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INTRODUCTION

“We hold these truths to be self-evident, that all men are created equal, that they are endowed by their Creator with certain unalienable Rights, that among these are Life, Liberty and the pursuit of Happiness. — That to secure these rights, Governments are instituted among Men, deriving their just powers from the consent of the governed…”







United States Declaration of Independence

Given the strong relationship between public education and an individual’s potential to lead a successful life in the pursuit of Happiness, these important phrases from the Declaration of Independence lay the groundwork for the assumption that all U.S. citizens should be able to avail themselves to an equal education.  This expectation, although rarely realized, has been greatly reinforced by the federal No Child Left Behind Act (NCLB).  This landmark legislation has created a sea change in the way the country thinks about successful schooling.  More than any law that came before it, NCLB’s stated purpose is to focus federal, state, and local policy-makers’ attention squarely on those students who were ignored for generations, namely poor and minority students.  

BACKGROUND

Ample evidence confirms that our poorest children face the greatest educational challenges. Students who attend schools with concentrated poverty have vastly unequal opportunities to develop literacy and other academic skills.
  High-poverty schools suffer from fewer resources, greater teacher and administrator shortages, fewer applications for vacancies, higher absenteeism among teachers and staff, and higher rates of teacher and administrator turnover. Problems related to working conditions and the organization of the schools are compounded by social problems related to poverty in the larger community: hunger, homelessness, crime, substance abuse, chronic health problems, parental unemployment, and low levels of parental education, literacy, and job skills. These problems, in turn, contribute to higher rates of student absenteeism and mobility, higher dropout rates, and lower levels of academic achievement.

For example, the likelihood is greater that children will have difficulty learning to read if they are poor, non-white, or non-native speakers of English.
  In 2000, only 16 percent of Hispanic fourth-graders and only 12 percent of blacks scored at or above proficient levels of achievement in reading, compared to 40 percent of whites.
  Similar disparities occurred between poor and non-poor students: only 14 percent of low-income fourth-graders achieved reading proficiency, compared to 41 percent of those who were not poor. At the end of a decade of unprecedented efforts nationwide to improve public schools, roughly six out of every 10 poor and minority students still failed to reach even the basic level in reading achievement.  A seemingly endless list of strategies has been proposed to close this achievement gap: smaller classes, smaller schools, standards-based reform, whole-school reform, lengthening the school day, lengthening the school year, before- and after-school programs, charter schools, and parental involvement. The most drastic strategies include privatization of public school systems, mayoral and state takeovers, and school reconstitution.

However, none of these strategies is likely to work in the absence of highly qualified teachers and strong, supportive principals who can create good working conditions that will attract and retain them. A different kind of strategy to close the achievement gap, and one that has received far too little attention, is to create incentives that spur well-qualified teachers to select and remain in the schools that serve students with the greatest needs. Recently, 11 states have passed legislation to increase teacher pay, and many states and districts are offering various monetary incentives to lure more teachers to their ranks and keep the ones they already have--all reasonable steps at a time when there is a shortage of qualified teachers. But relatively few incentives are expressly designed to attract and retain teachers in the struggling schools where they are needed the most.
  

The effects of teacher quality on student achievement are well documented. Although researchers disagree on the best measure of teacher quality (e.g., experience, test scores, advanced degrees, state certification, etc.), remarkably consistent patterns suggest that teachers are not equitably distributed across schools by any of these measures. The more impoverished and racially isolated the school, the greater the likelihood that students in the school will be taught by inexperienced teachers, uncertified teachers, and out-of-field teachers, as shown in the following examples.

Studies that look at teacher efficacy consistently show that experienced teachers are more effective than beginners at resolving a number of instructional and managerial problems, such as maintaining discipline, motivating students, and adapting instruction for students with diverse learning needs.  Yet novice teachers with three years of classroom experience or less are twice as likely to be assigned to high-minority, high-poverty schools.

