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Foreword

n November 1998, the American Council on
Education, in collaboration with the American
Association of Colleges for Teacher Education,
appointed a Presidents’ Task Force on Teacher
Education. Composed of college and university
presidents and school leaders, its charge was for-
midable: to equip college and university presi-
dents to lead the nation’s campuses in a major improvement
in the quality of education provided to teachers and school

leaders.

The action plan set forth by the Task Force is founded on

three powerful premises:

o The quality of schooling in America is inadequate for the
times.

e  Strengthening the way colleges and universities prepare
teachers is a central element in improving the nation’s

schools.

e Decisive action by college and university presidents is
essential if American higher education is to fulfill its
responsibilities.

One more premise must be cited: There is an unprecedented
opportunity. During the next 10 years, some 2.5 million new
teachers will be employed to replace retiring teachers, meet
growing school enrollments, lower class size, and replace
teachers who have left. The opportunity to transform schools
by improving the quality of new teachers has never been as

great.

For nearly a year, the Task Force, with generous support from
the Carnegie Corporation of New York and The Ford
Foundation, worked to assemble evidence on teacher per-
formance, best practice, the quality of students entering
teacher education programs, teacher demand, and a host of
other questions. It commissioned papers and met with schol-
ars and experts in the field. The Task Force met with
Secretary of Education Richard Riley to define and probe the
issues. The Task Force also was informed by the work of other
presidents who already had addressed many of these same
issues. It drew on a resolution adopted by the presidents of the

To Touch the Future°




American Association of Universities, as well as a report
issued by the American Association of State Colleges and
Universities. Copies of both are included as appendices. The
leadership of these two associations, as well as those of the
American Association of Community Colleges, the National
Association of Independent Colleges and Universities, and the
National Association of State Universities and Land-Grant
Colleges, served on the Task Force and contributed greatly to
our efforts.

Throughout this report, we refer to “teachers” and the educa-
tion of “teachers.” The focus, indeed, is on teachers. Still, the
preparation of school leaders and administrators, counselors,
and other professionals who serve the nation’s schools also is
crucial and the Task Force urges that colleges and universities
give comparable attention to the quality of these programs as
well.

A final word regarding the intended audience of 7o Touch the
Future: From the beginning, the mission of the Task Force has

been to place the education of teachers at the center of the
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professional and institutional agendas of college and univer-
sity presidents and their institutions. While we speak to presi-
dents, however, we also speak to faculties, and to academic
deans and provosts without whom no change will be possible.
And we speak to members of governing boards who, in the
final analysis, must stand accountable. The report is written
for policy makers at the federal and state level, for business
leaders and members of the media, and for all Americans
whose future is shaped by the quality of the nation’s schools.

The challenge to improve the education of teachers and to
strengthen the nation’ schools will not be met with the
issuance of a report. Had that been possible, concern about
the quality of schooling in America would have concluded
with the issuance of 4 Nation at Risk more than 15 years ago.
Itis our hope that this report, 70 Touch the Future, will spark
a continuing conversation and serve as a down payment for an
energized, long-term commitment by college and university
leaders to work with others to ensure that America and its

children will have the schools they require and deserve.



Introduction

n 1985, Sharon Christa Corrigan McAuliffe, a
gifted and popular schoolteacher, was selected as
the primary candidate for the NASA Teacher in
Space project. When asked why she wanted to
take part in the project, she responded directly
and authentically, “Don’t you understand? I am a
teacher. Every day, through my students, I touch
the future.”

Since her death in the Challenger disaster of 1986, Christa
McAuliffe’s answer to that question has served to remind us of
the power of good teaching. If teachers “touch the future,” so
do institutions that educate teachers and the chief executives
who lead them. In this report, we call on colleges and univer-
sities to transform dramatically the way they educate teachers.
In doing so, higher education will strengthen its capacity to

touch the future.

With each passing decade, education has become more criti-
cal to economic and social survival. For many years, a wide-
spread consensus has held that the nation’s schools can and
must serve better the citizens of our democracy and that the
quality of teaching is not what it could or should be. Access to
high-quality education ranks at the top of the concerns of the
American public.

Concern about the quality of the nation’s elementary and sec-
ondary schools is especially intense. Recently, public atten-
tion has shifted to the quality of teachers entering and
serving the schools. This report makes the case that the
teaching of teachers must improve. Just as important, the
schools themselves and the conditions for teaching must
change in fundamental ways to attract, retain, and empower
productive teachers. The two transformations go hand in
hand.

Persuasive new research, when combined with past findings,
leads to two inevitable and clear conclusions: First, teachers
exert a singularly powerful influence on the academic per-

formance of students; and second, some teachers are consis-

tently more effective than others. These conclusions, above

To Touch the Future°




all others, underscore the importance of higher education to
the effectiveness of schools. The education that colleges and
universities provide to teachers is crucial in determining the

quality of America’s schools.

Colleges and universities by themselves are not in a position to
remedy all the shortcomings of the nation’s schools. But they
can do more—much more—to strengthen the performance of
teachers. If civic responsibility alone is insufficient to lead
presidents, governing boards, and faculties to sharpen their
focus on the quality of teacher education, academic self-
interest demands that they do so. For if the teachers we
prepare are less prepared than they should be and the schools
fail, colleges and universities will be drained of their very
lifeblood—high-achieving, well-prepared entering college
students.

The public expects colleges and universities to prepare
teachers who are knowledgeable about what they teach and
proficient in Zow they teach. College presidents must take
the lead in fulfilling this expectation. America seeks teachers
who are committed to ensuring that all students learn to
their full potential. Presidents must respond by putting
teacher education front and center on their personal and

institutional agendas.

Increasingly, as test scores of teacher education graduates
become public and command media attention—as they did in
Massachusetts in 1998—policy makers’, opinion leaders’, and
the public’s judgment of colleges and universities will be

shaped in significant measure by the teachers they prepare.
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Crafting a vision of academic excellence that encompasses
the full range of formal education—from preschool through
graduate school-is a presidential opportunity that calls for

strong and creative leadership.

During the early days of the Republic, Thomas Jefferson
wrote to one of his many correspondents, “If a nation
expects to be ignorant and free, in a state of civilization, it
expects what never was and never will be.” For generations
since, America has accorded high value to the education of

its citizens.

America, however, has entered a new era. This nation will
begin a new century with an economy that depends far more
than ever before on knowledge—its acquisition, analysis, syn-
thesis, communication, and application—for the creation of
wealth and well-being. The quality of teaching in our schools
must match our dreams and aspirations as a nation. If college
and university presidents can lead a successful effort to raise
the quality of teachers in the nation’s schools, we will be keep-
ing pace in our time with Jefferson’s measure of truly free cit-

izens of a civilized nation.



Findings

The success of the student depends most
<, of all on the quality of the teacher.

‘We know from empirical data what our intuition has always
told us: Teachers make a difference. We now know that teach-
ers make t/e difference.

The growth of widespread mandatory testing in the public
schools over the last two decades offers a broad database with
which to measure the relationship between teacher quality
and student performance and to assess the influence of many
variables on student achievement. The evidence of these data
is clear and convincing: The single factor that is more power-
ful than any other in influencing student achievement gains is
the quality of the teacher.

Researchers Rivkin, Hanushek, and Kain (1998), for example,

demonstrated in a Texas study that the influence of teachers

on student achievement is many times greater than any other
commonly observed variable. Sanders and Rivers (1996)
reported astonishingly large effects of the influence of teach-
ers. Their data from Tennessee show that two equally perform-
ing second graders can be separated by as many as 50
percentile points by the time they reach fifth grade, solely as a
result of being taught by different teachers. Similar and sup-
portive results have been obtained by other scholars (e.g.,
Jordan, Mendro, and Weerasinghe, 1997).

The essential competencies of an effec-

&= tive teacher are command of subject,
preparation in effective pedagogical
practice, and high overall academic
performance.

Although further research is needed to identify specific
teacher characteristics that are correlated with gains in stu-
dent achievement, we know now that the success of the stu-
dent depends heavily on the quality of the teacher. And we
know now that the quality of the teacher is z4e key to improved

student performance, regardless of the condition of the
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schools, the affluence of the child, the nature of the commu-
nity, or any other element in the lives or educational environ-

ment of school children.

