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Introduction

In 1910 Abraham Flexner issued his now famous study of medical
education (Fiexner 1910). From the standpoint of its impact on pub-
lic policy, the Flexner Report is regarded as one of the most impor-
tant reports ever writteu, since it dramatically changed the nature of
medical education in the United States. Thus the Flexner Report served
as a catalyst for the most significant reform in the history of medical
education, although the seeds of reform preceded the report itself.

Teaching and teacher education may now be in a similar stage of
significant reform. Althcugh seeds of this reform also were initiated
a number of years ago, the major catalyst was the wave of national
reports that severely criticized teaching ¢nd teacher education and
recommended numerous proposals for chs.ige (Siknla and Roth 1984).
At this transition stage, we are moving Leyond the proposals ard calls
for reform. Changes, some of th:m 1adical, are actually taking place
in such significant ways that this could be viewed as a renaissance
of the teaching profession.

The reform of a profession tends to occur in three major stages.
The first is the recognition or consciousness-raising stage in which
problems are identified. The recent proliferation of reports calling
for reforms in teaching and teacher education is this first stage, simi-
lar to the Flexner Report on medical education in 1910. In both situa-
tions sporadic reform had begun before the reports were published,
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but the reports generated sufficient public awareness to initiate na- .

The se.ond stage is one of response to the identified problems with
pruposals for action. Typically, in this stage some of the proposals
for action could best be described as “quick-fixes,” which appear to
provide solutions to the problems but do not get to the roots of the
problems. Nevertheless, during this second stage we see the genesis
of long-term changes that are likely to have significant effects on the
profession.

In the third stage the long-term, well-conceived proposals are im-
plemented, resuiting in a true revitalization of the profession. This
third stage takes much longer than the first two but has the greatest
impact. W : are now in this third stage in the reform of teaching and
teacher ed icatior.. Numerous proposals for reforming teaching and
teacher education are now being implemented. Th2se reforms are ex-
tensive, and in some cases 1adical. They cover a broad spectrum of
components related to the teaching profession.

There also are certain threats to the reform movement, which if
not thwarted could undermine efforts to make teaching a true profes-
sion. These inciude initiatives in some states to provide an alterna-
tive route into teaching tiat does not require teacher preparation, the
issuance of emergency tcaching certificates, the misassignment of
teachers out of their fields, and thc impending teacher shortage with
its prospects of emergency certification. The extent of these threats
and their effect on the reform of the profession will be discussed later
in this fastback.

In this fastback I shall document and discuss seven major reforms
that are bringiny :ignificant changes in teaching and teacher education.

1. Quality of those enteriag teaching. Although this has been a ma-
jor concern in the past, there is evidence to indicate that the academ-
ic quality of those entering is improving, and there are concerted
efforts to continue this improvement.

2. Accreditation of teacher preparation programs. There have been
proposals for change in this area before, but now there are major ef-
forts to upgrade the standards for the accreditation of teacher educa-

tion programs. 8
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3. Teacher certification standards. Some changes have been sim-
ply quick-fixes, but new comprehensive standards for certifying educa-
tional personnel are now in place.

4. Performance evaluation of instructional personnel. More ng-
orous entrance requirements can improve the quality of those enter-
ing teaching, but a better measure of one’s ability is performance.
There now are in place in several states performance evaluation sys-
tems to determine who will remain in th~ profession.

5. Teacher education refo-m. Over the years there has been con-
siderable tinkering with the content and structure of teacher educa-
tion programs, without much consensus among the leaders ix the field.
Now influential groups are specifying what the essential characteris-
tics of teacher education programs should be, and suck p.rograms are
beginning to be implemented throughout the country.

6. Research on teaching and teacher education. One of the severest
criticisms of tezching and teacher education ir the past has baen that
it lacked a body uf knowiedge based on empirical research. A sig-
nificant body of such knowleage :4s been accumulating and is be-
ginning to have an impact on the practice of teaching.

7. Conditions of practice. Better salaries and career incentives are
necessary to attract and to retain excellent teachers. Across the ccun-
try many efforts are under way to improve conditions of practice for
teachers.

The seven areas of reform described above are real changes that
have been initiated, with each having a potentially profound impact
on the profession. Together they encompess the third phase in the
reform of teaching and teacher education and signify the beginning
of a renaissance in the profession.
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Jmproving the Quality of Those
Who Enter the Profession

Admission criteria for entrance into teacher preparation programs
vary contiderably. Such criteria include coliege cumulative grade point
average, recommendations, interviews, e.perience with children, high
school grade point average, and high school class rank. Scores on
the Scholastic Aptitude Test {SAT) and the American College Test
(ACT), which are widely used in freshinan admissions, are less com-
monly used for admission to teacher education programs. One study
with responses from 205 institutions indicated that 82% of them do
not use an SAT or ACT cutoff score for entrance into th=ir teacher
preparation programs (Feistritzer 1984). Nevertheless, both the popu-
lar and professional media have given considerable attention to SAT
and ACT scores of teacher education candidates, so s~.me ccmment
is in order.

The academic quality of those entering teacher preperation programs
and subsequently becoming teachers has become a sensitive issue (see
fastback 239 Recruiting Superior Teachers: The Interview Process).
In 1982 the national average combined verbal and mathematics SAT
score was 893 out of a possible 1600, while the average score for -
high school seniors who indicated education as their intended major
was 813, a difference of 80 points. This score also was below the
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average score of those students entering college whose intended majors
were in the arts, biological sciences, business/commerce/communi-
cations, physical sciences, and social sciences. But SAT scores of
were home economics, ethnic studies, or those who planned to at-
tend trade and vocational schools after high school. However, more
recent data show that from 1982 to 1985 the difference between the
SAT scores of all students and those intending to major in education
narrowed from 80 points to 70 poinis. Interestingly, this rise in SAT
scores has occurred in the South and West, which are experiencing
the greatest demands for new teachers (Feistritzer 1985).

