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In the United Str:es today, we face three distinct
problems of teacher quality. The first is a
representation problem: How do we get people into the
teaching force who are more representative of the
population of students being taught? The second is a
iested-ability problem How do we azure that thosc
who do enter teaching are of the intellectual calibre we
want for our teachers? The third is an imgovement-of-
practice problem: Even if we get the right people in
the doorpeople who are representative and
capablehow am we improve their actuaZ classroom
practice?

These three problems are often confused with one
another and with the separate problem of getting
enough people into tatching As a result, solutions to
one problem are often assumed to be ader late for the
others. I will argue below that solving a quantity-of-
teachers problem will not soIve any of these three
problems of teacher quality. I will also argue that
these three problems of quality are not the same, and
that solving one will not necessarily solve any of the
others. All three must he addressed ond they must be
addressed separately.
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The paper has two sections. In the first, I describe in
more detail each of the three pieblems. In the Second,
I review a sample of policy solutions that have been
proposed or tried and examine them for their likehlood
of success.

What Arethe Parameters
of these Problems?

The Representation Problem

By now the demCgraphic projections for the next
several decades are well known. The student
population is changing dramatically. In the near
future, Hispanics will replace Blacks as the dominant
minority in this country; the total minority population
will become a substantial portion of the total
population; and in some states, Caucasians will beconte
a minority group. Yet, despite these changes in the
student population, our teaching population is still
largely White, suburban, middle class, and female.

This is the repesentation problem! Our teaching force
no longer represents the population at large, and will
represent it even lets in the future unlesi we work
actively to change the teaching fult.v. We need to
recruit into teaching people who better represent the
student3 being taught

But hovk serious a problem is it if we have mainly
White, working class suburban females teaching high-
income student% low-income students, urban students
and rural students, Whites, Blacks, Hispanic; and a host
of immigrants? It depends on how you define the
teacher's task After all, wehave allowed, for decades,
both girls and boys to be taught mainly by wonrn.
Some people miglv argue that it shouldn't matter
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whether the teacher and student come from culturally
similar or dischnilar backgrounds if the teacher can
actively engage students with important content.
Theoretically, you shouldn't need to be the same sort of
person as your students are to have an impac; on them.

"We can never completely
match students and teachers
by their demographic
characteristics."

Furthermore, as a practical matter, we can never
completely match students and teachers by their
demographic characteristics. Simply from the
standpoint of probabilities, many, if not most, of the
30-35 teachers a student encounters in his or her 12
years of schooling will be demographically different
from the student, even if the overall population of
teachers is perfectly representative of the student
population. So even if we completely solved the
representation problem, we would still have numerous
individual teaching situations in which teacher and
student come , from different demographic back-
grounds. So if our main concern is that minority
students be able to learn school material, we should
worry as much or more about the improvement-of-
practic problem as we do about the representation
problem, for no matter how representative the total
population of teachers is, individual teachers will still
need to serve students from a variety of backgrounds.,

In contrast, teachers do much more than literally teach
content. They also personify content They stand as
models for what it is like to be an educated person, to
be a member of the community of scientists, writers,
mathematicians, or political scientists. They also serve
as ex-officio parel.ts, guides and mentors to young
people. And if we want students to believe that they
themselves might one day be scientists, writers, or
mathematicians, or that they might be mentors, guides,
and educated people, then we need them to see diverse
examples of such people, including at least one who
looks like they, the students, look.

This suggests, then, that even if better representation
does not always, or even often, yield matched teachers

and students, it is still important that we solve the
representation problem, for students are aware of the
full population of teachers in their schools, not just of
the teachers in their own classrooms. And they need
these role models.

The Tested-Ability Problem

There is evidence that those who enter teacher
education, generally speaking, score lower on tests of
academic achievement than ralose who enter other
career tracks. Moreover, there is evidence that, among
those who become certified, those with lower scores are
more likely to take teaching positions. And finally,
those who stay in teaching tend to have lower academic
achievement scores than those who leave after a few
years. Throughout the pipeline, then, we have created
a system that systematically favors the lower scoring of
all possible teaching candidates.'