Additionally, research has demonstrated that teachers’ subject matter knowledge and knowledge about teaching and learning are strongly associated with ratings of teacher effectiveness in the classroom.  Yet poor and minority students are disproportionately found in classrooms of teachers with weak preparation and training.



In addition to experience and knowledge, high rates of teacher migration are disruptive and can adversely affect morale, community relationships, and school performance. According to the National Center for Education Statistics, teachers in schools with minority enrollments of 50 percent or more migrate at twice the rate of teachers in schools with few minority students.
In Philadelphia, for example, one-third of the jobs held by teachers in the public schools turned over between 1996 and 1999.   Teachers who moved didn’t necessarily leave Philadelphia; migration to other schools within the district accounted for nearly half of all job changes. But when teachers did move, they tended to move to "more desirable" schools within the city (those with higher test scores, lower poverty rates, and fewer minority students).



These patterns strongly suggest that without intervention, schools that serve students most in need of experienced, well-prepared teachers will continue to face recurring staff vacancies.

One clear issue in this discussion is that it is a clear example of equal pay for unequal work if one set of teachers enjoys schools in safe neighborhoods, prepared students, well-qualified colleagues, and adequate materials in the classroom while another set of teachers faces quite the opposite.

The growing movement to ensure all students can meet required performance standards is directing increased attention to chronically low-performing schools in the system. Though small in number, these stand in sharp contrast to schools which as thriving learning communities are creating year on year academic progress for their students.

In developing the teacher quality provisions of NCLB, Congress knew the importance of effective teaching, and recognized the glaring inequity in teacher distribution.  But while NCLB correctly identifies the problem, it hasn’t been as effective in helping public education make much progress.  Provisions to equalize distribution of teacher talent haven’t been enforced, and some provisions may actually undermine the NCLB’s intent to correct the inequitable distribution of teacher talent.  

The research is clear that the classroom teacher matters more than anything else we do in public education, and it is also abundantly clear that students of color and students growing up in poverty are assigned disproportionately to our weakest teachers.  The policy recommendation below attempts to provide an answer to the question: “What are appropriate state interventions for struggling school districts, schools, and students in order to promote improved student performance and to eliminate achievement gaps under the requirements of NCLB and related state policies?  

What Works to Improve Student Performance?

High Qualified Teachers

The business of quality education has become more of a science than an art. The nation understands and the education industry realizes “Standards” are important for teaching students in an organized fashion. The correlation of standards to quality teaching has led to models such as the National Board for Professional Teaching Standards (NBPTS). The board has also developed challenging examinations to document and recognize accomplished teaching practices. The NBPTS have also developed five core propositions (See Attachment A) relative to “What Teachers Should Know and Be Able to Do.” This policy forms the basis for the knowledge, skills, dispositions, and beliefs that characterize National Board Certified Teachers (NBCT).
 

Considerable research from groups such as the National Commission on Teaching and America’s Future, exhibit the importance of high quality teachers in the most difficult education areas. The “Effects of Educational Investment” clearly relate the higher “return on the dollar” benefits regarding increasing teacher education correlation relative to student achievement.
 Other sample areas such as lower pupil/teacher ration paled in comparison (See Attachment A Chart). “Raising teaching standards” and promoting high quality teachers especially in the most difficult education areas is one of the ten key recommendations from the Teaching Commission study.

National Board for Professional Teaching Standards in Pennsylvania

The National Board for Professional Teaching Standards (NBPTS) is a nationally recognized, high-quality professional development program for teachers in all 50 states. Certification by the National Board has evolved as the gold standard in teaching excellence across the country. More than 150 studies have examined National Board Certification and the vast majority found NBCTs make a significantly measurable impact on teacher performance and student learning, engagement and achievement.

Teacher practice and schools research is consistently positive about the impact of National Board Certification on improvements to teacher practice, professional development and areas of school improvement that are critical to raising student achievement. Studies show that students achieve at greater levels when they are taught by National Board Certified Teachers (NBCTs).

