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ABSTRACT 

This study used a standardized teacher observation rubric and procedures to 

evaluate the performance of 63 new teachers with various preparation backgrounds. 

Observers rated teachers from seven different school districts on 29 separate criteria of 

teaching effectiveness. New teachers were assessed on their lesson planning, assessment 

practices, classroom management, and implementing instruction during interviews and 

observations. 

Results show significant differences in the performance of new teachers 

depending on the model of the teacher education program they attended. Traditional 

undergraduate program graduates were rated higher than teachers who received their 

preparation from post-baccalaureate or master's degree certification programs 

(particularly in the area of classroom management and at the middle school level). 

Follow-up interviews were conducted with a stratified random sample of 15 of 63 

participants. New teachers reported difficulty setting up classroom management 

procedures at the beginning of the semester especially small group instruction and would 

have preferred more classroom experiences during their teacher education program. 

Teachers strongly affirmed the importance of teacher education for their ability own to 

teach. 
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INTRODUCTION 

A New Model For Certifying Teachers 

In July 2002, Secretary of Education Rod Paige presented his Annual Report on 

Teacher Quality titled Meeting the Highly Qualified Teachers Challenge. For many 

educators, the most striking feature of the report was a proposed model for teacher 

certification that is based solely on verbal ability and content knowledge as measured by 

either standardized tests or degrees in content areas. Attendance at Schools, Colleges, 

and Departments of Education (SCDE) would be optional and any requirement for 

student teaching or other forms of classroom experiences would be abolished. In Paige's 

view, deregulation of teacher certification was the best way to ensure that the country met 

its obligation to place a "highly qualified" teacher in every classroom. 

On the surface, Paige's report appeared to be a serious attack that challenged the 

very existence of university-based teacher preparation programs. In their spirited critique 

of the Secretary's report in the December 2002 issue of Educational Research, Darling-

Hammond and Youngs clearly reflected the view of many teacher educators who 

believed this report represented a major new threat to the preparation of highly skilled 

teachers. However, upon further examination, there are reasons to believe that even if the 

model were to be fully implemented into policy, the change in the status quo would be 

minimal. 



The Real Impact of Deregulation 

While deregulation would impact post-baccalaureate programs that are designed 

for professionals who are changing to a teaching career, it would most likely have very 

little impact on the core group of traditional students who attend university-based SCDEs 

as the means to earn their first baccalaureate degree. Paige does not argue that teachers 

should have less than a bachelor's degree. For traditional college students, SCDEs allow 

them the opportunity to earn a college diploma while taking courses in the area of their 

primary interest. Therefore, the numbers of teachers who would take advantage of 

reduced certification requirements may be overstated. 

Also, many opportunities already exist for individuals to teach without a standard 

certification. In 1993-1994, the most recent year for which data are available, nearly half 

of private school teachers were not certified. Also, the U.S. Department of Education 

estimated that a full 8% of all public school teachers nationally are working with a 

temporary or emergency certification (NCES, 1999). Therefore, there may be little 

reason for people to be deterred from teaching because of certification requirements. 

The Paige report does not suggest abolishing college based teacher preparation. 

Instead, it would remain one of many options for prospective teachers. If education 

colleges are indeed preparing the best teachers, then deregulation would not have a 

significant impact on the marketability of their graduates. As long as school districts 

place value on indicators such as student teaching performance, pedagogical knowledge, 

and other forms of preparation that come fi-om education college training, the impact of 

deregulation will be most noticeable in areas where there are considerable teacher 
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shortages, such as in urban or rural school districts or in high demand content areas (such 

as math, science, or special education) that have typically had difficulty hiring enough 

education college graduates to fill job openings. 

The New Consensus: Good Teachers Matter 

The most notable aspect of the report was the statement that the quality of 

classroom teaching matters for student learning. The Secretary's statement that 

"researchers have found that some teachers are much more effective than others" (U.S. 

Department of Education, 2002, p.7), when placed within a broader historical context, 

represents an important shift in the conservative view of educational policy toward a 

more moderate perspective. The notion that "good teachers matter" has not always been 

taken as self-evident over the past several decades. Steinberg (1996) argued that 

classroom peers play a far greater role in the achievement of students than teachers or 

even schools. Steinberg concluded that decades of investing in schools and teachers have 

made no significant progress in reversing broader parental and social variables. Hoxby 

(2002) made the case that independent of the teacher, a student's standardized test scores 

gravitate toward the scores of her classmates. Hoxby concludes that the effect of having 

all classmates who score one point higher results in the student's own score becoming 

0.15-0.40 point higher. 

