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AMERICA'S TEACHER COLLEGES: ARE THEY

MAKING THE GRADE?

TUESDAY, MAY 20, 2003

HOUSE OF REPRESENTATIVES
SUBCOMMITTEE ON 215" CENTURY
COMPETITIVENESS,

COMMITTEE ON EDUCATION AND THE WORKFORCE,

WASHINGTON, D.C.

The subcommittee met, pursuant to call, at 2 p.m., in Room 2175, Rayburn House Office
Building, Hon. Howard P. "Buck" McKeon [chairman of the subcommittee] presiding.

Present: Representatives McKeon, Petri, Castle, Ehlers, Tiberi, Cole, Carter, Gingrey,
Burns, Kildee, Tierney, Wu, Holt, McCollum, McCarthy, Van Hollen, Ryan, Owens, and Payne.

Also Present: Representatives Bishop and Davis of California.

Staff Present: Kevin Frank, Professional Staftf Member; Alexa Marrero, Press Secretary;
Maria Miller, Coalitions Director for Education Policy; Susan Oglinsky, Coalitions Advisor;
Deborah L. Samantar, Committee Clerk/Intern Coordinator; Kathleen Smith, Professional Staff
Member; Rich Stombres, Professional Staff Member; Holli Traud, Legislative Assistant; Ellynne
Bannon, Minority Legislative Associate/Education; Ricardo Martinez, Minority Legislative
Associate/Education; Alex Nock, Minority Legislative Associate/Education; and Joe Novotny,
Minority Staff Assistant/Education.

OPENING STATEMENT OF CHAIRMAN HOWARD P. “BUCK” MCKEON,
SUBCOMMITTEE ON 21°T CENTURY COMPETITIVENESS, COMMITTEE
ON EDUCATION AND THE WORKFORCE, U.S. HOUSE OF
REPRESENTATIVES, WASHINGTON, DC

Chairman McKeon. A quorum being present, the Subcommittee on 21st Century
Competitiveness will come to order.



We are meeting today to hear testimony on America's teachers colleges: Are they making
the grade?

Under committee rule 12(b) opening statements are limited to the chairman and ranking
minority member of the subcommittee. Therefore, if other members have statements, they may be
included in the hearing record. With that, I ask unanimous consent for the hearing record to remain
open 14 days to allow members' statements and other extraneous material referenced during the
hearing to be submitted in the official hearing record. Without objection, so ordered.

Good afternoon. I would like to welcome each of you to the hearing today as the
subcommittee continues its focus on reauthorization of the Higher Education Act. Today we are
holding our second hearing on teacher quality.

Last October the subcommittee held a hearing on Training Tomorrow's Teachers: Ensuring
a Quality Postsecondary Education, to learn about the effects of amendments made in 1998 to Title
IT of the Higher Education Act on the quality of teacher education programs in the United States.
At that hearing we discussed the effectiveness of the competitive grant programs authorized under
Title II and examined accountability provisions for teaching preparation programs under the act.
The purpose of today's hearing is to discuss whether teacher colleges and other teacher preparation
programs are producing a competitive cadre of teachers.

The caliber of teacher education programs at institutions of higher education has come
under increased scrutiny over the past several years. Among other things, teacher preparation
programs have been criticized for providing prospective teachers with inadequate time to learn
subject matter; for teaching a superficial curriculum; and for being unduly fragmented, with
courses not linked to practice teaching and with education faculty isolated from their arts and
sciences faculty colleagues.

In particular, there have been concerns about high rates of failure of recent teacher college
graduates on initial licensing or certification exams. A recent Congressional Research Service
report noted that one of the most publicly reported instances of high failure rates was in 1998 when
59 percent of prospective teachers in Massachusetts failed that State's new certification exam.
These dismal results raised questions about the quality of the preparation and training prospective
teachers had received from teacher preparation programs at institutions of higher education across
the State.

In June 2002, the Secretary of Education issued the first full annual report on teacher
preparation as required under Title II of the Higher Education Act. The report, titled Meeting the
Highly Qualified Teachers Challenge: The Secretary's Annual Report on Teacher Quality,
concluded that the teacher preparation system in this country has serious limitations. Not only does
acceptable achievement on certification assessments differ markedly among the States, the
Secretary's report found that most States, in setting the minimum score considered to be a passing
score, set those scores well below the national averages. The data collected for this report suggest
that schools of education and formal teacher training programs are failing to produce the types of
highly qualified teachers that the No Child Left Behind Act demands.



There is widespread awareness that the subject matter knowledge and teaching skills of
teachers play a central role in the success of elementary and secondary education reform. More
than half of the 2.2 million teachers that America's schools will need to hire over the next 10 years
will be first-time teachers, and they will need to be well prepared for the challenges of today's
classrooms. For these reasons the nation's attention has increasingly focused on the role that
institutions of higher education and States play in ensuring that new teachers have the content
knowledge and teaching skills they need to ensure that all students are held to higher standards.

Approximately 1,200 institutions of higher education award undergraduate degrees in
elementary and secondary education. In addition to earning a baccalaureate degree in education,
other undergraduates get ready to teach by participating in a teacher education program while
earning a degree in an academic subject area. Still other individuals enter teaching through post
baccalaureate certificate programs or master's programs offered by institutions of higher education.
Finally, alternative routes to teaching that target, for example, individuals changing careers may
also involve higher education institutions.

Title II of the Higher Education Act includes programs and provisions intended to improve
the overall quality of teacher preparation programs administered by institutions of higher
education, hold these programs accountable for the quality of their graduates, and strengthen
recruitment of highly qualified individuals to the teaching profession. Institutions of higher
education have a great deal of responsibility in contributing to the preparation of our nation's
teachers. We are here today to learn whether provisions under Title II of the Higher Education Act
are working and whether our teacher preparation programs are making the grade.

We have a distinguished panel of witnesses today, and I would like to thank you for your
appearance before the subcommittee today, and I look forward to your testimony and any
recommendations you may have as we work to reauthorize the teacher provisions of the Higher
Education Act.

WRITTEN OPENING STATEMENT OF CHAIRMAN HOWARD P. “BUCK” MCKEON,
SUBCOMMITTEE ON 215" CENTURY COMPETITIVENESS, COMMITTEE ON
EDUCATION AND THE WORKFORCE, U.S. HOUSE OF REPRESENTATIVES,
WASHINGTON, DC—SEE APPENDIX A

Chairman McKeon. I now yield to Mr. Kildee, Ranking Member of the committee, for his
opening statement.



OPENING STATEMENT OF RANKING MINORITY MEMBER,
REPRESENTATIVE DALE KILDEE, SUBCOMMITTEE ON 21°" CENTURY
COMPETITIVENESS, COMMITTEE ON EDUCATION AND THE
WORKFORCE, U.S. HOUSE OF REPRESENTATIVES, WASHINGTON, DC

Mr. Kildee. Thank you, Mr. Chairman. I am very pleased to join my respected friend Chairman
McKeon at today's hearing on teacher quality and Title II of the Higher Education Act.

Having led efforts on this side of the aisle during the last higher education reauthorization, I
am looking forward to strengthening our teacher preparation programs and increasing the supply of
highly qualified teachers. Nothing is more critical to the education of a child than the quality of
that child's teacher. I taught for 10 years and have been guided by that. I really gained from having
taught with such great teachers at Flint Central High School, many of whom attended Eastern
Michigan. This makes the work at our nation's schools of education and other programs that
produce and certify our teachers extremely critical. Without top-notch schools of education, we
simply can't produce the number of teachers that our children need to learn.

Title II of the Higher Education Act plays an important role in improving the quality of our
teacher preparation programs. The research provided through its grant programs has improved
teacher certification and reform initiatives at the State level and assured strong partnerships
between institutions of higher education and high-need local educational agencies.

As we look to authorize or reauthorize these programs, we need to make several critical
changes. First, the definition of high-need local educational agency should be set at a higher, more
targeted threshold. This will lead to needier school districts being included in partnerships and an
increased number of disadvantaged children benefiting from improved teaching.

In addition, we need to expand our efforts to include all of the high-quality universities in
Title II programs. This includes expanding opportunities for historically black colleges, Hispanic-
serving institutions and travel colleges to improve teacher preparation and to work with
disadvantaged school districts.

We also need to examine the accountability provision of Title II to ensure that critical
information on the performance of schools of education and other teacher preparation programs is
reported and used to improve quality. The reporting and accountability system we established in
1998 with Mr. McKeon and I was a very good first start, and in this reauthorization we need to
improve how States and institutions report data to ensure that we get an accurate picture of how
many teacher candidates pass initial certification exams.

Lastly, I want to comment on the president's loan forgiveness proposal for math, science
and special education teachers. Loan forgiveness is an important tool to ensure that highly
qualified teachers can be recruited and retained, especially in our most disadvantaged schools.
While the president's proposal improves the existing loan forgiveness program that Chairman
McKeon and I created in the last reauthorization, more must be done. We should not limit



expanded loan forgiveness to just math, science and special education teachers. Instead we should
increase loan forgiveness to 17,500 for all teachers teaching in Title I schools. In addition, we must
provide some initial levels of forgiveness in the first five years of teaching in a Title I school.

The present loan forgiveness authority requires teachers to teach for five years prior to ever
receiving any loan forgiveness. This 5-year waiting period reduces the attractiveness of loan
forgiveness as a retention-based incentive. We should instead be providing an increasing portion
of forgiveness in each of the first five years a teacher teaches in a Title I school. This change alone
could make the existing loan forgiveness program a much more attractive retention tool for school
districts seeking highly qualified teachers.

Mr. Chairman, I want to close my remarks by thanking the witnesses for their testimony,
and thank you for holding this hearing. There is no more important task than to assure that our
teachers are well prepared to help our children learn, and I yield back the balance of my time, Mr.
Chairman.

Chairman McKeon. Thank you.

I will now introduce our witnesses. First is Lisa Graham Keegan. Ms. Graham Keegan is
the chief executive officer and founding member of the Education Leaders Council in Washington,
D.C. Prior to the Education Leaders Council, she served as the superintendent of public instruction
in Arizona. I first met her when we went there and held a hearing on charter schools. She was
elected to the Arizona House of Representatives for two terms. During her tenure she served as
vice chair and chair of the house education committee.

Next we have Kati Haycock. Ms. Haycock is a director of The Education Trust in
Washington, D.C., and previously served as executive vice president and chief operating officer of
the Children's Defense Fund. Additionally, Ms. Haycock founded and served as the chief
executive officer of the Achievement Council, a nonprofit organization that assists teachers and
administrators in low performing, predominantly minority schools.

Then we have Dr. Arthur E. Wise. Dr. Wise is president of the National Council for
Accreditation of Teacher Education in Washington, D.C., and is the coauthor of 4 License to
Teach, which concerns professionalization of teaching. He also served as director of the Rand
Corporation's Center for the Study of the Teaching Profession.

Then we have Dr. Louanne Kennedy. Dr. Kennedy is provost and vice president for
academic affairs at California State University-Northridge in California; which used to be in my
district. Prior to this she held the positions of vice president for academic affairs at Keen College
of New Jersey and associate provost of Baruch College, the City University of New York, and was
also acting president of the university, I know, for about a year. It is good to see you again.

I would like to introduce Mr. Kildee to introduce our next witness.



Mr. Kildee. Thank you, Mr. Chairman. It is my great pleasure to introduce Dr. Jerry Robbins,
dean of the College of Education at Eastern Michigan University. My daughter chose to attend
Eastern Michigan, not in your school, but in the School of Psychology. Dr. Robbins has 23 years
of experience as a dean of a college of education, the last 12 years at Eastern Michigan University.
In addition, Dr. Robbins has 15 additional years in other higher educational roles and has served as
a principal and a teacher.

Eastern Michigan University and the college Dr. Robbins have the distinction of being the
largest producer of educational personnel in the country, in both quantity and quality. In addition,
Eastern Michigan University is among the largest producers of new teachers. Eastern Michigan
also has received the NCATE accreditation and represents one of the more innovative examples of
schools of education.

What impresses me most about Dr. Robbins' and Eastern Michigan's focus on preparing
high-quality teachers, and I stress high quality, is that all of EMU's prospective teachers complete
an academic major and minor. Graduates from Eastern Michigan know the subject matters they are
hired to teach. In addition, an EMU graduate must take the State exam prior to being
recommended for the Michigan Department of Education for licensure. Dr. Robbins is a big reason
this focus on quality remains a steadfast commitment at Eastern Michigan. This focus on quality is
exactly what this committee is seeking as we look to reauthorize Title II of the Higher Education
Act. We are fortunate to have Dr. Robbins before this committee today, and I welcome his insight
and testimony.

Thank you, Mr. Chairman.
Chairman McKeon. Thank you.
I would now like to introduce Mr. Owens to introduce our next panelist.

Mr. Owens. Mr. Chairman, I am pleased to introduce Joyce Coppin, who is the chief executive of
Division of Human Resources, New York City Department of Education. I have a long biography
here, but I will not bother to read it. I know Dr. Coppin is an activist and idealist, a person who has
been on the frontlines in every aspect of education starting with teaching, superintendent of a local
district and high school superintendent. She is presently part of the massive reorganization of the
schools in New York City, and we are so glad to have her to help train those businessmen who are
in charge and keep them focused on education.

Dr. Coppin was appointed as the Brooklyn High School superintendent more than 14 years
ago. She served for 14 years in the position as Brooklyn High School superintendent, giving back.
The magnitude of what that means, in Brooklyn there are 56,000 students, 4,500 staff members and
a budget of almost $275 million.

In 2002, she was appointed to her present position as chief executive for the division of
human resources. Her office provides service and support to the 130,000 staff members who are
directly and indirectly responsible for education of children in the city of New York schools. In
addition, she also oversees the department's teaching recruitment, preparation, professional



development, and retention programs.

The last time I saw Dr. Coppin, I think it was at a special reception in honor of her at
Medgar Evers College, and it is a college where a large number of teachers are educated. They
have had their problems with their teachers being able to pass examination and get certification,
and they have made great improvements in that respect.

So, Dr. Coppin, it is great to see you here and know that you are close to the top decision-
making processes as New York City Schools reorganize themselves.

