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SELECTED READINGS

This is a preliminary list of readings related to presentations at WestEd’s Quality Matters! Invitational Regional Conference held on November 15 & 16, 2004 in San Francisco, California. The list is available electronically on the conference site at www.wested.org/tqconference. We welcome your nominations of additional resources, which can also be accepted through the web site.

Incentives

Carey, K. (2004, Winter). The real value of teachers: Using new information about teacher effectiveness to close the achievement gap. Thinking K-16, 8(1). Washington, DC: The Education Trust.

This report asserts that in the vast majority of schools, no one has verifiable information about how effective individual teachers are at increasing learning growth for individual students in their classes. However, it is argued that “value-added” information does exist, and is providing a fair and effective means for states, districts, and schools to both increase the overall number of effective teachers and funnel more effective teachers into the classrooms of low-income children who rely on them the most for their learning.

Describing how these systems adjust achievement outcomes to account for non-teacher factors, the author contends that the use of teacher effectiveness information can also be used to better identify effective preparation and professional development programs, help teachers help themselves and each other within schools, and create a professional culture better focused toward achievement and continuous improvement. He advocates that this will only be effective if simultaneous changes occur within the teacher labor market, such as paying effective teachers what they are really worth, eliminating barriers to both entry/ exit when appropriate, and providing adequate funding to school districts based on the number of low-income children they have to educate so these schools can hire effective teachers to whom they can pay market rate and provide supportive working conditions. A call is made to create a system of reasonable tradeoffs between compensation, autonomy, and the needs of students. 

(44 pages)

http://www2.edtrust.org/NR/rdonlyres/5704CBA6-CE12-46D0-A852-D2E2B4638885/0/Spring04.pdf
Crane, J. (2002, November). The promise of value-added testing. Washington, DC: Progressive Policy Institute. 

It is not entirely true that good schools are those with students who have high test scores, writes the author. The best way to measure the quality of schools or teachers is to determine how much they change their students’ test scores each year. The author believes that this value-added approach, used in tandem with the traditional look at achievement levels, could yield at least three benefits: 1) make the No Child Left Behind Act more effective by providing a more accurate picture of which schools, school districts, and states are and are not making progress; 2) generate objective measures of teacher quality that could be used to improve teaching; and 3) create a system that lends itself more readily to evaluating school reform programs.

(7 pages)


" 

http://www.ppionline.org/documents/Value_Added_Testing.pdf



Futernick, K. (2002, November). Leading troubled schools to the tipping point. Sacramento, CA: California State University, Sacramento. 

Financial incentives alone are insufficient to keep our most qualified teachers in schools that need them most, the author asserts. Among such schools are those with the highest concentrations of underqualified teachers. The lack of experienced teachers leaves beginners without needed support, a condition that strongly contributes to a difficult-to-reverse cycle of dysfunction.

The author offers a plan for change that brings such schools quickly to the point of stability—the tipping point—by providing a critical mass of experienced teachers. The single most important incentive for teachers and principals, he asserts, is the promise of membership in a competent and committed team—the one thing that offers the very real prospect that they can succeed in these schools.

(65 pages)

http://www.edfordemocracy.org/tpoint/TP%20Master.pdf
Hassel, B.C. (2002, May). Better pay for better teaching: Making teacher compensation pay off in the age of accountability. Washington, DC: Progressive Policy Institute.

NCLB requires a highly qualified teacher in every classroom, a key means of closing the achievement gap. But the author asserts that without changes in teacher compensation systems, states and school districts will not be able to meet the requirement. To help policymakers rise to this challenge, Hassel lays out a “grand bargain”: Pay teachers more and tie higher pay to what schools need from teachers to improve student learning. This would expand teachers’ opportunities while holding them more accountable for results in a more professional and differentiated compensation system. He advocates higher pay for tougher assignments, assignments in shortage areas such as math and science, and demonstrated knowledge and skills. He would tie rewards to student learning achieved by individuals, a group or school. And he would give school leaders more authority to set teachers’ pay.

The paper does not advocate a single compensation system design but instead lays out critical design choices and options and discusses the advantages and pitfalls of each. It explores different ways of allocating authority to set pay within the education system. It includes an appendix designed to serve as a toolkit for policymakers as they construct programs.

(34 pages)

http://www.ppionline.org/documents/Hassel_May02.pdf
Kellor, E., Milanowski, T., Odden, A., & Gallagher, H.A. (2001, May). How Vaughn Next Century Learning Center developed a knowledge- and skill-pay program. Madison, WI: Consortium for Policy Research in Education, University of Wisconsin-Madison. 