However, by recognizing that teacher quality matters, Paige redefined the 

conservative perspective in education from a belief that it does not make a difference in 

student achievement whether education colleges produce highly qualified teachers (which 

questions the existence of teacher preparation programs) to a debate over whether SCDEs 
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are the most effective means to prepare high quality teachers. What's more, the Report 

does not support a purely conservative laissez-faire approach to teacher certification. For 

example, one component of The No Child Left Behind Act abolishes emergency 

certification, a practice that has placed so many un-trained teachers in the classrooms for 

extended periods. Also, No Child Left Behind will require all secondary teachers to have 

a major in the content they teach. Both of these policies represent an increase in 

regulation of teacher certification that places higher demands on current and future 

classroom teachers. 

The Change in the Debate: Pedagogical Endowment versus Pedagogical Knowledge 

In many ways, the shift in perspective by the Secretary transformed the debate 

into a nature versus nurture dispute. Those who support deregulation believe that 

teaching is a profession that requires an inherent ability to communicate an understanding 

of content to students. This ability is not easily acquired and those who do not have "it" 

are not likely to get it by sitting in college courses. Proponents of deregulation believe 

this problem is exacerbated by what is considered to be unacceptably low standards 

maintained in education colleges that are necessary to accommodate education students 

who score 40 to 70 points lower on college entrance exams than graduates of other 

majors (Vance & Schlechty, 1982; Educational Testing Service. 1999). Supporters of 

deregulation reject the notion that there exists a body of pedagogical and pedagogical 

content knowledge that, if learned, can result in transforming low aptitude college 

students into good teachers. For supporters of deregulation, the same innate intelligence 

and talent that leads to success in other professions is the same ability that enables people 
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to become good teachers. Therefore, K-12 schools would be best served if they were 

able to facilitate individuals with college degrees from other professions to join the 

teaching ranks. 

Supporters of deregulation have some compelling arguments. Few would 

challenge the notion that the United States currently faces a shortage in teachers or that 

the problem will increase as teachers of the baby-boom generation begin to reach 

retirement age. The argument made by proponents of deregulating teacher certification, 

such as Paige, is that the relatively low teacher salary is not the primary factor limiting 

more people from entering the field of teaching. Instead, it is the amount of time spent 

taking education courses—^particularly the semester of unpaid student teaching—^that 

serves as the primary deterrent to having sufficient numbers of highly qualified teachers 

in the classroom. The rationale is that people who would otherwise become successful 

teachers (by virtue of their natural talent or because of teaching experiences outside of K-

12 classrooms) can accept the relatively low pay of starting teachers, but they cannot 

manage several years of no pay as an education student or student teacher. The 

Secretary's Report states that the current system relying on education colleges "allows 

too many poorly qualified individuals into the classroom while creating barriers for the 

most talented candidates" (U.S. Department of Education, 2002, p. 12). 

Debating the Research Evidence 

Linda Darling-Hammond (1996) has long been a proponent of reforming 

education colleges by redesigning initial teacher preparation, rethinking professional 

development, and encouraging teacher education programs to come under external 
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scrutiny by seeking national accreditation. In this capacity, Darling-Hammond has been 

a positive force in improving teacher education by acting as one of its most vocal and 

respected critics. 

In 2001, Kate Walsh challenged the notion that teacher education programs have 

an impact on teacher performance. In her analysis of several hxmdred studies that were 

frequently cited in support of teacher education, Walsh described a pattern in which 

conclusions were asserted without research support, or in which basic principles of sound 

statistical analysis were violated. If the criticism is true that educational research does 

not support the positive impact of teacher education on teacher performance, teacher 

educators lose the primary justification for requiring future teachers to attend education 

colleges. Walsh's report has clearly put educational researchers on the defense. 