Chairman McKeon. Thank you very much.

Before the witnesses begin, I would like to explain to you a little bit about those lights you
see in front of you. I know your testimonies will probably be longer than five minutes. Your full
testimony will be included in the record. When the light comes on green, it means you have five
minutes. When the yellow comes on, it means you have a minute. When the red comes on, it
means the world just ended.

And we will begin with Ms. Graham Keegan.

TESTIMONY OF MRS. LISA GRAHAM KEEGAN, CHIEF EXECUTIVE
OFFICER, EDUCATION LEADERS COUNCIL, WASHINGTON, D.C.

Ms. Keegan. Thank you, Mr. Chairman and members. I appreciate being here on behalf of the
Education Leaders Council, which is an organization of State school chiefs, State board members,
and governors' offices and other officials in education who are committed to standards and
accountability, to choice in education, and to the quality of teaching in the nation. We are also
partners with the National Council on Teacher Quality in a project that Secretary Paige initiated
with us for the development of an American board for teacher certification, which will provide a
new route for the country for teachers to come into teaching, for us to be able to guarantee that
young teachers, at least prospective teachers, know their content, know the teaching instructional
skills that they need to know to be a beginning teacher, and then we will heartily recommend to
States and follow them through mentoring, mentoring that for us must include the quality of the
instruction as evidenced in student achievement. So the American Board will follow all of our
candidates and see how their standards perform.

The American Board was put together originally by grant from Secretary Paige, who, as
you know, has been a strong advocate for bringing quality teachers into the classroom, for knowing
whether the teachers we have in the classroom are producing quality in terms of students. We
brought together some of the Nation's most thoughtful advocates of teacher quality, of content
specialty, and created the standards on which these tests are based. These tests will be available for
elementary education starting at the end of August of this year for States to adopt and use as one



route to certification.

The American Board will not require that the candidate must go through a college of
education. We will require a bachelor's degree in content. We will require absolutely that the
candidate has been trained and skilled and has the knowledge and instructional technique required
to be in the classroom. However, we will not require the traditional route through a college of
education.

We believe this is important because no preparation for teaching is easy or efficient or
quick. It simply isn't possible. To know the content that one has to impart to students is difficult.
Whether that be through a math preparation program, an English language arts preparation, or
science preparation, all of those studies are extremely difficult at the university level.

It is also challenging to acquire the kind of skills that you must have to be able to manage a
classroom, to understand how students learn, to respond to all groups of students, and primarily to
have the high expectation which we believe is incumbent in this endeavor that all students in the
classroom can and will learn the necessary skills.

We are in a new environment, thank goodness, of no child left behind, of accountability, of
a belief in the Nation and an insistence that all children, no matter the way they look, how much
money they have, or their ZIP code, all of them must be entitled to a certain amount of essential
knowledge. In order to do that then, in order to teach that knowledge, one must understand that
certain types of instruction are necessary.

There is no question that the predominant view in the preparation of teachers in America
today is that discovery learning and that students sort of exploring and coming up with the things
that they need to know has been the predominant view, in addition to the fact that we have far too
much belief that there are certain students who cannot. At the Education Leaders Council we make
a weekly event of pointing out a quote from somebody who shares with us the reasons that some
school cannot succeed because of the nature of the students in the school. We simply must get
beyond a moment in which we blame a lack of improvement on the students themselves. It is us, it
is our responsibility. It is an adult responsibility that we think can be answered in the process for
certification that States and the nation allow.

What we believe is that there ought not to be simply one method, one route to the
classroom; that what we need to judge is whether or not the person who is coming to us as a
prospective teacher has the skills that they need to be a beginning teacher. No teacher who walks
into a classroom for the first time is prepared for what they will face, particularly in middle school,
where my son is right now. It is a very trying, very expertise-laden job to manage 12-year-olds,
13-year-olds, 14-year-olds who come to us with these really big backpacks and believe we will fill
it up with the knowledge that they need.

It is a difficult job, but it is also a job that must be learned in part based on what the teacher
knows, and how they deliver that information. There must be unequivocal ability on the teacher's
part of the content itself; they must know the subject material they are trying to impart to their
student. We have spent far too long on process. It is not possible to teach what we do not know.



So that needs to once again come to the forefront of this endeavor.

In addition, we must change our empbhasis so that we look at exactly how far students
progress and not simply whether or not we have provided process, but whether we provided
success.

Thank you very much, Mr. Chairman.

WRITTEN TESTIMONY OF MRS. LISA GRAHAM KEEGAN, CHIEF EXECUTIVE
OFFICER, EDUCATION LEADERS COUNCIL, WASHINGTON, D.C.—SEE APPENDIX B

Chairman McKeon. Thank you.

Ms. Haycock.

TESTIMONY OF MS. KATI HAYCOCK, DIRECTOR, THE EDUCATION
TRUST, WASHINGTON, D.C.

Ms. Haycock. Mr. Chairman, Mr. Vice Chairman and members of the committee, for the last 10
years we have been engaged in this nation in a war of competing claims about teacher preparation.
On one side are those who argue that teachers need no special preparation in education skills. On
the other side are those who argue that teachers, like other professionals, need special preparation,
and to place anybody else in a classroom is criminal.

You just heard one side of that argument. When I am done, you will hear the other. In fact,
I worried a little bit about my placement between these two. Like most matters, however, the truth
is probably somewhere in between. But the very sad fact is that we do not actually know which
parts of whose claims are accurate.

Fortunately, while that lack of good, solid information has limited what States can do to
respond to the bold action you asked them to take in No Child Left Behind, the truth is that you
could set in motion in Title II, the Higher Ed Act, a process that would actually answer these
questions once and for all. But first a brief reminder of why that is so important.

As all of you know, we used to believe in this country that what kids learned was primarily
a function of them and their families, and that kids who grew up in poverty or in difficult home or
neighborhood circumstances would not learn no matter what we did. There was, of course, a lot of
new research that turns those ideas upside down. It says unequivocally that some things that
schools do matter hugely in whether kids learn or whether they don't, and the thing that
unquestionably matters most is good teachers.
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Now armed with that knowledge, you set into motion in No Child Left Behind a process for
refocusing schools and districts and entire States, in fact, on improving teacher quality and in
making sure that poor children got their fair share of our strongest teachers. The Higher Ed Act, of
course, is your opportunity to refocus higher education on that objective as well. You started that
work in 1998. Now is your opportunity to move a bit further.

What changes might you consider? The first thing that is important to understand is that
whether teachers come through schools of education or whether they come through alternate routes
and, therefore, from academic departments, whole universities are responsible for the preparation
of teachers pre-K through high school. Yet in a 1998 act you held accountable only the education
schools. So what could you do about that?

Number one, you could require States to ask arts and science faculty members to actually
review the standards and assessments for teachers to make sure that they are up to the level of
knowledge that is necessary to get children to State standards.

Number two, you could make sure that when candidates fail licensure examinations in
mathematics, for example, that the mathematics department that did their education is actually held
accountable as well, not just the education school.

Number three; you could target the dollars in your State and partnership grants to engage
not just education schools, but academic departments as well in tackling two of the biggest
problems that we face. Number one is both the quantity and the quality of mathematics teachers,
and number two is both the quantity and the quality of our pre-K teachers.

Secondly, let me go back to those vexing questions about what really matters and what does
not. There, in fact, is a way to answer those questions. It is called value-added assessment, and I
would strongly urge you to make, as a condition of providing a State grant or a partnership grant, a
requirement that districts or States install value-added systems or the rough equivalent of those in
order, in other words, to understand what actually matters in raising student achievement and what
does not.

Third and finally, the matter of who teaches whom. No matter how you measure teacher
qualifications in field, out of field, certified, uncertified, major, non-major, or actual experience,
poor and minority children nationally get way more than their fair share of our least well-qualified
teachers. Again, you focused real attention on that on the K-12 side in No Child Left Behind. The
question is how you come back around and reinforce that in the Higher Education Act.

There are two things in particular that would help. Number one, loan forgiveness helps,
especially when it is highly targeted to the highest poverty schools, and when it is more generous
earlier than it is now. The current amounts are not sufficient to provide an incentive to those who
want to teach in our highest poverty schools.

Secondly, it would also help to focus higher education energies if, number one, States were
asked to include in their accountability systems for higher education institutions not just the pass
rate measures, but measures of improvement in a number of teachers they produce who actually go
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to teach in high poverty schools; and secondly, to do what some States have already done, and that
is include in the accountability measures targets just as you have for No Child Left Behind to make
sure that every group of prospective teachers passes a licensure exam in adequate rates. Thank
you.

WRITTEN TESTIMONY OF MS. KATI HAYCOCK, DIRECTOR, THE EDUCATION TRUST,
WASHINGTON, D.C.—SEE APPENDIX C

Chairman McKeon. Thank you.

Dr. Wise.

TESTIMONY OF DR. ARTHUR E. WISE, PRESIDENT, NATIONAL
COUNCIL FOR ACCREDITATION OF TEACHER EDUCATION,
WASHINGTON, D.C.

Dr. Wise. Mr. Chairman, members of the committee, I am honored to be here. NCATE is the
accrediting agency for colleges that prepare the nation's teachers. NCATE and Congress, through
Title II of the Higher Education Act, share the important goal of improving teacher preparation. I
am here today to suggest that we can more effectively achieve the goal together. Rigorous teacher
preparation is key to ensuring that no child is left behind.

Title II brought teacher testing out of the policy shadows and into the sunlight where it is
now playing a forceful role in upgrading teacher quality and teacher preparation. Education
schools are now required to report how many of their teacher candidates pass State licensing tests.
In response, education schools and States have changed admissions and graduation requirements.
They no longer graduate teachers who fail the test. This federal mandate has engaged NCATE to
incorporate test score results into its accreditation decision.

The NCATE is voluntary. Its decisions currently apply to 665 institutions or 55 percent of
the 1,200 teacher preparation institutions in the U.S. NCATE institutions prepare over two-thirds
of all the new teacher education graduates. In the last decade 48 States have entered partnerships
with NCATE.

NCATE now requires that education schools not only meet State-mandated pass rates, but
also a high national pass rate; namely, that at least 80 percent of all candidates pass tests of
academic content knowledge.

Since the enactment of Title II, NCATE has also been working with one national testing
company to ensure that its teacher licensing tests are aligned with rigorous professional standards.
NCATE has just reached an agreement with that company to establish a high national benchmark
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on its teacher licensing tests. This unprecedented benchmark will provide a beacon to States that
wish to upgrade standards.

As important as these steps are, content knowledge is only one indicator of readiness to
teach. NCATE believes in a comprehensive approach to the development and assessment of
teacher quality. In 2001, NCATE launched its new performance-based accreditation system, which
requires multiple sources of evidence that candidates have not only content knowledge, but also the
ability to teach it so that students learn.

In addition to meeting new test score requirements, education schools must take these steps:
They must prepare new teachers to teach to today's higher standards. They must prepare new
teachers to teach the great diversity of students who are now in America's classrooms. They must
prepare new teachers to use technology effectively. They must offer more intensive supervised
experiences in schools, and they must track progress of new teachers from admission to graduation
and into the first years of teaching. These new requirements are strengthening the programs that
education schools offer.

Based on what NCATE has learned from working with education schools, I have four
recommendations. First, as I have described, NCATE carries out a comprehensive review of the
institution, its programs and its candidates; therefore, Congress should revise section 207 of Public
Law 105-244 to allow NCATE-accredited institutions and States to use NCATE accreditation as a
substitute for all or some reporting requirements.

Second, Congress should amend section 202 to create incentives for States to implement
comprehensive licensing assessment systems that include measures of content knowledge, teaching
knowledge and skill, and the ability to teach so that all students learn.

Three, Congress should continue to encourage the development of alternate routes to
licensing, but should tighten the definition of highly qualified teacher to preclude those who are
still in training. The term "highly qualified" should be reserved for those individuals who have
mastered a rigorous program of study and who have met all State licensing requirements.

Finally, Congress should amend section 203 to encourage professional development schools

similar to teaching hospitals for medical education. These innovative institutions hold particular
promise for preparing a new generation of teachers for urban schools. Thank you.

WRITTEN TESTIMONY OF DR. ARTHUR E. WISE, PRESIDENT, NATIONAL COUNCIL
FOR ACCREDITATION OF TEACHER EDUCATION, WASHINGTON, D.C.—SEE
APPENDIX D

Chairman McKeon. Thank you.

Dr. Kennedy.
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TESTIMONY OF DR. LOUANNE KENNEDY, PROVOST AND VICE
PRESIDENT FOR ACADEMIC AFFAIRS, CALIFORNIA STATE
UNIVERSITY, NORTHRIDGE, NORTHRIDGE, CALIFORNIA

Dr. Kennedy. Mr. Chairman, Mr. Vice Chairman, members of the Subcommittee on 21st Century
Competitiveness, ladies and gentlemen, we are pleased to be here as recipients of a Carnegie grant,
which you had asked us specifically to speak about, as we look to moving further on our reform of
teacher preparation.

Research has shown that the most important factor that impacts student achievement in the
K-12 classroom is the quality of the teacher, even among disadvantaged children. And clearly,
when students are not achieving, we need to look at the way we are preparing the teachers.

What this grant has made possible for us is to focus the attention of members of six
different colleges, including the College of Education, as has been discussed earlier, to combine
together to work together to look at the curriculum that is used in preparing the teacher rather than
having them separated as they had been in the past.

We began this project actually with a Title II grant that developed and integrated teacher
preparation program, integrated between arts and sciences and education, and aligned with the
California standards.

The work under the grant takes as a dependent variable looking at every possible way in
which we can evaluate pupil performance in the classroom and tie that back to the value added by
graduates of our program. It has required us to look at evidence of what constitutes good teaching.
It requires us to watch how that occurs not only in our own classrooms, but also in the K-12
classrooms. We are partnering now with teachers in the schools, principals, the Achievement
Council, and the faculty that we have involved right now involves probably between 40 and 60
individuals, one group looking at evidence, one group looking at partnering with arts and sciences
in education, and the third group looking at the measures that will be used as we make possible
having teachers become a clinical practice profession. They are being and we are modeling this
program on the way in which doctors have been prepared.