The Vaughn Learning Center is a charter school in the Los Angeles Unified School District. In 1998-1999, the school implemented a knowledge- and skill-based performance pay plan for a portion of its teachers; the plan was expanded in 1999-2000 to apply to veteran teachers. By the end of the 1999-2000 school year the majority of the school’s teachers were covered under the new pay system and the program was garnering much attention from around the country. This report describes the development of the new system, which relies on ratings from the employee, a peer reviewer, and an administrator to determine an average rating for each identified performance pay element. The evaluation system is based on the Association for Supervision and Curriculum Development (ASCD) standards Framework for Teaching (Danielson, 1996) and includes a rating scale from 1-4.

(65 pages)


" 

http://www.wcer.wisc.edu/cpre/papers/pdf/Vaughn%20KSBP%208-01.pdf



Kimball, S.M. (2002, April). Washoe County teacher performance evaluation system: A case study. Madison, WI: Consortium for Policy Research in Education, University of Wisconsin-Madison.

In 1997, Washoe County School District and the local teachers’ association initiated a process to change teacher evaluation. Following a nationwide search for best practices in teacher evaluation, the district decided to design their new system using the ASCD standards Framework for Teaching (Danielson, 1996). The system was fully implemented in 2000. This case study describes the process of adopting the new evaluation system, including a brief background on the district, its policy context, experiences with the prior system, and why the evaluation reform was initiated. The teaching standards, evidence, rubrics, and operation of the adopted evaluation system are also reviewed. The study concludes with an overview of program implementation, costs and system alignment.

(48 pages)

http://www.wcer.wisc.edu/cpre/papers/pdf/Washoe TE 4-02.pdf
Koppich, J. (in press). Rethinking the teacher salary schedule. Education Next.

The author argues that the time has come for school districts and teacher unions to develop and implement a professional pay system that both recognizes the complex nature of teaching and compensates teachers on the basis of options and accomplishments. She advocates paying teachers for knowledge and skills that contribute to student learning; paying more to those who mentor beginners; offering extra compensation for those who agree to teach in hard-to-staff schools and subjects; and paying more for increased test scores, using a value-added approach.

The argument of basing teacher pay entirely on student test scores is rejected, since basing judgments on test score changes from one year to the next is “hazardous at best.” But a value-added approach—as one important part, but not the sole gauge, of teacher compensation—provides a way to examine whether students are making anticipated academic gains each year. The author urges coupling this approach with evaluation via peer review and working conditions that include competent administrators, a decent physical plant, and requisite instructional supplies.

Loeb, S., & Reininger, M. (2004, April). Public policy and teacher labor markets: What we know and why it matters. East Lansing, MI: Education Policy Center at Michigan State University.

This report uses an economic framework to examine the current teaching force and the factors, such as wages, working conditions, and location of available jobs, which influence how teachers are sorted across schools. Though the influence of wages on supply is acknowledged, a number of non-wage issues are also found to influence where people choose to teach. Preferences include schools with higher-achieving and higher socioeconomic-status students, better facilities, more preparation time, and better administrators. Thus, higher salaries may be needed in schools in which some of these aspects are lacking. Furthermore, since people prefer to teach in areas similar to those in which they were raised, it is harder to staff urban districts, which tend not to produce as high a proportion of college graduates as suburban areas.

It is recommended that, in order to be effective, policies must target schools and districts which cannot adequately attract or retain teachers. This can be done by offering higher wages for those who teach at these schools or by making these schools more appealing through capital, resource, or administrative enhancements. These schools may also need to improve their recruiting and hiring practices, particularly focusing on local candidates, and may need to adjust their certification requirements to eliminate barriers to entry into the profession.

(64 pages)

http://www.epc.msu.edu/publications/publications.htm
Odden, A., & Wallace, M. (2004, October). Experimenting with teacher compensation. The School Administrator. Washington, DC: American Association of School Administrators.


School districts and states are experimenting with compensation reforms that include knowledge- and skills-based salary schedules, school-based performance awards, bonuses for national certification, and incentives for teachers accepting assignments in low-performing schools. Summarizing their research on these innovations, the authors note that such reforms are no longer framed as a pay issue but rather as a strategic issue, aimed at affecting educational outcomes. By using compensation to influence who teaches, as well as where, how, and how effectively they teach, reformers hope to address problems in attracting, preparing, developing, placing, and retaining teachers—in the process, improving student results. A companion article describes cases in point—in Denver and the Vaughn Next Century Learning Center in California.