A somewhat different view of the SAT point game comes from a
1985 study of selected institutions reporting use of SAT scores in
which the average combined SAT score for those actually admirted
ii J the teacher education program was 844, which while 49 points
below the 1983 national average combined SAT score, was 32 points
above the 1983 average combined SAT for high school seniors who
said they intended to major in education. (Because of the limited sam-
ple in this study, it does not necessarily reflect the general condition.)
Interestingly, the same study also showed that in those institutions
with over 10,000 students the average SAT score for those admitted
to the teacher education program was 866 (Feistritzer 1984). Anoth-
er study reported that the scores of students admitted into teacher edu-
cation are 60 points higher than the average SAT score for high school
students declaring education as a prospective major (“Education Stu-
dents” 1983). It appears, then, that although the SAT scores of high
school seniors who declared education as 2 major are below aver-
age, the picture changes if we look at the scores cf those actually
admitted into teacher education programs. This discussion of SAT
and ACT averages should not conclide without mentioning that the
population of students who take either of these aptitude tests proba-
bly represents the top half of the total population of 18-year-olds.

Data on grade point and high school class rank provide some indi-
cation of the academic quality of teacher education students. A sur-
vey of 722 institutions in 1983-84 indicated that admission to most

teacher preparation programs requires a 2.5 on a 4.0 scale (AACTE
Q
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1985). This compares favorably with other programs on university
cainpuses, which have no higher standards for admission and reten-
tion. Another survey of 543 institutions found the average college
grade point average required for admission was 2.29 on a 4.0 scale
(Feistritzer 1984). The average of students actually admitted to teacher
education programs, usually after two years of arts and science prepa-
ration, is 2.8. The class ank of students admitted to teacher educa-
tion is in the upper quartile (76.2) of the high school class (“Education
Students” 1983).

Jne recent effort to screen applicants for teacher education pro-
grams is the use of entry examinations. Examinations most common-
ly used are the pre-professional skills test developed by the Educational
Testing Service and institutionally developed tests. These examina-
tions focus on basic skills. A 1983 survey indicated that 60% of those
responding required passage of some type of test for admission into
their teacher preparation programs. A standardized basic skills test
was required by 19% of the respondents; an additional 8% devel-
oped their own basic skills test (Feistritzer 1984). A comprehensive
survey conducted by the National Association of State Directors of
Teacher Education and Certification (NASDTEC) showed a substantial
increase in the use of examinations for entry into teacher education
programs (Roth and Mastain 1984).

There is ample data to show that more comprehensive screening
procedures are being used for admission to teacher education pro-
grams. Of those institutions responding to a recent AACTE survey,
99% indicated they have procedures for admission into some or all
parts of their teacher education programs, which are in addition to
the regular requirements for entry into the institution. Using these
procedures. the institutions rejected 21% of the applicants in 1983-84,
and private universities rejected almost 30% of their applicants. In
addition. more than one-third of the institutions reported that their
requirements for admission to student teaching and for recommenda-
tion for certification were more stringent (AACTE 1985).

Another effort to upgrade the quality of those entering teaching is
the establishment of honors programs designed to attract academi-
cally talented students into teaching. A 1984 AACTE survey indicated
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. - that 13% of those stitutions responding reported havin~ a teacher
education honors program. Such programs, which also cfter scholar-
ships and loans, have helped to increase the number of academically
talented students in teacher educaticn and subse.juently to enter teach-
ing (AACTE 1985b).

An example of or.¢ honors program is the SunCoast Area Teacher
Training (SCATT) Program at the University of South Florida, which R
in 1985 received a Showcase tor Excellence award from the Associ- y
ation of State Colleges and Universities. To be admitted to the SCATT
program, students must have a compogite score of 1000 on the SAT
or a score of 21 on the ACT and a cumulative grade point average
of 3.5 in courses taken prior to entry into the program in their junior
year. Studerts must also be interviewed by facrity and be recom-
mended by at least two of the zaiversity faculty. In the five y=ars
the program has been in opzrating, the number of students enroiied
has more than doubled ; ¥

This chapter has provided an overview of the changes taking place
to upgrade the quality of teachers by controlling who enters teacher
preparation programs. Let us turn now to the teacher education pro-
grams themselves.
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National Accreditation of
Teacher Education Programs

One indicator of the strength of a profession is the quality and rig-
or of its accrediting standards and procedures. Each state has the le-
gal function of approving the teacher education programs in institutions
operating within its boundaries. This provides one quality check. A
stronger indicator of excellence i3 evaluation by an external national -
accrediting agency. National accreditation is not subject to the politi-
cal vicissitudes within a state since it uses a neutral but highly profes-
sional body of practitioners to evaluate programs. It is also a
mechanism by which the profession can govern itself and not be be-
holden to the pet theories ¢£ .ome state legislator or the special in-
terests of some pressure group A.hough national accreditation has
no legal authority, it is an inf.¢ntial force in n.aintaining high stan-
dards of preparation necessary for a strong profession.

The official, but non-governmental, agency for accrediting U.S.:-
teacher education programs is the National Council for Accredita-
tion of Teacher Education (NCATE). Accreditation of teacher edu-
cation programs by NCATE is voluntary. In fact, institutions must
pay s fee in order to be reviewed and to be conslderedfouccmdm-
tion by NCATE. \
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Although NCATE has long been regarded as a major foroe in maip-
taining high professional standards in teacher education, it is not with-
out its critics. In a study titted NCATE: Does it Matter? (Wheeler
1980), the following criticisms were made: 1) NCATE standards are
vague, key terms are undefined, and the dat» ~sllected to demonstrate
standards are insufficicnt, 2) sandards are applied inconsistently; and
3) NCATE's influence on program quality is limited: In responsé to
these and other criticisms of the NCATE accreditation process, a major
reform has taken place in NCATE to strengthen this process, which
hasthepowmaliorimpmvmgdumlﬁeldofmm,
in insdtutions across the country. .