We follow the teachers through the first two years of their teaching and make possible the
ability for them to identify the areas where they feel weakest and be able to produce the kind of
learning, whether it is in pedagogy or in the content area or in what we now refer to as pedagogical
content knowledge, because it does bring the two together, and it will be able to put together
quickly the kind of programming they need in those first two years. We need teachers to teach well
and students perform well, but we have to provide the support to make that possible.
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This work also now has gone in two different directions as well. We are opening a high
school in 2004 that will be a teaching academy. It is a joint venture with the Los Angeles Unified
School District. You were there for the transfer of the land, as I recall. And this is a teacher
academy that has two parts to it that I think are really very special. One is we are now hiring K-12
teachers with doctorates in content areas into the arts and sciences colleges, and we are hiring arts
and sciences people as well as K-12 teachers into the college of education, and all of these
combined together to work to develop our curriculum and to test the models that we are using to
see whether it is really resulting in the child having a better performance at the end of the time with
that teacher.

We are using standardized tests, normative tests, but our long-time objective is to establish
an agreed-upon quality of student work that anyone can look at and say that is high-level
performance in fourth grade math, writing, or English, or any subject whatsoever.

That high school opened in 2004. It will be a teaching academy, also focused on health
sciences, and also focused on entertainment and communications. The three strands, the high
school of 800, the three stands will be in these areas, and they are all geared toward careers so that
we encourage students to learn the material, and the curriculum will be designed around learning
that material as it applies to going on to higher education, but also to career, which is an important
aspect, particularly getting kids to study mathematics and sciences.

We also have a full-inclusion elementary school, the CHIME school, in which we are able
to demonstrate in K through 8 that full inclusion is possible, that every child can succeed. We are
working with a number of different agencies, including the Achievement Council, the schools and
our own six colleges. We think we have a model that will be, can be replicated. We started this
with a Title II grant. We brought together the faculty there. Those kids are now graduating. They
are out, able to show that a good teacher matters, it can be produced, and that results in high pupil
performance. Thank you.

WRITTEN TESTIMONY OF DR. LOUANNE KENNEDY, PROVOST AND VICE PRESIDENT
FOR ACADEMIC AFFAIRS, CALIFORNIA STATE UNIVERSITY, NORTHRIDGE,
NORTHRIDGE, CALIFORNIA—SEE APPENDIX E

Chairman McKeon. Thank you.

Dr. Robbins.

TESTIMONY OF DR. JERRY ROBBINS, DEAN, COLLEGE OF
EDUCATION, EASTERN MICHIGAN UNIVERSITY, YPSILANTI,
MICHIGAN

Dr. Robbins. Mr. Chairman, Congressman Kildee, ladies and gentlemen of the committee, we
appreciate this invitation very much. I am not here to speak for or against any particular
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legislation, but instead to give you a case study of a teacher preparation program at which most of
the criticisms that have been directed in recent times do not apply.

We are big. We are trying to be very good. We are very well connected with our
constituencies.

As the vice chair has graciously recognized, we are indeed the nation's largest producer of
educational personnel. That is about 2,000 people per year. That includes about 1,000 new
teachers per year. This number will be increasing rapidly as our admissions have gone up
approximately 44 percent in the past three years. We are committed to addressing the perceived
teacher shortage problem.

We are working on being good. We are accredited by NCATE, approved by our State
education agency, and officially recognized by 16 subject area organizations. We are rigorously
reviewed by each of those every five years. All of our prospective teachers complete an academic
major and minor that is at least as long and rigorous as that for anybody else. Every teacher must
take and pass the State's required test in the subject fields before being recommended for licensure.

I want to dispel any concern that the teachers prepared at our place are not at least as well
prepared in their discipline as anybody else at our institution. As a result, our graduates are highly
recruited. They are very heavily recruited. Each can have his choice of three or four opportunities
just from our annual job fair.

Our alumni have national recognition. One of them is former Congressman Carl Pursell
from Michigan. We have 24 recipients of the 25,000 Milken Award, a national teacher of the year,
national superintendent of the year, and many executives and presidents of national education
organizations. I am most pleased to recognize today one of our recent alums who is in the
audience.

Mr. Sergio Garcia came to EMU several years ago from south Texas. He completed his
requirements this past December with a major in one of the sciences and a minor in bilingual
studies. He is temporarily teaching science while he considers a number of highly attractive
permanent job offers. After he was admitted to our institution, he had to complete the same set of
general education requirements that anybody else did at our institution, and all of that course work
is in arts and sciences. He became eligible for and was admitted to our initial teacher preparation
program, which is not a trivial screening, because each year more than 200 students who make
formal application are not admitted. Mr. Garcia was one of the successful ones.

He completed his major, a strong pattern of course work in the sciences, and his minor, and
in his professional studies he took a sequence of courses that qualitatively met every requirement
set by NCATE at the Michigan Department of Education and specialized agencies. In the
professional studies everything that has been called for in the reform reports in recent years has
been included. Teaching the technology, classroom management, assessment and evaluation,
working with students with disabilities, special methods, reading in the content areas, and on and
on and on, these are all part of our preparation program.
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Along the way he had three structured pre-student teaching field experiences to apply these
new skills, and then to culminate his program after further screening, he was placed with a highly
qualified cooperating teacher for a full-time, full-semester student teaching experience.

This, along with the pre-student teaching field experiences, does provide extensive
opportunity for our teachers-to-be to apply their knowledge and skills under careful supervision.

Because a large portion of our students work and commute to classes, we offer professional
course work from 8:00 to 10:00 each weekday, on Saturday, on Sunday, online and in six locations
in southeastern Michigan. In recent times we have admitted to our teacher preparation program
about 500 career changers per year, and they now make up about one-third of our student body.
These are people with at least a bachelor's degree, often a graduate or professional degree, who
have decided to become teachers.

We are involved in numerous projects with urban teachers in Detroit and in Flint. We are
well connected with our education community through consortia with other institutions, with
involvement with schools in a wide variety of ways, special partnership schools, and special
funding from State and federal agencies that permit us to engage ourselves in many ways.

We are very proud of our work as the university partner for the implementation of the
Comer schools and Family Initiative in Detroit, where we have been working with 24 inner-city
schools.

We are among a relatively small number of institutions in the country that collectively
prepare most of the new teachers. We are committed to quality. Our new teachers are well
prepared in general education, in the content areas they will teach, and in appropriate strategies for
bringing about learning in all children. Our alums are highly successful and much recognized for
their competence. Our new teachers are highly recruited. The feedback that we get is quite good.
We have almost every type of external recognitional quality that is available. We intend to remain
well connected.

We agree with the subcommittee that teacher-training programs are the key to improving
effective K-12 education. Thank you for the opportunity.
WRITTEN TESTIMONY OF DR. JERRY ROBBINS, DEAN, COLLEGE OF EDUCATION,
EASTERN MICHIGAN UNIVERSITY, YPSILANTI, MICHIGAN—SEE APPENDIX F

Chairman McKeon. Thank you.

Dr. Coppin.
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TESTIMONY OF DR. JOYCE R. COPPIN, CHIEF EXECUTIVE, DIVISION
OF HUMAN RESOURCES, NEW YORK CITY DEPARTMENT OF
EDUCATION, BROOKLYN, NEW YORK

Dr. Coppin. Good afternoon, Chairman McKeon, Ranking Member Kildee, Congressman Owens,
Congresswoman McCarthy and Congressman Bishop.

I oversee 80,000 teachers in 1,200 schools and administer the largest teacher recruitment
and preparation program in the nation. Thank you for the opportunity to discuss the reauthorization
of the Higher Education Act and our ongoing efforts to attract, prepare and retain high-quality
teachers.

For the current school year, the New York City Department of Education set a goal of
hiring only certified teachers for positions in elementary schools, social studies and English. We
accomplished this objective and are now a step closer to satisfying a new State requirement that all
teachers in our schools be certified by September 2003. We were also able to satisfy the NCLB
standard of hiring only highly qualified teachers in our Title I schools. Last September, I attended
a ceremony at the White House where President Bush highlighted our efforts to meet these
requirements.

Securing high-quality teachers for all of our classrooms remains a challenge. We must hire
11,000 teachers by this September, knowing that as many as 4,000 current teachers may fail to
meet the new State regulation. The supply of new teachers in New York State is not keeping up
with the demand. Colleges and universities are not producing enough teaching candidates in math,
science, bilingual and special education. For example, the city could hire every newly certified
math teacher in New York State and still could not fill its 1,000 mathematics vacancies.

The department has worked aggressively to broaden the pool of qualified individuals who
want to become teachers. Our efforts have increased the percentage of newly hired teachers with
appropriate State certification from 43 percent in September 2000 to 86 percent today. This
increase can be attributed to the following: The establishment of the Teaching Fellows Program, a
closer working relationship with colleges and universities, an increase in teachers recruited both
nationally and abroad, a new teachers' contract offering more competitive salaries, and a productive
relationship with the UFT.

Teaching Fellows addresses the fact that traditional teacher preparation programs do not
produce enough qualified teachers. The department, with partnering IHESs, tailored the program to
prepare teachers to succeed in urban schools. It seeks highly qualified professionals who want to
teach in our lowest-performing schools. For this September, this coming September, 3,000
candidates were selected from among 20,000 applications. Our current fellows include former
doctors, lawyers, Wall Street financiers, judges, and advertising executives. Over the last three
years, 3,300 fellows have entered the program, and 2,800 are still teaching in these schools,
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including businessmen or Congressmen.

Because school districts are solely accountable for student performance, we must play a
lead role in teacher preparation programs. Congress should recognize the importance of school
districts in improving teacher quality and update how Title II allocates funds. First, allow 40
percent of Title II funds to be allocated to partnerships between high-need LEAs and IHEs, with
LEAs as the lead applicant and fiscal agent. This capacity would support successful district-
administrated programs such as Teaching Fellows.

Second, 40 percent of the Title II funds should be allocated to partnerships between a high-
need LEA and IHEs to administer three service teacher preparation programs, with the IHE as the
lead applicant.

Third, we recommend the remaining 20 percent be authorized for recruitment purposes.
These revisions will miss their mark unless these funds are better targeted. For example, in New
York State, the White Plains School District's per pupil expenditure is $16,000, yet it qualifies as a
high-need LEA because exactly one of its schools meets the current definition. New York City
also qualifies, with 900 of its 1,200 schools enrolling 50 percent or more children eligible for
school lunch, and spends less than $9,000 per pupil.

We recommend defining a high-need LEA as a district that serves at least 10,000 children
or 30 percent from below the poverty line.

Finally, many prospective teachers are questioning their entry into this profession as they
see districts across the nation eliminating teaching positions to meet budget cuts. While our current
budget situation is dire, we have not cut any teaching positions; however, other districts have not
been as fortunate. Revising HEA in the ways I have suggested and increasing its authorization will
increase the supply of highly qualified teachers. Congress should also make education funding a
priority so that struggling schools have the resources needed to educate children during this time of
State and local budget cuts.

I thank you.
WRITTEN TESTIMONY OF DR. JOYCE R. COPPIN, CHIEF EXECUTIVE, DIVISION OF
HUMAN RESOURCES, NEW YORK CITY DEPARTMENT OF EDUCATION, BROOKLYN,
NEW YORK—SEE APPENDIX G

Chairman McKeon. Thank you very much.

I am going to hold my time until the end and at this time yield the time to Mr. Cole from
Oklahoma.

Mr. Cole. You caught me unawares, Mr. Chairman. I was going to follow your lead.
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If I may, I would like to ask a couple of questions. This whole issue of teacher quality
interests me greatly. Let me ask you, each of you, to address in turn something maybe a little bit
beyond what you testified to.

One of the great difficulties I have found in the structure we have in education now is
simply rewarding quality when you find it. We have a significant resistance to any kind of concept
of merit pay, significant resistance to looking at educators who are able to increase dramatically the
scores of children that they are dealing with. So I would like to ask you if there are some reforms
on the back end of this system so that after we actually found quality, we found a way to reward it,
both to encourage other people to emulate it, and to encourage people that displayed exceptional
teaching ability to stay in the profession longer and, frankly, to stay in the classroom as opposed to
move into the administrative ranks where most of the upward mobility in education tends to be.

Ms. Keegan. Mr. Chairman, Congressman Cole, it is a perfect question, and I think that without
any question whatsoever we have got to change the contractual arrangements that we have for
teachers. In most professions what we do is not simply pay somebody more for a better job, we
pay them more, and then we add more responsibilities. There is a very constrictive contract at play,
as you know, in most school settings so that if you want to evolve a system wherein great teachers
are not only teaching their students, but also mentoring other teachers, you cannot do that readily.
You cannot pay that individual more for more of her time after school, et cetera, because the
contract is prohibitive for that. We really are going to have to find new ways to do that.

We work with the Milken Family Foundation on something called the Teacher
Advancement Program that attempts to get around this, but until we are open to those kinds of
things, I don't think we will have the mentors present that are making enough money to make it
worth their while to make this change because it is very difficult to do.

Ms. Haycock. Just a quick addition to that. I happen to share your bias. In my estimation at least,
if you are going to transform an organization and make it more performance-oriented, you need to
recognize employee performance when you do that. The great problem with our efforts to do that,
however, is we have not had a fair way to do that. It has been kind of principals pick or department
chairs pick. It has not been rooted in analysis of who actually is successfully raising student
achievement and who is not.

So I bring you back to what we talked about earlier, and that is the importance of providing
incentives for States and school districts to put value-added systems into place so that the things
that you need to do to reinforce and reward performance are actually based in a fair and impartial
measure of that rather than on, let us say, the principal selection.

Mr. Cole. Let me ask if I can get you to expand, anybody can pick on this in addition as you go on
down, what would be your opinion of peer review in this process, and I mean literally from people
that are recognized as accomplished educators, accomplished teachers, and not obviously drawn
from the same school where they have any sort of personal ties with the individual, but some way
to interject, because, again, I understand the concern if I'm a teacher about all of this process being
in the hands of administrators and playing of favorites in rewarding and punishment. That is a
legitimate point. But at the end of the day there has to be some way in which quality can be



20

recognized and rewarded, and so it can be encouraged.

