot 2, New York Cltf 
pjchard F. Elmore. Harvard University 

Transformlnl Ttecller Recruitment, Selection, and lnduatl• 
Barnett Berry, University of South Carolina 
David Hasclkom, Recruiting New Te:achm. Inc. 

.. 
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Appendix F: State-by-State Report Card, 
Indicators of Attention to Teaching Quality, July 1996 

State Investments In Teacher Quality 
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Attention to Teacher Education & Induction Attention to Teachln1 Standards 
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Appendix F: State-by-State Report Card Notes 
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Appendix F: Percentage of Newly Hired Unlicensed Teachersr 
by State, 1991-92 
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Appendix F: Percentage of Publlc High School Teachers Who Taught One or 
More Classes In a Field Without at Least a Minor In that Fleld, by Field and 
State: 1990-91 

Mdl Sciellce Seda! Sbllllll "' ..... , ...... u ... Voe. Ed. ArllM .. """-Ed. 

Total PuOlic 30.5 16.9 16.9 21.9 1!5.4 19.0 1!5.4 14.6 
:.1aoama 21.2 18.6 22.2 22.6 20.l 22.l 7 2 
A1as1ca 63.3 22.3 34.9 27.7 38.1 48.5 
Arizona 30.7 17.8 21.0 21.2 14.9 26.2 21.5 
Nk.ansas 20.2 14.6 25.3 21.9 11.6 6.6 8.i 
California ·51.0 18.2 16.2 29.0 22.!5 27.!5 20.1 33 3 
Colorldo 35.1 18.4 21.8 20.8 13.2 1!5.8 14.2 10.3 
Connecticut 11.1 4.6 14.7 13.0 0.0 27.4 
Delaware 
District of Co1umoia 
Flonda 38.8 29.S 20.7 16.8 30.7 26.5 10.9 
Georgia 35.0 21.7 19.6 21.4 22.0 22.3 22.6 
Hawaii so.a 
1oano 24.5 9.7 18.3 19.l 14.3 26.2 11.7 
Illinois 27.5 18.8 20.1 28.0 8.0 18.2 8.5 5.9 
Indiana 29.7 1!5.3 5.!5 12.9 24.0 13.1 9.4 8.3 
Iowa 18.0 21.6 8.8 16.5 17.7 8.2 12.7 16.7 
Kansas 13.0 17.7 25.e 24.0 8.5 6.4 8.3 
Kantuclcy 17.4 19.8 11.2 19.2 8.3 15.4 
Louisiana 30.9 24.2. 19.8 23.8 12.4 17.3 
Maine 32.9 19.8 1!.2 27.4 21.8 24.0 
Maryland 39.6 22.e 19.0 29.7 28.2 
Massacnuseas 36.8 115.7 14.3 15.9 10.5 44.2 
"1icn1gan 32.8 22.1 20.0 2!5.3 13.9 16.8 14.6 
Mir.nesota 14.2 8.3 14.1 7.1 9.5 S.9 9.4 9.6 
MiSSISSIC!)i 22.8 9.2 12.8 20.4 23.9 a.a 15.5 
Mlssourt 14.9 22.9 13.8 19.I 22.3 15.3 15.0 18.9 

•· • .. na 13.8 21.7 12.9 15.8 20.7 12.1 16.2 1 l 
~6.2 10.8 22.3 20.7 8.7 14~1 19.1 
37.3 20.9 25.3 23.4 

!\ire 2.1 -
33.6 .i,~.7 15.3 25.0 9.3 20.e 17.3 9.9 
47.1 43.9 19.S 41.0 111'" 16.7 
33.5 12.5 12.9 23.6 8.5 19.1 16.1 3.6 

1ina 23.7 8.1 l.tLO 24.2 19".Z: 18.1 10.3 
Ota 21.2 7.8 13.) 7.6 19.4 7.9 7.0 9.6 