In 1983 NCATE initiated a review and revision of its standards
and procedures for national accréditation. In June 1985 the NCATE
Council adopted new standards and procedures, whlchmducn'bad\
in NCATE Redesign (NCATE 1985). The new standards and proce-
dures are radically differeat and call for quality standards: that are -
significantly greater than previously required; In fact, some institu-
tions, if they are to adhere to these standards, would hive to revamp -
totally their teacher preparatory programs. Institutions sceking
NCATE accreditation will have to meet these new standards begin-
nipg in October 1987.

Thefollowmgparagraphswxllmmwdmenewmndudsmd
procedures and point out some of the significant differences between
menewandoldsmndndsorpmeed:mmmdermﬂlumdnnope
of the reform.

The old NCATE procedure required four preconditions to be met -
by institutions before they could apply for accreditation. The new -
procedure has 11 preconditions to be met and approved by NCATE
in order to establish eligibility to apply for accreditation. Some of
the more salient new preconditions are: 1) The unit must keop abreast
of emerging evaluation techniques. 2) The unit must regularly evalu-
ate its programs and graduates. 3) The unit must assess students’ ba-
sic skills using standardized tests prior to admission. 4) The unit must
assess the competence of its graduates at exit. 5) In states not recog-
nized by NCATE, the unit must submit curriculum portfolios.

5 . 15:
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NCATE “recognition” of state program approval systems is an es-
pecially 1nportant new policy direction. Ineffect, NCATE has now
elected to sanction the quality of the state program approval systems.
Several years ag(: the Teacher Education Council of State Colleges
and Universities (TECSCU) recommended that state program approval
systems be evaluated by some external agency. However, no such
action was taken because the states had the legal authority for pro-
gram approval, and tis7: was a lack of initiative by any group or
organization to take on thss politically volatile fanction. The fact that
the new NCATE procedures provide for recognition of atate approval
systems indicates a major step in the reform of the profession.

The old NCATE procedures allowed an institution to réceive ac-
creditation in some program areas and not others. Under thé new
procedures, the focus will be on the total unit, not on individual pro-
gram arcas. In other words, the new process is all or nothing for both
basic and advanced programs. The institution must demonstrate a cap-
bility to deliver all its programs in order to receive accreditation.

The members of NCATE visiting teams will be highly skilled in
evaluation techuiques, such as interpretation of data, use of question-
naires, interviewing, and making “respected judgments about profes-
sional education units” (NCATE 1985). Team members unu.2r the new
process wiil be selected more carefully, better trained, and more
sophisticated in their evaluation procedures, which should result in
more consistent anxl accurate evaluations.

Currently initial NCATE accreditation is effective for a period of
seven years. Under the new procedures, after initial accreditation the
institution submits annual reports, which are monitored to ascertain
the unit’s continuing viability. Three years after an on-site Teview,
the NCATE Council reviews an institution’s data bank compiled from
the annual reports for evidence that standards have been maintained
to justify continuing accreditation. After such a review, one of three
decisions is made: -

1. Full accreditation (the report may contain stetements pointing
out areas that need strengthening but accreditation is given with-
out any accompanying conditions).
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2. Accreditation with stipulations (specific shortcomings are
described and a timeline is given to rectify them).
3. Denial or revocation of accreditation.

The standards for the new NCATE system vary in some signifi-
cant ways from the old system. The “Knowledge Base” standard re-
quires evidence that the curriculum designs and instructionl models
used in the teacher education program reflect the best current research
in these areas. This standard also calls for a greater collaborative ef-
fort within the instimtion. The “Relationship to the World of Prac-
tice™ <tandard calls for greater specificity in clinical and field
experiences, with stronger links to local schools, including coopera-
tive research. The “Students” standard is also more specific (for ex-
ample, 2.5 GPA for admission) and calls for evaluation of students
at exit from the program. The “Faculty” standard emphasizes schol-
arly activities and research, and there are added criteria for faculty
evaluation. .

The new NCATE standards represent fundamental changes in the
philosophy of accreditation, with major implications tor the improve-
mrat of the profession. Tlie new standards are more comprehensive,
more specific, and more rigorous. The impact of the new standards
will be f:lt in the next few years as institutions begin to examine their
programs and submit them for approval.

Already there are indications that NC ATE is becoming more rig-
orous under its current standards, thus setting expectations for the
new standards. In 1984-85 NCATE failed to approve one or inore
programs at 24 % of the institutions applying for accreditation, more
than double the denial rate of 1983-84, which was 11%. The 1982-83
denial rate was only 6.7%. As one writer commented, with the new
standards “in the back of their minds,” the council is being “hard-nosed
in applying the current standards” (Currence 1985a).




Teacher Certification and
State Program Approval

There has always been a certiin amount of tinkering with certifica-
tion requirements in the variou ; states. What is different now is that
the changes are extensive and broad-based, affecting almost all aspects
of the certification process. Furthermore, there have been major
changes in the program approval process used by states to evaluate
the teacher education programs within their boundaries.

In 1984 the U.S. Department of Education published The Nation
Responds: Recent Efforts to Improve Education, which describes the
certification reform actions of 47 states. Since that time the other three
states also have initiated major reforms. Coley (1985) provides in-
formation on the specific changes occurring in cerdfication. Twenty
states recently have made policy changes affecting admission into
teacher education programs, such as requiring a basic skills test or
a specified minimum grade point average or both. Twenty-cight states
made policy changes affecting the teache: education curriculum. Of
these, 12 now requir: more professional studies, 12 require more stu-
dent teaching, 11 have made their program more rigorous, and 10
now require more general education. Thirteen additional states have
made other types of curriculum changes. Most of the states stated
that the above changes have improved the quality of teacher

candidates.
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Another reform in state certification requirements is evaluation at
the completion of the teacher education program. At least ‘15 states
have introduced new policies in this area. Five added 2 requirement
for the evaluation of teaching performance or specific compétency,
fouraddedatesungreqmrenwnt four added a minimum GPA re-