In recent years, the attacks levied on the research base supporting teacher 

education by Ballou and Padgursky (1998, 2000) and Walsh have led Darling-Hammond 

(1997, 2002) to become the most vocal defender of teacher education research. Darling-

Hammond stated that there are "more than two hundred studies [that] contradict myths 

that anyone can teach and that teachers are bom and not made... teacher education, as it 

turns out, matters a great deal" (1997, p. 10). In, her December 2002 Education 

Researcher article, Darling-Hammond presented only four studies (Goldhaber & Brewer, 

2000; Hawk, Coble, & Swanson, 1985; Monk, 1994; and Wenglinsky, 2000) to support 

her position that research evidence shows that teacher education has an impact on teacher 

performance. In the following chapter, I will argue that even these four "best evidence" 

studies are questionable in their support of the impact of teacher preparation. 
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Darling-Hammond (1997) may very well be correct that teacher education does or 

can have a large impact on teacher effectiveness. However, the existing research is not 

sufficient to show this relationship. Perhaps it is time for the field of education to refrain 

from taking a defensive position and address the problem by conducting new primary 

research to empirically establish the relationship between teacher education and teacher 

effectiveness. Making assertions that current research is adequate, when clearly, it is not, 

is detrimental for the field of education for at least two reasons. First, if current and 

aspiring researchers are made to believe the relationship between teacher education and 

teacher performance has already been firmly established in the extant research, they may 

be deterred from undertaking the necessary new studies because they erroneously believe 

that they would not be advancing the field. Second, when a well recognized researcher 

such as Darling-Hammond defends the quality and quantity of research on the impact of 

teacher education, when it is becoming ever more clear that this research base is 

inadequate, there is serious potential to erode confidence in all educational research. It is 

becoming clear that some policymakers (such as the U.S. Secretary of Education) are 

very suspicious of the validity of teacher education research. Making overly generous 

interpretations of the research findings on the impact of teacher education will only 

exacerbate this suspicion. 

Scarcity of Good Research From Both Sides 

In the Educational Researcher article, Darling-Hammond and Youngs (2002) 

respond to Walsh's criticism, not by demonstrating how several decades of research on 

teacher education have indeed revealed the value of teacher education, but rather by 



showing how Walsh misinterpreted studies relating verbal ability and subject matter 

knowledge to student achievement. In their analysis, Darling-Hammond and Youngs 

make a very good point that even while Walsh criticized the research literature on the 

impact of teacher preparation because of poor methodology, she ignores the same flaws 

in studies relating verbal ability and content knowledge (which Walsh believes is a better 

predictor of teaching ability) to student achievement. 

Pointing out the weaknesses in the research foundation that supports Walsh and 

Paige's recommendations is an important and necessary task. Without this, those who 

read the Secretary's Annual Report on Teacher Quality may mistakenly believe that 

Paige's proposed model for deregulation is supported by solid research evidence. 

However, educational researchers have a responsibility to find ways to conduct better 

studies so that current models for teacher education can either be validated or improved 

upon. Otherwise, education colleges will never be able to defend against future calls for 

deregulating teacher education and certification. 

The Problem with Using Student Test Score Gains as Teacher Outcomes 

Perhaps the greatest challenge to measuring the impact of teacher education is that 

citizens, policymakers, and educational researchers have not been able to agree on 

specific measures to identify effective teachers. Many educators and policymakers 

believe that the only valid indicator of teacher performance is student achievement 

(Walsh, 2001). However, the complexities and dynamics of classrooms have made the 

use of standardized test scores or test score gains extremely challenging for researchers. 

Part of the problem is that student learning that can be effectively measured by 
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commonly used standardized tests still only represents a limited set of skills in the areas 

of basic math and reading comprehension. This makes student test score gains 

completely inappropriate for evaluating the majority of middle school and high school 

teachers. Even in elementary school, math and reading achievement represents only a 

portion of learning (albeit a large portion). Also, the internal validity of using test score 

gains to evaluate teachers is suspect since it is nearly impossible to isolate the teachers' 

role in student learning as compared to the role of other factors such as parents and peers. 

Rivkin, Hanusek, and Kain (2001) attribute 93% of total variance in test score gains to 

non-teacher variables. Therefore, any research that attempts to link teacher performance 

to student test scores must accoimt for non-teacher related variation. This places a large 

burden on researchers who wish to investigate the relationship between teacher 

performance and student achievement. Therefore, despite several decades of research 

and significant advances in statistical methods, studies using student achievement scores 

have yet to produce any conclusive results on the impact of teacher education. 

