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Certlﬁcatlon hurdles trip talented teachers

By Patrick Welsh

The Alexandria, Va., school sys-
tem, where 1 leach, certainly knows

how to save money. 1 wonder how

many other school systems could
boast of having a dedicated. dynamic
Yale graduate, who is loved and re-
spected by students and parents,
teaching 141 kids for $90 a day — the
pay of a long-term substitute.

That's what my colleague Anne
Peacock got paid for her services
last month. And she’s supposed to
feel lucky, because if the personnel
office had its way, she wouldn't have
a job at all.

Peacock’s problem: As of the be-
ginning of the school year, she hadn't
been officially certified by the state
of »Virginia, even though this past
summer she finished all of the educa-
tion courses required. So.after three
years of stellar teaching under a pro-
visionat certificate, Peacock was told
by our assistant director of human re-
sources that she couldn't be rehired.
She was advised to take a job she was
offered in the District of Columbia
schools and sent an official letter of
termination, Were it not for the in-

tervention of our principal, we would

have lost Peacock. She finally re-
ceived her official certification this
month and was put on the regular
pay scale.

For me, Peacock’s case is just an-
other maddening reminder of how
the education burzaucrafs in my

school district -— tike others across

the country — are 50 wedded to their
phony credentialing systems and so

bhnd or even at tnmes indifferent, to
the highly talented prospects who
want to teach. The myth that people
who are “uncertified” shouldn’t be al-
fowed to teach is turning away many
of the brightest, most idealistic young
people.

Al the heart of the obfsessnon w1th

certification is a misunderstanding of’

what constitutes good teaching.

" Take David Keener, perhaps the
most highly respected of about 1,000
Alexandria teachers. Last year,

. Keener was the Virginia winner of

the Presidential Award for Excel-
lence in Mathematics and Science
Teaching. On last year’s- Advanced
Placement test in biology, 74% of his
students — 39 out of 47 — received
grades of 5, the highest possible. The
national average for 5's on the biolo-
gy test is 17%.

But Keener’s notion of what goes
into good teaching is at odds with that
of the gatekeepers at the state and lo-
cal level. To Keener, who first taught
for 10-years in Catholic schools with-
out being certifled, “the most crucial

. thing is to have people who know and

love their subjects . .. who can com-
municate that love and excitement to
their students ... who care about
young people. We should hire those
types, whether they are certified or

not, and then have experienced

teachers within the school train
them.”

Though our school bureaucrats
like to hoast about the test scores
Keener's students achieve and the
awards he has won, they don't get hxs
idea about teaching.

© Anne Peacock is just the kind of
teacher Keener is {alking aboul.
When she was hired three years ago,

Peacock wasn't sure if teaching was -

for her. But after two very successful
and happy years as a social studies
teacher and coach of softball and
basketball, she became hooked, as
many bright young people do once
they are given the chance to teach.

The way this talented young wom-
an was treated makes me. wonder
whether school bureaucrats prefer {o
hire unthreatening graduates of me-
diocre colleges — the same kKind of
institutions many of them come from
— instead of top minds from the best
universities. .

The treatment of Caitlin Riley only
supports my suspicion.

Riley is ‘a 25-year-old woman
with a bachelor’s degree in ur-
ban sociology from the Uni- 7
versity of Pennsylvania i
and a master’s in education 8
from Harvard. Like Pea- g :

»

At the heart of the
.. obsession with
* certification is a
misunderstanding of
what constitutes good

teaching. , i

v

cock, she didn't go to col- =
lege with the idea of being

a teacher. But in her senior
year at Penn, she got a
Ford Foundation grant to ~ 2
study school reform in .
Philadelphia. After visiting

many inner-cily schools,

she decided that teaching was for
her. Her Harvard program got her
certified to teach in Massachusetts,
and Alexandria hired her, saying that
the state would inform her during the

_ year whether she had to take any ex-

tra courses for Virginia certification.
In the middie of the year, the state
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told Reilly that she needed 33 credits
to be certified in Virginia.

After arguing back and forth with
state officials, to no avail, Riley wrote
Gov. James Gilmore, explaining her
educational background and making
it clear that if Virginia insisted on 33
hours, she was guing to another state
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to teach or to a private school. A few
weeks later, she got a letter from the
state certification “experts” cutting
the requirements from 33 hours to
six.

“It breaks my heart to see so many
talented prospects turned away be-

cause of these bizarre requirements

and the tack of flexibility and un-
derstanding,” Riley says.

The experiences of Riley and Pea-
cock illustrate what I've long be-
lieved: that administrators see teach-
ing positions as just slots to be filled
with a warm body — a certified body,

.. of course. The disrespect of adminis-

trators for teaching is obvious when
one of them gets-demoted. There is
no worse fate for a bureaucrat than
to be "sent back to the classroom.”
Many choose retirement rather than
suffer that indignity.

It would be wonderful news for
kids and parents and American edu-
cation in general if school systems
went out and tried fo lure the bright-
est and most dynamic young people
into teaching, regardless of certifica-
tion, and then, as David Keener sug-
gests, irained them in individual
schools. The most promising
prospects could be given signing bo-
auses in return for a commitinent of
at least three years.

But don't expect that to happen too
soon. The gatekeepers on the slate

~and local level have too much in-
" vested. So do many of the minor-

league education schools, which
would have to shut down. Unlil their
stranglehold is broken, we will sce
more and more talent turmed away
from public education, and the medi-

ocrity of our schools only deepen.

Patrich Welsh is an Fnglish teach-
er at T.C. Williams High School in
Alexandria, Va. He also is a member -
of USA TODAY's board of contrib-
utors.




‘Cloning” your child
sends what message?

The Web site has a photo of an elegant young girl, 11 or so,
with a perfect oval face and long cascades of glistening light-
brown hair. She cradles a doll she says has not left her side since
it arrived in her life Christmas morning. “ think she is the most
beautiful doll I have ever seen,” she croons. . .

Well, of course. The doll looks exactly like her. |

That's the whole point of My Twinn dolls, which can be yours
for about $140 now (more as Christmas gets closer), Basedon a
child’s photo and self-description, each is crafted to have the
same shade of skin, hair color.and eye color (eight shades of
brown eyes alone) as the girl who will own it. The doll's face
matches the child’s, with nose and lips shaped like hers, hair cut
to order and freckles hand-painted where she has them.

These are not simply dolis. These are clone dolls. )

Clone dolls once were available only to those willing to invest
thousands of dollars in a custom-crafted personalized doll. They
are becoming more commonplace as better technology comes

to the doll factory — and to the

Web. In November, a Dream
~ Dolt Designer will be online,

which will let you choose your

doll’s face shape, coloring, skin
tone, “rouge pattern" and per-
sonal history. Designing a clone
is not this product’s stated in-
tent, but the preteen on the
home page holds a doll every
bit as blonde, fairskinned and

Cupid's bow-lipped as the girl

herself.

The same fears that spark
our debates on human cloning
stir in me as I leaf through these
catalogues or click through
these Web sites. What would |
be telling my daughter if ] were

. to buy her such a doll? That she
is 50 fabulous that she’s worth replicating? That this is a chance
to undo all of the mistakes made in the origina! version? That
the person most worth loving is the one most like her?

Two of a kind: My Twinn doll

Claire One, Claire Two

“You could be your doli for Halloween,” says my 6-vear-old
neighbor-Claire, captivated by the idea of a doll she could name
Claire Two. No, you couldn't, insists her sister Rose, 8, because
“you would already be your doll,” The intermingling of two iden-
tities seems not to worry her in the least. She and Claire occupy

~themselves, instead, with trying {0 decide which available hair

color is closest to Rose's strawberry blonde.

Both girls say playing with a clone doll wouldn't feel like play-
ing with a best friend or a twin or a surrogate daughter. It would
be, they say, like holding a 23-inch version of yourself.

My Twinn outrages my daughter Jess, who at 19 already looks
back on her childhood with nostalgia. “Don't these people give
kids credit for having any imagination?” she fumes. “Don't they
think you can love a doll that doesn't 100k just like you?”

In recent years, the toy industry has diversified the dolihouse,
creating dolis with facial features and skin tones closer to those
of Asian, Hispanic and African-American girls. Mattel Inc. Savs
its line of 20 American Girl Today dolls “represents the individ-
uality and diversity of today's girls and reflects their wide varie-
ty of lifestyles and interests.” o

Experts see such do)l diversity mostly as a good trend. It
grounds kids in reality, says Maryland therapist Sally Madden,
and makes them feel they are important enough, unique
enough, to warrant this special effort to create a miniature like-
ness. Madden considers it simitar to the ability of today's kids to
do what no other generation could: to watch themselves on tele-
vision, via home video, engaged in activities they performed

. moments earlier. Such constant visual feedback helps children

form a complete self-idéntity, she says. She thinks clone dolls

‘can.do the same.

Look, but do not touch?

Given their cost, however, My Twinn dolis are more likely to
become what the industry calls “collectibles” than actual play-
things. According to Stevanne Auerbach, a San Francisco writer

‘who uses the pen name Dr. Toy, these dolis are not intended to

be the ones kids actually play with in imaginative games. They
are gift dolls, meant to stay on the shelf and serve as 3-D me-
mentes of how a child looked at a particular age.

I wonder: What child could resist playing with herself?

In the Brave New World in which our daughters will come in-
to childbearing, we need to be careful about what their play-
things teach them. If clone dolls were truly nothing more than
variations on farnily snapshots, I would not be too concerned.
But they are realistic, irresistible creatures that give special pow-
er to a form of directed reproduction. The clone dolls just might
be teaching a child that manipulating her offspring, whether

- metaphoric or real, fo make them just the way she wants them

— maybe even exactly like her — is perfectly OK.

Robin Marantz Henig, a freelance writer in Takoma Park,
Md,, is'a member of USA TODAY's board of contributors.
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?g Omc the assistant secre:’
SQ of state for SﬂmEmmsom mma

eral’s probe of allegations that she
- leaked classified information was.
“an ordeal,” and she denounced. .
whoever made the charges.

deal, maa what was written about.
.me was malicious,” Mrs. Gati told
e the Senate. Intelligence Commit- |
tee.. “And 1.do note with .sadness
Ewmﬁ it could ‘happen to anyone, but -
- note with great pleasure that.
thanks to the Emmwnaw mm:owa and
f oE, i mmacmmn mnomamuﬁ that

4.the conclusions: wére- ﬁma w@
‘caseisclosed” -

. - clarified Mrs. Gati’s remarks..

-Spokesman-Glyn Davies said |
* Mrs. Gati was referring only to al- |
. -legations that she .leaked mmonoﬁm_
and wacnowmzw ogmﬁsma a secu-

rity clearance:’

Other allegations Emﬂ Mrs. Gati |
and other officials harassed a State
Department intelligence - official .
" have not been resolved, Mr. Davies’
"said. “That issue is cnowmmw.cmmma
.and it is not focused on @3 omn
alone,” he said. “Itis still ongoing.”’

H:m charges grew out of ‘an on-.

joing: discrimination .complaint
_iled g career State Umvmnasmnﬂ

SﬁmEmmsoo analyst m,nmnw ma&-
vary' before ‘the “Equal Employ~ -
ment. Ounozcéa\ OoEBHmm_oP
. Mr: Davies said.

oc}.

" mittee declined to release Inspec-
tor General Jacquelyn L. Wil--

man said yesterday. As a result, it

A e tions or how the inspector mms.wn&
I amﬁmmgpma they were not true.
L r ‘The Washington Times: wmuonwa
o ~'Nov. 14 that the State Uwumngwnﬁ
5 inspector general was, investigat-
c l eign contacts and improperly |
C 'seeking top-secret documents

linking her husband and a mmﬂm%

mﬁmnn to Ecnmme Spy service.- .

A copy of Mrs. Gati’s security -
form, reproduced by The Times,
‘sHowed it was incomplete. There '
was :o.mgmumg.m by a security of-:

proper .. clearance for' access to
Eme. classified intelligence. . -
A committee spokesman -said

. ‘the lapse by saying a completed
~ form was on file at OH» :mwancm?.
‘ters.

. . -~ . .-plain why the incomplete form was
.~ ... _on file at the National Security.
©-.7 . Council, where Mrs. Gati signed it.

- before Eoﬁzm to Em mSﬁm Uwvmﬁ- L

Bma

~ L S

»Fﬁk'{‘
o

C

3 @0Wth

" yesterday that an inspector gen- _.

““What I experienced was an or- “ |

tjl(X)lIfﬁ{ﬂﬂj1i;gi

~The State Uovwwﬂama Hmﬁw ., )

y Oﬂ

. The Senate Hﬁmuﬁmsow Com- "

liams-Bridgers’s report, a muowmm- L

-is not clear who made the. w:mmmf

. ing Mrs, Gati for questionable for- .

ficer, which'is requiréd to prove

Ewm S,EEBm.memwa explained .

L ,; ~ .+ Butthe %owmmams nocE so"mx, !

i

'S’“*‘Dﬁ Ieﬂd?Wa

ges—to | *

“block incomfortable chan

-- protect the narrow

interest of our

members, and not to advance the |
interests of students and schools

‘he said.
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- _yesterday. -
‘ But the Army wxll cons1dera re-

evaluanon if either of two: inves-
.~ tigative bodies recommends a - :
... study as .part:of reports on the
< - Army’s sexual-mlsconduct scan-.-
~dal, said MaJ ‘Mike "Galloucis, -a '

m ystands by mlxed-sex tralmng

= '_,_-‘NO feweW planned unless scandal panels request one

’ By Rowan Soarborough
‘ ATHE WASHINGTON TIMES ;

_its 2-year-old policy of mixed-sex -
-recruit tratmng, a spokesman satd :

- "spokesman. for -Gen. .Dennis J" )

-7+ . Reimer, the' Army chief of staff.

Some confusion on that issue fol-

‘mittee. The committee was explor-

. 'ihg why the’ Army has a problem
" . of male drill instructors sexually .
i;harassmg and’ assaultmg female-»,
e tramees R

Gen. Reimer and Army Secre-

' tary Togo D. West Jr. repeatedly

testified- they do not believe the“

- policy of putting male sergeantsin -’
~control of female recriits is ré-
sponsible_for the problem.: They -
" also repeatedly said they have no .

plans to change the policy. - . .-
~But .Gen.' Reimer, ‘after bemg~
,. :pressed by Sen Rlck Santorum,

GffJe WQbmmnn @tmeé . |

THURSDAY FEBR UARY 6, 1997 o

o

v Pennsylvama Repubhcan sa1d the
. Army would’ at some pomt re\new
: - B the policy.
" The Army hasno plans toreview '

The general said at the hearmg s

“outset the Army had no such plans. .
.Later, he testified that nowis nott _
"' :the time to re-evaluate. . -

_“There are currently no plans in’
the Army, nor has General Reimer
given any guidelines to anyone, to-

“.do a separate study of the’ trammg

bases on - this issue of gender-

“integrated trammg,” Maj. . Gal-=
. loums said yesterday. . -

" He said the only. cucumstance

: that could change that stance is- 1f
" lowed a hearing Tuesday  before
* . ."the Senate Armed Services Com- -~
- recommends an: evaluation.: He
‘added ‘that. neither. mvesugattve
body was asked to look at the i 1ssue :

of mixed-sex training. -
“Maj; Galloucis said Gen. Retmer

only “veered” from that message
‘once during his testimony after be- ,
“ing pressed. by Mr. Santorum. -

“What my boss hassaid all along
is he does not'think any of the. prob-

_lems we have seen at the trannng

bases are related to this gender in-

tegratton at_all” Maj. Gallouc1s
said. - )

Among Gen Rermers answers

. } o

Tuesday to numerous’ questmns on e

- mixed-sex training:

' e*“Some have suggested that we"‘f'-f’: .
take a look at that, and I'm sure -

that ‘if that’s what the [Senate]’

-cominittee. recommends, we will
‘takea look at that. ..

. I believe that
gender—mtegrated trammg cer-.

. ~ta1nly will work well for us. That s

not the issue here.”

o “If that's one of the thmgs that?. o
‘they [task. force members] come.
. back ‘and- say, |‘This is somethmg .

_ that has contributed to this," ‘then I

' think we have to evaluate that. My - .
“‘own opinion is that that’s'not the .
cause of this problem It’s not.a
* policy issue; it is a right-or-wrong
‘issue, as far as I am concerned”” - .

“Some of the reports that I

“ have seen said that this improves
. the' performance of .female -sol-. -

. diers in the gender—mtegrated

trammg, others-have ‘said, no, it -
‘causes a problem. So'I, t‘runk we
have:to lay that all out and look-at
. it and make a determination as to.
-what is best for the- Umted States .
(Army” Co
“I don’t thmk addressmg itat .
';‘thts point in time, with all theemo-
‘tion. surroundmg this- particular
'case is - the nght ttme to do 1t”




Do
/{/gaolf*w

Summary of Riley Press Club Speech:

What is Wrong with the system

. too many teacher education programs are focused on theory and not enough on clinical
experience

. cumbersome certification process

. sink or swim for new teachers

. call for induction/mentoring program for new teachers

Creating a National Partnership :
. announce ED will issue a bi-annual Report on Teacher Quality in December
. announce national conference on teacher quality and recruitment with VP

Improving Recruitment

e support Feinstein/Boxer to provide Pell Grants for Sth year of college for teacher ed
. push Congress on 35,000 teachers .
. acknowledge loan forgiveness program for teachers
. call for extension of DOD Troops to Teachers program
. support creation of national clearinghouse for teacher recruitment
. call for “serious look™ at portability of credentials, years in service and pensions -

Challenges to Higher Education Community

. basic skills test to students enterin teacher educatlon
. endorse Bingaman teacher ed accountability provisions
. teachers should major in subject they are going to teach

K teacher prep focs more on teaching skill than on theory
. call for Congressional action on reading bill--teacher training -
. teacher ed programs pay more attention to special ed and LEP
. teacher ed programs develop closer links with local schools

Challenges to State Government and Local School Districts

. challenge states to create “demanding but flexible” certification process

o stronger focus on assessing knowledge and skills of future.teachers, and support rigorous
alternative pathways to teaching

. challenge every state to eliminate emergency certificates within 5 years

. states/districts end practice of teaching out of field

Incentives for Veteran Teachers

. call for investing in quality professional development programs

. call for “knowledge and skill-based pay” in which teacher are paid for what they know
and can do (like National Board)

. ~ call for fair and competitive salaries for teachers

. teachers should teach in first class buildings--urge Congress to pass school modernization
initiative

e
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ATTRACTING AND PREPARING TOMORROW'’S TEACHERS:
INVESTING IN QUALITY FOR THE 21ST CENTURY

%,

To have the best schools, we must have the best teachers.. and, we should challenge more

of our finest young people to consider teaching as a career.
-- President Clinton, 1997 State of the Union Address

Today President Clinton proposed a $350 million initiative to attract talented people
of all backgrounds into teaching at low-income schools across the nation, and to
dramatically improve the quality of training and preparation given to our future
teachers. This new initiative will help bring nearly 35,000 outstanding new

teachers into high-poverty schools in urban and rural areas over the next five years.

In addition, it will upgrade the quality of teacher preparation at institutions of higher
education that work in partnership with local schools in inner city and poor rural
areas. The President’s initiative will help recruit and prepare teachers nationwide to
help our neediest students succeed in the 21st century.

A NATIONAL CHALLENGE: RECRUITING AND PREPARING THE BEST TEACHERS
FOR THE CLASSROOMS THAT NEED THEM THE MOST.

Nationally, two million teachers must be hired over the next decade to
accommodate rapidly growing student enrollment and an aging teaching force. The
most severe shortages will occur in high-poverty urban and rural schools, which must
hire 350,000 teachers over the next five years. ‘

Urban and rural schools serving high percentages of poor students face especially
serious challenges in their teaching forces, with many teachers arriving without the
qualifications or preparation needed to succeed and with high rates of attrition. In
urban districts, up to 50% of teachers leave the profession within the first five years.
In high poverty schools across the U.S., one-third of students take math from teachers
with neither a major nor a minor in mathematics. Meeting our national challenge
requires providing a sufficient number of well-prepared teachers to fill the expected
vacancies in urban and,rural schools.

MEETING THE CHALLENGE: RECRUITING NEW TEACHERS INTO
HIGH-POVERTY SCHOOLS AND IMPROVING THE PREPARATION OF

FUTURE TEACHERS IN THOSE SCHOOLS

Teaching Fellowships to Help Talented People from All Backgrounds Teach in
High-Poverty Schools. The President’s initiative will provide five-year competitive
grants to institutions of higher education with high-quality teacher preparation
programs, in partnership with local schools and others, to offer scholarships and other
support to prepare prospective teachers who commit to teach in under served urban or
rural schools for at least 3 years. Scholarships could cover costs of tuition, room,
board, and other expenses of completing the teacher preparation program -- as well as

AV
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some costs of mentorship or additional preparation for scholarship recipients in their
first two years of teaching. The President’s proposal will help recruit nearly 35,000
teachers over five years, meeting nearly 10% of the need for new teachers in high
poverty urban and rural communities.

Scholarships for young people and adults making a career change into teaching.
Eligible scholarship recipients would include undergraduate and graduate students,
former military personnel, education paraprofessionals or teacher aides desiring full
teacher certification, and other mid-career professionals looking to enter into the
teaching profession.

A commitment to bringing outstanding new teachers into high-poverty schools.
Eligibility would be limited to those making a commitment to teach in high-poverty
schools for at least three years. Scholarship recipients who do not complete the full
three years would repay the institution of higher education from which they received
their teaching credentials. ‘

Support for Institutions of Higher Education to Strengthen Preparation of Future
Teachers in High-Poverty Schools

Improving teacher training in institutions of higher education placing graduates in
high-poverty schools. The initidtive will provide competitive five-year grants to 10-15
national “lighthouse” models of excellence -- institutions of higher education that
operate the highest quality teacher education programs. Each institution receiving a
“lighthouse” grants will use a majority of these resources to help 8-15 other institutions
of higher education improve their teacher preparation programs, helping to improve the
preparation of future teachers at 150 institutions of higher education across the nation.
These institutions must place a large number of graduates in high-poverty urban or
rural schools.

Drawing on research and best practices, and holding institutions of higher
education accountable for performance. Grant recipients would draw on research
and best practice for preparing future teachers, including such critical strategies as:
forging strong links between schools of education and their universities’ departments of
arts and science, providing future teachers with mentors and structured opportunities
for teaching in elementary and secondary school classrooms, and incorporating the use
of educational technology into teacher preparation. Continuation grants will be given
to institutions making demonstrable progress toward clearly defined objectives.
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High Standards for Teachers

The President’s speech to the North Carolina legislature provides an ideal opportunity to outline his
vision and plan for rewarding good teachers, getting incompetent or burnt-out teachers out of the
classroom, and for getting talented and dedicated teachers into every classroom in America. The major
announcement would be calling on state legislatures around the country to enact major pay incentives
for master teachers who become certified by the National Board (such as the 12% bonus Governor
Hunt has proposed to the North Carolina legislature), and explaining how the President’s budget will
help set this new national standard of excellence in teaching -- a standard which has already gained
wide, bipartisan acceptance.

But the President can also use this announcement to stipulate that our students will not reach national
standards without outstanding teachers, and to lay out -- in greater depth than he has so far -- his
vision for raising teacher quality. The President can issue an appeal to honor and reward good"
teachers while refusing to tolerate failing teachers, challenge talented young people and other mid-
career professionals to enter into teaching and give them the highest-quality preparation, and speak
directly to parents and grandparents, asking them not to discourage their young family members from
going into what will be the noblest and most important career of the information age. With 2 million
teachers to be hired in the next ten-years, the President can challenge the nation to immediately
establish policies and an ethic for the teaching profession that will affect the quality of our children’s
education for decades. . ' - ‘. ' '

For three reasons, th r he North.Carolina legislature will be an ideal opportunity for

 the President to focus on teacher quality. First, Governor Hunt has been spearheading a state and
national effort to focus on raising teacher quality, providing a sensible context for the President to
applaud Hunt’s work in North Carolina, cite Hunt’s proposal to provide a 12% bonus (serious $) to
national board-certified “master teachers™ as the basis for a national challenge, and describe the
President’s vision in context of a hard-hitting report on teaching released last fall by a bipartisan
commission co-chaired by Hunt. Last week’s announcement that North Carolina had the nation’s
largest increase in math scores can underscore the effectiveness of focusing on good teaching.

Second, a presidential focus on high standards for teaching is a natural immediate next step after
addresses on challenging standards and tests for students. The public intuitively understands that the
key to raising standards 1s good teachers, and the President can use this address to help show how to
address this challenge. Timing is also ideal, coming the day after a North Carolina meeting on teaching
that can foreshadow and generate interest in the President’s speech. That meeting will be televised to
educators around the state, and will include Governor Hunt, teachers, university leaders, and -- by
satellite, at 4pm the day before the President’s address -- Secretary Riley.

Third, the national board teaching standards -- championed by Hunt -- provide the best possible
concrete 1llustration of how the President and his budget will help make high standards for teachers
real. The President’s budget contains $100 million over 5 years to help the national board complete its
assessments in all major academic areas, and to provide seed money to help teachers undergo the
board’s intensive review. The board already has bipartisan endorsements from such leaders as Hunt
and Voinavich, and unusual support from education groups who have traditionally opposed efforts to
distinguish among teachers at different levels of quality.



Components of announcements/ major policy address on teaching standards:

>

Call on state legislatures around the country to enact major pay incentives for master teachers
who become certified by the National Board for Professional Teaching Standards (such as the
12% bonus Governor Hunt has proposed to the North Carolina legislature).

Explain how the President’s $100 million budget will help set this new national standard of -
excellence in teaching -- 1.e., support for completion of teacher assessments in all academic
areas and seed capital for master teachers to undergo an intensive board review, leading to a
master teacher for every school in the nation within 10 years. Call on Congress to enact this
budget.

Invite “our nation’s best teachers™ -- the 50 state teachers-of-the-year and others -- to the White
House South Lawn for a celebration of good teaching and announcement of the new national

.teacher-of-the-year during the week of April 15th (The scheduling office confirmed today that

this event will take place, but it has not yet been made publlc) Call for a national day of
recognition that day for America’s best teachers. ‘

Announce details of a national forum on recruiting and preparing teachers to take place the day
after the White House event. This forum will provide an opportunity for 50 teachers-of-the-
year to discuss with higher education leaders how to do a better job at recruiting and preparing -
the highest quality teachers. Also announce epportunity for communities around the country to
participate in the event by satellite, and to organize local discussions with their best teachers

and university leaders about how to recruit and prepare outstanding teachers. (USA Today and
other papers gave considerable coverage to the Secretary’s announcement of this forum 1ast
month, but no details have yet been made pubhc )

Challenge talented young people and mid-career professionals to go into teaching. Speak
directly to parents and grandparents, askmg them not to discourage young people from entering
teaching.

Announce national forum that would take place later in the year on rewarding good teachers
and weeding out those teachers who are incompetent or burnt-out.

Issue broad new challenge such as calling on states and communities to raise teacher salaries
generally, or to offer tax incentives for young people who teach in high-need areas. '
Alternatively, challenge school districts and teacher unions to examine their contracts and find
new ways to reward good teachers and weed out incompetent or burnt-out teachers quickly,
fairly, and less expensively.
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February 14, 1996

Mr. Bruce Reed

Domestic Policy Council

Old Executive Office Building- Room 213
Washington, DC 20500

Dear Mr. Reed:

Over the past half dozen years, Public Agenda has examined attitudes toward
the public schools among the general public, parents with children in public

‘schools, and community and education leaders. A missing and important voice

has been that of public school teachers, so several months ago we undertook a
study of the views of black, white and Hispanic teachers. The result is Given
the Circumstances: Teachers Talk About Public Education Today, and I have
enclosed a copy for your review.

Given the Circumstances explores teachers' attitudes on how well public
schools are doing and what children need to learn. We also seek their opinions
on the "values wars" some communities face and on the importance of
education itself.

While teachers and the public agree on many issues, such as the need to restore
order and discipline in the classroom and in essential elements of the
curriculum, they have very different perspectives on the performance of today's
public schools. Given the obstacles they face, teachers say, they're doing a
good job, and that public schools in which they teach deserve high marks. The
public disagrees.

Recent Public Agenda research, outlined in Assignment Incomplete, identified a
public skeptical of the value of high academic achievement. No doubt to the
dismay of many readers of Given the Circumstances, public school teachers
also are not fierce champions of rigorous academic learning and should not be
counted on as the leading force for higher academic standards.

Coupled with our past research, I think Given the Circumstances may be useful
to the ongoing discussion of how to improve the public schools.

Sincerely,
Deborah Wadsworth
Executive Director

6 East 39th Street, New York, New York 10016-0112 2126866610



. A Summary of Findings From -
‘Given the Ctrcumstances. Teachers Talk About Publtc Educatzon Today

CHAPTER 1: DO PUBLIC SCH()()LS WORK?

®  Finding: goliltr]ary to Most Other Americans, Teachers Give Solidly ngh Ratings to Local Public
' chools '

Earlier Public Agenda research reported that the public and-community leaders have deep reservations about the performance
of their local public schools, with initial expressions of approval.crumbling at the slightest-probing. Teachers, in contrast, give
the public schools in their communities high ratings. They believe that their local public schodls generally-outperform private
schools -- even on such specific criteria as high academic standards and preparation for college. :

Teachers say that given societal pressures and a lack of parental involvement, the schools are doing as well as possible. They
routinely criticize the "bad news bias” of the media and say that comparisons to other nations or to private schools are not useful.

®  Finding: geachers Say Schools Need More Money, Smaller Classes, and Far More Discipline and
rder

Teachers from across the country and at every level express concerns. absut three problems in their.own local schocls inadequate
funding; overcrowded classes; and disorder. Overwhelming majorities of teachers say their schools do not get enough money
to do a good job, that their classes are too crowded, and that disruptive students are now absorbing most of their attention.

Teachers' "big three” concerns differ somewhat from those of the public. Both groups express serious concerns about order,
but teachers express less concern than the public about how well schools teach basic academic skills or maintain student safety.
Consequently, teachers and the public have different starting points. Teachers start with money, class size, and then order. For
the public, safety, order, and the basics are the most serious problems. -

m  Finding: Both Teachers and the Public Cite Lack of Order as a Top Problem and Back Similar
Measures to Address It - A

As noted above, large majorities of teachers and the pubhc name restonng order in schools as a top priority. What' s more, they
share an agreed-upon agenda on how to accomplish this. Teachers and the public strongly support removing persistent
troublernakers from class. Both overwhelrfiingly support keeping students on campus during lunch and banning smoking. And,
although teachers downplay the threat of violence in their own schools, they are even more decisive than the public.in supporting
a proposal to ban kids caught with weaporis or drugs from their schools’ campuses. Support for these measures, among both
teachers and the public, cuts across different racial, economlc, regional groupings and district-types.

At the same time, both teachers and the public are ambivalent about the need for dress codes, and both overwhelmmgly reject
reintroducing corporal pumshment Fmally, both strongly support an env1ronment that fosters self-esteem and makes learning
enjoyable, . -

CHAPTER 2: THE ACADEMIC AGENDA AND HIGHER STANDARDS
®  Finding: Teachers and the Public Agree on What Should Be Taught

Beyond agreeing on prescnptlons 1o nnprove safety and order, téachers and the public have remarkably similar academic
agendas for the nation's students. They both agree by nearly unanimous percentages that teaching basic academic skills is -
critically important. Strong majorities of both teachers and the public also think it is essential to teach computer skills. And,
bysimilar majorities, both consider a grounding in science- and American geography and hlstory essential components of the
curriculum.

