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Executive Summary

Teachers are one of the most valuable resources any nation possesses. Their
task is a much more complex job than is appreciated by the general public.
Teacher Quality in Canada takes an in-depth look at the considerable, docu-
mented impact of teacher quality on student achievement. Through analy-
sis of current research, practices and innovations, the study provides a bet-
ter understanding both of the complexity of teaching and effective teacher
deployment.

Teacher quality may be explored in three broad areas. The first measure of
quality is the characteristics the teacher brings to the classroom. The sec-
ond measure of quality is the teaching that occurs in the classroom. The
third aspect, which is extensively examined in this report, is the environ-
mental conditions and practices that foster excellence in teaching.

New research clearly correlates what teachers know and do with student
learning. By means of value added studies, Sanders and other researchers
have been able to isolate teacher effects independent of external variables
such as socioeconomic status of students. With this new knowledge, stu-
dent achievement can no longer be explained simply as resulting from stu-
dent and/or school characteristics.

Current data and research methods do not sufficiently separate the effects
of different teacher characteristics, but the following variables are identi-
fied as having a degree of influence on student achievement: cognitive abil-
ity, focused pre-service training, experience, content knowledge related to
subject taught, certification, and professional development.

The supply and demand of teachers has a significant impact on teacher qual-
ity. In Canada, the issue appears to currently be one of distribution. Over-
all, there are a sufficient number of teachers but there are specific shortages
in some geographic aréas and in some subject areas. A greater proportion of
the teaching population is over the age of 50 and the education sector has
the lowest median age of retirement of any industry in Canada. The gaps in
Canadian statistics regarding supply and demand need to be addressed in
order to develop appropriate data-based national/regional strategies.
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The initial preparation of teachers is a critical aspect.of quality, as knowl-
edge of how students learn, teaching methods and subject content corre-
lates positively with student outcomes. Teacher certification is a provincial
responsibility, and the content of teacher preparation programs varies widely.
In the absence of national standards or comparative evaluations, post-sec-
ondary institutions exercise de facto control over the content of teacher
preparation programs although Ontario has recently introduced two types
of testing for teachers. The research is inconclusive on the effects of alter-
nate credentialing for teachers such as that being used to meet unique and
emerging needs.

Beginning teachers who are mentored in their first years have proven more
effective overall, and induction programs are shown to help retain teachers
in the profession. Examples are provided of programs that result in lower
attrition of beginning teachers, higher levels of competence, and greater
selectivity.

Although personnel practices are critical to the quality of the workforce,
these are generally driven by collective agreement language rather than class-
room needs. The report examines tenure, seniority, hiring and assignment
issues, and finds Canadian public education systems generally provide few
incentives to ensure that skills and experience are in place where they can
have the greatest impact on student achievement.

Tenure raises the importance of effective recruitment and selection, as ten-
ured teachers are rarely dismissed for teaching performance. The promi-
nence of seniority in teacher assignment has yet to be addressed in Canada.
Longer probationary periods allow an opportunity for mentoring programs
and more thorough evaluation of suitability for a teaching career. Shorter
dismissal processes for teachers who do not respond to remediation would
also support quality.

Alternate ways of scheduling time in order to maximize the efficiency and
effectiveness of teaching staff also hold potential. This includes providing
opportunity for collaboration, balancing the calendar to maximize student
learning and minimize teacher stress and moving teaching to a year-round

. occupation in order to provide additional, continuous professional develop-

ment. Differentiated staffing may also provide more efficiency in deliver-
ing some programs.

On-going professional development expands the capacity of teachers to adapt
to new challenges and develop the requisite skills and knowledge. How-
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ever professional development has largely been left up to the discretion of
individual Canadian teachers rather than a collaborative model which meets
agreed site-based instructional goals. This quality goal is difficult to attain
given contract language, underfunding, time constraints and a general lack
of broader public support/understanding of the critical need for teacher pro-
fessional development. Innovative practices, such as the development of
Teacher Led Professional Development Centres in the US, provide models
for much greater improvement of this critical aspect of teacher quality.

Teacher evaluation practices should provide both improvement informa-
tion and accountability for performance. Evaluations ensure that students
are being provided with adequate learning opportunities and the public is
provided with quality assurance. Reliable, relevant, consistent data collec-
tion is critical to the effectiveness of this process and current evaluation
processes lack the rigor associated with other professional and technical

‘occupations. Teacher evaluation processes in Canada are largely prescribed

by collective agreement language that limits the content, use, scope and
consequences of the results. Peer Assistance and Peer Review are two pro-
grams that hold promise for teacher quality improvement.

While pay may not act as a dominant motivator, it is still relevant to teacher
quality and can be an effective component of a larger strategy to improve
teacher quality, particularly in areas where other professional supports have
been provided. Salary grids in Canada stress seniority and pre-service prepa-
ration, with limited recognition for subject specialization, difficult assign-
ments, and professional growth.

Incentives in the form of positive motivational influences such as enhanced
working conditions or monetary bonuses are a means of increasing produc-
tivity. Traditionally these incentives have been limited to recruitment and
retention, ignoring the potential benefits of their strategic use to enhance

the educationally appropriate distribution of teachers or to focus teachers
on acquiring desirable skills. Such incentives include compensation for
additional training or time and/or responsibilities, and incentives for hard-
to-staff assignments. Incentives may also be structured to rewards for indi-
vidual teachers or the school for progress made. Cooperative Performance
Incentive plans (CPI) are promising systems that reward the attainment of
defined school-wide educational goals. Properly and fairly implemented,
student achievement-focused incentive programs can be expected to increase
costs, at least in the short-term. The research is clear, however, that pay
reform is not a magic solution to overcome our teaching quality challenges.

bra
st
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The report concludes with a number of recommendations to support teacher
quality in Canadian classrooms. Among these are:

*Evaluation and improvement of teacher preparation programs, based on
research and practice;
*Widespread establishment of teacher mentoring and induction programs;

*Organization of hiring and assignment practices to support teacher quality
assurance;

*On-going, school-embedded professional development designed for its
impact on student learning;

*Regular evaluations throughout a teacher’s career that are focused on quality
recognition and control; and

*Experimentation with compensation incentives to encourage productivity
and the application of specialized skills and knowledge.

12
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| Introduction

What is more important to any nation than the education of its youth? One
of the main determinants of that education is the quality of the country’s
teaching force. Teaching quality in Canada is so important to teachers, school
districts, teacher training institutions, governments and the public that these
individuals and groups must set aside historical precedents to explore new
routes to enhance teacher quality in the new millennium. In this report we
will look at many aspects of teaching quality in Canada in the K-12 public
school system.

As Canada enters the 21st century, it is timely to determine how best to use
our resources for maximum productivity. In light of the world economic
situation and our desire to do the best for our youth to prepare them for the
future, examination of our country’s teaching force is crucial. Educational
research shows the importance of teachers in the achievement of students
arid ways that teaching can be strengthened. What we need to do is apply
these findings so that students in every classroom have access to high qual-
ity learning opportunities.

Some of the areas that we will be examining include those that Fullan (2001)
believes need reforming: recruitment, selection, status and reward, rede-
sign of initial teacher education and induction, continuous professional de-
velopment, standards and incentives for professional work, and (most im-
portant of all, perhaps) changes in the daily working conditions of teach-
ers.!

After referencing the current Canadian situation, innovative programs are
cited to extend our understanding of what could be happening in our public
education system. By examining these innovations and adapting the best of
them to our context, we could change the nature of education in our coun-

try.

The following chapters each address a discrete but interrelated aspect of
teacher quality in Canada. Each chapter could have been a book as there are
many references, studies and examples pertinent to each concept. Readers
are encouraged to seek out the primary sources as cited if details of a spe-
cific program or study are desired.

1 Fullan, M. (2001). The new meaning of educational change (third edition). Toronto,
Ontario: Irwin Publishing. p. 265.

? National Commission on Teaching and America’s Future. (1996, September). What
matters most: Teaching for America’s future. New York: NCTAF.

13

What teachers
know and can do
mabkes the crucial
difference in what
children can
learn?
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Chapter 1X- Policy Implications attempts to summarize the directions that
could be pursued in order to enhance teacher quality in Canada. These
policy recommendations are based on the existing educational research
base and current best practice. The uniqueness and commonalities of the
public K-12 educational system in each province and territory have been
considered, as has been the willingness of all involved with the Canadian
education system to enhance student learning.

14
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Il Indicators of Teacher Quality

Differences in teacher expertise are a major reason for the difference in
learning opportunities across schools and classrooms.’

What is the nature of teaching? What is teacher quality? What does the
research show about the relationship of teacher quality to student achieve-
ment? How important are the following factors: certification, university
preparation, years of experience? How does out-of-field teaching affect
teacher quality?

The Nature of Teaching

Everyone believes he or she knows what it is like to be a teacher. Members
of our society spend more contact time with teachers in their youth than
with any other occupation. As a result of this exposure, many people be-
lieve they know how to evaluate the effectiveness of teachers from their
own life experience.

As Little (1999) notes, the most common organization of schools — inde-
pendent classrooms linked by a common parking lot — leaves one with the
impression that teaching is a relatively straight-forward activity,® however,
teaching is more complex and difficult than we would be led to believe by
looking at the typical organization of teachers work. Nor can its complexi-
ties be fully anticipated or resolved by whatever prior preparation teachers
bring to the classroom. Teaching requires continual discovery and judg-
ment.*

This multi-faceted complexity makes teaching quality a challenge to define
and measure.

! Darling-Hammond, L. (1997). The Right to Learn: A Blueprint for Creating Schools that
Work. San Francisco: Jossey-Bass, p. 69.

2 Darling-Hammond, L. (1997). The Right to Learn: A Blueprint for Creating Schools that
Work. San Francisco: Jossey-Bass, p. 271.

3 Little, J.W. (1999). Organizing Schools for Teacher Learning, in Darling-Hammond, L.
and Sykes, G. (Eds.) Teaching as the Learning Profession: Handbook of Policy and Prac-
tice of Education, San Francisco: Jossey Bass, p. 67.

4 Ibid,, p. 67.

15

Studies of teach-
ing describe it as
complex work
characterized by
simultaneity,
multidimensionality,
and
unpredictability.’
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The teacher
remains the key

. .. Debates over
educational
policy are moot if
the primary.
agents of instruc-
tion are incapable
of performing
their functions
well.®

Defining Teacher Quality

There have been many attempts to define teacher quality. Perhaps the most
helpful analysis is the perspective of Kaplan and Owings:

Two broad areas define teacher quality: teacher preparation/qualifications
and teaching practices. Using the terms teacher quality and teaching qual-
ity separately, however, permits clearer discussion and purposeful action.
Teacher quality concerns the inputs that teachers bring to the school, in-
cluding their demographics, aptitude, professional preparation, college
majors, SAT and teacher examination scores, teacher licensure and certifi-
cation, and prior professional work experiences. Teaching quality refers to
what teachers do to promote student learning inside the classroom. Teach-
ing quality includes creating a positive learning climate, selecting appro-
priate instructional goals and assessments, using the curriculum effectively,
and employing varied instructional behaviours that help all students learn
at higher levels.®

Linda Darling-Hammond provides a generic checklist that covers the range
of competencies expected in a teacher (see Figure 2.1).

The NBPTS (National Board for Professional Teaching Standards) includes
five core propositions in its policy statement:

* teachers are committed to students and their learning.

* teachers know the subjects they teach and how to teach those subjects to
Students. :

* teachers are responsible for managing and monitoring student learn-
ing.

* teachers think systematically about their practice and learn from expe-
rience.

* teachers are members of learning communities.”

3 Shulman, L. (1983). Autonomy and Obligation. In L. Shulman & G. Sykes (Eds.), Hand-
book of teaching and policy. White Plains, New York: Longman, p. 504.

¢ Kaplan, L. & Owings, W. (2001, November). Teacher Quality and Student Achievement:
Recommendations for Principals. NAASP Bulletin, 85(628), p. 1.

7 Bond, L., Smith, T., Baker, W. & Hattie, J. (2000, September). The Certification System of
the National Board for Professional Teaching Standards: A Construct and Consequential
Validity Study. Center for Educational Research and Evaluation: The University of North
Carolina at Greensboro, p. 27.

16



Figure 2.1 - What Teachers Need to Know and Be Able to Do

What Teachers Need to Know and Be Able to Do

 to understand subject matter thoroughly enough to organize it
so that students can create useful cognitive maps of the terrain
they are studying.

* to have pedagogical content knowledge (Shulman, 1987) that
enables teachers to represent ideas so that they are accessible to
others.

* to have knowledge of development so that teacher can frame
productive experiences for students

* to have an understanding of differences that may arise from
culture, language, family, community, gender, prior schooling,
and the other factors that shape people’s experiences, as well as
differences that may arise from the intelligences students rely
on, their preferred approaches to learning, and any specific learn-
ing difficulties they may have.

* tobuild a teacher’s pedagogical learner knowledge, which grows
as teachers examine how particular learners think and reason,
how they learn best, and what motivates them.

* to have an understanding of motivation.

* to possess several kinds of knowledge about learing.

* to assess students’ knowledge and approaches to learning

* to command teaching strategies that address a variety of ways
to learn and a variety of purposefully selected goals for learn-
ing. :

* to know about curriculum resources and technologies.

* to know about collaboration.

* needto be able to analyze and reflect on their practice, to assess
the effects of their teaching and then to refine and improve their
instruction. (Darling-Hammond 1997)8

8 Darling-Hammond, L. (1997). The Right to Learn: A Blueprint for Creating Schools that
Work. San Francisco: Jossey-Bass, 1977, p. 294-7.
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Teaching as A Profession

While most people percieve teachers as professionals, Darling-Hammond
(1997) reflects that teaching is not yet a profession by sociologists’ defini-
tion. A profession assumes responsibility for developing a shared knowl-
edge base for all its members and for transmitting that knowledge through
professional education, licensing, and ongoing peer review,® in a manner
that is client oriented and knowledge based. Society grants substantial au-
tonomy to a profession that demonstrates its practitioners are competent
and committed and will act knowledgeably and ethically to contribute to
public safety and well-being. Consequently, professions attach great im-
portance to preparation, licencing, selection, induction, and evaluation of
practitioners and to issues of research and knowledge building. They also
use strategies like accreditation of professional schools and peer review
within practice sites as means to review, critique, and improve practice."
The American Federation of Teachers echoes these ideas, that all the classi-
cal attributes of a profession are not yet characteristic of teaching today.
Albert Shanker, former AFT president, defines a true profession:

An occupation must: have a distinct body of knowledge—acknowledged by
practitioner and consumer alike— that undergirds the profession and forms
the basis of delivering high-quality services to clients; define for itself the
nature of training required of those who wish to enter the field; require
rigorous training to acquire the knowledge and skills necessary to practice
the profession; control the standards for entry into the profession; have its
practitioners be a major voice in determining working conditions, have its
practitioners exercise independent judgement about client needs to ensure
those needs are met; evaluate the performance of practitioners and remove
from the profession those whose performance fall below standards; require
that practitioners continue to learn about advances in the field; induct its
members into the profession in a systematic and rigorous fashion; and have

the respect of the larger society."!

® Darling-Hammond, L. (1997). The Right to Learn: A Blueprint for Creating Schools that
Work. San Francisco: Jossey-Bass, p. 298.
1% Ibid., p. 298-9.

I American Federation of Teachers. (2000, April). Building a Profession: Strengthening
Teacher Preparation and Induction.
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While teaching is maturing towards being a true profession, Carnine (2000)
explains that the process would be hastened if ideology was abandoned and
evidence was embraced.

Findings from carefully controlled experimental evaluations must trump
dogma. Expert judgements should be built on objective data that can be
inspected by a broad audience rather than wishful thinking. Only when the
profession embraces scientific methods for determining efficacy and ac-
cepts accountability for results will education acquire the status — and the
rewards — of a mature profession. (Carnine, 2000)"

In the last decade, in particular, we are beginning to implement research
methods such as value-added studies that produce objective data that can
measure instructional efficacy and quality teaching.

The Effect of Teacher Quality on Student
Achievement

Kaplan and Owings (2001) divide teacher quality into two broad areas:
teaching quality - what teachers do to promote student learning within the
classroom or teaching practice, and teacher quality - the inputs the teacher
brings to the school. The next two sections focus on teaching quality and
teacher quality as defined above.

Teaching Quality Variables

There are many studies that demonstrate that what teachers know and do
make a difference to student learning. The landmark study by Sanders in
Tennessee is believed to be the largest longitudinal database of student
achievement in the United States. Sanders uses value-added methods to
determine teacher effectiveness independent of external variables such as
socioeconomic status or the occasional low performance day of an indi-
vidual student."

12 Carnine, D. (2000). Why Educational Experts Resist Effective Practices. Washington,
DC: Fordham Foundation, p. 10.

13 Doorey, N. & Noble, A. (1999, April). Ensuring Teacher Quality and Supply: A State and
Regional Approach: Issues in Brief. NASBE, 19(1), p. 1-2.

14 Haycock, K. (1998, Summer). Good teaching matters...a lot. Thinking K-16: A publica-
tion of the Eﬁ:ation Trust 3(2), p. 7.
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scores can mean
the difference
between a
remedial label
and the gifted
track — between
entry into a
selective college
and a lifetime at
McDonald'’s.
(Haycock,
1999)."



Value-added methods
are a new and more
powerful way of
addressing the
question of whether
teachers matter.
Value-added methods
examine students’
gains from year to
year rather than their
scores at a single
point in time.
Teachers who are
adding value to
student achievement
wilt be those whose
students gain most
over the school year.
Thus if a math
teacher has children
who start the year at
the 95th percentite
and end the year at
the 90th percentile,
she would not be
considered an
exemplary teacher
even if the perfor-
mance of her students
was the highest'in the
district. In contrast, a
teacher who raised
her students’
performance from the
45th to the 60th
percentile over the
course of a year
would be deemed
very effective even if
her children per-
formed below the
average in the district.
Value-added methods
require that children
be followed longitudi-
nally, i.e., the same
children must be
tested each year and
identified uniquely in
the resulting data-
base.'

Sanders and Rivers (1996)'¢ employed value-added methods to examine
the cumulative effects of teacher quality on academic achievement, by track-
ing the progress of grades 3,4, & 5 math students for three years assigned to
the most effective (top 20%) and the least effective (bottom 20%) teachers
in two Tennessee school districts. Figure 2.2 illustrates the results.

Figure 2.2 - Sanders and Rivers (1996) Study

Sanders and Rivers (1996) Study
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83%
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Children assigned to three effective teachers in a
row scored at the 83rd percentile in math at the end
of 5th grade, while children assigned to three inef-
fective teachers in a row scored at the 29th percen-
tile.”

Jordan, Mendro, & Weerasinghe*® (1997) in Dallas conducted another study
on math achievement using value-added methods and similar results to Sand-

ers’ study were documented (see Figure 2.3).

'3 Whitehurst, G. (June 2002). Research on Teacher Preparation and Professional Develop-
ment. White House Conference on Preparing Tomorrow’s Teachers (March 2002) as written
in Appendix C Title II, Part A. Improving Teacher Quality State Grants Non-Regulatory
Draft Guidance, United States Department of Education, p. 74.

16 Sanders, W. and Rivers, J. (1996). Cumulative and Residual Effects of Teachers on Future
Student Academic Achievement. Knoxville: University of Tennessee Value-Added Research
and Assessment Center.

17 Whitehurst, G. (June 2002), p. 75.

'8 Jordan, H.R., Mendro, R., & Weerasinghe, D. (1997). Teacher efects on longitudinal stu-

dent achievement: A preliminary report on research on teacher effectiveness. Paper pre-
sented at the National Evaluation Institute, Indianapolis, Indiana.
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Figure 2.3 - Jordan, Mendro, & Weerasinghe (1997) Study

Jordan, Mendro, & Weerasinghe (1997) Study
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Whitehurst (2002) explains that these studies overestimate the actual effect of teach-
ers on academic achievement because the assignment of students to teachers from
year to year is essentially random, at least in elementary school (Rowan'®, 2002).
The typical child is not lucky enough to get 3 highly effective teachers or unlucky
enough to get 3 highly ineffective teachers in a row. However, these studies dem-
onstrate persuasively that the potential effect of teacher quality on academic achieve-
ment is quite high.2°

A study in New York City that controlled for demographic factors com-
pared effective vs. low-achieving New York elementary schools found dif-
Jerences in teacher quality and experience accounted for 90 percent of the
variance in student reading and mathematics scores at grades 3,6, and 8.
Far more than any other factor, teacher expertise made the difference in
what children learned®'. '

19 Rowan, B.(2002). What Large -Scale, Survey Research Research Tells Us About Teacher
effects on Student Achievement: Insights From the Prospects Study of Elementary Schools.
Ann Arbor: University of Michigan (unpublished).

2 Whitehurst, G. (June 2002). Research on Teacher Preparation and Professional Develop-
ment. White House Conference on Preparing Tomorrow’s Teachers (March 2002) as written
in Appendix C Title I, Part A. Improving Teacher Quality State Grants Non-Regulatory
Draft Guidance, United States Department of Education, p. 76.

2! Armour-Thomas, E., Clay, C., Domanico, R., Bruno, K., & Allen, B. (1989). An Outlier
Study of Elementary and Middle Schools in New York City: Final Report. New York: New
York City Board of Education.
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An analysis of 900 Texas school districts by Ferguson found that teachers’
expertise accounted for about 40% of the measured variance in math and
reading achievement at grades 1-11, more than any other factor. Ferguson
concludes what the evidence here suggests most strongly is that teacher
quality matters and should be a major focus of efforts to upgrade the qual-
ity of schooling. Skilled teachers are the most critical of all schooling in-
puts.? That children learn much more in some classrooms than others even
when they are in the same school is supported also by recent research from
Boston Public Schools, (1998) and Hanushek (1986). Doorey and Noble
(1999) note that: '

The surprises are in the magnitude of the difference and in the poor corre-
lation between principals’ evaluations of teacher effectiveness and actual
student achievement gains on standardized tests .

Equally compelling is Sanders’ data that race and socioeconomic status
are not barriers to learning. Highly effective teachers were found to be
effective regardless of racial composition of the class, poverty level of the
students, heterogeneity of the class, school climate, or class size. “These
other factors pale to triviality in comparison to teacher effectiveness,” he
states (Sanders, 1999). Sanders’ point is not that factors such as poverty
make no difference to overall achievement, but that effective teachers can
still achieve a year s worth of growth, starting from where the children are
when they enter the classroom. “If two children [of different races or SES]
enter at the same level, they will leave at the same level,” he has found.”

These studies strongly suggest that no longer can student achievement be
explained away solely as a result of student and school characteristics. The
teaching quality of individual teachers has been shown to be a major factor
in the variance in student achievement and that the effects of quality teach-
ing can affect student achievement beyond the year the student is assigned
to a specific teacher.