Standardized Teacher Performance Evaluations 

For as long as principals have walked into classrooms to observe the interactions 

between teachers and students, classroom performance evaluations have been the 

standard practice to evaluate teacher effectiveness. However, Dunkin and Biddle 

describe some problems with early performance evaluations: 

Early approaches to research on teacher effectiveness misused [performance 

evaluations]. Raters were asked to rank teachers in order of their teaching 

"effectiveness" with no definition offered for the concept or they were expected to 



20 

differentiate among teachers on the basis of the learning of their pupils or they 

were asked to scale teachers on qualities such as "enthusiasm" or "confidence" 

(1974, p. 14). 

In recent years, the development of better teaching rubrics to standardize the 

evaluation process has addressed many of these earlier concerns. Creating rubrics and 

rating scales that most educators can agree on may not be as difficult as it might seem. 

There are indeed many characteristics of good teaching on which most people can agree. 

For example, two educators may disagree on the proper time allocation of direct 

instruction versus group work within a specific context; however, the same two educators 

may be able to agree on what would be positive characteristics of direct instruction (e.g. 

teacher asks thoughtful questions to assess student understanding of material, teacher 

attempt to use both verbal and visual representations of content) or group learning (e.g. 

engagement in the task by all group members, respectful dialogue between students). 

Many of the teacher evaluation rubrics currently in use draw heavily on the research on 

teacher effectiveness that has been conducted over the past several decades. 

The Interstate New Teacher Assessment and Support Consortium created a set of 

national standards for new teacher performance (INTASC, 1992). Also, organizations 

such as Educational Testing Service (ETS) have been successful at marketing 

standardized teacher performance evaluation programs to school districts and state 

certifying agencies throughout the country. Indeed, the ETS Praxis series, which is used 

in 35 states as the primary examination for teacher certification, now incorporates a 

performance component (Praxis III) whereby ETS-trained evaluators observe and 
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interview new teachers in order to make high-stakes certification and promotion 

decisions. 

Using Standardized Performance Evaluations for Educational Research 

Consider the following research questions: 

• What is the impact of methods courses on new teachers' ability to teach? 

• Do master's degree prepared teachers outperform bachelor's degree prepared 

teachers? 

• Do graduates of University X, that focuses on placing education students in 

classrooms early in their program, have stronger classroom management skills 

than graduates of the University Y, which does not? How does this vary by 

specific programs within universities? 

• Do teachers from alternative certification programs with less than x amount of 

course work perform as well as traditionally prepared teachers? 

• What is the optimal duration of student teaching? 

Research on such questions would be extremely helpful for both educators and 

policymakers. However, questions dealing with the impact of teacher education have 

been extremely difficult to answer with studies based on student test scores. Imagine 

how difficult it would be for an education college to find out if their innovative new 

curriculum has improved their graduates' ability to manage classrooms for effective 

learning. Even though having a well-managed classroom can lead to increased student 

learning, would it be at all reasonable to attribute test score gains of their graduates' 



students working in various schools, to the change in college curriculum—likely not. It 

would be possible; however, to observe if new graduates are implementing the new 

classroom management procedures with desired results. 

Performance evaluations appear to hold a great deal of promise for educational 

research. One benefit of performance evaluations is that data can be gathered relatively 

early compared to delayed notification of student test score gains. Teachers are not held 

accountable for factors that may be out of their control (e.g. positive or negative influence 

of family and friends on student achievement). Also, performance evaluations avoid 

what Dunkin and Biddle (1974) consider to be the number one thing wrong with research 

on teacher effectiveness, the "failure to observe teaching practices" (p. 13). This avoids a 

"black box" approach to research in which teachers and students are simply input/output 

variables in an equation that misses the point of what actually occurs in the classroom. 

How Observations for Research Differ from Observation for School Districts 

Ideally, educational researchers would be able to use school districts' own 

performance evaluation data as the dependent measures for studies on teacher education 

impact. However, there is considerable variation in the degree to which school districts 

(or individual schools within districts) perform standardized performance evaluations on 

their own teachers. Also, variation in the quality and form of the instruments being used 

in school district evaluations makes it inappropriate to compare teachers from multiple 

districts. This severely limits the number of teacher education programs that can be 

assessed in any given study. 
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Another challenge for researchers trying to use school district evaluation data is 

that some districts only use their teacher evaluations for the purpose of improving 

instruction. The instruments have not been designed for comparative purposes and 

therefore would have less utility for researchers. Educational research would be served 

best by the use of a standardized summative evaluation instrument with standardized 

procedures across multiple school districts. 