Mr. Wise. If I may, I have actually studied that in my past life at the RAND Corporation, and we
have found that peer evaluation systems can work; in fact, they can work especially well when it
comes to working with teachers who are in difficulty. These peer evaluation systems can be used
to strengthen the capacity of some teachers, but they can also be used as a means of encouraging
individuals to leave the profession. And we can cite some examples of that if you would like.

I think the general idea of our system right now is highly inefficient in its use of human
resources. I believe that we should have something like differentiated roles and responsibilities,
career ladders, team teaching. Having one adult for every 25 children actually keeps us quite
confined in terms of what we are able to do, both in terms of training and induction and in
rewarding people who show superior competence on the job.

Ms. Kennedy. I think one of the issues in order to provide for this reward structure is to
understand also that it is the school itself that creates the environment for the professional
development to take place. The evaluation by a peer can be both an evaluation and a coaching of
that person. To simply put some kind of a test or some other mechanism in without providing the
opportunity for the teacher to be the best that they can be can be a problem as well. And again, the
measures that the value added--where did the child start at the beginning of the year, what are the
opportunities and the climate in the classroom with that teacher as well as the professional
development in the school itself can make a real difference. And when those pieces are in place,
the reward structures have to be there for all those who participate in the education of that child.

Mr. Robbins. Congressman Cole, the only thing that I would add to the many fine comments that
have been made here, and I do agree with the fact that a peer review system can be made to work if
it is established properly, I would just add on the reward side of it to keep in mind that many of the
people who go into teaching are rewarded through psychological rewards as well as tangible
rewards. This means that we probably should be establishing more kinds of recognition of people,
improving their working conditions and a number of factors of that sort that may be important to
many people.

Ms. Coppin. We have in the New York City Department of Education talked about merit pay, and
it is still under discussion. The previous speakers talked about all of the issues that are involved.
But can I say that we have utilized many different approaches for recognizing those teachers who
are outstanding. They serve as mentors, coaches, and staff developers. Some run teacher centers.
And in many programs we have outstanding teachers working with the colleges and universities as
adjuncts.

In addition, the peer review system that we have allows teachers to observe each other and
rate each other's lessons. We also have a peer intervention program where experienced teachers
work with those who are weak and about to receive adverse ratings. Both of those programs work
very well.
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Mr. Cole. IfI can ask one more question without abusing my time? If I am, that is fine. I can ask
it later.

Chairman McKeon. Your time is used. The chair now recognizes Mr. Kildee for five minutes.

Mr. Kildee. Thank you, Mr. Chairman. I just was thinking, looking around this room at the
witnesses and the audience, that I am convinced that there is no meeting on Capitol Hill taking
place right now that has more impact upon the future of our country than this meeting right here.
The preparation of teachers is extremely important. Even before the time of Socrates. Right? We
think of him. But it is really so important for our future. So this is an extremely important
meeting, and all of you are involved in that and you can take certain pride in that and a certain deep
sense of responsibility on that also.

I am going to direct this question primarily to Dr. Robbins, but any of you may join in. Dr.
Robbins, I know you are doing some special work in Flint and in Detroit; Flint being my
hometown. Certain school districts have high levels of children from low-income families,
sometimes a high concentration. I think every school in Flint is a Title I school. And, also, certain
areas have children from families who are struggling to be functional families. How can schools of
education prepare teachers to provide instructions to children who may be from dysfunctional
families or families just barely able to function? What can the schools of education do to prepare?

You know, if you teach in certain areas of Michigan, you have very functional families, all
the things that can help a child. In other areas, much of that is lacking. How can you help prepare
your teachers to deal with this?

Mr. Robbins. There is not an easy answer to your question, Congressman Kildee. And every
State represented in the room has urban areas that are suffering from the kinds of problems that
exist in Detroit and Flint and many other places.

Probably our most positive experience along this line has been 10 years of experience in
Detroit with the generous funding of the Skillman Foundation of Detroit to serve as the university
partner for an implementation of the Comer Schools and Families Initiative. We have learned from
that, that school reform in an inner city setting is not something that occurs quickly or easily. It
takes a lot of time to make it happen.

We have discovered that this works best when there is stability with the school building
leadership. When there is stability with the teaching faculty so that you can set goals, you can
address those goals over time, you can set out strategies to train teachers, train parents, train other
school workers, and train the community in how to do things better for the children that happen to
be involved in this poverty and other at-risk areas.

We have also found that nothing works universally. Things that work rather well in one
setting are difficult to transfer somewhere else. That is an area that requires I think a great deal
more study to find things that can be made to work in other settings. With a lot of effort and a lot
of trial and error, and certainly the other States represented here can also give success stories using
other models where they have been able to demonstrate great accomplishments under highly
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adverse circumstances, it can be done.

There are some success stories. We are proud of what we have been able to accomplish in
several Detroit schools. We are now working with Flint to try to bring some of those things that we
have learned in Detroit to Flint as well. And we will keep you posted on how well we do on that.

Mr. Kildee. If you can provide us some information on this program in Detroit, that would be
helpful to the committee. Anybody else, any comments?

Ms. Keegan. Mr. Chairman, Congressman Kildee, just at the risk of sounding like Katie, I think
one of the best ways to take a look at who is really succeeding is to look at gain. Oftentimes you
will have schools whose scores overall are not good at all, but the gain that they have made from
where those students started is remarkable. Some of the best teachers in the country are in those
urban settings. If you only look at flat, static scores, they don't look very impressive; but if you
look how far those children traveled in one year, it is a phenomenal distance. The Education Trust
keeps that data incredibly well.

I think young people or aspiring teachers need to be taught what is possible, taught high
expectations, and given examples such as the ones we just heard of where it works. Too often they
are convinced, somehow just sort of passively, that it is impossible, I am afraid. And we have so
many fabulous examples; thousands of schools all over the country have just beaten the odds. And
we need to hold those up as what is possible for these kids in difficult circumstances.

Mr. Wise. Mr. Chairman, Congressman Kildee, we have advocated something called
"professional development schools" as a bridge between schools of education and particularly
urban schools. Most teachers, as a statistical matter, come from strong families. We need people
to go into the city to work with families that are not so strong. The best way to learn how to do that
is on the job, in a situation, a highly structured situation, working with people who have figured out
how to do it. And, hence, we believe in this model that will train people as they work in such
communities.

Mr. Kildee. Thank you, Mr. Chairman.
Mr. Chairman McKeon. Thank you. The Chair now recognizes Mr. Ehlers for five minutes.
Ehlers. Thank you, Mr. Chairman.

Dr. Wise, if I heard you correctly, you said that about two thirds of the teachers who
graduate each year come from NCATE-accredited teacher colleges; is that correct?

Mr. Wise. That is correct, sir.
Mr. Ehlers. So that means one third of our teachers come from schools that are not accredited. Is

that something that this school that is hiring them is taking into account when they hire them? Or
has NCATE accreditation come to not mean very much to the schools that hire these teachers?
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Mr. Wise. NCATE accreditation varies substantially from State to State; from some States which
require it of all their institutions, to other States which leave it pretty much up to the institutions
whether or not they wish to seek NCATE accreditation.

The evidence is clear that NCATE adds value to those who attend those institutions. We
can cite statistics that reveal that, without question, individuals who graduate from NCATE
institutions have a higher probability of passing State licensing exams, for example.

As to whether or not school districts choose to favor or disfavor graduates from NCATE
institutions, that does vary some at local option.

Mr. Ehlers. And are there States that simply require that all teachers should graduate from those?

Mr. Wise. Well, they don't necessarily require that all teachers graduate from them, but they do
require that all institutions be accredited. So, for example, we cite as an instance the States of
North Carolina, Arkansas, and West Virginia mandated that all of their colleges be NCATE
accredited. They did that in the late 1980s. Interestingly, by the mid-1990s, scores on the National
Assessment of Educational Progress, which is a test of school children, climbed disproportionately
in those States when compared to other States in the Nation. That is just one fact.

Mr. Ehlers. I guess I was naive. I thought virtually all teaching institutions were NCATE
certified.

Mr. Wise. No, sir. It is the one professional school on campus that has a choice about whether or
not it wishes to be professionally accredited. All other professional schools on campus are required
to be accredited.

Mr. Ehlers. That is very strange.

Let me ask you another question. As part of the NCATE accreditation, what are you
finding out with regard to science education in the various colleges and universities that produce
teachers? Are the requirements changing? Are you asking that they be changed? How do you set
your standards on that score?

Mr. Wise. Well, we have a regular process of setting standards on a regular cycle. We have
upgraded our standards recently across the board. We work closely with the National Science
Teachers Association, which in turn works with most of the other major scientific organizations, so
that our standards for science education do reflect contemporary thinking in science and effective
science instruction.

Mr. Ehlers. Can a school receive your accreditation if it does not have adequate instruction for
teachers in both the content and the pedagogical methods of teaching science?

Mr. Wise. Well, we consider as we accredit. We accredit the whole college of education, and in
so doing we look across the curriculum and generally expect to see strength across all offerings as
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we make our accreditation decisions.
Mr. Ehlers. So if a school is good in everything but not in science, will they get accredited?

Mr. Wise. It is conceivable that they could be, if that were the only area of weakness. But I have
not seen an actual example of something like that, but it is theoretically possible.

Mr. Ehlers. If a college or university were delinquent in the teaching of reading but were good in
everything else, would they get accredited?

Mr. Wise. Well, that would be a more fundamental problem that would result in quite pervasive.

Mr. Ehlers. But that is my point. My point is that they are equally fundamental, particularly in
today's world, because the jobs of the future do require mathematics and science.

Mr. Wise. Well, I couldn't agree more, sir. And of course as we look at elementary education, we
do look very carefully at every component in the preparation of teachers.

Mr. Ehlers. No. My point is simply that that is today the greatest problem in teaching of all the
subjects that are normally taught. And it is a subject that has to be addressed.

Chairman McKeon. Mr. Ehlers, your time has expired based on the questions that I responded to
Mr. Cole.

Mr. Ehlers. Okay.
Chairman McKeon. Okay.
Mr. Ehlers. May I just make a statement to conclude, then?

Chairman McKeon. And you may also submit questions for the record that I am sure they would
be happy to answer.

Mr. Ehlers. This would be a quickie.

In addition to the merit pay issue, I think you ought to establish a practice in academic
salaries of meeting the market. We live in a free market society. In every instance, employers try
to match the salaries that teachers could get elsewhere. We are losing the best science and math
teachers because they can make twice the money elsewhere. They don't expect to get that much
from the schools, but there has to be a differential in order to keep the good teachers in the schools.

Thank you. Thank you, Mr. Chairman.

Chairman McKeon. Thank you. The Chair now yields five minutes to Ms. McCarthy.
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Mrs. McCarthy. Thank you, Mr. Chairman. And thank you for having this hearing. I have to tell
you, it has been fascinating listening to everyone.

You know, I kind of look at teaching like nursing. I was a nurse for over 30 years before I
even came here. And one of the first bills I introduced had to do with teaching and mentoring,
because I think when I was a nurse we had mentors for over a year before we were allowed to be on
our own, shall I say. And that bill, you know, was accepted and I have been working on those
programs ever since.

The second part, as far as what we pay our teachers and actually what we pay our nurses,
again correlate. You know as well as I do that most of your teachers that work in New York City
are constantly applying for positions out on Long Island only because we pay a heck of a lot more
out there.

The third point, when we talk about urban schools, I live in a suburban area; I have urban
schools, and I have school districts that will pay $21,000 for each student versus someone else in
my district that will be paying 9,000, 10,000 per student. So the difference there. But here we go
back on to teaching.

With our universities, especially with the teaching programs, do they test any of those that
are going into the teaching field to see if they are actually qualified psychologically to go into that
particular field and have the aptitude to be good teachers? That would be one part of my question,
because I know they still do that for nursing. You might say it is different, but it is not, because we
are dealing with, whether it is young people or sick people, you still have to have an aptitude to go
into it.

The other thing with nursing schools also, if nurses fail their State boards, and there is a
certain percentage each year that repeatedly do not pass their State boards, then that school loses its
accreditation to become a nurse or teaching nursing course. Do we do that for our teaching
programs?

And I guess what I am trying to get at is, | probably agree that we should be looking for
really highly qualified people to even go into the profession, and that is going to open up a whole
round robin. I will agree with Dr. Robbins, I would feel insulted as a nurse if someone gave me a
merit pay because I am doing my job that I loved. And I think most teachers hopefully are in
teaching because they love what they do. Other awards, fine. I agree with that.

How are you going to single out? How is a teacher in Great Neck that is getting 70,000, $80,000,
and has highly qualified students to even start with, versus my Roosevelt School which is probably
one of the worst schools in New York State, been taken over by the State, and you have a great
teacher in there and the student has come up a lot but not to the standard of maybe a school right
down the block that is in a richer district. So I don't know whether giving somebody a pay is the
answer to that.

But if you could answer the questions on how do you get in to become a teacher? Are there
qualifications to even come in? I mean, I hear constantly, I can't get in to architectural school, I
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can't get in to premed, I can't get in to so many other classes. Get in to the teaching school; there
are no qualifications, just about, and then go on to what you want to really do.

Mr. Robbins. There are approximately 1,300 institutions in the country that are preparing
teachers, and there are probably nearly 1,300 answers to your question there, because the
requirements for admission are institution-specific. There may be floors that are set by the State
education agency, but institutions are at liberty to go above that or not go above that as they wish.

However, I do believe that you will find that the quality teacher preparations in this country
perhaps do not use psychological examinations, but they are concerned about the issue and they use
proxies for that. Some of the proxies that are used for this in the admissions process are the use of
oral application processes. You must appear before a panel of people to present yourself and you
are asked questions and you are examined in terms of your interest in and fitness for teaching
through that sort of thing. Many other institutions have checklists. As people move through the
program, certain kinds of behaviors are watched for. And if inappropriate behaviors emerge, then
either remediation or removal from the program occurs. There are many attempts to get at the sort
of thing, the qualitative issues that you are mentioning. This is fraught with legal difficulties, and
people are very cautious about what they do. But good places are making attempts to address those
sorts of approaches.