There have been numerous attempts to understand this
phenomenon, but the explanations usually boil down to
two: On one side, we offer poor wdaries and poor
working conditions to teachers, particularly relative to
other kinds of employment available to college
graduates; and nn the other side, we are now offering
many other, more attractive work opportunities to
women, who have traditionally sought teaching
positions. That is, in the past, we had a special kind of
captive work force, a population of women who were
capable of other positions but who, for a variety of
cultural reasons, did not enter those other positions.
Now they do, and, as a result, we have a tested-ability
problem.

The tested-ability problem has received more attention
from policymakers than either of the other two
problems. They fear that, by permitting low-achieving
adults to teach, we are creating a situation in which the
blind are leading the blind. The statistics are
reminiscent of the old George Bernard Shaw line,
'Those who can, do; those who can't, teach."

The seriousness of the tested-ability problem is hard to
estimate, for to some extent, we do decide, as a society,
how to allocate our talent. It is also complicated by the
sheer size of the teaching population. We now use about
10 percent of college-educated women and 4 pement of
college-educated men as teachers; no other profession
draws such a large proportion of our educated adults.3
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If we were so successful in solving the tested-ability
problem that all, or even most, of our best and
brightest students went into teaching, we would soon
be worrying about a tested-ability problem in busines3,
law, medicine, or VIM other fiekl. The size of the
teaching face is simply too large to be filled ebiltirely
from the uppermost ranges of tested ability.

To decide how serious the tested-ability problem is in
education, we need to decide two other things. First,
we need to decide the level and range of tested abilities
we are willing to tolerate, given the trade-offs. We
need to be honest about how many high-scoring people
we will want to bring into teaching when moving them
into teaching means moving such people out of
busbies, computer science, and so forth. How many
high-scoring teachers citi we need, and how low are we
willing to permit the bottom end of the achievement
score distribution to go?

Second, we need to learn more about the relationship
between test scores and teaching practice. Tests
measure a particular kind of intellectual ability, one
that some have argued is far too narrow. A high score
on an achievement test usually means you can choose
the right answer to verbal analogies, logic problems, or
mathematical problems when several possible answers
are provided for you.

It does not necessarily mean you could solve such
problems if the right answer were not available there for
you to find. Nor does it mean that you can solve more
complicated or open-ended problems where no answer
is clearly best. Nor does it mean you can explain to
sonrone else how -to solve such problems; ai teachers
must do. And, finally, it doesn't mean you could create
problems for someotr else to learn from, as teachers do.
Consequently, we don't know whether moderately
scoring adults actually teach iess well tban higher
scoring adults, nor do we know whether moderately
scoring adults are acquainted with the material
that they actually teach.

I don't mean to suggest that tests don't mealure
anything useful. Obviously they do. And we do know
that differences in test scores are relevant to academic
pursuits as well as to a variety of other kinds of
pursuits. Nor do I mean to suggest that we can get
away with a population of teachers who come from
the bottom of the test score distribution. What I ara
saying, though, is that we don't know how low a score
has to be before it makes a difference to teaching.

"..11 =II
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So it is hard to say how serious our tested-ability
problem really is. Perhaps, if we took into account the
other occupatinns which need to draw high-scoring
individuals, and if we knew more about tne
relationship between test scores and teaohing
performance, we would conclude that our tested-ability
problem is not as grave as we have been supposing.

The Improvemvt-of-Practice Problem

Virtually all of the blue ribbon commissions that have
studied education in the last decade have argued that
we need a new and better kind of teaching teaching
that challenges students more than our current methods
do, that expects more of students, that demands higher
order thinking from them, that prepares them l'or the
workplace of tomorrow.' More than previous
generations, today's students must learn to work
collaboratively in teams, to solve problems, to be
flexible and adaptable. Yet our current teaching
practices encourage students to work in isolation and
compete with one another, to learn discrete facts and
skills rather than to sive complex problem aad to
follow fixed routines, rather than experiment with
novel tasks. Preparing students for tomorrow's
workplace requires a different kind of teaching.