nndoneaddedarequuementmvolvmgbahawmd
GPA (Coley 1985).
nqwmmbly,ﬂwmmvmgthegrummmintewh
er preparation and cetification is mandated testing. For example, in
Florida institutions must have at least 80% of thair teacher education
students pass the Florida Certification Examination or else they will
lose their program appioval status. The most recent data. (Sandefur
1985) indicate that 17 states now require a test for admisgion into
teacher education and eight more are planning such a requirement.
Twenty-five states now require examinations for certification and an
additional seven are planning such a requirement. Sandefur reports
that state competcacy assessment of teachers bas grown from three
states to 30 since 1977, and an additional 12 states reported planning
such assessments in 1983. The areas covered by tésts fajl into four
general categories: basic skills, professional, studies, academic con-
tent areas, and on-the-job assessmaent. Twenty-five states now require
a test in basic skills with an additional 10 states planning to do so.
Twenty states require a test of professional knowledge with an addi-
tional three planning to do so. Nineteen states require assessment of
academic knowledge with three others discussing the use of these
assessments in the near future (Sandefur 1985). Testing as part of
on-the-job assessment will be discussed in the next section on per-
formance evaluations.

Another recent development is the testing of teachers already prac-
ticing in the schools. Arkansas was the first state to mandate testing
for already certified teachers in 1983. Governor William Clinton
pushed the mandatory testing measure throv 2h the legisiature in order
to assure the public that new taxes specificaily designated to fund
higher teacher salaries would not end up in the hands of a “small but
not insignificant number” of incompetents (“90 Percent of Arkansas
Tleachers" 1985). The tests were taken in the spring of 1985, and 90%
LS
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of the state’s 25,276 teachers passed. In March 1986, 200,000 Texas -
teachers were tested. The results were not available as this fastback
was going to press, but it xsesumatedthatasmanyas lO.(X)OorS%
will fail the test.

This widespread testing of teachers is ahotlydebalndtoplc Some
regard it as a “quick fix” solution for improving the quality of the
teaching force. However, both the National Education Association
and the American Federation of Teachers support testing teachers prior -
to entry into the profession, althoughtheyare(:ppooedmwsungcur- |
rently practicing teachers.

At Jeast 15 mmhawumuaedthmpwfewoﬂedxmﬂonre— "
quirements for certification in such areas as demonstration of teach-
ing competency, observation of teaching, and testing. Some of thes-
states have added an initial certification step for new teachers, in-. |
creased inservice requirements for continuing certification, and es-
tablished special certification programs for holders of bachelor’s
degrees who have not taken teacher education courses. C~ley con-
cluded that “the states which had introduced new policies perceived
them as strengthing teacher education programs, making students more
serious, focusing attention on weaknesses in teacher education, and
screening out students who lack sufficient knowledge of basic.skills
and subject matter” (Coley 198S).

Another recent development in teacher certification is the use of
internships for candidates for state licenses. As distinguished from
traditional student teaching experience, the internship is a postbac-
calaureate experience with full responsibilities for classroom teach-
ing. Generally the intern is a full-time employee of the school district
and receives technical support and periodic observation from the train-
ing institution as well as the school district. During the internship,
the individual undergoes regular performance evaiuations.

The National Association of State Directors of Teacher Education
and Certification (NASDTEC) collected data in 1983 on the use of
internships. At that time .he following states had initiated internships
for beginning teachers: Florida, Georgia, Kentucky, Nebraska, Notth
Carolina, Oklahoma, South Carolina, and Texas (Roth and Mastain
1984). With internships the state frequently will issue a one-year cer-
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tificate. On successful completion of the internship, the teacher is
awarded a regular certificate valid for at least three years.

Still another state mechanism for strengthening teaching is man-
dating continuing professions. development. This is another factor
that is changing the nature of the profession. Recent data indicate a
trend toward increasing professional development requirements for
certificate renewal. In a 1984 study asking the 50 state agencies wheth-
er they were increasing or decreasing continuing education require-
ments for teachers, 29 states indicated they required continuing
education as a condition for license renewal. Eighteen of the 29 are
planning to increase continuing education requirements, two were not
planning to increase, and the remaining nine did not answer. The study
concluded, “There is a very strong movement toward increasing con-
tinuing education requirements where they now exist (18 states) and
to add continuing education requirements where none now exist (9
states)” (Roth and Mastain 1984).

21




Performance Evaluation of Teachers

A recent d=velopment, one of ., many components of i.c reform
movement, is the performance evaluation of teachers. This is usually

’S

conducted during an internship or during the first one or two ysars

for beginning teachers. Performance evaluations may be state man-
dated for beginning teachers for purposes of certification.

In the past, candidates for state certification only had to meet sub-
ject matter requirements for their teaching area and a designated se-
quence of education courres. The role of the states in approving
programs at their teacher education institutions was to certify that the
required courses were offered. Now, with the introduction cf per-
formance evaluations, the assessment of teachers calls for more di-
rect indicators of competence. And the assessment is frequently
conducted by evaluators outside the weacher education institutions.

The use of performance evaluation has already begun to have an
impact on the quality of teacher preparation programs. The long-term
effects of this effort will be felt as the reform movement continues
to unfold. It represents a radical change in the man....r in which those
entering the profession are evaluated for certification. When com-

bined with other testing measures, it provides a comprehensive as-

sessment of those entering the profession.
Three sources provide data to document the growth of perform-
ance evaluation with internships and beginning teachers. The first,
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by J. T. Sandefur, covers on-the-job performance (Sandefur 1985).
The second is a report on state teacher policies by the Education Com-
mission of the States (ECS 1983). The third is the Manual on Certifi-
cation and Preparation of Educational Personnel in the United States
prepared by NASDTEC (Roth and Mastain 1984). The ECS report
provides a narrative description of activities in the states; the
NASDTEC document has a specific category for internship or residen-
cy requirements and support systems for beginning teachers. The fol-
lowing synthesis of these three sources provides a reasonabiy accurate
description of the current status of performance evaluation as one as-
pect of the reform movement.