Ms. Coppin. Ms. McCarthy, you may be interested in knowing when I made reference in my
testimony about having 20,000 individuals apply for positions as teaching fellows and we reduced
it down to 3,000, it was done by just some of the things that you asked. There is rigorous
examination, quote, unquote, that involves writing, teaching, and demonstration lesson. I mean,
you know, some oral interaction. And the individuals must come before a panel of current
teachers, some of whom have been outstanding teachers for years and years and years. So in a
way, the screening process to come into the alternative certification program in the city of New
York has, I would say, almost higher standards to get into that program. And we constantly
monitor them as they go through the 2 or 3 years that they take to meet the certification
requirements.

Mrs. McCarthy. And I think that is what I am looking for, because obviously we are going to be
dealing on the Federal level, which obviously means we are going to be dealing with every State in
this country. And I do know New York State has already put higher standards in, and yet how are
we going to compare that to other States that might not have the money or the will to do that? And
that is hopefully something that we request to do here on the Federal level.

Chairman McKeon. The lady's time has expired. The Chair recognizes Mr. Gingrey for five
minutes.

Mr. Gingrey. Thank you, Mr. Chairman.

In a way, as a follow-up or continuation to Mrs. McCarthy's line of questioning, in my State
of Georgia we have what the teachers like to refer to as property rights and others sometimes refer
to as tenure. And the way it works in Georgia is the teachers are hired, and their contract is a
provisional contract for three years, during which time supposedly they are very carefully
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mentored. And then a decision has to be made by the local school board and superintendent as to
whether or not to offer that teacher a fourth contract. And if that contract is offered and accepted,
then that teacher has so-called property rights or tenure. She or he is no longer an employee at will.

And I have always felt that maybe because of this very short provisional period, during
which time maybe they are not mentored very well, or maybe for the first year or two nobody has
really paid that much attention to how they are performing in the classroom, and then all of a
sudden you get close to the spring of that third year and it is time to offer that fourth contract, and
nobody really knows. And what happens is some bad teachers are offered that contract and then
the system is sort of stuck with them.

And then some good teachers, who maybe were sort of maybe like Michael Jordan. I think
Michael Jordan was a junior in high school before he made his high school basketball team. I think
he got cut his freshman and sophomore year. Then I think many good teachers possibly are not
offered that contract, and we are losing them. And God knows we can't really afford to lose
teachers.

We want everybody ideally to go through a regular teacher preparation program. But
because of the demand, there are all these alternative methods of getting into the system.

1 want to ask each of you what your opinion is in regard to property rights and tenure. And
is a provisional period too short? Should we lengthen that a little bit? Maybe instead of three years
it should be five years so that we don't miss the good ones and get stuck with the bad ones? Not
that there are very many bad ones, believe me. I honor the teaching profession and most are doing
an outstanding job.

I would like you to comment on that, if you will.

Ms. Keegan. Mr. Chairman, Congressman Gingrey, I would say that the best way to evaluate the
quality of any teacher is to look at the progress of their students. And I believe that more and more
in this country that is possible, certainly in Georgia where there are assessments going on and there
is that induction period.

I think it is important, however, not to simply say or fall prey to the idea that any
standardized program or any barrier exam that sort of sounds professional is the one that we want
to apply to teachers. We have the majority of our nation's teachers right now taking a test to
determine whether or not they will be certified teachers that literally teaches them that whole
language is a preferred instruction to phonetic instruction. That is part of our system at this point.
That is an easy one to pick on. It also suggests that direct instruction is not as favorable as
discovery learning.

[ think it is very important to back up and look at the content of these barrier moments as in
at the end of three years, let us look at how the students performed for that teacher; not which
classes she completed and does she have certifications that look good. What was the result with the
students? And I think once we do that, we will start insisting on a different quality of preparation
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in the first place.

Ms. Haycock. I may be incorrect about this, but I actually thought Georgia was the one place that
moved to eliminate tenure.

Mr. Gingrey. It was put back in this year under a Republican administration, a Republican general
assembly.

Ms. Haycock. I mean, let me tell you what I think after a lot of work in schools. We spend most
of our time in schools around the country working with teachers, and in that experience we
sometimes see absolutely terrific teaching. Even in the lowest-performing schools we are always
finding at least some terrific teachers. But we are also finding an awful lot of teachers who have
just given up on the kids.

I actually think, as a fundamental principle, we have to agree that in teaching, like in most
other work; you don't have a right to a job. It is a right that you earn through producing student
learning.

So I would agree, in fact, that we have to revisit our old ideas about security of
employment. I think that is true at the higher education level as well. Because if we are about
producing student learning, then we have to be about evaluating whether employees are
contributing to that or not.

And that is why, again, I think it is so terribly important that we take the opportunity
provided by No Child Left Behind to put fair measurement systems into place that actually look at
whether young people are learning; where they now provide teachers that aren't producing that
learning with the help that they need to grow, but act when they are not producing those gains.

Mr. Wise. I think there are many, many contributing factors to the problems that you describe.
One of them is the weakness of our licensing assessment process. And we would urge that States
be much more careful in looking at an individual's ability to teach, their content knowledge, their
professional dispositions, and really whether they can take what they know and communicate it to
children, and that that should be a much more serious part of the process for controlling access to
teaching.

Chairman McKeon. The gentleman's time has expired. The Chair now recognizes Mr. Owens for
five minutes.

Mr. Owens. Thank you, Mr. Chairman. I have one question with two parts. Part one is and 1
think Dr. Robbins said you had either 500 people who went into teaching as a result of career
changes this year or last year? And Dr. Coppin was mentioning the fact that the teacher fellow
program had a lot of people from outside the teaching profession, including Wall Street financiers,
whose backgrounds you should have checked carefully before we put them in the classroom. Don't
take anybody from Enron or WorldCom.
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In times of recession, you have this kind of movement. During the Vietnham War, anybody
who went into teaching received a draft exemption. We have had experience with people for
various reasons go into teaching. Can anybody speak definitively at this point about whether it is
worth encouraging those programs, whether as we pursue a higher education reauthorization we
should bother wasting resources on those kinds of programs? Have they paid off, or do they really
just produce a temporary jump in the number of people available for teaching; and quickly, as soon
as conditions change, these people flee the profession for better paying jobs, and it is just not worth
neglecting or using limited resources that can go somewhere else in terms of recruiting people who
really want to teach, and finding ways to encourage and identify people whose aptitudes and
outlook on life are such that they are going to stay in the profession?

Yes.

Ms. Coppin. Congressman Owens, we have found it to be very successful in the city of New
York. We currently have, as I said, 3,300 teaching fellows. The rate of retention among the
fellows is very similar to the rate of retention for individuals coming through traditional programs.
Additionally, the teaching fellows have accepted some positions in our more challenging schools.
They bring a different kind of background experiences to the youngsters, and it has enriched
schools where we were unable to attract teachers, particularly in our schools that are considered the
lowest performing.

Mr. Owens. That program is about how old, three years old?
Ms. Coppin. That is right, three years old.

Mr. Owens. Does anybody else have a longer-term experience with alternative teacher
recruitment?

Ms. Coppin. Actually, that program. But we have had different alternative certification programs,
Peace Corps returnees program.

Mr. Owens. With high retention rates?
Ms. Coppin. Yes.

Mr. Robbins. And I would add to that, that of the 500 or so that we have been admitting per year
for some years now, those people have made a very serious choice to change away from being a
physician or a lawyer or an accountant or an engineer or a whatever to come into teaching. They
make that decision, they go through the appropriate preparation program, they go into teaching,
they stay there, and they are good teachers.

Mr. Owens. My next question; I am sorry.
Ms. Kennedy. I just wanted to add that we have considered multiple pathways to the degree and

the opportunities for students to enter in different parts of their lives rather than the traditional age.
And we find that the students are retained and retain themselves as teachers, and do well. I don't
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have exact numbers on it, but I think it is making certain that there are alternate ways for them to
do it or maintaining the high exit standards for letting them into the profession.

Mr. Owens. My next question is closely related but it is a little more difficult. The percentage of
African American college graduates entering teaching has gone down over the last 10 years. When
I graduated, at least 60 percent of the graduates were going into teaching. Opportunities have
opened up. There are various reasons for this. But put aside civil rights considerations, affirmative
action, anything that is not related to teaching. Just in terms of the scientific approach to teaching,
pedagogically, psychologically, is it highly desirable to have these large numbers of youngsters in
our urban schools who happen to be mostly Hispanic or African American go into a school which
has a diversified staff, which has a greater percentage, not a lesser percentage, a decreasing
percentage of minority on the staff but decreasing? Is that going to hurt the efforts to improve
education? To what degree does that have an impact? And is it great enough for us to make a
special effort in our higher education reauthorization to try to make certain we encourage more
minorities to go into teaching?

Ms. Coppin. There is no question about the fact that we do need role models for our youngsters.
As a matter of fact, in New York City we established the Center for Recruitment and Professional
Development, and one of our goals was to increase the percentage of teachers of African American
ancestry and Hispanic. As a matter of fact, New York City is such an international school, so we
are looking for teachers who know Farsi and everything else.

Yes. The first and most important thing is that the teacher has to be a high-quality teacher
who knows his or her subject. Secondly, the teacher has to be caring and empathetic. And, thirdly,
the teacher has to respond to and know the community and be willing to participate in the
community and work with the youngsters. And we find many minority teachers who do meet those
qualifications.

The qualifications, I just want to say, Mr. Owens, is very, very important, because I don't
want an unqualified minority teacher either. But I do think it is absolutely essential that we
diversify our staff so that our youngsters have role models and have standards to which they can
aspire.

Chairman McKeon. The gentleman's time has expired. The chair now recognizes Mr. Carter.

Mr. Carter. My question may be way off the wall; I was not here to hear what everybody had to
say. However, as I hear us talking about teachers, and I happen to have a teacher in my family; my
son, and I am certain I live in a different part of the world than you do, some of you. I don't live in
an inner city area. But we do see mobility in teachers. And what we see a lot of teachers moving
for is the better environment school. The good teacher wants to go to the school that has given him
the best environment to be a teacher. And so the inner-city schools in Austin doesn’t have a large
inner-city population, but the inner-city schools in Austin are moving around in record numbers,
those teachers because it is a safer environment within which they may operate than in the school
district that they are in. And it is a pretty good school district down there.
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The Dallas School District, there would probably be car races down I-35 if we recruited up
in the Dallas School District.

Now, would you like to comment on the, if you will, the discipline and safety problems that
exist in schools and how that has an effect on recruiting teachers to go into the teaching profession
and staying in the teaching profession?

Ms. Keegan. Mr. Chairman, Congressman Carter, in our experience you are exactly right when
you are speaking about an environment that is favorable to the teacher. But we don't see a huge
difference. The assumption is that in wealthy areas, that is a friendlier environment to teach in.
‘What most really fantastic teachers are looking for is the ability to be honored in their decision-
making, their determination to get these kids to learn. And even in the inner city, so long as the
teacher is given the ability and the backup to control the classroom and control the environment
that is a fabulous learning environment.

I am afraid what we have done is created a situation where in too many instances we have
given up on those urban schools in terms of discipline, and the teacher has a disciplinary exercise,
the child acts out, the teacher acts upon it appropriately, and for whatever reason the child is
thrown back into the classroom. The lesson was learned by all the kids right there. That is a
horrible teaching environment.

So it isn't so much the atmosphere as much as it is the leadership in these schools. And,
yes, I think we have a huge problem. We think it is answered by leadership in the teaching corps
itself, by allowing them to determine how those things are handled, and by strong principal
leadership as well. That creates a great environment for them.

Ms. Coppin. This past year we conducted an exit survey among teachers who left in their first
year of teaching to try to determine why they left. You are quite correct when you were talking
about an environment. But the environment is not just do you have security guards or is it in a nice
neighborhood. What they talked about and stressed was do they have support? Are there resources
to help them? Do they get assistance with youngsters? Is there some follow-up programs? Are
there some support programs and parent engagement programs?

So that the presence of security and uprights and things of that nature wasn't what they were
looking for. They were looking for a well-organized, well-run school where they were respected,
and that the leadership of the school knew what he or she was doing.

Mr. Carter. | am not advocating metal detectors on any school. I don't think there ought to be a
behavior quality in any school where a metal detector should even be desirable. And, of course, 1
come from a background of 20 years in the judiciary and 19 years as chairman of the juvenile board
for our county, and I have seen lots of juvenile justice issues. And what I am really talking about is
discipline within the schools, and a school board and principals and others who will back up
teachers on those issues.

I find there is a shortage of that, and it has nothing to do with dollars. It has nothing to do
with the rich schools or the poor schools. It has to do with the schools that kind of go back to old-
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fashioned you are going to behave or you are out of here. And I don't know whether you all
approve of that or not, but that is where I come from, because I don't tolerate misbehavior and I
don't think schools, I don't think teachers, should have to tolerate misbehavior. And I think if we
are not teaching that the administrators need to back up our teachers, then schools need to be
teaching administrators they need to back up our teachers, and that is where I was coming from.

Thank you.

Chairman McKeon. The gentleman's time has expired. The chair now recognizes Mr. Tierney
for five minutes.

Mr. Tierney. I thank the chairman.
1 thank the people on the podium for speaking to us and testifying.

Let me ask four questions, if I can. So the first one quickly. Would you tell me in your
opinion if it is very important, somewhat important, neutral, not very important, or not at all
important? All right, one through five, how important do you believe it to be that teacher
preparation programs ensure prospective teachers can use technology as part of their instructional
technique in the classroom?

Very? Very? Very? Very? Very all the way across. Thank you.

Is there a role for teacher preparation programs post-graduation? In other words, I would be
thinking of some responsibility for the teacher programs in mentoring the professional development
for the first year to three to five years. And how would we do that? Maybe starting off to my left
to right, if you would.

Mrs. Keegan. And I think that is also critically important are those mentoring programs. And we
are actually working on programs that would create within the school itself the flexibility to have as

Mr. Tierney. But you think the institutions themselves who are preparing our teachers to teach
could take on that role out in the community?

Ms. Keegan. I think it would be the most beneficial because they are working with the kids right
there.