"Preparing students for
tomorrow's workplace
requires a efferent kind of
teaching."

Moreover, since the student body itself is changing,
teachers must learn noz fr.:1y to teach differe-tly, but
also to teach a differen: kind of student, one that bas
traditionally been alienated from schools and from
academic subjects. Tli;k, cn, is the improvement-of-
practice problem.

Suppose we solve the first two problems, the
representation problem and the tested-ability
problemsuppose we find ways to ant? ot people from
diverse backgrounds into teaching, and we feel con-
fident that those entering tetehing have a satisfactory
ievel of tested abilitywe would still mg' to find ways
to alter their practices, so that they teach is a different
way than teachers are now teaching, for uolving these
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other two problems offers us no guarantee that
teaching practice will change. How can we gauge the
importance of the improvement-of-practice problem?
Let's look at some recent research findings.

First, national amessments in virtually every subject
indicate that, although our students can ; erform basic
skills pretty well, they are not doing well on thinking
and reasoning. American students can compute but
they cannot rmson through complex mathematical
problems.' They can write complete and correct
sentences, but cannot prepare arguments.' They
cannot reason through scientific problems very well?
Moreover, in international comparisons, American
students are falling behind not only students in
European countries, but behind those in many third
world countries as well, particularly in those aros that
require higher order thinking, problem solving, or
conceptual wIrk. Our students are not doing well at
thinking, reasoning analyzing predicting estimating,
or problem solving. That is our first finding from
research.

Our second finding gives us a clue as to why we have
this first finding Textbooks in this country typically
give no attention to big ideas, offer no analysis, and
pose no challenging questions. Instead, they provide a
tremendous array of inforthation, or "factlets," with
questions requiring only that students be able to recite
back the same empty list of facts. In fact, our
textbooks often don't even provide much in the way of
organization or coherence for these facts. So
whatever real under standing students get about the
subjects, whatever intellectual chatenge they get, must
come from their teachers.

But ou r third finding from research is that teachers
teach most content only for exposure, not for
understanding.9 That is, their aim is not to assure that
students really understand the concepts they present,
but rather only that thcy have been exposed to it And
our fourth finding is that teachers tend to avoid
thought-provoking work and activities and stick to
predictable routines. Why? Because students are easier
to manage and student ou:comes easier to control when
the tasks are routine."

So, if we were to describe our current K-12 education
system, we would have to say it provides very little
intellectually stimulating work for students and that it
produces students who are not capable of intellectual
work. These problems are not, of course, all due to bad

Pose 4

teaching. I have already pointed out that American
textbooks often don't provide intellectually defensible
material, and I should add now that many features of
school organization and school policy can yield these
results as well. Still, these rmdings about what happens
in American classrooms help explain the findings from
national and international astessments, and they
demonstrate why we face an improvement-of-practice

Probkm.

But our fifth finding is that people who teach are
highly likely to teach in the way they themselves were
taught.' Here's why: If your elementary school
teacher presented mathematics to you as a set of
procedural rules with no sutetantive rationale, you are
likely to think that this is what mathematics is and that
this is how mathematics should be studied. And you
are likely to teach it this way. If you studied writing as
a set of grammar rules rather than as a way to organize
your thoughts and to communicate ideas to others, then
this is what you will think writing is and this is how
you will think it should be taught and learned.

"We learn about teaching
throughout our lives."

We all learn about teaching throughout ou r .ives. From
kindergarten through twelfth grade we observe
teachers. Those of us who go on to college observe even
more teachers, and these teachers are not necessarily
any better or different than those encountered
earlier.' By the time we receive our bachelor's degree,
we have observed teachers and participated in their
work for up to 3060 days. In contrast, teacher
preparation programs usually require something in the
neighborhood of 75 days of classroom explrience. What
could possibly happen during these 75 days to
significantly alter the practices learned dtu ing the
preceding 3060 days?