22 Ferguson, R. (1991, Summer) Paying for public education: New evidence on how and
why money matters. Harvard Journal on Legislation, 28(2), p. 490.

3 Doorey, N. & Noble, A. (1999, April). Ensuring Teacher Quality and Supply: A State and
Regional Approach: Issues in Brief. NASBE, 19(1), p. 1-2.
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Teacher Quality Variables

We now turn our attention briefly to some of the teacher characteristics or
inputs the individual brings to the school: qualifications, credentials, apti-
tude, and prior professional work experience.

Certification

It is not simple to compare the effects of certified versus uncertified teach-
ers for a variety of reasons including the compounding effects of experi-
ence; most uncertified teachers are beginners as most jurisdictions do not
allow for long term employment of uncertified teachers. Therefore the re-
search concentrates instead on the differences in efficacy between regular
and alternate certified teachers. Even here there are significant differences
of opinion as to the comparative value of regular and alternate certification
programs.?* More research is needed to determine if there are significant
differences in student achievement attributable to the teacher’s certifica-

- tion method.

Teacher Aptitude

The quality of the teacher trainee pool appears to have a significant effect
on future student achievement. Whitehurst concludes that valid measures
of teacher verbal or cognitive ability account for more variance in student
achievement than any other measured characteristic of teachers in research
studies.” He finds this disturbing, as in the United States SAT or ACT scores
for teacher graduates are lower than for social science or math/science col-
lege majors. Comparable data for teacher verbal or cognitive ability do not
appear available for Canada.

Master’s Degrees

It is a common assumption - and teacher compensation plans reinforce this
- that a master’s degree increases teacher efficacy. Research does not show
significant differences in student achievement if a teacher has a master’s
degree.” The research, however, did not always differentiate between a
master’s degree in education or the teacher’s teaching area, as opposed to
any degree at the masters level.

Z4*Whitehurst, G. (June 2002). Research on Teacher Preparation and Professional Develop-
ment. White House Conference on Preparing Tomorrow’s Teachers (March 2002) as written
in Appendix C Title II, Part A. Improving Teacher Quality State Grants Non-Regulatory
Draft Guidance, United States Department of Education, p. 77.

5 Ibid., p. 78.
26 Ibid., p. 79.
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Years of Teaching Experience

Research examining teacher experience on student achievement suggests a
positive correlation. Rowan (2002) found a significant effect on elementary
school reading and math achievement with greater effects in the upper el-
ementary grades and Greenwald, Hedges and Laine 2’(1996) completed a
meta-analysis of the literature on school resources and student achievement,
which suggests significant effects of teacher experience upon student
achievement. A significant number of the original novice teachers have self-
selected to leave the teaching profession before their fifth year of teaching,
the remaining teachers have gained more experience with teaching, and
they have continued to develop their skills and knowledge through profes-
sional development and interactions with their colleagues and through for-
mal evaluation processes.

Intensive and focused in-service training

There are only a few high-quality studies directly relating teacher profes-
sional development experiences to student outcomes (Cohen and Hill%, 2000;
Wiley and Yoon?,1995; Brown, Smith, and Stein®,1996; and Kennedy"
,1998), but they support the value of professional development focused on
academic content and curriculum aligned with standards-based reform to
change teaching practice to improve student achievement.

Two Comparisons of the Relative Effects of Teacher Variables

As the current data and research methods used in studies of teacher vari-
ables are not precise enough to unequivocally determine the exact influ-
ence and interrelationship of different factors, we will present for your ex-
amination two representations. Whitehurst 3 (Figure 2.4) and The Educa-
tion Trust®* (Figure 2.5) have each examined the relative effects of different
teacher variables on student achievement.

-

7 Greenwald, R., Hedges, L., & and Laine, R. (1996, Fall). The effects of school resources
on student achievement. Review of Educational Research, 66(3), 361-396.

% Cohen, D. and Hill, H. (1997, April). Instructional Policy and Classroom Performance:
The Mathematics Reform in California. Paper presented at the American Educational -
Research Association, Chicago, Illinois.

B Wiley, D. & Yoon, B. (1995). Teacher reports of opportunity to learn: Analyses of the
1993 California Learning Assessment System. Educational Evaluation and Policy
Analysis, 17 (3), pp. 355-370.

% Brown, C., Smith, M., & Stein, M. (1996, April). Linking teacher support to enhanced
classroom instruction. Paper presented at the American Educational Research Association,
New York, New York.

3 Kennedy, M. (1998, April). The relevance of content in in-service education. Paper
presented at the American Educational Research Association, San Diego, California.

32 Whitehurst, G. (June 2002). Research on Teacher Preparation and Professional Develop-
ment, White House Conference on Preparing Tomorrow’s Teachers (March 2002), United
States Department of Education, p. 78.

33 Adapted from the Education Trust. (2000). Good Teaching Matters (PowerPoint Presenta-

tion Slide 39). Retrieved from bt,t_p://www.edtrust.org/main/main/groducts.asg
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Figure 2.4 - Summary of the effects of teacher characteristics on stu-
dent achievement (Whitehurst 2002)

Summary of the effects of teacher characteristics on student
achievement (Whitehurst 2002)
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The figure summarizes Whitehursts perception of the relative strength
of each of the dimensions of teacher quality in the literature he reviewed.
The heights of the bars in the graph should not be taken as exact or
specific to any particular research study. Rather they are intended sim-
_ply as a graphic depiction.

The Education Trust has also provided a graphic illustration of the relative
influence of factors they deem important for student achievement (see Fig-
ure 2.5). Teacher qualification for this chart includes education (master’s
degree), experience, and expertise (licensing examination scores); parent
education represents % of parents with college education); and, other back-
ground factors include poverty, language, background and family charac-
teristics.

Figure 2.5 - Average Proportion of Variance in Student Test Scores
(Grades 1-7) Explained By: (Education Trust 2002)

Average Proportion of Variance in Student Test Scores
(Grades 1-7) Explained By:

Teacher
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Out-of-field Teaching

Out-of-field teaching is highly problematic for student learning ** as studies
have proven that student achievement is significantly correlated with teacher
experience and academic preparation. This is true especially in mathemat-
ics and sciences, the subject areas most often researched for out-of-field
assignment correlations.® &3 - '

There are a number of causes of out-of-field teaching. Grimmett believes it
occurs because of legislated changes, curriculum compression, and some-
times because of teachers presuming they can teach subjects for which they
are academically unqualified® Ingersoll explains that there are two per-
spectives on the cause and consequences of underqualified or out-of-field
teaching. The teacher deficit perspective says inadequate teacher supply
and training lead to underqualified_ teachers, especially in disadvantaged
schools. The second, or organizational perspective, hypothesizes that ad-
ministrative practices and organizational characteristics lead to
underqualified teachers, especially in disadvantaged schools.

Given that the research shows that teacher and teaching quality is the most
important variable in student achievement, it is imperative that this become
a priority for all who are involved in Canadian K-12 public education. The
following chapters will address how best to prepare, recruit, assign, retain,
evaluate, compensate and support teachers to be the best they can be.

3% Grimmett, P. & Echols, F. (2001, May). Teacher and administrator shortages in changing
times: Avoiding the dilemma of saving the train from hijackers to find there's no train left!
Paper presented at the 2001 PCERA Symposium: Teacher Education/Educator Training:
Current Trends and Future Directions, Laval University, Quebec City, p.8.

35 Ingersoll, R.M. (2002, January). Out-of-field teaching, educational inequality, and the
organization of schools: An exploratory analysis. Centre for the Study of Teaching and Policy,
Seattle, WA: University of Washington.

3 Fetler, M. (1999). High School Staff Characteristics and Mathematics Test Results. Edu-
cation Policy Analysis Archives, 7(9).

37 Grimmett & Echols, (2001), p.8.
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lll Supply of teachers

Issues surrounding teacher supply and demand are front and centre at the
present time. An examination of some of the literature in this area suggests
that the problem is not so much a teacher shortage as it is distribution (e.g.,
matching the teacher to the job). Nationally there is a sufficient supply of
teachers. Shortages appear in terms of specific subject areas like Science
and Math, and in terms of geographic areas such as northern Manitoba.
Short term strategies to deal with the problem probably rest at the local
level while long term solutions are the responsibility of government and
teacher training institutions working together.'

The issue of teacher shortages is not limited to Canada but is global in
nature. Other countries that have similar concerns are Australia 2, Great
Britain and the United States 3. The supply and demand for teachers has an
important influence on teacher quality.

Is Canada facing a teacher shortage or a teacher surplus? Is the situation the
same in all regions of Canada? What factors influence teacher supply? Where
does Canada recruit its teachers? What strategies could be employed to en-
hance quality teaching by improving the pool of skilled teachers?

Teacher Shortage or Distribution

There is no definitive answer as to whether there is a teacher shortage or
surplus in Canada. The answer may be “it depends”. A personnel director
trying to fill hard-to-staff positions may possess a completely different per-
spective than a teacher who has recently been terminated because of declin-
ing enrollments and budget restraints.

! Hickcox, E. (2001, February). Teacher Supply and Demand: Forecasting the Weather is
Easier. Manitoba Council for Leadership in Education, 12(2).

2 CESCEO. Demand and Supply of Primary and Secondary School Teachers in Australia.
(2001, July). A paper prepared by the CESCEO Teacher Supply and Demand Working Party
and presented to the 12 annual MCEETYA Meeting, Melbourne, p.32-34.

3 National Commission on Teaching and America’s Future. (1996, September). What mat-
ters most: Teaching for America’s future( Summary report). New York: NCTAF.

* The ABCs of Educator Demographics: Report of the findings of a situational analysis of
Canada’s education sector human resources. (2002, January). CAETO: The Steering Group
for the Situational Analysis of Canada’s Education Sector Human Resources, p. iii.
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Canada has
"enough teach-
ers at all levels
of jts education
and training
sector to meet
its needs over
the next five,
much less 50,
years, is still to
be answered.*
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While many regional studies exist, the.most comprehensive teacher supply
and demand model for Canada-wide and provincial needs for 1998-2010
appears to be the one completed by the Centre for Education Statistics.’
This model displays two scenarios for each region, one based upon 100%
of teacher graduates entering teaching and one based on 75% entry; the
75% entry rate is considered the more realistic statistic. The composite pic-
ture for Canada is shown below in Figure 3.1 —Educators in Canada 1998-
2010.

Figure 3.1- Educators in Canada 1998-2010

Educators in Canada 1998 to 2010
based upon 2 projection scenarios

(1 Surplus/shortage (75% of graduates teach)
Il Surplus/shortage (100% of graduates teach)
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Using the 75% entry rate, Canada is facing a teacher shortage until 2008-9
when there will be a slight surplus, assuming the status quo in all the factors
related to teacher supply and demand. Each province has different scenarios
so while the national perspective is enlightening, the employment situation

5 The ABCs of Educator Demographics: Report of the findings of a situational analysis of
Canada s education sector human resources. (2002, January). CAETO: The Steering Group
for the Situational Analysis of Canada’s Education Sector Human Resources, p. 27-37,
chart from p. 35.
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in neighbouring provinces, for example Alberta and British Columbia or

New Brunswick and Nova Scotia, can often be diametrically opposed. The
commonality across Canada seems to be in the subject areas of greatest
demand: mathematics, sciences, biology, chemistry, physics, and French
Immersion, while some provinces also report shortages in guidance/ coun-
selling and special education.

Availability of Canadian Data

The organizations that belong to Canadian Alliance of Education and Training
Organizations (CAETO/ACOEF)® with the support of Human Resources
Development Canada, have collaborated to determine what is known and
not known about human resources in Canada’s education and training sec-
tor. Their report’” was a situational analysis with three main purposes:

(1) to provide a snapshot of Canada’s education sector;

(2) to review current discourse on the issue of potential human resource
shortages in the sector; and

(3) to consider directions for future research that would be useful for long-
term human resource planning.

The main questions examined were:

Will there be enough teachers?

Will they be teaching the right subjects®?

Are they the right teachers,’ in terms of qualifications for their subject?
What is happening to the role and work of teachers?"°

¢ Reference htip://www.caeto.ca The project’s steering group was composed of representa-
tives from: Association of Canadian Community Colleges (ACCC), Canadian School Boards
Association (CSBA), Canadian Teachers’ Federation (CTF), Movement for Canadian Lit-
eracy (MCL), National Association of Career Colleges (NACC) and Statistics Canada Other
members include: Canadian Coalition of Community Based Training (CCCBT/CCOCDE),
Canadian Bureau for International Education (CBIE), Canadian Association for University
Continuing Education (CAUCE), Canadian Association for Prior Learning Assessment
(CAPLA). and Association of Universities and Colleges of Canada (AUCC)

7 The ABCs of Educator Demographics: Report of the findings of a situational analysis of
Canadas education sector human resources. (2002, January). CAETO: The Steering Group
for the Situational Analysis of Canada’s Education Sector Human Resources, p. iii.

& “right subjects” means those subjects where employers are having difficulty filling posi-
tions.

? “right teachers” includes three criteria: certification, subject preparation, and diversity '

19 The ABCs of Educator Demographics (2002, January), p. 5.
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The report raises cautions about the Canadian data available'' as it con-
cludes that there is an urgent need to fill a number of statistical and infor-
mational gaps in order to equip education and training providers and au-
thorities with the data they will need to inform their strategic policy and
human resource planning.'* The report’s steering committee represents
agencies with the most access to Canada-wide K-12 public education data:
Statistics Canada, Human Resources Development Canada, Canadian Teach-
ers’ Federation and Canadian School Boards Association. The gaps and in-
consistencies in Canadian data noted are also evident when attempting to
make international comparisons. In OECD documents, for example, Cana-
dian data appear fragmented or incomplete compared to other countries.

Therefore in this Teacher Quality report, where possible, recent data that is
applicable to all of Canada will be referenced. However, in cases, where
national data is not available, regional data will be used to illustrate a con-
cept. Also where applicable, findings from the United States will be cited.
While it is important to recognize and preserve the uniqueness of our Cana-
dian identity, the American public education system has many parallels to
our education systems and we can learn from their experiences.

Sources of Teachers in Canada

Full-time teachers are traditionally hired from the following main groups:
recent teacher education program graduates; TOCs or Teachers-on-Call; part-
time teachers; returning teachers; people on Letters of Permission, and im-
migrants. The first three groups provide the majority of certified teachers
for filling vacancies.

While statistically it appears that the number of seats per year in teacher
preparation institutions in Canada could satisfy the demand for new educa-
tors in Canada'?, this source does not in reality meet the demand. For each

1 “Given the age of and contradictions in the human resource information available to re-
searchers, the key element of the findings of the situational analysis points to the need for a
more accurate modelling process that would use fresh and up-to-date data. Several factors
lead to this conclusion. One is the availability, by time, of data collection and analysis. Some
available data is now over five years old and is not useful for tracking the recent demo-
graphic or labour force changes on which good decision making must be based. Another key
factor that results in differing figures is that researchers and analysts use the same defini-
tions of different variables. In addition, there is generally no differentiation between public
and private institutions when the numbers of educators and teachers are reported in the
Census or in many other available databases. This makes distinguishing among the sub-
sectors difficult for analysis.” The ABCs of Educator Demographics: Report of the findings
of a situational analysis of Canada’s education sector human resources. (2002, January).
CAETO: The Steering Group for the Situational Analysis of Canada’s Education Sector
Human Resources, p. iii.

2 Ibid., p. iii.

13 Tremblay, A. (1997). Are we headed towards a teacher surplus or teacher shortage? Edu-
cation Quarterly Review, 4 (1), 53-85.
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cohort of teacher training candidates, there are some that fail to complete
their certification. Of those who graduate, according to the Centre for Edu-
cation Statistics’ model '* and the Canadian Teachers” Federation'*, approxi-
mately 75% are employed as teachers. Attrition in the first years of entering
the teaching profession accounts for even greater decline, as the CTF esti-
mates 25 to 30 % of beginning teachers are not in the work force five years
after certification.'® In addition 15% of teachers surveyed in 1997 were
either trying to find teaching employment elsewhere or leaving the profes-
sion altogether.

Supply and demand scenarios must consider not only the number of certi-
fied teachers available for employment in Canada but also the match of
teacher candidates to the subject areas, grade levels, language of instruction
and geographical location of the teaching vacancies.

One of the first signs of an impending imbalance between teacher supply
and demand is the size and composition of the TOC force in a region. Many
regions have experienced difficulty in recent years maintaining a TOC force
to meet the needs of their school district.'” '* Part-time teachers are another
component of the teacher pool. While the percent of teachers in Canada
who work part-time is known, it is not known how many choose part-time
employment versus those who are forced to accept part-time employment
as a factor of the local employment situation. Teachers returning to the teach-
ing profession form only a small percentage of the work force.

14 Ginette, G. & Thony, 1. (2001, May). The supply and demand of elementary-secondary
educators in Canada. Centre for Education Statistics, Statistics Canada. Paper presented at
the 2001 PCERA Symposium; Teacher Education/Educator Training: Current Trends and
Future Directions, Laval University, Quebec City, p. 35.

!5 Canadian Teachers’ Federation — Background information available at http://www/ctf-
fece.ca/E/WHAT/OTHER/tchr-sd.htm

'8 In the U.S., numbers range from 30% to 50% of graduates are not teaching within five
years. More damning among the teachers who leave the classroom in the first three years are
about twice as likely to have scored in the top 25% on the Scholastic Assessment Test or
American College Testing program than those who were still teaching. Who Should
Teach.(1999). Education Week. -

17 “Specifically, shortages were found province-wide at both elementary and secondary lev-
els, particularly in specialized areas such as French-as-a-second-language (FSL), Mathematics,
Physics, Chemistry, and Business and Technology Education. The Teachers-On-Call pool
has become the route to permanent appointment, particularly when provincial policy deci-
sions impacted local teacher supply and demand. Some teachers were found to be teaching
out-of-field, necessitating their re-alignment with the demands of the curriculum to meet the
learning needs of students.” Ginette, G. & Thony, 1. (2001, May). The supply and demand of
elementary-secondary educators in Canada. Centre for Education Statistics, Statistics Canada.
Paper presented at the 2001 PCERA Symposium; Teacher Education/Educator Training:
Current Trends and Future Directions, Laval University, Quebec City, p. 1.

"¥Dibbon, David C. (2001, May). Teacher Supply and Demand: An analysis of current devel-
opments in Newfoundland and Labrador. Paper presented at the 2001 PCERA Symposium;
Teacher Education/Educator Training: Current Trends and Future Directions, Laval Univer-
sity, Quebec City, p. 17.
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Non-certified teachers are a very small percentage of the total workforce,
especially compared to other countries such as the United States. However,
in recent years the numbers of teachers on Letters of Permission have in-
creased significantly."

Immigrants form only a small proportion of the active members of the teach-
ing profession although the federal government declares that attracting highly
skilled immigrants is a high priority. The implementation of the new Immi-
gration and Refugee Protection Act and regulations in 2002 that focus on
an integrated and transparent approach to the recognition of foreign cre-
dentials®® may increase the numbers of immigrant teachers available for
certification in Canada.

However even Canadian trained and provincially certified teachers moving
between provinces currently can encounter difficulties trying to gain certi-
fication and employment. An Agreement-In-Principle - Labour Mobility
Chapter of the Agreement on Internal Trade/Teaching Profession was ap-
proved in 1999 by the Council of Ministers of Education, Canada to try to
address this concern.?

Factors that Impact Canada’s Teacher Supply and Demand

Teacher supply and demand in Canada is influenced by many factors, some
of which are national in nature and others which are regional. These factors
have been documented by many reports, some of which contradict each
other. However, most recent reports state that there are supply issues in
most regions in Canada, with some regions facing acute needs in some sub-
ject areas or locations. At the same time, many people trained as teachers
are not able to obtain the level of employment (full or part-time) they wish
in the teaching force in their local community.

19 Susan Langley, Secretary-Treasurer of the Ontario Teachers’ Federation says that in 2000-
2001, 1,314 teachers in Ontario were on Letters of Permission, an increase of 1,545% from
1997. (2001,November 28). Notes from Canadian Summit on Performance Accountability
and Assessment in Education.

2 Knowledge Matters: Skills and Learning for Canadians. (2002). Hull: Human Resources
Development Canada, p. 12.

2 Council of Ministers of Education (CMEC). (1999). Agreement-In-Principle - Labour
Mobility Chapter of the Agreement on Internal Trade/Teaching Profession.. Retrieved from
http://www.cmec.ca/else/agreement.en.stm '




Teacher Participation in the Work Force
Retirements

One major factor causing a demand for teachers is the aging or “graying” of
the teacher work force across Canada. For example, in British Columbia in
1999, more than 12,000 (31%) of all educators were 50 years or older which
means that they are likely to retire between 2003 and 2007%. The education
sector has the lowest median age of retirement of any industry in Canada.?
The median age for teachers to retire is between 57 to 59 years of age?*& 2,
and teachers are retiring at a younger age than they did 15 years ago?.

As teachers can choose when they retire, forecasting of supply and demand
statistics is imprecise. The implementation or rescinding of early-retirement
plans (ERIPs) or incentives, the changing of a working condition (e.g., class
size or length of working day), or the state of the general economy are all
factors that seem to influence the number of retirements in a particular year.
As many jurisdictions do not require official notice of retirement until late
in the school year, confirmed supply needs for September may not be known
until early June.

Teacher Choice

The willingness of teachers to relocate affects their chances of employment
as a full-time teacher in their chosen area of expertise.”’ There are many
factors that may influence place-boundness including family obligations,
perceived quality of life, the difficulties associated with gaining certifica-
tion in another province or the loss of seniority when changing districts.
Many regions in Canada that are perceived as hard-to-staff offer financial
incentives to teachers.

2 British Columbia Teachers’ Federation. (2001, Spring). The Teacher Shortage, Teacher
Newsmagazine, 13(6).

3 Retrieved from http://www.ctf-fce.ca/ E'WHAT/OTHER/report.htm, p. 7.

4 British Columbia Teachers’ Federation. (2001, Spring). The Teacher Shortage, Teacher
Newsmagazine, 13(6).

3 Grimmett, P. & Echols, F. (2001, May). Teacher and administrator shortages in changing
times: Avoiding the dilemma of saving the train from hijackers to find there's no train left!
Paper presented at the 2001 PCERA Symposium; Teacher Education/Educator Training:
Current Trends and Future Directions, Laval University, Quebec City,p. 4 & 7.

% Manitoba Teachers’ Society. (2002, January). The Teaching Force in Manitoba: Recruit-
ment and Retention, p. 15.