Mr. Tierney. Thank you.
Ms. Haycock.
Ms. Haycock. I am equally clear for the need for mentoring, less clear that it has got to come from

higher education. I think sometimes the best support for teachers comes from expert peers, just as
long as they are released a substantial part of the day to actually do that as opposed to just adding



33

that on.

Mr. Tierney. Therein lays the problem. And I was thinking maybe we could do something.

Sir.

Mr. Wise. Mentoring is very, very important. And like Ms. Haycock, I believe it is probably best
done by school personnel. However, we have required now as part of our accreditation standards
that our colleges follow the graduates during their first several years of teaching in order that they
can inform us about how well their graduates are doing.

Mr. Tierney. Is that working well?

Mr. Wise. It is just being implemented now.

Mr. Tierney. Dr. Kennedy.

Ms. Kennedy. Yeah. Iagree. One of the things that do need to happen, I think, from the
institution, from the higher education institution, is to follow the first two years. And the mentoring
that is done in those first two years by the higher education is in collaboration with mentor
teachers. I think the same thing with the CSU, which is 23 campuses, we survey all of our entering
teachers and the principals who hire them to evaluate how they are doing and, based on that,

determine the program for them.

Mr. Tierney. Thank you.

Dr. Robbins.

Mr. Robbins. Higher education should have some role in the early years of teaching. It is very
difficult to make that happen.

Mr. Tierney. Dr. Coppin.

Ms. Coppin. I believe that the mentoring should be done by school personnel. However, now,
alternative programs, there is a collaborative mentoring program.
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Mr. Tierney. Thank you.

Would you speak just very briefly to the benefit that we have or the value that we would
have in expanding the loan forgiveness programs that we have or the ones that are proposed to
include a loan forgiveness program for prekindergarten programs, particularly those within a
school district, but Early Head Start and Head Start? Do you think that would be beneficial?
Ms. Haycock. You bet. We are having a terrifically difficult time attracting high-quality people
into the profession of preschool education, yet the search says we need high quality folks. It is
unquestionably clear, given the low salaries in that field, the loan forgiveness program would help
big time.

Mr. Tierney. Is that generally agreeable?

Thank you.

And lastly let me ask this: What is the impact of the quality of principals on teachers'
performance, and ought our teacher preparation institutions also be looking at some principal

preparation aspects?

Ms. Coppin. Absolutely. New York State is in the preparation of new regulations to strengthen
programs for leadership.

Ms. Keegan. Mr. Chairman, Congressman Tierney, today, this morning, the Broad Foundation
and the Fordham Foundation actually put a report out on educational leadership, specifically
principals. It was very interesting recommendations, so you might want to get those.

Mr. Tierney. Mr. Chairman, might we ask that that be placed on the record, the report?
Chairman McKeon. Without objection, so ordered.

THE BROAD FOUNDATION AND THE FORDHAM FOUNDATION REPORT ON, “BETTER
LEADERS FOR AMERICA’S SCHOOLS: A MANIFESTO”, SUBMITTED FOR THE
RECORD BY MRS. LISA GRAHAM KEEGAN— SEE APPENDIX H

Mr. Tierney. Thank you. Thank you all very much.

Chairman McKeon. Thank you. The gentleman's time has expired.

Those bells that you heard going off, we are called to a vote, and we will be there for over a
half hour, so we are not going to ask the panel to stay. We really appreciate your time.

Mr. Payne has asked if he could have 1 minute.

Mr. Payne. Maybe Tierney should have asked four questions.
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Let me just say that, what about the fact that if we had a program to also give forgiveness
for Title I schools, what would you think about that? I see President Bush is proposing for math
and science, et cetera. Do you think that would help?

Ms. Haycock. I would strongly encourage. But actually if you did for all Title I schools, you
would include schools even that have a poverty norm of maybe 10 percent. We would strongly
encourage you to focus it much more tightly on high-poverty schools so it really helps make the
difference.

Mr. Payne. And would you know about the New Jersey program? What was the experience of
bringing in professional people into teaching? Governor Kean did that during his time as Governor
of New Jersey.

Ms. Haycock. And that continues. Like many alternate route programs, it has brought in a terrific
set of talented people. And by the way, one of the things that is important to remember about
alternate route programs, they are providing us proportionately more teachers of color than our
traditional route program. So it is a terrific way both to bring in people who actually know the
answer to the question, why should I learn this, but also to bring in a set of teachers who look more
like the kids that they teach.

Mr. Payne. Thank you.

Chairman McKeon. In the interest of your other colleagues, Mr. Van Hollen would like to make
one comment.

Mr. Van Hollen. Thank you, Mr. Chairman. I know we all have to vote.

I want to thank all the witnesses for your testimony, and I have been reading over it as well.
A special welcome to Dr. Wise, my constituent, and thank you for being here.

Thank you, Mr. Chairman.
Chairman McKeon. Thank you very much. Thank you for being here. And this is just the start.
We appreciate if those who didn't get the opportunity to ask questions could submit those in
writing. If you could get those to us, we would appreciate that. And if you will keep in touch with
us as we go through this process, we would like to continue to be able to call on you and ask for
your advice and help.

With that, this hearing stands adjourned. Thank you.

[Whereupon, at 3:47 p.m., the subcommittee was adjourned.]
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Good afternoon. [ would like to welcome each of you to the hearing today as the
Subcommittee continues its focus on reauthorization of the Higher Education Act. Today, we
are holding our second hearing on teacher quality.

Last October, the Subcommittee held a hearing on “Training Tomorrow’s Teachers:
Ensuring a Quality Postsecondary Education” to learn about the affects of amendments made in
1998 to Title Il of the Higher Education Act on the quality of teacher education programs in the
United States. At that hearing, we discussed the effectiveness of the competitive grant programs
authorized under Title IT and examined accountability provisions for teaching preparation
programs under the Act. The purpose of today’s hearing is to discuss whether teacher colleges
and other teacher preparation programs are producing a competent cadre of teachers.

The caliber of teacher education programs at institutions of higher education has come
under increased scrutiny over the past several years. Among other things, teacher preparation
programs have been criticized for providing prospective teachers with inadequate time to learn
subject matter; for teaching a superficial curriculum; and for being unduly fragmented, with
courses not linked to practice teaching and with education faculty isolated from their arts and
sciences faculty colleagues. In particular, there have been concerns about high rates of failure of
recent teacher college graduates on initial licensing or certification exams. A recent
Congressional Research Service report noted that one of the most publicly reported instances of
high failure rates was in 1998 when 59 percent of prospective teachers in Massachusetts failed
that State’s new certification exam. These dismal results raised questions about the quality of the
preparation and training prospective teachers had received from teacher preparation programs at
institutions of higher education across the State.

In June 2002, the Secretary of Education issued the first full annual report on teacher
preparation as required under Title I of the Higher Education Act. The report — Meeting the
Highly Qualified Teachers Challenge: The Secretary’s Annual Report on Teacher Quality —
concluded that the teacher preparation system in this country has serious limitations. Not only
does acceptable achievement on certification assessments differ markedly among the States, the
Secretary’s report found that most States, in setting the minimum score considered to be a
passing score, set those scores well below national averages. The data collected for this report
suggest that schools of education and formal teacher training programs are failing to produce the
types of highly qualified teachers that the No Child Left Behind Act demands.

There is widespread awareness that the subject matter knowledge and teaching skills of
teachers play a central role in the success of elementary and secondary education reform. More
than half of the 2.2 million teachers that America’s schools will need to hire over the next 10
years will be first-time teachers, and they will need to be well-prepared for the challenges of
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today’s classrooms. For these reasons, the nation’s attention has increasingly focused on the role
that institutions of higher education and States play in ensuring that new teachers have the
content knowledge and teaching skills they need to ensure that all students are held to higher
standards.

Approximately 1,200 institutions of higher education award undergraduate degrees in
elementary and secondary education. In addition to earning baccalaureate degrees in education,
other undergraduates get ready to teach by participating in a teacher education program while
earning a degree in an academic subject area. Still other individuals enter teaching through post-
baccalaureate certificate programs or master’s programs offered by institutions of higher
education. Finally, alternative routes to teaching that target, for example, individuals changing
careers, may also involve higher education institutions.

Title II of the Higher Education Act includes programs and provisions intended to
improve the overall quality of teacher preparation programs administered by institutions of
higher education, hold these programs accountable for the quality of their graduates, and
strengthen recruitment of highly qualified individuals to the teaching profession. Institutions of
higher education have a great deal of responsibility in contributing to the preparation of our
nation’s teachers. We are here today to learn whether provisions under Title IT of the Higher
Education Act are working and whether our teacher preparation programs are making the grade.

We have a distinguished panel of witnesses today. I would like to thank you for your
appearance before the Subcommittee today and I look forward to your testimony and any
recommendations you may have as we work to reauthorize teacher provisions of the Higher
Education Act.
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Mr. Chairman, Members of the Committee, thank you so much for the opportunity to
appear before you today. My name is Lisa Graham Keegan, and I am the Chief
Executive Officer of Education Leaders Council, an education reform “action tank”
comprised of like-minded teachers, school chiefs, school board members, and
policymakers. At ELC, we believe in high academic standards, rigorous assessments,
and equal access to an outstanding education not only for all students, but for all
prospective teachers as well. This will require new approaches that will require breaking
with some tradition. At ELC, we know this, and we’re not afraid to do this work. That’s
one reason why we’ve been at the forefront of the effort to develop a teacher certification
route that relies on evidence on what we kunow matters in a classroom — knowledge of
content and instructional methodology. The country cannot afford to require all of its
prospective teachers to be subjected to so-called progressive pedagogies and certification
based more on seat time and process than on actual proficiency.

Since September 2001, ELC has been working closely with Secretary of Education Rod
Paige, who has made teacher excellence and alternate certification one of his priorities.
And with $5 million in startup funding from the U.S. Department of Education, ELC
worked with the National Council on Teacher Quality — under the watchful eye of some
of the nation’s most thoughtful advocates for teacher quality — to create the American
Board for Certification of Teacher Excellence. American Board provides a nationally
recognized, high quality credential to attract the best and the brightest new and advanced
teachers into our classrooms. This certification has also been recognized by the Congress
—in Section 2151(c)(2) of the No Child Left Behind Act ~ as one of the nationally
recognized doorways into the teaching profession. We’re very proud of this certification,
and we think you’ll be impressed with it, too. Secretary Paige has called this certification
radical — “radically better than the system we have now, a system that drives thousands of
talented people away from our classrooms.

But before 1 tell you more about American Board, let me speak briefly about why this
alternative route is so important. You're asking a very important question with this
hearing: Are colleges of education getting the job done? It’s an appropriate question,
and you’re right to be concerned about it. The answer is a simple one: No, they’re not.
And it’s largely because they have lost sight of what it is that teacher’s need to know.
Colleges spend their time focusing on pedagogy — some of it bordering on the downright
bizarre — and not on the kind of content in which I think most of us assume our teachers
are being instructed.

Pedagogy, Instead of Content

For the most part, teacher competency in subject area is determined by the Praxis exam.
When it was announced that the Praxis exam was being revised to better reflect content
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demands, there was considerable agreement that the test needed to be updated — but also
considerable skepticism about the ability to actually do it. This is because the
organizations that are traditionally chosen to revamp its test — organizations with great
sounding named like National Council of Teachers of English and National Council for
the Social Studies -- have already shown that they have more interest in feel-good
pedagogy than actual content.

Writing about the English standards that the National Council of Teachers of English
developed, example, Diane Ravitch, in Left Back: A Century of Failed School Reforms
said that they “buzzed with fashionable pedagogical concepts but lacked any concrete
reference to the importance of accurate language usage, correct spelling and grammar,
great contemporary literature, or what students at any grade level should actually know
and be able to do.” What they did do, however, was advise teachers to stop getting in the
way of a child’s natural tendencies by trying impose the burden of phonics on children
who are leaming to read.

We all know that the whole language approach to reading has failed an entire generation
of children, but don’t tell that to the colleges of education — they’re still working hard to
ensure not that no child is left behind, but that no child’s inner psyche goes unnurtured.
Because teaching colleges had not adequately prepared teachers for the task of teaching
phonics, the teachers who came out of these colleges didn’t teach their students how to
read. Congress, in its wisdom, finally declared that it had had enough, and now requires
that all federally-supported reading initiatives be based in sound, scientifically-based
methodologies. That at least ensures that phonics gets taught in elementary schools. It
doesn’t ensure that it gets taught in teaching schools. Perhaps it’s time to require the
same of teaching colleges.

Let’s look at math standards next. Imagine what a career changer from a investment
banking firm with a degree in math might think if we went back to a teaching college — as
some would like to require — only to discover that math teachers aren’t told to teach
multiplication tables, and that there aren’t really any incorrect approaches to long
division, so long as children come up with their own methods of calculating. And the
fallback position of the math standards? Use a calculator.

How about history? Surely, we could expect the National Council on the Social Studies
to come up with some specific examples of what history teachers should be teaching.
Even if it were impossible to compress all of the important events in history into less than
200 pages, you would at least expect something akin to “Great Moments in History™ to
show up in history standards. And you’d be wrong. There’s not a single mention of a
specific person, place or event that should be taught.

And portfolios! We're so intrigued with these portfolios. Teachers don’t have to
demonstrate proficiency, they just have to demonstrate they can put together elaborate
portfolios. Teaching colleges have done such a good job of teaching teachers about the
value of portfolios that they’re even teaching students that they shouldn’t be expected to
pass a contents-based exam, either — they should just be asked to put together a portfolio.
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We have English standards that don’t talk about specific writers; history standards that
don’t talk about specific events, and math standards that don’t talk about multiplication
tables. But all of them talk about the need to let students determine what should be
taught in the classroom.

This, then, is what our colleges of education are teaching. Nothing. Nothing is
important. Nothing matters, except we make sure we allow everyone to explore their
own approach to just about anything. Is it any wonder that we have 12 graders in
Florida who still can’t pass a 10" grade equivalency test after five tries? These are the
kinds of educators that our colleges of education are producing.