A thorough grounding in college-level subject matter and pro-
fessional competence in pedagogical practice are necessary
for good teaching. Effective teachers explain content to their
students from different perspectives, respond accurately to
their questions, plan lessons intelligently, qualify assertions
appropriately, and choose wisely what to include, exclude, and
emphasize in the curriculum (Shulman, 1987). Virtually all
who have examined the education of prospective teachers
have stressed that more attention must be given to the educa-
tion provided by subject-matter faculty (Rennert-Ariev and
Valli, 1999). Some national reform groups, such as The
Project 30 Alliance and the standards-based Teacher
Education Project, have been founded on precisely this princi-
ple (American Association of Colleges for Teacher Education,
1999; Murray and Fallon, 1989).

Although the evidence that links student achievement to sub-
ject matter understanding in teachers is incomplete, the data
in mathematics are unequivocal: students learn more mathe-
matics when their teachers report having taken more mathe-
matics. Earning a college degree related to mathematics,
holding certification in mathematics, and demonstrating
mathematics skill all contribute to effective teaching of math-
ematics (Monk, 1994; Goldhaber and Brewer, 1997, 1999;
Rowan etal., 1997). It would not be surprising to learn that

similar correlations exist in other disciplines.
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The evidence also indicates that teachers who themselves per-
formed well as students also perform better as teachers.
Schoolchildren whose teachers have higher reading profi-
ciency, for example, learn more than pupils whose teachers
have weak reading proficiency (Ferguson and Ladd, 1996;
Ferguson, 1998). Studies also indicate that broad academic
quality measures contributed to successful teaching
(Ehrenberg and Brewer, 1994; Winkler, 1975). Therefore, the
quality of students who are admitted to teacher education pro-
grams and recruited to the profession is a critical determinant

of success in the classroom.

There is another reason why some teachers are more effective
than others. Research indicates that the best teachers know
not only what to teach but also Zow to teach. Like specialists
who interpret medical X-rays, expert teachers can describe
important classroom events and changes that others miss.
Expert teachers also employ classroom routines that permit
them simultaneously to manage student behavior and to focus
on students’ minute-to-minute learning (Berliner, 1994).
These findings underscore the value of clinical practice in
preparing effective teachers, and teachers themselves stress
how important this is. When asked to rate the relative useful-
ness of particular program elements, teachers cited student
teaching as most useful (Kennedy, 1991, 1999).

Competent professional knowledge about teaching—
pedagogical methods, curriculum design, adolescent devel-
opment, student cognition and learning, and classroom
management—also characterizes the successful teacher.
Although the several components of professional knowledge



have not yet been linked to individual student achievement
gain in research studies, a strong case for the value of profes-
sional preparation can be made using evidence from class-
room observations, teachers’ expressed concerns, and
student achievement analyses that do not control for prior
test scores (Darling-Hammond, 1998). Student achievement
gains have been clearly shown to depend on the subject-
specific pedagogy learned by the teacher. In mathematics,
students learn more from teachers who have taken mathe-
matics education courses and hold mathematics certification
(Monk, 1994; Goldhaber and Brewer, 1999). Future data
likely will confirm similar patterns for other subjects.

Command of the subject matter that will be taught, high over-
all academic performance, and sound professional knowl-
edge, then, are the three essential competencies of effective

teachers.

Strong and effective teacher
2 education programs share common
characteristics.

The National Commission on Teaching and America’s Future
(1997) stated that the most important features for ensuring
high-quality outcomes for teacher education, regardless of
the length of the program, are: (a) a common vision of good
teaching that is apparent in all coursework and clinical expe-
rience; (b) well-defined standards of practice and perform-
ance that guide and measure courses and clinical work; (c) a

rigorous core curriculum; (d) extensive use of problem-based

methods, including case studies, research on teaching issues,
performance assessments, and portfolio evaluation; and (e)
strong relationships with reform-minded local schools that
support the development of common knowledge and shared

beliefs among school and university faculty.

A review commissioned by this Task Force (Scannell, 1999)
found that other characteristics of successful programs
include: (a) arts and sciences faculty and education faculty
have developed an effective way to combine their contribu-
tions; (b) the program is supported by the central administra-
tion of the institution and by school leaders in the
community; (c) applicants seeking to become teachers are
admitted through a thoughtfully designed process of matricu-
lation; (d) graduates of teacher education programs are care-
fully guided into and supported in a community of teachers
and learners, not just cut adrift after graduation; (e) program
elements—especially subject matter learning and clinical
training—are tightly articulated, with practice coupled to
theory; and (f) program quality and outcomes are carefully,

independently, and continuously assessed.

There are multiple educational routes to a teaching career
today. The four-year undergraduate degree continues to be
the most common, but some campuses now require a fifth
year to add teacher preparation to a liberal arts major.
However, states increasingly are mandating a master’s degree
for teachers, which requires a year or two of study beyond the

baccalaureate. At the same time, there also are a growing
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Colleges and universities
need to intensify their
efforts to recruit into the
teaching profession the
ablest of America’s college
students and to set high
standards for admission into
teacher education
programs.

number of nontraditional programs of varying length that are
targeted at specific populations such as paraprofessionals,

career changers, or adults reentering the job market.

We are aware of many of the attributes shared by programs
that prepare high-quality teachers. However, we need more
experimentation and innovation in crafting programs for the
education of teachers. Above all, we need reliable evaluation
of the links between program design and performance of grad-
uates in the classroom. Indeed, we need to know much more.
Still, one conclusion is clear: Teachers require more and better

preparation than ever before.

The academic capacity of graduates
.- who enter teaching is comparable to
that of college graduates overall for
prospective secondary school teachers,
but below average for prospective
elementary school teachers.

In 1992-93, the National Center for Education Statistics
(NCES) inventoried the college entrance examination scores
and college transcripts of more than 10,000 college graduates
nationwide whose career progress is being followed for 12
years. An analysis of these data indicates that students who
became secondary school teachers had academic records com-
parable to the group as a whole. Those who became elemen-
tary school teachers, however, enrolled in more remedial

classes in college than other students, scored less well on stan-
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dardized aptitude tests, and took less challenging courses
(Henke etal., 1996). The Educational Testing Service found a
similar pattern of lower test scores among elementary school
teachers when it compared the SAT scores of all college grad-
uates to the scores of those passing the state licensure subject
assessments test called Praxis II (Educational Testing Service,
1999a). The 1992 National Adult Literacy Survey, however,
showed that literacy skills of teachers were indistinguishable
from those of other college-educated adults (Educational
Testing Service, 1999b).

The research data reveal that entrance requirements for
prospective elementary school teachers are generally lower
than for other future teachers. Recent international test
results showed, however, that American fourth graders per-
formed better than their peers in other nations in mathemat-
ics and science, while American secondary school students
demonstrated substantial deficiencies in relation to their
peers from other countries (NCES, 1999¢). How or whether
the achievement scores of students in the earlier grades relate
to the academic performance of the students’ teachers is
unclear. It would be useful to have evidence on the impor-
tance of attributes such as motivation, dedication, and a pas-
sion for children and learning as we assess the qualities that
teachers need in the primary grades. However, it is clear that
colleges and universities need to intensify their efforts to
recruit into the teaching profession the ablest of America’s
college students and to set high standards for admission into

teacher education programs.



Teachers are inadequately prepared
to understand and apply technology
*** to teaching.

In 1994, the U.S. government set a goal of connecting every
school in the country to the Internet. Atlast count, 89 per-
cent of public schools and 51 percent of public school class-
rooms had Internet connections. In 1998, the nation’s public
schools owned one instructional computer for every six stu-
dents (NCES, 1999d). A recent survey, however, found that
only one-quarter of the teachers responding reported using
current technology in a substantial way in their classrooms
(NCES, 1999b); only one in five said he or she felt very well-
prepared to integrate technology into teaching (NCES,
1999a).

Continuing education and in-service training often are used
by school systems to help teachers who are not computer lit-
erate gain the skills and comfort level they need to teach with
and about technology. When asked what knowledge they
need most, teachers placed the highest priority on informa-
tion about using innovative technologies (NCES, 1999b).
Most said that they had received some in-service training, but
that it was too brief to be very helpful. Even among those who
had spent more than eight hours in training, only a third said
it improved their use of technology “alot.” (NCES, 1999a).