Fourteen states have a performance assessment, which is general-
ly conducted during an internship. In addition, nine other states are
currently planning some type of performance assessment. These data
may not be exact but are sufficient to indicate a trend throughout the
country.

Several states have developed a specific instrument for the obser-
vation and assessment of teachers. ‘rhese include Florida, Georgia,
Kentucky, and South Carolina.
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Reform in Teacher Education

In the various calls for reform, teacher education has reccived se-
vere criticism. Some reform proposals call for a major overhaul of
the entire teacher preparation system; some even suggest that schools
of education be done away with and that teacher preparation be turned
over to local schools (Sikula and Roth 1984). How have our teacher
education institutions responded to the criticisms? What changes are
being made, and what is the nature of these changes? Will they result
in improved quality?

In previous sections a number of initiatives affecting the quality
of the teacher preparation program were discussed. Criteria for ad-
mission into teacher preparation programs have become more rigor-
ous. Candidates must pass a basic skills test. Tests of pedagogy and
subject matter have been mandated by some states. There has been
across-the-board revamping of teacher certification regulations that
affect the content of teacher preparation programs. Significant reform
of national accreditation has been adopted, which will require radi-
cal changes in teacher preparation programs to meet the new stan-
dards. And state agencies have strengthened program approval
procedures and standards in order to improve teacher preparation pro-
grams within their states. Much 1s happening in response to calls for
reform.
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p Another effort under way, which could be a major influence on
o change in teacher education, is the work of an organization called -
the Holmes Group. This is a consortium of 28 deans of education
from prestigious institutions who have unofficially banded togethes
# to review the standards and nature -f teacher preparation programs.
They are planning to invite 120 can ‘ully selected institutions to join
them. The group is chaired by Judith Lanier, dean of the School of
Education at Michigan State University. This group has made recom-
mendations that would significantly alter current teacher preparation
programs. Following is a summary of the group’s major recommen-
dations from its draft report as reported in the Chronicle of Higher
Education (12 June 1988, p. 16).

The university works with selected school districts to create exem-
X plary school sites for student and faculty learning about teaching ex-

” cellence. In these “professional development schools,” working
conditions allow for the very best in teaching practice....

The university fosters an inter-disciplinary climate in teacher edu-
cation. ... There is a valuing of collaboration among faculty with
different disciplinary expertise. . ..

The university cxpects an ethos of inquiry to perineate its teacher
education programs. ...

The university assures equitable rights and responsibilities. . .to
teacher education within a college [which are] comparable to those
of other professional schools. . . .

University faculty members [are evaluated] by peers at least every
two years. ...

The university faculty includes a clinical faculty of practicing school
teachers. . ..

The university facalty is made up of strong teacher-scholars desig-
| nated as “fellows in teacher education” by a national review commit-
tee of leading educators. . ..

Students . . .are academically talented and committed to teaching. . . .

At three points — prior to status as an intern, novice, and career
teachers — students must pass components of a Profezsional Teacher
Examination. . . .

Students . . .evidence appropriate ethical commitments. . .prior to
successful completion of their internship. During the induction year,
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students are required to successfully complete a teaching internship
and continue working toward & master’s degree in education. . ..

mwﬁaﬂummqnlmammr’sdegxeeineduuﬁmmdawdl-
supcrvised teaching internship over a substantial period of time... . .

The curriculun: required for attainment of carcer professional sta-
tus requires advanced study. . , . Successful completion of such ad-
vanced study would carry recognition as & Professional Career Teacher
and could iead to a second advanced degree, such as an educational-
specialist degree or the doctorate in education.

It is clear that if the above recommendations were implemented,
it would provide a high quality professional preparation. The Holmes
Group has been criticized as elitist zi:.ce it is made up.of only 28 deans
from large institutions. Theie also has buen dissent within the group
byﬂlosewhoobjecttomenotiondmtheteisonlymemwhdler

preparation. It is signifv>nt, however, that these proposals are not:
coming from an external body but from those who are in positions -

to provide leadership and change within their own institutions. Should
this occur, there could be a spinof¥ to other institutions. The Holmes
Group has the potential for influencing the direction of the entire teach-
ing profession.

There is other evidence of widespread change in ‘cacher prepara-
tion institutions. A report by the American Council on Education,
Campus Trends, 1984, found that close to 90% of postsecondary in-
stitutions are currently conducting or have already compcted reviews

of their total curricula with the intent of developing new general edu- -

cationcourserequirememsandofgivinggruteremphniswmdem’
competency and skills. Of these institutions with teacher training pro-
grams, $2% report they require secondary education students to have
a major or minor in a discipline; 89% report that there are minixoum
requirements for entry into their teacher education programs; and 76%
indicate that the program has tighter standards than a few years ago
(El-Khawas 1984).

A study by AACE provides additional information and some
specific data on the type of changes. For example, 36% of the insti-
tutions indicated their requirements for entry into student teaching
in 1983-84 were more stringent than for the previous years. Further-
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more, 33% ofthemmmmnuepomdﬂnt‘he l983-84reqnim
forcemﬁaﬁonwenmoreumgemm...mwdinlm-ﬂ 7
(AACTE 1985a).
Anomermovemmtwnmpmveﬂwpmpumonofmchmisthe
~»  “extended program” approach, involving an additionai fifth year. Deta
% . are limited on the success of this approach, butZSMmﬂomhavo
indicated some type of extended program'(AACTE 1985a). smu
this trend continue or should the Holmes Group propos . prevail,
the preparation program for teachers would be sijnificantly different
from wnat it is now and look more like a professional school.
Anahermmmwwmmbmdm
mmmmhwwhmdanu .
“quality assurance” spproach. Taking a leaf from the comsumer move- =
m,mmmmmmmmqawvmmmm
from the teacher preparation program. Should they be found &> have - -
deficiencies in their begizning years of teaching (in some cases up - j
to three years), these teachors would be provided the services of a
clinical professor from the institution. One plan provides thet a feacher
training team design an individualized'plan to improve the perform- '
ance and competence of any teacher found deficient. Iistitutions -
reporting having such. “warranty” programs .include Oregon State
University, University of Arkansas at Pinebluff, University of Vir- *
ginia, Eastern Washington University, Doan College, and Purdue
University. ;
There have been a number of studies investigating whether teacher -
education programs graduate students who are better prepared than
those who have not had teacher education. These studies have shown
on a variety of measures that those who have teacher education are
better prepared to teach (see, for exampl  Greenberg 1983; Haber-
man 1984; Hawk, Cohle, and Swanson :84; Fisher and Feldmnn
1985; and Olsen 1985). .
Fromwhathasbeenreportedmthischnpter itlsclearﬂntub-.
stantial changes are occurring in teacher preparation programs them-
selves. Many programs already look ve._ different from the way they
were designed lOyearu;o,andnfthetreMconnnm,prognmswm
contm:etochangemthenearﬁlm '
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Resoarch as a Basis for Peform