(37 pages)
http://www.aasa.org/publications/sa/2004_10/odden.htm
Prince, C.D. (2002, June). Higher pay in hard-to-staff schools: The case for financial incentives. Arlington, VA: American Association of School Administrators. 

Highly qualified teachers are in short supply in schools that serve large concentrations of poor and minority students. As a result, increasing numbers of states and districts are implementing a broad range of financial incentives to recruit and retain good teachers, such as targeted salary increases for hard-to-recruit positions, bonuses, housing incentives, tuition assistance, and tax credits. This report analyzes these programs and reviews the research regarding the use of financial incentives as a policy remedy. 

Arguing that financial incentives are essential, the author offers the following lessons from existing programs: 1) incentives should be designed to attract experienced teachers, rather than new recruits, to high-poverty, low-performing schools; 2) the incentive should be large, renewable, and targeted to generate the desired behavior; 3) penalties should be imposed for failing to uphold the terms of the agreement; and 4) current district, state, and federal resources need to be substantially reallocated and new money needs to be spent for incentive programs to be effective.

(52 pages)

http://www.aasa.org/issues_and_insights/issues_dept/higher_pay.pdf
Teacher professional partnerships: A different way to help teachers and teaching. (2004, January). St. Paul, MN: Center for Policy Studies and Hamline University. 

This article advocates abandoning existing assumptions about the role of teachers for a more independent professional framework, one where teachers partner together to control their work and “own” their schools. Lawyers and doctors routinely make decisions about hiring, dismissals, pay, and the work of their practice, yet education is not organized on a professional model. If you want to be a teacher, the authors note, you have to be an employee. 

But it doesn’t have to be this way. The professional partnership model has proven successful in schools in Minnesota and Milwaukee, examples that can teach educators across the country a valuable lesson. “It may, simply, prove possible to improve both teaching and our national force of teachers more rapidly in the partnership framework,” the authors maintain. “It does appear that quite significant numbers of teachers would themselves like to give this a try. We should, public policy should, give the teachers—and ourselves—this opportunity.”

(16 pages)

http://www.educationevolving.org/pdf/TPPs.pdf
White, B.R., &  Heneman, H. (2002). A case study of Proposition 301 and performance-based pay in Arizona. Madison, WI: Consortium for Policy Research in Education, University of Wisconsin-Madison. 

This paper presents a case study of the evolution of Proposition 301 and performance-based pay in Arizona. Approved by voters in November 2000, Proposition 301 raised the state sales tax and mandated that some of the funds raised (about $2500 per teacher annually) be directed to “teacher compensation based on performance.” With this vague directive, the state’s 227 districts and 419 charter schools set out to define, plan, and implement a functional, performance-based pay plan in less than a year. As districts continue to refine and adjust those plans, Arizona is being viewed as “a vast laboratory for experimentation with performance-based teacher compensation that is worthy of considerable attention in coming years,” write the authors.
The authors assert that Arizona was ripe for teacher compensation reform for several reasons: existing levels of education funding, particularly in regard to investing in teaching quality, had been under intense scrutiny; extended period of economic prosperity in the 1990s convinced many that the time for change had arrived; enthusiasm and vision of state educational and governmental leadership fostered orientation toward bold reform; and a market-oriented approach to educational problem solving made the state fertile ground for performance-based pay initiatives. 

(29 pages)

http://www.wcer.wisc.edu/cpre/papers/pdf/Arizona KSBP-SBPA 2-02.pdf
Preparation and Induction

Building a profession: Strengthening teacher preparation and induction. (2000, April). Washington, DC: American Federation of Teachers. 
Rejecting the assertion that teachers need little beyond subject-matter knowledge to teach effectively, this AFT report promotes strengthening collegiate teacher education to bring higher quality, greater resources, and more coherence to the way higher education screens and prepares teacher candidates. It makes 10 recommendations for doing so: require core liberal arts courses; institute higher entry criteria; institute a national entry test; require an academic major; develop core curricula in pedagogy; strengthen the clinical experience; institute a rigorous exit/licensure test; take a five-year view; strengthen induction; and require high standards for alternative programs.