Almost all students in teacher education programs take at
least one course that integrates computer use into the syl-
labus, but a full one-third of teacher education program lead-
ers reported that their computer facilities were inadequate to
the task of teaching prospective teachers how to use comput-
ers for learning (CEO Forum on Education and Technology,
1999).

As 0f 1998, only two states had developed standards for
teacher technology preparation and required candidates for
teaching positions to complete a portfolio to demonstrate
their technology skills (CEO Forum on Education and
Technology, 1999).

Current mechanisms of academic
quality control—at colleges and
*** universities, in schools and school
systems, and in state laws and
regulations—are inadequate to
ensure that only fully qualified
teachers enter the profession.

Measures for assessing the quality and competence of gradu-
ates of teacher education programs and for assessing the qual-
ity of the programs themselves fall woefully short of
accomplishing their objective. Variations in licensure stan-
dards among the states are as numerous as the variations in
quality and minimum standards among the nation’s 1,200

programs of teacher education.
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The fact that the nation’s
schools will need to hire

2.5 million teachers over the
next 10 years (Hussar, 1999)
provides an unequaled
opportunity to transform the
quality of teachers serving
the nation’s schools.

A pervasive criticism of teacher licensure tests is that they
require no more knowledge than would be expected of high
school graduates (Mitchell & Barth, 1999). As states work to
craft more relevant and demanding examinations for prospec-
tive teachers, a number of performance-based licensure
requirements are emerging, such as examination of portfolios
and videotaped teaching sessions; internships similar to those
required for licensure in medicine; standardized observations
of classroom practice; and assessment of student work sam-
ples (Sykes, 1999). But even where adopted, such require-
ments address only a part of the quality control issue.

Academic quality controls within teacher education programs
themselves often are inadequate. Not only do many programs
lack regular and reliable internal assessments, but too few
submit themselves to rigorous, periodic third-party evalua-

tions, through accreditation or comparable external review.

There is an opportunity to transform
the quality of teachers in American
** schools with the hiring of at least 2.5

million teachers in the next decade.

The teaching force will change dramatically over the next

10 years. The fact that the nation’s schools will need to hire
2.5 million teachers over the next 10 years (Hussar, 1999)
provides an unequaled opportunity to transform the quality of
teachers serving the nation’s schools. The supply of teachers
will vary considerably from region to region. A particular need

for more teachers than are currently being prepared exists in
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specific subject fields, including science, mathematics, and
special needs.

In the next decade, annual hiring is projected to grow by

20 percent, up from 218,000 positions filled in 1999-2000 to
261,000 positions filled in 2009-2010 (Figure 1). The U.S.
Department of Education’s projection is based on three vari-
ables: (1) the annual hiring needed to replace retirees and
other departing teachers; (2) projected enrollment increases
based on school-age population increases; and (3) teacher-

pupil ratio declines similar to those of previous years.

Departing teachers account for most of the increased hiring
needs. Nationwide, about 6 percent of public school teachers
now leave teaching each year (NCES, 1997a). Beginning
teachers and retirement-age teachers are much more likely to
leave than are mid-career teachers. Over the past several
years, the proportions of teachers occupying these two ends
of the teacher experience profile have been increasing
(Grissmer and Kirby, 1997). Therefore, the number of teach-
ers on the brink of retirement will substantially exceed past
levels. All told, about 700,000 retirements will occur over the
next 10 years, accounting for 28 percent of hiring needs
(Hussar, 1999).



Underestimates also arise because analysts count many per-
Projected Annual Teacher Hiring
Needs Through 2009-10

sons without qualifications as teachers. Too often, the remedy
for securing additional teachers to meet classroom demand is
to employ marginally qualified teachers. In 1991, the most

recent year for which careful analysis is available, almost one-
quarter of all new teachers hired lacked standard certifica-

tion. Although many teaching under “emergency

Teacher=Pupil Ratio Decline

certification” are otherwise acceptable teachers who lack
some specific requirements, at least 275,000 teachers are
Enrollment Growth . R R
employed in the nation’s classrooms without adequate prepa-
ration in course content, without having graduated from a

Departing Teachers teacher education program, or without a state license (Henke
etal., 1997; NCES, 1999a). Some states already have adopted

policies prohibiting or limiting employment of less than fully

Number of Teacher Hires (in thousands)
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Source: Gerald and Hussar, 1999

Projected Percent Change in Grades K-12
Enrollment in Public Schools, by State:
Fall 1997 to Fall 2009

Enrollment growth, on the other hand, will diminish as the
decade progresses, having virtually no effect on hiring needs
by 2009, although that growth—and the consequent demand-—
will vary considerably from state to state (Figure 2).

Given new federal incentives and the trend in a handful of
states toward aggressive reduction in class size, the
Department of Education’s projections of teacher-student

ratios probably underestimate the demand for teachers. For

example, California’s first year of class size reduction in 1996 ® [ o s s e
. .. . I oresseof 5.5 perent
triggered the hiring of 19,000 elementary school teachers B ot vom s

beyond the 16,000 already needed because of teacher attrition Source: Gerald and Hussar, 1969
and student enrollment growth (Shields, et al., 1998).
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If colleges and universities
encouraged more teacher
education students to work
in the field for which they
were educated, the unmet
demand could be
substantially reduced.

Percentage Distribution of Newly Hired Public School
Teachers, by Supply Source, 1990-91.

Supply Source Percentage
Newly prepared 33.8%
Reentrants 30.5%
Delayed entrants 19.4%
Transfers 16.3%

SOURCE: Rollefson and Broughman, 1995.

qualified teachers. If all states were to do so, the 2.5 million
figure in the Department of Education’s projection would rise

to at least 2.75 million.

Currently, only about two-thirds of newly prepared teachers
enter the profession immediately after graduation (Henke, et
al, 1996). For that reason, returning teachers and delayed
entrants together fill more openings than newly prepared
teachers (Figure 3). If all graduates of teacher education pro-
grams entered the field, these new entrants alone would meet
most of the demand for teachers. It is clear, therefore, that if
colleges and universities encouraged more teacher education
students to work in the field for which they were educated, the
unmet demand could be substantially reduced.

eAmerican Council on Education

As public policy makers work simultaneously to increase the
numbers of schoolteachers and to strengthen their quality, the
highest priority should be accorded to creating incentives that
will retain well-qualified, high-performing teachers and to
replacing teachers who do not have the preparation or qualifi-

cations essential to meet minimum standards.

Special effort and further incentives
will be needed to address shortages in

°e° high-poverty schools, in special needs
programs, in the sciences, and among
minority teachers.

Most teachers avoid teaching in high-poverty schools. Many
fully prepared graduates serve as substitutes in more affluent
districts, or work outside education until the job they want
becomes available, rather than taking positions in less affluent
schools. High-poverty schools, whether inner-city or rural,
also have the largest number of unqualified teachers. Most
dramatically, 70 percent of seventh through 12th graders in
these schools were recently being taught physical science by
unqualified teachers. In the nation’s schools as a whole, the
figure is still high at 56 percent, but it is significantly lower
than in the less wealthy schools. (NCES, 1996¢).

The inherent difficulties and emotional toll associated with
teaching students with special needs lead to attrition rates for
special education teachers that exceed those for general teach-

ers by about one-third, and more continuing teachers transfer



out of special education than into special education (Boe et
al., 1997). One-third of entering special education teachers
lack standard certification for their assignments, as do 10 per-
cent of all practicing special education teachers (Boe et al.,
1998).

Competing wage prospects drive shortages in the sciences.
College graduates with degrees in mathematics, chemistry,
physics, or computer science earn considerably more than
education majors (NCES, 1997b). As a result, secondary
school students in mathematics and science classes are much
less likely to have teachers with sufficient subject preparation

than are those in other subject matter classes.

Finally, despite general agreement that the teaching force
should mirror the nation’s ethnic and racial diversity, only

13 percent of all teachers are nonwhite. Students in the
nation’s schools, by contrast, are one-third minority (Henke
etal., 1997). This problem has two sources, according to the
most recent available data. First, nonwhites constitute just

17 percent of each year’s pool of college graduates, only about
half the proportion of minorities in the schools. Second,
while about 8 percent of white college graduates have gone
into teaching immediately, only 6 percent of nonwhite college
graduates have done so (Henke et al., 1996). There clearly is
an unmet national challenge to enroll more minority students
in college and to recruit minority students into the teaching

profession.