17.1 9.& 113 1!.S 23.& a.a 
a 34.2 23.9 24.8 'U.7 24.5 5.9 18.2 23.0 

33.4:. p 11.Cl 29.1 2" 11• 24.8 18.5 
van1a 14.4 9.8 11.e 19.8 9.8 18.1 11.5 2.9 
Island -
Carolina 28.7 22.0 13.5 13.0 27.2 11.3 :.9.7 

. IJatcota 19.T' 13.9 24.I 21.7 15.8 10.&· 12.5 20.8 
es see 27.8 26.4 26.8 27.0 1!U 24.2 21.0 :.6.5 

:s 30.4 13.a 18.3 18.2 28.4 ~ 18.1. 12.2 
n 43.7 11.7 22.4 24.8 19.5 16.~ 26.3 :.2.5 

mont 12.9 
g1n1a 34.0 14.0 13.9 16.7 2.2 11.2 10.1 

ashington 46.0 24.3 17.& 28.9 9.7 23.2'." 19.1 33.J 
·Nest V1rg1n1a 16.0 17.1 32.2 32.9 13:0 16.6 6.1 

Wisconsin 16.S 18.5 4.1 18.2 10.S 7.8 2.4 

wyomuig 24.9 8.3 27.8 16.7 9.1 20.0 4.5 

- roe rtw cases for rtiuM:ite esum•e 
Source: u. S Oeoarunem of Educ .. on. NICIOl\ll C.nt• far [CIUClllOll StaulllCL 1it«>91 5chOOll n St.affine 516'4'1 (Teldllr n SdlOOI Quest1onn•re11. 
From: Roellara "'· 1n1er10H. SC/IOO/I 11111 Stlfflnf Scrwr. re.:tter SuQOlll felCl'l9t Qullitlclltlotte. llld ~-- n.rno-. .ino.n (U.S. Oeoerunent Of EaUCIUOft. 
Nasnorictcn. o.c .. N11Jcn• Center !Or Educ:IUOft StMlnca. 1i9'l. D· 21. 

---



TtACHERS DIGEST 886 (steve.ricks@bbs.serve.org) 
Re: block scheduling (Jacqueline Omland <jacquelineomland@midco.net>) Fw: Sect. Riley 
("Bill Martin" <bmartin@peop.tdsnet.com>) .. 

Date: Sun, 05 Jan 97 13:58:19-0400 
From: steve.ricks@bbs.serve.org 
To: teachers@inet.ed.gov 
Subject: TEACHERS DIGEST 886 
Message-ID: <9701051358.0JMM600@bbs.serve.org> 

Daniel Durbin recently asked: how will teacher education programs be held accountable for 
preparing future teachers to meet the standards? Both the Alabama State Board of Education and 
the colleges of education themselves have been attempting to address this issue. 

In Alabama, many of the colleges of education now officially "guarantee" their graduates. If the 
system where the graduate is hired finds the teacher to be unsuccessful, the college will work 
with the teacher (and system) to correct the problem. This may involve additional course work 
(provided for free), mentoring, and site visits. To be honest, I am not aware of any cases where 
the "guarantee" has been used. 

Alabama's state department of education is currently in the process of adopting policies that 
would eliminate state funding from (state) colleges of education where a certain percentage of 
the graduates are evaluated as unsuccessful during their first year teaching. This puts the burden 
on the schools to turn out individuals who can succeed in the classroom. It also 
encourages them to terminate individuals from the education program who really shouldn't be 
there. (In the past, once accepted to a college of education, rarely were you dropped 
from the school -the old$). If this policy is adopted, schools who don't measure up (sort of an 
authentic assessment) would literally become extinct. 

Steve Ricks 
AL TOY 1995 



Author: Mike Smith at WDCTOl 
Date: 2/3/97 11:33 AM 
Priority: Normal 
TO: Jennifer Davis at WDCB02 
TO: Terry Peterson at WDCBOl 
TO: William Kincaid 
TO: Susan Frost at WDCBOl 
TO: Jonathan Schnur at WDCBOl 
TO: Terry Dozier at WDCB02 
TO: cohen_M@al.eop.gov at INTERNET 
Subject: Re[2]: Q from Pauline Abernathy re: National Board 
------------------------------------ Message Contents ------------------------------------

Mike Cohen -- see below. 