The improvement-of-practice problem boils down to
this If we know that teachers arc highly Mob to teach
as they were taught, and if we are not satisfied with the
way they were taught, how, then, can we help them
develop different teaching strategies? And how can we
create schools and policies that support their use of
these strategies?
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How serious is the improvement-of-practice problem?
I would say it is very serious. We are caught in a
vicious circle of mediocre practice modeled after
mediocre practice, of trivialized knowledge begetting
more trivialized knowledge. Unless we rmd a way out
of this circle, we will continue recreating generations
of teachers who will in turn recreate generations of
students whom we already know are not prepared for
the kind of information/ technological society we are
entering

The good news is that it is possible to learn more from
teacher education than people have tended to learn
from it in the past We know more now about what is
involved in teaching higher order thinking than we
did even 10 years ago, and we know more about the
nature of knowledge teachers need than we did 10
years ago? Teacher educators are now experimenting
with ways of getting more out of their candidates'
classroom time.' One way they do this is through
assignments that force their candidates to be more
analytic about what they see in classroomsto raise
questions about what is being taught and what is being
learned, and to generate hypotheses about better ways
to do it. Teacher educators are also experimenting
with ways of helping candidate teachers develop
alternative teaching strategies.

What Can Be Dose About
These Three Problw-ss?

I argued earlier that solving one of these problems
ould not necessarily solve either of the others.

Getting a more representative population of teachers
won't assure that we get higher tested ability in our
teachers; getting higher tested ability among our
teachers won't assure that we get different and better
teaching, and helphtg teachers learn to tcach better
won't assure that we get a more representative
population of teachers to serve our diverse student
population.

Each problem has its own etiology and each requires
its own soluticn. I emphasize this now because my
next task is to look at some of the solutions that have
been proposed, and in doing so I want to emphasize
that some of the most popular solutions may not solve
the problems they are supposed to solve.

The Represei lotion Problem

The most immediately obvious solution to the
representation problem is to offer financial assistance
programs to help minorities and low-income students
get through cor Je. Note that thezt, by themselves,
don't amure that any of the beneficiaries will actually
enter teaching For, just as new employment
opportunities have opened up for women, so have they
opened up for minorities. Offering college financial
aid alone, then, won't necessarily solve the
representation problem.

Another idea, now being considered by Congres3, is to
revive some form of Teacher Corps program. The
original Teacher Corps, initiated in the 1960s, provided
financial assistance during college to encourage
students to teach in low-income areas for some period
of time after graduation.' The idea is analogous to the
Peace Corps: You don't assume these teachers will
remain in these schools forever, but you give them an
incentive to work there at least for a short time.

The original Teacher Corps pro;ram was designed to
solve both a quantity problem and a representation
problemit was intended to get more people into certain
classrooms as well to change the kind of person who
came through the door. Some Teacher Corpt programs
funded students while they were in college and
encouraged them to go into teaching; some solicited
liberal arts ,graduates and gave them graduate
preparation in teaching All sought candidates who
came from low-income neighborhoods in the hope that
they would return to those neighborhoods. Whether a
new Teacher Corps program could accomplish this
outcome, given the new job opportunities for minorities,
is not clear.

Such a program could, incidentally, also be used to solve
our tested-ability problem if program eligibility were to
depend on a particular test score. Note, though, that
even if a new Teacher Corps program helps with both
the representation problem and the tested-ability
problem, it would not necessarily solve the
improvement-of-practice problem.

The Tested-Ability Problem

The most popular solution to the tested-ability problem
is to build some form of test into state requirements for
certification. Virtually every state now includes some
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form of teacher assessment in its certification
requirements.* These assessments vary considerably
from state to state, but regardless of their particular
features, most are intended to improved the tested
ability of the teaching population. Some may
accomplish that goal, but most probably won't. Here's
why:

In order for a state assessment to really raise the tested
ability of teachers entering the work force, it would
have to satisfy three conditions First, the test would
have to be a serious testone that included intel-
lectually rigorous content and that had a rigorous cut-
off score. Second, it would have to be designed so that
a lot of people failed it If no one fails the test, then it
can't, by definition, be raising the tested ability of new
teachers.