2 An indication of place-boundness can be suggested through the small sample of unem-
ployed respondents in this survey. 25% responded they would be willing to move within the
province, 35.5% would move within the region while 40% were place-bound or unwilling to
move. British Columbia College of Teachers. (2001, May). Report of the 2000 Survey of
Recent Graduates of British Columbia Teacher Education Programs. Vancouver: BC Col-
lege of Teachers, p.8.
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_The availability of part-time versus full-time work or temporary versus con-

tinuing or tenured work also influences supply and demand for certified
teachers. This perception of availability of employment also influences the
future supply of quality teachers, as teacher education program potential
applicants make career decisions based on their perceptions. People will
train for occupations which they believe will meet their envisioned job sat-
isfaction, status, financial consideration, geographical location, security of
employment, and other lifestyle considerations.

Canadian teachers currently have greater choice as to where they will work
outside the public school system. There is increased competition for quali-
fied teachers to work in private schools in Canada, in public education in
other countries experiencing teacher shortages, as trainers in private indus-
try, and to work overseas as ESL teachers.

More research on the 25% to 30% attrition rate is required, as it is not clear
whether the causes of attrition are primarily personal reasons, economic
conditions or other unknown factors. One trend to note is the choice being

made by potential and current male teachers. In the Canadian public school

system, a growing majority of teaching positions are held by women, espe-
cially in the under age 30 portion of the teaching force.?” :

Student Demographics and Enrolment Patterns

There will be an estimated 9% drop from 2000 to 2010 in the number of
people in Canada aged five to 14 and an estimated 6% rise from 2000 to
2010 in the number of people aged 15 to 19.%° This will cause shifts in the
public school teaching force. Less elementary and more senior secondary
teaching assignments will be needed assuming the same retention of stu-
dents as currently exists. However, in any year the actual composition of a
specific district’s student population may not precisely mirror the national
or even provincial forecasts.

% The ABCs of Educator Demographics: Report of the findings of a situational analysis of
Canada's education sector human resources. (2002, January). CAETO: The Steering Group
for the Situational Analysis of Canada’s Education Sector Human Resources, p. v, 25,27, 30
and 57.
» The 1996 census notes 81.2% of elementary and kindergarten teachers, 50.4% of second-
ary school teachers and 64.3% of school and guidance counsellors were female compared to
46.0% of all occupations. The ABCs of Educator Demographics: Report of the findings of a
situational analysis of Canada’s education sector human resources. (2002, January). CAETO:
The Steering Group for the Situational Analysis of Canada’s Education Sector Human Re-
sources, p. 12.
30 Statistics Canada. (2002, April 5). New EPI figures. Retrieved from
http://www.statcan.ca:80/english/sdds/3144.htm
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Policy and Budget Factors

Provincial and district policies can influence teacher supply and demand, as
does budget. Policy decisions are ideally made to maximize student learn-
ing but in the current economic climate, funding allocationa, in fact, may
be viewed by some currently to be overriding policy decisions. Due to budget
restraints there is an increase in the closing and consolidation of schools in
both rural and urban areas. Whenever there is consolidation, while the
number of students to be served usually remains constant, the composition
of the teaching force to serve those students changes slightly. A change in
one school in a district has ripple effects upon the employment and assign-
ment of teachers at other schools in the district.

Other examples of policy changes that can directly affect teacher supply or
demand are changes in the curriculum or its delivery. If a subject area is no
longer deemed mandatory, many students may not select that subject area
in the future. Those teacher specialists will need to be redeployed in other
subject areas, and this may result in a need for retraining and/or teaching
out-of-field. Teachers with higher seniority will affect the employment of
teachers in other specialty areas with lower seniority.

Disruptions may also occur if a subject area is added to the curriculum that
has not been a recognized area of teacher preparation specialization, e.g.
the early years of implementation of computer-related curriculum. In order
to implement a new curriculum requirement there needs to be an elimina-
tion or reduction of the requirement for specialist teachers in another
discipline(s).

Special initiatives or changes in program delivery can also either increase
or decrease teacher demand. Changes in class size, changes in ratios and
guidelines for non-enrolling teachers (e.g., counsellors, librarians, special
class teachers), and mainstreaming are all examples of policy decisions that
affect the composition of the teaching force. The effects of budget reduc-
tions at either a provincial or district level directly influences the supply
and demand requirements from year to year at the local level.!

31 British Columbia Teachers’ Federation. (2000, November). Teacher Supply and Demand
in British Columbia Enhancing the Quality of Education: Auracting, Recruiting and Retain-
ing the Best Teachers. A brief to the Government of British Columbia from the British Co-
lumbia Teachers’ Federation, p. 1.
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Other Factors that Impact Supply and Demand at the Pro-
vincial and District Level

In addition to the above, still other factors may influence teachers’ deci-
sions to seek employment in a specific province or territory. The language
of instruction of a teaching assignment (French, English or a First Nations
language) can influence the employability prospect for a teacher and sup-
ply issues for the school district. Some teachers may choose employment
based upon religious affiliation depending upon the choices available in the
provincial public school system. Differences in teacher contracts between
regions may also affect supply and demand issues. Programs offered by
teacher training institutions and their geographical placement within a prov-
ince could affect the teacher supply and demand balance both within a prov-
ince and in neighbouring provinces.*

Strategies to Balance Teacher Supply and Demand

In considering strategies to balance teacher supply and demand, the Cana-
dian Teachers’ Federation calls for policy initiatives to develop long-term
positive gains for public education, enhance the teaching profession and
increase teacher morale. Included in their suggestions are expanded teacher
training spaces, support programs for beginning teachers, and improved
conditions for teachers and students. They call for supportive programs and
competitive compensation for teachers as well as greater opportunity for
in-service. The CTF recommends the use of substitute and part-time teach-
ers to fill full-time positions, but warns against diluting teacher certification
or allowing non-certified teachers to teach, increasing class sizes, eliminat-
ing school programs, and substituting teacher aides for teachers. They ad-
vise that these recommendations require a greater investment in public edu-
cation.”

32“B,C. has traditionally relied on teacher-education programs outside the province to pro-
vide the full complement of teachers needed, but in recent years fewer teachers have been
migrating to B.C.,” British Columbia Teachers’ Federation. (2001, Spring). The Teacher
Shortage, Teacher Newsmagazine, 13(6).

3 Canadian Teachers’ Federation. Background Information Retrieved from http://www/ctf-
fee.ca/E/WHAT/OTHER/tchr-sup-back.htm
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The British Columbia Teacher Supply and Demand Consortium, formed in
January 2000, is considering the following short-term strategies:

... the development of a web site; a feasibility study of financial incentives
for attracting, recruiting, and retaining teachers; recruiting for shortages
in specific and specialized areas; and a report on harmonizing data to
provide for better understanding of teacher supply and demand in B.C.
Other strategies of interest to the various members of the consortium and
definitely of interest to BCTF are supporting programs that mentor new
teachers, finding alternative pathways to certification, and recruiting un-
der represented groups.™

Press (1996) * lists strategies from respondents to prevent regional and
program imbalances. Their responses include suggestions already listed
above as well as adopting an interprovincial pension credit agreement; pro-
viding better data on teaching opportunities for young people; and creating
a national discussion of teacher mobility issues.

As the Future of Learning Report (2002) proposes:

There are predictions that the system is facing a significant shortage of
qualified personnel to meet growing enrolments and to replace existing
staff as they retire or move out of the system. Detailed reports and recom-
mendations concerning this barrier to improvement are a matter of record.
It should be noted, however, that most projections assume that the current
arrangements and practices regarding recruitment, training, and deploy-
ment of personnel will remain unchanged. There may be merit, therefore,
to considering alternatives to the status quo.*

To ensure continuous quality improvement of the Canadian teaching force,
now may be the time to consider some alternatives that will be detailed in
later chapters.

3 British Columbia Teachers’ Federation. (2001, Spring). The Teacher Shortage, Teacher
Newsmagazine, /3(6).

35 Press, Harold. (1996). Teacher Demand in Canada: A Report on the Teacher Labour
Market. Retrieved from htip://www.stemnet.nf.ca/~hpress/teacher_demand/chap4.html

3 Province of British Columbia. (2002, March). A4 Future for Learners: A Vision for Re-
newal of Education in British Columbia. Select Standing Committee on Education Report,
The Legislative Assembly of British Columbia, Victoria.
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IV Initial Preparation of Teachers

Research confirms that teacher knowledge of subject matter, student learn-
ing and development, and teaching methods are all important elements of
teacher effectiveness. Reviews of more than 200 studies contradict the long-
standing myths that “anyone can teach” and that “teachers are born and not
made”. This research also makes it clear that teachers need to know much
more than the subject matter they teach. Teacher education, it turns out,
matters a great deal.

Teachers who are fully prepared and certified in both their discipline and in
education are more highly rated and are more successful with students than
are teachers without preparation, and those with greater training in learn-
ing, child development, teaching methods, and curriculum are found to be
more effective than those with less.

Not only does teacher education matter, but more teacher education ap-
pears to be better than less - particularly when it includes carefully planned
clinical experiences that are interwoven with coursework on learning and
teaching. Recent studies of redesigned teather education programs -those
that offer a five-year program including an extended internship - find their
graduates are more successful and more likely to enter and remain in teach-
ing than graduates of traditional undergraduate programs.'

In any examination of teacher quality, it seems obvious that the pre-service
training of teachers will be an important factor. The quality of pre-service
programs is an area receiving increased attention by researchers and policy
makers. Mark Fetler (1997) reviewed the literature and conducted empiri-
cal research in California on the correlation between initial teacher educa-
tion and factors such as early school leavers and teacher resignations. He
referred to findings that teachers with regular certification receive higher
evaluation ratings and their students achieve more than teachers who are
not fully qualified do. Less qualified teachers are more likely to have lower
expectations for low-income students and have more difficulty overcoming
barriers to student learning. Moreover, from his own research Fetler found

! National Commission on Teaching and America’s Fuwure. (1997). Doing what matters most:
Investing in quality teaching. New York: NCTAF, p. 10.
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that schools had a lower dropout rate regardless of the school’s size, loca-
tion or poverty level, if the school employed more teachers who completed
both a teacher education program and a bachelor’s degree in a subject area.?
The length and content of initial teacher preparation programs can make a
significant difference in teacher quality and student achievement.

Pre-service/ Initial Teacher Training in Canada

Teacher training programs in Canada generally consist of four or five years
of combined teacher education and university training. Epp and Epp state
that there are three university routes to teaching: (1) concurrent, direct en-
try BEd programs accept students directly after high school, (2) concur-
rent, delayed entry BEd programs accept students after they have success-
Sully completed a stipulated number of arts and science classes, and (3)
consecutive BEd programs accept students only after they have success-
Sfully completed an undergraduate degree in one or more teachable
specializations.?

There is no uniform route to certification. The length of the university pro-
gram varies from province to province as well as by the type of credentialling
option chosen.® Teacher education in Canada is mandated at the provincial
level and is delivered by over 89 education-degree-granting institutions®
causing a multiplicity of options in teacher training programs as the struc-
ture and content of programs can differ from institution to institution or
even within an institution. Due to the diversity of entrance requirements for
teacher training options, the high school grade point average and required
high school subjects for prospective teachers can vary widely or may not
even be part of the program admission requirements.

2 Fetler, M. (1997, January). Staffing up and dropping out: Unintended consequences of
high demand for teachers. Educarion Policy Analysis Archives [On-line serial], 5(16), p. 4-5.
3Epp, W. and Epp, J. R. (2000). EQAO Research Series Number 5. Toronto, Ontario: Queen’s
Printer, p. 10-11.

4 A chart (last updated August 1999) detailing by province the minimum requirements to -
enter the teaching profession. Retrieved from the Canadian Teachers’ Federation web site
http://www.ctf-fce.ca/E/TIC/becoming.htm

3 Epp, W. and Epp, J. R. (2000). EQAO Research Series Number 5. Toronto, Ontario: Queen’s
Printer, p. 2.
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Determination of Teacher Preparation Program Curriculum and
Delivery '

Certification in Canada is done by the provincial Ministries of Education,
except for British Columbia and Ontario, where the College of Teachers
has this authority. In the absence of national standards and with teacher
certification requirements being linked to university degrees, individual uni-
versities and collegés have had de facto control over the requirements for
teacher certification. This has recently been tested in the British Columbia
Supreme Court (May 2001) and the Appeal Court of British Columbia (April
2002) in a case between the British Columbia College of Teachers and the
University of British Columbia, with two other universities participating
with intervenor status. The Honourable Madam Justice Southin writes:

The fundamental issue between the parties is who has the right to deter-
mine the curriculum to those who seek the right to teach in the British Co-
lumbia school system — is it the University which offers a Bachelors De-
gree in Education which is generally understood to give entrée to the teach-
ing profession in this Province, or the College, which under its statutory
mandate has the power to grant teaching certificates?®

The Court found that the issues are not justiciable and that if the College
and Universities cannot end the skirmishing between them the Legislature
will have to make statuary amendments.” According to the judgement the
University argued that the College determines the “what” or content of
eacher preparation programs and a university should determine the “how”
or program delivery. The College argued that the content and its delivery
could not be separated. This issue of who has the right to determine the
curriculum and how it will be delivered remains to be resolved. How it is
resolved will influence the future roles and responsibilities of all involved
in teacher education and certification in Canada.

Evaluation of Teacher Preparation Program Curriculum and
Delivery '

In Canada each province or territory is responsible for teacher education
programs. There is no federal rating or comparative evaluation system for
teacher preparation institutions as there now is in the United States. There

6 Southin, Madam Justice. (2002, May 15). The Court of Appeal of British Columbia, Uni-
versity of British Columbia v. British Columbia College of Teachers. Docket: CA028628

2002 BCCA 310.
7 Ibid., (2002, May 15).
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every state now must report annually to the federal government on the qual-
ity of the teacher preparation programs in relation to the following criteria:

» standards for teachers and their alignment with standards for students

* requirements for an initial teaching certificate or license through either
an alternate or regular route '

* pass rates on each assessment used by states in certifying or licensing
teachers

* state standards for evaluating the performance of teacher preparation
programs

» teachers in the classroom on waivers, that is, teaching without an initial
regular certificate or license from any state

* state efforts in the past year to improve the quality of teaching.?

However a review of the data reported in Meeting the Highly Qualified
Teachers Challenge °(June 2002) and an interpretation of that data by the
Education Trust point out glaring inconsistencies and omissions in the data,
suggesting the process has yet to be perfected.'

Typical Teacher Education Program Components

All Canadian teacher training programs currently have three components:

content courses, pedagogy courses and practicum or clinical experience re-

quirements. The content area(s) relate to the subject areas that the prospec-

tive teacher wishes to teach. Provinces stipulate which areas are required

as content areas at the different grade levels. Most often elementary teach-

ers have been trained in the past more as generalists with greater specializa-
tion occurring as the grade level to be taught increases. Prospective teach-

ers take course work in their “teachable” subject(s).

Pedagogical Component

As was cited earlier in this chapter, pedagogical training seems to make
-teachers more successful with students. However, as with many areas of

teacher preparation, there is no research that directly assesses what teachers

learn in their pedagogical preparation in relation to student learning or teacher

behaviour. This is due to the problems of ambiguity over pedagogical course

8 U. S. Department of Education (2001). Title Il Technical Reports —State Reports.

9 U.S. Department of Education, Office of Postsecondary Education, Office of Policy Plan-
ning and Innovation (2002, June). Meeting the Highly Qualified Teacher Challenge: The
Secretary’s Annual Report on Teacher Quality. Washington, DC.

10 Huang, S., Yi, Y. and Haycock, K. (2002, June), Interpret With Caution:The First State
Title Il Reports on the Quality of Teacher Preparation. The Education Trust.
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content and sequencing even when courses were similarly labelled. For
example, an instructional methods course could be generic or subject-spe-
cific. However, the research comparing certified to uncertified teachers and
studies on the benefits of education course work support a positive effect of
pedagogy courses, even if at this time the research has remained at a high
level of aggregation providing little information about grade levels or sub-
ject areas. !

Pedagogy courses, courses specific to the teaching process itself, usually
include “methods” courses as well as child and adolescent psychology, learn-
ing theories, educational measurement and testing, foundation courses such
as history and sociology of education, responding to diverse student needs,
creating assessments, and managing classrooms.'? The British Columbia
College of Teacher proposes an acceptable teacher education program must
include studies in: (i) human development and learning; (ii) education foun-
dations (history, philosophy, sociology); (iii) curriculum and instruction;
(iv) diagnosing and providing for the educational needs of individual stu-
dents; and (v) evaluation and testing.

Many educators believe that reading skills are the cornerstone of further
learning. Therefore they advocate the mandatory inclusion of a core cur-
riculum for reading instruction in teacher preparation programs, especially
in elementary education, and urge that this curriculum form the basis of in-
service for current teachers who may not have been exposed to the research-
based knowledge now available.!® Others believe that teachers at all levels
should have a basic understanding of literacy and numeracy skills.

Clinical Practice

Clinical practice, practice teaching, or internships all describe the practicuum
process, where the prospective teacher interacts in the classroom in the role
of a teacher under the supervision of an experienced teacher or faculty mem-
ber. Clinical practice requirements vary within Canada. In British Colum-
bia, Nova Scotia and Saskatchewan the required practicum is 12 weeks,
while in Ontario it is eight weeks or 40 days. The trend is for universities to
provide more than the minimum amount required for licensing.

Compared to England, Canada has limited clinical practice. England, as
part of its large-scale reform, has raised the minimum clinical experience
requirements to 90 or 160 days depending upon the teacher education pro-

" Wwilson, S., Floden, R., & Ferrini-Mundy, J. (2001, February). Teacher Preparation Re-
search: Current Knowledge, Gaps, and Recommendations. A research report prepared for
the U.S. Department of Education by the Center for the Study of Teaching and Policy, p. 12.
21bid., p. 12.

13 American Federation of Teachers. (1999, June). Teaching Reading Is Rocket Science:
What Expert Teachers Should Know and Be Able to Do. Washington, DC: AFT, p. 8.
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gram chosen. Japan appears to have limited pre-service clinical experience
but the novice teacher is assigned to a master teacher who is given a leave
of absence to mentor the novice teacher. The novice also completes an
additional 30 days of teacher education in the first year of teaching before
certification is granted. '

Features of Strong Teacher Education Programs

Darling-Hammond (2000b) identifies six common features of strong teacher
education programs:

* g common, clear vision of good teaching that is apparent in all
coursework and clinical experiences;

s well-defined standards of practice and performance that are used to
guide and evaluate coursework and clinical work;

s a curriculum grounded in substantial knowledge of child and adoles-
cent development, learning theory, cognition, motivation, and subject
matter pedagogy, taught in the context of practice;

*  extended clinical experiences (at least 30 weeks) which are carefully
chosen to support the ideas and practices presented in simultaneous,
closely interwoven coursework;

e strong relationships, common knowledge, and shared beliefs among
school- and university-based faculty; and,

* extensive use of case study methods, teacher research, performance
assessments, and portfolio evaluation to ensure that learning is ap-
plied to the real problems of practice."

The American Council on Education (ACE) President’s Task Force on
Teacher Education identifies these characteristics of successful teacher
preparation programs:

s collaboration between arts and sciences faculty and education faculty;

* the central administration of universities working together with school
leaders;

* an effective process of admission to teacher candidacy;

s establishment of an induction support process;

14 Epp, W. and Epp, J. R. (2000). EQAO Research Series Number 5. Toronto, Ontario: Queen’s
Printer, p.5 & 8. :

15 Darling-Hammond, L. (Ed.). (2000) Studies of excellence in teacher education: Prepara-
tion in undergraduate years. Washington, DC: American Association of Colleges of Teacher

Education, p. x.
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* articulation of the program’s elements; and,
* an evaluation process for program quality and outcomes.'®

The University of Toronto has redesigned its teacher preparation program
in order to be more congruent with these tenets as well as focusing on the
moral purpose of teaching Fullan (2001). Fullan considers the design fea-
tures of teacher education programs to be critical, especially the integration
of university work with classroom experience, the working with cohorts of
30 to 60 students, the teams of university and school-based leaders and the
clusters of partner schools. He characterizes school-university partnerships
as jointly committed to teacher education as they are committed to school
improvement.!? :

Certifications

In some jurisdictions in Canada there are different types of certification that
can be granted to successful candidates of teacher preparation programs
depending upon the grade level to be taught and the academic preparation
obtained.'®* In most provinces except for Quebec and Ontario a teaching
certificate allows a teacher to teach at any grade level from K or 1 - 12,
Only in Ontario must a teacher be certified to teach specific divisions and
subject areas. This Certificate of Qualification is limited by the content of
courses taken at university.

The length of time for which the permanent certification is valid ranges
along a continuum from “permanent when issued” (Nova Scotia, New Bruns-
wick, Ontario, Manitoba, Saskatchewan, British Columbia) to “ permanent
upon two years of successful teaching” (Newfoundland and Labrador, Prince
Edward Island, Alberta and Northwest Territories) to “valid for five years”
(Quebec). Ontario is in the middle of a process to establish recertification
every five years. A certificate in the Yukon Territory is valid upon issue
until the teacher is inactive as a teacher for 10 years. This is the only provin-
cial certificate other than Quebec’s and Ontario’s with a stated expiry date.'®

6 American Council on Education. (1999). To Touch the Future: Transforming the Way
Teachers are Taught: Facts and Figures. Washington, DC: ACE.

V7 Fullan, M. (2001). The new meaning of educational change (third edition). Toronto, On-
tario: Irwin Publishing, p. 246-247.

18 Epp, Walter and Epp, Juanita Ross. EQAO Research Series Number 5. December 2000,
Queen’s Printer, Toronto, Ontario. -sce Table 7 — Provincial Certification Requirements Ex-
cluding Special Cases from East to West, p. 24.

YIbid., p. 24.
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Teacher Testing

Many states in the United States as well as countries such as Australia,
England, France, and New Zealand have implemented testing programs for
new and established teachers. Recently the Ontario government has intro-
duced legistation that mandates two types of testing for teachers. The On-
tario Teacher Qualifying Test and a language proficiency test are among the
initiatives in the Ontario Teacher Testing Program whose stated aim is to
develop a made-in-Ontario program that sets new standards and practices
for teacher quality and teaching excellence.’® Ontario has implemented a
language proficiency test in either French or English for any teachers trained
outside the province in a language other than French or English.

All teachers new to the teaching profession and/or new to teaching in On-
tario will now have to successfully complete the Ontario Teacher Qualify-
ing Test before they can teach in Ontario. This test is designed to assess
candidates’ knowledge of teaching skills and strategies, assessment strate-
gies, learning theory, special education, classroom management, the use of
educational technologies, and legislation relevant to teaching in Ontario.*
Due to many issues related to the implementation process, the results are
not being used this year to grant or deny licencing for the first group of
teachers who completed the test this spring (2002).