Cnncaltodwhealthofany profession is the development of a body
of knowledge through research and the use of that knowledge in the
preparation of practitioners. Teacher education has been itrongly criti-
cized for the lack of a research base in its preparation programs. One
prominent researcher indicated that there is zero correlation between
unew,amhandwhatgoesoninw.cheredlmmmm('%ﬂc
Teacher Preparation Programs Proliferate” January 1984). However,
according to other researchers, in the last five to ten years there has
been 1 tremendous growth in the knowledge about effective teaching
and a fresh set of conceptions about teaching on which to base teach-
er education (Olson 1985s . As B.O. Smith has stated, “” significant
breakthrougi1 in the study of teaching was the.identification of gener-
ic perfcrinanccs that correlated positively with student outcomes.”
There is also a body of knowledge on teaching performancs in par-
ticular subjects such as reading, arithmetic, grammar, natural scietice,
and foreign language. Furthermore, there is extensive research liter-
ature on the theoretical components of teaching and learning (Smith
1985).

The development and utilization of research on teaching and teacher
education has received substantial support from the National Insti-
tute of Education (NIE). In 1983 NIE funded 10 teacher education
projects to consider using research-to make improvemens in the con-
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Oneofthemostexhaustivesurveysofmearchongenericmwh-
ing behavior was conducted at the University of South Florida as part
of the Florida Coalition for the Develcprent of a Performance Meas-
urement System. This effort, using measures of student outcomes,
identified 31 concepts of effective teaching, which were then classi-
fied into six broad domains of instruction: planning, management of -
student conduct, instructional organization and C , presen- -
tation of subject matter, communication, and testing. These 31 con-
cepts have 134 indicators of teaching behavior, each of which is
defined with examples of one or more instances of teacher per-
formance. ‘

'I'hesixdomamshavebecomethebasisofﬂrel?loridal’erfmm-
ance Measurement System, a group of instruments used to observe
teachers during the first year of teaching. They have also been used
to observe teachers who aspire to be master teachers under Florida's
new master teacher program. There has never been a research-based
activity of this scope in the profession before,

Additional studies have been conducted to determine the relation-
ship betwern the teachers who demonstrate these particular behaviors
and the performance of students in their classrooms. The results of
these exploratory studies suggest a statistically significant relation-
ship between teaching performance of interns (student teachers) and
pupil achievement as measured by the Florida Performance Meas- -
urement System summative obsevation ‘nstrument (Florida Depart-
ment of Education 1984). B.O. Smith suggests that per++_s we have
learned something frommupastexpericnceswiduchoolrefwmthat
will prove useful in the current efforts at reform: “We appear to *v.
on the right trackh when we focus  he reconstruction of teacher edy-
cation and the greater use and expansion of its knowledge base” (Smith
1985).
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Improving Conditions of Practice

Thecunentnﬁ;rmmovementproviduanoppomnitywimplme
the conditions of practice for teachers. We now are entering a phase
where such improvements, although sometimes very small, are be-
ginning to be realized in arcas of teacher incentives and caréer op- -
portunities, more specifically, improved teacher salaries and the
provision of career ladders.

A variety of incentives has been devised to attract and retain teachers -
in the profession. A survey by the National Center for Education
Statistics (NCES) revealed that almost 20% of school districts reported:
offering some form of special incentives to teachers in 1983-84. Most
incentives (13%) were aimed at retaining experienced feachers in the
district. Second (8%) was for recruiting teachers in shortage areas.
Other types of incentives used were allowing teachers to enter or ad~
vance to a difiersnt step on the salary schedule, offering loan-
forgiveness programs, cash bonuses, retraining, released time, and
icaves of absence with continued advancement on the salary sched-
ule (Gerald 1985).

The basic incentive, of course, is improved teacher salaries. The
1984 Gallup Poll revealed that teachess cited low salaries as the prime
reason they left the profession. According to NCES, teachers ex-
perienced steady salary gains in the Sixties and in the early Seven-
tijs. However, by the mid-Seventies salaries declined in “constant
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dollars™ but siice 1982 have been making a comeback. According

to this study, the average annual salary of teachers in 1983-84 was

$22,019. More recent data from a Rand study indicate that the aver-
age annual salary for teachers in 1984-85 was $23,582 (“Teachers:

Fighting for Respect” 1935). Another study indicated that over the

last two academic years (1983-1985), teachers’ salaries rose 13.7%

and that the median household income of teachers is now the same

as that of all college graduates (Feistritzer 1985). However, average

salaries vary widely from state to state, from a low of $15,971 to
a high of $39,751 in 1984-85 (NEA 198S).

Across the country 27 state legisiatures have passcd legislation to
boost teacher salaries ("Teachers: Fighting for Respect” 1985). In New
Jersey a bill was passed in 1985 that sets $18,500 as the minimum
salary for beginning teachers. Nevada raiced teacher salaries by 11%
and granted a 5% bonus on 1984 salary in order to retain teachers.
In Texas legislators created a tax intended to raise about.1.4 billion
dollars for public education, including salaries, through state and local
funds over the next three years. It appears that there are a variety
of incentives to attract and retain teachers, with specific emphasis in-
recent years on raising teacher salaries across the board.