Demand for new teachers can be
7 reduced significantly by reducing
teacher attrition.

Each year, thousands of fully prepared young teachers leave
their classrooms to pursue other options. At best, five years
after graduation, only half of these teachers will remain in
teaching, according to patterns observed in 1994 (Henke, et
al., 1996; NCES, 1997¢). Some leave shortly after beginning
as teachers, and many never enter teaching at all. Reducing
teacher attrition would lessen the pressure to hire new

teachers.

Systematic efforts to support beginning teachers, often called
“induction” programs, can improve retention and develop
skills. Early pilot programs in California reduced attrition by
two-thirds at sites where time was set aside for interaction
between a beginning teacher and a mentor, where in-service
training was tailored to beginning teachers, and where
mentor skills were carefully developed (Gold, 1996).
California and other states have put in place incentives to ini-
tiate such programs, often involving university collaboration.
In a recent survey, schools with lower teacher attrition rates
had a higher proportion of teachers who agreed with the
statement “this school is effective in assisting new teachers”
than did higher attrition schools. Where average agreement
with the statement was high, the probability of departure
dropped by about 10 percent (Ingersoll, 1999).

There clearly is an unmet
national challenge to enroll
more minority students in
college and to recruit
minority students into the
teaching profession.
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Many schools do not offer
sufficiently amenable,
competitive work settings
to attract and retain
highly qualified teachers.

The professional environment in

, Which teachers work is inadequate
to attract and retain enough high
quality individuals to meet
demand.

One of the key determinants of the attractiveness of a career
for new college graduates is the starting salary they can
expect to command and the opportunities for salary advance-
ment in the future. Salaries paid to education graduates com-
pare poorly with salaries offered to their classmates in other
majors (Figure 4). The differential is upwards of 50 percent in

many cases.

Similarly, many schools do not offer sufficiently amenable,
competitive work settings to attract and retain highly quali-
fied teachers. In stark contrast to workplaces in most public
and virtually all private professional enterprises, many
school facilities are outdated, poorly maintained, and techno-
logically obsolete; few schoolteachers have offices or access
to private telephones, private computers, or administrative
support; supplies, up-to-date textbooks, computer software,
and other necessary teaching materials often are inadequate;
and the social environment for new teachers within the
schools, among parents of school children in the community,
and in relation to their colleges and universities often is

unsupportive.
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Teacher mobility also is an issue. The labor markets for teach-
ers are dramatically more localized than for most other pro-
fessions. Because of disparities in state licensure
requirements, and because of the lack of portability of pen-
sion fund investments, prospective teachers often are unable
to get jobs, or unwilling to take them, in geographic areas in
which they might otherwise want to work. On average, four
out of five newly trained teachers take jobs in the state in
which they were prepared (Ballou & Podgursky, 1997).

Average Annual Salary of 1992-93 Degree Recipients
in April 1997

Engineering $44,524
Health professions $39,421
Mathematics and other sciences  $38,148
Business and management $37,454
Social science $35,536
Public affairs/social services $30,563
Humanities $30,179
Biological sciences $29,331
Psychology $28,197
History $28,147
Education $26,513
SOURCE: McCormick et al, 1999.




Transfers from out of state comprise less than 10 percent of
all school system hires (NCES, 1996a).

A number of strategies could be undertaken to recruit teach-
ers from wider geographic areas, such as establishing greater
licensure reciprocity between states; using on-line technolo-

gies for job recruitment, job information, and job applica- - o .
i . . Raising salaries, improving
tions; nationalizing teacher searches; and streamlining hiring . -
X . A working conditions,

procedures (Darling-Hammond, 1999). Raising salaries, . i
. . . . L. . developing induction
improving working conditions, developing induction pro- .
- . . programs, and recruiting

grams, and recruiting new teachers from wider geographic

i i X new teachers from wider
areas are all means of increasing the supply of qualified teach- )
geographic areas are all

ers and broadening the labor market for teachers’ services. ) .
means of increasing the
supply of qualified teachers
and broadening the labor
market for teachers’

services.
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Action Agenda for Presidents

he Task Force findings and the social and

economic imperatives outlined in earlier

sections of this report make it clear that

colleges and universities—their govern-

ing boards, their faculties, their aca-

demic leaders, and, most of all, their

presidents—must put the education of
teachers front and center on the institutional agenda. It is col-
lege and university presidents who are uniquely positioned to
lead and act.

The action plan set forth below is founded on three simple

premises:

e The quality of schooling in the United States is inade-
quate for the times.

e  Strengthening the way colleges and universities prepare
teachers is a central element in improving the nation’s
schools.

e Decisive action by college and university presidents is
essential if American higher education is to meet its

responsibilities.

The Task Force believes strongly and unanimously that these
premises are valid, and that the time for action is now.

College and University Presidents
A@il)N Must Take the Lead in Moving the
One Education of Teachers to the Center
of the Institutional Agenda.

The quality of the nation’s schools and teachers matters
greatly to the public. The performance of graduates of teacher
education programs is increasingly visible. Because of this
heightened public attention, the public’s impression of entire
institutions will be influenced by the perceived quality of
teacher education programs and graduates. If for no other
reason, this reality alone justifies elevating the education of

teachers to a prominent position on the institutional agenda.
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Ultimately, it is presidents
who outline the agenda,
define the issues,
commission studies,
recommend policies,

set institutional priorities,
call for action, and form
alliances with groups and
forces beyond the campus.

Presidential leadership is essential because of the very nature
of the education of teachers. Good teachers need to be edu-
cated not solely by members of a single department or school,
but rather by faculty throughout the entire institution.
Disciplinary knowledge, pedagogical understanding, and clin-
ical skill are all essential to the education of a teacher. The
challenges and questions associated with teacher education
are aimed at whole institutions of higher education, not only
at their faculty, departments, schools, or colleges. It is there-
fore the institution as a whole—its president and governing

board-that stands accountable for the outcome.

The preparation of teachers relies heavily on arts and sciences
faculty, as well as on education faculty. Learning in the disci-
pline and clinical practice must be brought together into a
cohesive whole. Such integration must occur at the campus
level, and it must be driven by the sense of urgency and neces-

sity that presidential leadership commands.

The policies that underpin teacher education programs—such
as admission standards, curricular decisions, and graduation
requirements—need to be set at the institutional level. If policy
is to change, and if issues and problems are to be confronted,
leadership must emerge at the senior administrative level. And
this cannot happen—indeed szould not happen—without the
commitment of presidents.

Ultimately, it is presidents who outline the agenda, define
the issues, commission studies, recommend policies, set

institutional priorities, call for action, and form alliances
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with groups and forces beyond the campus. These are the
very sorts of actions that will be required in order to drive
fundamental change in the preparation of teachers. The
endeavor will not succeed without strong, engaged leader-

ship at the top.

As a first step, and more important than any other action rec-
ommended in this report, we urge college and university pres-
idents to put the education of teachers at the center of the
institutional agenda and to accept the challenge and responsi-

bility to lead constructive change.

Presidents Need to Clarify and
Articulate the Strategic Connection
of Teacher Education to the Mission
of the Institution.

The role of the education of teachers will not be the same at
all colleges and universities. For some campuses, teacher
education may be central and obvious. For many others, the
relationship of teacher education to the core mission of the
institution has been neither assessed thoughtfully nor articu-
lated clearly. Such an assessment would in many instances
lead to the conclusion that it would be impossible to imagine
fulfillment of the campus mission and meaningful engage-
ment with society in the absence of a strong teacher education
program. In other cases, the strategic connection may be less
obvious. Whatever the conclusion, strategic fit and institu-

tional commitment should be explicit and clear.



Presidents and chief academic officers must lead their institu-
tion in a reexamination of the strategic role of teacher educa-
tion, determine precisely where the education of teachers fits
in the overall institutional mission and agenda, and articulate
the importance of the education of teachers to the campus

community.

Ultimately, it is imperative that the education of teachers be
made a central priority of any college or university that offers
such a program. Teacher education cannot be allowed to
stand as a marginal program, and ought not to be treated with
benign neglect. Where teacher education programs operate at
the periphery of the institution’s strategic interests and direc-
tions, they should be moved to the center—or moved out.