Alternate Certification

The purpose of alternate certification is to streamline the process, putting
qualified candidates in a classroom in a shorter time span than traditional
teacher training programs. Alternate or alternative certification has been -
implemented in many different formats. In the United States at this time
about 6% of the current teaching force, or 175,000 teachers, hold alternate
certificates.”? Where the alternate certification programs differ from each
other is in whether the candidates have to complete the same requirements
for coursework and practice teaching as their traditionally trained colleagues.
Some programs have the candidates complete the work in a shortened for-
mat pre-service, while others complete the coursework while they are al-
ready teaching in the classroom. Still other programs waive components of
the coursework. In all programs the teacher must pass the same certifica-
tion or licensure exams, if applicable, in their jurisdiction.

20 province of Ontario. Ontario Teaching Testing program: An Overview. Retrieved from
http://www.edu.gov.on.caleng/teacher/testing/index.htinl '
2 http://www.edu.gov.on.ca/eng/docuinent/mi/02.04/bg0423education. html
21.S. Department of Education, Office of Postsecondary Education, Office of Policy Plan-
ning and Innovation (2002, June). Meeting the Highly Qualified Teacher Challenge: The
Secretary s Annual Report on Teacher Quality. Washington, DC, p.31.
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Wilson et al. (2001) suggest the important features of high quality alterna-
tive certification include: high entrance standards; extensive mentoring and
supervision; extensive pedagogical training in instruction, management,
curriculum, and working with diverse students, frequent and substantial
evaluation; practice in lesson planning, and teaching prior to taking on full
responsibility as a teacher, and high exit standards.® These components
parallel some of those major criteria of good “traditional” certification pro-
grams.

There are differences of opinion as to the value of alternate certification
programs. Darling-Hammond believes that while these abbreviated pro-
grams have altruistic intentions, they do not produce a stable, high-quality
teaching force for schools with the greatest needs. She produces a cost analy-
sis that suggests with the lower retention rate of alternate certificate teach-
ers after three years, they actually cost more per teacher to train than does a
traditionally trained teacher or an extended five-year program teacher.?
Studies have found that five-year program graduates not only stay in teach-
ing longer, they are more satisfied with their preparation, are more highly
rated by others, and are as effective with students as more experienced teach-
ers.”® Miller, McKenna and McKenna (1998) matched 41 alternatively
trained teachers with 41 traditionally trained teachers in the same school
and found no significant differences between student achievement in the
two types of classrooms. More research is needed to determine if there are
significant differences in student achievement attributable to whether the
teacher was alternately certified or had completed a five-year program.

Compared to the United States, a smaller percentage of Canadian teachers
in the public school system lack a teaching certificate. In most cases in
letters-of-permission or letters-of agreement with a specified time limit have
been created for those who wish to teach in areas where there is a limited or
non-existent supply of certified teachers. For at least those in very special-
ized or emerging subject areas, there always has been and will be the need
for fast-track or alternate credentialling programs.

One such emerging need that has been addressed by an alternate
credentialling program in British Columbia is the First Nations Language
and Culture. The British Columbia College of Teachers’ Developmental

2 Wilson, S., Floden, R., & Ferrini-Mundy, J. (2001, February). Teacher Preparation Re-
search: Current Knowledge, Gaps, and Recommendations. A research report prepared for
the U.S. Department of Education by the Center for the Study of Teaching and Policy, p. 30.
24 Darling-Hammond, Linda. Solving the dilemmas of teacher supply and quality. New York:
National Commission on Teaching and America’s Future, 2000.

25 Darling-Hammond, L. (2001, May). The Challenge of Staffing Our Schools. Educational
Leadership, 58(8), p. 14 -15.
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Standard Term Certificate which allows those who have an expertise or
skill to work in stages towards a teaching degree, i.e., chefs, has been fur-
ther adapted to the specific needs of prospective First Nations Language
and Culture teachers.?

Induction and Career Development Programs

Research shows that induction programs where beginning teachers are sys-
tematically mentored during their first year(s) of teaching improve both
teacher effectiveness and retention.?” Without help in their isolated class-
rooms as many as 25% of teachers in Canada® and 30-50% in the United
States leave the classroom in the first five years of their career.?®

‘Fullan and Hargreaves (2000) identify that mentoring incorporated with the
following strategies can make a lasting difference. Mentoring programs
should be designed as instruments of school reculturing explicitly connected
to other reform components. Programs should meet the needs of all teach-
ers new to a school or district. They predict that mentoring will evolve from
being a paired activity to a school-wide activity that concentrates not only
on classroom work with students but may also include the ability to have
strong relationships with colleagues and parents. Shared inquiry into prac-
tice will be only one component of larger efforts to reculture our schools as
the goal is not to create high quality mentor programs as ends in them-
selves but rather to incorporate mentoring as part of transforming teaching
into a true learning profession.®'

% In response to a nced in B.C, the First Nations Language Certificate was created to recog-
nize clders and other fluent speakers of First Nations languages teaching in public schools.
Full certification was the next logical step but many of the potential teachers do not live near
a university. The college therefore adapted the “Developmental Standard Term Certificate”
to the nceds of prospective First Nations Language and Culture elementary teachers. The
teaching students will attend SFU on a flexible full- and part-time basis to do three years of
coursc study and then have four years in which to complete the program. If they have not
finished after four years, the certificate can be renewed once, for a further four years. At the
end of cight ycars, they must have completed their course work; in order to obtain their
degrce and full certification as a teacher in BC. Adapted from British Columbia School
Trustees Association. (2002, January 31). Program meets all needs. BCSTA Education Leader,
15(1), p. 8.

7 National Commission on Teaching and America’s Future. (1996, September). What mat-
ters most: Teaching for Americas future. New York: NCTAF, p. 21.

% Canadian Teachers’ Federation — Background information available at http://www/ctf-
fee.ca/E/WHAT/OTHER/tchr-sd.htm

¥ National Commission on Teaching and America’s Future. (1996, September), p. 14.

3 Hirsch, E, Koppich, J. & Knapp, M. (2001). Revisiting what states are doing to improve
the quality of teaching: An update on patterns and trends. Center for the Study of Teaching
and Policy, University of Washington, p. 34.

3 Hargreaves, A. & Fullan, M. (2000, Winter). Mentoring in the new millennium. Theory
Into Practice, 39(1), p. 55.
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California’s Beginning Teacher Support and Assessment Program (BTSA)
has proved successful in retaining teachers, with an attrition rate of nine
percent of beginning teachers in five years, versus a rate of 37 percent with-
out BTSA or a similar induction program.® This pilot serving only 17% of
eligible teachers was expanded to include all new teachers in their first and
second years. In 1999 the state also enacted a peer review program which
can coordinate with BTSA. ** Many other jurisdictions also support or leg-
islate formal induction programs. Often lack of funding or lack of clear
direction for a program undermines its full potential.

Cincinnati, Ohio has a well developed teacher preparation and professional
development continuum. A five-year university program that includes the
completion of a bachelor’s degree in a subject area as well as a master’s
degree in education has been instituted. Teacher training candidates engage
in ongoing clinical experience in professional practice schools for four of
their five years of study. Starting in their second year, candidates conduct
classroom observations, research studies and participate in tutoring at these
sites. By their fifth year, they complete a full-year internship which consists
of half-time teaching with coordinated seminars. As new teachers, they are
assigned a mentor in Cincinnati’s Career-in-Teaching program and receive
intensive help from a consulting teacher who has been selected for his/her
expertise and given release time to fulfil their role. At the end of the first
year of teaching, the consulting teacher recommends the continuation or
dismissal of the new teacher.

The Cincinnati program has resulted in lower attrition of beginning teach-
ers, higher levels of competence and greater selectivity about who remains
in the teaching profession. The progression available within the teaching
profession in Cincinnati is from teacher candidate to intern to resident to
professional teacher and eventually to lead teacher.®* This is a program that
seems to exemplify how teacher preparation and professional development
should be focused on a set of shared knowledge, skills, and commitments®
and implemented in such a manner as to nurture teacher learning through-
out their career.

32 Bullard, C. (1998). Qualified Teachers for All California Students: Current Issues in Re-
cruitment, Retention, Preparation and Professional Development. Sacramento: California
Research Bureau, CRB-98-012, p.21.

3 Hirsch, E, Koppich, J. & Knapp, M. (2001), p. 35.

3 What matters most: Teaching for America’s future, p. 22.

3What matters most: Teaching for America'’s future, p. 19.
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V Hiring and Assignment Practices

Once teachers are prepared, then we move into the hiring and assignment
practices. The challenge of teaching is captured in this position available
advertisement.

POSITION AVAILABLE

University graduates with academic major (master’s degree
preferred). Excellent communication & leadership skills
required. Challenging opportunity to serve 150 children and/
or adolescents daily on a tight schedule, developing up to
five products each day to meet individual needs, while
adhering to multiple product specifications. Adaptability
helpful, since suppliers cannot always deliver goods on
time, incumbent must arrange for own support services, and
customers rarely know what they want. Ideal candidate will
enjoy working in isolation from colleagues.

This diversified position allows employee to exercise typing,
clerical, law enforcement, and social work skills between
assignments and after hours. Typical workweek: 50 hours.
Special nature of work may preclude amenities such as
telephones or computers, but work has many intrinsic
rewards. Starting salary $ 37.000 rising to $62,000 after only
11 years.’

The questions to be addressed in this chapter are: What are current person-
nel practices related to hiring and assignment of teachers? Where is the
locus of control in the hiring and assignment processes? What are the op-
erational and policy implications? What flexibility is necessary for manag-
ing quality? What innovations are occurring in other jurisdictions?

! Adapted from The Southeast Center for Teaching Quality. (2002, January). Recruiting
Teachers for Hard-to-Staff Schools: Solutions for the Southeast & the Nation. The Univer-
sity of North Carolina — A Regional Office of the National Commission on Teaching and
America’s Future.
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Teacher Federations and Collective Agreements

Teachers in the Canadian public school system must be certified at the pro-
vincial level and they must also belong to a provincial teachers’ association
in order to be employed. Fourteen independent provincial teachers’ asso-
ciations representing 240,000 teachers are members of the Canadian Teach-
ers’ Federation.” In some provinces there are multiple teachers” associa-
tions depending upon the grade level taught, the religious affiliation or the
language of instruction (Ontario, New Brunswick, Quebec)’. Some asso-
ciations represent all educational personnel while others only represent public
school teachers. Manitoba also welcomes private school teachers®.

In seven of the provinces and the three territories, basic salary scales and
fringe benefits are established through negotiations between the teachers’
association and representatives of the government. In some cases, supple-
mentary negotiations take place at the school board level concerning addi-
tional fringe benefits and conditions of work. In Alberta, Manitoba and
Ontario, all negotiations take place at the local or regional level.®

Personnel practice in school districts is determined by the collective
agreement currently in force between the specific province and/or district
and its employces. Some of the generic articles usually determined by
collective agreement are listed in Figure 5.1. The issues of tenure, senior-
ity, hiring and assignment primarily influence current personnel practice.

Role of Tenure

Seniority and tenure are two concepts that are firmly established in the teach-
ing profession in Canada. Tenure, or permanent appointment as a teacher, is
often a right of employment with a district once the qualifying conditions
have been met. Tenure is often characterised by the terms: continuing or
permanent contract, providing job security for the length of the individual
teacher’s career. The teacher has the power to choose to terminate the em-
ployment by resigning. If the teacher does not resign, it is assumed that the
employment contract continues until the mandatory retirement age.

2 Canadian Teachers’ Federation. Speaking For Teachers
http:/www.ctf-fce.ca/E/WHO/member.htm

3 Canadian Teachers’ Federation. Member Organizations
http://www.ctf-fee.ca/E/WHO/member.htm )
4 Manitoba Teachers’ Society. Joining MTS: An Overview of Services. Retrieved from

http://www.mbteach.org/joinmain2.htm
3 Canadian Teachers’ Federation. Teaching in Canada: Salaries and Fringe Benefits.
http://www.cti-fce.ca/E/TIC/salaries.htm




Only under unusual circumstances can the employer suspend or terminate a
tenured teacher’s employment. Usually the conditions to be met and the
process to be followed for dismissal are prescribed by contract. Suspen-
sions or dismissals for discipline or non-compliance issues do occur but
dismissal for teaching performance is very rare.® 7  The issue of teacher
evaluation and the consequences of poor performance will be addressed
further in Chapter VII — Evaluation.

Tenure is guaranteed employment in a specific occupational role, i.e., teacher,
within a district. Confusion may occur when a teacher misinterprets tenure.
It should not be interpreted as the right to guaranteed employment within a
certain school or with a specific teaching area or subject assignment at a
certain grade or ability level.

Role of Seniority

In many contractual agreements where other factors are equal, seniority is
often the deciding factor in determining which teacher is eligibie for the
position. Seniority is usually perceived as easier to quantitatively measure
than teacher qualifications. Seniority is so important in Canadian teacher
personnel practice that in most collective agreements the calculation of sen-
iority is defined, a dispute mechanism related to seniority is articulated,
and an annual seniority list is made available to each member of the bar-
gaining unit.’

Initial Hiring

In most districts hiring is done at the district level. The district is responsi-
ble for the recruitment, selection and appointment of teachers. Different
levels of participation from school-based staff may occur depending upon
the district, the contractual agreement and the individual circumstances of
the hiring situation.'® In decentralized school districts, the school may have

¢ Tucker, P. (2001, February). Helping Struggling Teachers. Educational Leadership, 58(5),
p. 52.

" Edgar, B. (1997). Tough Calls. Adminfo, BC Principals and Vice-Principals Association, p.
10-11.

& Province of Ontario. (1995). For the Love of Learning: Report of the Royal Commission on
Learning, Section 12 (c).

® For examples of seniority clauses refer to Clauses 9.9.1 t0 9.9.5 in the Calgary School
District #19 Collective Agreement.

19 Dunnigan, M., Gardner, A., Lessard, C., & Muhtadi, N. (2001, November). Twelve Sec-

ondary Schools in Low-Income Settings. Kelowna: Society for the Advancement of Excel-
lence in Education. Descriptions of the staffing process at different schools in three prov-
inces are described on the following pages: 8, 22, 50-1, 102, 124, 141, 168, 192, 219, 237,
247-8, 274, 298, and 324.
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Figure 5.1 - Sample Generic Articles in Teacher Collective Agreements
Sample Generic Articles in Teacher Collective Agreements
Definitions and Scope of Agreement
Maﬁagement and Union Rights and Responsibilities

Personnel Classification and Compensation
Criteria for the Designation of Out-of-Scope Personnel
Recognition of Qualifications and Experience
Continuing Education and Summer School staff
Paraprofessionals (if included)
Salary:
* Placement on Grid
» Annual Allowances:
+ Recognition for Positions of Responsibility:
* Department Head
» Curriculum responsibilities
« First aid designation
« Principals and Vice-Principals (if included)
+ Location
+ Travel/ Mileage

Benefits:
« Sick, parenthood, compassionate, and other leaves
« Medical, dental, long-term disability, and life insurance
« Retirement gratuities and plans
« Sabbatical and study leaves
+ Deferred salary plan

Personnel Processes
- Probationary Period, Seniority, Layoff and Recall
* Transfer and Placement Procedures

Disciplinary Actions — Appeals
Access to Personnel Files

Professional Development




Working Conditions
Teacher Workload
Occupational Health and Safety

control over more aspects of the final selection of candidates from a dis-
trict-approved pool of teacher candidates. However in all aspects of the
hiring process, the teacher initiates the process by an application to the dis-
trict either for a specific position or for general employment.

Long-term Implications of Initial Hiring Process

The initial hiring process is a major determinant of the quality of the teach-
ing force because seniority and tenure provisions make it difficult to re-
verse poor hiring decisions. This points to the importance of ensuring that
the hiring for all categories of teacher employment (TOC, temporary or
permanent contract positions) is based upon effective practice and viewed
as a long-term investment. TOC or short-term vacancies frequently occur at
non-typical times in the district’s staffing cycle, with a common result be-
ing that part-time teachers are assigned out-of-field to augment their origi-
nal contract." While in the short-term this may seem an effective use of
resources, it permits inappropriate new hires for short-term vacancies to
gain seniority and greater access to tenure. Aggressive recruitment can en-
large the talent pool facilitating more appropriate hires. Effective gate-keep-
ing functions reduce the problems of trying to adapt to or terminate inap-
propriate hires. Evaluating all applicants, even for short-term assignments,
as though they were to be teaching 25 to 35 years in their initial or similar
position, may encourage districts to reconsider the efficacy of abbreviated
personnel practices on strengthening the quality of a district’s teaching force.

The Posting and Assignment Process

In the posting process it is frequently the teacher who determines what school
and assignment best meets the teacher’s needs as opposed to the school
determining which teacher best meets the students’ needs. Collective agree-
ments often have provisions for teachers to grieve postings and/ or assign-
ments. As a result sometimes there is perceived game playing as schools try

" “Many urban and metropolitan districts have had to relax criteria relating to many of the
speciality positions because they could not get enough qualified people with the requisite
academic qualifications and additional preparation. ” Grimmett, P. & Echols, F. (2001, May).
Teacher and administrator shortages in changing times: Avoiding the dilemma of saving the
train from hijackers to find there s no train lefi! Paper presented at the 2001 PCERA Sympo-
sium; Teacher Education/Educator Training: Current Trends and Future Directions, Laval
University, Quebec City, p. 8.
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to influence staffing decisions by the timing and construction of vacancy
postings. These are not the most beneficial processes to allow the school
administration to staff to meet the school’s mission and goals.

The education system has few ways of recognizing and effectively deploy-
ing its best teachers. Novice teachers are expected to do the same work as
veteran teachers. Teachers in most provinces are not recognised (1) for their
preparation in specific subject areas, (2) for taking on the most challenging
assignments or (3) in many cases for improving their skills and knowledge.
Some teachers can raise their salary grid placement for additional years of
university preparation, but this incentive has limits after six recognized years
of university preparation. As teachers gain seniority, they often select the
more affluent schools, the less challenging assignments, the easier sched-
ules, or they move into administration: Teachers are rarely rewarded for
applving their expertise to the most challenging learning problems or ma-
Jjor system needs.'? 3. The system generally lacks differentiated pay struc-
tures between and within schools in order to distribute personnel where
they are needed most to improve instruction.

Role of Qualifications

The research has shown how teacher quality can affect student learning
even beyond the year in which a student is taught by a specific teacher
(Sanders & Rivers, 1996). In spite of this research, due to many factors
during the hiring and assignment process, the role of qualifications is often
ambiguous. Some provinces delineate at which grade levels an individual is
certified to teach." In other Canadian jurisdictions, once initially
credentialled, congruence between assignment and the teacher’s qualifica-
tions in a subject or grade level is not required. In Ontario there appears to

12 National Commission on Teaching and America’s Future. (1996, September). What mat-
ters mosi: Teaching for America’s future. New York: NCTAF, p. 24.

B Darling-Hammond, L. (1997). The Right to Learn: A Blueprint for Creating Schools that
Work. San I'rancisco: Jossey-Bass, p. 269.

14 Epp, W. and Epp, J. R. (2000). EQAO Research Series Number 5. Toronto, Ontario: Queen’s
Printer. Sec Table 7 — Provincial Certification Requirements, p. 24.

15 “An Ontario Teacher’s Certificate of Qualification lists the “divisions” and subjects in
which the teacher is qualified to teach. The certificate and its contents are governed b
Regulation 184/97 of the Ontario College of Teachers Act, entitled “Teacher Qualifications.”
At present, teachers in Ontario qualify to teach two consecutive divisions in the school
system, as follows: (1) Primary/Junior (Kindergarten to Grade 6): these teachers are consid-
ered generalists, able to teach the entire mandated curriculum for these grades; (2) Junior/
Intermediate (Gradcs 4 to 10): these teachers are also considered generalists, able to teach
the entire mandated curriculum for these grades, plus one teachable subject from the ap-
proved curriculum for Grades 7 and 8 (i.e., English, mathematics, science); (3) Intermedi-
ate/Senior (Grades 7 to 12): these teachers qualify to teach two teachable subjects from the
Intermediate and Senior teaching options list”. Province of Ontario. (2001, June). It’s All
About Improvement: The Report of the Task Force on Effective Schools, p. 80.

16 Province of Ontario. (2001, June). It's All About Improvement: The Report of the Task
Force on Effective Schools, p. 80-81.
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be more clarity, as teachers earn specialist certificates,'® but even so there is
a provision to assign teachers without specific qualifications for the assign-
-ment either through the emergency provision or by a Letter of Permission.'s

Out-of-field Assignment Ingersoll (2002) observes that highly quali-
fied teachers may actually become highly unqualified if they are assigned
to teach subjects for which they have litile training or education.'” He notes
that beginning teachers are more prone to be misassigned than veteran teach-
ers are. However his data shows those teaching out-of-field at either the
elementary or secondary level are typically veterans with an average of 14
years of teaching experience, and about 45 percent of out-of-field teachers
hold graduate degrees in disciplines other than the subjects assigned's. Data
on this widespread phenomenon show over one fifth of the American pub-
lic secondary teachers are out-of-field for one or two classes out of a nor-
mal daily schedule of five classes."”

While Canada-wide data do not appear to be readily available (especially as
it is often not possible to determine clearly if an individual is teaching out-
of-field or to establish the relative position of two candidates along the con-
tinuum of out-of-field assignments)?, out-of-field teaching does occur es-
pecially in Canadian secondary schools. A British Columbia College of
Teachers Survey (2001) documents out-of-field teaching statistics by re-
cent teacher education graduates who self-report their majors, minors or
concentration areas of academic preparation as compared to the subjects
they now teach regularly. The subjects most affected are Math (5.6% of
respondents reported academic preparation in the subject area vs. 17.7% of
respondents reported regularly teaching in the subject area), French (5.5%
academic preparation vs. 11.0% teaching assignment), Library Science (0.1%
vs. 2.8% ), Chemistry (2.8% vs. 3.8% ), and Physics (2.0% vs. 3.2%).2!
These teaching areas mirror shortages documented in other reports.?& 2

17 Ingersoll, R.M. (2002, January). Out-of-field teaching, educational inequality, and the
organization of schools: An exploratory analysis. Centre for the Study of Teaching and Policy,
Seattle, WA: University of Washington,p. 5.

1 Ibid., p. 20.

19 Ibid., p. 20.

20 province of Ontario. (2001, Junc). It 5 All About Improvement. The Report of the Task
Force on Effective Schools, p. 17.

2! British Columbia College of Teachers. (2001, May). Report of the 2000 Survey of Recent
Graduates of British Columbia Teacher Education Programs. Vancouver: BC College of
Teachers, p. 7.

22 Canadian Teachers’ Federation. (2000, October). CTF Survey of Canadian School Boards
on Supply/Demand Issues. Economic Service Bulletin.