Another type of incentive for teachers is the enhancément of ca-
reer opportunities through master teacher programs or career ladders.
Recent data indicate that 25 states have developed career ladder or
master teacher programs v-ith pay incentives for succeeding steps on
the ladder. In Maine career ladders arc expected to cover about 3,500,
teachers in 20 school systems in 1985-86. In 1984-8S, about 3,000
Florida teachers qualified for a $9,000 bonus over three years. In
Utah teachers have eatered the second year of a career ladder plan;
which is essentially a merit pay system based on evaluation proce-
dures (“Teachers: Fighting for Respect” 1985). In the 1983-34 school
year, only 1% of local schoo! districts reported they were operating
a merit pay plan, affecting only 2% of ail public school teachers
(Gerald 1985). It appears that state initiatives are much stronger than
local initiatives in the development of merit pay, career ladder, or
master teacher programs. 3 2




Threats to Reform

While the reform of teaching and teacher education is proceeding
on many fronts, at the same time there are developments tat threat-
en not only the reform movement but the very nature of the profes-
sion. These developments relate to admitting into the profession
individuals whe have not had any formal teacher preparation,

A growing body of data indicate there is an imminent shortage of
teachers in the United States. According to a Rand study by Linda
Darling-Hammond (1984), the shortages we are currently experiencing
in specialized areas will expand to a more peneral shortage of quali-
fied teachers over the next few years. Based on current enrollment
trends and on statistics for those entering and retiring from the teach-
ing profession, it is predicted that the supply of new teache: gradu-
ates may satisfy only 80% of the demand by 1988.

The Projections of Education Statistics to 1992-93 (Gerald 1985)
provides estimates of the supply of new teacher graduates compared
to total demand for additional teachers in clementary and secondary
schools. It reports that in 1982 the supply as a percent of demand
was exactly 100%. Alternative projections for future years provide
insights into the nature of the impending shortage. After 1986 the
supply as a percent of demand wiit continue to decrease steadily
through 1992, which is as far as the projections extend. In 1989 it
ielnmjwwd that the supply will be only 80% of the demand; by 1992
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the supply will be only 65.6% of the demand. Theubovemﬁcl
using intermediate alternative projections, reflect a serious situatio
in the teacher marketplace (Gerald 1985).

Historically, the response to shortages in the teaching force has bee
to open the gates to individuals with lower qualifications. First ces
tification standards are lowered; then individuals are admitted int
mmmmmmmmm
Task Force on Teaching 23 a Profession, & project of the Carnegi
Forum on Education and the Bconomy, is addressing this concer
manefforttoprevemadeclinemthequmyofedwdonuam
of the impending teacher shortage (Currence 1983b).

Another serious concern is raised in a study on t:0se who are et
tering teaching (Pigge 1985). This study shows “.snt the most acadea
ically qualified graduates do not intend to go into Jeaching: A
according to Pigge, future manpower projections havie not taken
account that many of the more academically talented i the projecse
pool of new teachers will likely choose not to teach. Apd in a perie
of high teacher demand, mmmmmm
and less qualified generally will be able to- find jobs. Ha

mmwmamrmwumamm
in our schools. These actions include the move toward 1 Jinimum con
petency testing in high school, the use of standardized: tests for a4
mission to and exit from teacher education programs and for. isitk
teacher certification, and the lack of adequate on-the-job support &
minority teachers. Allofthuednmnthemlonﬁnﬂem
ence of minority teachers in America’s schools (Wisty-1982).:

Anexamplcofmmthmuwthefumrempplyofmiw'kym
is the teacher competency test used in Texas. In Oct af 1985
U.S. JumoeDepamentindmtedthauTemnqnhmﬂld
dents pass a basic skills test in order to enter stute approved Jeache
training programs was legal. Attorneys cha:lenging the ruling state
that the state’s use of the preprofessional siils test serves o “dec
matc the potential minority teaching pool” at a time when there is &
ready an undequatenumberofminomyrolemdehintheTm
classrooms” (Rodman 1985).
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One means of dealing with teacher shortages in the past has been
to issue emergency certificates to those who do not meet qualifica-
tions. The use of emergency certificates is a major threat to main-
taining professional standards. A survey of state agencies in 1983
showed that the number of emergency certificates issued in 1982-83
ranged from two in Delaware to 4,996 in California, with New Jer-
sey issuing 1,077 and Pennsylvania 1,711 (AACTE Tesk Force 1984).

Another study conducted by NASDTEC determined the percent-
age of the total number of credentials issued that were either emer-
gency, substandard, or limited. Following are the results from.a
sampling of states: Ohio 16%, California 13%, Florida 12%, Color-
ado 10%, and New Jersey 10% (Roth and Mastain 1984).

A more recent report by the Council for Basic Educatica, in cooper-
ation with the American Federation of Teachers, indicated that “thou-
sands upon thousands of children” ure currently being instructed by
teachers assigned to teach outside their competency area. AFT Presi-
dent Albert Shanker estimated that some 200,000 teachers fall into
that category (CBE 1985). A study by the National Center for Edu-
cation Statistics revealed that “uncestified” teachers as a percentage
of all elementary or secondary teachers ranged from 2.4% for all
general elementary teachers to 7.8% for “other” secondary teachers
to 12% for bilingual education teachers (Gerald 1985).