L Fmdmg: Teachers, Like Much of the Public, Famr Traditional Appmaches to Education

Teachers are often as wary as other Americans when it comes to teaching innovations now being tried in many school districts,
A strong majority of teachers, including math teachers, reject the early use of calculators in mathematics instruction,
Heterogeneous grouping -- mixing slow and fast leamers in the same classroom -- is also, controver51al thh mcst teachers as
unenthusiastic as the public. . y

Teachers' views are at least partly determined by the grade level they teach. E]efnentary school teacheré are far more supportive

of heterogeneous grouping than are high school teachers. They are more likely than high school teachers to favor concentrating
on creative writing and expression in the early grades, instead of focusing on correct spelling and grammar.

© 1996, Public Agenda
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B Finding: Teachers Support Higher Standards, But Raising Them Is Not Their Most Urgent Goal

Teachers broadly support proposals to raise standards. In decisive numbers, they oppose granting diplomas to students who
have not mastered English. A solid majority wants to insure that students master academic material at each grade level before
they are promoted. Teachers expect higher standards to 1mprove their student's academic performance and show little interest

in "watering down" standards for youngsters from the inner-city or other disadvantaged youth. In these areas, the overall attitudes
of teachers and the public are closely aligned.

But evenl:hough large majorities of teachers voice support for higher standards, they do not generally see low standards -- or
youngsters finishing school without basics -- as widespread or urgent problems. Teachers are generally satisfied with public
schools' performance in teaching academic skills. In contrast, the public and community leaders are significantly less pleased,
and their dissatisfaction gives their support for higher standards an urgency and an edge. Although teachers' support for higher
_standards is genuine, it is less intense than the public's and less dominant in their thinking. Classroom teachers are receptive --
even interested -- but it is questionable whether they will be the driving force behind higher, more rigorous academic standards.

® TFinding: Teachers Are Lukewarm About the Value of Advanced Learning. They Do Not Belleve That
Top-Notch Academic Attainment is Especially Important to uccess

Teachers are not ardent advocates of especially rigorous education. Only a small percentage think a high quality education is
the most important determinant of career success -- a percentage lower than that of the general public. Teachers appear more
concerned with their students' social skills and adjustment than with their attaining top grades and test scores. Half of teachers
view highly educated people with some misgiving, seeing them as either "book smart" and impractical or as elitist snobs. In
addition, few teachers see traditional high-level academic subjects -- from literary classics to advanced mathematics -- as
essential components of the curriculum, even when they themselves teach in that area.

CHAPTER 3: TEACHING VALUES:

®  Finding: Teachers and the Public Agree on What Values Should Be Taught -- Honesty, Responsnblllty,
and Respect for Others '

* Teachers are strong believers in passing mainstream values along to students, and like the 'public, they consider this an important
part of education. Hard work, personal responsibility, and honesty are high on the list of these mainstream values, as are
tolerance and diversity. When it comes to divisive issues such as sex fducation, however, teachers become more cautious.

L Finding: _ Teachers Believe in Teaching Democracy and Helping Newcomers Adopt a New Way of Life

Strong majorities of teachers and the public favor teaching that democracy is the best form of government and promoting habits
of good citizenship such as voting. Both groups overwhelmingly reject separate schools for children from different cultural
backgrounds. Clear majorities of teachers and the public want public schools to help new immigrants assimilate as quickly as
possible, by learni!ng America's language and culture.

CHAPTER 4: SPECIAL FOCUS ON AFRICAN-AMERICAN AND HISPANIC TEACHERS:
B Finding: Minority Teachers Are Less Satisfied With Their Schools' Performance

®  Finding: African-American and Hispanic Teachers Are More Concerned About Violence and
Ineffective Teaching of Basics . :

®  Finding: Mmgrlty Teachers Strongly Support a Varlety of Measures to Restore Safety and Order in
: the Schools

®  Finding: Minority Teachers Share the Same Agenda as White Teachers, but Want More Emphasis
on Social Problems

B Finding: Minority Teachers Also Wary of Teaching Innovations

B Finding: IS&frlcan -American and Hispanic Teachers Express Support for the Pr1nc1ples of Higher
tandards

B Finding: Minority Teachers, Like Whites, Want Schools to Teach Honesty, RESPOIlSlblllty and
Respect for Others

© 1996, Public Agenda
Public Agenda is a nonprofit, nonpartisan organization that seeks to raise the level of public discussion about critical policy chmces facing the
- nation. Copies of Given the Circumstances are available from Public Agenda, 6 E. 39th Street, New York, NY 10016. Tel: 212-686-6610,
g% f2126 82859 34]651 (810 each, or $5 for 10 or more copies. Please add $2.50 for shipping and handling on one book, $5 for 2-5 books, or
or books.)
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' B
! ver the past six years, Public Agenda. 4 nonprofit, nonpartisan research organization focusing
exclusively on public policy issues, hus looked closely at Americans’ attitudes toward the public
schools. In a sertes of in-depth studies, we have reported on the views of the general public, public

school parents, and leaders from such sectors as business, government, media, and higher education,

What has emerged is a deeply disturbing picture of an American public and community leadership |
frustrated and angered by the state of public education. Mounting public concerns — documented by
. Public Agenda and other opinian researchers — have prompted increasingly frank, sometimes
N soul-searching, discussions among educators and concerned reformers based in government, business, and

. ‘ leading educational think tanks. Indeed, recent polls show that education has jumped to the top of the hist
. of public concerns, the focus of what is in effect a national conversation on how to improve the ]
R , public schools. : q
» But discourse on how to improve public education that does not include the concerns and ideas of
classroom teachers is incomplete and probably dangerously inadequate. In their daily interactions with o
. . stadents, teachers play the starring role in education. Most of us remember teachers who could excite us e
N about learning and make us do our best, and we count them among the major influences in our lives.
5
o In addition, those sincerely interested in improving America’s public i
schools cannot afford to discount the views of the classroom teacher, Teachers Discourse on how to
have first-hand experience with what really happens, day-in and day-out, in improve public educa-
. the nation’s classrooms. Thus, making good judgments requires weighing fion that does not
I teachers” testimony along with that of others. include the concerns
Perhaps most important, many substantive elements of education reform and ‘deas‘ of classroom
~ from higher standards to revamped curricula to new kinds of tests — will teachers is incomplete
- be toothless and ineffecrual uniess teachers understand them, believe in them, and probably danger- !
. ) - and make them work. Teachers may be allies, unrapped resources, ously inadequate.
B - . demoralized and beleaguered foot soldiers, or subversives undermining .
S ' reform at every twrn; but whatever their perspectives, they need to be
- understood and taken seriously. . ) 1
Given the Circumstances: Teachers Talk About Public Education Today is Public Agenda’s effort to do just -

that, Our aim is to capture the voices of teachers in school districts across the country, spell cur their
concerns about the schoals, and learn more about their perspective on varions aspects of education reform. :

Given the Circumstances is based primarily on results from two national telephone surveys of public

R . school teachers conducted by Public Agenda in 1995. One survey. conducted as part of Public Agenda’s

L S . Assignment Incomplete study, measured the views of 237 teachers and was completed in May. A second, . .

. completed in December for this report, surveyed 800 teachers from grades four through twelve, as well as “oversamples™

- of black teachers and Hispanic teachers (see Methodology for full details). Both surveys asked teachers ¢

‘ about issues covered in Public Agenda’s previous studies of Americans’ views on public education: First
Things Firer {1994) and Assignment Incomplere (1995).

The project’s intent was two-fold, First, the surveys give voice to the classroom teacher’s perspective on
education issues, issues that are provoking debate nationwide. How are public schools performing? What*
do children need to learn? Whart will help children learn betrer? What do schools need to be effective?
What are the best strategies for change? Second, the surveys compare the views of teachers with those of the
public, parents, and community leadership, uncovering areas of agreement and shared concerns, along
with areas where teachers’ concerns and judgmeénts differ.

A, T
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As with other Public Agenda reports on education. we draw on our entire body of research over the past ;
six years, attemnpting to synthesize what we have learned over time, rather than confining our report 1o T
findings from asingle study. This body of work reflects over a dozen separate reports on education issues
{see Related Puhlications, page 49}, and well over 100 focus groups. ' ;
, ¢
Given the Circumstances reports its findings in four chapters. Chapter One lays out teachers’ judgments i s
about how well public schools in their communities are performing and about specific changes o make > !
them more effective. This chapter focuses particularly on teachers” concerns about discipline and order — . b
an area where teachers” concerns are closely aligned to those of the public, ’ rom Monday through Friday, for nine months of the year, some two-and-a-half million public school
Chapter T}vo mmsio acndem_ic issues, What, in :k}e vit?w of teachers, do children need 1o learrt irf school E ;?gﬁfr;r;:i %Zi:}; i@;;:g::ﬂzg:?;:;éogéiig ;::i; i?;:;gzgepg;mig[;;Z’c:{fo;};e\;/‘:;i{;;
roday? What is absolutely essential, and what less sof This chaprer also looks closely at teachers’ views an heir view. 1d help them do their iobs? In Chapter One. Public Apends describes teachers® judements
what is perhaps the key element of the nationwide reform movement — the drive 1o raise educational tbmrw}e]v.,wr?u P f1ocal publi ! h. s dPh LT i gh This ch "‘ & ) )
standards. Do classroom teachers support this movement? Are they champions of higher standards, or :' out the ped.orfn;ncei °d O‘r:; pubhe schoo ‘sh%nh their P“‘Zi“;fs ore fiﬂgt‘f~b }!‘5:“’!-2?61' ?A}és E’mml:l ar 3
opponenis? Or. does their commitment to higher standards fie somewhere in-between? fm;nuqn e |sc1‘g}>‘.xr;eén AFGEr — af 1S5uc WhiCh COMMAnNAS the concern 01 both teachers anc the public, 2
and an issue 1o which both respond in similar ways X
Chapter Three examines teachers perspectives on what some have called the “values wars™ surfacing . . . . E
in many communities nationwide — heated debates over which textbooks to use in a muulticultural sociery : = Finding: Contrary to Most Other Americans, Teachers Give Solidly High Ratings to Locol :
and what values to emphasize when schools take on the tasks of sex education and AIDS prevention. This ] Public Schools
chapter also looks at the public schools” role in the accudturation of children new to the United States, 2 : ) ) , f
matter of increasing importance in school districts across the country. Fadlier Public Agenda research reparted thot the public and community lenders hove Geen reservations.abaut the perfarmance of ¥
) theit facat public schools, with inifiol expressions of approval cumbling ot the sfightest probing. Teochers, in contrast, give the L
Chapter Four is a special focus on the perspectives of African-American and Hispanic reachers currendy - public schoals in their communities high rafings. They believe that theit focol public schoals generolly cutperfarm grivate schals ,
working in public schaols. Do black and Hispanic teachers share the concerns and judgments of teachers P — even on such specific crterio os high ocodemic stondards ond prepormtian for coftege. ]
in general, or do theyv have distinctive poinis-of-view? To our knowledge. this special focus on the views of " .
minority teachers is a first-of-its-kind study, one that we believe adds another : Teachers say that given societol pressures and o lack of porentol snvolvement, the schools are doing os well os possible. They
important and 1oo-often missing voice 1o the discourse on how 10 improve L. rautinely criticize the “bad news bios™ of he medio and say thot comparisans to other
Are feqcher; public schools. “ : notians o to privote schoals are not useful. . ’ Mare than three-fourths
champions of higher ) . ) of teachers think their
standards, or 0ppo-~ . InAssignment Incomplete, Public Agenda’s 1995 survey of how Americans focal public schools
nents2 Or, does their. g view public education, the public's initially positive evaluations of their local outperform the private
commitment to higher o public schools disimegratled when people weLe asked abou}t‘ sp;:cifics," ones, compared to just
; _ ' S Majorities said that in their communities the private schools were o .
f:zzf:r’ifgfri‘:j:z i . outperforming the public sci_loo‘s, especially in the areas people consicf_ler 33% of the pUbh‘c and
7 . most critical: School safety, higher standards, and order. Most parents with 29% of community
: children in public school acknowledged they would move them to private leaders.
school if they could afford to. But what do teachers think? Are they equally .
critical of how their schools are performing? And if not, why not?
High Grades From Teachers
o . . Public school teachers firmly believe thetr local schools deserve good marks. Despite numerous
: commiissions and reports questioning the performance of the public schools, mounting public disaffection,
and increased discussion of private school alternatives, teachers hold fast to this conviction: Their
N communities have good public schools.
Eighty-six percent of reachers say public schools in their own communities do an excellent or good job,
aview shared by a much smaller 55% majority of the public and 53% of community leaders.* And while
most Americans’ evaluations of local public schools plummer when they compare them to private schools,
teachers hold firm. More than three-fourths of teachers {76%} think their local public schools outperform .
. the private ones, compared 10 just 33% of the public and 29% of community leaders. 1
’ Tnlike the public, teachers stick with their positive evaluations even through specific, head-to-head - 4
’ B comparisons between focal public and private schools. Asked about a range of areas such as academic
standards, order, and preparation for college, teachers say that public schools outperform private schools
e in 6 of 13 areas and equal them in 2 other categories (Table I). In contrast, the public believes that public
o schools outperform private schools on just 2 of 13 measures.
B * Thioaghout s repen, datn for the “geners! puklic” o “Amertoons” and for “leaders ™ comes From he Publfi Agenda surveys conduted for s s A Wikt drmericas bper
L o e Poblic $chooki(1994) ond Assigament lecamplere: Mo Unfinihod Besiness afbdiensvon Reiia{1995). Dot for “teochens” cames bom the sorvevs condurted for
i N his tepoit and bos Acoimment ooz, . 4
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These conflicting evaluations are often dramatic and occur in pivoral areas. When asked which schools
are more likely to provide higher academic standards, teachers point 1o the public schools by a two-to-one
margin (50% to 24%). The public holds an exactly opposite assessment, favoring the private schools by a
53% to 24% margin. Asked which schools are more likely 1o prepare young people for college, teachess
choose the public schools by a $2% to 206% spread. Again, the public takes the opposite view — 45% to 27%.
Asked which schoolsare more likely 1o provide safery and securiry, teachers are divided: Abouta third say
public schools, another third say private schools, and 24% say they are the same. But the public clearly
feels private schools are safer, with 51% plckmg private schools and only 20% picking public schools.

Some Private School Pluses

Teachers do believe that private schools excel in several important areas: $Smaller class size, for example,
as well as discipline and order {Table 1). Both teachers (60%) and the public (67%) believe private schools
have the edge when it comes to smaller class size. By 2 49% plurality, teachers say private schools are more
likely to provide discipline and order in the classroom. The public concurs, but by a greater margin (61%].

Although they give credirt to the private schools in a few areas, teachers usually stand fast behind the
public schools. Why do their evaluations differ so dramatically from those of the public and community
leaders? Focus groups conducted by Public Agenda for a number of educarion studies suggest several
explanations for the good grades teachers give their schools.

Loyalty Under Siege

For one thing, it is perhaps natusral for employees to defend the institution they work for, especially
when it seems to be under siege. For many teachers, work is not merely a job but a calling which they

Absentee Parents

Another barrier frequently identified by teachers is back of parental involvement. Teachers think that
parents are the decisive factor inany child’s educational success, They also think that in too many familfes
parents are abdicating this responstbility, Asked 1o nanie the single most important thing public schools
need to help students fearn, the top response from teachers (31%) is “involved parents.” When asked why
students with high grades do so well, two-thirds (67%) of teachers say it is because their parents stress
education.

“The single most important [actor in a child’s success in education is the parents.”™ said a teacher in
Grand Rapidx. “After thar, it’s the 1eacher, but onlv after the parents. Time and time again, my students
whao aren't doing well — I'll never see their parents at conferences.” Seven in 10 teachers (71%) and about
6 in 10 members of the public think that a student from a stable and supportive family attending a poor
school is more likely to succeed than a student from a troubled family who attends 2 good school.

Teachers think that the Jack of parental support and involvement affects far more than academic
success. From the perspective of educarors. some parents even undermine their effort to impart the standards
of behavior and civility thata child needs o be a successful student or a successful adult. As one teacher
from San Diego said: “When I have difficulty with a youngster, 1 know ['m going to have difficulty with the
parent.” A school principal interviewed for “another Public Agenda project recounted a storv about a father
who wanted w cover the costs of his son’s vandalism by simply writing a check. The father could not
understand the principal’s insistence that the student be disciplined as well.

Many teachers believe that troubled families, distracted parents, and indifference to learning at home
have become disturbingly commaonplace. Asked where young people generally face the most pressure and
stress today ~ at home, at scheol, among their friends, or in their

. answer. In their view. they face Herculean challenges and far oo much " iehborhood ters (56%) sav “ot b bec f bled . .

Teachers often com- uninformed criticism. Teachers often complain thar the schools — and, by v ?exg 1DOrO0As ~— MOST teaciers ( .°) say _at fome etausemo Lroub “Time and time ogain
; " extension, they themselves — are unfairly blamed for problems beyond their S amilies.” The perspective 0.‘ PArents is Jess clear cuts Only 22% of parents :

plain that the schools | and victimized by the media’s bad b P ’ e . and 27% of the general public point o the home as the place where kids face my students who aren’t
are unfairly blamed for | €OMOL Andyichmized by the mecia’s backnews bias. : : kg - most stress. Eight in 10 teachers (80%) say that parents do a worse job today doing well — I'll never
problems beyond their “I see the community blaming the teachers — we’re just battered in the ; than when they were in school, while 35% of the public agrees. “Parentingis | see their parents af
control, and victimized newspapers," said one teacher in Connecticut. “Every time there’s a problcm, L like an endangered species,” said a Seawe teacher. conferences.”

iy’ it's the teachers” Fault.” A Minneapolis teacher voiced a similar sentiment:
by the media’s . P Comparing Apples to Granges ) — Grand Rapids Teacher

bad-news bias. Teachers have a real bum rap. Everv single thing that happens in the system is

the teachers’ fault.”

With so many outside critics “sniping” at the schools, many teachers seem fearful about supplying more
ammunition., At the beginning of focus groups conducted by Public Agenda, many teachers were apprehensive
about the sponsorship of the research and nervous about how their comments might be used. Some feared
that any negative remarks they made would be taken our of context and used to expose schools to even
more criticism. Some perbaps feared that negative remarks could lead to reprisals (rom “above.” A teacher
from Arkansas explained her misgivings about just whe exactly was behind the research: "When we were
voung, we used to sav: ‘Don’t trust anybody over 3¢, Now it’s: ‘Don’t trust anybody downtown; don't
trust any administrator,”™

Not Bad, Given the Circumstances

Teachers in focus group discussionsalso justified their positive assessment of public schools by itemizing
the many obstacles that stand in their path: Failing families, declining communities, inadequate resources,
fractured school boards, and top-heavy bureaucracies that soak up their resources. One teacher from
Connecticutsaid, “All the social problems of cur communities have been thrown at the teacher. You have
tobea psychologxst, you have to be a nurse, vou have to be a baby-sitter, and I've done all those jobs ;md
more.” “The school system isn’t broken,” said a Seattle teacher. “Sociery is broken.”

The sense of “teaching under fire” leads some teachers to dramatically redefine their notion of success.
“It’s a success if I can gev a child to bring a pencil to class — that’s a success,” said ane reacher in Birmingham.
“There are some kids, if they bring a pencil and paper I'll write a note home bragging on them. That’s a
big deal.”

Y
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Given the challenges public schools face in today’s American society, many teachers believe that
comparing public school performance to that of private schools — or 1o schools in other countries — is
simply unfair. Private schools can pick and choose the best applicants, teachers say, while public schools
cannot mrn anybody away.

“In Middletown, there are two Cathalic schools,” said one Connecticut teacher, “and the public schools
get the bad rap all the time. [ They say] we’re just notas good as the private schools, and that bugs me. 1see
great pragrams at both schools, and [ also see the same problems. But when the private schools have a
problem child, they have an option. We don’t have an option — we're here to teach a/f the kids.” In this
study, the small number of reachers {10%) wha believe thatin their community private schools are better
than public schools generatly think this is because the private schools are more selective about which
students they take in (58%). Only 3 in 10 (31%) say private schools are better because they educate
more effectively.

Comparisons of American students to those of other industrialized nations often provoke asimilar response.
“These comparisons are totally meaningless,” said 2 Searle reacher. “You start using countries like Sweden
and France, you're tatking about very homogeneous countries, and in the United States, we are such a diverse
society. [ think you’re comparing apples and oranges,” Perhaps this explaing why only 28% of weachers say
they would be “very concerned” if “international test scores showed that American students were doing
poorly,” compared to more than half (56%) of the public and 63% of community leaders.”
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Views Not Easily Shaken

Critics of public education have their own rebuttals to each of the explanations advanced by teachers,
and the debate will probably continue for some time. What is clear from the research is that public school
teachers have taken their stand firmly. They are extremely reluctant to criticize public schools, even when
pressed on specific comparisons. And teachers are not the only educators that rally o public schools’
defense, Results from a survey conducred for the 1995 Assignment Incompleie study show that school
administrators (principals and superintendents) are also upbeat about the performance of their communities’
schools.?

= Finding: Teachers Say Schools Need More Money, Smaller Gusses and Far More Discipline
ond Order

Teachers from otsass the country and at every level express concerns about thrce problems in their own lacal sehoals: fnodequate
funding, avertrowded tlosses, and disorder. Overwhelming mojorities of teadhers say their schools do not get enough maney lo
do @ good job, thot their dasses are ton uowded, ond that disruptive students are now absorbing most of their oftention.

Teochers’ “big three” concerns differ somewhot fram thase of the public. Bath groups express serfous concerns obiout arder, but

teochers express less concarn thon the public about how well schools teoch basic orodemic skills or matntoin student sofety.
Consequentty, teachers and the public have differant storitng paints. Teachers stort with money, das‘s size, ond then orider. For
the public, safety, arder, ond the bosics ore the most serious problems.

Public Agenda’s 1994 study of public auitudes, First Things First, showed that Americans nationwide
believe that three compenents are essential for sound education o take place: Safe schools, order in classes,
and effective teaching of academic basics.* At the same time, most
Americans think the public schools fall short in precisely these areas.

The public is not entirely dismissive of the concerns teachers have over funding or class size, but its
“first-things-first” agenda makes them less compclimg or immediate, For example, 58% of the public agree
with teachers thae local schools are not getting enough money, and another 50% think classes are 100
crowded. But in the public’s mind, funding issues follow rather than precede the problems schools face
with violence, order, and the basics. :

Money or Discipline?

And there is some disagreement even among reachers about the relative importance of having more
money. Asked what will do more 1o improve student achievement, more money ard smaller classes or
higher standards and more discipline, 57% of teachers opt for more resources, But as many as 4 in 10 (39%)
say standards and discipline.

Furthermore, in focus groups teachers were often skeptical chat more money will sctually find its way
to their classrooms. Many suspected the schools’ maney is wasted by their school boards and centrat office
administration. As one Birmingham teacher put ir, “Anything that the administration or the board wants,
they get. At the Board of Education, they have all type of equipment. ... you go into the schools, they have
nothing. True enough, there needs to be more money in the schools, but it needs to be managed beter, and
it needs to be spent on the children instead of administration.”

® Finding: Both Tenchers and the Public Cite Lack of Order as o Top Problem and Bock
Similar Measures fo Address It
torge moiorities of teachers ond the public neme restoring arder in schools os o tep priority. Whot's more, they share an

ogreed-upon agendo on haw fo accomplish this. Teachers and the public sirangly
support emoving persistent troublemokers fom class. Both overwhelmingly suppart

Even 64% of teachers Majorities of the public believe drugs and violence are a problem in their keping students on compus during funch ond banning smaking. And, olthough feachers “I was just over-

who work in schools local schools, that teachers are not doing a good job dealing with discipline, " o downplay the theeot of violence in theiz own schoals, they ore even more dedisive thon whelmed by the disre-

with more affluent and that a high school diploma is no guarantee that a student has learned the R the public in supporfing o proposal fo bun kids cought with weapons or drugs from thei spect students have for

student populations basics. . . - schaols” compuses, Suppu’n for rhege megsures, omong hoth reqchgrs and the public, one another. The

say money is a serious Where do teachers stand on these issues? And how different are their { uts ocoss diffen rodal, evonomic egionel raupings and disic-ypes. - name-calling, if just

problem in their concerns from these of the general public? Teachers have a different view of At the some fime, both teachers ond the public ore ambivolent about the need for dres flows off the tongue

community. the most pressing problems facing local schools {Table 2). They start with i tades, ond bath overwhelmingly rejeet reintroducing corporo] punishment. Finally, hoth like theyre saying y
concerns sbout the ck of resources and crowded classrooms, followed strongly support an enviranment that fosters seff-esteem ond mokes learning enjovable. ‘Good morning, have ¢
closely by concern about order. For teachers, school safety and effective nice day.””

teaching of the basics, while obviously important, are not at the top of their agenda for change.

Bigger Job, Dnwindling Resources

Eight in 10 teachers (80%) say their own community’s public schools are not getting encugh money to
do a good job. This concern about money extends to teachers across the country — in high, middle, and
low-income communities. Teachers simply do not believe they have the resources they need, given the
challenges they face. “Society expects us to be able ta handle all kinds of problems. but cur resources just
get smaller and smaller and smaller,” complained a teacher in Minneapolis. “If we're going to take on the
role of being everything to children, we've got 1o have the money to do i.” Even 64% of teachers who work
in schools with more affluent student populations say money is a serious problem in their communicy.

In addition, about two-thirds of teachers {65%) say that classes in their schools are too crowded.
Overcrowding seems 10 be a particular worry for teachers who work in urban or inner-city districts: 83%
say overcrowded classes are a problem in their Jocal schosls,

The emphasis teachers place on funding and class size — two interrelated issues — emerged repearedly
in focus groups. To teachers fike this one from San Francisco, there isadirect relationship between smaller
class size, a better classroom environment, and improvéd performance: “Having smaller class sizes, that is
going to solve so many problems right there. T can go so much faster with 15 — more than rwice as fast with
15 kids — as [ can with 30.”

L3
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The emphasis on order is one area where the top concerns of teachers
overlap with those of the public, Fully 81% of teachers say that the worst
behaved students get the most attention in school. In focus groups. teachers
regularly talked about the one or two unruly children who are so disruptive that they siphon off the
teacher’s time and keep other students from learning. “There’s a fack of discipline, a lack of self-control
that alot of the children are coming in with,” said a Connecticut teacher, “A lot of my time is wasted with
behavior problems instead of actually teaching.”

One reacher from Minneapolis reflected on her first three years of teaching: “What really threw me at
the beginning was the lack of respect, the harassment. I was just overwhelmed by the disrespect students
have for one another. The name<alling, it just flows off the tongue Tike they're saying ‘Good morning, have
a nice day.’ That shocked me. 1 just didn’t know it was that bad.”

Discipline and Self-Control — Prerequisites for Life

Order and discipline are especially important to both teachers and the public because neither believes
teaching or learning can occur without those preconditions in place. For teachers, children who are
habiwally disruprive — who talk out loud or out of turn or who have trouble sitting still — also lack the
patience and discipline necessary 1 learn 10 read, write, add, and subtract, let alone ro become responsible
workersand citizens. Asone reacher from Grand Rapids said, “You have to have structure in that classroom.
If you let them come into that classroom any way they want to, you won’t be able to get anything done.” A
Connecticut teacher made his resentment plain: “I see a lot of kids who are thugs who run the schaals.”
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One Hartford teacher, for example, seemed to have adjusted to 2 new reality: “We’ve had some violence
in the high school, so now we have security guards. . . | feel very safe there; I don’t have a prohlern with
security guards.” For members of the general public, on the other hand, the existence of security guards
and metal detectors in public schools is all the evidence they need 1o drive the seriousness of the problém
home. Rather than reassuring them, the presence of securicy guards may only serve 1o remind most
This One Kid. . . . Americans of how bad things have become.

Moreover, both teachers and the public believe that the schools’ mission goes beyond academic
instruction to teaching codes of conduct and behavior that benefit students in school and inva career. About
8in 10 members of the general public and 9 in 10 teachers agree it is absolutely essential for the schools 1o
teach “good work habits such as being responsible, on time, and disciplined” (Table 3). ’

When it comes to prescriptions, both groups want school policies to focus on the handful of students Decisive Action Warranted
deemed truly troublesome. Almost 9 in 10 teachers (88%), as well as 73% of the public, think scademic
achievement would improve substanually if persistent troublemakers were removed from clags (Table 33
As one Bridgeport teacher said, “Tve been in the classroom, in the trenches, for 28 years. A great deal of my
day is taken up with discipline. [ have a lot 1o give. The other kids have a fot to give, and they havealotto

receive, And we get bogged down with this one student.” . (Table 3).

But while teachers express less concern than the public over violence and drugs in their schools, they
are even more supportive of proposals to curb the problem, Fully 84% — compared to 76% of the public —
think “permanently removing kids caught with drugs or weapons™ will improve academic achievement

rop

One teacher from Savannah voiced his frustration with what he saw as his community’s unending
patience with “problem kids.” “I don't know why the school system is so tolerant,” the teacher said. “In
high school, a kid might be suspended five or six times in a nine-week period, but we can’t legally get rid

of them.”

Eight in 10 wachers would require students to remain on school grounds during lunch, a measure
supported by 73% of the public (Table 6}. An even greater number of teachers (94%) would bun student
smoking anywhere on school grounds, and the public once again agrees (83%). Teachers would even curb
romantic behavior among students, with 7 in 10 (69%) favoring a ban on kissing and hugging on school
property. A smaller majority (56%) of the public concurs.

Ciuility, Not Military Discipline

T e

What emerges repeatedly in the views of both teachers and the public is a strong desire to recreate 2
civilized aumosphere in the schools, an atmosphere where students respect rules of behavior and are in
turn treated with respect and even caring, Despite their intense interest in order and discipline, neither
teachers nor the public seem 1o want their schools to become carbon copies of
militacv schools. Teacher opinion isdivided, for example, over the wisdom of
dress codes (Table 8). Forty-seven percent favor, and 31% oppose, requiring

"We've hod some

“When there’s one i
violence in the high i

gun in a high school,

the average citizen
staris to believe there’s
one in every school.
The same with drug
busts. They believe
what they see on TV.”

—— Son Diego Teacher

students to dress in standard clothing; the public also splitsover the issue by a
similar 49% 1o 50% margin. Fifty-two percent of teachers favor “requiring
teachers 1o dress like professionals, with male teachers wearing juckets and
ties,” but 45% oppose that suggestion. Similarly, 56% of the public supports the
measure while 42% are opposed. Only 13% of teachers and 28% of the public
support allowing “educarors to paddle or spank students.”

“If anyone wants to get to youngsters and help them develop, that person
has to show respect for them, and some way of helping that youngster direct

school, so now we have
security guards.. | feel
very sofe there; | dont
have a problem with
security guards.”

— Horiford Teacher

himself,” said a veteran teacher from the San Diego area.

Teachers and the public also believe learning will be enhanced when it is enjoyable and whern students
feel that adults care about them. Three of four teachers (76%) —and about ¢ in 10 members of the general
public — want the schools to put more emphasis on making learning enjoyable and interesting o studenss,
Nearly two-thirds of teachers (63%) would put more emphasis on building student self-esteeny, and they
are joined by about 8 in 10 members of the public. '

Is Violence a Problem?

AT R S o L TN Y

Teachers are less likely than the public to say that violence is a serious problem in their local public n . B 3
schools (Table 2). While 7 in 10 Americans (72%) say “roo much drugs and vislence™ is a problem in local : ‘ g
schools, only half (47%) of teachers agree. In focus groups, teachers often complained that media coverage
of violent incidents in the schools is overblown. “When there’s one gun in a high school, the average . i i "
citizen starts to believe there’s one in every school,” said a San Diego teacher. “The same with drug busts. $
They believe what they seean T.V.” :

Y

r

While several recent studies have suggested that - for the most part — American srudents are generally
safe within public school walls, many Americans may not be assured by this survey’s finding: Almost half
of America’s reachers say violence and drugs are a problem in their schools.* Focus group discussions with
teachers and the public suggest they may have different thresholds for tolerating violence. Many tweachers
may have come to view one or two violent incidents over several years as expecred and routine, rather
than shocking.