Teacher Induction

The Pennsylvania Department of Education Induction Plan Guidelines (May 2002) is part of the Strategic Plan, which school districts must submit to the state.
 Their guidelines clearly recognize that “a high quality education program is an essential first step” and that the “quality of education is the largest single factor in influencing student learning.” The plan requirements include eight areas, which are generalized in nature. Item number three “A list of goals and competencies for the induction program” is a very vague statement. Depending on the Pennsylvania district this could have a myriad of descriptors with varying degrees of rigor. 

There are more specific, data driven models being implemented elsewhere. The “Golden Teachers” Induction and Mentoring Program from Chicago Public Schools is more concise regarding new teacher development practices. Increased requirements regarding observations, specific time spent with mentors, particular required reading and professional development workshops help delineate programs in alignment with data-driven best practices.
 Their expanded programs of multiple years and different mentors give greater opportunity for success. Common forms for tracking, data gathering, and continuity help the programs work more effectively. These initiatives would take away the “reinventing the wheel” syndrome we have in education. This recreating is especially difficult on those low socio economic, shortages of manpower districts that are in greatest need of quality teacher induction programs

Teacher Mentors

The requirements from the state are minimal for position of mentor. #5- a description of how the mentors were selected, is the criteria for Pennsylvania induction plans. The fact is that these people are the first and primary resource for the new teacher. Highly qualified, well-trained mentors are part of the best practices teacher induction programs. Using the Golden Teachers model, we extrapolate some of the key features as recommendations for the Pennsylvania induction program revisions.

· Highly qualified teachers with Masters degree minimum

· Demonstrate excellent knowledge of curriculum, standards, best practices, etc.

· Outstanding communication and organizational skills

· Attend two training sessions prior to mentorship (one on peer observation)

· Read from a selection of “mentor-based” books and submit report

Obstacles for Struggling Schools

1.Available funding from struggling school.

Schools across the nation that attract teachers to become involved in the distinguished education program use increased salary as an incentive. (4-7 thousand dollars per teacher per year for life of the ten years certificate)

Struggling schools lack of funds to support the “basics” of their education program in addition to this program. 

2. Availability of dedicated teachers from struggling schools.

A core group of teachers in a school district willing and interested in pursing distinguished education program.  The reality that struggling schools may lack the better teachers necessary to fulfill the vigorous expectations of this program.

3. The ability to keep dedicated teachers in struggling schools once these teachers are trained.

Once finding the teachers interested in pursuing the distinguished education program what will keep these teachers in the struggling school from leaving to be hired in more lucrative teaching positions.

4. The School Board support for distinguished education program during a time of varied fiscal needs.

The ability/need to convince school boards a distinguished education program will produce positive results for struggling schools.  The ability for school boards to allocate the funds necessary to support a distinguished education program.

Obstacles to enacting and implementing policy change to achieve quality teaching for every classroom

A decade of standards-based education reform has led to the clear, inevitable, and perhaps obvious conclusion that the ultimate key to student achievement is quality teaching.

Legislation related to teacher recruitment and retention in Pennsylvania has been introduced. Legislation in the package: provides loan forgiveness to math, reading, computer science, science and special education teachers who serve low-income urban and rural public schools and makes funding available to higher education institutions for recruitment of such potential teachers and principals (House Bill 919); awards one-time signing bonuses to first-year teachers who fill vacancies in critical shortage positions (House Bill 921); establishes an Urban Educators Recruitment Program to provide scholarships to college students who commit to teach for at least five years in an urban public school with qualified teacher shortages (House Bill 922); establishes an induction program which would be required for new teachers in economically disadvantaged school districts with high turnover rates for beginning educators (House Bill 923); and establishes the Call Me Mister Program to provide tuition grants for African American males to complete a teacher training and certification program to become public elementary school teachers (House Bill 924).  The Committee also took comments on a proposal to establish a second Governor’s School for Teaching in Philadelphia, which is not included in the legislative package.  It is unclear whether this comprehensive legislative package will be passed into the Public School Code.