B British Columbia Ministry of Education Report for the British Columbia Teacher Supply

and Demand Consortium. Schools necd teachers now as reported in BCED News (2001,
March/April).
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Underlying Belief System With respect to teacher assignment practices,
two conflicting belief systems appear to be operating. One is that any
credentialled teacher should be able to vie for any teaching vacancy regard-
less of subject or grade level. The second is that only teachers with relevant
recognized qualifications and experience should be considered for a spe-
cific vacancy. Legislation governing teacher credentialling and personnel
practices related to hiring and assignment are all directly influenced by the
underlying belief system of the government, institution or individual re-
sponsible for staffing.

Personnel directors often struggle to determine who is more qualified and
should receive the assignment for a specific class: ’

» Teacher A, with a minor at university in a related area but without that
recognized subject specialization;

» Teacher B, with that recognized specialization but who has not taught in
that specific discipline for 20 years;

» Teacher C, with no formal training in the area but who appears to have
successfully taught the class in a long-term TOC capacity last year; or,

« Teacher D, from out-of-district or out-of-province with the recognized
specialization.

This determination of the best candidate is further complicated when the
issues of seniority, experience, contractual obligations concerning the number
and type of class assignments, evaluation reports and personal attributes are
added into the decision-making process.

Role of Evaluation in Hiring and Assignment Process
In some cases previous evaluation of a teacher’s performance cannot be
probed extensively in the hiring and assignment process. Fear of potential

_grievances and litigation can inhibit assertive questioning of evaluations

and reference checks with the result that hiring decisions are made in the
absence of detailed data that would more accurately predict the teaching
performance of applicants.

The bottom line is that the teacher best suited for a specific class is not
always assigned to those students.

Innovations in Hiring and Assignment to Increase Teacher
Quality

As understanding of the critical importance of teacher effects increases,
attention is being directed to how staffing policies can support teacher qual-
ity. This is illustrated in the recent British Columbia Government report 4

ot
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Vision for the Future which recommends that public interest would be best
served if educational institutions have the flexibility to: i) institute best prac-
tices, ii) organize and schedule learning opportunities, and iii) assign staff
as required for the effective and efficient delivery of education services.**

A number of innovations are being piloted in various jurisdictions to achieve
this flexibility.

Organization and Scheduling of Learning Opportunities

This section examines two aspects of organization and scheduling: time
and differentiated staffing.

Time

Program delivery is largely delineated by the contract: time cycle of assign-
ment (i.e., number of minutes per week or per year); length of school day;
duration of school week; and duration of the school year for students. Greater
flexibility at the school level to determine optimum scheduling enables school
administration to better utilize the talents of the teaching force to enhance
student learning. Year round schooling and full-service schools are exam-
ples of this approach.

Differentiated Staffing

Differentiated staffing assignments may provide more efficiency in deliv-
ering some programs. Virtual schools, for example, employ teachers, coun-
sellors and markers with differing roles to meet the needs of on-line pro-
gram delivery. Barker and Wendel’s study of virtual schooling point out
similar and differing functions for teachers in a virtual school environment
and raises a number of policy considerations that require further investiga-
tion.? Many teachers’ associations however are opposed to any implemen-
tation of differentiated staffing.

Assignment of Staff

2% Province of British Columbia. (2002, March). A Future for Learners: A Vision for Re-
newal of Education in British Columbia. Select Standing Committee on Education Report,
The Legislative Assembly of British Columbia, Victoria. ’
25 Barker, K. & Wendel, T. (2001, February). e-Learning: Studying Canada’s Virtual Sec-
ondary Schools, SAEE Research Series #8, Society for the Advancement of Excellence in
Education, p. 95-6 and 111-112.

26 Lawton, S., Bedard, G., MacLellan, D. & Li, X. (1999). Teachers’ Unions in Canada.

Calgary, Alberta: Detselig Entcrpfiscs. p. 79.
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Probation and Induction

Many jurisdictions are requiring a longer probationary period for new hires,
sometimes as long as two years, in order to accurately assess the teacher’s
performance. Hand in hand with this longer probationary period is a com-
prehensive teacher induction process which capitalizes on the expertise of
master teachers who are released from teaching duties to actively mentor
beginning teachers.

Dismissal Process A shorter time frame for the dismissal process in-
creases the ability to dismiss an incompetent teacher if a remediation pro-
gram is unsuccessful. A reduced time frame decreases the amount of harm
to students’ learning caused by incompetent teaching.

Seniority Some jurisdictions encourage staffing decisions made at the
school level based upon identified school needs, rather than the seniority
list. Litzke (2001) discusses how the concept of seniority as a basis of job
security is being re-evaluated by progressive teacher unions. These TURN
locals are moderating the tenet of seniority by the qualifier that the job
needs to be well done in order for the job to be secure. Worker equality is
still central to the negotiation of base wages and terms of work, but TURN
locals are beginning to reject the parallel premise of worker
interchangeablity in relation to the performance of the work.” Some exam-
ples of districts where these principles are in effect are Hammond, Pitts-
burgh, Toledo and Seattle.?

Qualification Certification Standardization of minimum qualifications
for assignment of subject areas and supporting personnel practices seems to
enhance teacher quality and therefore student achievement. Less out-of-
field teaching was found in those districts that impose standards related to
hiring and assigning teachers with a major or minor in the area to be taught
and in those schools where teachers highly rate the leadership of the princi-
pal.®

Qualifications-Based Staffing at the School Level One example of

~ qualifications-based staffing or hiring is practiced in Seattle School Dis-

7 Litzeke, K. (2001). Teacher Unions as Players in Educational Reform: A Canadian Look
at an American Trend. Kelowna: Society for the Advancement of Excellence in Education,
p- 18-19.

3 Ibid., p. 19.

2 Ingersoll, R.M. (2002, January). Out-of-field teaching, educational inequality, and the

organization of schools: An exploratory analysis. Centre for the Study of Teaching and Policy,
Scattle, WA: University of Washington, p. 23.

30 Litzeke, p. 19. .
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trict. Vacancies are filled at the school level with the best candidate as de-
termined by the school whether or not the district currently employs the
person.’® As Roger Erskine explains in Seattle /we] set up a process where
the people in the building made decisions about what their school plan
would look like, based on the duta we had generated around their students’
learning needs.®' He continues to describe the process as “turning the va-
cancies” over to the school after providing a weighted student formula with
75% of the funding given to the school. Training was done with teachers
and principals so that ownership and responsibility was created. School teams
of five teachers, the principal, and in some cases parents make decisions on
how to spend their budget based on the needs of kids in their school > This
results in innovative solutions such as attracting and retaining senior teach-
ers in needier schools by reducing class size.

Reassignment or Reduction of Staff The ability to respond quickly
to changing student demographics within a school year provides better uti-
lization of staffing resources. Despite this, most contracts use the enrol-
ment on September 30 to determine staffing needs and class sizes for the
entire school year in spite of historical data showing changes in student
enrolment. While most collective agreements have the capacity to easily
add staff during the school year, reduction or reassignment of staff is much
more difficult to implement under current contracts.

In extreme cases school staffs of chronically underachieving schools are
being reconstituted. This involves posting all positions at that school and
no currently assigned teacher is assumed to have tenure at the school level.
Current teachers must apply and qualify for positions on an equal basis
with others within the school district.

Hard-To-Staff Schools or Assignments The Education Commission
of the States defines hard-to-staff schools as those that have a particularly
difficult time finding and retaining trained teachers who are effective with
their student populations. Incentives such as reduced class size, additional

3t Raham, H. (Ed.). (2002). Teacher Unions as Players in Educational Reform: Conference
Proceedings: Education Roundables. Kclowna: Society for the Advancement of Excellence
in Education, p. I1.

2 1bid., p. 11.

33 The Southeast Center for Teaching Quality. (2002, January). Recruiting Teachers for Hard-

to-Staff Schools: Solutions for the Southeast & the Nation. The University of North Carolina
- A Regional Office of the National Commission on Teaching and America’s Future.

34 Riley, R. (1999). New Expeciations: Excerpts from the Seventh State of American Educa-
tion Address. Long Bcach: The George Lucas Foundation, p. 2.
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preparation time and financial incentives®® which will be discussed in the
chapter on Compensation are being used to attract the more capable teach-
ers to the moré demanding assignments.

Professional Development

Enhancements to teacher learning by providing more effective professional
development will be discussed in the next chapter. This could include deem-
ing teaching to be a year-round profession in order to allow sufficient time
for collaborative teacher planning and interaction.* Some jurisdictions are
requiring teacher testing and renewal of qualifications on a cyclical basis
throughout the teacher’s career in-order to keep the assignment they cur-
rently have. Within Canada, Quebec currently requires renewal of creden-
tials every five years and Ontario is instituting a five year cycle. This is
similar to Oregon where an initial teaching license is available for three
years at which time the teacher must qualify for a continuing license. The
holder of a continuing license may renew the continuing license for five
years by verification of successful teaching experience and continuing pro-
Jessional development in accordance with the rules of the commission.®

The goal of hiring and assignment practices is to ensure a skilled teacher in
every classroom, a teacher who most effectively meets the instructional
needs of those particular students. Although effective personnel policies
can optimize the selection and assignment of quality teachers, their quality
must be maintained by providing relevant professional development for
teachers throughout their career. This is addressed in Chapter V1.

3 Oregon Legislative Assembly. (2001). Chapter 342 — Teachers and Other School Per-
sonnel — 2001 Edition. Material provided by the Legislative Counsel Committee of the Or-
cgon Legislative Assembly.
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VI Professional Development

One of the milestones the Government of Canada has identified in its 2002
report, Knowledge Matters: Skills and Learning for Canadians is that:

Within five years, businesses increase by one-third their annual investment
in training per employee' in order to ensure Canada s current and emerg-
ing workforce is more highly skilled and adaptable.* More than half of the
workforce of 2015 is already in the labour market®

The importance of being lifelong learners is a major direction stated in the
federal government’s two papers* outlining strategies to position our coun-
try’s workforce to compete in the global economy of the future. The Fed-
eral-Provincial-Territorial Ministerial Council on Social Policy Renewal Pub-
lic Dialogue on the National Children’s Agenda: Developing a Shared Vi-
sion (June 2000) declares

As a nation, we aspire to have children who achieve physical, emotional
and social development, language skills, literacy, numeracy and general
knowledge to the best of their capabilities, and are ready for learning
throughout their lives so they can gain the abilities they need for present
and future fulfilment.

Even more specifically, the Knowledge Matters report articulates the fol-
lowing goal: to give our children and youth the best possible start in life.

Specific milestones for measuring progress toward this goal should include

the following:

*  Canada becomes one of the top three countries in mathematics, science,
and reading achievement;

o all young Canadians are computer and Internet literate by grade school
graduation;

s all students who graduate from high school achieve a level of literacy

! Knowledge Matters: Skills and Learning for Canadians. (2002). Hull: Human Resources
Development Canada, p. 9. :

2 bid., p. 9.

3 Ibid., p. 2.

* The other paper published at the same time is Achieving Excellence: Investing in People,
Knowledge and Opportunity, Human Resources Development Canada, Hull, 2002.
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Since teachers
have the most
direct, sustained
contact with
students and
considerable
control over what is
taught and the
climate for learning,
improving teachers’
knowledge, skills
and dispositions
through profes-
sional development
is a critical step in
improving student

achievement.
King and Newman (2000)

sufficient to participate in the knowledge-based economy, and
* the proportion of high school graduates who have a working knowledge
of both official languages doubles.’

In order to achieve these ambitious goals, Canada will require a skilled
teaching force that bases its practice on research. Professional development
to support teachers’ continuous learning is a critical factor.

The issues to be considered in this chapter are: Why is ongoing develop-
ment vital to teacher quality? What are the standards for effective profes-
sional development? Who should have control over professional develop-
ment? Where will time for adequate professional development be found?
Who should fund it? What innovative practices are occurring?

The Link between Professional Development and
Teacher Quality

Effective teacher preparation programs, selective hiring and judicious as-
signment of teachers based on qualifications and evaluations can increase
the quality of the work force. It is ongoing professional development, how-
ever, which expands the capacity of teachers to adapt to meet new chal-
lenges and develop the requisite skills and knowledge. Fullan hypothesizes:

Twenty-five percent of the solution is attracting good people to the profes-
sion and providing them with the best possible initial preparation. This would
be no mean feat, as solid teacher preparation programs are in the minority;
75% of the solution is ensuring that they have a place to work that enables
them to learn on the job.®

Although schools are envisioned as professional learning communities,’
many times the vision and the reality do not meet. While teacher prepara-
tion and professional development should be focused on a set of shared
knowledge, skills, and commitments,® agreement on what comprises this set

3> Knowledge Matters: Skills and Learning for Canadians. (2002), p. 2.

6 Fullan, M. (2001). The new meaning of educational change (third edition). Toronto, On-
tario: Irwin Publishing, p. 237.

7 Ibid., p. 270-1.

8 National Commission on Teaching and America’s Future. (1996, September). What mat-
ters mosi: Teaching for America’s future. New York: NCTAF, p. 19.
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is not universal. Even where there is agreement, practical issues such as
funding, time schedules and delivery options may conspire to make profes-
sional development ineffective. The consensus is growing that continual
learning on the job throughout their career is essential for all teachers as it
increases teacher quality and therefore student achievement. -

Standards for Staff Development

There are various standards or criteria for effective staff development. One
of the most respected internationally is the revised Standards for Staff De-
velopment of the National Staff Development Council (NSDC) (see Figure
6.1). The revision was guided by three questions:

What are all students expected to know and be able to do?
What must teachers know and do in order to ensure student success?
Where must staff development focus to meet both goals?

Drawing on best practice and the research available, NSDC recommends
that staff development must be results-driven, standards-based, and job-
embedded.

1

Another useful set of criteria for high-quality staff development is presented
by the National Education Foundation for the Improvement of Education
(see Figure 6.2). Most cffective staff development programs try to address
the issues raised in both the NDSC Standards and the NIFE criteria.
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Figure 6.1 - NSDC Standards for Staff Development

NSDC STANDARDS FOR STAFF DEVELOPMENT

Staff development that improves the learning of all students:

CONTEXT
Learning Communities
+ Organizes adults into learning communities whose goals are aligned
with those of the school and district.
Leadership
* Requires skilful school and district leaders who guide continuous
instructional improvement.
Resources
* Requires resources to support adult learning and collaboration.

PROCESS

Data-Driven

« Uses disaggregated student data to determine adult learning priorities,

monitor progress, and help sustain continuous improvement.
Evaluation

« Uses multiple sources of information to guide improvement and

demonstrate its impact.
Research-Based

« Prepares educators to apply research to decision making.
Design

» Uses learning strategies appropriate to the intended goal.
Learning

« Applies knowledge about human learning and change.
Collaboration

« Provides educators with the knowledge and skills to collaborate.

CONTENT

Equity
« Prepares educators to understand and appreciate all students,create
safe, orderly and supportive learning environments, and hold
high expectations for their academic achievement.

Quality Teaching
* Deepens educators’ content knowledge, provides them with
rescarch-based instructional strategies to assist students in meeting
rigorous academic standards, and prepares them to use various types
of classroom assessments appropriately.

Family Involvement
« Provides educators with knowledge and skills to involve families
and other stakeholders appropriately.®

® National Staff Development Council at http://www.nsdc.org/educatorindex.htm

ERIC
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Figure 6.2 - NFIE Criteria for High-Quality Professional Development

The NEA Foundation for the Improvement of Education (NFIE) de-
fines high-quality professional development as that which:

®  has the goal of improving student learning at the heart of every
school endeavour

*  helps teachers and other staff meet the needs of students who learn
in different ways and who come from diverse backgrounds

® provides adequate time for inquiry, reflection, and mentoring and
is an important part of the normal working day of all public school
educators

®  isrigorous, sustained, and adequate to the long-term change of prac-
tice

® s directed toward teachers’ intellectual development and leader-
ship

* fosters a decpening of subject-matter knowledge, a greater under-
standing of learning, and a greater appreciation of students’ needs

* is designed and directed by teachers, incorporates the best princi-
ples of adult learning, and involves shared decisions to improve
the school

" ®  balances individual priorities with school and district needs and

advances the profession as a whole
makes best use of new technologies

* s site-based and supportive of a clearly articulated vision for stu-
dents.'

Responsibility for Professional Development

Staff Development Practice in Canada

Professional development in Canada often refers to activities which a teacher
undertakes to further personal or professional growth. Teachers often are
able to choose those activities that they deem appropriate. Generally they
are not required to be undertaken with other members of their school or
district or be imbedded in the needs of the students of the school in which
they teach. In today’s context of school improvement planning and annual
school and district wide goals, this practice raises an important question:
Should individual teachers have the autonomy to determine all of their pro-
fessional development activities or should the needs and educational goals
of the school have precedence?

19 NEA Foundation for the Improvement of Education.(2000, Spring). Engaging
Public Support for Teachers’ Professional Development. Proceedings of NFIE’s
Public Engagement Symposium.
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Most Canadian teachers’ associations have policies related to professional
development. Similar to the example from the Ontario Secondary School
teachers Federation (OSSTF) (see Figure 6.3), these policies usually state
that the right to determine professional development activities belongs to
the member or the association. This naturally can lead to issues of control,
as school districts in their role as employers, the provincial or territorial
governments as policy-makers, and in two provinces the College of Teach-
ers as professional governing bodies, all believe that they also have some
rights to determine professional development activities.

Figure 6.3 - OSSTF Policy 8 - Educational Issues

OSSTF Policy 8 - Educational Issues (EDIS Policy) (A.91)
8.1 Professional Development Activities

8.1.1 It is the policy of OSSTF that members should have the right to
determine the objectives and programs of their professional de-
velopment activities. (A.88) .

8.1.2 Itisthe policy of OSSTF that Professional Development Days and
their format should be selected by the District or Division elected
or appointed representatives. (A.82)

8.1.3 It is the policy of OSSTF that it is the professional responsibility
of members to participate actively in professional development
programs. (A.88)

8.1.4 Ttis the policy of OSSTF that professional development should be
an activity that is designated specifically for the personal and pro-
fessional growth of members and will be an activity that is initi-
ated by, planned by, implemented by, and evaluated by member(s)
and/or their clected or appointed representatives.(A.88)

8.1.5 It is the policy of OSSTF that a professional activity should be an
activity that is considered to be essential to the functioning of the
educational system. Such activities would include parent-teacher
intervicws, program dcvelopment, evaluation, marking, promo-
tion meetings, activities that are essential for the opening and clos-
ing of school such as clean-up and inventory, informal meetings
and curriculum development.

8.1.6 Itis the policy of OSSTF that all members should have accesstoa
variety of ongoing professional development growth opportuni-
ties to assist with the planning and implementation of effective
and innovative educational practices. (A.91)

8.1.7 Itis the policy of OSSTF that members should be provided with a
variety of opportunities to collaborate, share ideas and reflect upon
cducational concerns. (A.91)

8.1.8 It is the policy of OSSTF that professional development should
not be imposed on Members by the Ontario College of Teachers
or any other body. (A. 99)**

11 Ontario Sccondary School Teachers’ Federation. OSSTF Policy Statements.
Retrieved (rom www.osst{ on.ca/www/handbook/2000/policies2000.pdf
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Policy which provides individuals with unfettered rights to determine their
own professional development activities can be detrimental to professional
growth at the school or district levels. As Elmore suggests, improvement is
. .. a function of learning to do the right thing in the setting where you
work'? and as Fullan postulates 25% of the solution is having good direc-
tional ideas; 75% is figuring out how to get there in one local context after
another’ which is near impossible to do without coordinated teamwork
within a school.

Professionalism can be ensured only when professionals see themselves as
life-long learners. Such a requirement is realistic only if accompanied by
facilitating structures that provide support, sustained focus and reflect the
best of what is known about teaching and learning." '

~ Professional development as it is usually referred to in the current research

is school-based and is designed to produce measurable increases in student
achievement. Grimmett and Echols (2001) believe that using the school as
both the site and context of professional development encourages educators
to examine their values and practices together. This permits the co-con-
struction of a collaborative culture in the school, one in which administra-
tors and teachers are encouraged to lead and learn from one another."

Professional Development Models in Two Provinces

Ontario’s Mandatory Professional Learning Program will require a teacher
to have completed 14 Professional Learning courses by the end of each five
year cycle of teaching. Each course must be a minimum of five hours. Seven
of the 14 courses must be from options under any or all of seven broad
categories: curriculum, special education, classroom management, and lead-

12 Elmore, R. (2000). Building a New Structure for School Leadership. Washington: The
Albert Shanker Institute, p. 25.

13 Fullan, M. (2001). The new meaning of educational change (third edition). Toronto, On-
tario: Irwin Publishing, p. 268.

14 Province of British Columbia. (2002, March). 4 Future for Learners: A Vision for Re-
newal of Education in British Columbia. Select Standing Committee on Education Report,
The Legislative Assembly of British Columbia, Victoria.

15 Grimmett, P. & Echols, F. (2001, May). Teacher and administrator shortages in changing
times: Avoiding the dilemma of saving the train from hijackers to find there's no train left!
Paper presented at the 2001 PCERA Symposium; Teacher Education/Educator Training:
Current Trends and Future Directions, Laval University, Quebec City, p. 16.
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ership, technology, teaching strategies, communication with parents and
students, and student assessment. Each teacher can choose seven electives
or specializations in their area(s) of particular interest. Courses must be
delivered by approved providers as determined by the Ontario College of
Teachers and meet standards including an assessment component, have a
student focus and be linked to Standards of Practice. This program will
remain separate from performance appraisal unless the teacher chooses to
link aspects of both processes.'¢

In Alberta, Teacher Professional Growth Plans (TPGPs) were created under
policy 2.1.5 Teacher Growth, Supervision and Evaluation (Alberta Learn-
ing, 1998)."7 All teachers must create and maintain a professional growth
plan to be reviewed annually by their supervisor, specifying at least three
goals for professional development at the beginning of each school year. A
year-end review written by the teacher examines actions and outcomes to
meet the goals in terms of teacher learning. After being reviewed by the
principal, the plan may not be shared without the teacher’s initiation and
permission or be used for purposes of teacher evaluation. This policy sup-
ports the concept of teachers as self-directed professionals while reassuring
the public that each teacher’s practice is examined annually.

Funding of Staff Development

Private sector employers invest in employees because they know it aids
recruitment and retention, boosts productivity and morale, and adds to the
bottom line.*® In contrast, professional development activities in the public
education sector are chronically under-funded.