(11 pages)

http://www.aft.org/pubs-reports/downloads/teachers/k16report.pdf
Gandara, P., & Maxwell-Jolly, J. (2000). Preparing teachers for diversity: A dilemma of quality and quantity. Santa Cruz, CA: Center for the Future of Teaching and Learning. 

A cascade of reforms in California has included major initiatives in curriculum reform, class-size reduction, high school exit requirements, and a shift from bilingual programs to an ill-defined “structured English immersion” approach. The authors assert that implementing all these reforms would be difficult under static circumstances, but the simultaneous, significant growth in numbers of minority, especially Latino, students raises serious questions about the ability of public schools to respond.

This paper documents the characteristics of California’s existing student and teacher population, explores research on the effect on students of having teachers from minority groups and/or with credentials from programs focused on diversity issues, identifies barriers to increasing the number of teachers with diverse backgrounds, and makes recommendations to increase the pool of minority teachers and to improve the preparation of teachers to perform effectively with diverse students.

(26 pages)

http://www.cftl.org/documents/Jolly_paper.pdf
Goldhaber, D. (2004). Why do we license teachers? In F. Hess, A. Rotherham, & C. Walsh (Eds.), A qualified teacher in every classroom? Appraising old answers and new ideas (pp. 81-100). Cambridge, MA: Harvard Education Press.

This paper focuses on the debate about various licensure policies, reviews some of the evidence on the efficacy of those policies, and suggests ways to learn more about key licensure policy issues. The author reviews arguments for and against alternative teacher licensure, but suggests instead framing the debate around the state’s regulatory role in the teacher labor market. Those favoring deregulation see alternative policies as a means of enticing large numbers of talented people who would otherwise be put off by the hurdles of traditional teacher preparation. Others feel that deregulating downgrades the profession and is potentially harmful to children.

Studying the ramifications of traditional and alternative licensure policies is difficult, the author notes, because of few data sources that allow methodologically rigorous research. Rather than focusing on traditional versus alternative, he calls for more thoughtful reflection of specific policies that might encourage promising individuals to enter the teacher labor market. He urges that a reconceptualization of licensure go hand-in-hand with a focus on mentoring and training opportunities.

(36 pages)

Hassel, B., & Sherburne, M. (2004). Cultivating success through multiple providers: A new state strategy for improving the quality of teacher preparation. In F. Hess, A.  Rotherham, & C. Walsh (Eds.), A qualified teacher in every classroom? Appraising old answers and new ideas. Cambridge, MA: Harvard Education Press.

The authors explore a strategy for improving the quality of teacher preparation: authorizing a portfolio of providers of teacher preparation. Approved programs would presumably differ substantially in how they prepare teachers. Such an approach would tap the dynamism of the market, the authors assert, while preserving a vital state role in promoting teaching quality. Providers who meet a set of criteria would receive state approval for a given time period. During that time, the state would review their performance, make those reviews public, and use them to determine renewal.

In contrast to the current regulatory approach, the portfolio approach does not assume that we know precisely what makes a candidate qualified to teach or what makes a preparation program effective, say the authors, who believe that such assumptions do not hold up to scrutiny. They also see the needs of schools and districts as too diverse to be served well by one-size-fits-all preparation programs.  The portfolio approach would allow for customer feedback 
(20 pages)

Hess, F. (2002, Spring). Break the link. Education Next. Stanford, CA: Hoover Institution 
The author laments that at a time when teacher shortages plague many of the nation’s struggling schools and no clear definition exists of the skills required to teach effectively, misguided regulations still bar school leaders from considering talented non-certified applicants for positions in the classroom. “The argument is not that unconventional applicants will be good teachers; it is only that they might be,” he points out. “If one believes this, case-by-case judgments are clearly more appropriate than an inflexible bureaucratic rule.”

To draw skilled candidates from other fields, the author advocates requiring only a bachelor’s degree and passage of both a subject-area content test and rigorous background check. This would give administrators the power to select their staffs from a larger, more diverse pool of applicants, replacing “what is essentially a guild system funded by levying a significant tuition-based tax on aspiring teachers before permitting them to enter the profession.”

(12 pages) 

http://www.educationnext.org/20021/22.html)

(Unabridged version) Hess, F. (2001). Tear down this wall: The case for radical overhaul of teacher certification. Washington, DC: Progressive Policy Institute. 
(32 pages) 

 http://www.educationnext.org/unabridged/20021/hess.pdf
Tapping the potential: Retaining and developing high-quality new teachers. (2004, June). Washington, DC: Alliance for Excellent Education. 