Presidents Should Mandate a
Campus-Wide Review of the Quality
of Their Institutions’ Teacher
Education Programs

Action
Three

Alegion of critics has challenged the quality of teacher educa-
tion programs. The most frequent charge is that prospective
teachers are not given a sound grounding in the subject or dis-
cipline they are expected to teach. Detractors also have ques-
tioned the adequacy of clinical education and the value of
pedagogical education for teachers. And with many states
adopting new and higher standards for licensure, some accuse
colleges and universities of failing to make corresponding
adjustments in their teacher education curricula and campus

standards.

The time has come for the president to call for a compre-
hensive review—led by the chief academic officer of the
institution—of the character and quality of the institution’s
programs for the education of teachers. Issues of academic
quality are first and foremost an institutional responsibility.
Presidents should define the form of the evaluation, outline
the fundamental issues to be addressed, and assemble a
knowledgeable team of faculty leaders from the liberal arts
and sciences, education, and other disciplines to gather the
facts and assess the current state of the institution’s teacher

education program.

A central issue in any such review needs to be the extent to
which prospective teachers receive a sound grounding in the
academic content area in which they expect to teach. Students
preparing for careers in secondary schools should have a
major or its equivalent in the field in which they plan to teach.
Subject matter mastery is also important for students prepar-
ing to teach in the middle and elementary grades, including
competence in such fields as mathematics, science, and lan-
guage arts. In short, institutions must confirm that graduates
from teacher education programs—at whatever level or in
whatever subject-have a college-level knowledge of the con-
tent they are preparing to teach.

Teacher education cannot
be allowed to stand as a
marginal program, and
ought not to be treated with
benign neglect. Where
teacher education programs
operate at the periphery of
the institution’s strategic
interests and directions,
they should be moved to the
center—or moved out.
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In addition to command of
subject matter and strength
in pedagogy, there are
intangible qualities that
contribute to a teacher’s
ability to facilitate student
learning, including
creativity, a love of young
people and learning, and a
caring attitude toward
other people.

Effective teachers also must have significant knowledge of
pedagogical principles and proven practical skills. Command
of a discipline and of the fundamentals of pedagogy must be
integrated in a sound clinical program conducted under the
supervision of seasoned professionals. Teachers in the next
decade also will require a very firm grounding in the impact
and application of technology as a pedagogical tool in the

classroom.

In addition to command of subject matter and strength in ped-
agogy, there are intangible qualities that contribute to a
teacher’s ability to facilitate student learning, including cre-
ativity, a love of young people and learning, and a caring atti-
tude toward other people. We cannot forget that these traits,
which often are difficult to measure, just as often are very sig-
nificant in defining the truly gifted teacher.

The campus-wide evaluation should include an analysis of the
quality of students admitted to the program. Admission stan-
dards, retention practices, and the academic performance of
students in teacher education programs should match or

exceed those of the student body as a whole.

At the same time, the review should determine what steps the
teacher education program is taking to attract and retain tal-
ented minority students. It should also make sure all prospec-
tive teachers gain the skills and understanding required to
teach in increasingly multicultural, multiethnic, and multi-
racial classrooms. Regardless of their background, teachers

need to be sensitive to and knowledgeable about the cultural
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differences, learning modes, and communication styles they

will encounter in today’s classrooms.

The review also needs to address the sensitive issues of how
faculty quality is assessed, how individuals or units are held
accountable, whether the reward system for education faculty
is consistent with that of the rest of the faculty, and whether

the program is allocating resources efficiently and effectively.

The quality of a teacher education program is ultimately
measured by the performance of its graduates. The review
should survey that evidence and assess the adequacy of insti-
tutional tracking mechanisms to measure and monitor
teacher performance after graduation. If needed, the assess-
ment should recommend steps to be taken by the institution
to monitor and evaluate more closely the performance of
teacher education graduates—and, therefore, the quality and

performance of the program itself.

Presidents and Governing Boards
Should Commission Rigorous,
Periodic, Independent Appraisals of
the Quality of Their Institutions’
Teacher Education Programs.

In order to validate its own program quality and to encourage
public confidence, every institution of higher education that
offers an academic program of teacher education should
secure some periodic, reliable form of third-party assessment
of the quality of its program.



Approximately 1,200 higher education institutions offer pro-
grams for the education of prospective teachers; fewer than
half of these are accredited by a national accreditation organi-
zation. The Task Force strongly urges that all institutions seek
some form of reliable third-party appraisal, either through
accreditation or through the appointment of an independent
visiting committee, to undertake an objective assessment of
the quality of the teacher education program. To ensure credi-
bility, the results of this evaluation should be made public in

an appropriate form.

In addition to actions taken independently by college and uni-
versities, every state carries out some form of quality evalua-
tion for the purpose of licensing its teachers. The Higher
Education Amendments of 1998 mandated that the results of
state teacher examinations be made public. We urge support
for these forms of public and professional accountability, as
well.

American higher education is respected throughout the world
for its long tradition of voluntary self-regulation of the quality
of its academic programs. It is important that college and uni-
versity presidents not surrender that authority by default in
the case of teacher education. We therefore urge presidents
either to embrace independent assessment of the quality of
their teacher education programs, or close their teacher edu-

cation programs.

Presidents Must Require that
Education Faculty and Courses are
Coordinated with Arts and Sciences
Faculty and Courses.

A common problem in colleges and universities is that facul-
ties and programs become isolated behind departmental
lines. The responsibility for preparing prospective teachers in
the subject areas they will teach rests not only with school of
education faculty but also with faculty of the institution as a
whole-especially the arts and sciences faculty. Because the
education of teachers requires coordination and engagement
that goes beyond disciplinary boundaries, strong presidential
leadership is critical to the success of any teacher education

program.

To achieve a common vision, a well-integrated curriculum,
and an explicit point of accountability, presidents, working
through their chief academic officers, should give strong
and visible support to the appointment of an effective over-
sight committee of academic leaders. These leaders, both
from the arts and sciences and from education, should craft
and supervise the curriculum and academic standards for
the teacher education program. They should stand account-
able to the chief academic officer, to the president, and to
the governing board for the quality of teacher education pro-
grams and offerings.

Any number of mechanisms can be devised to bring the disci-
plinary, pedagogical, and clinical expertise together in a uni-
fied whole. Whatever the approach, the aim should be to
move teacher education beyond the confines of a single

The responsibility for
preparing prospective
teachers in the subject
areas they will teach rests
not only with school of
education faculty but also
with faculty of the
institution as a whole—
especially the arts and
sciences faculty.
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The federal government,
too, should spend just as
much on equipping teachers
to use technology as it
does to buy the hardware.
One of these investments

is meaningless without

the other.

department or college and raise it to the institutional level.
This will not happen without the continuous oversight and
attention of the chief academic officer and, when necessary,

the intervention of the president.

Presidents Should Ensure that Their
Teacher Education Programs Have the
Equipment, Facilities, and Personnel
Necessary to Educate Future Teachers
in the Uses of Technology.

The nation must think beyond connecting schools to the
Internet and instead think about keeping schools and teachers
well-informed about the effective use of technology for educa-
tional purposes. High-speed connections, complete digital
services, and modern computers are basic to every profes-
sional workplace and are essential to student learning in the
21st century. But technology will fail to meet its educational
promise if we neglect to equip teachers with the skills they
need to understand and use it. To touch the future, teachers
must understand, be able to use, and be prepared to teach
with and about the new technologies. Both veteran teachers
and prospective teachers need sophisticated, intensive expo-

sure to the uses and misuses of technology.

Students who will become teachers over the next decade are
likely to have a much greater comfort level with and practical
understanding of technology than mid- or late-career teach-
ers, if for no other reason than that they have grown up along-
side the technology. But this fact does not obviate the need to
ensure that prospective teachers have the experience and

knowledge they need to effectively apply their familiarity with

eAmerican Council on Education

technology to its particular uses in the classroom. Colleges
and universities must provide technology education that
enhances the capacities of teachers in proven, observable
ways. Teacher education program personnel need to be
encouraged—with either the carrot or the stick—to integrate
the teaching of technology into teacher preparation curricula,
and they must be given the resources and the training they
need to do it effectively.

All of this will cost money, but if teachers are to stay ahead of
the curve and, more important, to stay ahead of their stu-
dents, presidents will need to step forward and champion the
allocation of institutional funds for this purpose. The federal
government, too, should spend just as much on equipping
teachers to use technology as it does to buy the hardware. One

of these investments is meaningless without the other.