And what happens when the students these teachers are teaching fail? They blame the
student. They blame the test the student has to take. They blame the legislature for lack
of fanding. They blame the Congress. They blame everything but the failure of adults to
adequately take the responsibility of teaching these students. And they can’t teach,
because they haven’t been taught how to teach, only how to empathize.

I want to make clear that this isn’t teacher bashing. There are plenty of great educators
who came out of teaching colleges and have succeeded in spite of it. Just as we so often
say that students can’t be expected to learn what they were never taught, so too can we
say that teachers can’t teach what they haven’t been taught to teach. And that, for too
long, has been the job of teaching colleges.

No Silk Purses

Now, NCATE may argue that there’s nothing wrong with teaching colleges that a good
dose of updated NCATE standards won’t fix. If NCATE is in the process of updating
and improving their standards — and I mean truly improving them, not just changing
around all the lingo to say the same things differently ~ then [ applaud their effort. But
that’s not enough. Colleges are too far gone and entrenched in leadership that doesn’t
believe content matters, and always believes it knows best. Until you change the
leadership, you’re not going to see any changes, period.

Lynne Cheney recently warned that we should never underestimate the ability of special
interests to co-opt education reform and continue to advance their own initiatives under
the banner of change. [ am fully confident that colleges of education will embrace
whatever changes NCATE recommends, issue glowing press releases declaring that we'll
now be seeing a new and improved system of teaching colleges. But only the jargon will
have changed, the colleges will remain exactly the same. This is a sow’s ear you have
here, Mr. Chairman. There will be no silk purse, no matter how much gold thread you
string it together with. It’s no longer possible,

American Board for Certification of Teacher Excellence
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Despite this, NCATE and colleges of education remain convinced that teaching colleges
are still the only reliable route to teacher certification. We disagree. And so does the
President, the Secretary of Education, and the Congress. That’s why they tasked ELC —
and our partner in this endeavor, the National Center for Teacher Quality — with the
challenge of creating a new alternative to teacher certification that was based on
proficiency, not the ability to navigate one particular process — a process which has
always been determined by colleges of education.

American Board for Certification of Teacher Excellence is a rigorous way to open the
doors for highly qualified candidates ~ including professionals who may want to enter
teaching from other fields. Because the rigor of the exam its candidates are required to
take, American Board certified teachers have proven that they not only have a mastery of
their subject matter, but also the professional knowledge to begin teaching students right
now. That’s teacher excellence — and that’s “highly qualified.”

American Board will offer two types of certification: a Passport to Teaching, which will
be available for carcer changers and prospective new teachers — including, I might add,
anyone who may have come through a college of education — and Master Certification,
which is targeted toward extraordinary educators who are already in the teaching
profession and have a demonstrated record of accomplishment in improving student
achievement. Passport certification is exactly that — a passport to teaching that is
accepted in any state that chooses to accept it. Pennsylvania was the first state to accept
the Passport to Teaching, and we anticipate a number of others will accept the American
Board by the end of the summer.

The American Board was not created as a shortcut to the classroom, and I want to be very
clear about that. The American Board was specifically created to address the “highly
qualified” requirement of NCLB; that does not mean “speedily certified.” And while it
was created as an alternative to the teacher college route to certification, it does not
pretend to be the only route to certification. This is a certification based on excellence. If
you’ve got a bachelor’s degree, you can apply for American Board certification,
regardless of whether you came from a college of education or a college of engineering.

And it’s not easy. American Board exams are tough — but that’s how we know that those
who pass them are highly qualified. When an applicant passes the American Board’s
exams, you know they’re highly qualified. And that means that administrators and
recruiters can hire American Board certified teachers with the confidence that they’re
getting a knowledgeable teacher.

Testing for Subject Mastery, Professional Knowledge and Classroom Experience

The American Board benefited from the expertise of more than 80 content specialists to
help define and refine the domains and sub-areas for all of the standards on its content
exams. The American Board contracted with StandardsWork, Inc. to facilitate the
development of the standards for the tests for Professional Teaching Knowledge, English,



48

Mathematics, and Elementary Education. Our content standards are some of the most
rigorous evet developed, and we’re very proud of them.

But we understand that there’s a real difference between having a mastery of a subject
area and being able to teach it to a classroom of excited sixth graders. Therefore, the
American Board assesses not only an applicant’s knowledge of subject area, but also their
ability to work in a classroom. Because the exam is administered using computers that
can generate multimedia presentations, applicants can, for example, watch and listen to
real children reading, and then assess the child’s error patterns and select appropriate
interventions. This isn’t your typical test — but then, we like to think our applicants aren’t
the typical applicants. We ask that they demonstrate their knowledge in innovative ways,
just as they will in the classroom.

One of the really exciting things about American Board’s Passport to Teaching is that,
broadly speaking, anyone can take it. That means we can finally tap into the vast pool of
potential teachers who are presently in other occupations, but who would become
teachers if they knew they didn’t have to go back through a teaching college for a number
of years. Other American Board Passport applicants have professional and life
experiences as educators, but haven’t necessarily obtained the credentials necessary to
teach in public schools. We believe that one becomes a great teacher by teaching ~ and if
an applicant doesn’t have instructional experience, the American Board provides a
clinical experience checklist that can be completed by those seeking to fulfill this
requirement or we work with local initiatives to help individuals meet this objective.

All of these exams measure the same skills that we insist our teaching colleges instill in
educators, and they do it in a much more meaningful way. Most important, with the
American Board, teacher preparation is finally about content and subject mastery, not
empathy. Our colleagues in the colleges of education may continue to assert to you that
they all do a terrific job, and that they’re the only ones who can do it. The American
Board simply begs to differ. And by the end of the summer, the American Board will
offer its certification tests for elementary education, with math and English available for
middle and high school teachers by year’s end. We appreciate your confidence in this
project, and we're pleased to report to you that American Board certification is still right
on schedule.

Conclusion

Mr. Chairman, 'm delighted the committee has chosen to discuss this issue. As you
continue to turn the sow’s ear over and over in your hands and wonder whether you really
can make that sitk purse — and Mr. Chairman, if there’s anyone made of the stern stuff
needed to do that, it’s you — please also keep in mind that prospective teachers now have
other options. Because of the leadership of this committee, the Congress, and the
Administration have shown in establishing and funding the American Board, teacher
quality finally has a fighting chance.
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As you move forward with your consideration of the Higher Education Act, we at ELC
look forward to working with you to encourage states and districts to expand the options
their new and potential teachers have for certification to include other alternatives like the
American Board for Certification of Teacher Excellence. Again, quality deserves a
chance. Thank you for the pleasure of allowing me to speak with you today. I look
forward to any questions you may have.



50

Committee on Education and the Workforce
Witness Disclosure Requirement — “Truth in Testimony”
Required by House Rule X1, Clause 2(g)

Your Name: Lisa Graham Keegan

1.

Will you be representing a federal, State, or local government entity?
Ne.

Please list any federal grants or contracts (including subgrants or subcontracts)
which you have received since October 1, 2000:

Noune received by individual testifying (see question 6)

Will you be representing an entity other than a government entity?

Yes.

Other than yourself, please list what entity or entities you will be representing,
Education Leaders Council, Washington, DC

Please list any offices or elected positions held and/or briefly describe your
representational capacity with each of the entities you listed in response to

question 4:

Chief Executive Officer, Education Leaders Council (2001-present)
Arizona State Superintendent of Public Instruction (1994-2001)

Please list any federal grants or contracts (including subgrants or subcontracts)
received by the entities you listed in response to question 4 since October 1,
2000, including the source and the amount of each grant or contract:

April 2003: $10 million, Fund for the Improvement of Education for
Following the Leaders: A Project for the Implementation of the No Child
Left Behind Act in the States (Congressional line-item)

February 2003: $68,038 contract from NAGB, for literature review and
issues paper for development of 2007 NAEP Reading Test

July 2002: $3.5 million, Fund for the Improvement of Education for
Following the Leaders: A Project for the Implementation of the No Child
Left Behind Act in the States (startup funding)



51

July 2002: $62,000 contract from Westat to provide content for the U.S.
Department of Education’s Supplemental Services conference.

March 2002: $15,000 contract for assistance with the Charter School
Awareness, Outreach, and Literacy Program. Part of a grant from the
U.S. Department of Education to America’s Charter School Finance
Corporation.

February 2002: $150,000 contract for development and hosting of a
national testing summit. Part of $1.7 million grant from the Fund for the
Improvement of Education to the Education Commission of the States for
creation of the State Education Policy Network.

January 2002: $3,800 contract to provide services for the Secretary of
Education’s Value-Added meeting.

September 2001: $460,000 over two years for marketing and state
outreach services in support of the American Board for Certification of
Teacher Excellence. Part of a two-year, $5 million grant from the Fund
for the Improvement of Education to the National Council on Teacher
Quality and Education Leaders Council for development of a new
alternative teacher certification.

7. Are there parent organizations, subsidiaries, or partnerships to the entities you
disclosed in response to question number 4 that you will not be representing?
If so, please list:

National Council on Teacher Quality (NCTQ): a partner organization
with ELC in the area of teacher quality and certification

American Board for Certification of Teacher Excellence: a subsidiary
organization created by ELC and NCTQ to develop a new alternate
teacher certification for new and master teachers

Signature:

S S

Lisa Graham Keegan
CEO, Education Leaders Council

Date: May 16, 2003



52



53

APPENDIX C -- WRITTEN TESTIMONY OF MS. KATI HAYCOCK,
DIRECTOR, THE EDUCATION TRUST, WASHINGTON, D.C.






55

TESTIMONY OF KATI HAYCOCK, DIRECTOR, THE EDUCATION TRUST
BEFORE THE

U.S. HOUSE OF REPRESENTATIVES
COMMITTEE ON EDUCATION AND THE WORKFORCE
SUBCOMMITTEE ON 215T CENTURY COMPETITIVENESS

May 20, 2003

Mr. Chairman and members of the Committee, thank you for this opportunity to
testify before you today on the number one ingredient of high achievement:
quality teachers. This Committee has already exhibited great leadership in the
effort to improve teacher quality by including important new teacher-related
provisions in the Higher Education Act of 1998 and, more recently, by including
expansive teacher-related provisions in No Child Left Behind. These were very
important first steps.

My purpose here this afternoon is fo remind you why this subject should remain
high on your agenda as you reauthorize the Higher Education Act and to suggest
some ways in which you might build on the momentum you created in the earlier
laws.

First some context.
Getting Students to Meet Standards: The Importance of Schools, Teachers

For many years, most Americans believed that what children learned was largely
determined by their family background. They believed that, no matter what
schools did, children who came from low-income families with low levels of
parental education wouldn’t learn very much, while those who came from more
affluent and better educated families would excel.

Research undoubtedly fed this view. Studies like the so-called “Coleman Report”
issued in 1966 indicated that schools accounted for very little in the equation of
academic achievement.

More recent research has, however, turned these understandings upside down.
It turns out that some things that schools do matter hugely in whether students
learn, or whether they don't. And the thing that matters most is good teaching.

Teacher impact on individual children

' Coleman, James et al. Equality of Educational Opportunity. Washington, DC, Government
Printing Office. 1966
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The impact of teachers on children is clearest in the research of statisticians and
economists who are studying the relationship between individual teachers and
the growth students achieve in their classrooms during the school year. This
approach is called “value-added” measurement.

William L. Sanders, who founded the Value-Added Research and Assessment
Center at the University of Tennessee, Knoxville, has studied the teacher and
student data extensively. In examining data in the state of Tennessee, he found
that low achieving students gain about 14 points each year on the state test
when taught by the least effective teachers, but gain more than 53 points when
taught by the most effective teachers. Teachers make a difference for middle-
and high-achieving students, as well. On average, high achieving Tennessee
students gain only about 2 points a year when taught by low-effectiveness
teachers, but more than 25 points a year when under the guidance of top
teachers.

In summarizing available research, Eric Hanushek, an economist at Stanford
University, estimated “the difference in annual achievement growth between
having a good and having a bad teacher can be more than one grade level
equivalent in test performance.”

Moreover, these teacher effects appear to be cumulative. For example,
Tennessee students who had three highly effective teachers in a row scored
more than 50 percentile points above their counterparts who had three ineffective
teachers in a row, even when they initially had similar scores. An analysis in
Dallas found essentially the same pattern there: initially similar students were
separated by about 50 percentile points after three consecutive years with high-
or low-effectiveness teachers.

As in the case of annual impact, the cumulative impact of teacher quality is
biggest for initially low-achieving students. A recent study in Tennessee
suggested that students who fail the state’s 4™ grade examination are six times
more likely to pass the graduation examination if they have a sequence of highly
effective teachers than if they have a sequence of low-effectiveness teachers.

In other words, students whose initial achievement levels are comparable have
“vastly different academic outcomes as a result of the sequence of teachers to

2 sanders and Rivers, “Cumulative and Residual Effects of Teachers on Future Students
Academic Achievement,” 1998, p. 9.

® Hanushek, Eric “The Trade Off Between Child Quantity and Quality,” Journal of Political
Economy, 1992, p. 107.

* Sanders and Rivers, 1998.

® Jordan, Mendro and Weerasinghe, “Teacher Effects on Longitudinal Student Achievement,”
Dallas, TX, 1997, p. 3.

8 Rivers, June "The Impact of Teacher Effect on Student Math Competency Achievement,”
University of Tennessee, Knoxville, TN, 1998.
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which they are assigned.” Differences of this magnitude—50 percentile points—
are stunning. They can represent the difference between a “remedial” label and
placement in the accelerated or even gifted track. And the difference between
entry into a selective college and a lifetime working at McDonald's.

The View from America’s Classrooms

My colleagues at the Education Trust and | spend a lot of time in classrooms.
Over the past ten years, we have spent thousands of hours working with
teachers around the country.

In that work, we sometimes see absolutely wonderful teaching—in all kinds of
schools. Infact, even the lowest performing schools always have at least some
quite terrific teachers. But, especially in the highest poverty schools, we often
see teaching that is quite dreadful.

These tendencies are clear in the data, as well. No matter which measure of
teacher qualifications you use—certified vs. uncertified, in-field vs. out-of-field,
experienced vs. inexperienced, high scoring on licensure exams vs. low-scoring,
effective vs. ineffective—poor children end up with less-qualified teachers.