There is a growing consensus that the single most important factor in determining student performance is the quality of the teacher. However, turnover in the profession remains dangerously high (particularly among high-poverty schools), with poor working conditions and a lack of support commonly cited as key factors. 

To respond to these problems, this report champions a comprehensive induction system for new teachers, featuring consistent mentoring, professional development, common planning time, and formal assessments during at least the first two years in the classroom. To support their arguments, the authors present evidence from case studies of effective induction programs in Connecticut; Santa Cruz, California; Louisiana; and Toledo, Ohio.

(67 pages) http://www.all4ed.org/publications/TappingThePotential/TappingThePotential.pdf
Professional Development

Garet, M.S., Porter, A.C., Desimone, L., Birman, B., & Kwang, S.Y. (2001, Winter). What makes professional development effective? Results from a national sample of teachers. American Educational Research Journal, 38(4), 915-945.

Part of a national evaluation of the federal Eisenhower mathematics and science professional development program, this survey used a national probability sample and drew from the body of literature on effective professional development. Researchers asked teachers to describe each activity (e.g., mentoring, coaching), its type (e.g., workshop, teacher study group) and duration, and the level of collective participation (e.g., entire faculty, single department). Teachers also indicated degree of emphasis on deepening content knowledge, whether the activity promoted active learning (e.g., being observed, reviewing student work), and the extent of alignment with state or district standards and assessments. Finally, teachers indicated the degree to which they felt their knowledge and skills were advanced.

Findings provide empirical confirmation that “best practices”—i.e., professional development that is sustained and intensive, involves colleagues collectively, is aligned with other reform efforts, and encourages professional communication—increase teachers’ knowledge and skills and, thus, have a substantial positive influence on change in teacher practice. But it was clear that many professional development activities lack such features, due to lack of planning time and/or money. The authors estimate an average cost of $512 per teacher for a high quality experience—more than double the amount districts typically spend. Since impact on teaching and learning requires high quality professional development, the authors conclude that school districts must either invest more resources or focus resources on fewer teachers.

(31 pages)

Guskey, T.R. (2003, June). What makes professional development effective? Phi Delta Kappan, 84(10), 748-750.

The author collected and analyzed 13 recent lists of characteristics of “effective” professional development and came to three conclusions. First, little agreement is apparent among researchers or practitioners on criteria for effectiveness. He urges going beyond evidence based on teacher self-reports to focus instead on the end goal of student achievement. Second, statements about effective development programs generally include “yes, but” qualifiers, frustrating policymakers and practitioners seeking simple answers. Yet, he agrees, the complexity of real-world context makes one-size-fits-all statements impossible. Finally, he says, while the promise of research-based decision making on professional development remains unfulfilled, it does not need to remain so. He urges identifying the strategies of effective teachers in each school and sharing them with colleagues as a basis for highly effective professional development in that context.

(3 pages)  

[image: image2.png]


Humphrey, D.C., Koppich, J., & Hough, H. (2004). Sharing the wealth: National Board certified teachers and the schools that need them most. Palo Alto, CA: SRI International. 
Whereas state certification represents the minimum licensing requirement for teachers, National Board Certification reflects a higher level of professional achievement. And since its launch in 1987, the authors note that the National Board has been increasingly promoted as a policy strategy to improve the quality of teaching in public schools. Today, in fact, all 50 states offer financial incentives for teachers pursuing National Board Certification.

This paper examines the six states with the largest number of National Board Certified Teachers (NBCTs) to find out how many work in low-performing, economically disadvantaged schools. Results showed that, except in California (due to the high percentage of NBCTs in Los Angeles), NBCTs are underrepresented in low-performing schools, high-poverty schools, and in schools with high concentrations of minority students. In response, the authors recommend that states and districts rethink their incentive policies, perhaps using targeted support and differentiated compensation to get the most highly skilled teachers into the most needy classrooms. 

(30 pages)

Improving districts: Systems that support learning. (2002). San Francisco: WestEd (in collaboration with McREL and NCREL).