And finally, it would have to pass legal criteria for job
relevance, for as soon as very many people fail an
entrance test, the state will face a lawsuit challenging
the relevance of both the content and the cut-off score
to the tasks of teaching. So far, no state has been able
to demonstrate job relevance? In addition, to avoid
these lawsuits, most states design their assessments so
that very few teachers will fail; that is, they adopt
relatEely high cut-off scores and they provide ample
opportunities for those who do fail to try again.
Consequently, no state assessment systems really
contribute to solving the tested-ability problem. In the
end, these programs serve more of a symbolic than a
real function.

Another popular solution to the tested-ability problem
is the alternative route into teaching. Thirty-three
states now have provisions for some form of
alternative route to certificatim" What this means is
that the state drops its normal requirements for
obtaining a teaching credential and wrmits certain
individuals to enter teaching through some alternative
route.

States offering alternative routes to certification
generally hope to at.ract more capable people into
teaching in this way. Their reasoning is that people
with high tested ability were, as college students, either
denied from teaching by its curriculum requirements
or attracted to higher salaries in other career lines. In
eithe. case, they may have second thoughts later in life.
So the state offers a way to become certified without
having to go back to college and take a lot of courses.'

We are starting to get some evidence now about who
enters teaching through alternative routes.
Unfortunately, the evidence suggests that these new
recruits do not differ substantially from conventional
teacher-education graduates in their, tested ability."
Many of the peopk who acquire certification through
these sanctioned loopholes have been teaching already
in private schools where certification is not needed, and
are now seeking more lucrative positions in public
schools. Others are new college graduates with roughly
comparable grades as graduates who arc already
certified. Even those who move into teaching from
other jobs arc moving from lower status technical and
clerical jobs more than from higher status business and
science jobs.'

One surprising finding, however, that alternative
routes are attracting a more diverse population into
teaching. Some alternative routes, for instance, are
bringing more males and minorities into teaching than
traditional teacher education programs de So even
if this solution doesn't work well for the tested-ability
problem, it may help solve the representation problem.
This is one of the reasons why I emphasize the need to
think about each problem separately.

Another reason I emphasize thinking about these
problems separately is that policymakers often confuse
the tested-ability problem anc: the improvement-of-
practice pi oblem. They assume that if alternative
routes solve the tested-ability problem, they also
automatically solve the improvement-of-practice
problemthat there is a strong relationship between
tested ability and improvement of practice.

"Have you ever heard someone

say, 'He is so smart, don't

understand a word he says?'"

There are two reasons to doubt this assumption. Have
you ever heard someone say, "He is so smart, I don't
understand a word he says?" Surely, that is not the kind
of high-ability person we want in our classrooms.
Knowing a lot, or being smart, is not enough for
teaching, since the main job of the teacher is to get
someone else to know a lot and to be smart. That is one
reason to doubt that raising the tested ability of

,
teachers will, by itself, improve teaching practire.
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The second reason for doubt is one I have already
mentioned: Teachers acquire seemingly indelible
impraits of teaching, from their own experiences as
students, and these imprints are tremendously difficult
to shake. The dominating impulse in any new teacher
is to imitate the behaviors of his or her own early
teachers. And this impulse will remain strong unless
teachers are offered an equally strong and compelling
alternative approach to teaching.

/vbst alternative route programs offer only short-term
training for new teachers. They are not designed to
shake loose the imprints teachers arrive with, but
instead to capitalize on thoun. They expect their
candidates to already know what teaching is all about,
both because they are smart and because have
observed teaching for some 3000 days. With only brief
pedagogical training, alternative ronte candidates
would be more likely to emvla te te practices they
observed as childrenthe familiar practices that seem
almost second naturethan to develop new approaches
to teaching. Even if alternative routes do raise the
tested ability of teachers, then, or bring more minority
teachers into teaching, they are not likely to improve
teaching practice significantly. So let us now consider
some proposed solutions for that problem.