The Purposes of This Study 

This study has two purposes. The purpose of Phase One is to explore a unique 

method of using standardized performance observations and interviews to evaluate and 

compare new teachers from various preparation backgrounds who are teaching in 

multiple school districts. I have created an evaluation rubric (See Appendix A) using 29 

separate criteria and 5 performance levels within each criterion to capture the classroom 

performance of new teachers and determine if variations in observed effectiveness exist 

depending on their preparation background. The purpose of Phase One is to determine if 

standardized classroom observations and interviews be used to compare the performance 

of graduates from multiple teacher education programs teaching in different school 

districts. Since each teacher education program has unique features and characteristics, 

the ability to compare the performance of graduates based on the program they completed 

would allow the opportunity to compare the relative impact of different models of teacher 

preparation. The goal of Phase One of the present study is not to determine which of the 

participating programs is most effective at preparing effective teachers. Instead, the goal 

of Phase One is to determine whether this approach to evaluating new teachers (using 



standardized performance observations and interviews) can be used effectively to 

discriminate between the effectiveness of different teacher education program models. 

The purpose of the Phase Two of the study is to follow-up with fifteen 

participants in Phase One of the study with in-depth interviews with new teachers about 

their belief about how their past experiences, including any formal teacher preparation, 

affect the way they currently teach. Teachers were asked to relate their preparation 

experiences to current teaching practices and current awareness of how to teach. The 

goal is to identify the believed base of their teaching practices, and to ascertain to what 

extent these practices were learned prior to their preservice preparation, during their 

preparation, or on the job. The research question for Phase Two is: what is the 

relationship of teacher preparation and other life experiences to teachers' understanding 

of how to teach and to their current teaching practices? It is my hope that Phase Two will 

be useful in describing what new teachers perceive as the strengths and deficiencies of 

their preservice preparation and suggest ways to improve the teacher education programs. 

Limitations of the Study 

Regardless of the outcome of the study, there will still be those who reject any measures 

of teacher effectiveness that do not involve student achievement scores. The 

incorporation of student test scores would be one way to improve future implementations 

of the study. Also, as time passes, the definition of what is good teaching will continue to 

evolve and the rubrics used to measure teachers will need to accommodate these changes. 

The current study involves only a select number of teachers from a single community; 

having large numbers of teachers representing multiple pathways of preparation would 



better inform the impact of each pathway. Finally, a large limitation of this study is that 

participation in the study was not mandatory. Allowing participants the right to refuse 

participation is standard practice in educational research; however, it does reduce the 

validity of the results due to a potential selection bias. Several methods which were used 

to reduce the likelihood of participant selection bias are described in the third chapter. 

Summary 

The use of standardized performance evaluations to evaluate teachers in school 

districts has become standard practice. If educational researchers can adopt these 

methods, it would be possible to greatly advance the current understanding of teacher 

effectiveness. While there will always be new studies being conducted that rely on 

student achievement scores, these studies have not yet delivered their promise. Studies 

using performance observations represent a new way to try to address old questions in 

teacher education. By using a fresh approach, it is hoped that this study adds to the 

understanding of where teachers learn how to teach and how teacher preparation affects 

teacher practices. 



LITERATURE REVIEW 

Educators such as Walsh (2001) believe that the only appropriate indicator of the 

impact of teacher education is student achievement. However, trying to measure the 

impact teacher education has on student achievement is a difficult task that is best 

understood when separated into its two inherent components. First, it requires an 

understanding of the impact of teacher education on the teaching behavior of its 

graduates. Second, it requires an understanding of how these teacher behaviors impact 

the achievement of students. Over the years, what has been learned from research on the 

second relationship has exceeded the information learned from research on the first 

relationship. 

Research on the Effectiveness of Various Methods of Teaching: Process-Product Studies 

In the 1970's, research conducted in the process-product paradigm explicitly 

sought to answer questions about how instructional practices influenced student 

outcomes. While many of these studies were conducted, some critics questioned the 

ability to generalize the results of these studies to other classroom settings. Gage and 

Needels (1989) described eight criteria that improve the external validity of studies and 

make them more useful for educators: (1) regular teachers were studied, (2) the regular 

curriculum was used, (3) a whole school term or year was devoted to the experiment, (4) 

random assignment of teachers (or schools) was used in forming the experimental and 

control groups, (5) the independent variables were derived from findings of prior 

correlational studies of process-product relationships, (6) the teachers were observed, (7) 
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measures of implementation were obtained, and (8) measures of students achievement, 

attitude, or conduct were obtained. Gage and Needels examined hundreds of studies and 

found thirteen that met all eight of these criteria. I review the eight studies among these 

thirteen that have been published in peer-reviewed journals. 