This report, commissioned by the U.S. Department of Education, looks across nine districts honored for their demonstrated outcomes and practices by the Department’s National Awards Program for Model Professional Development. The districts range from the fifth largest in the United States, the Broward County (FL) Public School District, to districts serving midsized cities and suburbs. Student enrollment varies from 240,000 to 3,100, with districts where half of the students receive free or reduced-price lunch and districts where only 1 percent need assistance. The differences among these districts, however, only highlight what they share in common—successful systems for supporting change and continuous improvement. The report describes how these districts conceptualize and structure teacher professional development, the role of vision and communication in moving a whole district into continuous improvement, staff roles and structures, and how data-driven decision making helps these districts initiate and keep their change efforts on track. 
(64 pages)


Kelleher, J. (2003, June). A model for assessment-driven professional development. Phi Delta Kappan, 84(10), 751-756.

The standards movement underscores the need for effective professional development and also pushes school districts to do cost-benefit analyses of various professional development endeavors. Though professional development is a form of adult learning, these analyses need to pivot not on the real goal: student learning. That in mind, he proposes a model that approaches professional development as a six-stage cycle. 

In Stage 1, teachers in a building use data to set specific, measurable targets for student learning which will drive the selection of professional development activities. Stage 2 consists of preparation for the activity, if required (e.g., reading). Stage 3 involves categorizing activities under four professional development strands—peer collaboration, individualized professional growth, research and leadership, and external experiences. In Stage 4, teachers do self-reflection and share their experiences with their colleagues. Stage 5 focuses on the specific changes a teacher will make, based on the learning experience and the sharing with colleagues. Stage 6 involves returning to the targets set in the first stage and engaging in multiple measures of student and adult learning.

(7 pages)

Knapp, M. (2004). Professional development as a policy pathway. Review of Research in Education, 27(4), 109-157. Washington, DC: American Educational Research Association.

Viewing professional development as a pathway of learning processes and outcomes, the author seeks to 1) shed light on the many ways it affects teaching practice, and 2) analyze the policy strategies that seem to best support teacher (and, subsequently, student) learning.

In a chapter written for policymakers, scholars, and school leaders, Knapp reviews the published research as well as a variety of district and state policies and case studies to detail the intricate roles and complex potential of professional development. He concludes that although policy can indeed affect teaching practice and student learning, it is a complicated and difficult task. According to the author, teacher professional development policy “represents a search for the right organizational forms, resource base, and incentives for educators to engage in professional learning as a basic part of their work.” 

(47 pages)

Morris, M., Chrispeels, J., & Burke, P. (2003, June). The power of two: Linking external with internal teachers’ professional development. Phi Delta Kappan, 84(10), 764-767.

The authors propose that when teachers participate in  external teacher professional networks as well as internal school reform networks, the link can transform teacher learning in profound and sustainable ways. Describing examples of how this works in practice for teachers in California and New England, the authors show ways that the content-based external networks provide opportunities for deepening teachers’ content and pedagogical knowledge and take them outside the limited worlds of their own schools. Meanwhile, grade-level or interdisciplinary meetings in their own schools allow a focus on their own students’ work. Used together, these approaches had a powerful impact, individually and collectively. However, the authors note, the key is cooperative administrators who structure environments not only friendly to new ideas but also supportive of teachers sharing what they have learned.

(4 pages)

Teachers who learn, kids who achieve: A look at schools with model professional development. (2000). San Francisco: WestEd. 
A research study of eight schools that won the U.S. Department of Education’s National Award for Model Professional Development has been distilled into this brief and compelling story of successful school reform. A culture of learning—for teachers, students, the entire community—pervades these schools, and this book provides a glimpse of what it looks like. Teacher voices and vignettes give life to the guiding principles that researchers identified across these disparate sites. Annotated lists of resources provide concrete help in putting these principles into practice. And profiles of each school’s journey demonstrate that extraordinary results can be achieved from even modest beginnings.

(70 pages)

Teacher Quality—Broad Spectrum

A best-fit approach to effective teacher policy. (2004, September). Insights, 17. 

Austin, TX: Southwest Educational Development Laboratory. 

Invited by SEDL to discuss her “best-fit” decision-making approach to improving teacher resources, Maryland education professor Jennifer King Rice explains that the lack of a single strategy to deal with teacher quality under all circumstances requires policymakers to search out the strategies that will work best within their specific state and local contexts. This involves using data to identify the teacher resource problem, exploring the various policy alternatives that address the multiple dimensions of the problem, and evaluating the cost-effectiveness of each policy. She argues that substantial and targeted investments must be made in both teacher quality and education research before policies about high-quality teacher staffing can be implemented. Policymakers and administrators are encouraged to become more familiar with the complexities of the issues and adopt a variety of multi-dimensional initiatives to both support existing teachers and recruit others.