In its 2003 report on teacher quality, The Education Policy and Leadership Center made recommendations supporting a two-year induction period for new teachers, targeted teacher recruitment programs in districts that have documented difficulty-filling positions with qualified candidates, efforts to increase the number of science, math and special education teachers, and efforts to increase the number of minority teachers.  

However, none of these strategies is likely to work in the absence of strong, supportive principals who can create good working conditions that will attract and retain good teachers. 

Recently, states have passed legislation to increase teacher pay, and many states and districts are offering various monetary incentives to lure more teachers to their ranks and keep the ones they already have--all reasonable steps at a time when there is a shortage of qualified teachers. But relatively few incentives are expressly designed to attract and retain teachers in the struggling schools where they are needed the most.
  

The more impoverished and racially isolated the school, the greater the likelihood that students in the school will be taught by inexperienced teachers, uncertified teachers, and out-of-field teachers. 



In addition to experience and knowledge, high rates of teacher migration are disruptive and can adversely affect morale, community relationships, and school performance. According to the National Center for Education Statistics, teachers in schools with minority enrollments of 50 percent or more migrate at twice the rate of teachers in schools with few minority students.


In Philadelphia, for example, one-third of the jobs held by teachers in the public schools turned over between 1996 and 1999.   Teachers who moved didn’t necessarily leave Philadelphia; migration to other schools within the district accounted for nearly half of all job changes. But when teachers did move, they tended to move to "more desirable" schools within the city (those with higher test scores, lower poverty rates, and fewer minority students).

These patterns strongly suggest that without intervention, schools that serve students most in need of experienced, well-prepared teachers will continue to face recurring staff vacancies.

One clear issue in this discussion is that it is a clear example of equal pay for unequal work if one set of teachers enjoys schools in safe neighborhoods, prepared students, well-qualified colleagues, and adequate materials in the classroom while another set of teachers faces quite the opposite.

The research is clear that the classroom teacher matters more than nearly anything else we do in public education, and it is also abundantly clear that students of color and students growing up in poverty are assigned disproportionately to our weakest teachers.  The policy recommendation attempts to the question: “What are appropriate state interventions for struggling school districts, schools, and students in order to promote improved student performance and to eliminate achievement gaps under the requirements of NCLB and related state policies?  

Quality teaching matters - perhaps more than any other factor - in improving student academic achievement. Recent studies in Tennessee and Texas indicate that the effect of teacher quality on student performance outweighs other school variables and can outweigh student and family background characteristics as well.
 Having high quality teachers, especially consecutive high quality teachers, can close the achievement gap between disadvantaged and non-disadvantaged students. The strong and sustained gains in reading achievement in Connecticut and North Carolina over the past several years can be attributed largely to those states' efforts to improve teacher quality.

Pennsylvania's shortages include:

· Qualified teachers for urban districts and, to a lesser degree, rural districts. 

· Teachers of physics, chemistry, biology, mathematics (especially for higher level math courses), general science, world languages, special education, technology education (formerly industrial arts). 

· Racial/ethnic minority candidates. 

First, there is a geographic imbalance, primarily affecting urban districts such as Philadelphia, York, Harrisburg, and Reading.
 Most new teachers are graduates of institutions located in rural and suburban communities, and anecdotal evidence suggests many candidates grew up in rural and suburban communities. Deans responding to EPLC's survey indicated a major reason graduates of teacher preparation programs do not enter the profession (in addition to attending graduate school, seeking more lucrative employment, and starting families) is that they do not want to relocate where the jobs are - largely in urban districts.

Second, teaching is a high turnover profession (although in Pennsylvania it is less of a problem than in the nation as a whole - almost 13 percent in 2000-01 compared with 16 percent nationwide), and teachers leave the profession early in their careers - one-third of Pennsylvania teachers within three years and half within five.
These problems exist despite the fact that the state's 93 teacher preparation institutions continue to certify many more teachers every year than the schools in Pennsylvania hire. In 2001-02, PDE issued about 10,500 Level I certificates; 9,000 of those candidates were prepared in Pennsylvania institutions. But Pennsylvania school districts only hire about 4,000 new teachers every year.
Quality teaching matters - perhaps more than any other factor - in improving student academic achievement. 