Terry and Bill: The money is being used to develop the remainder of 
the assessments. The NBPTS is shooting for 50,000 applicants by 2001 
and 100,000 board certified teachers by 2006. (This reflects a 
conversation this morning with Kelly. Since 1995 there have been 511 
board certified teachers. (We need to make sure that the President's 
numbers are right!!!! Mike Smith 

My best sense of what this money is being used for is to develop the 
remainder of the assessments. At this point there are only 6 
certificates being offered which cover about 48% of teachers. I don't 
think the increased funding is intended to help pay for teachers to go 
through the assessments. Ultimately, there will be 33 certificates 
offered that cover all subjects/grade levels. Sally Mernissi can be 
reached at 463-3980 if you need more info. 

Terry 

Reply Separator 
Subject: Q from Pauline Abernathy re: National Board 
Author: Jonathan Schnur at WDCBOl 
Date: 2/1/97 7:32 PM 

Pauline Abernathy is looking for any written back-up on the President 
linking our request for $21 million for National Board for 
Professional Teaching Standards to the goal of certifying more than 
100,000 teachers. She asked if there was anything in writing on this 
-- for example, something from the National Board on how this will 
help them achieve their goal. I said that I doubted it but would ask 
around. 

Otherwise, Pauline thinks it might be helpful for us to get a couple 
of paragraphs from the National Board on Monday -- assuming they know 
about our planned budget request -- explaining the link. 

Also, Pauline wanted to know if our budget request assumes funding at 
least at $21 million in future years, and if that is part of the 
National Board's thinking about how this will help them certify more 
than 100,000 teachers. 



Any thoughts? 



Author: Mike Smith at WDCTOl 
Date: 2/3/97 1:20 PM 
Priority: Normal 
TO: William Kincaid 
TO: Jessica Levin 
TO: Terry Peterson at WDCBOl 
Subject: NBPTS 

Message Contents ------------------------------------

Jonathan: I understand you are seeking information on the budget 
request for NBPTS. 

To date, 511 teachers have received Board certification. About 1200 
are expected to apply this year. The pass rate to date has been about 
35 percent. The goal is to have 105,000 teachers certified by 2006. 
This was the goal recommended by the National Commission on Teaching 
and America's Future. NBPTS is very comfortable with that goal. 
Susan Frost, David Stevenson, and I met with Jim Kelly and Sally 
Mernisi last week, and they indicated their support of the goal. 

Our budget includes $16 million for development work for the Board to 
complete the assessments needed to offer certification in enough 
fields to make it available to most teachers. Certificates are 
planned for 30 specialty areas; they are currently available in six. 

The budget also includes $5 million for activities to help increase 
the number of teachers who apply for and are successful in gaining 
certification. For example, in some States, teachers may need help 
with the cost of assessments. The cost is $2,000, and some States and 
maybe districts pay or share the cost with the teachers. In other 
States, this is not so. Teachers also often need other support in 
preparing for the certification. Videotapes of classroom performance, 
portfolios, etc. are required. Sally Mernisi could provide 
information about the variety of ways they might like to see this $5 
million described. It may be, however, that the Department will award 
the $5 million, not NBPTS. At one time we were talking about this $5 
million solely in terms of subsidizing teachers taking the assessment, 
but the Board prefers that we not limit it to that, and none of our 
budget documents are that restrictive though some of our earlier 
materials to OMB might have been. 

The long-term plan is that in each of the four out years, development 
costs would go down by $2 million each year and the amount devoted to 
teacher support would go up by $2 million, with the total always held 
constant at $21 million. 

The Board is very aware of the budget request so there is no problem 
in contacting Sally or Jim Kelly directly about questions. 