This pattern should have been unacceptable even when we didn't know how
much difference teachers make. Now that we are certain of the difference, itis
unthinkable that we allow poor children to continue to be taught by more than
their share of our least well qualified teachers.

To give you some idea of why it is so important that we find the courage and
creativity to turn this pattern around, consider these findings from a recent study
of Texas schools:

“By our estimates from Texas schools, having an above average
teacher for five years running can completely close the average gap
between low-income students and others.” { Rivkin, Kain and Hanushek,
2002.)

7 Sanders and Rivers, 1998.p. 9.

8 Ingersoll, 2002. Special analysis of SASS data prepared for the Education Trust.

¢ Monitoring Quality: An Indicators Report. National Center for Education Statistics; December,
2000.

*® ingersoll, 2002. Special analysis of SASS data prepared for the Education Trust.

' Kain and Singleton, “Equality of Educational Opportunity Revisited,” New England Economic
Review, May/June 1996, p. 109.

"2 Rossi et al, Chicago Sun-Times, September, 2001.

'® Kain and Singleton, “Equality of Educational Opportunity Revisited,” New England Economic
Review, May/June 1996, p. 109.

 National Center for Education Statistics, Monitoring Quality: An Indicators Report, Dece



58

Six Core Problems

Looked at as a whole, there are at least six central problems in this arena that
Title !l of the Higher Education Act can affect:

¢

We don't have enough high-quality teachers in the categories and
jurisdictions we need them in (e.g. math, physical science, special
education)—even as we continue to produce more teachers in categories we
don't need;

The teachers we have are unequally distributed across different kinds of
schools and students;

Fears about supply, distribution and diversity have prevented most states
from raising standards for teachers to align with recent increases in standards
for students. Academic departments outside schools of education have not
been adequately engaged in setting standards for teachers or ensuring that
teacher candidates get a strong college-level education in the subjects they
will teach;

Current patterns of transfer and resignation result in our losing
disproportionately large numbers of the teachers we most want to keep
(including high-end teachers, and teachers in high-poverty schools);

Because of the ways in which the current Title Il accountability provisions
were crafted, too many institutions that prepare teachers have been able fo
avoid real accountability and, even within institutions where there is new-
found accountability, those who do the academic side of teacher preparation
are off the hook; and,

Woefully inadequate data systems interfere with both reporting and action on
these issues, and hamper the efforts of those who insist that teacher quality
should be judged not on proxy measures of their qualifications but on what
matters most; their ability to grow student knowledge and skills.

No Child Left Behind and HEA: The Need to Align

In general, the Higher Education Act needs to be more aligned with No Child Left

Behind’s focus on raising student achievement and closing gaps. The Higher
Education Act should reinforce the priorities of NCLB and enlist higher education
in a more aggressive effort to address both teacher quality and distribution.

Following are some of the options you may want to consider as you seek to
realign the Higher Education Act with the goals and priorities of NCLB. We've
organized those options according to the six critical problems listed above.
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Probiems 1 and 2: Inadequate supply of high quality teachers in some
categories, jurisdictions—and uneven distribution of those we have.

A. Funding streams in Title Il should be much more highly targeted to
categories and jurisdictions in which there are genuine shortages of
quality candidates. We would suggest, in particular:

+ A massive focus on the biggest problem of all: the inadeguate
production of secondary mathematics teachers (and, for that matter, of
the mathematics majors from which those teachers are drawn).

+ Dedicated funds to make much-needed improvements in programs
that prepare early childhood educators to ensure they get high quality
preparation in both content and pedagogy.

+ Better targeting of resources toward helping produce teachers for the
schools and districts most in need. Grants should be targeted to the
districts having the most difficulty recruiting and retaining highly
qualified teachers and the districts educating the most students living
in poverty.

Moreover, grant applications that seek to address teacher recruitment/retention
should be required to refer to the applicable state’s report, required pursuant to
NCLB, on the disproportionate assignment of inexperienced, out-of-field, and
unqualified teachers to teach poor and minority students.

B. These funding streams should be accompanied by much tougher
evaluation of results and by strengthened accountability systems, as
described below.

C. Congress should expand loan forgiveness to teachers in high-need
academic subjects, in schools with the greatest shortages of highly
qualified teachers, and to individuals working in pre-kindergarten
programs. To maximize the impact on atfracting teachers to high-need
subjects and high-need schools, loan forgiveness should begin
immediately upon entering the profession and increase over time.

Problem 3: Standards for teachers that are not always well matched
with standards for students.

In the rush to put their accountability systems into place after the 1998
reauthorization of the Higher Education Act, most states did not pause to
reexamine the extent to which existing certification requirements align with
current standards for students. While Congress recognized the need to focus
on the subject-matter knowledge of secondary teachers in particular, there is
still inadequate involvement of departments outside of education schools in
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preparing teachers. in addition, teachers are not adequately prepared to use
challenging State academic standards and assessments to improve teaching.
In the new Higher Education Act, Congress should:

A,

Ask each state to examine current certification requirements, eliminating
those that are unnecessary to classroom effectiveness and strengthening
those that are necessary. This reexamination should be informed by an
analysis of data on the characteristics and qualifications of teachers who
are effective in producing student learning, as contrasted with those who
are less effective.

. Require state officials submitting the required annual reports to the

Secretary to attest that their standards for teachers are fully aligned with
what it takes to get students to state standards and to summarize the
evidence behind that conclusion.

. Because most coursework completed by future teachers takes place

outside schools of education, whole universities and colleges need to be
involved in improving teacher preparation.

1. Faculties outside of education schools should participate in setting
standards for the subject-matter knowledge needed to enter
teaching.

2. Faculties in and out of education schools should collaborate on

limiting barriers to students in other academic disciplines earning
teaching credentials.

3. Special emphasis should be placed on improving programs that
train early childhood educators.

. Direct the Department of Education to prioritize grants that reform teacher

preparation programs to ensure that teachers:
1. Integrate challenging state academic standards into
development of curriculum, assignments, and instructional

practice;

2. Align classroom-based assessments with challenging State
academic standards; and

3. Regularly analyze assessment data to improve teaching and
instruction.

Problem 4: How to hold on to our strongest teachers

No Child Left Behind asks state and local education officials to make certain
that low-income and minority children are no longer taught by
disproportionate numbers of underqualified teachers. As they confront this
challenge, however, most education leaders have very little to base their
plans on—other than their own hunches.
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Although Title Il authorizes grants to address these issues, research on the
effectiveness of available options (for instance, increased pay, reduced
student load, or extra support) is sorely needed. State and local grant monies
should be directed to this purpose. Grantees should be required to report
consistent and comparable data in order to compare the effectiveness of
various approaches. Grant applications should be required to include a
detailed description of evaluation plans, including the identification of an
appropriate control group, and hard data on outcomes by which to measure
the success of grant activities.

Problem 5: Strengthening our accountability systems for higher
education.

Accountability for what matters most will only be possible when Congress
insists that institutions of higher education conduct value-added analyses that
truly account for teachers’ abilities to impact student learning. Until then, we
are left with the best available proxies for what we really care about — raising
student achievement.

The Committee might want to consider the following amendments to existing
reporting requirements under Title i

1. State reports should be signed by the Governor or the
state official responsible for teacher certification, who
would attest to the accuracy of the data.

2. The submitting official should not sign just for accuracy of
the data, but should be asked to attest that state standards
for teacher certification are adequate to ensure that
teachers have the knowledge and skills to teach students
up fo state standards.

3. Pass rates for licensure exams should be reported for all
test takers who have been enrolled in a teacher
preparation program for at least two semesters, not just
program completers. Reporting pass rates only for
“program completers” has enabled institutions to withhold
the label “completer” from students who have not passed
the exam(s) and has undermined the value of this data for
evaluating the quality of teacher preparation programs.
Pass rates should also be reported for participants in
alternative certification programs.

4. Institutions that use licensure examinations of some sort
for entry should also be required to administer exit
examinations that enable judgments to be made about
institutional value-added;

5. Licensure exam pass rate data should be disaggregated by
race/ethnicity and states should be asked to set
institutional pass rate goals by group;



62

6. Accountability systems should include consequences not
only for education schools, but for the academic
departments that co-produce teachers. (For example, if
secondary mathematics teachers fail the mathematics
portion of the exam, but have had all or most of their
mathematics instruction in the math department, there
must be consequences for that department—rather than
just the education school. Similarly, if the numbers of
mathematics teachers produced by a campus goes down,
rather than up, the mathematics department must also be
held to account.)

7. Institutions should also be held accountable for producing
increased numbers of teachers in shortage fields and for
increasing the number of their graduates who teach in
hard-to-staff schools;

8. Reporting of teachers on waivers/emergency credentials
should be based on a consistent definition so the data is
comparable across states and the definition should be
aligned with NCLB's definition of highly qualified teachers.
Teachers who are participating in an alternative route to
certification should be separately identified and reported by
number of years teaching.

Problem 6: Inadequate data systems.

Discussions of teacher quality are inadequately informed by data regarding
what makes the biggest difference in student learning. As the U.S. General
Accounting Office has reported, the U.S. Department of Education has
granted almost half a billion doliars ($460 million) in HEA Title Il funds but
there is no consistent, reliable way to evaluate the effect of these grants on
raising student achievement.

A. State Grants should be limited to states that are willing to establish data
systems to evaluate the efficacy of teacher training programs and
professional development activities on improving teacher effectiveness.
Ultimately, states should be in a position to evaluate their success in terms
of hard data indicating whether various activities helped raise student
achievement. Effects on student achievement should be measured by
state assessment data (and if that data would be insufficient for programs
focused on high schools, then graduation rates and entry/success in
college).

B. if they don't already have the capacity, Congress should allow states to
apply for grants to connect data systems that provide analysis of individual
teacher effectiveness based on student gains on academic assessments,



63

Indeed, this latter matter—putting systems in place that will finally allow for the
evaluation of teachers and the institutions that produce them at least in part upon
ability to produce student learning gains—lays at the very heart of the needed
changes in our education reform strategy. Without good, solid data, virtually all
of our efforts—to know what matters, to analyze distribution, to evaluate either
individuals or the institutions that produced them-——are seriously handicapped.
Rather than being informed by hard evidence, we make decisions based on
proxies and hunches. If we have one highest priority in this reauthorization, it
has to be to tackle that problem head on.
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NCATE

The Standard of Excellence
in Teacher Preparation

Testimony of Arthur E. Wise, President
National Council for Accreditation of Teacher
Education (NCATE)

to

Subcommittee on 21 Century Competitiveness
Committee on Education and the Workforce
U.S. House of Representatives

May 20, 2003

Summary

NCATE and Congress (through Title I of the Higher Education Act) share the important

goal of improving teacher preparation.

I'am here today to suggest that we can more effectively achieve the goal together.

Rigorous teacher preparation is key to ensuring that no child is left behind.

Title Il brought teacher testing out of the policy shadows and into the sunlight where it is
now playing a forceful role in upgrading teacher quality and teacher preparation.
Education schools are now required to report how many of their teacher candidates pass
state licensing tests. In response, education schools quickly changed admissions and

graduation requirements. They no longer graduate teachers who fail the test.

This federal mandate has enabled NCATE to incorporate test score results into its

accreditation decisions. Though NCATE is voluntary, its decisions currently apply to
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665 institutions or 55 percent of the 1,200 teacher preparation institutions in the U.S.
NCATE institutions prepare over two-thirds of all new teacher education graduates. In

the last decade, 48 states have entered partnerships with NCATE.

NCATE now requires that education schools
a. mect state-mandated pass rates

b. have at least 80% of all candidates pass tests of academic content knowledge

Since the enactment of Title Il, NCATE has also been working with one national testing
company to ensure that its teacher licensing tests are aligned with rigorous professional
standards. NCATE just reached an agreement with that company to establish a high
national benchmark on its teacher licensing tests. This unprecedented benchmark will

provide a beacon to states that wish to upgrade standards.

Important as these steps are, content knowledge is only one indicator of readiness to
teach. NCATE believes in a comprehensive approach to the development and
assessment of teacher quality. In 2001, NCATE launched its new performance-based
accreditation system, which requires multiple sources of evidence that candidates have
acquired or developed not only content knowledge but also the ability to teach it so that

students learn.

In addition to meeting new test score requirements, education schools must take other

steps:

a) They must prepare new teachers to teach to today’s higher standards

b) They must prepare new teachers to teach the great diversity of students who are in
America’s classrooms today.

¢) They must prepare new teachers to use technology effectively

d) They must offer more intensive supervised experiences in schools.

¢) They must track the progress of new teachers from admission to graduation and

into the first years of teaching.
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These new requirements are strengthening the programs which education schools

offer.

Based on what NCATE has learned from working with education schools, I have four

recommendations to offer:

1. As I have described, NCATE carries out a comprehensive review of the institution, its
programs and candidates. Therefore, Congress should revise Section 207 of P.L. 105-244
to allow NCATE accredited institutions and states to use NCATE accreditation as a

substitute for all or some Title I reporting requirements.

2. Congress should amend Section 202 to create incentives for states to implement
comprehensive
licensing assessment systems that include measures of content knowledge, teaching

knowledge, and skill, and the ability to teach so that all students learn.

3. Congress should continue to encourage the development of alternate routes to
licensing but should tighten the definition of "highly qualified teacher" to preclude those
who are still in training. The term “highly qualified” should be reserved for those
individuals who have mastered a rigorous program of study and who have met all state

licensing requirements.

4. Congress should amend Section 203 to encourage professional development schools,
similar to teaching hospitals for medical education. These innovative institutions hold
particular promise for preparing a new generation of teachers for urban schools. {See

Education Week Commentary, February 27, 2002)

In closing, Congress and NCATE should work together to improve teacher preparation so
that every child will have a highly qualified teacher. This will be a major step toward

fulfilling the promise that no child will be left behind.
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An Accountability System for Teacher Quality

Current teacher licensing, or teacher certification, as it is commonly called, does not do
what it is intended to do. It does not differentiate clearly between those who are qualified
to teach and those who are not. The victims are the children. With many children being
left behind, especially in our lar