How can state policy promote the presence of a qualified teacher in every Pennsylvania K-12 classroom at all times? The Education Policy and Leadership Center (EPLC) recommends policy action in four areas as a result of its year-long review of teacher quality and supply issues:

· Promoting and professionalizing teaching in Pennsylvania. 

· Enhancing the preparation of future teachers and monitoring recent reforms. 

· Addressing specific staffing problems. 

· Improving the collection, integration, and utilization of data. 

Specific recommendations in each of these four areas are presented below. But EPLC first notes that policymakers have two impending opportunities that establish the context within which many of the following recommendations should be considered:

During 2003, the State Board of Education will review Chapter 49 of its regulations, and the Pennsylvania Department of Education will review Chapter 354 of its standards. These regulations and standards are central policies affecting the preparation and certification of teachers; several specific recommendations that follow require changes in those regulations and standards. In conducting these reviews, the Board and the Department should think strategically about the integration of teacher preparation and certification policies with other state policies supporting the standards-based reforms of recent years. 

In many instances, a district's ability to provide a qualified teacher in every classroom is limited by available financial resources. A more adequate and equitable statewide system of education finance is imperative to increase the ability of many districts now experiencing staffing problems to compete for highly qualified teachers. 

In order to attract an adequate supply of high quality candidates to the profession and in order to retain the best and brightest of current teachers, the profession must be recognized, valued, and honored. In addition, teachers need to be able to build careers that provide opportunities for varied assignments and increasing responsibility that recognize their classroom accomplishments without forcing them to leave the classroom altogether.

Policymakers, political leaders, and educators themselves must genuinely and consistently treat teachers as a key part of Pennsylvania's efforts to strengthen public education and to improve student achievement. Leaders need to use their "bully pulpit" to make clear that there is an important public interest to be served by the recruitment to the teaching profession of exceptionally talented individuals, that teachers are appreciated for their contributions, and that young people should aspire to careers as teachers. They need to "market" teaching as a valued career. 

The Recommendations:


Recommendation #1: Create higher quality teachers in schools that need them the most.

Effective instruction is key to a student’s academic achievement. This fact is true in any classroom across the nation.  In Pennsylvania, our state leaders have taken concrete steps to improve the quality of our teachers.  In his first term, Governor Rendell commissioned the creation of the state’s Commission on Training America’s Teachers, which researched teacher training in the state and how it can be improved.  The Governor also led the creation of four Regional Centers for Excellence to help Pennsylvania’s teachers achieve certification by the National Board for Professional Teaching Standards (NBPTS) 

The National Board for Professional Teaching Standards is nationally recognized for its high quality professional development for teachers across the country. National Board Teacher Certification is a process wherein teachers participate in intensive professional development in one of 24 areas of concentration. This certification includes:

Portfolio Entries
Participants will be required to submit four portfolio entries. Three are classroom based, where video recordings and examples of student work serve as supporting documentation. A fourth entry relates to the teacher’s accomplishments outside of the classroom – with families, the community or colleagues – and how they impact student learning.

Assessment Center Exercises
Teachers must also demonstrate content knowledge in response to six exercises developed for their chosen certificate area. Teachers will have up to 30 minutes to complete each exercise. Assessments are administered at over 300 computer-based testing centers across the United States. [Taken from the NBPTS website]

Typically, the completion of this process takes about 3 years. More than 150 studies have examined NBTC and most found that teachers with this certification have a significantly measurable impact on students’ academic achievement.