The Education Improvement Commission compared Conference Board of
Canada statistics on investment in professional development and training.
Across all employment sectors, the average amount spent per employee
was $776, or 1.6 per cent of payroll. In the health and education sectors,
the average amount spent per employee was $423."°

'S Ontario College of Teachers. Professional Learning Program. Retrieved from
http://www.oct.on.ca/english/pip/default.asp

'7 Alberta Learning. Policy, Regulations and Forms Manual - Section 2 - Accountability in
Education Policy Requirements: Policy 2.1.5 - Teacher Growth, Supervision and Evalua-

tion. Retrieved from http://www.learning.gov.ab.ca/educationguide/pol-plan/polregs/215.asp

13 Stewart-Patterson, D. (2002, February 13). Improving Public Education: How Business
Can Help. Notes for remarks to Canadian Council of Chief Executives, Toronto, p. 6-7.

19 Province of Ontario. (2000, December). The Road Ahead — V: A Report on Improving
Student Achievement. Toronto: Education Improvement Commission, p. 12.
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This expenditure ratio is similar to the United States where, according to
the National Staff Development Council, the typical American school dis-
trict currently allocates only about 1% of its total budget for improving the
abilities of its staff*® Odden and Kelley (1995) believe that professional
development funding should be no less than 2-3% of the operating budget.*'
The Ontario Task Force recommends that the Ministry of Education in-
crease its level of support for professional development within the educa-
tion funding formula to an amount equal to 1.6 % of the payroll of district
school boards, and that it require boards to use these funds exclusively for
the professional development of their employees.?* The Ontario Task Force
continues on to state that it is necessary to invest in continuous professional
development aimed at improving teachers’ expertise in their subject areas
and teaching techniques [as] is a necessary building block for school im-
provement.

While Alberta has not set numerical targets, the government’s Business Plan
2002-2005 articulates the following strategy and initiatives:

Strategy 2.1.1 Ensure that teaching and instruction in Alberta s funded learn-
ing system is consistently of high quality.

Initiative a: Research and report on the effectiveness of teacher prepara-
tion.

Initiative b: Develop a plan for pre-service/in-service programs that en-
hance the skills of teachers in integrating technology in consultation with
education and provincial professional development providers.™

Once all levels of governments responsible for public education, including
school boards, have committed to allocating more funding, methods for
improving the effectiveness of in-service programs must still be found.

20 Sparks, D. & Hirsh, S. (1999). A National Plan for Improving Professional Development.
National Staff Development Council.

2! Odden, A. & Kelley, C. (1995, September). Reinventing Teacher Compensation Systems.
CPRE Finance Brief. -

22 province of Ontario. (2001, June). Jt’s All About Improvement: The Report of the Task

Force on Effective Schools. Recommendation 9, p. 19.
% Government of Alberta. Learning: Business Plan 2002-05, Strategy 2.1. 1 Initiatives (a) &

(b). Retrieved on http://www.treas.gov.ab.ca/publications/budget/budget2002/learn.htmi
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Innovative Practices
Ways to Create Time for Professional Development

McDiarmid (1995) defines mental space as the opportunity for teachers to
get away from their classrooms both mentally and physically to think about
their work.* Such space is necessary for teachers to be able to analyze and
reflect on their craft. Figure 6.4 provides some examples of how the school
calendar and schedule might be re-structured to provide quality time to sup-
port teacher learning.

Figure 6.4 - How to Create Professional Development Time

How to Create Professional Development Time

Purnell and Hill (1991) identify six general approaches to creating time for staff

development:
{ e  Promote time outside the classroom during the school day (e.g., use substitutes -

to free teachers to attend workshops, conferences, observe other classes).

* Refocus the purpose of existing time commitments (e.g., use faculty meetings).

* Reschedule the school day (e.g., adjustments are made in the master schedule).

¢ Increase the amount of available time (e.g., use of supplemental contracts and
stipends for teachers to attend summer trainings, extend participation beyond
the usual hours). ] )

* Promote teachers volunteering some of their time (e.g., create conducive con-
ditions such as babysitting services, allocate space for teachers’ conference).

* Promote more efficient time use (e.g., make meetings more efficient, use tech-
nology).

In addition, Raywid (1993) cites a number of examples for creating professional
development time:

®  Use part or all of faculty, department, or team meetings for professional devel-
opment.

® Lengthen the school day for 20 minutes four days per week; use an early re-
lease on the fifth day to provide an extended period of time for professional
development.

* One morning per week, engage students in alternative activities such as com-
munity service that arc supervised by parents, community members, or
noninstructional staff; use this time for professional development.

*  Provide a common scheduled lunch and planning periods for teachers working
on joint projects. 2 '

23 McDiarmid, G.W. (1995, April). Realizing new learning for all students: A framework for
the professional development of Kentucky teachers. (NCRTL special report). East Lansing,
MI: National Center for Research on Teacher Learning, p. 6.

% Raywid, M. (1993). Finding time for collaboration. Educational Leadership,

51(1), 30-34.
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There is often a misperception that teachers are not working when they are
not directly involved with students. Professional development activities may
be seen by the public as self-serving or as a holiday from work. The British
Columbia Teachers’ Federation reports that teachers participate in many
professional development activities and preparation for the next school year
during the summer holidays 7/, yet there is no official recognition of these
activities. The United States Department of Education recommends teach-
ing become a year-round occupation and offers grants to school staffs who
use the summer months for school planning and in-service training activi-
ties. Restructuring the year to space student holidays more evenly with
smaller gaps between school sessions, has been proven to improve achieve-
ment levels for students who live in less affluent circumstances? and those
whose first language is not the language of instruction?. The Alberta gov-
ermnment has identified the need for conducting an impact study of year-
round schooling options on student achievement *® as has the federal gov-
ernment, through the Social Sciences and Humanities Research Council. *!
Reorganizing the school calendar may also positively impact the quality of
professional development programs for teachers.

Common Planning Time or Lesson Study

Common planning days or weeks when students were not scheduled to be
in school would allow prolonged school-based professional development
activities to occur with teachers. NFIE presents the following recommen-
dations:

26 Purnell, S., & Hill, P. (1992). Time for reform. Santa Monica, CA: Rand.

27 Schaefer, A. (2001, December). How I spent my sumnmer vacation: Time-use data from the
Spring 2001 BCTI" Worklife of Teachers Workload Issues and Stress Survey. BCTF, Vancou-
ver, B.C.

28 Gandara, P. & Fish, . (1994, Spring). Year-Round Schooling as an Avenue to Major
Structural Reform, Educational Evaluation and Policy Analysis, 16(1), p. 67-85.

2 Weaver, T. (1992). Year-Round Education, ERIC Digest (ERIC Clearinghouse on Educa-
tional Management), 68. Retrieved from http://ericir.syr.edu/plweb-cgi/obtain.pl .

3 Government of Alberta. Learning: Business Plan 2002-05, Strategy 2.1.1 Initiatives (a) &
().

31 Province of Ontario. (2001, June). It’s All About Improvement: The Report of the Task
Force on Effective Schools, p. 41. The purpose of the proposed research is to determine the

relationships bet:veen changing to a form of “year-round” calendar and issues of equity and
social justice. Canadian researchers, under the leadership of Dr. Carolyn M. Shields, will

study four jurisdictions: Alberta, Ontario, California, and Florida.
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Chinese teachers
offer demonstration
lessons to each
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interest (Stigler &
Stevenson, 1991).
German teachers
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conferences” within
the school to
develop class
materials and look
at student work
(Ratzki, 1988).
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structures assume
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see students whole
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consult with one
another to make
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decisions.*



Redefine the teaching job to include both direct student instructional time
and blocks of extended time for teachers’professional development. Extend
the length of the school year, allowing for up to four weeks for teachers’
professional development while students are on vacation. Organize the teach-
ers’ year to include intensive, sustained study by staff as determined by
school-based decisions directed toward inéreasing student learning. Inten-
sive study should be supported by year-long follow-up.3?

Stigler & Stevenson observe that in Asian schools there is a very systematic
effort to pass on the accumulated wisdom of teaching practice to each new
generation of teachers and to keep perfecting that practice by providing
teachers the opportunity to continually learn from each other.

Japanese teachers meet daily with their colleagues in time assigned away
from students with the majority of this time being used for common plan-
ning and reflection. This compares unfavourably with the individual “prep
time” common in our schools. The Ontario report echoes this: We also ad-
dressed the need for teacher planning meetings by subject area, grade level,
and division. We suggest that time for this type of collaboration does not
happen nearly enough.®

Teacher-Led Professional Development Centres

Teacher-Led Professional Development Centres are being established at
different locations in the United States. Their mandate is to help teachers
address their practice to results and help define responsibility for results,*
and the concept is strongly supported by unions.*” Some of the criteria and
functions of these centers are listed in Figure 6.5.

32 NEA Foundation for the Improvement of Education. (1996). Teachers Take Charge of
Their Learning: Transforming Professional Development for Student Success. Washington.
33 Stigler, J.W. & Stevenson, H.W. (1991, Spring) How Asian teachers polish each lesson to
perfection. American Educator, p. 12-47.

3 Darling-Hammond, L. (1997). The Right o Learn: A Blueprint for Creating Schools that
Work. San Francisco: Jossey-Bass, p. 195.

35 Cooke, D. (2002, Winter); It’s All About Improvement, SAEE - Education Analyst, 5(1).
36 NEA Foundation for the Improvement of Education. (1999, August). Creating Teacher-
Led Professional Developmeni Centers. Proceedings of a symposium held in Portland, Or-
cgon co-sponsored by NFIE and the division of Affiliate Capacity Building of the National
Lducation Association.

37 These centers should be “an integral part of union activity, just like our efforts around
hours, wages, and working conditions,” in the words of John Perez, vice president of United
Teachers Los Angeles.” NEA Foundation for the Improvement of Education. (1999, Au-
gust). Creating Teacher-Led Professional Development Centers. Proceedings of a sympo-
sium held in Portland, Oregon co-sponsored by NFIE and the division of Affiliate Capacity
Building of the National Education Association.
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®  be coordinated from a place external to the schools, but serve to em-

‘e provide a long-term focus on changes in knowledge and practice, with

Figure 6.5 - Teacher-Led Professional Development Centres

Teacher-Led Professional Development Centres should:

®  be inclusive rather than exclusive by serving all members of the edu-
cation commnunity

bed professional development within the day-to-day work of schools.

*  should organize a wide variety of activities carried out by a partner-
ship whose goal is the continuous improvement of instruction leading
to gains in student achievement.

® serve as a safe haven for individual and collective risk-taking

® involve all of the teachers in the area served by the center

*  make use of the leadership skills that teachers acquire at various stages
in their carcer

®  build bridges between what is mandated, what teachers and adminis-
trators say they need, and what is best practice

®  help negotiate shifts in mandates

® generate work that leads to better policies and help legislatures to
Jframe productive, research-based mandates

® link the learning in one school to another

®  bring resources from the local area and from outside it

® serve as a clearinghouse for high-quality professional development

®  be the broker or matchmaker between iieeds and resources, and be
responsive to schools and the decisions they make about how to im-
prove

* focus on standards for student learning

Jollow-up in school sites

* ensure the presence of qualified building-based teacher mentors/
coaches with few or no other duties; set criteria for these positions;
train the incumbents

®  build effective school teams, inclusive of the principal

* transform the principal into the chief instructional leader

® connectto the school improvement plan and school improvement proc-
ess/management process

¢ be established external to the district or existing state education bu-
reaucracy

*  be teacher-led

* rise above poliiics but be able to use the union’s power to achieve professional
goals
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These centres become not only a place for remediation and professional
growth but also encourage innovation and risk-taking. They are designed
as providers, advocates and facilitators of training as well as a place to
formulate a vision and its enabling policies. According to the NFIE sym-
posium:

The center could also be an important source for documenting the link
between high-quality professional development and student results, gath-
ering data to disseminate to school boards, legislators, and schools.
Professional development centers themselves should be sources of new
ideas — places that help to set the policy agenda based on research and
best practice.*

Professional development in Canada should be based on research and
best practice; supported by policy and practice by all stakeholders; and
reflect a vision of schools as professional learning communities whose
prime purpose is to enhance student learning. This will require collabo-
ration between unions, districts, govemments, professional associations,
and teachers colleges, rather than a struggle over control of professional
development. In conjunction with such collaboration, increased fund-
ing, innovative scheduling, and a greater emphasis on school-embed-
ded training will pay important dividends in teacher quality and student
achievement in Canada.

38 NEA Foundation for the Improvement of Education. (1999, August). Creating Teacher-Led
Professional Development Centers. Proceedings of a symposium held in Portland, Oregon co-
sponsored by NFIE and the division of Affliate Capacity Building of the National Education
Association.
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VIl Evaluation

The public, policymakers and the education community all agree: Improv-
ing teacher quality is essential to improving student achievement. What is
in contention here is how these different groups define “teacher quality”
and view “teacher improvement,” and the implications of these diverse
perspectives jor teacher evaluation, in general, and peer assistance and
peer assistance and review programs, in particular.

The issues to be considered in this chapter are: What is the relationship of
evaluation to teacher quality? What is current evaluation practice? How can
evaluation influence hiring, assignment, retention, advancement, profes-
sional development and compensation? How do peer assistance and peer
review programs change the evaluation paradigm?

Why Is Teacher Evaluation Important for Teacher Quality?

Although teacher performance appraisal occurs in many different formats,
its two main purposes are improvement and accountability. The evaluation
provides teachers an opportunity to increase their expertise by reflecting on
their practice in a systematic manner with another educator. For personnel
purposes, evaluation is usually a tool to recognize performance quality and
to help teachers further improve their practice. Only rarely is teacher evalu-
ation used as a tool to terminate employment.

The second purpose of monitoring teaching performance is to ensure stand-
ards are maintained. At the classroom and school levels, this information is
required to ensure that students are being provided satisfactory learning
opportunities. At the system level it is required to provide the public with
quality assurance. The importance of such monitoring is readily apparent
when one recognizes that a single elementary teacher can affect the learn-
ing of at least 25 students per year or approximately 875 students in a ca-
reer. A secondary teacher influences learning outcomes for a wider group of
students, perhaps 175 learners a year or 6,125 young people in 35 years.

! American Fedc:ation of Teachers & National Education Association. (1998). Peer Assis-
tance & Peer Rcview. An AFT/ NEA handbook prepared for Shaping the Profession That
Shapes the Futurc, An AFT/NEA Conference on Teacher Quality, September 25-27, 1998,

Washington, DC. p. 6.
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Differences in Evaluation Processes

In general, the evaluation process for teachers lacks the rigor of many other
professional or technical vocations and is inconsistent from district to dis-
trict. Evaluation processes can result in either formative or summative evalu-
ation reports, depending upon the framework and the purpose of the evalu-
ation. Evaluation processes can be voluntary or mandatory depending upon
legislation, certification, collective agreements, perceived teacher perform-
ance and teacher choice. In some cases, collective agreements prohibit for-
mal teacher evaluation after initial probationary period unless there is suffi-
cient and obvious cause.

Evaluation processes can vary widely in type, data collection and analysis,
participants, and end products. Figure 7.1 suggests the range of variables in
teacher evaluation instruments.

Figure 7.1 - Some Variables in Evaluation Process

'rypc of evaluation Formative Summative
CE E CE CE E E ECEEEEEEEEEDIDIOIODIDIIDIDIIDIDIDIDIDDD
Data collection By individual By others By individual and others
E E CE CE E EE CEEECEEEEEEDDIDIIDIOIDIDIDIDIDIDD
Data collection Snapshot ( onc time) . Multiple sessions over period of ime
CEEEE ECECEEECEECEEEEEDIDIDIOIIDIIIDIOIIDIIDID
Type of data One type Multiple types
CE E E CE E EECEEEEEEEED IO
Data sources e Muldple
CE CE CE E ECECECECECEEEEDIIOIODIDIDIDIDIDIDIDIDIID
A nalysis Of data By individual By external evaluator Collaboratively by both
E E CE ECEEEECEEECEEEEEDIDIDIDIDIIDIDIDIDIDIDIDIDD
External evalu ators Administrators , Peers Outside personncl
CE E CE E E CE ECEEEEEEEEDDIIIOIDIDDODIIIOODIDIIDD
R cport Confidential Open for personnel uses
CE E CE CE EE ECEEERFEEEECEEDIDIDNIIDIDDIDIDIDIDIDD
Participation Voluutary Mandatory
E E E E E CE ECECEEECEEEEEDIIDIIIIODIIONDIDIDDD
Pu rpose of evaluation Self-improvement Supervision Employment decision

E E E CE E E CE EEEEEEFEEEDIDIDDIOIIIIDIIODID
Benchmarks/standards
None suggested ' Prescribed
CEE E EEEEECEEEECEECECEEDIDIIIDIIDIOODDIOIIOIDD
No reference Mandatory refercucing
E E CE ECE E CEC ECEECEECEEECEEEDIDIDIDIIIDIIDIIIID=

Summary statement  Option Mandatory
E E E E E E CEEEEEEEEEEDDIRIIIDI I
Ratine None Two ratings Scale with multiple ratings Any ratings possible
4 EE CE E CE CE ECECEECEEEEEDIIIOIDIIIIDIDDD
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Current Practice

Evaluation can range from informal to formal and from suggested to pre-
scriptive models. Many evaluation processes are detailed in collective agree-
ments with the roles of administration, both school and district, the teacher
and the union being prescribed. Indeed in many jurisdictions even the lan-
guage to be used in any report may be prescribed, e.g., 2.1.5: It is the policy
of OSSTF that no evaluation reports should contain a rating statement other
than satisfactory or unsatisfactory. (4.86)*

However evaluation processes are beginning to change. For example, the
Ontario government is planning four ratings of teacher performance: exem-
plary and good in addition to the traditional satisfactory and unsatisfac-
tory.3 As well beginning in the fall of 2002, both parents and senior students
can provide input into a teacher’s appraisal.* Current teachers will be evalu-
ated every three years, while new teachers will be evaluated twice a year in
each of their first two years in the classroom.

Evaluation Standards

Every evaluation process should have standards delineated as benchmarks
so that evaluation remains objective and not subject to the biases of the
individual evaluator. The standards should be based on research and best
practice.

Arecent federal government report states that Alberta has the most compre-
hensive competency, growth and teacher evaluation benchmarks in Canada.
The Quality Teaching Standard ministerial order is the first of its kind in
Canada. The Standard applies to teacher training and certification, profes-
sional development, supervision and evaluation.® The Alberta Teacher
Growth, Supervision and Evaluation Policy states that teachers pursue life-
long learning and develop an annual professional growth plan with the pro-
vision that instead of a set time cycle for evaluations, principals evaluate
any teacher who may not be meeting the Quality Teaching Standard. On-
tario is currenily developing new provincial standards for performance ap-

% Ontario Secondary School Teachers’ Federation. OSSTF Policy Statements. Policy 2 -
Collective Bargaining Evaluation (CBEV Policy) (Supervision for Growth and Perform-

ance).

3 Province of Ontario. (2001, October 15). Backgrounder: Supporting teacher quality and
teaching excellence : the Quality in the Classroom Act, p. 1. Retrieved from
http://mettowas? | .edu/gov.on.ca:80/eng/document/nr/0 1. 10/bg 1015 html
4 Province of Ontario. (2002). Supporting Teacher Excellence: Teacher Performance Ap-
praisal Manual, p. 11. Retrieved from htip://cdu/gov.on.ca/eng/teacher/teacher.htmi

5 Government of Canada. (2001). Canada and the Summits of the Americas: A National

Report. Government of Canada, p. 13. Retrieved from
http://www.americascanada.org/eventsummit/documents/nationalreport-e.pdf
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“Teachers (and
teacher unions)
don't hire, evalu-
ate or tenure
teachers: admin-
istrators do. But
the whole proc-
ess would be a
lot better if
teachers were
able, as a profes-
sion, to take
responsibility for
themselves.™

(Alber( Shanker, former

President, American
Federation of Teachers)

praisal so that principals can evaluate teachers in a fair and consistent man-
ner.

In the United States, two well-known sets of standards are The National
Board for Professional Teaching Standards (NBPTS) and The Beginning
Educator Support and Training (BEST) Program. As in Canada, many dis-
tricts have also developed standards or performance tables. For example,
Connecticut has created the CCT Performance Table: A Career Continuum
using: The Connecticut Common Core of Teaching (CCT), The Connecti-
cut Competencies Instrument (CCI), The Beginning Educator Support and
Training (BEST) Program portfolio rubric, and The National Board for Pro-
fessional Teaching Standards (NBPTS), and Five Core Proposition State-
ments® (See Figure 7.2).

Figure 7.2 - CCT Performance Table: A Career Continuum

CCT Performance Table: A Career Continuum

This document is meant to serve as a resource for teacher evaluation and

professional development. As a performance table, it aims at providing an

understanding of a teacher s career continuum... constructed primarily with

the experienced (3+years) teacher in mind.

The career continuum runs from the pre-service and novice years (Pre-

Service and Competent), through and beyond tenure (Competent and Ac-

complished), to National Boa:d Certification or to a teacher-leader posi-

tion (Master).

[The] many ways this document may be used at the school level for the

purposes of teacher evaluation and professional development include:

* as a professional development tool for administrators and teachers to
better understand the CCT.

* t0 help define and understand acceptable levels of performance as de-
fined by the CCT.

* 10 help locate a teachers performance at a specific point in time, using
the CCT. (to be used with data)

* 10 help develop annual or multi-year goals and objectives focused on spe-
cific areas of the CCT.

* as a tool for administrators to conference with teachers around selected
areas. (to be used with data)

* as a tool for teachers to self-assess their professional progress over their
career:

* 10 individualize feedback, goal-seiting, and professional development, re-
placing a one-size-fits-all culture of professional growth.”

© Connecticut State Department of Education: Division of Research and Evaluation: Bureau
of Evaluation and Educator Standards. (2002, April). CCT Performance Table: A Career
Continuum 2002 Teacher Evaluation Resource Instrument (Draft).
7

Ibid.

8 Shanker, A., former President, American Federation of Teachers, as quoted on AFT web
page http://www.aft250.0rg
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impact of Evaluation Process

Successful completion of an evaluation process within a specific time pe-

riod is sometimes required in order for a teacher to obtain tenure. In other

circumstances, €.g., initial hiring to a district or for consideration for ad-
vancement, an evaluation does not need to be completed at that time, but
previous evaluation reports (teaching or practice teaching) are usually ref-
erenced.

An unsuccessful evaluation can trigger a remediation process to help im-
prove the teacher’s performance. If the teacher cannot or will not demon-
strate the ability to meet the stated standard, the teacher may be dismissed
or not have his/her contract renewed. Evaluation results can determine sug-
gested or mandatory action plans for professional development. Finally,
evaluations can influence certain aspects of the teacher’s compensation in
some jurisdictions.

Dismissal as a result of unsatisfactory performance does not occur as often
as would be expected. A recent meta-analysis concludes that expert opin-
ion and empirical research indicate 5 to 15% of public school teachers in
the United Siates perform at incompetent levels. However, the termination
rate which includes resignations, dismissals of tenured teachers, and non
renewals of probationary teachers is less than 1%5°. A survey of BC princi-
pals indicates that approximately one in 35 evaluations resulted in “less
than satisfactory” reports'®. In Ontario, as in other jurisdictions, data do not
appear to be available on the number of teachers not performing satisfacto-
rily and who are not dismissed, but estimates suggest the numbers are low."!