One of the more controversial actions to expand the supply of new
teachers is the alternative route program. This program allows in-
dividuals with baccalaureate degrees in any academic area taught in
the high schools to begin teaching in the public schools of the state
without formal teacher preparation. The amount of subsequent profes-
sional training provided these individuals varies from state to state
but is significantly less than a full teacher preparation program. Al-
though these alternative route programs are primarily a state activi-
ty, several institutions are involved in this program, according to a
recent survey by AACTE. Forty-three percent of the respondents in-
dicated they were developing new alternative routes, although some
of these fall within existing certification requirements. Of those ce-
veloping new routes, 26% promoted the use of alternative state cer-
tification requirements; 7% provided routes which did not meet
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traditional state teacher certification requirements; and 5% did not
require student teaching (AACTE 19835). Another AACTE study on
state teacher education policies indicates that 15 states have alterna-
tive route programs and such programs are pending in an additional ..
11 states (AACTE 1985a). Because states do not report data in the
same form, nismmwsdxfﬁcultwdnsungumhmalmvem
from an emergency credéntial program.

An aiternative route program that has received much attention is
the one in New Jcrsey. The state education agency requires a candi-
date to: 1) hold a vatid bachelor’s degree; 2) pass a:subject examina-
tion; 3) have an offer of employment from a school district; and
4) undergo a 30-day or 200-hour “immersion” at regional teacher
centers and participate in a continuing seminar at the center for a year,
Following a series of classroom evaluations, the individual will be
granted full certification, or have the probationary period extended °
another year, or be denied certification. Of 1,200 new teachers hired -
in New Jersey in the fall of 1985, 121 entered thrwghthednemve
route program.

Pennsylvania has another type of alternative route program. Twenty
of the 88 teaching preparing institutions in Pennsylvania are desig-
nated as sites for a Teacher Intern Program. Through the program,
candidates with a bachelor’s degree and a letter from the state educa-
tion agency may be hired as full-time teachers, with the stipulation
that they enroll in the Teacher Intern Program at one of 20 sites. The
candidate’s training must be completed within three years to achieve
permanent certification. ’

The actions described in this chapter pose serious thireats to achiev-.
ing quality in teaching and teacher education. As NEA President Mary
Futrell has stated, "l’hchiringofuntmnedwachen makes a sham
of efforts to improve the teaching profescion” (“Futrell Lashes Out”
1985). The assumption underlying alternative routc programs and -
emergency certification is that on. “oes not need professional train-
ing to be a successful teacher. This assumption must be challenged
1fwearctomamtamstandardsandensurequalnymteaclnngand
teacher education.
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Conclusion

Comprehensive mformisaffecﬁngaliumof teaching and teach-
ereducaﬁon.Therequirementsforemeﬁngteachuprepuﬁonpro-
gramsarebecomingmomrigoromandhomnprogrmmhéing

implemented. The national accrediting body, NCATE, has adopeed -
newandmmsuingentstanda:dsandpmeedumfor&?ﬂdiﬁng '

teacher education institutions. State syst=ms have contributed to re-
form by strengthening progrum approval and certification standards.
Performance evaluations of candidates in their beginning ywar of teach-
ingaddsanodmdimensionofqunlitytoﬂ;eteaehingpmfenion.

Inteachcreducaﬁonwemseeingwideopreaddfomaqdmge
and improve. These efforts include increasing requirements for both
professional education and liberal arts course- as well as for studeat
teaching. Testing at entrance to and exit fro. ¢ teacher edycation
program and the use of internships have impro. d the quality of pros-
pective teachers. Data are accumulating that indicate that completing,
a teacher preparation program indeed does make a difference. Wich
further strengthening of these programs, the difference will become
even greater.

Teacher preparation programs are beginning to make bette: use of
rescarch. The body of knowledge about teaching and learnir.g has in-
creased significantly, which is important in itself. The ne-t step, in-
tegrating this research into programs and practice, has begun; and
“3 are beginning to see results.
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The conditions of practice in teaching are béginining to improve,
most notably in the areas of salary and carcer options. Improved sal
aries could be the most important single factor in sttracting quali¢y-
candidates to teaching and keeping them. o

At the same time, there are threats to the profession and to the re-*
form movement emanating from the impending shortage of teachers.
museofqnergencyomwumdudcerﬁﬁmm:l&lwmﬁ
to certification can thwart the rocent efforts to strengthen the proph-:
mofm.mmwum*mmﬂmj
come if the reform movement is to have a positive impact on the.
profession. o

There is evidence that much of what is happeaing is beginning to:
pay off. Ina survey of the nation’s largest urban districts, two-thinds;
of the superintendents report thet homework assigaments-sind tne
allocated to academic skills have increased significanidy. Bighty-omé
percent reported increases in graduation requirements since: 1990
(Chion-Kenney 1985). ™ R

The SAT scores in 1985 jumped nine points, the sharpest singlo-
year gain since 1963 and the fourth consecutive year ir; which eithee
the verbal o the matheimatics score has improved. This followed &
17-year decline in SAT scores (Olson 19835). Another positive sigh
is that the National Parent Teacher Associstion feport, an increase
of 70,000 members over the past year, after 2 20-year membership

Department of Education 1984). :

Linda Darling-Hammond, in her Rand report, The Coming Crisis
in Teaching (1984), made five recommendations for reform in the
teaching profession: .

1. Establish professionally competitive salaries;
2. Provide recruitment incentives for academically talentey

”

students;




3. lmpmvemhereduuuonbymnhngnmorengormandm-
quire internships;

4. Improve working conditions; .

s. Anwexpermedmmmmmbdmaform-

pervising new teachers and developing programs, and to move -

up a more differentiated career ladder. ’
These recommendations are now being implemented, albeit in vary-
ing degrees, through the concerted efforts of states, school districts, -
teacher education institutions, and other professional organizations.
>+ As former U.S. Secretary of Education Terrel Bell has stated, “There

" is a renaissance in education” (Harris 1986).
3 Has reform in teaching and teacher education occurred? Most cer-
tainly. Hasthenbeenarenmmncchthemchngpmﬂuion?h-
haps; the evidence is not all in. Nevértheless, the changes that have -
occurred already have been important; but they will fall short of the... *
true renaissance if not continued. Whtdoesmceminkdnby

the 1990s we will see a teaching and teacher educstion professivn
with very differer’ ~haracteristics. Even Abraham Flexner would be
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