T
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n Chapier Two, we turn our attention to teachers’ views about academic issues: What subjects should
be taught, how thev should be taught, and how much should schools expect from kids. This chapter

Other academic subjects ure also viewed as essential, About 7 in 10 reachers (72%) see American history

" and geography as an “ahsolutely essential” part of the curriculum, a somewhat higher numher than the

general public (63%). Almost two-thirds of teachers (64%) add hno]ogv, chemistry, and physics to the list of
requned subjects; 59% of the public agrees.

Although some educators protest the additional b\;rdcvm schools face because of modern social problems,
teachers seem 1o endorse their need 1o do so. Six in 10 teachers (61%) and 64% of the public say it is
“absolutely essential” that schools teach children *how to deal with social problems like drugs and family
breakdown.”™ Many teachers are willing 1o go even farther hy providing social services at the school itself.
Almost 6 in 10 teachers (38%) think the best way for schools to help children from trubled backgmunds

reporis on thg sub;’ect areas teachers view as abso!utel_y egsential and t.hgscvthe)t consider Iess‘critic;a!. is 10 “give them social services such as drug and child abuse counseling at school.” Only 31% think it is . :
Special attention is P"’d,m how tv_eachers resp(j}nd w th? principles and policies implied b}’ the nationwide better for schools to “shelter voungsters from social problems and keep them fccused on their studies.” £
standards movement. Finally, this chapter raises questions about whether teachers are likely to be strong 3
aivocau;sff ba%hjr standards and discusses their attitudes about the intrinsic value of education and - Fmdmg Teachers Like Much of the Publi ¢, Favor TrOdIhOTIG] Approuthes to Education t‘
advance nowiedge. ) L
. Teachers ore oiten o5 wory os other Americans when il cames to ieaching innovotions now being tried in mony schaol gistricts. 1
= Finding: Teachers ond the Public Agree on What Should Be Tought Astiong mojarity of teachers, induding moth teachers, reject the early use of calcalotors in mathemetics instruction. H 3
. L . y . . grouping — mixing slow and fost tearmers in the same dossraom — is olsa controversiol, with most feachers os ynenthusiostic by
Beyond agreeing on presipfions to improve safety ond order, feathers and the public have remarkobly similor acodemic os the pubic !
agendos for the nation’s students. They both agree by neorly unuaimous percentoges thet teaching bosic ocodemic skills is L i 5
witicolly importani. Strong majorities of both teachers ond the public ofso think it is essentiol 10 tench computer skills. And, by Teochers” views are of ‘9}‘5* portly detemvined by the grade level they teadh. Elementory school teochers are for mote supporiive .
similar majorities, bath consides o grounding in science ond Americon geography and history essentiol companents of of hetesageneous grouping than are high school Jeachers. They are mate likely than high schoo! teachers to favor concentroting 8
the curriculum. on veofive wiifing and expression in the early grodes, instead of focusing on correct spelling ond grommer. Y
Which subjecis do teachers and the public believe are abselutely critical for Firs; Things Firs: identified the widespread lack of enthusiasm among the N
mi o every child? To map their priorities, this study presented teachers with a list of public toward some teaching innovations that hgve been at the center of . .
An overwheiming 98% 16 subjects and asked which were “absolutely essential,” which were “important many reform efforts — early use of calculators, mixing students with different “The faster kids go on ;
of teachers — and 92% but not essential,” and which were “not that important™ {Table 5). The list was skill levels in f-hf_ same classrooms, and focusing first_on creative writing in ond the slower kids just t
of the public — say it is designed to be diverse, including academic subjects ranging from basic skilks the early grades instead of rules of grammar and spelling. Unfonu‘nately for fall behind. | think this ]
absolufely essential for to.ndvanced mathematics, practical skil]§ such as computer literacy, and social supporters of such proposals, teachers often express the same wariness. is why so many of them
local schools to teach skills and norms such as good work habits or honesty, b P drop out — they just
. . " . . . Math-by-Hand First . - ¢
basic reading, writing, The reachers' “bottom line” on where public schools should focus their o can’t keep up.”
and math skills. energies is virtually indistinguishable frons rhe public’s. It is pragmatie, basic, Many reform proponents say that rather than memonzing facts, S‘Ud"f"s — Grand Rgp;ds Teacher !
and intended 10 give children functional preparation for the world they will should learn how to find the right answers whenever the need arises. In teaching -
one day face. In the foreground stand reading, writing, and math skills, which are almost unanimously seen math, this involves having children use calculators in early grades. Proponents ’ .
as absolutely essential. Computer skills, along with American history and a grounding in science, follow. believe that early use of caleulators allows teachers 10 focus on math concepts and problem solving. Bur, 3
Subjects such as classic works of literature, and the history and geography of other areas of the world, fall as Public Agenda’s research shaws, 86% of the public rejects the use of calculators in early grades, preferring 3
near the borrom of the list. that students first memorize multiplication tables and learn to do math by hand. In the public’s mind, math (1
skills already in decline will only plunge further if students become dependent on mechanical devices. {
* L) . - . it
The "Basies : A strong majority of teachers stand with the public on this point: 73% want students to mermorize the {
Standing at the pinnacle of academic priorities are the basics. There is simply no doubtin the minds of multiplication tables and do math by hand before using calculators. Only 23% think that using calcuiétors |
teachers or the public that teaching “the basics” is critical to the mission of the schools. An overwhelming from the start he}ps students beteer unc}ersmnd math concepts. “Oan{ they get that math men}orx;v:ed, b
98% of teachers — and 92% of the public — say it is absolutely essential for local schools to teach basic nobody can take it away from them,” said one re'acher from Grand Rapids. “They need chose basic skills, '
. reading, writing, and math skills. Without mastery of the *3 R’s,” teachers say, students cannort succeed in and they just have to sit down and work hard atit. :
jobs or higher education. “The very least amount that we should require from our graduates,” said a - T
Cincinnati teacher, “are the basic educational factors — that they be able to read, that they be able 1o write i AAswcmmei Of?mh educag?rs generall}): support (h‘; e:;rl‘)lr :;SE ofc_alculators s ;n :m;;o riant component
legibly. that they be able to speak. and that they be able 16 do math.” ’ of instrucrional reform. But this support has apparendy failed to win over even front-line math teachers,
eBIDLY; Y peak, Y . since 73% of them want students to memorize the multiplication tables before relying on calcularors.?
Compnters: The New Basic } Heterageneons Grouping
The Assignment Incamplete study showed that computer skills had emerged for the public as a new basic . . . :
requi remenf and teache*’sp seem 1o z/holehea reediy agrse A strong majoritygof ceache rip(72%) joins the 80% The proposal to mix slov{v, average, an(% fast learners in the same chissroom — heterogeneous grouping ¥
of American; who view ;e:;chin computer skills and mccii'l technolosy as “absolutely essential” components — has been another centerpiece of refqrm in many schools. Propornents argue that slow learners will learn "
[ roday’s scadems cul 3 bFi 4. *They’ . b 24 fmicall ¥ e d in the fot > from fast learners, and fast learners will learn by helping their classmates. They also argue that grouping g
0. -:f =y ng femlcscuTncu ; r:lT('}]'a e Dz) EY € gowmg 10 Be mso T (Cgog'ch Y orgenrgl 't lw- ;i u;e, children by abiliey stigmatizes youngsters with poor skills. In the First Things Fivst survey, only 34% of the 3
SAIC A teacher from savannah. “f at s whcke the MONEY 15 going. J0mebocy Ras to be abie to Work these public endorsed heterogeneous grouping as a way to improve learning {Table 3). 3
computers, and the curriculum needs to reflect thar.
W\ ‘
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Hererogeneous grouping receives ar besta lukewarm reception from teachers. Four in 10 weachers think
that mixing slow and fast learners will improve student performance; 31% are equivocal; and 28% think it
will not improve learning. Focus groups suggest that teachers and the public share similar concerns: They *
fear that high achievers and average students will be held back while teachers attend 1o the needs of low
achievers: or that students with difficulties will never get the attention they really need. One Grand Rapids
teacher put it this way: *That’s what | have now — these kids are just kind of all pur together. The faster kids
go on and the stower kids just fall behind, 1 think this is why so many of them drop out — they justcan’t
keepup.”

One Kex Factor: The Grade They Teach

Support for heterogeneous grouping varies strongly with teacher grade level. Six in 10 elementary
teachers think heterogeneous grouping will improve academic achievement compared to only 3 in 10 high
school teachers (27%). In focus groups. elementary school teachers worry that children will be pigeonholed
too early. “When you track kids. and you keep them in that track for four years,” one early-grade reacher
said. “vou are going to kill them, especially the lower level kids who just need some pushing. 1 wholehearredly
agree with mainstreaming kids — even those kids with behavior problems — and keeping them in regular
classrooms as best as you can and having the faster learners work with the slawer learners.”

By contrast, teachers in higher grades often want to tatlor academic instruction so that high achievers
fulfill their potential and low achievers are not neglected, a twin goal they believe is far more difficult in
a heterogeneous serting. Secondary reachers also express concerns ahout keeping order in heterogeneous
groups. One middle-school teacher said: *I have some classes where the kids are just so gifted academically,
and then I've got a couple of kids who are behavioral problems. [They are] in special ed because they are

behavioral problenis, and then they’re mainstreamed into those classes. They're
wery disruptive, And what do I do? Do I sacrifice the whole ¢lags for this one

“When you frack kids,

_and you keep them in
that track for four
years, you are going fo
kill them, especially the
lower level kids who
just need some push-
ing.”

individual? It’s very, very hard.”

Replace Multiple Choice Tests?

Many reformers think that new kinds of assessments — including a greaver
use of essay tests and portfolios of student work — are better measures of true
learning than are traditional multiple choice tests. All1oo often, reformers say,
standardized tests measure rote memorization and even guesswork. In the Firer
Things First study, the public mildly endorsed using essays or pordfolios instead

of multiple chaice tests (34%). Bur as a strategy to improve learning, this

— Elementory Griode Teacher approach is far less compelling to most Americans than, for example, removing

habitually disruptive kids from class.

Teachers are divided over moving away from grndardized multiple-choice exams. Forty-seven percent
say thatsuch a change will improve learning (Table 5). About one-third (35%) are equivocal, and 16% think
it will not improve learning, One Seattle teacher voiced his support, saying: “I doo’t think they
[multiple-choice tests]are accurate measures of whar’s going on, nor are standardized tests. I think much of
it is trivia, it's first level — regurgitation of knowledge, comprehension maybe.” But the teacher next to
him had qualms: *I have a rerrible time grading written papers. Do I grade the grammar; do 1 grade
everything? And then T get hung up because if T do it properly it takes me so many hours, and then I get
frustrated, And By the time I get to the last papers, I'm not doing a very good job of it.”

Creative Writing vs. Grammar and Spelling

Teachers are divided when they are forced to choose between rwo views of how 10 teach writing in the
early grades. Cne view is that students should be encouraged 1o write creatively from the start, with less
emphasis on grammar and spelling rules, so they will not be turned off to writing. The other view is that
teachers should stress the rules of spelling and grammar from the very beginning. On the face of it, the
public and teachers seem to stand on opposite sides: While 60% of the public wants to emphasize proper
grammoar and spelling from the start, 56% of teachers want o focus on expressiveness and creativiry first,
Perhaps surprisingly, English teachers are even more supportive than other teachers of departing from the
traditional emphasis, with 64% opting for the expressive writing option.

“Grammar and spelling are important,” said one English teacher in San Francisco, “but to me when 1
think of someone who writes well, grammar and spelling are not on the top of roy list. What I wantisa child
who is fluent, can express himself or hersell, and can get it out on paper. Once a child feels comfortable
gerting his or her thoughts down, then I'm going 1o start telling them, ‘Let’s work on vour grammar, lec’s
work on your spelling.””

But the picture actually is more cloudy than it seems since elementary teachers again hold views rather
different from colleagues in higher grades. While 74% of elementary grade reachers want to encourage
students to write creatively before concentrating on grammar and spelling, only 45% of high school
teachers agree. And although English teachers seem to support the more innovative approach, exactly half
of the high school teachers surveyed say that unless students are raught grammar and spelling rules from
the heginning, they will never be good writers. In focus groups, many high school reachers voiced frustrarion
at the poor writing skills of their students. By the time students get to them, they said, it is too late 1o raise
their basic skiils to the requisite level. Social studies teachers form a notable pocket of resistance to the
creativity-first approach: 57% of these teachers want correct grammar and spelling emphasized from the
beginning.

Reform du Jonr

While some reaching innovations are more acceptable to teachers than others, teachers often take 2
walt-and-see attitude roward reform proposals. Previous Public Agenda research has shown that many
teachers have grown fatigued with the very concept of “reform.™ As past reform efforts have been abandoned
in favor of newer approaches, and as kev policies are repeatedly upended in several-year cycles, front-line
reachers often adopt a “this o shall pass™ perspective .

One teacher related her “survival strategy” for dealing with reform cycles.

She had seen many school superintendents come and go, and their reform
agendas along with therm: “When you've been in the districe 20 years or so,
you just learn 1o go with the flow. Tt doesn’t really matter who's doing what
down there. You just kind of go with ir.”

The Checkered Past of Reform

Some teachers describe reaching innovations that they feel have hure their
students and failed the test of ume, For example, a teacher in Savannah
complained about the impact of changes in reading instruction: “They change

“I'm getting tired and
frustrated trying [out
the ideas in] people’s
master’s ond docioral
theses just fo see if they
work.”

— Seottle Teocher

so often from one series or method 1o another one. We have a group of children. . . All they did was give .
[them] words. Well, some of it would soak in, but some of them couldn’t even respond to you. Children
who are trught how 1o sound out words, how to read phonetically, those children do much beteer.”

Other teachers distrust reformers who, in their view, are disconnected from the world in which they
live: “I'm gerting tired and frustrated trying {out the ideas in] people’s master’s and doctoral theses just to
see if they work,” said a Seattle reacher. And in the same group, another teacher pointed out that innovations
have other, more political, hurdles to clear: “The few teachers who are trying to be creative carch flak all
the time from parents saying, “Wait a minute, we're trying to get Johnny to Harvard, and he has to reach
these objectives, and you're trying 1o bring in something like thinking skills?~

To reformers committed 10 these teaching innovations, the ambivalent reception from teachers has 1o
be worrisome. Such changes will be difficult, if nor impossible, to implement without teacher supporr.
Moreover, teachers and the public may reinforce each other’s suspicions, as each group responds to the
anxieties of the other.
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» Finding: Teachers Support Higher Standards, But Raising Them Is Not Their Most
Urgent Goal

Teachers broadly suppart grapasofs ta roise standords. In deisive numbers, they appose granting diplarmos to students who hove
not mostered English. & selid mojority wonts 1o insure thet srudents moster academic maseriol of each grade Fevel belore they
“are ramaied. Teochers expect higher stondards fo imprave their students” arademic performance ond show liftle interess in
“watgring dawn” standards for youngsters from the inner-city o1 other disadvantaged youth. In these oreas, the overafl aftitudes
af teachers and the public ore dosely oligned.

But even thaugh Sorge majoriies of teachers voice supportfor higher standards, they du not generally see Yow stondords — or
youngsters finishing sehaal without basics — e widespread ar urgent problems. Teachers are generolly sbtiskied with
public schools” performance in teaching acodemit skifls. In contrast, the public aad community leoders ore significontly fess
pleased, and their dissotisfoction gives their support fur higher standords on urgency and an edge. Although teochers” support for
higher standards is qenuing, i is less infense than the public's and less dominant in their thinking, Classroom teachers ore
teceplive —— eve interested — but it Is questionable whether they will be the driving force behind higher, mare sigorous
academic siondaids.

This study suggests that teachers support a variety of approaches to raising standards, and they support
these measures in very large numbers. But reformers who have made higher,

passed on to the next grade simply because they attend dlass regularly and work hard. Almost 8 in 10{78%)
want students to be promoted “only when the students show they have learned the knowledge and skills®
expected of them.

Lower the Hurdle for Disadvantaged Children?

Some observers fear that higher standards will be inherently unfair to inner-ciry youngsters and others
with sigmficant disadvantages. But if teachers had their way, there would be no watering down of standards
for anv student. Seventy-three percent of teachers think schools should expect inner<ity children to
achieve academic standards that are as high as the standards for affluent youngsters. Only 22% think the
schools need to make allowarices because these children come from disadvantaged backgrounds. Simlarfy.
most teachers {39%) also reject tailoring curricular material to students” background, such as using street
fanguage 10 teach inner<ity children (Table 3}, Resistance to the idea of accommodating standards 1o the
background of students is broad-based and holds constant for teachers from different demographic groups
as well as those who work in different schoo! sertings.
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Will Higher Standurds Tura Students Gff? P

The movement to raise academic standards has been spearheaded by committed reformers, educators, Teachers are even optimistic about the results of raising standards. Three out of 4 reachers think that v,
and members of the business community, As First Things First suggested, and Assignment Incomplete children will pay more attention and seudy harder s a result, Even more imporrantly, the same percentage o
confirmed, the American public is very receptive to tougher grading, withholding diplomas until students think students would learn more with higher standards in place. There is one negative trade-off in the view 5
master required skills, and establishing clear guidelines about what students should learn and teachers of some teachers: Almost half (499%) think more children will drop out of school as a consequence of higher ;.
should reach. Bur what about the teachers who must make higher standards a realiry? standards. On the other hand, 68% of teachers reject the view that “more kids will dislike education and }‘:
resist learning as 4 result.” 4

An Uncertain Tromper: Will Teachers Lead on Standards?

Only 17% of teachers more rigorous standards the centerpiece of their efforts to improve education ‘;Whuf do you mean by

i
might be well advised to pause before cheering too loudly. Teachers’ suppart These findings suggests that there is a potennial alliance among teachers, the . A ;
;Z);Ss:éd::ffos:’:e Uf.‘de:'e for higher standards comes with several important cavents. public, and the :eform movement for raising academic standards and putting '(};9:132 ';3:2?322?? i
N , some teeth behind them. But, these hopes should be tempered by serious N 1
grade simply because Teachers and the Standards-Based Reform Agenda caveats. While teachers are receptive 1o higher standards, this does not mean Heod Start so that ofl i

they attend class regu- they will be forceful advocates leading the charge on their behalf. There is an children start school

farly and work hord.

A defining element of the standards movement is that all participants —
wachers, students and parents — understand the school's educational objectives,
measure progress along the way, and subscribe to the consequences of success
or faiture. Teachers join the public and parents in accepting the need for each of these clements. Eightin 10
teachers support setting “very clear guidelines on what kids should learn and teachers should teach in
every major subject so the kids and the teachers know what ro aim for,” a level of support that is almost
identical to that of the public (82%) (Table 3).

What's more, teachers think that higher standards must carry consequences. More than 8 in 10 teachers
(83%) support withholding high school diplomas until students “clearly demonstrate they can write and
speak English well.™ Eight in 10 teachers say that toughening their grading and being more willing to fail
high school students is a good or excellent idea. Even in elementary grades, where some believe children
need a gentler hand, 61% of teachers support a tougher approach to grading and a willingness to fail
children who don't learn, although ele mentary teachers are somewhat less likely 1o agree 1o this approach.?

Rejecting Social Promotion

A teacher from the Seattle area spoke our against automatic promortions. “When you have a policy that
there's no failing, of course kids find out. [ They think] I don’t have to do anything to get through here.’
Then they run into some difficult tests in high school, and it is panicsville.” A Hartord reacher also
testified 1o the need for higher standards: “The thing right now is to have our students achievingat a higher
level. The last mastery tests, our kids really did come in quite low. Now the question is how can we help
our students achieve a higher level, reach the level of excellence everyone is talking about.”

Some teachers think that they — as a group — have relaxed standards and allowed some degree of grade
inflation. A Birmingham veacher reported that he and a colleague were the only ones in their school to ever
fail srudents. Most of his colleagues, he said, promoted any child who regularly showed up. Yet the vast
majority of teachers re::ponging 1o this survey reject that approach. Only 17% say students should be
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enormous difference between recepuivity and action, and berween intellectual with o full stomach?

support and intense commitment to a cause, Many reformers regard higher What about giving
standards as the centerpiece of their agenda: Raise standards, they believe, ’
and education will be profoundly improved. But for most reachers, higher
standards are a more peripheral proposal: A good tdea, but one that does not

. ) standordsg”
As we saw earlier, teachers focus on what they consider the foremost

needs of their public schools - pressures of social problems, lack of funding,
overcrowded classes, and lack of parental involvement. Given all these
problems, higher standards may seem nice but beside the point. One Seautle teacher responded in just that
way 16 a standards-type proposal: “What do you mean by higher national standards? What about Head
Start so that ali children start school with a full stomach? What about giving them homes that are drug-free?
Are those part of your national standards?™

The Public's Views Are More Intense

This may explain why teachers” support for some key compenents of higher standards is significantly
less intense than the public’s. Overwhelming majorities of both teachers and the public say students
should not receive high school diplomas unless thev demonstrate a clear command of English (Table 3).
But while 76% of the public gives this measure the highest possible approval rating (a five on a one-to-five
scale of suppor), only 54% of teachers do so. Another 29% of teachers give this measure a milder positive

rating of “four’.

Similarly, both teachers and the public support “raising the standards of prometion from grade school”
and requiring kids to pass a test showing they’ve achieved those standards (Table 3). But while almost half
the public (49%) gives this measure its highest approval rating, ony one-third (33%) of teachers do. The
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them homes that are
drug-free? Are those
address their immediate priorities. paort of your notional

. —Seattle Teacher
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emphasis on the basics,
most teachers (66%)
believe they do.

public (1%) is significantly more likely than teachers {51%} 1o say that in their local schools “standards are
too low and kids are not expected to learn enough.” What's more, the public is much more likely to say this
isa “very serious” problem (by a 33% to 17% margin.)

The Performance Difference

The greater urgency which the general public and community leaders express for higher standards is
driven by strong doubts about how well the schools teach the subjects that are absolutely essential —
especially the bastes —and how they stack up to private schools. But teachers firmly believe they have the
basics — and other essential subjects — well in hand and that their schools outdo the private schools in
important areas,

While teachers agree with the public on what subjects and skills should be taught, they are far more
satisfied than other Americans about local schools” success in actually reaching them. In evaluating
how good a job their schools are doing at teaching each of the 16 subject areas they were asked about,
teachers give their schools better marks than the public in every category, sometimes by 20 percentage
points or more,

The most troubling difference, ironically, is in the area that both groups agree — virtually unammously
—is the most important. While a majority of the public (60%) belicves the schools are o placing enough
emphasis on the basics, most teachers (66%) believe they do. Almost half (47%) of the public, and 65% of
community leaders, believe that “a high school diploma is no guarantee that the typical student has learned
the basics;” anly 3in 10 teachers {3196} share that belief. A majority of the public (52%) thinks that students
are not taught enough math, science, and compuiers; most teachers (37%j think they are.

Doing the Best We Can
While a majority of the The differing perceptions of teachers and the public echo a recurring theme .
public (60%) believes - from this study: Teachers often agree with other Americans about the public
the schools are not schools” mandate but part company over how well the schools fulfill ir. In this
placing enough case, teachers agree with the public on the subjecis the schools must teach. Both

groups, to name the most obvious example, put the basics at the very top of their

lists. But teachers routinely dispute the public’s contention that these subjects are
! i

getting short shrift, or thatschools are somehow negligent in teaching them,

One explanation for these differing perspectives may be that many teachers

consider it inevitable, given the troubled backgrounds of so many students

they teach, that some will be educational failures who slip through the cracks and graduate without basic

skills. Ordinary citizens, for their part, may expect a higher standard of performance. Most Americans

may only occasionally encounter a high school graduate who cannot make change or write a complete

sentence, but any such experience shocks them. “You would think ne kids would get passed when they

don’t go to school half the time.” said one Cincinnati-area resident. “You know they don’t know the basics.
They should be failed.”

Most Americans may approach the public schools much as consumers approach companies whose
products they purchase Consumers have fitde patience when a product proves defective or when a
company explains that the overall failure rate is low. Similarly, when it comes to teaching students ‘the
basics — just as with safery in the schools — the public may have an extremely low tolerance level
for failure.

Moreover, the public’s frustration with the state of the public schools appears 10 be deepening. Another
recent Public Agenda survey asked Americans to sélect the one area out of five areas of government
responsibility (crime, foreign policy, elections, welfare and public education} that most urgently needed
change. People put reforming the schools in a first-place tie with welfare reform. Most Americans simply
do not want to “live with” the status quo.®

In contrast, many teachers strongly believe that, given the circumstances they face, both they and the
public schools do pretty well —about as well as can be expected. Tt seems reasonable to question, therefore,
whether classroom teachers are likely 1o become the engine propelling the higher standards so many
reformers have called for. Moreover, as we will see in the next section, teachers are surprisingly
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dispassionate about the importance of academic achievement 1o a person’s success. When it comes to
defining top-notch academic performance and how far 1o push children on academic attainment, teachers’
judgments almost exactly match — but do not transcend — the public’s views.

= Finding: Teachers Are Lukewarm About the Volue of Advonced Leorning. They Do Not
Believe That Top-Notch Acadentic Attainment Is Espedially Important to Success

Teachers ore not ardent odvacates of especially sigoraus education. Only u smoft percentage think o high quality education is the
most importont determinont of coraer suctess —— o percentge lower than that of the generol public. Teachers appeor more
concerned with their students” sociol skills and ajustment thon with theis attuining tap grades and Tost scares, Holl of teachers
view highly educored people with same misgiving, seeing them us ither “book sman” dhd impracical or os elitist sagbs. n
oddition, fewr teachers see traditional high-level academic subjocts ~— from the literary dossics ta advanced merhamencs —
a5 gssential components of the cumiculum, even when they themselves teach in thal area. °

Public Agenda’s Assignment Incomplete study reported that the public places a premium on educating
well-rounded, socially-adept young people who know how to geralong with others. The public also shows
some disdain and discomfort with *100 much” book learmng Somew] hat surprisingly, manv reachers echo
these sentiments.

4 Love of Learning?

On the surface, there seems to be a gap between how teachers and the public view the pursuit of
knowledge. Teachers are more likely (by 76% w 537%) w say that it is absolutely essential w ransmit
“curiosity and a love of learning” to students {Table 5). And more than half the teachers (54%) say teaching
children 1o be life-long learners is more important than teaching them practical |

skills for the job market, compared to 4 in 10 members of the general public. Only about one-faurth
As one Connecticut teacher put it, “I think one of the goals of education of teachers (27%) think

should be to instill in 2 person a desire to love to learn. I learned as a child that “A’ students are “much

your educ_atiqn will never let you cﬁiown\ [Oncelicis in you, no matter what more likely” to get

you do with it, you are successful. good iobs, while 46%

Teachers Do Not Prat Education en a Pedestal say they ure “some-

what more likely” to

But a closer look shows that teachers are surprisingly dispassionate about do so
how important a role education can play ina person’s life and career. Of four :
factors that might determine career success, teachers place an excellent
academic education a distant third, with only 21% saying it s the most important factor (Table 7). Persistence
and inner drive, and knowing how to deal well with people, rank first and second, respectively. The public
is slightly more convinced than teachers (by 2 27% 10 21% margin) that a quality academic education can
determine career success.

“1 know academics are important,” said one teacher in Birmingham, “but I also know that the number
one reason people get fired from their jobs i ot how smart they are but their inability to getalong mrh
their co-workers. Social skills are important.”

Teachers also seem to have their doubts about whether school is important because of what students
actually learss or because it is a method of certification sought by employers, Onlv a third (34%) say school
is important because students acquire knowledge and skills that will help them on the job. Close to 6 in 10
teachers {57%j say school is critical 1o getting a good job because emplayers are reluctant to hire people
who lack a high school diploma. Nor are teachers forceful in belicving that high academi¢ achievement
will translate into better jobs. Only about onefourth (27%) think “A” students are “much more likely” to
get good jobs, while 46% say they are “somewhat more likely” to do so.

Fear of the Nerds?

One startling finding is that the public is more concerned about academic stragglers than are teachers.
Teachers tend to worry more about students who succeed academically bur struggle sociatly than about
students who struggle academically but succeed socially. Half the reachers surveved (53%) would worry
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teaching the classics or
modern Americon
writers in numbers
much greater than
other teachers. may believe that for most students the consequences of not knowing

abour an “A” student with two or three friends while anly 3 in 10 (29%) would worry about the “C” student
with many friends. Thisis especially startling when contrasied with the views of the general public: Here
a plumlm' (4596} of the public worries about the popular “C” student while 38% worry about the more shy
“A7 student.

In Assignmen incomplete, the public expressed deep misgivings about people wha paid so much attention
1o academic learning that they Iack good judgment or, warse, put on airs. These widespread public views
enjoy a surprising resonance among teachers as well. About half the teachers (52%) say, “People who are
highly educated often turn out 1o be book smart but lack the common sense and understanding of regular
folks.” Half of teachers (52%j also say that those who are highly educated “often think they are better than

others.” To be sure, the general public subscribes to both these views in greater numbers (about 7 in 10), but

the fact that half of America’s teachers join them is telling.

Advanced Subjects: Important, Not Essential

The curricular priorities of teachers and the public offer lirtle comforr to humanities professors or to
those who would like to see a return to traditional liberal arts education. Only about one-fourth of both
groups believe teaching “classic works from such writers as Shakespeare and Plato” is absolutely essential
(Table 5). Even teaching more contemporary works — the writing of modern American authors such as
Steinbeck and Hemingway — is seen as absolutely essential by only about one-quarter of teachers and the
public. And although teaching American history and geography wus viewed as critical by majorities of
teachers and the public. teaching the history and geography of such places as Europe and Asia is seen as
secondary. Only 4 in 10 reachers (41%) and 35% of the public regard these areas as absolutely essential 1o teach.

Ttis not that either reachers or the public reject these subjects entirely. Afrer
all, teachers and the public were asked 10 choose among what was “absolutely
essential” to teach students, what was “imporrant,” and what was “not

English teachers do not important.” When the “absolutely essential” response category is combined
rally to the cause of with the “important” response category, no subject area receives the support of

less than three-quarters of teachers or the public. These evaluations may best
be understood as a sober, practical judgment on where te focus the schoals’
scarce energies and what is essential to prepare students for the real world.

Tt may also be useful to contrast these findings with the widespread agreement
that teaching computer skills is “absolutely essential.” Teachers and the public

Shakespeare or Plato are less than the consequences of not understanding
computers - and they may be right. It is also worth noting that sports and athletics are absent {rom the
“critical 1o teach” Hsts of both teachers and the pubic. In focus groups, people sometimes voice passionate
support for sports because they keep some children in school and teach reamwork, the discipline of
practice, and the value of hard work, But when asked if sports are an “absolutely essential” component of
srhat their schools should teach, only 23% of the public and 14% of wachers respond affirmatively.

Teachers vs, Otber Professionals

These evaluations reflect a broad consensus berween the public and teachers — and even among
community leaders — on the essentials of education. But they also suggest that teachers, even the specialists
among them, are not ardent advocates of advanced education or of high academic achievement, Other
professionals, such as those in law or medicine, seem 1o hold their own work in the highest esteem, and
often evoke powerful images to describe their efforts — the pursuit of justice or the preservation of life.

Journalists. to take another example, are staunch defenders of the value and role of a free press in 2

. democracy. But math teachers are not more likely than other teachers to say advanced mathematics are

absolutely essential 1o teach students. Social studies teachers are not more likely than their colleagues 1o

say that the geography and history of Europe and Asia are absolutely essential to teach. And English

teachers do not rally to the cause of teaching the classics or modern American writers in numbers much
greater than other teachers.®

Teachers do not seem to be forceful advocates of advanced learning and the pursuit of knowledge for its
own sake. In fact, their viewpoint is remarkably similar to the public’s. And while this suggests thar the
public and educators — at least in this area — are on the same wave length, one might have expected
teachers to more vigorousty champion the value of advanced knowledge.
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his section examines teachers’ views on values-related issues that drive a growing number of
school district controversies — issues concerning race relations, sex education? personal ethics, and
political beliefs. What values do teachers consider appropriase for schools to impart through lessons
and textbooks? What areas do they want schools to shun? What role do they think public schools should

play in fostering a common American identity, for both regular students and new-arrivals?