Pennsylvania’s Regional Centers for Excellence, located in the four regions of the Commonwealth, operate to help districts identify and recruit teachers to participate in the National Board Certification program. The overarching goals of the centers are to add 500 more national board certified teachers—an increase of 200 percent. Participating teachers receive stipends in the amount of $1,250 to cover half the costs of participation in the program. While all teachers are eligible, those serving in struggling schools or who receive certification in pre-kindergarten or secondary math/science are given priority.
While this program is certainly promising, there is much more that must be done to improve teacher quality in our most struggling schools in particular.  These teachers must be targeted more aggressively to participate in the National Board Certification (NBC) program, and be able to do so in an environment that is supportive of their personal and professional growth.

We propose the creation of a $2 million strategy to assist more teachers in chronically underperforming schools to receive their National Board Certification. This strategy will pay 100% of teachers’ costs to achieve this certification—an amount of $2,500 per teacher.

Who will be targeted?

Teachers who currently work or wish to work in identified schools, and who have at least 3 years of teaching experience, will be eligible to participate.  Identified schools are those that have been identified as underperforming based on the designations of Corrective Action I and II under the federal No Child Left Behind Law. There are 160 schools with this designation in eight school districts.  These schools are located in higher poverty districts and a vast majority are high schools and Career and Technology Centers (CTCs).

While 24 different certificates are currently available as part of the certification program, 50% of trained teachers must be in pursuit of the following certificates to target specific areas of need in the identified schools:

· Career and Technical Education

· English as a New Language

· Exceptional Needs Specialist

· School Counseling

· Mathematics (High school level)

· Science (High School Level)

Teachers must agree to remain in the district for a minimum of 3 years or reimburse the state of its investment. This program is structured in a manner that allows teachers to collaborate with their peers as they pursue National Board Certification.  Teachers will be linked to each other through collaborative workshops and assignments that will be specifically tailored by the NBPTS to meet the needs of these teachers in particular. 

The Department will receive an allocation in the state budget for $2 million to be dedicated to train 750 teachers over a period of 5 years.  Of this $2 million, the currently operating Regional Centers for Excellence and the Department of Education will receive an additional $25,000 each year to support this expanded scope of work.

Recommendation #2: Restructure PA induction program requirements to include strategies that define pedagogical skills and create mentoring opportunities teacher candidates.   In addition to restructuring the induction guidelines, this recommendation includes a $500,000 competitive grant program to allow districts to strengthen their induction programs and integrate increased staff support. 

Currently, PDE requires all school districts to develop an Induction Plan for all new teachers. PDE approves the plan, but provides broad guidelines with no standardization. The plan must include a list of goals for the first year teacher and descriptions of how the school will meet those goals. There is an evaluation component, where the school describes to the State, as to how they will be conducting the evaluation.

The Golden Teachers Induction and Mentoring Program Guidelines of Chicago offer more regulations to the program than PA. It would be in the best interest if PDE replicate the Golden Model to include the following standards in its State Induction Guidelines:

· 2 year programs

· Minimum of 3 day kickoff induction orientation program to cover curriculum review, anchor assessments and other academic areas

· 4 observations per year

· Common forms development for accountability and future data driven decision making (i.e. Professional Development Verification Forms)

· Specific readings (i.e. Harry Wong “First Days of School”)
A key element in this recommendation is the development of mentoring relationships between new and veteran, high quality teachers.  To ensure for successful induction program, all mentors must be veteran teachers and hold certification from NBPTS.  Lead mentors should be compensated for their time and effort to conduct one-on-one training sessions with the new teacher candidate. This amount could range from $500 to $1,000 per year, which can be offset by the state grant provided under this policy proposal.  