Presidents of Graduate and Research
Universities Have a Special
Responsibility to be Advocates for
Graduate Education, Scholarship,
and Research in the Education of
Teachers.

Action
Seven

It is difficult to identify an area of comparable importance to
society—agriculture, health, or national defense—where so
little is invested in research and development as in the educa-
tion of teachers.

Sound decisions regarding the education of teachers depend
in part on reliable evidence of outcomes. Although the

research on teaching has expanded in the last few years, the



storehouse of empirical data on teaching quality remains
sparse. We know too little, for example, about the specific
characteristics of teacher performance. We still do not fully
understand even the basics—such as how teacher knowledge

correlates with student achievement.

There are especially pressing needs for research directed
toward the practitioner (Wyatt, 1994). Too much education
research today is written for other educational researchers in
a specialized language that is largely inaccessible to others
(Miller, 1999). In professions such as business, engineering,
law, and health care, practitioners read research journals
regularly in order to improve their daily practice. The key to
developing a similar culture among teachers is to build a
strong and credible research capacity in which findings have
applications that are useful to the classroom practice of

teachers.

Colleges and universities themselves spend too little of their
budgets on evaluation, assessment, and development of new
and innovative approaches to teaching and learning. The

states’ investments are equally insignificant.

The primary source for research funding in higher education,
however, is the federal government. And here the record is
shocking. Federal appropriations for research and graduate
education in teaching and teacher education constitute less
than 1 percent of total federal research expenditures. In FY
1999, the federal government allocated $37 billion for
defense-related research; $16 billion for biomedical research;

$5 billion for space research; $3.7 billion for research funded

by the National Science Foundation; $1.7 billion for agricul-
tural research; and less than $300 million for research in edu-
cation (Office of Management and Budget, 1999). Given the
professed concern of politicians and the public for improving
education in the country, this level of federal funding for

research in teaching and learning is indefensibly inadequate.

Presidents, especially those leading research-intensive uni-
versities, can be strong advocates for a sharp increase in fed-
eral funds for graduate education and research on teaching,
learning, and the education of teachers. With the nation
spending $300 billion a year on public elementary and sec-
ondary education (NCES, 1997b), it is not unreasonable that
the federal government invest an additional 1 percent of
that amount ($3 billion) in college- and university-based
education research and graduate education. Presidents also
can support increasing their own institutional funding for
education research and for those graduate programs that
will develop the next generation of faculty members, the

educators of tomorrow’s teachers.

College and University Leaders
Should Strengthen Inter-Institutional
Transfer and Recruitment Processes.

Most of today’s college students attend more than one institu-
tion of higher education before receiving a degree
(McCormick and Horn, 1996). In the field of teacher educa-
tion, Henke (1996) has determined that more than one-fifth
of those who will become practicing teachers start out at com-

munity colleges. Many educational leaders believe the actual

There are especially
pressing needs for research
directed toward the
practitioner (Wyatt, 1994).
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America should set a goal:
By the year 2005, we should
cut in half the attrition rate
that currently exists among
newly qualified teachers.

number of teachers beginning their academic careers in com-
munity colleges is much higher. Large numbers of other stu-
dents move from one four-year college to another before

completing their degrees.

Community college leaders are well aware of the role their
institutions play in the education of teachers, but often the
rest of the higher education community is not. This student
mobility can upset the coherence of the teacher education
program unless institutions cooperate to design articulation
agreements that specify how programs fit together. Carefully
crafted articulation agreements can strengthen the quality of
academic programs, enable students to move smoothly from
one academic setting to another, and, ultimately, improve the

quality of teachers available to serve the nation’s schools.

Supportive articulation agreements with community colleges
hold special promise for improving the diversity of the teach-
ing force. Community colleges enroll a larger proportion of
minority students than four-year institutions (Foote, 1997).
They also are an entry point for mid-career adults. Clearer
pathways can encourage both mid-career adults and minority
students to pursue careers as teachers. Establishing functional
relationships with other colleges and universities and devel-
oping clearer pathways to degree completion are two good

ways of expanding the numbers entering teaching careers.
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Presidents Should Ensure that
Graduates of Their Teacher Education
Programs are Supported, Monitored,
and Mentored.

Clinical partnerships between colleges and schools to provide
new teachers with continuing assistance and mentoring fol-
lowing graduation would enhance significantly the success
and survival of teacher education program graduates. Such
partnerships provide opportunities for graduates to upgrade
their skills, receive help from master teachers, and gain per-

spective and support through peer group activities.

Teachers’ career development and persistence, as with other
professionals, depends on continuous learning and support.
Colleges and universities need to ensure continuing profes-
sional growth for teachers during a student’s college years and

early career through well-designed induction programs.

Just as important, colleges and universities, working in part-
nership with the schools, should assist experienced teachers
with strong, well-crafted professional development opportuni-
ties that utilize both the faculty and the research resources of
the institution. In addition to strengthening teachers’ skills in
managing the changing classroom and keeping current in sub-
ject matter knowledge, such programs provide peer support
for teachers and maintain an essential link between institu-

tions of higher education and the schools.



America should set a goal: By the year 2005, we should cut in
half the attrition rate that currently exists among newly quali-
fied teachers. This goal will be accomplished only if colleges
and universities engage actively in a support and guidance
system that serves both the graduates themselves and the

schools that employ them.

Presidents Should Speak Out on
Issues Associated with Teachers and
Teaching and Should Join with Other
Opinion Leaders to Shape Public
Policy.

Even as college and university presidents act to improve the
teaching of teachers, a school environment that does not
foster and reward excellence will not attract or retain the best

teachers.

Serious systemic problems face America’s public schools.
College and university presidents must join with governors,
business and opinion leaders, public policy makers, and
teachers themselves to reform the system. Teacher salaries
are not competitive. The environment of the schools is not
conducive to productive professional practice. Teachers do
not have available to them the tools or support systems that
are essential to their task.

The best teacher education programs in the world—by
themselves—will not remedy these and other deep-seated
systemic deficiencies. College and university presidents are

the spokespersons and agents for their institutions in the

larger society. It is crucial that they play a vigorous role in
advocating for and supporting constructive change in the

system.

One area requiring attention is the need for more carefully
crafted and relevant standards for state licensure of teachers.
As in any profession, the license to practice ought to serve as
a safeguard and warranty to assure the public that its holder is
qualified to perform professional service. Presidents can be
engaged actively as advocates for appropriate standards of
quality, working with governors, legislators, and community
leaders to assess and improve state licensure requirements.
Better standards of state licensure, in turn, will serve to both
improve the quality of entering teachers and strengthen

teacher education programs themselves.

A second area of public policy that requires the special atten-
tion of presidents is the widespread practice in many school
systems of employing teachers who are unlicensed and under-
prepared in the subjects they are teaching. That many stu-
dents in America—often those most in need of excellent
teachers—are taught by unqualified teachers is a reprehensible
form of publicly sanctioned malpractice. Just as no person
should receive medical care from a person who is not qualified
or reliably certified as a health-care professional, no student
should face an unqualified or uncertified teacher. Presidents
can be leaders in efforts to abolish the use of emergency unli-
censed teachers. Presidents can collaborate with other influ-
ential citizens to change public policy and to provide both
sanctions and incentives, particularly higher pay and better

Presidents can collaborate
with other influential
citizens to change public
policy and to provide both
sanctions and incentives,
particularly higher pay and
better working conditions,
to enable school systems
to employ and retain fully
competent, qualified
teachers.
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working conditions, to enable school systems to employ and

retain fully competent, qualified teachers.

Presidents represent the academy to the outside world. The
education of teachers is a partnership between the academy
and the community. Every citizen in the nation has a stake in
the effectiveness of the nation’s schools. Presidents have a
special responsibility and opportunity to build alliances with
external constituencies and to develop stronger public sup-

port for learning at every level by every sector in the society.

To fulfill this responsibility, presidents need to be visibly
engaged, vocal spokespersons and strong public leaders in the
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field of education. Presidents can forge and reinforce strong
ties with the schools, with state departments of education,
with public policy makers, and with business leaders; they can
make their presence felt at public events; they can write opin-
ion pieces for the newspapers; and they can appear on broad-
cast talk and news programs. Most college and university
presidents enjoy the confidence of the public and have a
visible platform from which to speak. On the issues of teacher
education, high-quality schools, and the role of learning in

our society, presidents need to be heard.