® Finding: Teachers and the Public Agree on What Values Should Be Taught — Honesiy,
Responsibility, and Respect for Others

Teachers ore shong believers in possing moinshieom values along to shudents, ond fike the public, they consides this an impartant
port of educotion. Hurd work, personol respunsibility, and honesty are high on the Tist of these mainsireom volues, o5 ore
tolerance and diversity. When it comes fo divisive issues such as sex educotion, hawever, teachers betome more coutious.

News from the education front often [eatures controversies over values: Disputes over sex education
and AIDS prevention strategies, for example, and controversies over how 10 present history and which
textbooks to use. Sometimes these debates consume so much of a district’s energy and good will that the
education of children seems 1o ke a back seat. Yer, as Ferst Things First
pointed out, most Americans do nor consider these issues 10 be especialiv
pressing — at least compared 1o issues such as safety, order. and the basics.

Moreover, Americans agree by overwhelming majorities on the core values tive word. The vost

they want their schools to weach. majority of students ore

difficult to mati
This study shows that teachers are surikingly similar o the public in fificult to mativote,

supporting the school’s role in teaching such core values as tolerance, honesty,
hard work, and respect for diversity. Teachers also join the public in wanting
» - e . . o L4
o avoid lessons which promote divisiveness, intolerance, and discord. Thus, owr.
while the *value wars” which pop up in school districes around the country
are real, and certainly important o the parties involved, they do not reflect

to succeed on their

‘broad or fundamental divisions berween the public and teachers.

Teaching Values: A High Priority

Teachers do not discount the importance of teaching mainsiream values.
In fact, approximately half of America’s reachers (51%) say that values are more important to reach than
academics, with another 9% finding values and academics equally important. first Things First found that
an even higher percentage of the public (71%) believes thar it’s more important to teach values than -
academics. Thus, it would seem that arguments over value-free curricula have little applicability to the
public or teachers. Of grearer interest is which values to teach and whether there is common ground
berween teachers and the public on this question.

Tep-Tter Valnes: Work Hard, Be Responsible, Tell the Truth

Americans often complain about a declining work ethic and expect the schools 1o help in coumering
this trend. Teachers reflect such concerns as well, believing that the lack of 2 work ethic severely limits
students’ accomplishments. “Apathy is the operative word,” said one teacher from Westchester County,
New York who raught in an affluent community, “The vast majoriny of students are difficult to moivate, -
and they are not driven w succeed on their own.”

Teachers and the public alike place a premium on instilling good work habits in students. About§in 10
teachers and members of the public want schools to emphasize such habits as “being on time, responsible.
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and disciplined” (Table 3), Bight in 10 teachiers (83%) think it is absolutely essentiat wo'teach the value of
hard sork, 2 sentiment shared by 78% of the public (Table 5).

This Michigan teacher’s comments reflect the feelings of the public as much as those of teachers: “You
still need to get some blisters on your hands to appreciate some things from good, old-fashioned hard work.
You have to learn to put your effort toward something.” One teacher in Savannah praised the effect that a
business mentor had on his kids: “It gives them a chance to see what this man went through. the hard work,
the dedication. School is not just about math and reading; it's also about reaching vou responsibilivies,”

As many teachers and members of the public view the world, learning self-discipline and a strong work
ethic is even more important than scquiring 2 good education. When asked about the most important
factor in determining career success. twice as many teachers pick persistence and inner drive as choose a
quality education (Table 7). About the same plurality of the general public — roughly 4 in 10 — agrees that
persistence matters most.

When itcomes to “honesty and the importance of telling the truth.” there's no issue atall. Some 95% of
reachers and the public, believe such values should be included in the classroom {Table 4). *We don’t vell
lies in our class.” said one elementary school teacher in Savannah. “The children have to learn that there
are ceriain things that they can do and certain things that they vannor do. T think you have to take a stand as
Tong as they’re with you.”

More Top-Tier Values: Tolerance Amid Diversity

Tolerance is among the most vaunted of American traditions. Especially when compared with other
countries, the U.S. has a reputation for accepring people from different backgrounds and assimilating them
into American society, When it comes to having the public schools foster and
reinforce such values, both teachers and the public are unequivocal.

Eighty-six percent of
teachers would not
invite o guest speaker
who argues that the
Holocaust never

- happened, while 8 in

10 would reject o guest,

speaker who advocates
black separatism.

Virwallv all teachers (96%) think it is appropriate to teach “respect for
others regardless of their racial or ethnic background;” a similar percentage of
the public (95%) concurs, Teaching values that include “tolerance of others”
gains the support of 82% of teachers and 74% of the public.

When differences do arise between people, Americans want them resolved
in a peaceful manner. Almost all reachers (95%) and 93% of the public want
schools to assume the job of “teaching kids ro solve problems withour violence.”
Clearly, civility is a prized national asser.

But how firm are these sentiments? Do they amount only 1o reflexive
incantation of popular clichés or do they hold up in concrete situations? This study tested the resolve of
teachers, and the public, by presenting them with three scenarios. What should a reacher do, we asked,
when passing a group of students in 2 public school playground and those students are teasing a child about
his race? Or his religion? Or the fact that his mother or father is homosexual? In all three scenarios,
reachers wanted not only te stop the teasing but to teach tolerance as well.*

Fully 85% of the teachers surveyed opted for the most active response 1o teasing about race: Breaking up
the situation and teaching the students that teasing about race is wrong. Only 13% would stop at simply
hreaking up the situation, and only 2% would let the children work the problem out themselves. A similar
percentage of teachers (82%) would opt for the most active response when the teasing was about religion
while a slightly smaller majority (73%} would do so when the teasing involved a homosexual parent.

Avotd Discord and Divisiveness

It is important to note that neither teachers nor the public define tolerance ro mean that angthing goes
within the confines of the classroom. Both groups generally prefer to avoid divisive lessons, For example,
8% of teachers would not invite a guest speaker who argues that the Holocaust never happened while 8 in
10 teachers would reject a guest speaker “who advocates black separatism™ (Table 4). Three in 4 teachers
(75%) consider it inappropriate to teach “that Columbus was a murderer because his explorations led 1o
the mass destruction of Native Americans.” Black and Hispanic teachers oppose each of the above lessons

- in similar numbers, as does the general public.

e
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There is little enthusiasm among teachers for another theme that touches upon racial mariers: Only 13%
think itis appropriate to argue that “racism is the main cause of the economic and social problems blacks
face today,” a proportion even lower than the 29% of the public who found itappropriate 10 do so. thk
teachers are only slightly more likely (22%) to consider this an appropriate theme 10 teach.

It is understandable thar teachers are reluctant w tike sides on controversial issues. Whereas most
citizens can say “how things should be” with litle consequence, teachers must be concerned with alienating
parents and significant groups within their community. Teachers have a buil-in exemption for delegating
the most troublesome, porentially divisive topics: They can argue that some things ave best left for parents
todeal with at home, and few would disagree with them, - ’

A Cautious Approach to Sex Education

This may explain why just 43% of teachers, compared with 61% of the public, favor *teaching respecr
for people who are homosexual™ (Table 4). The context here is imporant: As seen above, most teschers
would intervene in a reactive situation in which a child is teased abourt a parent’s homesexuality. But
proactively teaching respect for homosexuals may be seen as advocacy. and a large number of reachers
may be wary of provoking the controversy this might attract.

The same dynamic may be at plav on family issues. While 52% of the public considers it appropriate for
textbooksand lesson plans to teach that “two-parent families are the best way to raise children,” only 26%
of teachers agree. With the growth insingle-head households, teachers may be reluctan: o advecate more
traditional famnily roles for fear of giving offense.

Like the public, most teachers would prefer that schools avoid making moral arguments involving sex
outside marriage. Only 2 in 10 teachers (19%). and 1 in 4 members of the
public, want sex education classes to “reach that sex ourside the marriage is

always wrong.” Four in 10 teachers favor the approach that “sex purside
marriage is somethmg that people have ditferent views on, and there is no
single right answer.™ Roughly the same proportion want to “teach only health
and reproductive issues and not deal with moral judgments atall,” This isan
area where many teachers apparemly would not mind a more limited mission.

“In Savannah, the community is handing us the responsibility for things like
[students’] sex life,” said one teacher, “\X’here did we become recponsnblc for
what they do at 10 o"clock at nigh?”

Some of the most bitter and well-publicized controversies in_public
education have been tied to sex education issues. But, as we saw in Firs

“tn Savannah, the
communily is handing .
us the responsibility for
things like [students’] "
sex life. Where did we i
become responsible for
what they do ot 10

o’clock ot night?”

— Savannoh Teacher

Fhings First, such controversies are not consuming the public’s attention.

Only about one-fourth of Americans say that the “schools are roo graphic and explicit when teaching sex
education.” Teachers responding to this survey are even less concerned: only seven percent say their
schools have gone oo far (Tab e 2).

Disagreement Over Religion

Finally, both teachers and the public split on religious issues. While 36% of teachers say it is appropriate
1o teach in ascience class that, “The biblical view of creation and Darwin’s theory of evolution are equally
valid,” 42% say it is not. Of the public, 38% say such lessons ure appropriate and 36% disagree (Table 4).
Sctence teachers hold only shighdy different views: 40% think it is appropriate 1o teach the two views ina
science class, while 48% think it is inappropriate to do so.

= Finding: Teochers Believe in Teoching Demotracy end Helping Newcomers Adopt o New
Way of Life

Strong mojorities of feachers and the public favor teaching that demacrucy is the best form of gavemment and promoting habirs
of good cifizenship such o5 vofing. Both groups averwhelmingly seject separate schaoks Tor children from different cultural
backgreunds. Ganr mejerities of teachers and the public wont public schools 1o hel new immigronts assimilate os quickly os
possible, by leoming Amentca’s languoge ond coltwre.
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The previous section highlighted the priority teachers and the general public place on teaching
mainstream values. In this section eachers and the public go further: They want public education to
actively promote democratic ideals and cultural assimilation. Articulating hroad cultural mandates for
the public schools may not come naturally to citizens. But. almost instinctively, the public joins teachers
in defining the mission of the schools o include imparting democratic values and practices ro studems.

.
Teach the Democratic Tradition

Some commentators complain that moral and political relativism are so prevalent among American
educators that young people’s faith in the nation s democratic tenets is being undermined. But teachersand
the public do not seem hesitant about teaching democratic values and habits in school. Abour 7 in 10
teachers and members of the general public approve of “stressing that democracy is the best form of
government,” rating this a four or five on a five-point scale of approprimeness (Table 4.

Support for teaching the democratic tradition goes beyond affirming its ideals. Americans want the
public schools to educate youngsters to put these ideals into practice. Almost 8 in 10 teachers (77%)
apprave of teaching “habits of good citizenship, such as voting and caring about the mation,” two-thirds of
the public agrees (Table 3).

A Strong Preference for Assimilation

As outlined earlier, teachers and the public are unequivocal in wanting public schools to foster and
reinforce tolerance among students for people of diverse backgrounds. But how do teachers respond when
preserving the unique cultural heritages of students is weighed against the concept of America as a “melting
pot?” !

Several experimental public schocls today exclusively serve unique

R~

This trade-off mighr be arrificial to education experts who srgue that thé old and new cultural identities
of students can thrive simultaneously. Butin the face of 2 potential tradeoff, teachers and the public want
to ¢rr on the side of assimilation. Whatever their motive, Americans think that basic fanguage skillsare an
c;semi;;z grerequi.sitc to life in mainstream society, and they ook suspiciously atanything which endangers
those shills. ’

Teachers see public schools 25 an indispensable institution that levels the playing field from one
generation to the nexrand facilitates acculturation. Almost two-thirds of reachers {64%) say that “to ensure
a commeon American culture and identity it is essential that most kids in our society attend the public
schoolsand not the private schools.” The American public, however, is equivocal on this point: 42% agree
with teachers, butanother 38% say “our common American culture and identity would not be endangered
if most kids aviend private schools,” and a relatively high 18% are not sure.

The public's lack of consensus on this point should not be surprising. Ordinary citzens do nor rypically
evaluate the role of schools in broad sociological terms. Rather, they assess the schools’ performance on
more sirzightforward criteria — teaching basic skills in an orderly, safe environment, or preparing young
people for college. What's morc, a1 the current time, they say private schools are more effective in precisely
the areas needed to reinforce the common culre — teaching all youngsters basie skills and sh'arinlg
miainstream values. )

.

To this point, this study has examined the attitudes of public school teachers in general. But what ahout
African-American and Hispanic wachers? Where do they stand on these issues? We conclude this report
with answers 1o those questions.

}Imost 8 in 10 feachers demographic segments of the student population, the theory being that their ; Seventy-three percent
78%). approve of backgrounds require specialized instruction in a specialized setting. States such p of teachers and 68% of '
eaching “habifs of as New York, California and Texas have opened “newcomer” schools which the public think the K
;ood cifizenship, 'SUCh serve new immigrants and tailor instruction to the many languages and ) public schools’ primary !
15 voting and caring nationalities that are represented. Several heavily African-American districts ki goal should be fo “help B
1rhout the nation.” in Balumore and Detroit have experimented with single-sex schoals and classes. ' new immigrants absorh )
. Many of these schools have been embroiled in controversy, with critics charging 3 ! g a #
that they isolate their voungsters from the mainstream. ; GnQU.UQe and Cuf.fure »

; as quickly as possible,
Americans generally oppose providing separate educational facilities to children from different \ even if their native 4
backgrounds. Only 6% of teachers and 9% of the general public think that “kids who come from unique K language and culture :

backgrounds and cultures should be taught in separate public schools that beuter understand their needs.” P are neglected.”

Instead, 92% of teachers and 86% of the general public want “kids from all backgrounds taught in the same
_public schools so that they learn 1o get along with each other.”

While some Americans live in neighborhoods populated by people with culural backgrounds simifar
to themselves, and this practice often results in “segregated” public schools, people seem to object w0
active, formally-sanctioned separation of studenss. Children — and adults — do enough of this on their
own, the public appears 1o feel, without the schools’ help. The notion of separate schools also works
against one of the few areas where Americans think the public schools do a better job than the private
schools — teaching students how to live together in a diverse sociery (Table 1).

What About Enmigrants?

The championing of common public schools for all students extends to new immigrants. Teachers and
the public want the schools to hasten the assimilation of new arrivals, even at the cost of neglecting their
original culture. Seventy-three percent of reachers and 68% of the public think the public schools’ primary
goal should be to “help new immigrants absorb tanguage and culture as quickly as possible, even if their
native language and culture are neglected.” Only 20% of teachers and 24% of the public prefer the opposite
approach: “Help new immigrants maintain their own language and culture even if it takes them longer 1o
absorb America’s language and culture.”

“
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¥ even more concerned about overcrowded classes: 80% of Hispanic teachersand 70% of black teachers said I
this was a problem in their schools, compared to 64% of white teachers. \
'? Minority teachers join white teachers and the public in listing order and discipline as a top concern. };
: ] Both see them as essential precondirtions for teaching to take place. Strong majorities of black {72%) and .
k Hispanic (75%) teacherd say that the worst-behaved students are getting the most attention, and 82% of .
white teachers agree. In compurison with these problems, concerns about stereotyping in textbooks again
4 are down the scale, although they do exist: 39% of black and 29% of Hispanic teachers say this is a problem
? his section revisits nany of the issues addressed earlier from the perspective of African-American in their schools.
and Hispanic teachers. The emphasis is on comparing the views of minority teachers 1o those of . . -
their white colleagues. Whatdo minority teachers see as the critical problems facing their schools? Far Greater Concern About Crime and the Busics P
How would they respond to these problems? What are their views toward higher academic standards? L. o : .
And do they want the schools o promoe the same values as white teachers? Minority teachers express far greater concern about the threat of crime in their schools than do white
: ) eachers. Six in 10 black teachers (61%) and 7 in 1C Hispanic weachers (71%) say that drugs and violence are
To summarize: Black and Hispanic reachers struggle with the same issues as their white colleagues. j a problem in their schools (Table 2). In contrast, only 47% of white teachers identify drugs and violence as
Their list of top concerns is longer than that of white teachers. and they seem somewhar more dissatisfied a problem. Black and Hispanic teachers are thus closer to members of the general public, 72% of whom !
with the performance of their schools, But for the most part, they share the same prescriptions, the same 3 thought crime was a problem in their local schools. :
« support for higher standards, and the same values as other weachers. k L ) Lo . .
. i Black and Hispanic teachers are also closer to the public view that students are not mastering the .
There are areas where the views of minority teachers seem to diverge from the views of whires. But ; academic basics. Forty-four percent of black and 46% of Hispanic teachers say  high school diploma is no ,
these differences may be partly due to factors other than race and ethnicity, such as differences in school 4 guarantee that students have acquired basic skills, numbers comparable 1o the public’s 47%. In contrast, ,
district type. Finally, although this study breaks our the views of black and Hispanic teachers throughout i only 31% of white teachers voice that view. i
this chapter, it is interesting to note that they tend to converge on all but a few questions.™ )
o o ‘ , 4 = Finding: Minority Teochers Strangly Suppart o Variety of Measures to Restore Safety and
= Finding: Minority Tenchers Are Less Sotisfied with Their Schaols” Performance ; Order fo the Schools
{
Thirty-eight percent of sch?oihﬁffgri"i’cﬁeif:ﬁfiﬁf?ﬁtfff“'ﬂﬁﬁii.'ﬁfé;ffff:ﬁéﬁ? that their i In Chiper One, we o thasstrong oo h publicandof sewchers | Decisive maorites of
white teachers rote more critical, Africar;—American and Fis, ;nie reachers are significantly less «‘, ppart TOPESiS (0 CTEAe 3 Saie and Order y AMASpRere in Ltk Schook. black and Hispanic
their schools as enthusiastic than white teachers about Lbi performance of LhEir local plublic % Both black and HISPN%K reachersjoin them, offering similar lvels of supporr. teuchers support a !
excellent; only 18% of schools, although most still give their.schools good ratings. While 87% of 4 Decisive majorities of black and Hispanic teachers support a measure to measure to permo- .
black teachers and 17% white teachers say their schools do a good or excellent job, about two-thirds k permanently remove from school grounds students caught with drugs or nently remove students !
of Hispanic teachers of black and Hispanic teachers (67% and 65%, respectively) support that e weapons, with about three-fourths of both groups saying this would improve caught with drugs or .
rate their schools the Assessment. Most of the dlffgrence occurs over how often they apply an 5 i)'cadermm achle\:emc-m {Table 3). Eighty-five percent of white teachers, and weapons from school
excellent” rating: 38% of white teachers rate their schools as excellent; only 5 76% of the public, agree.
same way. ‘8% of black teachers and 17% of Hispanic teachers rate their schools the 4 L . - grounds. :
same Way. . ; Riack'and_ Hispanic teachers both support a series of specific measures to ) ) )
! @ foster order in the schools and do so by muajorities comparable to those of white teachers and the public. .
Black and Hispanic teachers also give their own profession more equivocal masks than their white ; Strong majorities of black and Hispanic teachers favor removing persistent troublemakers from the .
counterparts. Half (32%) the white teachers surveyed say that teachers do a better job than when they were classroom, requiring students to sty on school grounds throughout the school day, and banning student E
in school; 35%.of black and 39% of Hispanic teachers agree. Twenty-two percent of black teachers, and f smoking on school preperty. Minoriry teachers also support a ban on hugging and kissing in numbers close to N
16% of Hispanic teachers, say teachers roday do a worse job; 9% of white teachers agree. ; those of their white counterparts {Table 6). . ]
= Finding: Black and Hispanic Teochers Are More Concerned About Violence ond Ineffective Minority Teachers Go Further I
TeOChmg of Basies st Black and Hispanic teachers go even further, being somewhat stronger proponents of dress codes for E
The top concerns of black gnd Hispanic_ teachers.are a combination Qf thosvf bothering their white ::erg::’]\l,:z:rﬁi;t:reﬁr:}jod\f:k:lsel:;;g?;:;::i; Zzlj‘;ﬁ;ﬁ;ﬁ:his?‘;:"lfi‘;?: are also strong supporters of
counterparts and those bothering the public. Minority teachers agree with white teachers thar school @ E
funding, overcrowded classrooms, discipline, and order are problems at their schools. But they also add Sixty-four percént of black teachers and 60% of Hispanic teachers favor requiring their students to dress
safery and achievement of the basics to their list of priorities, concerns that are uppermost in the mund of in standard clothing (Table 6}, Seventy-two percent of black reachers and 60% of Hispanic teachers favor :
the public. Concerns about classes and textbooks that stereorype minorities — while not insignificant — requiring teachers to dress like professionals, with male veachers wearing jackets and ties. The broad ;
are far down the list of problems about which minority teachers worry, sample of weachers and the public are evenly divided on the desirability of these policies. It is noteworthy
thar African-American parents surveyed in the First Things First study are also stronger supporters of dress .
Shared Concerns Over Money, Class Size, und Order cade policies than white parents.” .
School funding is as important to black and Hispanic teachers as it is to white reachers. Seventy-seven At the same time, minority teachers are even more supportive than white teachers of making learning
percent of black teachers and §0% of Hispanic teachers say their schools are not getting enough monev ro enjoyable — 86% of black teachers, 79% of Hispanic teaches, and 76% of white teachers support this K
do a good job, almost identical (80%) to the response of white reachers (Table 2). Minority wachers are philesophy. They are also more responsive to the notion of building studems” self-esteem. with §2% of )
black teachers, 80% of Hispanic teachers, and 64% of white teachers in agreement with this principle. it
A,
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= Finding: Minority Teachers Shore the Same Agenda as White Teachers, but Want More E before they go on to creative writing. This compares to 39% of white teachers, About half the teachers who -
Emphasis on Social Problems are black (5 ( 3%} or Hispanic (48%) think mixing fast and slow leamere in the same class will improve
3 student achievement, compared to 40% of white teachers. .
. . . K '
In q}ap:r.—rwoé e sa;" d[}m wa?hem a:d th; pu:: hf co;nerg; dm;;;;:.'}d ;]n iadzn;f; agergda th:: 1 While race and echnicity may count for the difference in opinion over heterogenous grouping, another :
p;agm‘:fc. ASIC. AN ,!mfm a ]F‘f prepare sty ;;n%% or th el real wzr - y A‘le ’ "; Am" : 1spg:uc m“ét "i H explanation is that minority teachers in our sample are more likely to work in the elementary grades. As
s ‘"';} v tslper SP;':,U;}C’ ey place more f}f"g asts ‘?T! e {"I;{g]’;t" ents deal with social problems. Blac we saw in Chapter Two, elememtary grade 1eachers are more supportive of heterogeneous groupings.
teachers place a higher premium on reaching practical job skills Forty-five percent of black reachers and 54% of Hispanic teachers respondmg to our survey work in the
Black and Hispanic teachers” hierarchy of “absolutely essential” subjects is virtually indistingnishable elementary grades, compared to only 27% of white teachers.”
from that of white teachers and the general public {Table 5). Basic academic skills lead, with a nearly e 3 . T X
unanimous percentage of minoriry teachers endorsing them as absolutely essential. The basics are followed = Finding: Black and HBPON( Teachers Expffﬁs SUPPO“ for the Pnnc:ples of ngher
by computer skills. then by American history and geography, and then by science subjects such as biology Stondards
and chemistry. The percentages of black and Hispanic teachers saying these subjects are absolutely essential ) 4 .
do not vary from those of white teachers or the public by more than a few percentage points. Asreported in Chaprer Two, teachers support higher standards and expect higher standards to raise the
S o ) B I academic achievement of their students, Minority teachers support higher academic standards in percentages
) Minority teachers also match other teachers and the public in the suhj'ect§ they see as less critical: The ] that are comparably high. And like other teachers, they want standards to be backed up with consequences
history and geography of other arcas of the world, for example, or classic literary works, or sports and 4 and reject lowering the academic hurdle for inner-city students.
athletics. Once again, black and Hispanic teachers do not diverge by more than several percentage points R . ) i
from the views of the other groups. ! Eighuy-five percent of black teachers and 79% of Hispanic eachers support establishing “very clear
) guidelines on what kids should learn and teachers should teach in every major subject so the kids and the :
Sonte Differences Exist F teachers know what to aim for™ (Table 3). They agree with the 8 in 10 white teachers who think thar this 1
. L ) . approach will improve their students’ academic achievement. :
Minority teachers do differ in two important respects. One is the greater emphasis they place on g
teaching children how to deal with social problems such as drugs and family breakdown — 76% of black b As with other teachers, minority teachers want to “put some teeth” behind academic standards and’
g p g Y i ) . : ; P g
and 71% of Hispanic teachers say these are absolutely essential 1o teach, compared 1o 60% of white 5 firmly resist lowering the standards for inner-city children. Approximately
teachers and 64% of the public (Table 5). The other is the particular interest of ¢ three of four Hispanic and black reachers would not allow youngsters to
Block ond Hispanic black teachers in pracuical job skills — 74% say these skills are absolutely ; graduate from high school “unless they clearly demonstrate they can wriee Minority teachers are
. . o e . . . M ceil - . .
teachers’ hierarchy of fzs]ir;ltes;l ta teach. Here. 54% of white teachers agree, as do 61% of Hispanic ; and speak English well. also clear in rejecting
absolutely essential - ? Minority teachers are also clear in rejecting social promotion. Eighry social promation. .
subjects is virtuolly While race m}d ethnicity may exPlain_ these specin! concerns, school locale ) percent of blacks and 71% of Hispanics say students should be promoted only Eighty percent of blocks .
indistinguishable from ;“k“i h‘»'lll’ exp}l;}zm ‘he‘;‘ as well. }‘;’florltg teach.ers in our sarpple are f;’IOfef b B when they’ve learned the knowledge and skills required; fewer than 20% say and 7 1% of Hispanics “
: ikely than white teachers to work in urban or inner-city settings — 50% o ki students should be promoted because they attend class regularly and work :
that of white 'eUChers' black and 41% of Hispanic teachers surveyed work in urban/inner-city districts, # hard. A proposal R)praisc the sandards oflpromotion frong,ugmée schoolto | say students should be '
and the general public. compared with 18% of white teachers. Minority teachers are also more likely K junier high and require students to pass an exam that measures their promoted only when «
v o 0 work with economica]l_y disadvantaged student populations — 54% of black 3 achievement on those standards gains the support of abou 6 in 10 black, they've learned the
and 5% gf Hsap:g‘;: te;ach}frs survt'{vcd say they work n schools where all or most of the students are poor, : Hispanic, and white teachers. knowledge and skills
compared with 30% of white teachers. L ;
. . . . . - requrec.
lack and Hispani h Iy a5 eritical of how th - chool h "absolute! aal” N Black and Hispanic teachers, who tend to work in inner-city districts, quired
b‘?‘ ackan AH“W‘;"C ‘efl‘efs 3“ not near Yldf Z"“‘;{O ! oW Iheir SChoo S ";*’C dd S0 uf;}'e-‘?ﬁe)m'; i want inner-city students to face the same academic expectations as other
subjecr areas as are the public and community leaders. However, minority wachers do provide somewhat 5 students. Sevenry-one percent of black teachers and 77% of Hispanic teachers believe inner-city children e
fower ratings than white reachers. Majorities of black and Hispanic teachers still maintain that their I . ) . s !
s A ) , L 5 5 should be expected to achieve academic standards thar are as high as children from affluent backgrounds. ]
schools do an excellent or good job of teaching such subjects as basic academic skills and American history : . . P !
and geography, but their positive evaluations are usually 10 or more percentage points below those of 4 No more than onefifth of both groups want allowances made because infer-city kids come from T
whitge :ezchirz e P " o 4 p Be po 3 disadvantaged backgrounds. And, like their white colleagues, black (67%) and Hispanic (56%) teachers .
) ’ reject the notion of using sureet language w teach inner-city children.
= Finding: Minority Teachers Also Wary of Teaching Innovotions Raising Standards: How Urgent? ' E
_A~quqrity tcacher’s are oftc;n_ as wary of teaching im}ovations as their fellow xeac'hers and the public. Tn Chapter Two, we questioned whether teachers feel 4 sense of urgency on higher standards, given that i
Minorities are “traditionalist” in choosing between doing early math by hand or using calculators. Both E half (49%} do not think low standards are a problem in their districts. Minority teachers are also divided
black (79%) and Hispanic (74%) teachers think stdents should memorize tht? multiplication tables and over whether academic standards are too low. Black teachers split about evenly. with 51% saying low
learn “]:’ do “f“jth by hand be“)}:? using caleulators. Seventy-two percent of white teachers and 8% of t,l’.e academnic standards are a problem and 48% saying they are not. A slight majority of Hispanic teachers
genera ,;Lublu concur. Like white te.uheirs, m_montyoteachershsilln c;(n w:etl'!er repiacwni%‘mu}npfijefhonf.? (56%) thinks standards are a problem in their schools (Table 2). Minority tcachers mav have another
tests with essay questions .W|"' improve learning: 48% of both black and Hispanic wachers, and 47% o reason to hesitate. With 2 longer list of problems troubling them, mc}udmg the threat of violence, the
white teachers, think that it will (Table 3)‘, pursuit of higher standards may appear less urgent. .
Minority teachers do differ from other teachers in two areas. One, they are modestly more likely to opt : -
for teaching the rules of grummar and speiling before going on to creative writing. And two, they are more o
supportive of heterogeneous grouping of students. Half of the black reachers surveyed and 46% of the B
Flispanic teachers say students should be taught the rules of grammar and spelling from the beginning,
. “&, i .
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= Finding: Minority Teachers, Like Whites, Wont Schools to Teach Honesty, Responsibility and |
|
Resped for Others : “
. ]
Minority teachers are even more attuned to the importance of teaching values in the schools than are ; .
white teachers. Almost two-thirds (65%) of black teachers and 62% of Hispanic teachers say values are .
more important to teach than academics. This compares with 50% of white teachers. Interestingly, minority ;
h ; ; s k
teachers are also more likely to cite the schools for failure to reach religious values: 40% of black teachers, ;
32% of Hispanic teachers, and 19% of white teachers say this is a problem (Table 2). o £ America’s public school R be conentious. Wheth " ; odart
orm of America’s public schools continues te be contentious. Whether a spillover from roday’s
Once again, these differences may be partly driven by demographic factors other than race or ethnic highly-charged political climate, or a sign that contemporary reformers are mvore persistent and
identity, Hall the black reachers and 38% of Hispanic reachers are fram the South, where affinity for determined than their predecessors, we continue. to see fractious debates in community afeer
traditional and religious values is often stronger: by contrast, only 20% of white teachers surveyed are from . community. As these debates pit parents against school boards. advocares of private solutions against
the South. . ) defenders of the current system, or even one group of reformers against another, there is growing bitterness
. L . . among the participants and mounting despair among the public. .
Teaching respect for others, regardless of race and ethnicity, receives the nearly unanimous support of b .
black, Hispanic, and white teachers {Table 4). Teaching honesty and tolerance of others is approved by | One signal of today’s more negative environment, identified in past Public Agenda research. is that .
overwhelming majorities of black (88%), Hispanic (79%), and white (82%) teachers. Whereas 73% of white : increasing numbers of educators and members of the public each believe the other has violared the
teachers favor teaching that democracy is the best form of government, somewhat lesser majorities of J unwritten contract long existing berween them. Under this contracy, educators agreed to educare America’s |
black {64%) and Hispanic (60%) teachers concur. i children, and the public agreed te support them in their work, Today, neither group believes that the other
¢ is holding up its end of the bargain. .
Hi-Advised Lessons 4 . ) . . . g
’ " A Public Agenda undertook Given the Cirewmstances in part to see whether there is a basis for renewing K
. The different teacher groups also agree on the lessons they view as ill-advised. Their guidelines seem to the compact among teachers, parents, and other members of the public. The study shows — as previous B
reflect a desire to avoid introducing extremist views that have the potential to inflamie and divide. Fully d research had suggesved — that teachers and the public-at-large hold some contrary views, especially in their
85% of blacks, 76% of Hispanics, and 80% of white teachers say it would be assessment of how well public schools are doing, Teachers strongly defend the public schools, and believe
- inappropriate to invite a guest speaker who advocates black separanism. Strong L they do their job well under the circumstances —s Judgment that will .
Minority teachers’ majorities of the three groups likewise reject bringing in a guest speaker who ¥ undoubtedly unseule many reformers. But surely it is not surprising that High standards, ad-
express some cancern argues the Holocaust never happened. And a1 least 7 in 10 members of each i teachers are loyal to the institution to which they have devoted their working vanced knowl (I'J
bout cl d group consider it inappropriate to teach that “Columbus was a murderer because @ lives. Imagine the demoralized, almost hopeless, environment that would nced knowlecge, i
? ):gl C:Sﬁis f; his explorations led to the mass destruction of Native Americans.” . exist otherwise. top-notch OCGdenZC )‘
exibooks ihal stereo-, ot . mauastery seem ta be i
fype minorities and A noved bove, minority weshers expess some concern bousclases and 3 Some Areasof Agreement routinely sacrificedin |
women. Four in 10 textbooks that stereotype minorities and wi . ac . ) o ) ) ) - f . !
b kef h 39%) {39%) and 3 in 10 Hispanic teachers {29%) — compared 1o fewer than 2in 10 i Despite their different starting points, teachers and the public do seem to ar? ongoing educational
aci fEGC ers | white teachers — say this is a problem (Table 2). . k share a remarkably lengthy and detailed agenda for action. Both agree on the triage.
and 3in 10 o . . i . k essential elements of the curriculum. Both are convinced that higher standards
Hisponic teachers (29%) Minority teachers are more sensitive to issues touchm]gl upon race }a",d will benefit children from all backgrounds. Both believe that restoring order and discipline in public
say thisisa problem. stereotypiag. %I would b‘c surprising if they were not. vam ,:owewzr,‘x heir I schools is an urgent priority, and both support removing disruptive students from regular classes as a .
V*‘"{Zs “;1”3 similar ‘Z ‘Te“ WI;‘;_ 591,‘%’“'35» w‘f‘h Wh%“h' ey share a des:rf)]{o % means to do so. Both question the usefulness of some newer teaching rechniques, and both see fostering
avoid the more turbulent and divisive Issues of race. When it comes Lo public : such qualities as persistence, inner drive, and respect for others as an integral aspect of educarion.
education generally, the priorities, prescriptions, and values of African-American and Hispanic teachers 7“ 9 P ’ ’ P 8 P
reflect a broad commonality and consensus among America’s teachers. . & Do these areas of agreement provide a basis to renew the broken contract — or at feast to faunch more
. K productive conversations? These shared priorities and concerns do seem to suggest some very practical,
i concrete starting points for renewed discussion. Moreover, the residual trust berween reachers and parents
b may offer the key o getting the conversation back on track. As the First Things First study showed clearly,
b most Americans place teachers and parents at the very top of the Jist of those they trust to make sound
; decisions about schools. ]
Champions of Knowledge?
3 Given the Circumstances offers some hope for those seeking consensus and perhaps even progress on ‘
% education reform. But it also contains some disappointing news for those who believe that the nation's
E prospects — and those of the next generation — are in jeopardy unless public schools make a renewed
E commitment to high-levels of knowledge and learning.
To the surprise of many readers, Lexpect, Given the Circumstances suggests that classroom teachers are '
5 not fierce champions of high-level academic learning. Far from being strong advocates of higher standards. A
b advanced knowledge and study, and top-notch academic attainment, teachers seem tepid in their support. H
) They do not endorse raising standards as vigorously as the public does. Less than half of sacial studies H
- : Y
-:&‘ - . ‘:.
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teachers think world history and geography are crucial subject areas. Only about a third of English reachers ) “ ‘«;
say Shakespeare and Hemingwav are essential areas of study. Of four factors that might determine career k H
success, teachers put “an excellent academic education” adistant third, with only 21% saving it is the most p ] ) i
important factor, " . .
All of which prompis the question: If teachers are not ardent proponents of knowledge and learning, if 3 B
they subscribe to the notion that well-rounded is betier than well-educated, what can we expect from §
students or parents? Unless we wish to dismiss its importance altogether — and we clearly do not — 3
someone must stand up for knowledge. Where else can students rurn for inspiration about its importance 4 “Now I'm going to ask you to compare your community’s public schools and the private non-religious/
and excitement? i Catholic/Christian schools.” In your area, which schools are generally more likely toprovide:”
Edscational Triage TEACHERS GERERAL PUBLIC
. . , . . ! Public  Privote Public  Privale
Tn one sense, of course, teachers are correct: persistence, inner drive, knowing how 1o deal well with i Shodk  Shook  Some  Sdoos  Sdeok  Some .
people are vitally important skills. OQur children certainly need them. It may ulso be true, as reachers in 3
focus grodps repeatedly stress, thar demands to be psychologist, nurse and baby-sitter — as one teacher put E A better education for kids with speciol needs, such os the physically
it — simplv sap the academic energies of even the mast motivated teachers. High standards, advanced : hondicopped s % & N W # H
knowledge. top-notch academic mastery seem to be rourinely sacrificed in an ongoing educational triage. g | ) ) ) Y
Indeed, reformers pushing hard far higher standards may want to consider carefully teachers’ calls for a p 2“;"""0";-'2"' that teathes Kids haw fo deol with peaple from diverse . } g
more ordcr]v civilized, and disciplined school environment. From the teachers™ perspectiv e order and A ocHgouns 3 § 5 z ! :
civility form the infrastructure that good teaching builds on, i Betfer teachers 7 31 % ) |
) Public Agenda’s purpose in preparing this study is s‘imply to add one more perspective —an inarguably : Tried ond true teacking techniques 5 Yo » ¥l
important one — 1o the nation’s discourse on how 1o improve the public schools. Reform has never been -
easy — in cducation or any other area. But without honest discussion, without clear communications, i A better prepormtion for callege 5 2 2 B I K]
without listening as well as advocating, reform will be impossible, and much will be lost as we all go our 3 ] )
separate ways smug in the correctness of our views, ; Fighes sodenic standsids ® n i “ B8
V A Hare safety end security : k] Bon % 813 E
" .
‘ & schaal galicy thot removes kids who ore voutinely disupiive k] 3 0 % 2 0n . !
) . . v < #
/ 2 Good verkhobis 5 % 4 n 5w i
M }V Mare discipline and midet in the dossrom A ) 18 1§ [ i
- ’,’ #n enviranment that promotes such velues a5 honesty ond sesponsibifity 2 k] 42 i7 “o
Deborah Wadsworth i ) ;
Executive Director, Public Agenda v‘ Smller duss size 18 8 I B & b
1 #n oppreciotion for refigious volues " 76 I3 [ B4 !
{
: |
"f Bam b this toble token from the disimmens /arompiere survey, conduriad By, 1995. That survey did not indede wversamplas of block ond Hisponic teachers. - ’;
A Hote: Percentages in tobles moy fit ndd up to 100% becouse "ol sures” ste oot lepmedotbemmeofwumimg di okacavse slight d s baramen g
E mrmbers it he rext ond nurobers in the tobles. I
. {
fianwordi itored 1ot respoudeny’ pgint of camposisan. *Private scheofs” colymn in rable reptesents combined privare school i
§ !
i
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“Here are some problems different public schools may or may not have. Please tell me how serious a
problem each is in your own communivy’s puhlic schools. (INSER T PROBLEM] s that problem very serious,
somewhat serious, not toa serious, or is that not a problernacall in your community’s public schools?”