Good and Grouws (1979) used an experimental design to examine the impact of 

mathematics instruction that focused more time on whole-class delivery and reviewing 

and less on homework and seatwork. The study compared 21 fourth grade teachers in the 

experimental group to 19 fourth grade teachers in the control group. Random assignment 

was done at the school level to prevent communication between experimental and control 

group teachers. The treatment included two 90-minute training sessions and a 45-page 

manual that described the treatment in detail. Control teachers were told to continue to 

teach in their current approach and that they would receive details of the instructional 

program the following spring. At the conclusion of the study, control teachers reported 

that they had been more thoughtful about their instruction over the period of the study, 

but did not alter their style of instruction. Classroom observations were used to assess the 

degree of implementation of the treatment by teachers in the experimental group. Student 

achievement was assessed using the Science Research Associates math test. 

The findings show that experimental group teachers exhibited significantly more 

treatment behaviors than did control teachers. Students taught by treatment group 

teachers began the project with lower achievement scores than did students of control 

group teachers. After 2 'A months of the project, the treatment group increased from the 

26.57 percentile on math achievement test to the 57.78 percentile. Control group 
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achievement scores increased from the 29.80 to the 48.81 percentile. Thus, experimental 

group students overcame their prior deficiency and outperformed control group students 

after 2 Vi. months of the program. 

Evertson (1985) also used an experimental design to determine the impact of two 

one-day workshops that focused on preparing teachers to implement classroom 

management procedures such as establishing classroom rules and routines, and 

monitoring behavioral and academic compliance. The study compared 102 teachers from 

six Arkansas school districts from grade 1-12. An equal number of teachers were 

randomly assigned to the control and experimental groups. All participating teachers had 

previous training in the state's Program for Effective Teaching. The first workshop 

occurred before the start of the fall semester and a follow-up session was provided in 

October. Dependent measures included ratings from classroom observers, and a measure 

of student off-task behavior. Follow-up observations showed treatment teachers 

significantly outperformed control teachers on 9 of 31 criteria. Also, treatment 

classrooms had significantly fewer students off-task (7.09% of students in treatment 

classes off-task while 14.8% of students in control classrooms off-task). 

Evertson, Emmer, Sanford, and Clemens (1983) examined the effect of the using 

a manual on classroom management. Organizing and Managing the Elementary School 

Classroom, combined with one three hour workshop four days before school began, and 

another three hour workshop five weeks into school. Thirty-five elementary teachers 

from a large urban district and six elementary teachers from a small suburban district 

were recruited for the study. Teachers were stratified by grade level, teaching 
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experience, and school, then randomly selected into an experimental and control group. 

The twenty-three teachers in the experimental group attended workshops designed to 

prepare teachers to use the manual. The manual consisted of eleven sections dealing with 

multiple areas of classroom management such as readying the classroom, planning rules 

and procedures, consequences, teaching rules and procedures, etc. The eighteen 

teachers in the control group did not receive the manual until December or the next 

February. 

Classroom observation data were collected by a team of twenty-three trained 

observers from August through February. Observers used a measure of student 

engagement to measure the effect of the treatment on students and a teacher evaluation 

rubric to assess the impact of the treatment on teacher behaviors. Results showed that 

students taught by teachers in the treatment group performed significantly more of the 

recommended behaviors than students of teachers in the control group. Also, observers 

noted that students taught by teachers in the treatment group demonstrated significantly 

less inappropriate behavior and significantly less unsanctioned (without the teacher's 

permission) off-task behavior. 

Borg and Ascione (1982) examined the impact of implementing the Utah State 

University Classroom Management Program in special education classrooms in grades 

three through six. During the nine-week training period, teachers met two afternoons per 

week for the first five weeks and one afternoon per week for the next four weeks. The 

program included modules that prepared teachers to set up specific classroom rules and 

reinforcement. Thirty-four teachers were randomly selected into either the experimental 
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group or the control group (an ahemative program that was focused on training teachers 

to improve student self-concept). There were 176 students in the experimental group and 

146 students in the control group. 