Consistent and regular evaluation processes can be a powerful tool for im-
proving teacher quality if there is follow-through on unsatisfactory per-
formance should remediation efforts not succeed. Unfortunately the time,
expense and perceived lack of success in contested dismissals discourage
many administrators.

? Tucker, P. (2001, February). Helping Struggling Teachers. Educational Leadership, 58(5),
p. 52. .

10 Edgar, B. (1997). Tough Calls. Adminfo, BC Principals and Vice-Principals Association,
p. 10-11.

! Province of Ontario. (1995). For the Love of Learning: Report of the Royal Commission
on Learning, Scction 12 (¢).
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“Instead of
capitalizing on
lousy, top-down
teacher evalua-
tion systems that
make it too easy
to get tenured,
that are indiffer-
ent about teach-
ers who are
falling down on
the job and offer
no assistance to
teachers who
need help, let's
negotiate a peer
review and
intervention
program. Be-
cause believe
me, NO one is
more knowledge-
able and rigorous
about teacher
performance than
first-rate
teachers!” 12

(Sandra Fetdman, President,
American Federation of
Teachers)



Peer Assistance and Peer Review Programs
Definitions of Peer Assistance and Peer Review Programs

Peer assistance and peer review programs fulfil two distinct functions. A
peer assistance program can exist without a peer review program, but the
opposite is not true. A peer review program without a peer assistance pro-
gram is not educationally sound.

The AFT/NEA believe that peer assistance programs help.new and veteran
teachers improve their teaching knowledge and skills. New teachers or strug-
gling veterans are linked with consulting teachers who provide ongoing
support through observing, modeling, sharing ideas and skills, and recom-
mending materials for further study.

Peer review programs add a significant new element. Consulting teachers
conduct formal evaluations and make recommendations to the administra-
tion of the school district regarding the continued employment of partici-
pating teachers. At that stage, the district is responsible for making the em-
ployment decision and the union is responsible for ensuring that the process
was fair and equitable.!® Their generic features are described in Figure 7.3.

Figure 7.3 - Peer Assistance and Peer Review Programs

Common Features of Peer Assistance and Peer Review Programs

* are created through collective bargaining agreements or through joint
affiliate/school district agreements in non-bargaining states;

* require a shared focus on improving teaching on the part of teachers
and their union and the school district, including administrators;

* involve joint decisions by teachers and administrators;

s provide assistance to new teachers and/or veteran teachers who are at
risk of termination due to poor performance; and/or veteran teachers
voluntarily seeking to improve their teaching practice;

* have a process for identifying and training outstanding teachers to pro-
vide peer assistance, and, in a peer assistance and review program,
peer evaluation; and

° have resources dedicated to implementing the program.'®

'2 Feldman, S., President, American Federation of Teachers, as quoted on AFT web page
hitpAwww.att.org/edissues/ieacherguality/CompEval.him

¥ Amcrican Federation of Teachers & National Education Association. (1998). Peer Assis-
tance & Peer Review: An AFT/NEA handbook prepared for Shaping the Profession That

Shapes the Future, An AFT/NEA Conference on Teacher Quality, September 25-27, 1998,
Washington, DC, p. 3-4.

" Ibid., p. 4.
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Differences Among Peer Assistance and Peer Review Programs

Peer assistance and review prograns vary in regard to:

who is served;

* the extent and kinds of services provided;

* whether the peer assistance is confidential;

* whether peer assistance is mandatory;

* whether consulting teachers evaluate teachers;

* whether consulting teachers make recommendations regarding termi-
nation or continued employment; and

* whether, or in what circumstances, terminated employees are provided
with union representation.®

Attitudes towards Peer Assistance and Peer Review programs

The changes required in traditional labor-management relationships in or-
der to introduce peer assistance and peer review programs have the poten-
tial for causing controversy and meeting resistance both within the school
district and also within union locals.'¢ Kerchner, Koppich and Weeres (1997),
in their book on “new teacher unionism,” state that:

Peer review brings higher standards to teaching. It significantly changes
the conception of teaching work by recognizing the importance of engage-
ment and conmitnent as well as skill and technique. It recognizes a legiti-
mate role for teachers in establishing and enforcing standards in their own
occupation. "or unions, it represents both a radical departure from estab-
lished industrial norins and a rediscovery of traditional craft and guild union
Sfunctions. Under peer review, the union’s role balances protection of indi-
vidual teachcrs with the protection of teaching."

Most of the rescarch and pilot projects on peer review and assistance to date
have occurred in the United States. The AFT and the NEA share the view
that the majcrity of teachers support peer assistance and review programs
and believe t'at assuring reacher quality is a joint union/management re-
sponsibility, [however] it is not unusual to find opposition among members
who may be in the minority but who are most vocal about the issue.'® This
opposition sticms from four main concerns:

5 1bid., p. 4.

16 Ibid., p. 9.

17 Kerchner, C.T.. Koppich, J.E. & Weeres, 1.G. (1997). United Mind Workers. Representing
Teaching in the Nnowledge Society. Josscy-Bass: San Francisco, p.87.

1% American T+ 'eration of Teachers & National Education Association. (1998). Peer Assis-
tance & Peer R view. An AFT/NEA handbook prepared for Shaping the Profession That
Shapes the Future, An AFT/NEA Conference on Teacher Quality, September 25-27, 1998,
Washington, DC. p. 10.

ERIC 81 BEST COPY AVAILABLE



L v et g

» favoritism by principals in choosing the peer reviewer;

« an “evaluator” role is not appropriate for teachers;

* “teacher evaluators” are supervisors;

» peer review compromises the union’s ability to provide duty-of -fair
representation should a terminated teacher file a grievance.™

AFT/NEA states that with proper introduction to all parties and careful con-
struction and clear delineation of the program, the concerns of unions, school
boards, administrators and teachers can be successfully addressed.

Examples of Peer Assistance and Peer Review Programs

Contract language for peer programs for the following school authorities:
Toledo; Cincinnati; Rochester, N.Y.; New York City; Hammond,
Minneapolis; and Columbus is readily available.?® While each of these pro-
grams has unique features, they seem to be deemed successful by the
stakeholders in each of their districts in improving teacher quality.

For example, Cincinnati’s Peer Assistance and Evaluation program (PAEP)
from 1986-1999 helped over 1900 beginning teachers. Of these, 54 interns
who did not meet standards did not have their contracts renewed, which is
doubte the rate for non-renewal before PAEP was implemented. Of the 123
veteran teachers referred to PAEP, 33 were deemed not to need intervention
while 90 teachers were assigned to a consulting teacher for up to two years
of intensive assistance. Twenty-seven teachers improved while the others
retired, resigned, went on disability or were dismissed. The Cincinnati Fed-
cration of Teachers state that “PAEP has improved teacher quality in CPS
while nearly eliminating contested dismissals.”*' The Cincinnati Public
Schools District Office of Research and Evaluation has released a study
that suggests a correlation that statistically links improving teacher per-
formance as measured by teacher evaluation to improved student achieve-
ment. This data was gathered as part of the Teacher Evaluation System (TES)

jointly developed by CPS administration and the Cincinnati Federation of

teachers and launched in May 2000.2

¥ 1bid., p. 10.
9 bid., Appendix B.
3 Cincinnati Federation of Teachers Updare, 1999, p. 2.

22 Cincinnati Public Schools. (2002, March 3). CPS Study Links Teacher Evaluation System
1o Student Achievement.
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Teacher evaluation processes are changing with more emphasis being placed
upon the improvement of performance. Standards are being developed or
revised to reflect research findings on teacher quality as those findings be-
come more definitive. Nonetheless, the evidence suggests that the current
evaluation practice in Canada requires greater rigor if it is to meet the qual-
ity assurance standards of other professions and achieve our ambitious na-
tional goals for student learning.
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VIl Compensation

Individuals look at the compensation system not only to see what financial
rewards they will reap, but also for signals about what kinds of attributes
and contributions are valued.

The way we pay affects the behavior of teachers: how they teach and how
they develop 1hcir teaching capabilities over time. Like all professionals,
teachers have some level of control over their own practices and develop-
ment. How they choose to direct their energies -inside the classroom and
out —will be in part driven by what kinds of practices and capacity build-
ing habits are rewarded by the pay system.'

In Canada, as in the United States, there is no national teacher compensa-
tion schedule like those that exist in some countries such as France, Ger-
many, and the United Kingdom. Canada exhibits diversity in compensation
from province to province and even between neighbouring school districts.

In this chapter we explore the following issues: Is compensation a relevant
factor in teacher quality? How are teachers in Canada compensated? How
does their basic pay compare to that of other occupations? What incentives
are used in Canada and other countries? How can compensation be inte-
grated with broader strategies to enhance teaching quality? What issues
need to be considered in determining compensation practices for the fu-
ture?

Why Pay Matters

Hassel notes that researchers have documented for decades that teachers
cite the primacy of “intrinsic rewards” when they discuss their choice of
teaching as a carcer. Studies suggest that working conditions such as school
leadership or parental support influence teacher decisions more than pay
does when teachers are deciding whether to transfer schools or leave teach-
ing. As pay is not the dominant factor in most teacher decisions, to improve

! Hassel, B. C. (2002, May). Better pay for better teaching: Making teacher compensation
pay off in the avc « faccountability. Washington, DC. Progressive Policy Institute: 21¢ Cen-
tury Schools Project, p. 4.
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teaching quality Hassel recommends a multifuceted policy development,
encompassing preparation, recruitment, selection, professional development,
working conditions, and evaluation not just an isolated revision of the pay
scale. However, Hassel concludes that pay is still a relevant factor for teachers
as he notes that other researchers have found that extrinsic rewards are more
effective motivators for workers who also have high levels of intrinsic mo-
tivation.?

Current Compensation Practices

Basic Salary Grids in Canada

Compensation for teachers in Canada has been very structured and predi-
cated upon recognized years of pre-service and in-service university educa-
tion and recognized years of teaching experience. This has resulted in grids
of salary placement detailed in collective agreements. Criteria for exact place-
ment on the grid and processes to challenge grid placement are also out-
lined in collective agreements.

Whereas a generation ago many salary grids would have included catego-
ries for one, two or three years of recognized pre-service teacher training,
most grids now begin at recognition of 4 years of pre-service teacher train-
ing and continue up to 6 years of university education. Recognition is given
to the master’s degree or equivalent but not usually for a doctorate or other
post-graduate work.

Salary grids in Canada usually span a range of 0 to 11 years of experience®
and provide salary steps in one or two year experience increments. School
districts™* salary grids differ due to the cumulative effects of their bargain-
ing histories, e.g., some locals may have historically deemed better work-
ing conditions such as lower class sizes or richer benefit packages a higher
priority than salary increases. The relative size of increments between in-
creasing years of experience compared to the increments for further educa-
tion may have initially reflected a philosophical stance, but more often now
is a result of the cumulative effects of many years of bargaining and in

* Hassel, B. C. (2002, May). Better pay for beuer teaching: Making teacher compensation
pay off in the age of accountability. Progressive Policy Institute: 21% Century Schools Project,
p. 4-5.

3 For example most B.C. districts have 9-11 steps to a maximum, although one of the 72
districts has seven steps and four districts have 12 steps. Schafer, A. (2001, September). B.C.
Teachers’ Salaries as of 2001 : Endrate Salary Minima and Maxima. A BCTF report., p. 7.
* Districts in Ontario, Manitoba, Alberta and British Columbia have pay scales for each
district whereas there are provincial or territorial pay scales for each of the four Atlantic
Provinces, Quebec, Saskatchewan, Yukon, Nunavat and the Northwest Territories.
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some instances legislation. Somelimes salary grids recognize the grade level
that is being taught and often they reflect the relative remoteness of the
district’s geouraphic location.

Salary Comparisons across Canada

Salaries vary across Canada by province and also among school districts
within a province (see Figure 8.1).

Figure 8.1 - Differences in Teacher Basic Salaries

Differcences in Teacher Basic Salaries

For two teachers in Canada with the same credentials
and ¢xperience (Category 5 Step 1 as of September 1,
2001), there could be as much as a 45 % difference in
basic salary before any allowances are included.’ Some
salary differences might be explained as a result of
geographic location, e.g., West Vancouver ($36,566)°
vs. Nunavut (§33,173).7. However salaries also often
vary 'mong neighbouring urban school districts. For
exan.ple, in British Columbia, the median starting
salarv for a teacher with five years of university prepa-
ration who obtains a full-time contract is $39,270.
Stariing salaries vary even between Lower Mainland
districis: a beginning Category 5 teacher can sum-
mon anywhere from $36.566 in West Vancouver, to
840,649 in Vancouver® (approximately 11% differ-
ence). This type of variance in salaries is apparent also
in oth.r provinces without a provincial pay scale * as
wel. s for TOCs or occasional teachers'.

3See example that follows {or difTerence between West Vancouver and Nunavut basic teacher
salary.

6 Schafer, A. (2001, September). B.C. Teachers'Salaries as of 2001 : Endraie Salary Minima
and Maxima. A 3CTT veport, p. 1-5.

7 Collective Agreement between the Federation of Nunavui Teachers and the Minister
Rsponsible for the Public Service Act (Nunavui) (expires June, 2002), p. 93.

¥ The figures v this article have been increased by 2.5% to reflect the September 2001
salary increasc. “:ritish Columbia Teachers® Federation. (2001, Spring). The Teacher Short-
age, Teacher N. vsmagazine, 13(0).

9 Elementary Te: chers’ Federation of Ontario. Quick Comparison of Public Elementary Col-
lective Agreem. .:s.

19 British Colunihia Teachers’ Federation. (2001, Spring). The Teacher Shortage, Teacher
Newsmagazinc, : }{0).
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in Can:

Figure 8.2 - Teacher Salary Comparison provides a pictorial representation
of the relative salaries for new and experienced teachers.

o

Figure 8.2 - Teacher Salary Comparison

K3l New teacher (starting first year)

70 $ Thousands K3 Teacher with 11 or more years expetience
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**Figures reflect the best information available as of January 28, 2002. 1t includes contract settlements
for the 2001-02 schoot year for all provinces except NS and NFLD and contract settlements extending
to 2002-03 for BC, NB, and PEL Alberta’s alter salary amount includes a 4% salary increase for the
2001-02 school yeur and a 2% salary increase for the'2002-03 school year.

Salary comparison is for Category 4 or equivalent teachers having 4 years of educational background.
*Average salary for a new teacher in Alberta is $37,418. )

*Maximuim average salary for a teacher with 4 years of education and 11 years experience is $62,930.

*Maximum average salary for a teacher with 6 vears ol cducation and 11 years experience is $67,785.

Allowances Commonly Paid to Canadian Teachers

In addition to the basic salary there are some financial allowances com-
monly available in different districts or regions in Canada. These include
department head or curriculum responsibilities; vocational trades certifi-
cates; first aid certification and responsibilities; expense reimbursement for
some itinerant teachers, e.g., mileage; and, working with a special student
population. Some districts have additional items such as student teacher
allowance, Early Retirement Incentive Plans (ERIPs), fellowships and sab-
baticals.

Figure 8.3 compares the average incomes for full-time workers in each of
the following occupations.

" Alberta Learning. Retrieved from hup://www.learning.gov.ab.ca/k_12/teaching/
FactsStaticsfteacherpaid.asp
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Salary Comparisons to Other Occupations

Figure 8.3 - Employment Income in Key Educator Occupations and Se-
lected Occupations for Comparison

Employment Income in Key Educator Occupations

and Selected Occupations for Comparison
(Average employment income for 1995 for full-time, full-year work)'?

Occupation Average
Income

Al Occupations in Canada average $37,556
General Practitioner/Family Physicians $107,620
Lawyecrs and Notaries ' $81,617
University professors $68,195
School principals/administrators elementary and secondary schools  $64,513
Commissioned Police (chiefs/ senior) $63,518
Administrators in post-secondary education and vocational training $58,845
Electrical Engincers $57,054
Police Officers $53,038
Pharmacists $52,989
Psychologists $51,123
Firefighters $50,608
Systems Analysts $49,502
Secondary school teachers 348,573
School and guidance counsellors $47,994
Financiul Auditors and Accountants $47,553
Audiologists/Speech Therapists $46,748
College und other vocational instructors $46,693
Head Nurses $46,196
Elementary and Kindergarten teachers 345,412
Computer Programmers $43,847
Registered Nurses $40,326
Social Workers ) $38,966

12 Chart adaptcd from Table 11 in The ABCs of Educator Demographics: Report of the
findings of a sit. utional analysis of Canada’s education sector human resources. (2002,
January). CALTO: The Steering Group for the Situational Analysis of Canada’s Education
Sector Human Rusources, p. 20. Data from Sources: Statistics Canada, 1996 Census of
Canada, HRDC Special Data.
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Teachers’ and school counsellors’ average salaries ranged from 20% to 29%
higher than the average income of all Canadian occupations. School admin-
istrators according to this data were approximately 71% higher than the
average Canadian income.

Incentives

Incentives can be defined as positive motivational influences often in the
form of enhanced working conditions or additional payments to employees
as a means of increasing productivity. Traditionally most incentives in edu-
cation have been implemented to address issues of teacher recruitment and
retention especially in locations perceived as less desirable. However, with
aperceived world-wide shortage of teachers growing more acute every year
for the near future, school systems are offering an increased variety of in-
centives.!

As there are different supply and demand scenarios unfolding across Canada,
recruitment and retention incentives tend to be specific to a given region.
Some are comparatively new while others such as northern allowances have
been in place for decades. Innovative incentives from other nations, espe-

_ cially from England and the United States, are presented in addition to those
currently available in Canada.

Incentives can be classified in one of three ways: (1) the career stage at
which a teacher is eligible; (2) what the incentive rewards; or, (3) what
issue(s) the incentive hopes to address.

Incentives that Affect Teachers at One or More Stages of their
Career

Figure 8.4 - Incentives by Stages

Incentives by Stages
Incentives can be classified by the stage in the teacher’s career
at which the incentive becomes available:
Stage 1- pre-service recruitment
Stage 2- pre-service teacher preparation program
Stage 3- acceptance of employment offer — initial and return to
profession
Stage 4- teacher’s participation in active teaching force
Stage 5- retirement or resignation from teaching force

B British Columbia Teachers’ Federation. (2001, Spring). The Teacher Shortage, Teacher
Newsmagazine, 13(6).
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In times of high teacher supply, incentives are not usually offered at stages
1 -3. However, with the perceived shortage of teachers, many of these in-
centives are now being implemented depending upon the local supply and
demand of a district, region or country. When there are a lot of older teach-
ers in the teaching force, many jurisdictions offer retirement or resignation
incentives. Few incentives are offered to Canadian teachers after accepting
employment und before leaving the teaching force. This appears strategi-
cally short-sighted as these are the years where teachers spend most of their
working life (often 35 years). The availability of incentives at all stages of a
teacher’s career would reinforce the lifelong learning that is essential for
“learning communities” and help ensure the appropriate distribution of teach-
ers to maximize student learning.’ '

Recruitmer:t and Return to Profession Incentive Exam-

ples (Stages 1-3)

This category of incentives is designed to attract high quality candidates to
the teaching profession by helping with their teacher preparation program
costs or by providing additional remuneration at the outset of the teacher’s
career. Incentives include student teaching stipends, scholarship and bur-
sary programs', tuition-rebate programs, signing bonuses, and forgivable
loans.

Some view alternative certifications as the ultimate in recruitment incen-
tives, as pararolessionals, mid-career people and others are offered a short-
ened methoc. 10 access the teaching profession thus saving years of study,
tuition fees and lost wages.

Active Participant in the Teacher Workforce Incentive
Examples (Stage 4)

For the majority of their career, teachers are in Stage 4. Three types of -
recognition are relevant for teachers actively employed in the classroom:
compensation for additional training, compensation for additional time and/
or responsibilities, and incentives to accept hard-to-staff assignments (see
Figure 8.5).

Compensation for Extra-curricular Activities

Unlike some countries, Canada does not compensate teachers for extra-
curricular act vittes. While not currently a Stage 4 incentive, it may prove
benficial to ¢xpand the role of teaching to specifically require certain types

4 In Great Brii. in £6,000 bursaries arc o{tered for those embarking on teacher training and
training salaric- nay people £12,000 to learn on the job. The Times Educational Supplement,
(2000, October ~0). Relrieved from www.tes.co.uk Teacher Shortage (2000, May). Dossier
of Internationa/ f-ducation Magazine, p. 13.
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of extra-curricular activities and increase overall compensation accordingly.
Research suggests that participation in extra-curricular activities can en-
gage students in their learning and benefit their entire school experience
(Otto, 1975; Trent & Braddock, 1992). This is thought to be especially im-
portant for students from less advantaged backgrounds.

Figure 8.5 - Incentive Examples in Stage 4

Incentive Examples in Stage 4
Recognition of additional training and ongoing profes-
sional development examples include:
« forgivable loans for upgrading
» C.E.U. (continuing education unit) assistance
» bonus for certification such as NPTBS
« income tax credits (including deductions for professional
materials/courses)
« retraining programs
« enhanced professional development opportunities
« mentoring/professional support programs
* paid sabbatical leave

Recognition of additional time and/or responsibilities
examples include extra compensation for:

« curriculum development

« mentoring responsibilities

« extended day

« extended year

= participation in professional development activities

* extra-curricular activities

Recognition of the nature of the teaching assignment
examples include:
« different types of hard-to-staff incentives

Hard-to-Staff Assignment or School Incentives (Stages

3-4)

Assignments can be hard to staff for one or more of the following reasons:
geographic location of the district; geographic location of a specific school
or program; type of school; scarcity of subject specialists, e.g., mathemat-
ics and science specialists; and, composition of student population served.
These types of assignments can be found in every country. In France, teachers
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who commit to five years at a “priority zone of teaching” receive extra
compensation and are guaranteed acceleration.” In a survey of North Caro-
lina teachers to determine what it would take to entice them to teach in
low-performing schools, only 30% [of respondents] indicated a willing-
ness to accept such a challenge, even if incentives were offered. Salary
bonuses were deemed important,'® but clearly were not sufficient. What
mattered most were smaller class sizes, strong administrator support, extra
planning time, and instructional support personnel.”” In England, “welcome
back” bonuses of £2,000 were paid to entice teachers back to the class-
room. This bonus increased up to £4,000 if the teacher was qualified in an
identified shottage area.'s Other incentives districts use to address the hard-
to-staff issue are: northern or remote and relocation allowances in Canada;
allowing retircd teachers to return to teaching for specified time periods
without losing pension benefits; free or subsidised housing, e.g., teacherages;
the Teacher Next Door (TND) program'®, reduced mortgage/bank loans,
e.g., “starter home initiative” in England®’; bonuses to employees who rec-
ommend ce:.ified teachers, tuition scholarships for master’s degrees for
teachers who move to critical shortage area; and funding the option for
schools to have increased professional development days and instructional
days.?!