TEACHERS  GEHERAL  BLACK  HISPANIC WHITE‘

PERCENTAGES SAYING "VERY SERIOUS” OR “SOMEWHAT SERIOUS™ PROBLEM OVERALL  PUBLIC TEACHERS TEACHERS TEACHERS
Sthaals are not getting enough mansy ta do o gaod jeb 12 8% % % %
Closses e too owded 85 1 n i 1)
Acodemic standords ate too tow oad kids ore not expected fo leom enough 51 41 5t 56

These's 100 much drugs and vilence in the schooe - T n 8 n 7
Kids ot not tought enough moth, science ond computers E] 52 4 4 4
Schaols don' teach kids good work habits, such o being on fime to dossond

completing assignments 38 52 L1 4 3
Too many feachers ore more cancemed with making kids feef good about

themselves than with how much they leamn 3% 3 25 44 3
There: is not enough emphasis on the basics, such o reading, wiiting and moth H 4] 4 4 M
Schools ote not vlear and specific ensugh about whot they wont bids 1o lesm 3 47 k7l 4 32
Schouls fail 1o feach religious volues ' % 4 4 k74 9.
Too many teachers oie more interested in being populor thon in requiting

fespect and discipline 34 4 3 19
Closses ond textboaks siereotype mingrities ond women 7 k4 ki » 15
Schoots are foo graphic and explicil when teoching sex education 7 K] i 15 7

Data for twachers mbeo fom ;mzyfm zhé{(epoﬂ Dotorfor the generod public tnken bom the Zs7 ZRiags firs? survey (1998).
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“Now I'm going to read you some ideas for changing the way public schools teach. For each, I'd like you
to telt me if you think it would improve kids’ academic achievement. Use a 5 point seale where 5 means
that it would improve academic achievement a great deal, and 1 means it would not improve academic
achievement at all. How abour”

TEACHERS GENERAL  BIACK  HASPAWIC WHITE
PERCENTAGES GIVING THE ITER A 4 OR S RATING OVERALL  PUBUIC  TEACHERS TEACHERS TEACHERS

Emphasizing such work habits s being on time, dependoble, and disdalined L Bi% 8% &% 4%

Toking persistent troublemokess ouf of closs sa thas \achers con concentraie
an the kids who want ts leam & 73 £ & )

Pesmanently remeving fiom schaol grounds kids who are cought with drugs
ac with weapons ' B 7 7 7 8

Hat aflowing kids to graduate from high schoal unless they dearly demonsirate
they tan wiite ond speak English well ’ 83 8 i i 3

Seting up very deor guidelings on what kids shoold leam ond seuchess should .
teach Tn every mojor subject so the ¥ids and the enchers ill know whot fo aim for 80 2 & r ]

Ressing the standords of pramofion hom grode schaof to juior high ond only
Terting ¥ids move aheod when they poss o est showing they hove seached

those stondords 62 ] 8 L] 62

Replocing mulsiple chaice fests with essay tests o measure what kids leam g 5 4 ] &

Mixing fost learners and slow feorners in the same doss <o tht slower .

ids learn from foster kids 4 34 53 38 48

Adapting how schools teach 1o the butkground of students, such os using :

sireet lenguage 1o teoth inner-city kids 15 il 1 K 15
- Miowsing educotars ta paddle o spank students 13 i n 19 12

- Dot fur renchers taken hom suy condusted fox this report Datu fs the gersrol pusbfic taken from the i Sings At sumvey (1994,
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“Tam going ro read you some descriptions of class textbook and lesson plans and ask you o rate how
appropriate they would be for your community s public schools. Please use s scale of 110 5 where S means i is highly
appropriate and 1 means itis notac all appropriate, How about”

APPROPRIATE: PERCENTAGES RATING (TEM 4 OR S APPROFRIATE NAPPROPRIATE
|NAPPROPRIATE: PERCENTAGES RATING (TEM 1 OR 2 it 6P BT oW T G B B W
Tenching eespect for others regordiess of their rocial or

eihnic background %% 9% 95% B W% % B % % i%

‘ Teathing honesty ond the impoizdn(e of telling the tnuth w9 % B M [ S T T

Tenching kids to solve problems withaut vislence % BV % N % 13 7 5
Sipessing thot democrocy is the best form of govesnment 7B [\ ] [ < I VA
Teuching sespect for pesple wha ore homosexus! LIS} 5§ 4 2 W BV
Teaching in o science doss thas the biblicof view of creotion ang

Darwin's theary of evolation ore equally valid B OB OB OB B R O» 8N4
Teaching thot two-posent fomilies dre the best woy 1o raise dhildren % 05 3N AN B 7B 0 o q
Auguing fhot rodsm s the sin couse of the economic ond sodiot .

problems bocks foce todoy 3 ®¥ N BB @ 4 51 5 8
Bringing in 0 guest speaker who odvorntes block seporotism 5 B 5 0 ¢ @ N 8B %W
Teaching that Columbus wos o murdeser becouse his explorations

led to the mass destruction of Notive Ameritans . 5 ¢ 4 B oW
Bringing in o guest speaker who oigues thot the Halocnust

never hoppened : 5 &8 5 7 5 % 8 B8 72 &

4 KEY; ToTeachers, GP=General Public, BT = Black Teachers, HT = Hispanic Teachers, W'T=White Teachers

Dt 1 reochers taken Fom survey condutsed for i repant. Dutotor the generol public skendiom the A Phings Fiss survey (1 934).
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“Now here are some things the local public schools in your comnmnity could concentrate on teaching.
Please tell me whether you think each is absolutely essential, important but not ¢ssential, or not too
importam for vour local schools 1o be teaching. How about teaching:™

GEHERAL  BLACK  HISPANIL  WHiTE
PERCENTAGES SAYING "ABSOLUTELY ESSENTIAL TEACHERS  PUBLIC  TEACHERS TEACHERS TEACHERS
Bosic rending, wriling end moth skills b Fh %% %% Rig
Gaod work hobits such os being sespansible, on fime, and disciplioed 9 Fidd % & %
The value of hard work 8 B 8 8
alues such s honssty ond tolerance of athers 7 bl &
Habits of good dirizenship such o voring ond coting obout the notion ) n W
Curiosiy ond 3 fove of earing ‘ 9 5 B 7@
Camputer skills and medio technology 7 & 79 7 73
Americon history ond Americon geogiophy T 4 n 4 n
Biology, themistry ang physics ] 59 8 81 4
How 1o deol with social problems fike drugs ond family breokdown 4l 4] 7% 7
Procrica! job skilks for office or indusiry % 57 %8l M
The Hisiory and geogrophy of such ploces os Furape or Asia 4l B LY} 4 4
Advonced mathematics suth os coleulus 3 k) a2 @ 3
Clossic works from such writess os Shokespeore ond Ploto u B B i) i
fhodern Amercon wiitess such os Steinbeck and Hemingwey 23 un bii i) 3
Spors and athletics 14 i} 0 14
———L.:..W,_ d o his repoe, e Kxshe el public sken Fom the Assdmens faermobie ey (1095,
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“Fere are some policies your community’s public schools might consider adopting. W ‘ould you favor or oppose
. [INSERT TTEMJ: s that surongly or somewhat?™

GENERAL  BLACK  HISPANIC  WHITE

PERCENTAGES RESPONbING “STRONGLY FAVOR™ OR “SOMEVHAT FAVOR™ TEACHERS  PUBLIC  TEACHERS TEACHERS TEACHERS
Banning smoking anywhere on school grounds by students 9% &4 h % 95
Requiring kids 10 stay on school grounds thraughaut the day, with no

chaice of going aff-campus for funch ) @ 73 7 78 %0
Bonning hugging and kissing between students o schoal grounds 3] 5 81 [ 89

Requiring teochers to dress like professianals, with male feachers wearing
jackeis and ties to set on exomple for kids 2 5 n -] 5

Requiting kids ta dress in stondard dathing, such os o buttan-down shirt and
slocks for boys 4 49 o ] 45

Data for teachers taken hom survey conducted forshis report, Data fo the general public taken fiom the st Hings st survey (1994).

“I'm going to read four things that could determine people’s success in their jobs and careers. Which do
you think is generally most important?”

GENERAL  BLACK  HISPANIC  WHITE
TEACHERS ~PUBLIC TEACHERS TEACHERS TEACHERS

4% 4% 3 34 i

PERCENTAGES SAYING “MOST IMPORTANT”

Being persistent ond hoving inner drive

Knowing how to decl with people well 2 B B 7 ki
Getting an excellent academic educotion il 7 B 3l i
Knowing the right peaple and having the right connections 4 [} 7 5 4
Darvo for teadhers oken ducted for this report. Dota for | public token from the Asey facompiere survey (1995).
, .
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1. Jean Johnson, Assiy Jncomplete: The Unfinished Bissiness of Education Reform (Public Agenda, 1995).

2. Although both teachers and the general public show concern over American students’
competitiveness, it is the difference in degree of their concern that is significant. Exact question wording:
“How concerned would you be if international test scores showed that American students were doing
poorly in comparison with students from many other countries? Would you be very concerned, somewhat
concerned, not too concerned or not concerned at all?” Results: General public — very concerned 56%.
somewhat concerned 32%, not too concerned 7%, not concerned at all 4%. Teachers — very concerned
28%, somewhat concerned 45%, not too concerned 19%, not concerned at al 8%.

3. When asked, “Overall, would you say that the public schools in your community dre doing an
excellent, good, fair, or poor job,” only 16% of the general public said “excellent,” whereas 42% of teachers
and 38% of school administrators said “excellent.” When asked, “In your community, is it the public
schools or the private schools which generally provide a better education,” only 33% of the general public
responded “public schools,” while 75% of teachers and 83% of administrators responded “public schools.”

4. Jean Johnson and John Tmmerwahr, First Things First: What Americars Expect from the Public Schools
(Public Agenda, 1994).

5. For example, a 1995 Office of Technology Assessment report which drew on a number of past
studies found students are at far more risk of death or serious injury when they are off school grounds
(reported in the New York Times, Nov. 19, 1995).

6. For further information on the attitudes of diverse groups toward math reform, see Math Leads the

Way: Perspectives on Math Reform (Public Agenda, 1993).

7. Steve Farkas, Divided Within, Besicged Without: The Politics of Education in Four American School
Districts (Public Agenda, 1993). - .

8. Elementary school teachers are somewhat less likely than high school teachers to ap;prove of a“get

‘tougher™ approach for younger kids (the margin is 53% to 65%). Elementary school teachers are also less

likely to approve of a “get tougher” approach for high schoolers — 71% say it’s a good or excellent idea
compared with 84% of high school-teachers who feel that way.

9. National telephone survey of 1,000 adults, conducted December, 1995 for upcoming study on welfare.
Exact question wording with results for the general public: “T am going to read five areas of government
responsibility. Please tell me in which area it 1s most urgent for the government to change the way it does
things. Is it most urgent to change... how the government deals with other nations (7%), how the government
deals with crime (18%), how political leaders are elected (6%), how the public schools are educating kids
(33%). how the government runs the welfare system (33%).” Responses of “don’t know” totaled 3%.

10. Forty-one percent of social studies and history teachers say that teaching “the history and geography
of such places as Europe or Asia” is absolutely essential,” matching the 41% of teachers in general. Thirty-
three percent of math teachers say that teaching “advanced mathematics such as calculus” is absolutely
essential, approximately the same as the 36% of teachers in general who take this position. And 30% of
English teachers say that teaching “modern American writers such as Steinbeck and Hemingway™ is
absolutely essential, only marginally more than the 23% of teachers in general who feel this way.

11. Exact wording of questions (with results for teachers): “If a teacher passes a group of kids in a public
school playground who are teasing another child about the fact that his mother or father is a homosexual,
should the teacher: let the kids work it out themselves (3%), break up the situation and leave it at that (23%),
break up the situdtion and emphasize that teasing about homosexuality is wrong (73%).” “If a teacher
passes a group of kids in a public school playground who are teasing another child about his race, should

Given the Circumstances: Teachers Talk About Public Education Today 45
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the teaches let the kids work it out themselves (29%), break up the situation and leave itat that {(13%), bre.ak
up the situation and emphasize that teasing about race is wrong {85%)." ‘l‘f 2 teacher passes a group of kids
in a public school playground who are teasing anather child about his religion. should the teacher: let fhe
kids work it put themselves (3%), break up the situation and leave it at tha (15%), break up the sitnation
and emphasize that teasing about religion is wrong (82%).”

12. Due to the low incidence rates of minority teachers, it would have been prohibitively expensive to
interview black and Hispanic reachers randomly. As a consequence, the black and Hispanic r.eacher
oversamples were based on 1 targeted. not a random, sample. Please refer to the Methodology section for
a full explanation of how these samples were constructed.

Hispanics can be any race. For the purposes of our study, we asked respondents to self. idenufy ’by
asking them, “Do you consider yourself: White , Black or African-American, Hispanic, or Astan or Pacific
Islander.” References to race or ethnicity rely on how respondents define theruselves.

Tt should be noted that minority teacher attitudes are not available for some of the items discussed in the previous

. chapters. Thisis because some of the teacher attitudes reported were capturedinan earlier survey for the report

Assignment Incomplete which did not include oversam ples of minonFy teachers {see Methodology for
more details.) .

13. In the First Things First survey, 71% of African-American parenis said they favored “requiring
teachers 1o dress like professionals” compared to only 47% of white parents and 56% of the general pul_)hc;
Sixty-four percent of African-American parents said they favor requiring kids to dress in standard clothing
versus 41% of white parents and 49% of the general public.

14. Exact question wording: “How good a job are the public schools in your conjxmuni(y doing at
teaching..{ITEM]? Would you sav excellent, good, only fair, or poor?” Percentages saying “Excellent” or
“Good” for “basic reading, writing, and math skills:” Whice teachers — 85%, Black teachers — 6_9%,
Hispanic teachers — 72%, Percentages saying “Excellent”™ or “Good™ for “American history and American
geography:™ White teachers — 82%, Black teachers — 60%, Hispanic teachgrs — 65%. N_ote that Lhes‘e
questions were asked only of those teachers who had earlier said that reaching these subject marters is
“ahsolutely essential.” .

15. In the First Things First survey, African-American parents supported heterogenous grouping in
approximately the same numbers as did the general public and white parents. Thirty-nine percent c?f
African-American parents support the idea, as do 38% of white parents and 34% of the geneml’pubhc. This

- supports the contention that it is the level of school taught rather than race which drives teachers’ perceptions
on this issue, :

“
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Giuen the Circumstances draws upon findings from two separate telephone surveys conducted with
public school teachers in 1995. The main survey, conducted specifically for this study, reports the attitudes
of 1164 public school teachers interviewed by telephone throughout the continental United States. The
other supplemenial survey was part of Public Agenda’s 1995 study, Assignarent Incomplete, and gauged the
views of 237 public school weachers. .

Given the Cirenmstances also refers to findings from a mail survey of community leaders done for the
Assignment Incomplete study. Finally, it draws on the dozens of focus groups Public Agenda has conducted
with teachers across the.country in recent years for a variety of research projects.

Abont the Survey

- The main survey underpinning the analysis for this study is based on telephone interviews with 1164
public school teachers. Of this 1164 woral, 800 interviews were conducted with arepresentative, randomly
drawn sample of public school teachers, grades 4 through 12. The remainder comprise the black and
Hispanic teachers’ oversamples. The survey instrument was designed by Public Agenda. Interviews were
conducted by Eastern Research Services, and averaged 28.5 minutes in length. As in all surveys, question

order effects and other non-sampling sources of error can somerimes affect resulis. Steps were taken to |

minimize these, including pre-testing the survey instrument and randomizing the order in which some
questions were asked,

The 800 random sample interviews were conducted between October 9th and October 26th 1995, A
random sample of teachers with phone numbers a1 their schools was drawn by Quality Education Data,
one of the pre-eminent sources in the school data field. The survey was then fielded using an approach
sirnilar to that used by Louis Harris and Associates for interviewing teachers. Teachers were called at their
schools and asked for by name. If they were reached directly they were asked to participate in the survey.
If they were unable w0 be interviewed immediately they were asked to make an appointment to be
interviewed ata later time either atschool or at their home, Teachers at their schools who were not able to
come to the phone were left a message asking them to call the nonprofit, nonpartisan Public Agenda ata
toll free 800-number to participate in a national survey of teachers about education, In all cases, teachers
were screened by being asked, “Are you a public school reacher who teaches in a classroom?” to ensure
that only current public school classroom teachers were interviewed for the studv. The margin of error for
this portion of the sample is plus or minus 3.4%.

About the Oversamples of Black and Hispanic Teacbers

The percentage of black and Hispanic teachers is generally low {(about 8% for black teachers, 3% for
Hispanic teachers), and, of the sample of 800 respondents, only 37 wachers identified themselves as black
or Hispanic. To assess the views of black and Hispanic teachers with greater confidence, an additional 364
interviews were conducted with targeted samples of minority teachers. The study thus analyzes the views
of 200 black and 201 Hispanic public school teachers.

The 364 black and Hispanic oversample interviews took place between October 23rd and November
2nd, 1995. A targeted sample was employed because, as mentioned above, the incidence of minority
teachers was prohibitively low. The targeted sample was constructed from Survey Sampling’s “Low
Incidence Targeted Sample” data base. The targeted sample provided home phone numbers of people who
had identified themselves as teachers within approximately the past year, and who lived in neighborhoods
with at least 10% black or Hispanic residents. Margin of error statistics are less appropriate when discussing
these oversamples because they were based on targeted samples drawn from self-selected respondents.
Nevertheless, generalizations abour black and Hispanic teachers in this report are sirongly suggestive.
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Oversample respondents were called at home and screened with the question, "Areyoua public school
teacher whao teaches in a classroom?” as well as a question about their race and ethnicity. If they said
they were a public school teacher and identified themselves as either black or Hispanic, they qualified for
the study. - ’

About the Supplemental Teachers Survey

Some of the results reported in Given the Circumstances are based upon a supplemental survey of
teachers conducred as part of Public Agenda’s 1995 study Assignment Incomplete. This random sample of
237 public school teachers was drawn and interviewed using the same techniques as were used with the
main Given the Circumstances random teachers sample, described above, and has a margin of error of plus
or minus 7%. :

VSM?“L‘B}' of Community Leaders

“T'his study also draws upon a mail survey of 2 nation-wide sample of community leaders, conducted for
Public Agenda’s Assignnient Incomplete study. That survey was mailed 1o 3,650 economic, political, civic,
and educational leaders in early May 1995 and netted 1,151 returns - an overall response rate of 32%. Of the
1,35: 1 leaders, 734 were non-ediicators, and it was this portion of the leadership results thatare reported on
in Given the Circumstances. They include 261 leaders from the economic sector (e.g, directors of Chambers
of Commerce, union presidents); 165 leaders from the political sector {e.g. mayors, state legislators), 207
civic leaders {¢.g. police chiefs, heads of foundations); and 101 leaders from ather (non-educator) categories.

Focus Groups

To inform this study, Public Agenda has drawn upon the many focus groups it has conducted with
teachers across the country in recent years for a variety of research projects. (See, for example, Public
Agenda’s Divided Within, Besieged Without: The Politics of Education in Fowr American School Districzs;
Effective Public Engagernent: The New Standards Project; and The Broken Comtract: Connecticut Citizens Look
at Pblic Educationy While focus groups do not produce quantifiable results in the way surveys do, they
aflow for an in-depth, qualitative exploration of complex issues that is extremely valuable in designing and
interpreting surveys. Insights from these groups were important to the survey design, and quotes were
drawn from them when they gave voice o the attitudes captured statistically through the surveys.

i, :
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*Commirtted to Change: Missowrians and Pubiic Education. 1996. Prepared by Public Agenda for the
Missouri Partnership for Quistanding Schools, this report describes how the citzens of Missouri feel
about public education. The gaps among educarors, community leaders, and the public, meluding aspecial
focus on African-Americans, are outlined. How Missourians feel in comparison to citizens of Connecticur .
and the nation at large is also included. Copies are available from Public Agenda for $10.00.

*Assignment Incomplete: The Unfinished Business of Education Reform. 1995, A follow-up study to First
Things First, this report examines why support for public schools is in jeopardy; why Americans are so
focused on the basics: whether people are really committed to higher standards; and whether they value
education in and of itsel{. Copies are available from Public Agenda for $10.00.

*The Basics; Parents Tatk About Reading, Writing, Arithmeric and the Schools. 1995, This focus group study
further explores the public’s concern with the basics and the differences in attitudes between college and
non-college educated parents. Copies are available from Public Agenda for $7.50.

“Professional Development for Teachers: The Public’s View. 1995. This report indicates the potential for
both support and disappointment with professional development for teachers, Copies are available from
Public Agenda for §7.50. - :

The Westchester School-to-Work Initiatives: Prospects and Challenges. 1995. This report probes the public’s
reactions to public education in Westchester, NY, and explores the possibilities for school-to-work
transitions, Copies of this report are available from the Westchester Education Coalition, 222 Bloomingdale
Road, White Plains, N'Y 10605, (914) 683-8045.

*Accomplishing Reform with Public Engagement: A Map of the Process. 1995. Prepared by Public Agenda
in collaboration with the Ketering Foundation, this map addresses citizens and community groups who
want 10 undertake reform but believe that the public should or needs 1o be their partner for real change 1o
occur. Roadblocks a community might encounter are flagged. Copies are available from Public Agenda
for $7.50.

Contested Values: Tug-of-War in the School Yard, 1995, Prepared by Public Agenda for the National Issues
Forums, this citizen discussion guide focuses on the debate over which values American children should
be taught in public schools. Written for the general reader, the guide lays out pro and con arguments for
having schools promote diversity and tolerance; having them convey 4 common core of civic values;
having them teach traditional Christian values; and granting parents the choice of which schools their
children will attend. The book can be ordered from McGraw-Hill, Inc. by calling 1-800-338-3987. ISBN 0-07-
0518254 .

Preserving the Higher Education Legacy. 1995. A follow-up study o The Closing Gateway (1993), this
report is based on a series of indepth interviews with California leadérs who cite rising costs and declining
access as problems for higher education. Copies of this report are available from the California Higher
Education Policy Center, 160 West Santa Clara Street, #704, San Jose, CA 95113, Fax requests to 408-287-
6709. Ask for Report #95-3.

*First Things First: What Americans Expect from the Public Schools. 1994, Based on a national study of over
1,100 members of the general public, including 550 parents of children currently in public school, this
report examines public attitudes about values issues in public schools as well as views on reform efforts.
The study also offers detailed analyses of the views of white and African-American public schoo} parents.
as well as parents identified as traditional Christians. Copies are available from Public Agenda for $10.00.
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*The Broken Contract: Connecticut Citizens Look at Public Education. 1994, Prepared by Public Agenda
for the Witliam Casper Graustein Memorial Fund, this report describés how the citizens of Connecricut
feel about public education and integration in their state and why they hold these attitudes. The gaps
among educators, business leaders, and the public, including a special focus on African-Americans and
Latinos, are outlined. Copies are available from Public Agenda for $5.5C.

*Divided Within, Besieged Without: The Politics of Education in Four American School Districes. 1993,
Prepared by Public Agenda for the Kettering Foundation. Thisstudy reports the results of over 200 face-te-
face interviews with teachers, principals, administrators, school board members, parents, and business
executives in four rypical school systems undergoing reform. It reveals a significant barrier to educational
reform — polirical gridlock among education stakeholders — and describes the substantial in-fighting and
communication gaps among these groups. The report can be ordered from Public Agenda for $10.00

Effective Puhlic Engagement. 1993, Prepared by Public Agenda for The New Standards Project. Based on
focus groups with teachers, parents, high school students and members of the general public, this study
explores responses o and concerns about implementing higher standards. This handbeok suggests ways to
address people’s reservations about standards, but it 15 useful for anyone interested in communicating
about education reform. To order, write or call The National Center on Education and the Economy, 700
11th Street NW, Suite 750, Washington, IXC 20003, Tel: {262} 783-3668. The reportis $5.00 for New Stndards
Project partniers, $25.00 for non-partners.