 

Recommendation #3: Develop a statewide policy for a Mastery Teacher’s Certificate and a Mastery Teachers Program. Once a teacher obtains their NBPT certification, they would be eligible to receive a Mastery Teacher’s Certificate. This would be value added to the teacher’s certificates. Schools that hire a Mastery Teacher will benefit by ensuring a strengthened and enriched curriculum, one in which students will have the opportunity to learn to their potential. The term “Mastery Teacher” would imply that the teacher teaches at a mastery level, which would be equal to a Master’s Degree level.  This policy also proposes the creation of a Mastery Teachers Program operated by the Department of Education.  A team of Mastery Teachers will work on a regional basis in the central, west, and east regions of the state to provide technical assistance and support on pedagological practices in the classrooms of struggling schools.  While the Department currently funds the Distinguished Educator program, which provides several struggling schools in the Commonwealth supports in the areas of school administration, finance, organization and other areas of school reform, the work of Mastery Teachers will be solely focused on classroom learning, instructional practice, the use of assessment to inform instruction, and creating interventions for each school’s struggling subgroup populations. 

Developing the Mastery Teacher Certificate would need to be incorporated into the Chapter 49 and other related policies. The PDE, Bureau of Teacher Certification and Preparation would issue this certificate. By obtaining an NBPT, the State can assume that teachers will be able to: 

· Demonstrate a deep understanding of the history, structure and real-world applications of there subject matter. 

· Demonstrate skills and experiences in teaching to students with skills gaps and preconceptions that they may bring to the subject. 

· Use diverse instructional strategies to teach for understanding. 

· Deliver effective instruction move fluently through a range of instructional techniques, keeping students motivated, engaged and focused.  

· Engage students to ensure a disciplined learning environment, and how to organize instruction to meet instructional goals.  

· Use multiple methods for measuring student growth and understanding, and they can clearly explain student performance to parents. 

· Show familiarity with learning theories and instructional strategies and stay abreast of current issues in American education. 

· Assist with professionals on instructional policy, curriculum development and staff development.

While the Department will target teachers in its Mastery Teachers program to the most struggling schools identified in this policy proposal, schools may choose to hire Mastery Teachers to participate in developing and conducting training to teachers within the school district. The Mastery Teacher initiatives will also be coordinated in partnership with the Pennsylvania Inspired Leadership Initiative Program. The Pennsylvania Inspired Leadership Initiative is a statewide, standards-based leadership development and support system for school leaders. The cohort-based program is delivered through a regional collaboration of Intermediate Units and other partners.  Mastery Teachers could work with the PA Inspired Leaders Regional Teams to assist schools with professional development, curriculum development, teacher induction orientation, and assessment of students. 

How to hold politicians responsible for improving teacher quality under this proposal
How does a constituent hold a politician responsible for making decisions favorable to a particular position? To answer this question, it is imperative that you understand that unless a politician does something illegal, holding them responsible will only be done at the next election. So a better question is; “how do you influence a politician to become a champion for your policy?” To answer that question, it becomes necessary to understand several key points and these points understood in the context that every decision made contains a calculation on how it will effect the next election:

Facts don’t vote: Legislators have no requirement to make factual and rational decisions. With the overwhelming number of bills introduced each year on a wide variety of topics, most lawmakers have the time to read each one, much less understand all the details. So making a plea to a politician on a purely factual basis will likely have poor results.

Lawmakers are almost exclusively influenced by special interests: This understanding is often key in ensuring that lawmakers are held accountable for outcomes. Groups like teachers unions, School Board Associations, nonprofit advocacy groups, and others, will support the goals of this proposal and ensure that it is effectively implemented. 

In addition to the public and education advocates holding politicians accountable, the provisions of No Child Left Behind ensure that schools that are failing are targeted with additional supports.  This policy proposal focuses on teaching and learning in the classrooms that serve students that need this attention the most.  Pennsylvania’s new ability to track student performance at the student level will allow the public and policymakers to know if the investments outlined in this policy proposal will truly lead to stronger academic outcomes for individual students served by the teachers trained in this policy proposal. 

In this era of high accountability, the targeted investments outlined in this proposal are critical to support increased student achievement.  Teacher quality makes the difference between school failure and success. If Pennsylvania chooses to not make these key investments, we not only rob our children and youth of their future success, but we fail to secure Pennsylvania’s future success and economic competitiveness as well.
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