(12 pages)
http://www.sedl.org/policy/insights/n17/insights17.pdf
Allen, M.B. (2003, August 26). Focusing state policy on high-quality teachers for hard-to-staff schools: Final grant report. Denver, CO: Education Commission of the States.

This report describes the Education Commission of the States’ (ECS) four-year project to make the recruitment and preparation of high-quality teachers for hard-to-staff schools a greater priority for state policymakers and education leaders. This was conducted through the creation and dissemination of publications; the development of a web site on teacher quality; discussions at meetings, seminars, and workshops; technical assistance on specific state policy initiatives, and responses to requests for information. Additionally, ECS attempted to both assist teacher recruitment and preparation programs and to strengthen between these programs, education leaders, and policymakers. 

The success of the project is felt to be partially demonstrated by the implementation of policies in this area and the emergence of ECS as a pre-eminent resource nationally on the issue of teaching quality. However, it is noted that an initial decision to focus on teaching quality in general and an expectation that the staffing needs of hard-to-staff schools would be addressed through a “trickle down” effect in broader state teacher quality policy initiatives has not occurred and will require specific focus in the future.

(61 pages)

Berry, B. (2004). Making good on what matters most: A review of teaching at risk: A call to action. Chapel Hill, NC: Southeast Center for Teaching Quality, Inc.

Berry provides a response to recommendations concerning teacher quality made by Louis V. Gerstner and the Teaching Commission. While the report is found to be laudable, some issues addressed are believed to require deeper consideration. First, the Commission’s call to link teacher compensation to student achievement gains using “value-added” methods is seen to overlook both that standardized tests are not perfect measures and that such an assessment may not be able to control for some factors which can affect learning gains, such as poverty, limited English proficiency, student attendance, and student mobility. Demonstration of knowledge and skills known to increase achievement and progression of student work are argued to be better measures. Though the Commission mentioned the efforts of the ABCTE to change how teachers are assessed, it is chastised for neglecting to mention technological advancements of the NBPTS to develop credible, high-stakes teacher evaluation systems and their method of teacher knowledge measurement using actual student work samples rather than the ABCTE’s item tests. 

Recommendations on accountability of teacher education programs cannot be discussed without acknowledging that they needed to be treated and funded like professional preparation programs in other university departments. Additionally, the Commission fails to identify the components of traditional teacher preparation programs that effectively prepare students for the teaching situations they will encounter. A discussion of the benefits of alternative certification programs is seen to ignore issues of quality and retention of graduates in the profession. Finally, it is argued that the Commission focuses inadequate attention on the effects of working conditions such as weak leadership and lack of teacher collaboration/observation/preparation time on teachers’ ability and desire to deal with new accountability and professional development reforms. 

(14 pages)

http://www.teachingquality.org/resources/pdfs/GerstnerReview.pdf
Berry, B. (2004, March). Recruiting and retaining “highly qualified teachers” for hard-to-staff schools. NASSP Bulletin, 87(638), 5-27. 

Noting that teachers make the most important difference in whether or not children learn and reach higher academic standards, the authors submit a wide-ranging review of the research literature focused on the recruitment, preparation, and retention of teachers in hard-to-staff schools. In these schools, students continually face a revolving door of untried novices who do not have the skills to educate them, making it virtually impossible for school leaders to make the progress required by federal NCLB AYP mandates.

Responding to this crisis, the author advocates a set of key reforms. These include funding research and development efforts to test innovative models of compensation, preparation, and support; providing comprehensive induction programs for new teachers; and offering incentives to lower the teaching loads of novices, create more full-time teacher mentor positions, and develop school-community partnerships.

(23 pages)

http://www.nassp.org/publications/bulletin/bltn_0304_berry.cfm
Darling-Hammond, L. (2002, October). Access to quality teaching: An analysis of inequality in California’s public schools. William Watch Series: Investigating the Claims of Williams v. State of California (Document wws-rr002-1002). Los Angeles: Institute for Democracy, Education, and Access, University of California, Los Angeles.

Darling-Hammond’s paper tackles four key issues related to the state’s teaching force and its distribution among various groups of students: 1) What does the state of California expect of its students and its teachers? In particular, what qualifications does the state require of teachers so that they can support student learning? 2) How does teacher quality matter for equal educational opportunity? 3) Do California students have equal access to qualified teachers who can offer the instruction they need to master the state standards? 4) How might the discrepancies in students’ access to qualified teachers best be remedied, given the policy context and knowledge about successful policy elsewhere? 