*Math Leads the Way: Perspectives on Math Reform. 1993. Prepared by Public Agenda for The Math

Connection. A survey of more than 1000 participants in a national videoconference on math reform

. sponsored by WQEL in Pirtsburgh and the Math/Science Education Board in Washington, DC,, this study

identified a consensus among math educators about the kinds of changes needed to improve student
achievement. Single copies are available from Public Agenda for $7.50.

The Closing Gateway: Californians Consider Their Higher Education System. 1993, Prepared by Public
Agenda for the California Higher Education Policy Center. The study compares Californiang’ perceptions
of the cost, accessibility, value, and opportunity in their higher education system with those of citizens in
other parts of the country. Available from the California Higher Education Policy Center, 160 West Santa
Clara Street, Suite 704, San Jose, CA 95113, When ordering, ask for report #93-6. '

*Educational Reform: The Players and the Politics. 1992. Prepared by Public Agenda for the Kettering
Foundation. Based on a survey of teachers, principals, superintendents, school board members, and business
executives from major corpbrations, the study reports consensus among the groups over the goals of K-12
education but strong differences in their evaluations of the performance of the schools. The report is $8.50
and can be ordered from Public Agenda.

*Crosstalk: The Public, The Experts, and Competitiveness. 1991, A research report from Public Agendaand
the Business-Higher Education Forum, The report describes a gap hetween the way leaders and the public
view the issue of U.S. economic competitiveness and the associated erisis in education and work force
training. The report is $17.50 and can be ordered from Public Agénda.

“Reports marked with an asterisk can be ordered by calling o writing Public Agenda ar & East 39th Sureet, New York, NY
15016: Tel: (212) 6866610, Fax: (213} 889-3461. Shipping and handling costs will be applied.
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President Clinton Announces
"21st Century Teachers™

May 29, 1996




2 PAGE SUMMARY
of Presuientlal Announcement



. a B 21ST CENTURY TEACHERS
: ' May 29, 1996 ‘

"Our challenge is to provide Americans with the educational opportunities we’ll all need to
for this new century. In our schools, every classroom in America must be connected to the

information superhlghway with computers and good software and well-trained teachers."
- Pre31dent Clmton State of the Union Address, January 23, 1996

TODAY, PRESIDENT CLINTON ANNOUNCES A NEW VOLUNTEER INITIATIVE: "21st
CENTURY TEACHERS:" The nation’s education leaders join with the President today to announce the
creation of a new voluntary corps -- 2Ist Century Teachers -- to help all teachers learn to how to use new
technology to improve teaching and learning in every school, classroom, and home in America. ‘

«  This Announcement is an Integral Part of President Clinton’s Technology Literacy Challenge.
The President has challenged the private sector, states and localities, schools and communities and the
Congress to transform teaching and learning in America’s schools through new information-age
technologies so that every child can become technologically llterate

. Natlonal Partnersh:p To Train Teachers. Today, following several months of planning and work
with the White House, the nation’s leading parent, teacher, and school board organizations are stepping
forward together to meet a vital component of the President’s challenge: Ensuring that all teachers will
be trained to use the new educational technologies. This national volunteer partnership has made a
commitment to the President to reach the following goals:

. 100,000 21st Century Teachers Will Train More Than 500,000 Teachers. 100,000 teachers,
already familiar with the néw technology, will be signed up on'the Internet this summer (similar to
California Net Day sign-ups) to lead a kick-off event as school begms this fall to introduce their
peers to the potential of education technology.:

=  Internet Recruitment. Volunteers will be recruited throughout this summer using
electronic mail and a home-page on'the World Wide Web sponsored by the participating
organizations. Through meetings, newsletters, and electronic communications with their
members throughout the summer, each organization will encourage teachers to participate.
The groups are committed to having 100,000 21st Century Teachers lead the effort this fall.

=  Commitment to Train 500, 000 Teachers. The 21st Century Teachers will train more than
500,000 other teachers this fall and continuing throughout the school year in using
- computers, educational software and the Intemet Superhighway.

*  National Kickoff Day of 21st Century Teachers: The work of the volunteers and all of their -
~ supporters will be maugurated in a National 2}51‘ Century Teacher Day shortly after school starts.

=  Local Events, sponsored by school boards, teacher organizations and other groups w1ll
recognize the 21st Century Teacher volunteers, recruit new volunteers and teachers
interested in receiving training, and expose teachers to the types of resources that will be
available for professional development in education technology. '

. Committiment to a National Partnership to Make Real Progress. Parents, school boards, business
groups, colleges and universities have volunteered to provide new resources and support to help
technologically literate teachers help other teachers use new and more powerful learning tools to help
all students learn the new- basic skills essential for the 21st century.



TRAINING PROGRAMS BEGINNING IN OCTOBER: The core of the 2Ist Century Teachers’ act1v1ty
will center on teachers helping at least 5 of their colleagues. Begmnmg in October, communities around the
country will provide their volunteers with dlfferent kinds of help: '

. Build on Successful '"Net Days." Bu11dmg on the- hlghly -successful California Net Day in
March, several other states have already announced plans to hold “Net Days” to connect
classrooms to the Internet and many more states. will have plans for such “electronic barn-raising”

. in place by this fall.

= Follow-up Net Days wzth Teacher Training. A new commitment to have Net Days
followed with programs designed to help teachers learn how to use computers, educational
" software, and learning resources available on the information superhighway.

e Tech Corps Offers Training and Support. Tech Corps,-a national organization of private sector
volunteers with technical expertise now chartered in 30 states, is prepared to offer training to 2/st
Century Teachers in all levels of technology, and mentor these teachers as they begin to apply

~ what they have learned, offering the one-on-one support so critical to learning new skills.

. The International Society for Technology in Education will inaugurate a new online service
which will allow 21st Century teachers to collaborate on the internet to-help their communities
‘develop guidelines and standards for teachmg technology skxlls using technology throughout the
curriculum, and assessmg student progress .

. PTAs can work with their local schools to conduct "back-fo-séheol" nights and days that '
encourage parents to work with teachers to understand and to leverage the full potential of the
new education technologies for learning in the classroom and-at horne

»  Community colleges can offer training and support for practicing teachers in technology- -
enhanced curriculum, educational software, and research and problem solving on the Internet.

»  Public and private colleges and universities can help schools meet rlgoroﬁs academic standards
- by sharing strategies for technology-enhanced 1nstruct10n in math, science, history, hterature and
composition. : :

A NEW CHALLENGE TO BUSINESS LEADERS:. In recent meetings with thé President, business leaders
. have been unanimous in recognizing the importance of training teachers .to teach new technologies: A recent

~ report to President Clinton by the NIIAC group of business and community leaders, chaired by Edward
McCracken (Silicon Graphics) and Delano Lewis (NPR), noted: "Unless teachers are properly trained, the
~ technology and connections that so many are working to bring into the schools will not be used to fullest

potential or, worse yet, will be left to gather dust." In acknowledgmg the commitment made by the ,
education community today, President Clinton will call on the business community to join in this national
partnership and provide essential support, expertwe, mformanon, and resources for 21st Century Teachers
to succeed.

SUPPORTING AMERICA’S TECHNOLOGY LITERACY CHALLENGE: President Clinton urges’
Congress to join in meeting our National Challenge to make all students technologically literate by the dawn
of the 21st century. The President urges bi-partisan support for the $2 billion, 5-year Technology Literacy
Challenge -- funded in the President’s Balanced Budget -- which will leverage funds to encourage states to
develop strategies with the private sector and local communities to ensure that all American schools make

- effective use of technology. The fund would play a vital role in providing states and local communities with
the focus, the incentives, and the resources needed to help teachers get the training they need.
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LETTER TO PRESIDENT CLINTON
From The Education Community
~ Accepting His Challenge
On Technology Training For Teachers



elor W Teachers
May 28, 1996 |

- The Honorable William Jefferson Clinton 111
The White House
| Washington, DC 20500

Dear Mr. President: 7

As leaders of national organizations committed to quality education for all students, we
heartily endorse your education technology initiatives. In response to your challenge in
the State of the Union message, we have already convened ourselves to discuss how we
might play a role in making the goals of your Administration a reality.

We have agreed to jointly establish our own initiative in support of your goals, which we
call 21st Century Teachers. It is designed to encourage, recognize, and support educators
who are developing skills in new technologles and using them in innovative ways with
students and colleagues

This initiative would not be a new bureaucracy but rather an agreement among the
organizations listed below to work together at the grassroots level to prepare all educators
* for the next century. Interested educators would join tlns initiative by committing to four
* basic actions: :

" Build expertlse in using new learmng technologies,
e Share expertise and experience with colleagues, ,
o Use their expertise with students as part of the daily leammg process,
e Work to make classroom technology available to all students and teachers.

“Our organizations have agreed to work cooperatively to support teachers and other
educators at the local level by disseminating information on skills teachers will need to
facilitate learning in the 21st century, ensuring professional development opportunities,
developing awards and incentives for using educational technology, and promoting the
development of, and access to, classroom resources and curricula that use advanced
technologies. -

‘To launch this effort, we will be sponsoring a national 21st Century Teachers kickoff this
Fall. During this event, thousands of educators from around the country will be
participating in programs and activities to highlight the importance of technology as a
tool for teaching. From now until the kickoff, educators will sign up electronically 6n a
home page being created on the Internet. They will pledge their committment to
participate in kickoff activities and to the four basic act1v1tles outlined in the 21st Century
Teacher Vision Statement.



To follow up the kickoff, teachers who sign up as 21st Century Teachers will pledge to
explore the potential of educational technology with at least five of their colleagues

during the month of October, and at least five others during, the rest of the 1996-97 school
year. In response to your Technology Literacy Challenge, we hope to sign up at least
100,000 teachers by October, and potentially have half a million teachers participating in
development activities during the month of October. During October our organizations
will support and publicize the 21st Century Teacher Initiative through a variety of efforts.
We will involve students and parents in follow-up activities. o

We are prepared to announce our commitment to your four-pillaxed Education
Technology Initiative, and to join you in the challenge of bringing the power of
technology to all America's classrooms. *

Smcerely, ‘ :
Keith Geiger, President : - Albert Shanker, President |
National Education Association - American Federation of Teachers
James A. Kelly, President | Karen Smith, Executive Director

National Board for Professional Teaching Standards  United States Tech Corps

Mud o 6. /@u

David Brittain, President - ordon Ambach, Executive Director
International Society for Technology in Education Council of Chlef State School Officers

Joan Dykstra, President ' H. Michael Brown, Presment

The Natxonal PTA ‘ National Association of Secondary School Principals
'Dawd R. Ple:ce, Presidentand CEO = ' Art Wise - M’ «
-American Association of Community Colleges . Nanonal Council for Accredltatlon of Teacher }Educatl

%V/Wﬁq

Thomas Shannon, Executive Director
National School Boards Association



- 21st Century Teachers

21st Century Teachers is an initiative to encourage, recognize and support educators
who are developing skills in new technologies and using them in innovative ways -
with students and colleagues. 21st Century Teachers is a joint undertaking by several
leading education organizations—the National Education Association, the American
Federation of Teachers, the International Society for Technology in Education, the
National PTA, the National School Boards Association, the National Association of '
Secondary School Principals, the American Association of Community Colleges. the
 U.S. Tech Corps, the Council of Chief State School Officers, the National Council
for Accreditation of Teacher Education, and the National Board for Professional
" Teaching Standards--to support the "teacher development” plllar of Presndent
Clinton's Educational Technology Imtlatnve - :

21st Century Teachers are pioneers in using technology to énhance teaching and
learning—from the English teacher who develops professional networks online to
share innovative curriculum ideas with colleagues, to the science teacher who helps
students access up-to-the-minute science information from around the world over
the Internet, to the third grade teacher aide who uses multlmedla technologies to
create exciting learning opportunities. :

21st Century Teachers challenges every teacher to help build 215t century schools by
commiting to four actions:

to Build their own expertise in using new learning technologies,

. to Share their expertise and experience with colleagues,
s to Use their expertise with students as part of the dailylearning process, . V
o to Work to make classroom technolog); available to all students and teachers.

The educatlon groups which developed thls mmatwe will cooperate in its
1mplementatlon by: '

1. Publishing and disseminating information about the skills teachel‘s will need to
facilitate learning in the 21st century. ' :

2. Promoting avallablllty of professional development desngned to enhance the
technologlcal expertise of current educators.

- 3. Recognizing achievement by developing awards and incentives that encourage
the acquisition of educational technology skils and efforts to share this
knowledge with colleagues.



4. Promoting the development of and access to classroom resources and curricula
that use advanced technologies. 2 ‘

5. Encouraging use of high standards for teacher education, licensure, and
advanced teacher certification to promote the acquisition of educational
technology skills by 21st century teachers. .

During the coming months, these groups will work with their grassroots
memberships to develop and implement policies and support mechanisms to enable
every educator willing to become a 21st Century Teacher to participate.



"EXAMPLES |
Of Teacher Training Progress



i EXAMPLES: _
Teacher Technology Training Programs

California "Cybeicamp.". In California, Dr. Barbara O’Connor, Co-Chair
.of the California Education Technology Taskforce, reports that the business
and education community will launch a major program to train teachers in
the use of technology this fall. A "sign-on-day" will introduce teachers
throughout the state to the new mentor-teachers and learning-materials on-
“line. . "Cybercamp” days will be de51gned to help teachers and students
learn new skills with each other and from each other.

New Orléans, Louisiana FreeNet. In New Orleans, Louisiana, the
University of New Orleans has created the Greater New Orleans FreeNet
and is helping teachers in Jefferson Parish learn how to access
communication and curricular support using the Internet. UNO’s College
of Education has created “chat groups” and “bulletin boards” used by both
teachers and students. . ~

Jefferson County, Kentucky, In-Service Training. In Jefferson County,
Kentucky, 12 computer in-service teachers work with teachers in the
district’s 153 schools. Each in-service teacher provides teachers

immediate help over the phone and provides advice about strategies for
integrating technology into curricula. Three-hour after school workshops
are provided for all teachers.

U.S. West Trains 1 Percent Of Teachers In 14 States. U.S. West
Communications will provide funds to train one percent of the classroom
teachers in the 14 states in the company serves. These company will
provide laptop computers, modems, travel, and expenses for attending a
workshop. The 4000 teachers must agree to “pass on” what they have
learned to their colleagues back in their schools. '

 MATHLINE Helps Teachers In 35 States. The Public Broadcasting

- Service project MATHLINE provides instruction for using advanced
technology to teach mathematics. ‘Operating in 35 states in 1995, the -
program uses on-line resources, teleconferences, video lessons and a
variety of other new communication tools to help teachers keep pace with
new concepts in mathematics instruction.
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T:' AT&T Foundation Professional Development Grants. A new AT&T ‘
- Foundation grant program will “..focus on support for teachers by

providing professional development programs to assist them in
understanding and utilizing new technologies, and by also supporting
efforts to help integrate technology training into the. curnculum for the
preparation of new teachers

. Stevens Institute of Technology Workshops Traitt 2,000 In New Jersey.
. In New Jersey, the Stevens Institute of Technology has provided

workshops and training programs for more than 2,000 teachers and

" administrations helping them “.. create and diffuse compelling, content-rich -
"applications of the Internet”.

Albuquerque, New Mexico "In-House Advisers." In Albuquerque, New"
Mexico, teachers can attend a voluntary training course at the school ‘
district’s training center. Those who complete the course are certified as
"in-house advisers" within Albuquerque’s 110 schools. As in-house
advisors the teachers are expected to help their peers learn to use
computers in their classrooms. In addition, they serve as a resource on

such issues as software and hardware compatibility.

Mission Viejo, California Teachers Take It Home. In Mission-Viejo,
California’s Saddleback Valley Unified School District, in 4 of its 36
schools, laptop computers are available for teachers to take home,

. where they can train themselves at their convenience. During the school

day, these computers are set up, 12 at a time, on hbrary carts that are
moved from classroom to classroom for students use.

National Alliance For Restructuring Education "‘Apple Classrooms of
Tomorrow." The National Alliance for Restructuring Education opened
four Apple Classrooms of Tomorrow (ACOT) teacher development centers.
Located in California, Kentucky, Vermont, and Washington, these centers

. offer teachers the opportunity to participate in 1-week workshops on how
to use technology in the classroom. Participants in the program learn by

observing and working with ACOT teachers and students in actual
classroom settings. Project coordinators guide participating teachers as
they examine student outcomes, learn about new technologies, and devclop

~ instruction that integrates technology mto their cumculum



- TEACHER SKILLS
REQUIREMENTS CHART



National Information Infrastructure Ad\éisory Council [NIIAC]
Analysis Of Teacher Skills Requirements

Professional

tool.

Skill Stage Description
A - Development
. . Needed
Entry Teachers struggle to cope with { =  none
technology ‘and new learning :
environment, or have no
‘ | experience at all. . ‘ ‘
Adoption Teacher moves from initial = 30 hours
‘ struggle to successful training ‘
| use of technology at a basic
level (e.g., can use drill and
practices software). , ‘ :
Adaptation Teacher moves from basic use | =. 45+ hours training
to discovery of potential in a =  Just-in-time support
variety of applications. Teacher | = 3 months. experience
has good operational | "
knowledge of hardware and
can perform basic '
| troubleshooting. : : ‘
‘| Appropriation - | Teacher has mastery over the |[= 60+ hours training
A technology and can use itto | = 2 years experience
accomplish a variety of = Just-in-time support
instructional and classroom '
management goals. Teacher ‘
has strong knowledge of
hardware, local area networks,
S -and wide area networks.
Invention | Teacher actively develops = . 80+ hours training
entirely new learning skills that | =  4-5 years experience
utilize technology as a flexible | =

Just-in-time support

* Required times for professional de'velopmentx are cumulative.

Source: McKinsey & Company, Inc.; U.S; Congress, Office of Technolbgy Asséssment;; Teaching Matters.
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BUSINESS AND EDUCATION LEADERS AGREE ON
THE CRITICAL IMPORTANCE OF PROVIDING TEACHERS THE TRAINING
NEEDED TO MAKE EFFECTIVE USE OF EDUCATION TECHNOLOGY

"Unless teachers are properly trained, the technology and connections that SO many are
working to bring into schools, libraries, communities, and other settings will not be used to
their fullest potential, or worse yet, left in the corner to gather dust. -

"AIthoUgh much of the training "mentors" receive is on an ad hoc basis, a number of schools,
school districts, universities, public, private, and nonprofit organizations are developing and
offering training programs for in-service teachers, student teachers, librarians, and others who
‘will be expected to teach children and adults to use mformatmn technologies."” :

The Kick Start Initiative
National Information Infrastructure
Advisory Council, February 13, 1996

‘ "Computers telecommunication, and interactive cable are among the many technologies that
. have immense potential to help schools reach higher standards. Yet, the sad truth is that
schools are technologically 1mpover1shed They have not even caught up with the computer
revolution of the last decade, let alone become part of the telecommumcatlons revolution of
* the 1990s.

Equally disturbing is the fact that when technology is present in schools, it is all too often
used with styles of teaching that fail to maximize its full potential. This is not surprising.
Few teachers or administrators receive adequate preparation during their pre-service or in-
service training about how to integrate technology into classrooms and schools."

National Governors ' Association _
1996 National Education Summit Briefing Book

"Successful use of technology in schools depends upon the skllls of the teachers and other
staff in those schools. Unfortunately, as participants in the RAND/CTI workshop on
technology and teacher professional development put it, “professional development as
currently conceived and delivered -- one-shot seminars, an afternoon with an expert, or 200
teachers in a gymnasium -- will not bring the profession up to speed with emerging school
reforms.” Moreover, not only is teacher continuing professional development shallow, but
there is broad consensus that the preparation of people to enter teaching is deficient as well. -
Increasingly widespread use of technology in schools requires changes in both pre-service

and in-service training and, more generally, reform of policies that govern the professxonal
development of teachers." «

. Fostering the Use of Educational Technology
Critical Technologies Institute/The Rand
Corporation Thomas K. Glennan and Artkur
Melmed, 1 996
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“[1I’d invest in].. moving teacher training out of the horse and buggy era. We expect
doctors to get their training in teaching hospitals. We wouldn’t send an NBA player on "’
the court if his only training consisted of lectures on the theory of the jump shot, case

- studies of the fast break, and films of games played years ago...Its time teachers learned
their craft in real schools side-by-side with expert teachers. It’s time they got the kind of
hands-on experience most other professionals consider vital for certification.”

- Louis V. Gerstner, Jr.’
Chairman and CEO- IBM Corporation
at the National Governor’s Association
Annual Meeting, July 30, 1995

"It is essential that the nation develop teachers who are well versed in science and
mathematics and who come into schools equipped to use modern information technology in
the best possible way...Schools of education and education departments should also improve
the preparation of prospective teachers to work with information. technology in the

~ classroom. Information technology should be integrated into teaching methods in all'
education courses and should not be treated as an unrelated add-on to more tradmonal
methods of instruction."

Connecting Students to a Changing World
A Statement by the Research and Policy
Committee of the Committee for Economic
Development, September 14, 1995




NATIONAL RESPONSE
To The President’s Education
Technology Challenge



THE NATION | RESPONDS TO PRESIDENT CLINTON'S
- TECHNOLOGY LITERACY CHALLENGE
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The Clinton Administration has made a landmark commitment to bringing
information-age technology into America’s classrooms so that all students can learn
the basic communication, math, science and problem-solving skills essential to thriving
in the new century. This is an integral part of the President’s commitment to improving
schools so that every child can learn these new basic skills -- technological literacy for the

" 21st century -- and proceed to build a bnghter future for themselves in this new age of

possibility.

Among the many challenges and accomplishments to date are:

America’s Technology Literacy Challenge: On February 15th, 1996, the President
called for a five-year, $2 billion fund that would support grassroots efforts at the
state and local level to put the future at the fingertips of every child by the dawn of
the new century -- with modern computers, high quality educational software,
trained teachers, and connections to the information highway.

Ensuring Equality in Access: On April 17, 1996, the Vice President joined with
business leaders and.the Tech Corp to launch CyberEd, the mobile library of the
21st century.. CyberEd will travel to fifteen cities and rural communities over the

next three months to catalyze efforts to connect every school in all 15 empowerment

zones this year. The President’s Technology Literacy Challenge, announced in Union
City, New Jersey, conditions funding on states joining with local communities and
the private sector to determine how they can best assure that all schools in all
districts will have full access to education technology by the dawn of the new
century,

Affordable Computers: On April 17, 1996, the President signed an Executive
Order making it much easier to get computers no longer needed by the federal
government into America’s classrooms. Procedures have been simplified, and
private organizations will ensure that the computers are fully functlonal and

Vequlpped to use modern software.

NetDay: On March 9th, the President and Vice President joined more than 20,000 '

volunteers, parents and teachers to wire 3,000 California schools in an “electronic
barnraising." Companies contributed wiring Kkits, technical assistance, free Internet

access, and free or discounted hardware and software. NetDay was so successful in -

Cahforma that statcs around the country are orgamzmg similar initiatives.

Affordable Cammumcatlons On February 8 1996, the President signed a bold -
reform of the nation’s telecommunication laws that will increase competition and
lower prices for all users of communication -- including schools. The bill includes a

10



specific requirement for telecommunications to prov1de classrooms and libraries w 1th
. discounted access to the information superhighway

Organizing Volunteers with Computer Ex'pertise: In October 1995 the President
announced the business-sponsored US Tech Corp, which now has chapters in 30 -
states and the District of Columbia. This volunteer organization enables high-tech
workers from the private sector to assist teachers and schools to connect to the
information superhlghway

Honorlng Student Volunteers:In October 1995 the President helped inaugurate the
National Technology Honorary Society, created by the nation's secondary school
principles to honor students who serve their schools by helping their peers and
teachers use new learnmg technologles This group also operates the National

Honor Society.

: Technology Learning Challenge Grant Program: The Clinton Administration has
initiated a "Technology Learning Challenge," to inspire communities to form
partnerships of local school systems, students, colleges, universities and private

. businesses to develop creative new ways to use technology for learning. Each grant
focuses on integrating innovative learning technologies into curriculum and leverages -
~federal dollars to establish local consortia of communities committed to school
reform and technology integration. 500 consortia were formed to apply for the first
round of grants and 19 grants for FY. 95. More than 1000 consortia are forming to
apply for the second round of grants. The President’s new Technology Literacy
‘Challenge includes increased funding for such local innovation to spur the
continuous development and deployment of ever more powerful and effectlve
interactive learning materials and curriculum.
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HOW EDUCATION TECHNOLOGY
IMPROVES STUDENT PERFORMANCE



EDUCATIONAL TECHNOLOGY IMPROVES
STUDENT PERFORMANCE

Usmg technolog\ to support instruction improved student outcomes in Ianguage
arts, math, social studies, and science, accordmg to a 1995 review of more than 130

* recent academic studies. -

[Bailo, Ellen R., and Jay Sivin- Kachla 1995 Eﬁ’ecnveness of Iy echnology in Schools.
1990-1994. Washington, DC: Software Publishers Asmmahon]

A review of computer-based instruction in military training found that students reached
similar levels of achievement in 30 percent less time than needed to achieve the same
level of competency using more standard approaches to training.
[Orlansky, J., and J. String: 1979. Cost-Effectiveness of Conmuter Based Ins:mctzon
in Military Trammg Alexandna VA Institute for Defense Analysis.]

A congressmnally mandated review of 47 comparisons of multimedia mstrucnon with
more conventional approaches to instruction found time savings of 30 percent,
improved achievement and cost savings of 30 to 40 percent, and a direct positive
link between the amount of interactivity provided and instructional effectiveness.
[Fletcher, J.D. 1991, "Effectiveness and Cost of Interactive Videodisc Instruction,”
Machine Mediated Learning, 3, PP- 361-385.] '

A review of New York City’s Computer Pilot Program, which focused on remedial and
~ low-achieving students, showed gains: of 80 percent for reading and 90 percent for
math when computers were used to assist in the learning process.
[Guerrero, J.F., M. Mitrani, J. Schoener, and Swan. Summer 1990. "Honing in on
the Target: Who Among the Educationally Dnsadvantaged Benefits Most from What
CBI?" Journal of Research-on Computing in Education, pp. 381-403.]

A comparison of peer tutoring, adult tutoring, reducing class size, increasing the length -
of the school day, and computer-based instruction found computer-based instruction
_to be the least expensive instructional approach for ralsmg mathematics scores by a.
given amount.

[Fletcher, J.F., D.E. Hawley, and P.K. Piele. 1990 "Costs 'Effects, and Utility of

" Microcomputer Assisted Instruction in the Classroom." American Educanonal

Research Journal, 27, pp. 783- 806.] -

A 1993 survey of studies of the effectiveness of technology found that "courses for
which computer-based networks were used increased student-student and student-
teacher interaction, increased student-teacher interaction with lower-performing
students, and did not decrease the traditional forms of communications used.
[Report on the Effectiveness of Technology in Schools 1990-1992," conducted by
‘Interactive Systems Design and comrmssxoned by the Software Publishers

Assoc1atxon 1993, p. 2]
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® Research on the costs of instruction delivered via distance learning. videotape.
teleconferencing, and computer software indicates that savings are often achieved with
no loss of effectiveness. Distance learning vastly broadens the learning environment,
often providing teaching resources simply not available before.
[National Council on Disability. Study on the Financing of Assistive- Technology
' Devicces and Services for Indi;zz'duals with Disabzflities. March 4, 1993.]

® A landmark study on the use of technology for children with disabilities showed that
"almost three-quarters of school-age children were able to remain in a classroom,
and 45 percent were able to reduce school-related services" when computer-assisted

learning techniques were employed.
[U.S. Dept. of Commerce, National Telecommunications and Information

Admm:strat:on June 1995.]

13



EDUCATIONAL TECHNOLOGY:
CHANGING TEACHING AND LEARNING

Educan’ona/ rechnology has the follow[ngvbeneﬁzs:’

'>Brmgs the world to the classroom. No matter what their socioeconomic or ethmc

background, and no matter where they live, the learning field for all students can be
leveled. Students are introduced to people, places, and ideas they might othermse not

be exposed to

Enables students to learn by doing. Studies have confirmed what many instinctively
knew -- that children who are actively engaged in learning, learn more. The effects are
particularly noticeable among students who were not high achievers under more
traditional methods. Networked projects, where students work with others and conduct -
their own research and analysis, can transform students into committed and exhilarated
learners;

Encourages students and parents with limited or no English skills to learn English,
by engaging them in interactive learning; '

Makes parents partners in their children’s education by connecting the school with
homes, libraries, or other access ports*

Makes it possible for educators to teach at more than one locatlon sunultaneously

~ Vastly expands opportunities for students in small, remote areas, linking them to

students in more diversely populated, urban and suburban areas;

Enables educators.to accommodate the varied learning styles and paces of learning
within the classroom. This makes available individualized instruction techniques that
are a proven factor in student achievement;

Encourages students to become lifelong' learners, who can access, analyze, and
synthesize information from a variety of sources; :

~ Enables administrators and educators to reduce time spent on administration and

recordkeeping, increasing efficiency so they can spend more time with students;

_ Makes students proficient in the basic technological skills heeded to take their

place in society, whether they enter the workmg world directly after high school or
pursue further formal education;

[Source: KickStart Inmauve, U.S. Advisory Council on the National Information Infrastructure]
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R Today’s debate: Teacher salaries .

Tymg teacher pay, performance
" could boost entire profession

mm But unions, fear-
ing loss of clout,

- res:st sens:ble move.: ..

ing salaries of less than $25,735. That’s the sit-
uaUOnmtwchmg,accordmgtoasalarym-

Vey.to be released Mondaybythe American |
g Fedetauon of Teachers. -

Andteacherpwdocsn’txmpmma:kedly :
with tirhe: AﬁerlOyeaxs!averagesalanesstll :

fallshonof$40000

Small wondcr then, that teachers in Shreve-
port, Li, can ear‘nearly as much moonlight--
ing as blaclgack dealer$ at Hanah sas twch-v
. mg middle school science.

And small vonder' that many schools are

'havmg trouble either;recruiting or hanging on -
to teachers: 40% ofmw tw:hers leave w1thm -

ﬁleﬁxstﬁveywrs

The first step to solving the preblem is obvi-

ous: raising teacher salanes across the board.

. You won’t get any argument from teachers .
on that. But some local teacher unions are ac-

- tually opposing proposals to target teacher

raises — fearing that this common - private-

" sector practice would undercut union strength.

Supply and demand, for example, isn’t a

. concept embraced by most teacher unions.

When software writers earn more than civil

engineers, it is accepted as a reality of the mar-

ketplace. But teachers in Wichita, Kan., re-
cently nixed a school district proposal to offer
$1,800 stipends for scarce specml education
teachers.

The union complained i it was unfair to those

,wachmgmbjectssuchasEnghslgmwmch‘

there are few job openings.
Lﬂcewnse, the idea of perfonnance-based
pay is being fought in many school districts

- nationwide.

Yet not all teachers are equal, and new tech-
nology is emerging that can ideritify the rela-
txve effectiveness of teachers.

- One tool developed by William Sanders at .

the Umvers1ty of Tennessee — called “value-~
added” research — measures student perfor-
mance at the begmmng and end of the school

CER ry;tﬁ'nnagme a profwsxbn entrusted thh
prepanng the nation’s future that offers start-

Starhng salaries

On average, beginning teachers earmned
$25,735 during the 1997-98 school year,
compared to the average salary of $35,000
received by 1998 college graduates in other
fields. Here's how the salaries for new.

. teachers compared to starting salanes in .

Source; American Fed ot To June 1699

B)‘mw USATODAY

year. Inadomg s0, it tracks how successful indi-
vidual teachers are at educating students.

With further refinement, this tool for identi-
fying effective teaching could someday be-
used to help set teacher salaries.

Already, hybrid forms of performance-
based compensation are under discussion in
Denver, Delaware and Florida. Kentucky has
used a form of performance pay for years,
granting extra money to schools in “rewards”
for exceeding state-set expectations. - -

Teachers in Delaware who now are fighting

- a performance-based contract proposed by the

governor should take a look at the contract
signed in Douglas County, Colo., a fast-
growing Denver suburb, 'While that contract
falls short of linking teacher pay to student test
scores, it moves in the direction of linking
teacher quality with teacher pay.