Touching the Future

s Christa McAuliffe reminded us, edu-
cation is and always has been about the
future. College and university presi-
dents are in a special position to touch
and shape that future. Presidents are
keepers of the covenant between the
nation’s colleges and universities and
its schoolchildren. This report calls repeatedly for leadership.
‘We have urged that the leadership come from college and uni-
versity presidents. It is presidents who serve as catalysts for
change, as alliance builders, as visible and respected leaders in
communities, as advocates for learning and the human spirit,

and as influential framers of academic and public policy.

America stands at a point in its history where the political will
to improve education is strong. We know what needs to be

done and what directions to take. Our call is for colleges and

universities—their faculties, academic leaders, and governing
boards—led by their presidents, to take on the challenge of
shaping the future of teacher education in this country.

Every schoolchild in America needs and deserves teachers of
the highest quality this nation is capable of producing. The
two partners in achieving this goal are the school systems that
employ teachers and the colleges and universities that educate
them. Unless both partners change, the country will not
prosper. Higher education must demand more of its students—
future teachers—and more of itself. And school systems must
do more to develop the talents of teachers and make the pro-

fession a more attractive career.

Action by presidents and institutions of higher learning,

properly executed, will help us to touch the future.

To Touch the Futurea
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Appendix A

A Call for Teacher Education Reform: A Report of the
AASCU Task Force on Teacher Education

In Support of AASCU’s Call for Teacher Education Reform

AASCU presidents and chancellors have consistently recognized their
role in ensuring that our nation’s teachers are well prepared. Many of
our campuses’ teacher preparation programs are effective and are
producing quality teachers who perform well in the classroom.
However, there are other institutions whose programs have not pro-
duced the desired results, and the need for improvement in those pro-
grams continues. AASCU institutions educate 54 percent of all the
teachers in the United States. These colleges and universities must
accept their responsibility for ensuring that, despite today’s changing
and challenging classroom environment, they produce teachers
whose excellence is demonstrated by fine and effective classroom
teaching. Itis the students as well as society who will benefit from this
commitment.

James B. Appleberry, President
American Association of State
Colleges and Universities

AASCU’s call for the reform and revitalization of teacher education is
precisely on target. All universities and their presidents and chancel-
lors should work to make quality education for our nation’s teachers
a top campus priority. I commend this excellent report to the atten-
tion of the presidents and leaders of the National Association of State
Universities and Land-Grant Colleges.

C. Peter Magrath, President
National Association of State
Universities and Land-Grant Colleges

he call for the reform of teacher education has
been heard for at least a decade as an expression
of the public’s distress with the perceived inade-
quacies of our nation’s schools to effectively
educate our children. There are numerous
measurable demonstrations of poor perform-
ance by America’s public school students com-
pared to students of the same age and level in other countries that
validate the public’s concerns, and the concerns of employers.

Research findings show that the quality of the classroom teacher can
be a determining factor in the quality of a student’s educational expe-
rience, even though family and the community also play critical
roles.

Much of the responsibility of ensuring that teachers are effective
must rest with the colleges and universities that prepare them. This

To Touch the Futuree




eAmerican Council on

does not come as a surprise to those who have educated the nation’s
teachers. The institutions that are members of the American
Association of State Colleges and Universities (AASCU) produce
nearly three-fifths of the beginning schoolteachers in the United
States. For this reason, the presidents and chancellors of these com-
prehensive colleges and universities have recognized the need for and
their role in ensuring the quality of teacher education programs, and
the fostering of reform where needed.

AASCU’s Statement on Responsibilities for Teacher Education, pub-
lished in 1994 as a result of its national Teach America project, called
for teacher education to be a high priority for the entire campus, and
for presidents to provide leadership to ensure continuous quality
improvement in teacher preparation programs. This call for action
also recommended broad principles to guide reform. Many campuses
have engaged in significant reform, yet the need for improvement
continues.

AASCU, through an appointed task force of college and university
presidents and chancellors, provosts and vice presidents, and state
education leaders has again tackled the need for reform in many of its
institution’s teacher preparation programs. Drawing from the earlier
work in Teach America and after a study of the current literature,
AASCU is again calling for specific actions on the part of campuses to
further the reform of teacher preparation. The urgency for reform
has never been more apparent. This document supports a vision that
AASCU institutions can and will produce the most effective and best-
prepared teachers in the world.

Vision Statement

AASCU colleges and universities, through their teacher education
programs, accept the responsibility for preparing the nation’s school-
teachers. They are committed to producing graduates who are the
best-prepared teachers in the world, and representative of the ethnic-
ity of the nation’s population. These teachers will be prepared to
meet the challenges presented by the full range of ethnic, economic,
and intellectual diversity represented in the nation’s schools.

Education

Graduates of AASCU teacher education programs will be committed
to the highest intellectual standards for all students and dedicated to
strong social and moral values for the nation.

Graduates of AASCU teacher education programs will be current in
their fields of specialization, and committed to personal growth and
continuous development. Trained in the latest learning theory and
pedagogical techniques, these teachers will continuously review
knowledge about education theory and practice with colleagues and
mentors to stay abreast and to respond to the needs of a diverse stu-
dent population. As practicing teachers, they will be deeply grounded
in the subject matter they will teach. They will also study with faculty
from other disciplines outside the colleges of education who will par-
ticipate in their continuing professional development as a function of
a university-wide responsibility for teacher preparation.

Prepared to confront the complex dynamics of the modern classroom
with a high level of professionalism, graduates of AASCU institutions
will thus devote a significant number of years to the teaching profes-
sion. Through their commitment, and as a result of the significant
improvement of salaries and working conditions in the schools,
teaching will be raised to one of the most esteemed professions.

AASCU teacher education programs will attract America’s best and
brightest students whose excellence will be measurably demonstrated
through fine classroom teaching. These graduates will focus on stu-
dent learning and will participate actively in the reform of the schools
they serve.

The dramatic changes in the conditions of society demand a higher
level of ability for teachers to function effectively in the classroom,
and reform must be considered in the context of the dynamic and
complex learning environment in which teachers and students oper-
ate. Systemic changes need to occur and the impetus must come from
avariety of sectors.



To Fulfill This Vision AASCU Presidents and Chancellors
Should:

o take the lead to ensure that teacher education is a top campus
priority;

o declare that the preparation of teachers is the responsibility of
the entire campus;

e demonstrate the priority of teacher education by making budget
and personnel decisions that support a high-quality teacher
preparation program;

e emphasize the importance of teacher education reform in fre-
quent public statements;

o work in the community and the state for necessary changes in the
schools; and

o share and acknowledge effective reform efforts of other national
organizations, such as those by the National Commission on
Teaching and America’s Future, the Council for Basic Education,
the Renaissance Group and many others.

To Fulfill This Vision AASCU Institutions, Under the
Leadership of Their Presidents, Should Ensure That:

® The reform of teacher education programs occurs simultaneously
with the reform of the schools they serve.
Teacher education programs must join with the public schools in
close cooperative relationships to achieve this goal. If teacher
education programs are to attract the brightest students, the con-
ditions of employment in the schools must be improved. There
needs to be planning time, teacher involvement in curriculum,
enhanced professional development opportunities and higher
salaries.

®  Through cooperative relationships with the schools, teacher educa-
tion programs form partnerships and establish professional devel-
opment programs so that all of the teacher education students can
benefit by the close alliances and can profit from extensive in-
school experiences.
These partnerships must have the full support of the college and
university presidents and the school administrations. They must

operate according to the highest standards. Teachers who have
been selected into programs such as the national Teachers Hall of
Fame at Emporia State University in Kansas and other teachers
with whom AASCU consulted all emphasized the importance of
early and frequent in-school experiences for the students prepar-
ing to teach.

o Curriculum pl

and imple
between faculty in education programs and faculty in other aca-
demic disciplines.

Teacher education is the responsibility of the entire campus and
everyone must invest in its success. The barrier between disci-
pline-based faculty—typically housed in the arts and sciences—

ion is a joint endeavor

and the faculty in professional education programs must be
eliminated.
o Future teachers have a thorough preparation in subject matter dis-
cipline and are able to help the students they teach learn that sub-
Ject matter.
Teacher education students must be tested/assessed in both sub-
stance and pedagogy in preparation for certification to document
appropriate knowledge in the field of specialization and perform-
ance ability in the classroom.