The Improvement-of-Practice Problem

The most popular solution to the improvement-of-
practice problem these days is the induction program.
Thirteen states now require some form of induction
program beyond student teaching. By this I mean that
school districts are required to provide first-year
teachers with come sort of guidance or assistance?
Often this mistance appears in the form of an
experienced teacher who serves as a mentor to the new
teacher. There are numerous variations on this theme.
Mentors can work independee tly in one-on-one
relationships or they can provide a standardized
orientajon to all newcomers. Districts can provide
release time for mentors or can expect them to provide
assistance in thc cracks between classes.

But, like alternative route programs, induction
programs will probably not alter practice. They will
help new teachers learn what the current population of
teachers knows; they will not help them lean, new or
different approaches to teaching. If anything,
induction programs further reinforce the same kind of
teaching we already havethe kind that emphasizes
facts and skills rather than reasoning and analysis,

passivity and compliance rather than active engasement
with subject matter.

The second proposal often put forward to solve the
improvement-of-practice problem b the pmfessional
developtynt school?' There was a time when most
colleges of education operated lab schools" in which
their student teachers received some practical
experiences. It might be easy to my that professional
development schools are a newer version of the same
thing. And in many respects they are. But in one
important respect they are not The lab school was
operated by the university, not by the community, and
its students tended to be faculty offspring. Lab schools
prepared teachers in a sort of ivory-tower environment
no poverty, no unedtscated parents, few children from
culturally different. backgrounds, and often plenty of
resources.

Professional development schools (PDSs), in contrast,
are genuine collaborations between the university and
the school. They serve the children who attend public
schools, not those who attend private schools. Moreover,
their reason for being is not just to provide a context
for new teachers to learn to teach, but instead to allow
all teachers to learn More about teaching. In that sense,
they are truly laboratories.

Not many true professional development schools exist
now, so I can only describe here their idealized features.
One is that university faculty would teach regularly in
these schools. Another is that teachers from these
schools would teach regularly at the university. A third
feature is that virtually everyone associated with a
PDSfaculty, teachers, and student teacherswould be
experimenting with new ways to teach children. And
finally, the staffing patterns of PDSs end the physical
layout of PDSs would look different from regular
schools. They would contain private places for teachers
to plan and design new strategies and miiterials,
conference rooms where tmchers could work t. gether
on new ideas, and observation rooms connected to
classrooms so that teachers, teacher candidates, and
other visitors could observe these teaching practices
without disrupting the activity itself.

Getting a sense of the layout and the kind of work that
occurs in these places should indicate some of the
staffing changes that would have to occur as well, for
we cannot have genuine experimentation in the typical
egg-carton school organization, where each teacher is
tied to one group of children for the entire day every
day. Yet someone must be with these children
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throughout the day, and the children must be learning
throughout the day. To get a profezional development
school going, then, we would need to either double the
existing staff, be very creative in grouping students
and teachers, or draw a new cadre of teaching
assistants into the school to free teachers to do the kind
of experimentation and development that is teeded.

This proposal is clearly designed to contribute to the
improvement oi practice. It does nothing for the
representation problem or for the tested ability
problem. Arid since this is the only serious solution
being proposed to solve the improvement of practice
problem, investing in such schools is worth a shot

Conclusion

My aim has not been to provide an exhaustive list of
policy options and their relative merits, but instead to
offer a strategy for evaluating ideas that are promoted
to improve the quality of teaching. There are two
important parts so my argument First, we face at least
three distinct problems in this country with respect to
teacher quality. We may argue about the degree to
which each of these represents a problem, about which
is the most important problem, and about how to solve
each problem, but virtually everyone agrees that all
three of these problems exists.

The srond part of my argument is that solving any
one of thme problems will not automatically solve
either of the others. This second point is particularly
important, for there is a tendency among policymakers
to assume that if they alter the population who enter
teaching, they will also automatically alter the practice
of teaching. The changing economy and the evidence
from assements both suggest a significant need to
improve actual teaching practices, yet research suggests
that teachers are highly likely to teach as they them-
selves were taught. So changing the population of
people who enter the profession is not likely to change
the way they teach in classrooms. Each problem
requires its own separate attention.
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