Douglas Hartman, president of the Colora- .-
do Federation of Teachers, backs the contract,
saying that unless teachers adapt to changing
times, less-favorable changes will be forced
upon them.

He’s right. And the current movernent leads
in the direction of a more respected, better-
pmd tf:achmg profession.
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. Denver proposal unacceptable -

upposms VIEW g;ag,;ggs

- on students’ performance unfalr

By Andrea Gxunta

 The term “pay for performance,” as it is be-
ing used in contract negotiations between Den-
ver Public Schools (DPS) and the classroom

o tmchers, is misleading at best.

* The offer on the table is not to pay tmchers
for thieir performance in the classmom, but to-
pay teachers based on someone else’s perfor-
marice. In this case, that means teachers’ pay

‘would be based on how students perform in a
“pumbser of greas, including standardized tests.

. Teachers oppose this proposal for several.
reasons, but perhaps the most important is that

. mhershaveno control over what happens to
- students outside of the classroom.. According
». toresearch compiled by the National Commis-

. sion on Teaching and America’s Future, the

home environment is responsible"for 49% of
the factors influencing student achievement.

... Regardless of a teacher’s performance in-
the classroom, children living in homeless,

" hungry, abused or neglected situations will

 their com alcobol subsidy- should be abol- .
" a vestige of boss—controlled politics that per

have difficulty leaming ‘and performing well

on day-to-day assignments and tests.
~ Denver teachers welcomehe'mg held ac-

countable for the quality of their teaching. The
current contract with DPS includes a process
to evaluate a teacher’s performance in 24 ar-

_ eas, If ateacher is- Lmsansfactoxy in just one of

those areas, she does not receive a salary in-
crease until future evaluations are satisfactory.

¢ Research on performance pay indicates
teachers should be rewarded for their knowl-
edge and skills and should receive bonuses
when their schools show overall improvement. -
This research also says that a pay system needs
to foster cooperation, not competition, among
school employees, parents and students. This

is the approach used in the nationally ac- . -

claimed Douglas County, Colo., teacher-pay -
- system. The Denver board mjected recom-
'mendations based on the research. '
Student achievement is a priority for Detver
teachers. We are willing to work hard to create
stimulating, supportive environments in which
learning can ‘occur. We're willing to continue
our education to improve our teaching skills.’
We re willing to be evaluated for our perfor- "
"mance. We are not willing, however, to accept
a pay proposal that has not been tried, is not -
-tied to teachers’ classroom performance and
_did not includé teacher input in its creation.

Andrea qunta is president of the Demver
CIa.ssmom Teac}xers Assoczaaon

i‘ Prlmary risk. Lxstemng to'some of the talk
from Republican presidential candidates,

you’d think they’d lost their political marbles.
Rep. John Kasich, R-Ohio, is telling lowans

ished. -
Elizabeth Dole was urging more controls on
guns even before the Colorado massacre.
Sen. JohnMcCaxn,R Ariz., wastellmgPre-

sident Clinton to win the conflict in , Yugoslavia
at all costs, even if that meant US. ground -
woops, while fellow Repubhcans were dxs-

owning even the air campaign.

. The standard playbook says pohumans '
should be leery of any stand that risks angering

* a highly motivated constituericy, 'such as those
‘anxious about protecting local boondoggles;.

- gun rights, abortion or Social Security. Doubly

's0 in ‘primaries, where turmout as low as 5%
multiplies the clout of single-issue voters.
Cynics say these are the moves of also-rans
desperate for attention. But right or wrong,
when politicians are stereotyped as poll-driven
and risk-averse, those with the starch to buck

* conventional wisdom deserve a little applause.

anary surpnses

Primary rlghl. California state Sen Ray
Haynes. is a-conservative Republican with a

- quaint democratic idea: People should have -

more control in picking a president.
He’d like to abolish the winner-take-all rule,

mits a candidate with as little as 25%-30% of

the piimary vote to get all of the state s nation-

al convention seats. : i
- Instead, California’s 156 delegat&e would

“be ‘divided among the state’s congressional

districts. The 52 separate races would produce
a delegation more reflectivé of the state’s di- .,

- versity —— conservative, moderate and liberal,

urban, rural and suburban — and not all under

the thumb of a statewide “winner.” ,
The California GOP. executive committee

takes up Haynes’ idea on Saturday, and those.

. who favor power-broker politics won’t like it.
- But the _political' convention was_invented

moxethanl60yeaxsagoasawayofgwmg

~power to the ‘grass roots. Haynes’ idea is good -
. for California — and for anyone who thinks
politics should reﬂect the will of the voters, not

the bosses
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[ FEDERATION OF
TEACHERS

February 22, 2000

Mr. Bruce Reed

Executive Office of the President
1600 Pennsylvania Avenue, NW
Washington, DC 20500

Dear Bruce:

555 NEW JERSEY AVENUE, N.W. SANDRA FELDMAN
WASHINGTON, DC 20001-2079 PRESIDENT
202-879-4400 ‘ .
EDWARD J. MCELRQY
SECRETARY-TREASURER

NAT LaCOUR
EXECUTIVE VICE PRESIDENT

e

I thought you might be interested in AFT President Sandra Feldman’s remarks late last
month to the Economics Club of Detroit. In her speech, President Feldman calls for a new social
. compact of higher standards for teachers along with higher salaries to help recruit and retain the
more than 2 million new teachers needed within the next ten years.

President Feldman makes several suggestions that might not be expected from the leader
of a teachers union. For instance, she proposes modifying the traditional “single salary
schedule” that has been based almost entirely on levels of education and years of experience.
Additionally, she would require that teachers pass a rigorous peer review before being awarded

tenure.

I hope you find the speech of interest. Please let me know if you would like any

additional information.

Enclosure

Sincegely,

Gregory King
Press Secretary and Assistant to the President for
Communications



220,000 Teachers a Year: .
Putting First-Class Educators in Every Classroom

- Remarks by Sandra Feldman
President, American Federation of Teachers
“Economic Club of Detroit
January 18,2000
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| am honored to be here at the Economic Club of Detroit.

This is the pre-eminent pdblic forum in a city that's used to tabklin‘g the toughest
problems with free-wheeling debates. And these arguments often produce an agenda
for action for Detroit — and frequently, historically, foerur nation as well.

In 1940, as we prepared for the fight against fascism, Walter Reuther offered an
‘ambitious plan to retool the auto industry and retrain the workers, so that they could
produce, in a phrase he made famous, “500 planes a day.” He believed that if America
offered the skilled and dedicated workers of our industrial heartland the resources they
needed, they could rise to the challenge of repienishing the arsenal of democracy.

Reuther declared — and | quote:

‘Englénd s battles, it used to be said, were won on the playing fields of Eton. This |
plan is put forward in the belief that Amenca s can be won on the assembly lines of
Detroit.”

It took some time, but, eventually, America pursued the vision that Reuther
presented. And not only did we defeat fascism but we further developed the industrial
might that built thrée decades of postwar prosperity and assured that Amerlcan
democracy would prevail agamst Soviet totalitarianism.

, Now, our natklon is at peace, our people are competing in a new global economy
based on information, and America’s battles will be won or lost in our public schools —
where 90% of our children are preparmg to be tomorrow’s workers, citizens, and

parents. :

The challenge we're engaged in today is striving to reach the highest standards
of achievement in all our schools — especially those in low-income communities, from
our inner cities to our rural areas.’ -

Let me say at the outéet: This can be done.

But, just as a lot of families are being left out of economic opportunity, even inthe )

midst of our great new prosperity, a lot of kids are being left out of educational
opportunity, even in the midst of our hard-won improvements.



Much needs to be done for kids from Iow income famlines - mStde and outside
the schools.

We can -- and must -- help their families by raising the minimum wagé, |
expanding the earned income tax credit, and extending health insurance to every
- household. :

‘We can -- and must -- help the children and their schools by: offering every child
a quality, pre-school education; intervening early and effectively when kids fall behind;
and providing small classes in the early grades -- and I'm proud that the Detroit
Federation of Teachers is fi ighting for, and begmmng to win, this goal.

And, as the Clinton/Gore Administration is proposing; we need to rebuild our
aged and overcrowded schools, so our kids will feel the future opening up for them —
and not the ceiling falling down on them

Our children and our classrooms have many needs, but today | want to focus on
one of the most fundamental: the need for excellent teachers.

We can't reach first-class standards without first-class teachers — dedicated.
professionals who have a wide and deep understanding of their subject and a repertoire
of proven strategles for delivering it to their students.

‘Over the next ten years, we need to recruit, train, hire and retain more than 2
million teachers, according to the best estimates. Just as America's challenge 60 years
ago was to produce 500 planes a day, our challenge now is to prepare over 200,000

‘teachers a year — and not just any teachers, but qualified, dedicated teachers in every.
subject, for every school, in every city and suburb and small town in this country.

| am here today to offer ideas for how we ¢an make sure that this new generation
- of teachers will be qualified and capable of teaching to the tough new standards
demanded by educational improvements in th|s country and exacting economic
competition all across the world.

- It won't be easy. We can't do it on the chéap We'll have to ask more of all of our -
teachers — from the newcomers to the old-tlmers And we'll have to find new ways to
reward the best and remove the worst.

That is why I'm calling for a new social compact similar to the ones that have
seen our nation through other historic challenges — a national commitment to offer
teachers higher salaries at the same time we insist that they meet hi lards. We
need both components salaries and high standards.

To attract the besf teachers and keep them in the profession, we'll need to réise
salaries and offer additional incentives for new knowledge, new skills, new
“responsibilities, outstanding performance, and taking on the toughest assignments.



To keep the confidence of the parents and taxpayers, we'll need new standards
for quality and accountability, including ideas that some teachers and our unions have
opposed in the past. These ideas include the requirement that teachers pass a rigorous
peer rengLe_bglng.awaLded_tQQuLe as well as making modifications in the
traditional “single salary schedule” for teachers that has been based almost entirely on
levels of education and years of experience. And we need other trailblazing initiatives as
well, such as making sure that elementary school teachers are equipped with proven
techniques based on the most recent research breakthroughs in teaching reading.

'From the federal level to our states and our major cities, public officials are
addressing this problem and offering solutions. Many of these ideas are promising —
such as Vice President Gore's proposal that the federal government work with the
states to offer incentives for veteran teachers to serve in poor communities.

, While these goals can and must be pursued in the legislative arena, they should

also be promoted at the bargaining table. At the AFT, we are working on ideas for how
teacher unions can use our union agreements to advance this social contract of higher
salaries and higher standards — ideas we hope will get the respectful attention and
support of school admlmstrators

- The time is right. This can be done. And, in many ways, it's now or never.

We face the challenge of finding over 2 million new teachers because of the
anticipated retirement of more than a million veteran teachers, the growth of student
enroliments, and our critically important and long-overdue efforts to reduce class sizes.
Those of you in the business community can easily understand the enormity of that
challenge to a system that has to ‘educate 52 million youngsters.

Today’s schools, especially in urban areas, are already i in the throes of the
problem of finding and keeping good teachers.

There are shortages in important areas of expemse math, science, special

" education, and bilingual education. More and more school systems are granting
emergency credentials to unprepared or under-prepared teachers, or are assigning
teachers to subjects they are not equipped to teach. Efforts are being made — to recruit
teachers from the military, from non-traditional backgrounds, even from overseas. We
have retired executlves Troops to Teachers, Teach for Amenca Americorps, and more.

These are good programs and AFT supports them. But they are not makmg a
dent in the overall need — and especially not where the problems are the worst — in
schools where conditions are rough, where pay is low, and where children are'needy

In low income, mostly mmonty schools, students have less than a 50% chance of
havmg a certified math teacher. They lose 50% of their teachers in the first 3 to 5 years
of teaching, leaving them without the stability and continuity of experienced staff.



~ This is one more way — _and an incredibly 1mportant one — that our socnety
shortchanges poor kids. It is a national disgrace, and it must not continue.

Without excellent_ teachers to get the job done, our nation’s schools will not be
able to continue our progress towards setting and meeting high standards.

Ina relati\kely, short time, we've gone from being-a nation that didn't even talk
about academic standards to one where high standards are becoming the norm.

And these reforms are getting results — fewer high school drop-outs; higher
scores; and success stories of schools that are turning themselves around, even in
communities where hope has been a scarce commodity.

The challenge now is to keep the standards movement going forward and do
what it takes to reach every child in every classroom in every community in this country
“with the help they need to reach them. ‘

As someone who grew up in public housang and built her future in our public
schools and colleges, let me teII you: '

We must not allow poverty to be an excuse for poor-academic-achievement — not
for the students, not for the teachers, and not for the schools. But neither can we ignore -
its consequences, and overcoming them takes more than we've been giving so far. For
young people from low and moderate- income families, education is the only opportunity,
to make their way in the world.

Overwhelmingly, our nation s teachers understand this — especially those in the
major cities where the going is toughest and where the membership of our union is
concentrated. They want the standards movement to continue, even 1f it means more
demands on them.’

-The Albert Shanker Institute — a fledgling think tank named for the late AFT
president who championed many of the reforms we are discussing today — recently
conducted a survey about standards that it gave to teachers who are AFT members and
the principals in their schools.

The high standards were sUpberted overwhelmingly: by 71% of the teachers and
2/3rds of the principals — and the strongest support came from the teachers and
prmcxpals in high-poverty urban areas. ;

But most of these teachers say that more needs to be done to help their
students, and most of them frankly admit that they've been inadequately prepared to
teach to the higher standards.. And nearly two-thirds say they need more professional
development even if it means lengthening the school day or year.



We must listen to the voices of today’s teachers as we prepare to hire tomorrow's
teachers. Right now, before it is too late, we must prepare for well-educated teachers in
every classroom.

| Here, briefly, are ten things we should be doing right now:
First. Prepare new teachers better before they begin their careers.

Good teachers need to be really well educated — as our good teachers today are.
They need to know — deeply - the subject they teach. And they need to know how to
teach.

A rigorous college education is essential — but itisn't enough. School d|str|cts
should work with universities to provide meaningful, practical experience in the
classroom for prospective teachers.

Second: Special attention must be paid to teaching reading — the fundamental
skill on which all education depends.

Childreh who don’t learn to read early and well are unlikely to learn anythfng' else.
And they're going to have a hard time supporting themselves in a new economy where
processing mformatlon is a skill needed to build cars as well as computers.

As with so much else in school and in Ilfe, readmg problems hit hardest at the
kids in greatest need. For children from poor families, the rates of reading failure are
high. On average they come to school a|ready two to four years behind in vocabulary
and other skills. : r

But the good news is: Thanks to new research, the knowledge now exists to
teach almost ali children how to read well.

We need to make sure that new teachers learn these techniques and
experienced teachers have the professional development that allows them to benefit -
from them, too — especrally teachers and paraprofessronals from Kmdergarten through
Grade 3.

Third: Provrde rmmedrate and ongo ng support on the job for new. teachers

Thrs happens in most other prpfessrons, and in the schools that succeed in the
advanced nations we're competing with around the world. -New teachers should
develop and perfect their teaching skills by closely observing, meeting with, and
learning from their more experienced colleagues in an organized, institutionalized
program of mentoring.” In the AFT, we seek to bargain for programs that provide
~ experienced teachers with an active part in improving their colleagues’ teaching. But
that effort requires a partner on the management side, and unfortunately, it isn't .



happening as much as it should. Fortunate!y, in Dearborn, it is — and it's making a -
difference in quality. :

Fourth: Find fair and workable ways to remove. lncompetent teachers. We need
to assure due process and quality. :

_ In too many schools, teachers are subject to perfunctory or arbitrafy reviews by
administrators who don’t understand the subject matter themselves. It is quite common,
for example, to have a principal who is a former phys ed teacher evaluating a physucs
teacher.

We don’t advocate eliminating administrator responsibility; the buck has to stop
~ somewhere, and school leadership is really important.

But the best — and most rigorous -- evaluations are by teachers who know the
discipline, know about teaching, and know from painful experience that they don't want
to face the failures of an incompetent colleague in their own classroom next year. -

That is why we are bargaining more and more Peer Assistance and Peer Review
programs where experienced, high-quality teachers evaluate their less experienced
colleagues. They take an active role in helping those in need of improvement. And,
with those who don'’t measure up, even after extensive help, they counsel them out of
the profession. '

We should take this proven educational reform to its logical next step. In addition
to the reviews that now exist, no teacher in any classroom in any school in any
community in this country should receive tenure without undergoing a successful peer
review.

Fifth, we should call a halt to the tactics that school systems use to take theAea’sy
way out of the challenge of finding first class teachers in every subject.

It's way past time to eliminate emergency credentials and out-of-field teaching. If
necessary, school districts should offer incentives to credentialédteachers to take on .
additional courses in their field, or entice qualified veteran teachers to put off retirement.
We can't afford to shortchange our children because the adults in charge are unwilling
to address this problem.

Sixth: We must have ongoing, meanmgful professional deveIOpment in every
school and district. Most large companies consider ongoing training of staff a part of
doing business. School dlstncts must adopt that practice and provide the resources for
it.

Teachers need to keep current wnth the latest knowledge in their subject areas
and with proven teaching techniques, and they need to have the time to meet with
colleagues and help each other unlock the difficulties students often present.



We néed to change the entire atmosphere in schools to encourage and
institutionalize collegiality and the quest for constant rmprovement

Seventh, and in that spirit, we need new roles for teachers

Teachers aren’t interchangeable parts. We can't recruit or retain the best people
to our profession, and we can’t make the most of their talents, when teachers can't look
forward to new challenges and increased rewards unless they leave the classroom to
become administrators.

We need to do much more to extend and expand the role of mentors, of master
teachers — excellent and experienced educators who help their colleagues and the
school in many ways.

. Eighth: We need to find new ways to develop, reccgnize, and reward the
knowledge, skills, and responsrblhtres these roles require.,

That may mean salary premiums for teachers in subjects where talenus_urgenﬂy
needed but in short su _ppcl’y/'

That can mean extra pay for teachers in scho s that are hard t to staff, staff and where

longer days and years and extraordinary effort is requrred

And that also can mean beginning a new and serious discussion of rewarding
special skills; special knowledge, special responsibilities, and special accomplishments
- from earning advanced degrees, to mentoring colleagues, or working with teams of
colleagues to attain dramatic improvements in student achievement. :

In the past, too many initiatives that wenf under the label of “merit pay” were
under-funded and poorly planned, without objectlve standards and fair systems for
determining who qualified.

But new ways to reward great teaching are being developed. Many states now
provide bonuses to faculties in schools that achieve steady improvement. But only 14
states provide salary supplements for the teachers who qualify as master teachers
through the National Board Certification process — and that's one merit pay plan that
has real merit, and that teachérs believe in.

'Ninth: Raise teacher salaries signifi cantly As we answer the chaiterige of
finding more than 2 million new teachers, we've got to get real.

For years, the teachmg profession could count on dnscnmrnatrcn depressnon and
recession to act as its recruiting agents. But, thankfully, women and minorities can now
explore other professional opportunities. And a booming economy offers exciting
opportunities for young women and men from every background But the market
competrtron idea isn't working here.



Urban and rural school districts across the nation, where the most serious -
shortages of good teachers are, are struggling to recruit. They don't have the tax base
or the resources to compete with higher-paying suburbs, let alone other professions.

Governors and state legislators will have to step up to the plate here — and
perhaps even the federal government as Vice President Gore has suggested

" In a knowledge-driven full employment economy, teaching must offer competitive
salaries. With starting salaries of little more than $25,000, average salaries of less than
$40,000, and little opportunity for advancement, we can look forward to shortages of
quantity and quality, and we'll shortchange our kids and our country far into the future.

Tenth: and finally, teacher unions need to continue to do our part as architects of
the future and agents-of reform.

Vlrtually every improvement strategy I've mentioned today — from higher
standards to peer review - was invented or championed by the AFT at the local and
national levels. We have been at the cutting edge of turning around low performrng
schools, and pushing for research-proven programs. .

Further, at our professional issues conference last summer, | discussed the idea
of streamlined, information-age contracts that would set scales for salgril]e‘s&dbeneﬁts,
provide due process, and commit resources for evaluation programs a district level,
while offering teachers and administrators in the schools the flexibility and autonomy
they need to deliver instruction to their students.

Here in the Detroit area, enlightened employers understand how good labor
relations and collective bargaining can be a mechanism for improving quality, and how
. system-wide agreements in industries such as auto can offer management and

employees the opportumty to solve problems and make progress at the local level.

Most of all, you understand how skilled and dedicated Americans can see and
shape the future. Sixty years ago, on the eve of World War Il, when he sketched out his
plan for “500 planes a day,” Walter Reuther said: “Time, every moment of it precious,

. 'will not permit us to wait.” Today, at the start of a new decade where we must
prepare over 200,000 first-class teachers a year, time is just as precious, delay is just
as dangerous, and, once again, we dare not fail.

Thank, you. |
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- Record Type: Record

To: Bruce N. Reed/OPD/EOP@EOP o ' -

cc: Eric P. Liu/OPD/EOP@EOP, Anna Richter/fOPD/EOP@EOP, Cathy R. Mays/OPD/EOP@EOP
Subject: Chuck Schumer teacher plan

Bruce:

You asked me to look over Chuck Schumer's teacher proposals Ina nutshell he is proposrng a
"Marshall Plan" for teacher recruitment. His proposals would:

e Forgive all student loans for people who teach in public schools for at least 5 years. $14 billion over
» ten years. :
e Creates a Mentor Teacher program where quality veteran teachers adopt young teachers and mentor .
them about teaching, classroom management, curriculum,.etc. $50 million in grants to school districts
to run these programs.
- o Gives a stipend of $2,500 to math and science teachers who pass.an advanced competency test
developed by the National Academy of Sciences. $10 million per year.
e Gives grants to school districts to pay 75 percent of the cost of having teachers complete one year
intensive programs to become board certified. $50 million per year.
e . A national public service campaign to encourage people to become teachers and offer one year
grants to professionals in other fields to become teachers. $20 million per year.
e Provides incentives for retirees to enter teaching through pension provisions that maintain pensions
for federal workers who upon retirement enter teaching. Also includes a public challenge to private
sector employees to do the same.

The loan provision makes some sense although it is expensive. Our current forgiveness programs really
don't offer enough of an incentive on an economic basis to move people into teaching, they are more of .
just a reward for people who are doing so.

The mentor program is a good idea and so is the public service campaign/stipend idea although it
overlaps with our Transition to Teaching proposal.

‘ The pension provision is'good, giving people with defined-benefit pensiohs a break if they teach makes
sense. '

The one year ‘board certification proposal makes sense aithough the NBTPS is designed to be a year so
-the "intensive" part is curious. .

The National Academy of Sciences has no math or science test so one would have to be developed to
make that part of the proposal workable.

Andy
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~ Record Type: Record

To: Bruce N. Reed/OPD/EOP, Elena Kagan/OPD/EOP ~

cec: Tanya E. Martin/OPD/EQP, Bethany Little/OPD/ECP
Subject: For today s 2pm -- other ESEA i issues that Tanya and | have not been able to resolve with Education

Here are the remaining issues that either Tanya, Bethany, and l have been pushing with Education
that have not been agreed-to, or that we need to confirm . We dropped other concerns that they
opposed because they just weren't a big enough deal. If you are Ok with these, we'd like to raise
at today's 2pm. ' :

1} Troops to Teachers:

a). The Name of the program. We suggested that the name of the program be changed from
“Transition to Teaching” to "Troops to Teachers: Transition to Teaching”. Education reponded that
they would rather not, and Mike reiterated that in last week's meeting, stating that this is primarily
about other mid-career professionals not troops. This is NOT consistent with agreements we
worked out with ann O'Leary and other ED staff that about half of these $ would be used for
Troops. '

b} Who gets the $ for Troops. Currently, it is not clear to whom the $ for the expanded Troops
program -- including the stipends and other support -- would be given. Right now, the language only
appears to envision a $1 million contract from Education to Defense.and no mechanism or language
for providing the larger amount needed to expand the program.

2) Title I and Title L. --permitting alternative certification like Teach for America, high quality
alternative certification programs . Right now, the bill would say that states need to get within 4
" years 95% of their teachers in public schools a} certified, or b) have a coliege degree and are
enrolled in a program (including an alternative certrfrcatlon program) |eadmg to full certrflcatron in
their field within two years).

This will be problematlc for teach for America and high-quality alternative certification programs
that do not lead to certification within 2 years. We recommended saying teachers could be
considered "qualified" if they have a college degree and are in alternative certification programs
determined by the state or school district to provide qualified teachers with the trammg and support
needed to succed in the classroom, Educarron sa/d no to- fhrs

3)Report cards. We suggested changing language to require comparisons of progress made by the
school in improving the achievement of its students. These demonstrated gains are often a more
accurat reflection of the school's improvement thatn a straight comparison of overall performance
to other schools. Education mmally said no, though Ann O"Leary seemed to be OK with it i

4) Safe and Drug-Free Schools. - Alternative placementvs. Are we ok with requiring schools to ,
provide alternative education placements for students suspended under the Gun-Free schools act?



5) Tobacco. Make sure that OMB/Eb have fix on the tobacco issue suggested by Cythina Rice that
Elena ok’d. i.e. requiring that schools and school events be tobacco, drug and alcohol free.

6) Bilingual -- OMB has raised two concerns about the implementation of the three-year goal in Title
Vil that we share. Moreover, make sure that Education put in langauge reflecting our agreement
about the use of english-language tests.
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Teacher Quality is Job One
Why States Need to Revamp Teacher Certification

Stephanie Soler

In the spring of 1998, 1800 prospective teachers in Massachusetts took the first ever
Massachusetts Teacher Test, a high school level test of skills. Despite the fact that Massachusetts
is home to some of the best teacher education programs in the country—including those at
Harvard University, Boston College, and Boston University—>59 percent of the teachers failed.
Thirty percent failed a basic reading and writing test, and failure rates on subject matter tests
ranged from 18 percent in physical education to 63 percent in mathematics. Spelling errors
. included “integraty,” “serching,” “corupt,” and “messures.” Similarly, last year only 202 out of
758 teaching applicants in a suburban New York district passed a reading comprehension test
drawn from the state’s high school Regents English exam. If teachers can not pass high school
level tests, how can we expect their students to do it?

Around the country, recruiting and retaining high quality teachers is becoming a major
concern. As states and districts enact higher standards for promotion and graduation, it is critical
for teachers to have a solid grasp on the subjects they teach. Yet just as we are expecting more
from teachers, fewer and fewer of the most talented college graduates are entering the profession.
There is also growing concern that schools of education are ineffective. Critics maintain that they
empbhasize pedagogy at the expense of rlgorous academic content and lack connections to real
world classrooms.

Some states no longer accept undergraduate degrees in education for teacher
certification. Instead, they require a liberal arts undergraduate degree plus one or two years of
additional graduate study. Although this approach ostensibly has the advantage of ensuring that
teachers have both solid academic backgrounds and teaching skills, it also has the negative effect
of deterring those unwilling to spend additional years and money in graduate school, especially
since many education graduate programs have mediocre reputations. Even more troubling,
because of low academic standards in many universities, a liberal arts college graduate may not
necessarily have mastered his subject. Rather than prescribing the means of training teachers,
states should demand that teachers demonstrate subject mastery through rigorous exams and
hold them, and those making hiring decisions, accountable for classroom performance.

Back in 1983, the National Commission on Excellence in Education reported in 4 Nation
at Risk that not enough “academically able” students were being attracted to teaching as a career
option.' Student performance was clearly suffering. Fifteen years later, test results indicate the
trend continues. V '

Teachers Can’t ' Teach What They Haven’t Studied:) Teacher Training
in the United States -




Increasingly, students are expected to pass high-stakes tests for promotion and graduation and
they must have teachers who have the knowledge and teaching skills to help them pass.
Unfortunately, state teacher certification policies actually discourage potential . teachers from
studying academic subjects, so it should come as no surprise that teachers lack deep subject
matter knowledge. Although requirements vary across states, there are three basic components
states use to determine who is qualified to teach: formal education, student teaching, and
standardized tests. In practice, states issue teacher licenses primarily based on hours of
study—not demonstrated proficiency in a subject or in the classroom. The problem is not that
teachers are not certified. The vast majority of public school teachers—over 90 percent—are
indeed certified to teach. The problem is teacher certification simply does not translate into
teacher quality, especially when it comes to subject matter mastery.

Teacher Testing: What Do Teachers Know?

The United States is one of the few countries participating in the Third International Math and
Science Study (TIMSS), a math and science education study of 41 countries, that does not
uniformly require teachers to pass a test for certification. Testing requirements for new teachers
vary greatly among states. Despite rigid certification requirements, many teacher education
programs are producing graduates with poor basic skills. In general, the teaching profession loses
the brightest college graduates who are lured by more lucrative careers. According to Harvard
University's Richard Murname, "College graduates with high test scores are less likely to become™
teachers, licensed teachers with high test scores are less likely to take teaching jobs, employed

teachers with high test scores are less likely to stay, and former teachers with high test scores are’
less likely to return."? A bold strategy is necessary to reverse this trend.

Many states require teachers to take some type of certification test. Many states empldy
the Praxis tests for initial certification, developed by the Education Testing Service (ETS) in
1993. The consensus view is that these tests are not particularly difficult. (One sample question
from a Praxis general knowledge test asks prospective teachers to list the following events in
chronological order: The beginning of the Great Depression, The First World War, The New
Deal, and the Korean War.) In Virginia, nearly one third of aspiring teachers did not pass the
Praxis test of basic skills in reading, writing, and math this year. If the twenty other states issuing
the test had used Virginia’s cutoff, about half of the test takers would have failed.

Education school professors and others argue against testing teachers. One argument is
that minority teachers tend to fail such tests at a higher rate than white teachers. In 1996, a
federal judge upheld the California Basic Educational Skills Test (CBEST) after a group of
minority educators claimed the test was a “discriminatory selection device” that prevented
qualified minorities from obtaining a teaching credential.. ‘As a result of the suit, state officials
removed difficult geometry and algebra questions from the test. In Massachusetts, only 31
percent of African American prospective teachers passed the literacy portion of the test,
compared to a 31 percent passing rate for all racial and ethnic groups.

Recruiting minority teachers has become a public policy priority, since there are far more
minority students than teachers. One-third of K-12 students dre black, Hispanic, or Asian, while
87 percent of teachers are white. Nearly half of all schools do not have a single minority teacher.?
A major barrier to recruiting more minority teachers is that minority students are less likely than
white students to enroll in and graduate from college But the story is much more complicated.

s



As minorities have made socioeconomic gains in recent decades, they are pursuing more
lucrative professional careers. The result is that fewer well-educated minorities are entering the
teaching profession. In the 1940s, 79 percent of female, African American college graduates
became teachers; that figure has dropped to Just 23 percent.*

Another criticism of teacher testing is that the research link between test scores and
classroom performance has not been definitively established. Yet, there is also no evidence that
teachers who graduate from accredited teacher programs are more effective than teachers who
do not. Test scores in and of themselves will not ensure quality teaching; neither will rigid
certification requirements. However, some measure of basic competence is necessary to prevent
the grossly incompetent from teaching children. A solid foundation in basic skills and in the
subject one teaches must be a prerequisite to entering a classroom. Teachers, like students,
should not be “socially promoted.” '

——TTT

(Teachers Can’t Teach What They Haven’t Learnzd~,

A surprisingly large number of teachers have not actually studied their subjects. For example,
although most social studies teachers in grades 7 through 12 are certified, only 20 percent of
them majored or minored in history (which is what comprises most of “social studies” at the
secondary level). Fourteen percent of these teachers hold a degree in “social studies education,”
and another 65 percent have an education degree unrelated to an academic discipline. Overall,
the majority of today’s public school teachers majored in education as undergraduates rather
than any specific subject area.