Institutions should consider offering a ”guarantee” to hiring school
districts. Those graduates who do not perform satisfactorily could be
offered enrollment again in the teacher education program at no cost
to the student or district. Ideally, the teacher education program and
the school district should jointly evaluate perceived problems and
design specific approaches to the solution.

o Teacher education programs attract, recruit and retain superior
students.
School districts and colleges and universities should work
together to develop aggressive recruitment strategies, including
but not limited to scholarships at a local and state level, tax cred-
its, and student loan forgiveness.

Colleges and school districts should develop early identification pro-
grams to recruit the most promising students into teacher prepara-
tion programs. Limiting the number of students allowed into a
program by grade point or other quality measures will create a strain
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on supply at a time when demand is increasing, but it is a necessary
step.

AASCU supports the establishment of high standards such as those
espoused by the National Board for Professional Teaching Standards
and the Council for Basic Education, and encourages continued work
by these and other groups.

‘Where there has been a lack of respect for intellectual achievement,
the local campus culture must change. A consideration of the success
of a program should include an examination of its intellectual quality.

Atleast 75 percent of each entering class in teacher education should
be in the top 25 percent of the total student body, and all should have
earned a grade point upon entering a professional teacher education

program of at least 3.0 on a four point scale in college-level courses.

o Each teacher education program has a plan to increase the ethnic
diversity of the pool of prospective teachers.

The shortage of qualified minority candidates for teaching posi-
tions is a critical problem. Teacher education programs cannot
meet their obligations to the community without greater diversity
in the pool of graduates. AASCU would encourage early identifi-
cation programs that begin as early as middle school to find and
encourage promising teachers.

o Al potential teachers are prepared to teach diverse learners.
Students develop and learn at different rates according to their
interests, abilities and skills, and according to the experiences
they bring from diverse backgrounds. All teacher education pro-
grams should be able to demonstrate the manner in which gradu-
ates are able to meet the needs of a diverse population.

o All teacher preparation programs include training in the use of
technology for instruction.

Technology to enhance learning should be a hallmark of teacher
preparation programs.

® Programs, whether four- or five-year, meet the highest standards
of both content and pedagogy and are fully integrated through the
Sull four- or five-year’s curriculum.

eAmerican Council on Education

o Institutions acknowledge that accreditation is best achieved
through voluntary agreement between institutions and accrediting
agencies and ensure that there is an alignment between the stan-
dards for accreditation and certification.

Accreditation should be related to program outcomes and accred-
itation review processes should include representatives from the
public schools and the public.

To Fulfill This Vision Policymakers and School Boards Should:

o Work to establish a high level of mobility for teachers across state
lines.
This will require reciprocal licensing agreements and portable
pension plans. The teacher shortage will not be evenly distributed
across the country, and those states with teachers in short supply
must be able to recruit nationally.
®  Require high standards for the placement and assignment of
teachers so that they are not assigned outside of the fields for
which they are qualified.
Itis impossible to provide quality education in the schools with
teachers who are not prepared in the disciplines they are asked to
teach. There should be no assignments of teachers in fields for
which they are underprepared and in which they have not been
examined and certified.
®  Establish policies so that school districts and teacher education
programs can enhance the retention of new teachers (such as men-
toring programs for first-year teachers).
No new teacher should be without the friendly guidance of a
master teacher, especially during the first year. Only with colle-
gial help and in an environment that projects a high level of pro-
fessionalism and reward will new teachers be committed to a
lifetime career.
® Provide regular professional development opportunities for all
teachers, ideally developed in conjunction with colleges and uni-
versities.
This can be done in part through partnerships/professional
development efforts, but must be at a level of intensity and intel-
lectual sophistication to contribute to educational excellence.



o Establish salary levels that are sufficiently attractive to recruit
strong students to teaching.
In a society that measures value to a large degree in levels of pay,
prestige necessary to attract good students is impossible without
pay levels that are calculated to provide a strong sense of well-
being for those starting in the profession.

To FulFill This Vision the State Should:

o acknowledge the critical role that state government through the
power of state education departments has in the improvement of
teacher education;

o establish and demand high standards for teacher certification
based upon valid and reliable performance; and

o work cooperatively to ensure that licensing examinations provide
comparative information across state lines.

To Fulfill This Action AASCU Should:

o Urge the closing of teacher education programs that are unable to
achieve the recommended reforms within five years.

® Advocate for expansion of the strongest teacher education pro-
grams in order to meet the demand for more teachers, even while
some programs are eliminated.

o Establish a review panel of presidents to collect information on
the success of the reform efforts, to evaluate that information and
to recommend new reform methods where appropriate.

e Communicate with other groups devoted to teacher education
reform.

® Assess the progress of the association’s reform recommendations
and release the findings of that assessment.

The Task Force recommends the submission of the following two res-
olutions to the AASCU membership.

Resolution I
Whereas, AASCU institutions produce the largest proportion of teach-
ers for America’s schools; and

Whereas, The need for reform of teacher education is widely recog-
nized; and

Whereas, AASCU agrees with the compelling need for reform. Be it
therefore

Resolved, that AASCU teacher education programs pledge fundamen-
tal reform of teacher education as set forth in the AASCU Task Force
Report; and

That AASCU agrees to publicly identify those presidents with special
institutional recognition who will commit to teacher education as a
number one campus priority for a five-year period to implement the
reforms.

Resolution II
Whereas, 1t is acknowledged that the teacher
in the classroom is the key to good public education; and

Whereas, AASCU teacher education programs train most American
teachers; and

Whereas, Reforming teacher education in fundamental ways
depends on the health of the teaching profession
in the public school setting. Be it therefore

Resolved, that AASCU appeals to the nation’s school and state educa-
tion authorities to join with the colleges and universities to bring about
simultaneous reform, as called for in the report of the AASCU Task
Force on Teacher Education.
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Appendix B

Resolution on Teacher Education
American Association of Universities
June 1999

tis time for America—and America’s universities—to
make a new, sustained commitment to teachers and,
hence, to the millions of students whose lives they
shape. The universities we represent, in which
research is one central function, have a
special responsibility to make such a commitment. We
are committed to inquiry and to learning, and so we
must more fully understand how people learn and must more
effectively assist those who teach. AAU institutions—which have
long been partners in serving the needs of the nation-must use
their resources of our institutions to support and nurture our
teachers and the educational systems in which they work.

The challenges faced by the nation’s elementary and secondary
schools are enormous. Helping these schools and their teachers
prepare young people for lives of meaning in 21st-century
America will require many and more creative actions on the part

of individuals and institutions. The research universities we
represent intend to work with and, in many cases, already are
working with the schools to strengthen the preparation of new
teachers in our universities and to contribute more substan-
tially to the continuing professional development of in-service
teachers.

For the last year, the AAU, through its Committee on
Undergraduate Education, has been carefully considering ways
in which research universities can renew their commitment to
teacher education. Today, the Association endorses the follow-
ing agenda and encourages continued implementation of this
agenda within its member institutions:

o more fully integrate teacher education and professional
development programs into the rest of the university;

e make possible and encourage the certification of appropri-
ate disciplinary majors as teachers, and explore the develop-
ment of sound alternative certification routes;

e recognize and strengthen the role of our graduate programs
in providing leaders for K-12 schools and in preparing future
college and university faculty who will teach the next genera-
tion of teachers;

e make more research experiences available to current and
future elementary and secondary school teachers, especially
in the areas of math and science;
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better utilize institutional research capabilities to improve
teaching and learning in teacher education programs;
recognize and act on the knowledge that teacher preparation
is inherently a partnership, and create and sustain stronger
ties with schools, state departments of education, intermedi-
ate service providers, and employers in preparation of teach-
ers;

create and sustain stronger programs of continuing educa-
tion for teachers and integrate such programs with initial
preparation programs; and

provide the kind of educational experience to all students
that would attract more of them, including those who have

@American Council on Education

not been advantaged by present systems, to teaching as a
career option.

The Association hopes and expects that these actions will
engage its institutions more fully in joint efforts to ensure that
the benefits of a powerful, content-rich education will be avail-
able to all of America’s young people.
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