Drawing on a wealth of empirical studies, the paper reveals the critical relationship between qualified teachers and student academic achievement. It also explains that new state standards, an increasingly diverse student population, together with the skills needed to participate in a knowledge-based society create an urgent demand for skilled and effective teachers. The paper also illuminates the notion that the shortage of qualified teachers in schools predominantly serving children of color and poor students does not result from an overall lack of qualified teachers in the state. Rather, Darling-Hammond attributes this problem to a failure of state oversight to ensure that qualified teachers remain in the system and that they are equitably distributed among schools and communities. Finally, Darling-Hammond’s comparison of California policies with those in other states lays the groundwork for new state policies that would support more equitable access to quality teachers.

(125 pages)

http://repositories.cdlib.org/idea/wws/wws-rr002-1002/
Darling-Hammond, L., & Sykes, G. (2003, September 17). Wanted: A national teacher supply policy for education: The right way to meet the “highly qualified teacher” challenge. Education Policy Analysis Archives, 11(33). 
NCLB provides a reasonable and feasible standard for equitable access to teacher quality, the authors write. But achieving the goal of a highly qualified teacher in every classroom requires a new vision of the teacher labor market and the framing of a national teacher supply policy. While states and local districts have vital roles to play in ensuring a supply of highly qualified teachers, they must be supported by appropriate national programs, modeled on longstanding medical manpower efforts, that enhance the supply of qualified teachers targeted to high-need fields and locations; improve teacher retention, especially in hard-to-staff schools; and create a national labor market by removing interstate barriers to mobility.

The paper examines the mal-distribution of teachers and its causes and describes successful strategies used in states and districts for strengthening their teaching forces. Such programs, they report, stand out amid widespread use of under-prepared teachers and untrained aides, mainly for disadvantaged children in schools that suffer from poor working conditions, inadequate pay, and high teacher turnover. The federal government has a critical role to play in enhancing the supply of qualified teachers targeted to high-need fields and locations, improving retention of qualified teachers, especially in hard-to-staff schools, and in creating a national labor market by removing interstate barriers to mobility.

http://epaa.asu.edu/epaa/v11n33/
Hirsch, E., Koppich, J.E., & Knapp, M. (2001, February). Revisiting what states are doing to improve the quality of teaching: An update on patterns and trends. Seattle, WA: Center for the Study of Teaching and Policy, University of Washington.

This updated version of the 1998 CTP Working Paper, What States Are Doing to Improve the Quality of Teaching, takes a fresh look at recent developments in realms of state policy related to teacher and teaching quality. Paying closest attention to recent legislative activity, the analysis describes state-level policy action pertaining to: 1) development and promotion of high standards for student learning and for teaching; 2) attempts to attract, reward, and retain capable people in the teaching profession; 3) support for high-quality initial preparation and induction of new teachers; 4) attempts to motivate and support teachers’ ongoing professional learning; and 5) enhancements to the school workplace environment. The results indicate that states have been particularly active with respect to the development of teacher standards and assessments, approaches to a growing recruitment challenge, more proactive ways to improve teacher preparation (and hold teacher education institutions accountable), and some targeted efforts to strengthen professional development. While the paper is descriptive, not evaluative, the authors call in their concluding remarks for more coherent, data-informed policy related to the quality of teachers and teaching, yet acknowledge the difficulty of bringing this about at the state level. (Abstract from CTP site)

(47 pages)

http://depts.washington.edu/ctpmail/PDFs/States-HKK-02-2001.pdf
Teaching at risk: A call to action. (2004). Washington, DC: The Teaching Commission.

This report details the findings of a blue-ribbon commission convened by former IBM chairman Louis V. Gerstner, Jr. to address the question of how to achieve the No Child Left Behind Act’s goal of a highly qualified teacher in every classroom. It details systemic problems that keep teachers from achieving their goals and outlines four policy recommendations: 1) Compensate teachers more effectively via pay hikes for all teachers and compensation linked to student performance; 2) bolster accountability in teacher education by revamping teacher education programs and making teacher quality a priority; 3) strengthen state teacher licensing and certification requirements by raising passing scores required on state certification exams and ensuring that every prospective teacher passes a rigorous test of both content and essential skills; and 4) empower school leaders as CEOs (e.g., by giving principals ultimate say over personnel decisions). 

(68 pages)

http://www.theteachingcommission.org/press/FINAL_Report.pdf
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