Secondary school teachers are less likely to have majored in general education; only 20
percent of teachers at the secondary level majored in general education, compared with 69
percent of teachers at the elementary level.* However, this is not to say that most secondary
teachers hold “subject matter” majors. Prospective teachers are often segregated academically
from liberal arts students. An aspiring scientist studies chemistry or biology, usually in the college
of arts and sciences, whxle an aspiring science teacher studies “science education” in the college
of education.

The phenomenon of out-of-field teachmg is more common in schoo!s with higher
proportlons of low-income students and minorities as well as in certain subject areas like math
and science. For example, in secondary schools where 40. percent or more of the student
population is eligible for a free or reduced-price lunch, over 40 percent of students in math
classes are taught by teachers without an undergraduate major in the field. Fully 73 percent of

students in physics classes are taught by teachers without an undergraduate major in the field.”

. NMeanwhite; imﬁ%ﬁmroﬁmmm are
barred from the classroom. Even college professors can not teach high school students; last year,
Wyoming had to actually pass new legislation to allow university and community college
instructors to teach high school classes without attaining certification. Common sense dictates

that a college math professor should be eligible to teach hxgh school geometry, but in most states
that is not the case.

Students taught by teachers with no
undergraduate degree in the field




*  32% of students in math classes

*  33% of students in biology classes

*  45% of students in chemistry classes

*  68% of students in physics classes

U.S. Department of Education, Schools and Staffing Survey, 1993-
94, . .

As it has become clear that teachers should master the subject they intend to teach, some
states have changed their policies. Ten states now require all new teachers to hold a major in a
~ specific subject field other than education. An additional 19 states and the District of Columbia
_ require only secondary school teachers to hold a major in an academic subject. Recent data
shows that a shift is indeed taking place in teachermm more likely to

have majored in academic subjects.
- Education Schools: How Are Teachers Traihed?v

Schools of Education have long been objects of criticism. In general, they are not as competitive
as other professional graduate programs. For example, Columbia University Teachers
College—the top-ranked school of education in the country—accepts 61 percent of all applicants
to its master’s program. Meanwhile, Columbia’s highly ranked business school only accepts 13
percent of applicants. Many graduates of top education schools choose not to teach: overall, 25-
40 percent of education school graduates choose not to teach, and the percentage is even higher
at the top schools. V

According to a recent report from Public Agenda Foundation, the priorities of education
school professors differ drastically from those of parents and the public. The majority of
Americans want public schools to place more emphasis on the basics: reading, writing, math,
good work habits, and discipline. Yet professors place more emphasis on developing a “love for
learning” than on the basics. For example, only a third of professors think that students should
be required to know the names and locations of the fifty states before receiving a diploma. Asa
Los Angeles professor put it, “Why should they know [the fifty states]? They need to know how
to find out where they are. When I need to know that, I go look it up. That’s the important
piece, and here is what’s hard to get parents to understand.” There is no doubt that developing
lifelong learning skills is crucial in the New Economy. However, students must master the basics -
before they can think critically.

The same report found that 57 percent of professors believe that it is absolutely essential for
teachers to be deeply knowledgeable about the content of the specific subjects they will be
teaching, while 82 percent think it is absolutely essential for teachers to be committed to teaching
kids to be active learners. A mere 12 percent of professors think it is absolutely essential for
teachers to expect students to be neat, on time, and polite, and only 19 percent think that
stressing correct spelling, grammar, and punctuation is absolutely essential for teachers. It comes
as no surprise then to find that 17 percent of education school professors have never been K-12-
classroom teachers, and that 51 percent of the rest have not been K-12 teachers for over fifteen
years. '

Education professors themselves report serious problems. Over 80 percent say that their
programs need to do a better job weeding out unsuitable teachers, 63 percent admit that
education programs often fail to prepare teachers for the challenge of real-world teaching, and
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75 percent find that their students have trouble writing essays free of grammar and spelling
mistakes.’

In the past decade, teacher training practices have shifted somewhat. Several prominent
reports recommended that teachers use their undergraduate years to study academics and study
education in graduate school. Subsequently, several states now require one or two years of
graduate level education for teacher certification. Although this is a step in the right direction,
there is not one particular method of training and certification that will always guarantee teacher
quality. In fact, mandatory training requirements will hinder innovation in training. Rather
than regulating the means of educating teachers, states should concentrate instead on ensuring'
that students have qualified teachers in their classrooms. Student performance not seat time in
educatlon school, must be the bottom line.

Putting Talented Teachers in the Classroom

Since school admini imply cannot leave teaching positions vacant, some schools must
scramble to pu§ warm bodigsin front of classrooms during the first week of school. In California,
21,000 of the state’s 250,000 teachers are working with emergency permits in the most troubled
schools. A growing student population and class size reduction will only exacerbate this problem.
Facing a teacher shortage in the 1980s, New Jersey was the first state to offer prospective teachers
an_alternative route to certification. Unlike emergency permits, which open the doors to
teaching to anyone with a college degree, alternative certification programs generally require the
passage of a competency test and ongoing professional development. Now 41 states and the
District of Columbia have some form of alternative certification, although the promise of such
programs has not been realized because they are often designed as stopgap emergency measures,
not as systernic ways to lift teacher quality. :

Alternative credential programs go beyond the typical “approved college teacher education
route.” To qualify for many alternative teacher credential programs, applicants must have a
baccalaureate degree, and at least one year of work experience, demonstrate experience with
children (i.e., through volunteer work}), and complete an extensive' number of hours in training
and management. Successful completion of standardized Praxis I tests along with a minimum
college GPA are additional requirements set up by alternative credential programs.” The
growing number of teachers entering the profession through alternative routes supports the claim
that there are many college graduates interested in teaching who are deterred by traditional
requirements.

California has made great use of its Teacher Internship Program since the state reduced class
size to 20 in grades K-3 two years ago. The internships are the products of local partnerships
between districts and universities. They offer candidates a full-salary teaching position upon
completion of 120 hours of pre-service training and passage of the state’s teacher assessments.
The streamlined process attracts a greater number of teacher candidates who specialize in
particular fields or demonstrate special skills.

One of the greatest benefits associated with alternative teacher certification programs is the
practical experience and maturity that these people have gained in another job that they can
then bring to the classroom. Instead of teaching immediately upon graduation from college,
* alternative programs attract people who have already established themselves in a previous career.
Not only do these candidates have college majors in science, math, and the liberal arts, they may
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bring a critical perspective to students as to the necessary skills required in the workplace. The
mean age for the California program is 38. Alternative certification programs also attract a
higher proportion of minority teachers than traditional programs.

Alternative programs have shown high retention rates. Less than three—fourths of California’s
traditional teacher education graduates actually.-become teachers. An astonishing 75 percent of
teachers with-emergency permits leave after 2 years while 88 percent of interns are still in the
classroom.

While alternative certification programs bring many beneﬁts, traditional teacher credential
programs continue to'overshadow alternative ones. And although they offer a streamlined entry
into the profession, most states require candidates to comp]ete course work in schools of
education during the first few years of teaching.

Policy Implications

There is clearly a problem in the way teachers are certified, hired, and rewarded. States and
districts will not be able to raise their standards unless they have a larger applicant pool.
Maryland is a telling example. That state requires teachers to take exams in the subjects they
plan to teach, but in high shortage disciplines, such as chemistry and physics, the exams are given
on a “no fault” basis. That is, teachers must take the exam, but there is no requirement that they
actually pass it. Meanwhile, many talented people are barred from public classrooms because
they lack education course work, choosing instead to teach in private schools or enter other
professions. :

Of course, someone who masters a subject area w1ll not necessarily have the skills to teach it.
Most new teachers will need training in classroom managemerit, instruction, and other teaching
skills, but states should not prescribe a particular way to do this.

Alternative routes into the teaching profession should not be reserved for the most desperate
situations. The field should be open to those with traditional education training and those with a -
liberal arts background or relevant professional experience. To ensure teacher quality, schools
should require new teachers to demonstrate mastery of the subjects they will teach, hold teachers
accountable for classroom performance, dismiss poor teachers, and reward excellent teachers.
Only by boosting teacher expertise can we expect students to excel.

Recommendations
To meet these policy challenges, PPI proposes the folld'wing:

> States should develop assessments for new teachers based on established
student standards. Most states have developed standards for what students should |
know and be able to do. The next logical step is for states to create tests for new
teachers that are aligned with student standards. All new teachers should be required

. to pass challengmq state competencv examinations.
T

> States should modernize teacher certification. States should not prescribe a
. particular method of teacher training. Ironically, states’ course work requirements for
what aspiring teachers should study are actually contradictory. Some states
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specifically require undergraduate course work in education, while others specifically
require undergraduate course work in the liberal arts. The proliferation of
interdisciplinary undergraduate majors makes it increasingly difficult for states to
prescribe a specific course of study. Finally, a prescribed course of study hinders
innovation in training. A principal should be able to hire any candidate who passes
the state competency exam. ‘ ‘

States should promote alternative teacher education programs. Although
states should not dictate teacher education, most teachers will figed training. Schools
of education will continue to train teachers, but government should also support other
forms of teacher training. For example, public schools could follow the example of
many private schools and place inexperienced teachers with a mentor as a paid
assistant. More states could implement teacher internship programs, similar. to the
one in California, which place professionals as full-time teachers after a summer of
training and provides them with ongoing professional development. In order to
receive government funding and accreditation, states should rquuire that all teache

egggxﬂtinn programs ensure that a high percentage of students pass the sfate
com

D ——

Districts should recruit teachers in shortage areas with higher pay. In
today’s society, a solid background in math and science is valuable. It is not
surprising to find that there is a nationwide shortage of math and science teachers.
According to the California Commission on Teacher Credentialing, that state has
never filled its math and science teaching positions (in forty years of keeping records)
with fully credentialed teachers. At the same time, there are four to seven times as
many social studies teachers as positions. Allowing professionals with math and
science backgrounds to enter the profession more easily would help ease the situation,
but the reality is that districts will have to pay math and science teachers more.
Likewise, it is difficult to recruit teachers into high poverty urban and rural areas.
Rather than scrambling to put warm bodies in classrooms during the first week of
school and lowering teacher test score cutoffs, school districts should recruit workers
like other segments of the labor market: by raising salaries.

Teacher shoﬂage districts should offer “signi. es” to teachers who
relocate. Some areas, especially those with many colleges and universities, have
teacher surpluses. Conversely, areas without a well-educated population often have a
hard time finding well-educated teachers. Teachers who relocate should, like other
professionals, receive financial incentives to move. ' ‘

The federal government should provide incentives for teachers to teach in
. R . X % A

high poverty areas. Since high poverty areas face financial constraints, the federal

government should help level the playing field by expanding loan forgiveness

programs. Such programs should target teachers who pass the state competency

exam and teach in high-poverty, teacher shortage areas.



> States should repeal teacher tenure lawws. The way to improve teacher quality
is to hold teachers accoURtable for performance. Tenure laws prevent principals from

firing incompetent teachers. Firing a teacher can take years and cost a school system
thousands of dollars. Not surprisingly, schools rarely make the effort. In the 1997-
1998 school year, ten of Boston’s 46,000 teachers were recommended for dismissal,
the largest number ever. Not a single teacher faced dismissal the prior year. As in
any profession, teachers should have protection from discrimination, but they should -
be dismissed if they are ineffective.

> Schools should reward educators for high performance. When teachers and -
administrators sucémmt performance, they should receive bonuses
and other recognition. Currently, performance incentives are rare in public schools,
but experiments have occurred in Kentucky, South Carolina, and the Charlotte-
Mecklenburg school district in North Carolina. In New York City, the business
community has adopted a district in the East New York section of Brooklyn, and
plans to raise $29 million to reward effective teachers, principals, ‘and
superintendents. Compensating high performance should not be an isolated event.

> Schools must be attractive workplaces. There are deeper problems
surrounding teacher recruitment ard—retention beyond certification and salaries

- (which are outside the scope of this paper). High-poverty schools face shortages in
large part because they are unsafe, bureaucratic red-tape interferes with teachers’
efforts to do their jobs, and teachers often do not have the necessary supplies and
resources. Larger reform efforts that empower teachers will go a long way in making
the profession more attractive. For example, Washington, DC has a general teacher

/ shortage, yet attracted hundreds of interested candidates to its charter school fair this
spring. Although the new charter schools will serve at-risk students and are not
located in the best facilities, prospective teachers were attracted to the prospect of
working in an innovative, non-bureaucratic school. All teachers should work in such
an environment. o

Conclusion

Teacher quality is not the only component of effective schooling, however it is a crucial one.
Quality teachers are as important to academic achievement as high standards, adequate
resources, and accountability. It is imperative that states consider teacher quality when
developing their educational strategy and teacher certification policies.
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| Prmmpal of fF orest Knolls Elementary Sehool

I want to thank Princif)al Starek (STAIR-ick) and the .
students and {teacher’s of Forest Knolls for having us here
today and 'for'éhowing us yonr school. It is fitting tnat we
are j oined here by Governor _(ilen_dm_g, who has done so
much to bnild strong schools and a better education for
the children of Maryland --‘ bnilding' or renovating
thousands of classrooms and moving ahead with plans for

{ .

thousands more.



Six years ago, When I first _‘ra'n" for Presideht, I"tsaid
that our govefnmént.éomd live witﬁin its .mefcins,' and, at
the's_anié tirﬁe; invést in our people. Thls fequired some‘
tough cho_ié_es., Today, we see that the tough éhoices. were
the r'ight ones: We are living in an Amériéén economic
renaissa;nce.‘ Our economy is Ithte strongest in a |
generation, and we have the ﬁrsf budget Sufplus in a
generatioh. Opportunity 1S abuhdanf. Communities are
getting stronger. Families are more sécure. These are
prosperous and productive times, ahd the American

people have worked hard to get us here.



It is impdrtant to i‘emémber; in these prosperous
times, exacﬂy why we have all yﬁbrkéd SO hafd to balance |
thé budget: an only to étrengthen ‘ourk poWerﬁll economy,
bﬁt aléo to do's{)mething meaningful er‘.oiu'r éh.ildren.
'Eigh.t months ago, in my State of the Union Add’réss, I
-as'i(ed'the Cbngress to widen i:he circle of opportﬁnity in
| Americé by stréng\thening‘our public sch'éol‘s for the 21st

-Century.

T asked them to take two critical steps. ﬁrbposed,
first, to help local éémmuhities re‘duce. class size in the
early gradés by hiring 100,000 Anew teachers. Studies
confirm what every pareﬁt al;eady knbi#s: s'ma'ller 'cla,ssés‘
and better trained tcachers make a big' dif‘ference,i from |

improved test scores to improved discipline.



“Second, I asked C(')ngress to help local communities
modernize crqwded and crumbling schools. We had a
record number of children start school this yeér in
America -- 52.7 million, half a million more than last
~ year, mdré than at the height of the baby boom. And a
r'e'ce'nt study from the General Accounting Office
cbncluded that as many as one-third of America’s -
classrooms are in need’ of sérious médérﬁization and |
; .répair. That’s one third of ‘oﬁr children n substandard\ |
classrooms. And, as we can see,'too many are /in frailers‘
Iiké these. We ¢a11 them f‘tempérary.” Yet at many
schools across lAmérica, they aré anyt_lﬁng ‘bﬁt temporary;
They'are alﬁlos‘t certain to be here next yéar, énd there

Wil‘l' likely be more of them fhe yéar after that.



Our teachers are holding classes in trailers, classes in

hallways, classes in gyms.

Let me be clear: any country that has its children
learning in trailers instead of in classrooms is not fully

prepared for the 21st Century.

| Ilbeli.eve we have an of)pormnity in this,budget to |
- hélp communities meet the challenges of a record ﬁumber
of stlidenfs. My propoé,al is the first national iﬁitiatiVe i:o
help ;éonimliniﬁes build; fepa'ir and'.rﬁo“demize more than
S,OO‘OD schoéls. It could also mé,kc Schools more |

~ accessible.



It targets mvestments Where they are ﬁeeded most and
maintains our ﬁscal dleCIpllne with targeted school
eonstructio‘n tax cuts that are fully paid for within the
: balanced budget; It does not taf{e a .penny‘ from the‘

surplus.

Eight menthe‘ have paseed since I made this propvosal |
to modernize ‘ottr seheols. Bat sinee Congress has yet
failed to act, my budget team yesterday brought to Cap'itolj |
Hill a\ detailed pt*opdsal to pay for these badly-needed tax
cuts - dime 'f’0r dime, 'dollar for dollar -- vby cloeing |
various corporate loepholes.v Right here in Maryland, our
plan would mean tax eredits on mote than $300 million of |

bonds to help build or modernize their schools.



In F lorida, where_. the Vice Pr:es'i'derit"is also visiting
“overcrowded school today, 'our proposal wouldhelp build

or modernize more than 300 schools. = °

| There’ are many otﬁer important éléments in this
proposal, including .after-schooif and sﬁmmer school | |
programs to help students rise to Higher academic -
| standards. But the numbéf of teachcrs and the condi.tioﬁs :
in crowded cléssrobms are fhe mo_st'préssiﬁgissluc_s', and
they.dem.and immediate national éﬁ:teritio‘n. When .
communities across America told us ‘théy needed help in
the fight against'.crin\le; we made a natidnal commitment
to giving them .t_he help tﬁey needed. Nof federal cohtrol, :

but 'better local control.



That is thé idea behind our community policing effort lth'at
is putting ’100,00(:)' ofﬁcers. c;n the streets. America’s
schools aré no les‘sAimportant than America’s streets.
‘They,‘ foor,’ déserve a national commitment to helping
communities meet their n‘eeds.'. Si\naller classes, more
teachérs, fno\dem,classrooms - all can do for our pvublic
schools What 100,000 new'police ofﬁé‘érs are doing to

' - ¢
keep our communities safe.



School 'is"almost_out of séSsioﬁ on Capitolv Hill. T

- know members are eager to return hom_e," and I know
‘there’s an election coming. But before Cohgress goes
home to campaign, I urge them to put Vprogress ahead of
partisanship. This balanced budget presents an

| Qpportunify to .make-a critical investment ih the future of

our children, and of our natioh. If we Work together, I

- believe we can make the most of this Qpportunity.
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Contact: 'Chris Cerf, The Edison Project, 212-419-1605
. Pat Tornillo, United Teachers of Dade, 305-854-0220
Eric J. Parker, Miami-Dade County Public Schools, 305-995-
- 1525

EDISON, TEACHERS UNION AND SCHOOL DISTRICT ANNOUNCE
"~ INNOVATIVE STOCK OPTIONS PLAN FOR TEACHERS

PLAN WILL SERVE AS NATIONAL MODEL

Miami, FL - Officials from the Edison Project, Miami-Dade County Public

Schools (MDCPS)}, and the United Teachers of Dade (UTD) jointly

announced today that the 90 teachers and staff members of Henry E. S.

Reeves Elemenlary School will receive stock options in Edison, Amencas
 largest private manager of public schools.

Edison officials noted that the company wﬂl make options available to any
Edison school that requests them. -Edison operates 51 public schools
serving more than 24,000 students in 26 communities across the country.
Reeves, which opened in 1996 and serves 1,175 K-5 students, operates as
a partnership among MDCPS, UTD (an affiliate of the Amerlcan Federation
ol Teachers) and The Edison Projcct

“This is the first time in the history of American education that téachers
have become direct economic stakeholders in the public schools where
they work. It's about time,” said Pat Torrullo Executive Vice President of
the UTD.

“This is an innovative approach to teacher compensation that did not come
in exchange for scaling back teachers' salarics and benefits,” said Sandra
Feldman, President of the American Federation of Teachers. "It was done
in parrnersmp with the union. It should be interesting to see how it turns
out.” :

Tornillo and Chris Wmttlc, Edison's founder and CEO both noted that the
options plan will help reinforce the school's top priority--improved student
achievement. Added Whittle, “Until now. education has been one of the -
few sectors in the U.S. economy where the people doing the front-line work
were not in a position to reap the rewards from the enterprise's success,
which in the casc of schools is improved student performnance. We want to
help change that. Our curriculum and professional development are
helping teachers succeed professlonally ‘We hope our option plan will heip
them succeed financlally.”
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Miami-Dade Superintendent of Schools Roger C. Cuevas also praised the
innovative approach. “Our foremost objective is to improve student
achievement. We embrace any effort that will help students succeed,”
Cuevas said. “This is a win-win-win-win for teachers, for Edison, for the
district, and most importantly. for our students.” -

' 'Under the option plan, all full-time staff at the school will receive options,
enabling them to buy shares of Edison stock at a sel price once the .
‘company is traded publicly. The teachers and staff could then sell them
and benefit from any increase in the shares’ value. Many companies use

" options to reward employees.” Although private firms sometimes offer
options in return for salary reductions, Edison and union officlals
emphasized that this is not the case here: the options will be in addition to
current salaries and normal increases. “Teachers and staff will continue
doing what they have been doing--helping children get a great education,”
said Tormillo. “The difference is they now have an ownership interest in
success in the same way that millions of employees in the private sector
do.” - ‘

“This is great news for our entire school community--teachers, staff,
parents, and students,” said Reeves Principal Diane Paschal, the 1996
Miami-Dade County Principal of the Year, “All of us feel incredible
ownership in this program already. We're motivated. We've been working
day and night to make a difference for children., We're already secing
results in the classroom. This adds a financial reward to the people who
areffmost responsible for raising student performance--our teachers and
staft.” '

“This is exactly the kind of constructive partnership with local unions,
school districts, and charter boards that we are committed to. Because
the success of Edison depends to a great extent on our partners, we want
to make sure to share our success with them.” said Benno C. Schmidt, Jr.,
Edison’s Chairman and Chief Education Officer.

All full-time. personnel at Reeves will be able to buy shares at a set price
after the stock goes public. Shares with a total exercise price of $10,500
will be set aside for the principal, $5,400 for lead teachers, $3.000 for
. teachers and 81,000 for other school staff. Options will vest over a five-
year period. S »

While the company declined to make any predictions about its future
value, Michael Moe, a managing director at Merrill Lynch, noted that, “this
‘has the potential to be the most significant increase in educator
compensation ever.”

- Edison offers a comprehensive school design that features: an ambitious
and wide-ranging curriculum, pervasive use of technology (including a
computer on every teacher's desk and in the home of every student in
grades three and up), an extended school day and school year. and an

, . o
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innovative organization that allows teams of teachers to work with the same
students over several years. .

Since its inception, the company has rajsed $161 million in prwate capital
to support its research and dcvclopme‘nt and to build out its national
system of schools.

Echson invested nearly $40 million in R&D before it opened its first
schools. To maintain the same high standards in all of its schools, both
new and existing, Edison continues to invest in curriculum support
systems, including substantial contmuing comrnitmcnt to professional.
training for its cducators

During the 1998-1999 scl‘mol year, Edlson more than doubled its schools
(from 25 to 51) and increased its enrollment from 13,000 to more than
24.000 students. It now operates in the following states: California (Chula
Vista, East Palo Alto. Napa, San Francisco. and West Covina), Colorado
(Colorado Springs, Airforce Academy, and Denver), Connecticut (Hamden),
Florida (Miami), Kansas (Wichita), Massachusetts (Boston and Worcester).
Michigan (Battle Creek, Detroit, Flint, Lansing, Mt. Clemens, and Pontiac),
Minnesota (Duluth and Minneapolis}, North Carolina (Goldsboro), New
Jersey (Trenton), Texas (San Antonio and Sherman), and Washington, D.C.
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| am pleased that versions of H.R. 6, a bill to reauthonze e Higher Education Act {F wfl
of 1965 {HEA), have passed both the Senate and the House, and | greatly ld"ﬁu
appreciate the hard work that you and your staff have devoted to this important o W(L
legislation. We now have the opportunity to work together during the conferencé>
deliberations to enact a strong bipartisan bill, grounded in sound educational and wo h
fiscal policy. | look forward to working with you and the other conferees to ensure %V d.
that the final version of this bill will provide maximum benefits to students while Mzm A/L.Lg
protecting the interest of taxpayers. . by T P <Aldle ™ Le “p ’ﬁ,\_,\

| uaudlen Yeackens ge b
This letter highlights the issues in the HEA reauthorization that are of particular g)
importance to the Administration: It reiterates the Administration’s continued - e
concerns with a number of issues, as previously communicated to you in
Statements of Administration Policy and letters on earlier versions of this
legislation, Addressing these concerns is crucial to enacting legislation that
expands access to postsecondary education, improves program administration, and
comports with budgetary requirements. It is imperative that the bill be fully paid for
with acceptable offsets. My views on a number of significant provisions in the
House and the Senate versions of H.R. 6 that are not directly addressed in this
letter are explained in the attachment. : :

Dear Conferee;

Interest rates '

| am pleased that both the Senate and House versions would lcwer the interest
rates that students pay on new loans by 0.8 percent, as the Administration
proposed. This reduction is a major accomplishment that will provide substantial
savings for students. However, | do not support the $2.4 billion subsidy that both
versions would provide to lenders. Most of this subsidy is not offset and could
trigger a sequester, resulting in increased student loan origination fees as well as
reduced funding for Medicare and other entitlement programs.

Section 458 .
| remain adamantly opposed to any cuts in the student aid administra_tivé funds
available to the Department under section 458 of the HEA beyond those agreed to
in last year’s balanced budget package. A further decrease in section 458 funds

" would impair the Department’s ability to administer effectively the Federal Family
Education Loan (FFEL) and Direct Loan programs by threatening the Department’s
ability to manage such activities as student aid application processing, student loan
default collection, and the urgently needed modernization of student aid delivery
systems. Both the Senate and House versions would create a new loan processing
and issuance fee to be paid to guaranty agencies from section 458 funds. |
strongly support the Senate’s provision 1o cap this fee to ensure sufficient fundmg
for the efficient admxmstranon of the loan programs. ,
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The Senate’s decision to offset the amendment regarding need anplys:s
determinations for veterans receiving G.!. Bill benefits with funds from section 458
also undermines the Department’s ability to manage the loan programs | hope to
work with you to find a more suitable offset for this provision.

National Board for Professional Teaching Standards

| strongly oppose the House provision to prohibit Federal funds from being spent on
the National Board for Professional Teaching Standards. The National Board
recognizes and rewards outstanding teachers who then become observable
examples of excellence to which other teachers can aspire. Upgrading the teacher
corps and raising teacher standards in this way is a key element of our efforts to
improve student learning. ’

High Hopes
| am very pleased that both bills address the importance of early outreach to at-risk

youth. The House version mciudes the Administration’s proposal for High Hopes

. for College, while the Senate created a new “Connections” program that
incorporates certain elements aof High Hopes and the National Early Intervention
Scholarship and Partnership (NEISP) program. 1 look forward to working with the
conferees to ensure that the final version of the program encourages colleges to
partner with high-poverty middle schools, offers comprehensive services to ali
students at these middle schools, and is administratively feasible, ‘

Consolidation loans

As you know, pursuant to the Department s regulations, interest rates for Direct
Consolidation Loans have been lowered to match the rates enacted in the
Transportation Equity for the 21st Century Act for new loans-made on or after July
1, and before October 1, 1998. | hope that the final version of H.R. 6 will set
maximum consolidation interest rates for both programs at the new low rate to
reduce costs for all borrowers and to maintain a level playing field between the two
loan pragrams. This policy is consistent with our HEA reauthorization proposal to
have the sameé low consohdatron rates in both loan programs.

Teacher training and recruitment :

Both the House and Senate bills would authorize grants to states and local
partnerships to reform and improve teacher training. The Senate version, which
would divide funding equally between states and partnerships and would focus the
partnerships on improving teacher education, offers a hetter chance at meaningful
change than the House version, which limits partnerships’ share of funding to 33
percent. Partnerships that involve colleges, teacher training programs, K-12
schools and other local organizations will encourage interaction among practicing

teachers, aspiring teachers, and professars of education to better prepare teachers
for 21st century classrooms than state-level efforts.
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| am pleased that the Senate version includes the -Administration’s program to
recfuit new teachers for underserved areas through partnerships between colleges
and underserved school districts. The House version fails to include sufficient
efforts to recruit new teachers in order to address the pressing need for teachers in
urban and rural areas. | urge the conferees to adopt the Senate’s program for
teacher recruitment, ‘ -

Both bills include accountability provisions that require state and institutional
“report cards” on the quality of teacher education. While | endorse reporting
requirements that will provide more information about the teacher training process,
| am still concerned about eliminating good students from student aid eligibility
based on the inadequate performance of others.
~ D|stance learmng

We have made stgnmcant progress on the issue of distance learning, and | am
pleased that both the House and Senate versions include demonstration programs
to accommodate the new technologies and innovations that can greatly increase
access to postsecondary education. The House's program would allow the
Secretary to waive any provision in parts F or G of title [V or part A of title |,
comprising all the need analysis provisions and general provisions, for a
representative sample of institutions, The Senate version would limit participation
in the demonstration program to 15 institutions initially, to be expanded to up to 50
after an evaluation of the initial 15 is completed. The Senate program authorizes
the waiver of the computer-related cost of attendance rules in Part F for
non-proprietary demonstration schools, minimum weeks of instruction rules, rental
or purchase of equipment provisions, and any regulations in Parts F and G. | urge
the conferees to provide sufficient flexibility in the demonstration projects to allow
for the development and support of high-quality distance education programs, and |
support the additional opportunities that are provided in the House bill. ‘

| am also pleased that the Senate version authorizes the Administration’s Learning
Anytime Anywhere Partnership (LAAP) program, which would encourage
partnerships to develop innovative ways of delivering education, ensuring quality,
and measuring student achievement that are appropnate to dtstance education. |
urge the conferees to adopt LAAP, ‘

PBO

I am glad that provisions that would create a Performance Based Orgamzatxon
(PBO} for the administration of student aid programs were included in both passed
versions of H.R. 6. | prefer the PBO provisions in the Senate version, in part
because these provisions explicitly provide for personnel and procurement
flexibilities necessary for the successful operation of the PBO. | also ask that the
conferees add certain buyout flexibilities to the personnel flexibilities inciuded in the
Senate version. '
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Year 2000 ‘ !
It is anticipated that all Department systems needed to deliver Federal student aid
will be fully compliant with Year 2000 requirements no later than March 1999,
However, the Departrment is still concerned that all of its partners and customers
may not be able to ensure that all their data systems related to the delivery of aid
are also compliant. In light of that concern, | believe it is important that the final
version of the bill authorize the Secretary to delay implementation of provisions of
the bill with significant systems implications if earlier implementation would
jeopardize the ability of the Department, or its partners or customers, to ensure that
their data systems are Year 2000 compliant, In utilizing such discretion, the
Department would work in close consultation with the House and Senate
authorizing committees.

{TANF]

Pay-As-You-Go Sconng

The Omnibus Budget Reconciliation Act of 1990 requnres that all revenue and direct
spending legislation meet a pay-as-you-go requirement. That is, no such bill should
result in an increase in net budget costs, and, if it does, it will trigger a sequester if
not fully offset. Both the House and Senate versions of H.R. 6 would increase
direct spending and, therefore, are subject to the pay-as-you-go requirements of the
Omnibus Budget Reconciliation Act of 1380. The bill does not contain provisions to .
fully offset this increase in direct spending. Therefore, if the bill were enacted, its
net budget cost could contribute to a sequester of mandatory programs. OMB's
preliminary scoring of the {@. version is that it would increase gutlays by $_
million during FYs 1998-2003, and OMB’s preliminary scoring of the version
is ’that it would mcrease outlays by $___ million during FYs 1998- 2003 W

Fiscal Year -1998 1999 2000 2001 2002 2003 1998-2003
House version A .
Outlays I R Sor - ST - TR - - S—

{in millions : ‘

of dollars)

Senate version

Outlays

The Offrce of Management and Budget advises that there is no objection to the
submrsSIon of this report to the Congress


http:prelimina.ry

[ 01791998 10:1¢ To:ELENA TN

Attachment
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: Yours sincerely,

Richard W. Riley

P, 8/22