15 Bodin as quo'ed in Stoel, C. & Thant, T-S. (2002, March 18). Teachers’ Professional
Lives: A View fiom Nine Industrialized Countries. Washington, D.C.: Council for Basic
Education — M:li.en Family Foundation, p. 13.

16 «South Caro! na’s teacher specialist program offers an annual bonus of up to 50% of the
regional avera: » salary to highly qualified teachers who serve in a high-need school for at
least three yea . Vet, three weeks after the deadline, only 115 teachers had applied to fill
500 slots for th. 2000-1 school year.” The Southeast Center for Teaching Quality. Recruit-
ing Teachers fur Ilard-to-Stalt’ Schools: Solutions for the Southeast & the Nation. The Uni-
versity of North Carolina —A Regional Oftice of the National Commission on Teaching and
America’s Future, January 2002, p. 7.

1” The Southcast Center for Teaching Quality. (2002, January). Recruiting Teachers for
Hard-to-Staff 5. ools: Sotions for the Southeast & the Nation. The University of North
Carolina — A R *ional Office of the National Commission on Teaching and America’s Fu-
ture, p. 5.

18 Teacher Training Agency. (2001, March 26). New Drive 1o Bring Former Teachers to the
Classroom (pr. s release).

9The Teacher N-xt Door (TND) program is designed encouraging teachers to buy homes
inlowandmo  :::-income neighbourhoods within the boundaries of their school system.
For example, ¢ tcucher, upon qualilying, can get a 50% discount on a HUD-owncd, one
family home i . dosignated Revitalization Area. If a HUD home is listed for.$100,000, a
teacher can buy .t fur $30,000 and apply for a FHA-insured mortgage with a down payment
of only $100. U.5. Government. Retricved from

http://www.hu-t ¢ aw’offices/hsesth/rco/ind/tnd.clim

2 The ABCs o7 = ‘ucaror Demographics: Report of the findings of a situational analysis of
Canada’s educ. i secior human resources. (2002, January). CAETO: The Steering Group
for the Situatic. 1} Analysis of Canada’s Education Sector Human Resources., p. 85.

2 The Southe.:: Center for Teaching Quality. (2002, January). Recruiting Teachers for
Hard-to-Staff . . " v. \s: Solutions for the Southeast & the Nation. The University of North
Carolina—Al - * nal Oifice of the National Commission on Teaching and America’s Fu-
ture, p. 11-12.
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Retirement or Resignation Incentives (Stage 5)

Incentives in the latter part of a teacher’s work cycle can include early-
retirement incentive plans and improved retirement benefits. Financially
there is a differential between the salaries of the beginning teacher and the
teacher they are hired to replace. But more importantly, educationally there
is the opportunity to retain teachers with much lower seniority but essential
skills during times of fluctuating budgets or student populations. The rehire
portions of the layoff/ rehire cycles are times when junior teachers are ag-
gressively recruited by other jurisdictions. Early retirement plans can help
in the retention of teachers with qualifications in hard-to-staff subjects, which
allows districts to reduce out-of-assignment teaching.

Issues Incentives Usually Address

Incentives usually address one of three major categories of issues. The first
. is who goes into teaching in the first place and who stays. This category
| relates primarily to recruitment and retention concerns and is described by
Hassel (2002) as compositional effects. The second category is distribution
of teachers effects. Such incentives are designed to help ensure the appro-
priate placement of teachers to ensure optimum student achievement. The
third and final category addresses how teachers teach and how they de-
velop their teaching capabilities over time. This category is called behav-
ioural effects.® TFrom this analysis it would appear that skilfully selected
t and applied incentives have powerful potential to influence teacher quality.
¢ \We now examine each category in more detail.

Compositional and Distribution Effects

Tassel would clussify incentives for hard-to-staff Math and Sciences posi-
tions, as a compositional effect, as it makes it easier to put qualified teach-
ers in the classroom and reduces out-of-field teaching. If the incentive, a
¢ sicuing bonus or pay increment, was a one-time event, it may not help with
retention. An ongoing increment may help with retention but has not been
proven to effect teachers’ behaviour in the classroom.” A hard-to-staff in-
centive or differential pay to encourage teachers to relocate to more chal-
i lenging or hard-to-siaff schools primarily affects the distribution of teach-
ers, but again has not been proven to influence teachers’ behaviour in the
classroom.

‘ 2 assel, B. C. (2002, Mav). Better pay for better teaching: Making teacher compensation
pavoffin the age of accountability. Progressive Policy Institute: 21+ Century Schools Project,
‘ p. 4 and 15,
2L, pld.
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Behavioural Effects

Teachers will focus on the capabilities rewarded by the system. Unlike the
traditional pay scale, a knowledge-and skills-based system provides an ex-
plicit incentive for teachers to continuously improve their teaching abili-
ties. The aim of this type of incentive is to change teacher behaviour by
increasing routine use of knowledge and skills and effective teaching prac-
tices in their classrooms. 1t would be difficult to measure these resulting
changes, however, without assessing teachers on their everyday practice
and results instead of isolated demonstrations as is common practice in tra-
ditional evaluation models.? '

A well-implemented knowledge-and skills-based salary system might im-
prove the coiposition of the teaching force in three ways: (1) people who
believe they have or have the ability to quickly acquire the explicitly valued
capabilities are more likely to become prospective teachers as they would
be eligible i1 increased earnings faster, (2) these same people would be
more likely to remain in teaching as they perceive their contributions are
valued and rewarded intrinsically and extrinsically, and (3) those teachers
who do not demonstrate the valued capabilities will find teaching less lu-
crative and satisfying and will be more inclined to seek other employment.?

Recognition of T2acher Performance by Incentives

According 10 one estimate, roughly 10 per cent of all districts in the nation
[United Statc<] use some form of incentive pay.®® Incentive pay structures
can reward Lvwo tvpes of elements: pay based on a teacher’s knowledge and
skills and individual or group bonuses linked to school performance.

Merit Pay

Pay for perfermance as it is now being implemented should not be con-
fused with an carlier experiment called merit pay or pay-by-merit. Many
negative features caused merit pay’s demise. Merit pay set teacher against
teacher to co-spete fora limited fund of money and was open to subjective
evaluation . .| pessible abuse. Teacher organizations often have a policy

2 Hassel, Bryan C. (2002, May). Better pay for beuter teaching: Making teacher compensa-
tion pay off in 1he age of accountability Progressive Policy Institute: 21# Century Schools
Project, p.10-11.

#Ibid., p.10-11

% National Governors™ Association. (2001). Revarding Teacher Quality: An Investment in
the Future. Re'- ve! fiom bp:/Avwav sebnetnga.org/incentivepav/ngaprt. htm
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statement vetoing merit pay.?” Performance incentives differ from merit pay
in that all teachers can earn salary increases when they acquire new skills
and knowledge, and the eligibility for an increase is determined by demon-
stration of performance to a specific standard. The evaluation is objective
and not subject to administrator bias.®®

Performance Incentive Plans

Performance incentive plans can be paid to individual teachers; to staffs as
awhole; or in the form of funds to be used at the school level. These plans
vary greatly in their implementation in different jurisdictions.?? However,
suceesstul plans usually have the following elements or characteristics: a
clear statement of what performances are most valued; a clear statement of
assessment including the use of a range of objective measures; provision of
awards that are valued by teachers; stable funding to fulfil the needs of the
incentive program; and the cooperative development of the plan by
stakcholders to meet local needs.

Cooperative Performance Incentive Plans

While many plans still reward individual teachers, Cooperative Perform-
ance Incentive plans (CPI) are more promising systems designed to de-
veiop a greater sensc of community. CPI plans may be defined as award
Jrograms which provide teachers and ofien other school staff with pay bo-
nuses jor the achievement of specific school-wide educational objectives.®
Tle first pilot was in South Carolina in 1984, but CPls in various forms are
now implemented in many locations in the United States and England. -

While CPIs do not yet exist in Canada, there are recent initiatives to finan-
ciatly recognize achievement of school or district-wide educational objec-
tives. The Alberta Initiative for School Improvement (A [SI) was introduced
i 1999 to give school boards special funding to implement research-based
irorovement strategics to achieve specific measurabic targets selected by
the district. Another Canadian innovation is the 1999 pilot performance in-
centive agreement for Aboriginal funding between the Kamloops/Thompson
seieot district and the province of British Columbia.®! In June 2002 the

¥ QOntario Secondary School Teachers’ Federation. OSSTF Policy Statements. Policy 4.16,
Pv-13v-Merit- Collective Bargaining Salary (CBS Policy).

2 Odden, AL (2001, Spring). Defining Merit. Education Matters, p.20.

¥ Por weacher compensation information by state view Consortium for Policy Research in
IdLceion (CPRE) ac hvipdAwwwaveeravise.edw/cpre/tcomp/state/  or their case study web
1 et hup/wwwaweer wise.edu/epre/tcomp/rescarch/ksbp/stucics.asp

I lelley, €., Meneman, 1, and Mianowski, A. (1999, April). Sciiool-based performance
¢+ v, Paper presented at the Annunal meceting of the American Educational Research Asso-
¢ lon, Montreal, Canada.

5 wham, H.(2000). Cooperative Performance Incentive Plans. Peabody Journal of Educa-
tiona, T5(4), p.149.
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Ontario government announced the creation of the $20 million Student
Achievement I‘und, whose first initiative is to provide $5,000 to every el-
ementary school who meets or exceeds its student literacy goals in Grade 3.
The principal, in consultation with the School Council, will be able 1o in-
vest in their local initiatives that further improve student learning in that
school.®

While we do not have conclusive evidence of a direct correlation between
teacher motivational responses and actual school success in meeting stu-
dent achievement goals, research suggests that the positive awards associ-
ated with the [CPI] program may contribute to school performance and
influence teachers’ aitituces. More research is required as to the eflecis of
CPIs and how they cimn be most effectively implemented to benefit student
achievement in schonls at all points on the performance continuum. *

Restructuring of Compensation and Incentives
Figure 8.6 - Sevcn Reasons to Change Teacher Compensation

Seven Reasons to Change Teacher Compensation (Odden, 2000)

1. Teacher satary increases arc often not linked to organizational
needs.

2. The public feels the teacher compensation structure rewards
mediocritv: changing teacher compensation can reassure the
public that we value teacher performance.

3. We need mcechanisms to stimulate teacher devélopment of
knowledne and skills to teach the new curriculum standards
tha. are being promulgated by professional content groups.

4. Histncelly, changes to teacher compensation have followed
changes in compensation methods for other types of employ-
CUN.

5. New .orm of compensation can support the trend in education
1o ientity, develop and recognize accomplished professional
practice.

6. New Jormis of teacher compensation can support standards-based
referm.

7. Ncw forms of organization, tcams, site-based management,
COrUIMICtg o, elc., Sugeest new ways 1o organize and man-

ac s chocls ™

32 Ecker, Hon. .'. 12002 june 17). Budget Speech by Minister of Finance, Ontario Govern-
ment, p. 18.

3 Raham, H. (2010, Cooperative Performance Incentive Plans. Peabody Journal of Educa-
tion, 75(4), p.15"-/.

3 Odden, A. (2(0U). Seven Reasons to Change Teacher Compensation. CPRE

Brief.

¥ Hassel, B. C. (2002, May). Better pay for better teaching: Making 1cacher com-
pensation pay o . 'n the ave ol accountability. Progressive Policy Institute: 217

Century Schicoi | viect, p.l.
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All of this research
makes one point
abundantly clear:

- No one should
regard pay reform
as some kind of
“silver bullet” that
can, by itself,
overcome our
teaching quality
challenges. Improv-
ing the effective-
ness of teaching
requires multifac-
eted policy develop-
ment, encompass-
ing preparation,
recruitment,
selection, profes-
sional development,
working conditions,
and evaluation.®
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The current pay system for teachers, based on years of experience and edu-
cation, originated early in the last century and mirrored what was happen-
ing at the time in the public service and in parts of the private sector. This
system was introduced to achieve parity for workers based on objective
measures instead of factors such as gender.

It's time to move
beyond a pay
method designed
early in the last
century and to

To address the needs of the 21 century Hassel comments that an innovative
pay system would include these reforms which appear to make sense but
which are perceived as controversial by many in education:

begin building an « providing higher pay or bonuses for teachers who take on tough school
innovative sys- g assigmments;
tem that ad- s paving more 10 teachers in certain disciplines, such as math and sci-

dresses the
realities of public
schools in the
21st century.®®

ences; :

* paying for demonstrated knowledge and skills, rather than only experi-
ence and degrees;

«ving rewards to the student learning achieved by a teacher, group of
teachers, or school; and

*  giving school leaders more authority to set teachers’pay.*®

While Hassel outlines different pay proposals, he suggests piloting differ-
ent approachces to determine what works and what does not work. He pre-
dicts that cven after considerable research there probably would not be a
single best way to pay teachers. Research in the private sector has shown
that pay systems need to be aligned with the organization’s culture. While
schools and school districts have common elements of culture, there is also
much uniqueness. Hassel says we need a pay system that allows leaders to
use compensation as one of many tools in alignment with their broader
siralegies to increase student performance via quality teaching.>’

IHassel recommends these principles in the development of innovative pay
systems: widespread experimentation; flexibility with accountability at the
schect level; fairness, e.g., no reductions of current salaries to finance the
new systems but instead increased and more effective compensation; an
interse focus on results; alignment with broader school improvement strat-
ecics us well as comprehensive "human resources ™ policies including or-
g iz vional design, recruitment, selection, goal setting, professional de-
veloy nent, school culture, and evaluation; and rigorous documentation and
evaluation of innovative pay systems and their effects on teacher recruit-
ment, retention, practices, and effectiveness in raising stuclent achievement.’®

————————_ > | T Kk i ¥

Mgy ol BC (2002, May). Better pay for better teaching: Makiny teacher com-
pens.dien pay oft in the age of accountability. Progressive Policy Institute: 21
Contan schools Project, p.2.
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A review of the literature suggests that we should recognize and nurture the
lifelong development of teacher expertise throughout their teaching carcer
in a professional learning community. Linking teacher performance to a
revised comypensation structure would recognize in a visible manner the
value we attich to their contributions.

If we believe in the potential of increasing teacher expertise throughout the
entire career span, the financial recognition system would not automati-
cally reach its maximum afler 9-12 years of teaching experience. Nor would
teacher compensation be automatically increased as a function of longevity
in the profession without participation in ongoing development and dem-
onstration of increused proliciency. This requires a significant shift in the
teacher compensaticn paradigm that will be challenging to implement at
this time for a number of reasons.

Firstly, teacher unions in Canada*' oppose differentiated compensation for
their members, alithoush some TURN and other union locals in the United
States have begun implementing some aspects of performance-based com-
pensation.

Secondly, Cunada fixs not yet utilized multi-year comprehensive student
achievement dat in orlder to measure teacher effects on learning or value-
added ach'-v .ot ¢ins. Evenwhere such data are available we do not yet
have a cul..ie wi'hin the public education system that fully recognizes its
potential value. Vatue-added assessment is, however, increasingly recog-
nized as an objective measure of teacher effect®? as one of the factors in
determininy appropriatc compensation.

A third obstacle is increased costs. Compensation to teachers and schools,
establishment of e{Tective staff development programs, and establishment
and ongoing men't vine of evaluation and compensation determination struc-
tures will re juire - divional funding.™ This prospect is not palatable during
atime of 1 .« i resaaind in Canada.

¥ Litzcke, K. (2001, /0o Lo Unions os Plavers in Educational Reform: A Canadian Look
at an Americ.ur Ve Kelowna: Society for the Advancement of Excellence in Education,
p. 20.

“Ibid., p. 21.

4 “The single salary - Io based upon a preparational scale is the most cquitable sulary
administration pol’ v~ in establishing professional remuncration.” Statement of Edu-
cational Po.icy. Alther - T hers” Association as retrieved on

http://www.: - e o cay icr polievefmp _1D=39.

4 Stronge, .« lucker, 2 (20W). Teacl.er Evaluation and Student Achievement. Student
Assessment Serics (G. Cuibp, Ed.). Washingion, DC: National Education Association.

43 0dden, A. & Kelley. €. 11993, September). Reinventing Teacher Compensation Svstemns.
CPRE Finan - Brict.
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Some TURN locals
including
Minneapolis,
Toledo, Denver, and
Los Angeles

offer other opportu-
nities for compen-
sation differentials
within the context of
the teaching work
itself.Pay for
performance, the
most controversial
and significant
compensation
change... is
differentiated from
merit pay, which is
seen as being
prone to administra-
tive bias. Pay for
performance is tied
to student achieve-
ment parameters,
measured via tools
that are agreed to in
advance. The pay
increments can be
paid to the whole
school or to indi-
vidual staff, and can
be paid as cash for
personal use or can
take the form of
additional funding
for the school.®®

What might be
called the reverse
of pay for perform-
ance is also
practised in some
districts. In
Rochester, regular
increments are
withheld if teachers
receive poor
evaluations until
their ratings
improve.*



In . ite of these challenges, Canada may benefit from new ways of com-
p . otng its teachers. Linking teacher compensation with productivity, e.g.,
student achievement and teacher contributions to the school may bring sig-
nificant desired benefits to the system. Although there may be no single
perfect design for teacher compensation, Hassel suggests we should seek
imrrovement relative to the status quo. We should ask: Would this change
dera better job of contributing to our teaching quality goals than the cur-
reqi svstem does?%

e r———— A

H assel, B. C. (2002, Mav). Better pay for better teaching.: Making teacher compensation
pevoff'inthe age of accountability. Progressive Policy Institute: 219 Century Schools Project,
p.Y.
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IX Policy Implications

Now more ihan ever, research is showing what works and what works well.
The challenge is onc of alignment: bringing development practices into
step with the praciical needs of teachers; making state policies and school
structures support cffective teacher learning; and creating both the exter-
nal expectation and sclf-perception of teachers as learning professionals
who will continue 1o grow throughout their carecers.!

Fullan suggcsts we are talking about no less than reculturing the teaching
profession. the process of creating and fostering purposeful learning com-
munities. Tcachers and unions must take a lead role in asking what kind of
culture do e have, what do we want, and how do we get there.* Adam
Urbanski and other progressive teacher leaders also believe the union must
assume new responsibilities for the quality of the teaching force. And while
teachers and princinals inust reculiure their schools, so must administra-
tors work on rccultring their disiricts.® Universities must re-examine and
strengthen the:r to.cher preparation programs. Finally, governments must
re-align the'r polic s 1o promote productivity and the capacity for excel-
lence at exch level of the system,

Recommencd-tions

The following recommendations would support purposeful learning com-
munities and qualitv instruction in Canada’s public education system. They
suggest dircct ns ther than prescriptive solutions, to be applied with lo-
cal adaptat’ » . v ‘hat students in every classroom have access to high
quality le: - nz o ortunities,

! Darling-Hammond, .. (1999) P’rofessional Development for Teachers: Setting the Siage
Jor Learning ;irom 70 ing. San'a Cruz, California: The Center for the Future of Teaching
and Learning. p. 1R

ZFullan, M. 20 Y e new meaning of educarional change (third edition), Toronto, On-
tario: Irwin’ " " .. 136,
3 bid,, p. !

O
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These recommendations are based upon two fundamental assumptions. The
first is that teaching qualiiy in Canada is so important to teachers, school
districts, teacher training institutions, governments and the public, as all
desire the best possible education for our youth, that these individuals and
groups can set aside historical precedents to explore new routes to enhance
teacher quality in the new millennium. The second assumption is that full
utilization of many types of performance feedback, including value-added
student achievement data, is necessary to guide teaching practice and to
furnish one criteria for innovative teacher evaluation and compensation plans.

Research - Data Quality to be Improved

To facilitate better decision making, more comprehensive and up-to-date
data is required. Statistics on teacher attrition rates and causes, out-of-field
ass‘gnments, voluntary versus involuntary part-time employment, and cur-
rent supply and demand scenarios would allow strategic policy and human
resource planning as well as providing a benchmark to measure whether
these policies were successful in facilitating a quality teaching force.

Teacher Preparation — Evaluation of Programs for Quality

To ensure initial teacher quality, teacher preparation program institutions in
¢ - peration with teachers’ colleges, teachers’ associations, school districts
andd the government must continually evaluate their content, delivery meth-
i ols, and exit criteria. Programs and their delivery should be based upon
rescarch and practice and reflect the realities of the working environment of
g tcachers so that teacher preparation institutions can guarantee the effective-
|
!

ness of their graduates in today’s challenging classroom.

Mentoring - Reculturing Teaching

Ae toring must develop beyond a hierarchical one-on-one relationship for
s'ru ruling teachers and become a component of the culture of teaching.
I:duction programs for beginning teachers and teachers new to a district
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should be mandatory, but programs for teachers at all stages of their career
should become an integral part of the ongoing professional development
with recognition given to the master teachers.

Hiring and Assignment Practices — Organizing for Quality As-
surance

Hiring and assignment practices require a collaboration between school dis-
tricts, governments, and teachers’ associations to move from an industrial
collective agreement model to one that focuses on organizing for profes-
sional competence and quality assurance, flexibility and increased produc-
tivity simil:r (o the concepts of the “ncw unionism”.

Professional Development — Opportunities for Quality Develop-
ment

Professional development should be on going, school-embedded, and evalu-
ated as to i's ¢lficacy on supporting and improving instruction. Increased
resources should be provided for shared inquiry into practice, structured
school-focused opportunities for teachers to analyze current research and
reflect with others on how to improve their practice, similar to the lesson
study concept in Japan. Recognition of the year round schedule of teaching
may permit tcachers greater access to longer professional dévelopment ses-
sions.

Evaluation — Instructional Quality Recognition and Control

Evaluatior »rocesses should be based on established criteria applied con-
sistently o ~~+=ular basis in order to recognize teacher quality and to moni-
tor teacher | o-formance. A profession is defined by many criteria and one.is
the capacity (b cvalite and remove from the profession those practitioners
whose performance is below standard. Peer review programs may expedite
these processes.
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Compensation — Incentives for a Quality Teaching Force

Cooperative performance incentives to recognize teacher performance and

other incentives to address composition, distribution and behavioural ef-

fects should be explored to supplement the current single salary scale. The )
structure of compensation in teaching, not significantly changed in over 80

years, should mirror the compensation patterns of many other occupations

in society. They have been increasingly basing components of an individu-

al’s compensation on criteria related to productivity and/or application of

! specialized skills and knowledge.

. et e .  e—
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