Observer ratings of teachers' behavior as well as students' on-task behavior, off-

task behavior, and deviant behavior served as the dependent variables. Three weeks 

before the start of the program, observers observed teachers' behavior for two half-days 

and student behavior for 4 half-days. An analysis of covariance showed that 

experimental group teachers obtained more favorable observation ratings than control 

group teachers on 14 of 17 observed variables (e.g. positive vs. negative questioning 

techniques, alerting cues, etc.). The adjusted post-treatment means for the experimental 

group teachers were significantly higher than for control group teachers. The students in 

the experimental classrooms showed significant increases in on-task behavior, significant 

decreases in off-task behavior, and significant decreases in deviant behavior. However, 

the adjusted mean differences between students in the experimental and control groups 

were not significant. 

Some studies examined process-product relationships in experiments that 

involved minimal interventions. Anderson, Evertson, and Brophy (1979) explored the 

impact of using an instructional model for first-grade reading groups. The instructional 

model was based on twenty-two principles of teaching such as "the teacher should use a 

standard and predictable signal to get the children's attention", and "the teacher should 

have the children repeat new words or sounds until they are said satisfactorily" (p. 196). 

Teachers in the treatment schools who agreed to participate in the study were provided a 
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manual describing the instructional model. Researchers discussed the purpose of the 

study with teachers but did not provide further training on implementing the model. 

The dependent measures included results from an observation system based on 

descriptions of teachers' interactions with individual students and the whole class, and 

also a test of reading achievement. A test of student readiness was administered prior to 

the treatment as a pretest. Ten teachers who served as the treatment group and ten 

teachers in the control group were observed regularly throughout the year. Another seven 

teachers in the treatment group were not observed to control for the impact of 

observations on student achievement. 

Multiple regression analyses showed that students in both treatment groups had 

significantly higher adjusted achievement scores than student in the control group. There 

were no significant differences in the adjusted achievement scores between the two 

treatment groups. Observations of teacher behavior showed considerable variation in the 

degree to which teachers from each group exhibited behaviors consistent with the 

treatment. The authors reported that the results did not lead to "clear-cut" answers to the 

question of whether the treatment had the expected effect on teacher behavior (p. 211). 

Coladarci and Gage (1984) found that when teachers participated in a study that 

involved minimal intervention, the result may be very little impact on teacher behavior or 

student achievement. Researchers sent teachers packets of materials through the mail 

prescribing specific approaches to instruction and management. Experimental group 

teachers were sent three separate packets of information that served as the treatment for 

the experimental group teachers. The packets included prescriptions for behavior 
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management and classroom discipline, instructional methods, questioning and feedback. 

An introductory packet was sent describing the rationale for the project with vignettes of 

teachers who were following the recommendations from the packets. A packet 

summarizing the preceding packets and another packet with additional vignettes were 

also sent. Control group teachers received no packets. Thirty-two teachers teaching 

fourth, fifth, and sixth grade volunteered for the project and were randomly selected into 

a treatment and control group of equal size. 

Experimental and control group teachers were observed twice for two hours in the 

fall before receiving the packets and twice for two hours in the spring after receiving the 

packets to assess teachers' conformity to the recommendations in the packets. Student 

achievement was measured by using test scores on the Comprehensive Test of Basic 

Skills in the spring following the study. Test scores from the spring prior to the study 

were used as a covariate. Results showed that both experimental and control group 

teachers decreased their conformity to the recommendations in the packets in the spring 

following the treatment. There were no statistically significant differences between the 

experimental and control groups in terms of conformity to the recommendations in the 

packets. Student test scores in treatment classes decreased slightly while student test 

scores in control classes increases slightly. None of the differences were statistically 

significant. 

Freidman and Stomper (1983) used the process-product approach to examine the 

impact of a training program for mathematics instructors at the college level. The 

training was based on effective teaching behaviors identified by Good and Grouws 
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(1977) at the pre-college level. The program lasted an entire semester and consisted of 

three hours per week of training and another hour per week watching videotapes of the 

instructor's own teaching. The study included five faculty members who were selected 

from eleven volunteers solely based on the availability to meet at the scheduled times. 

Eight other instructors served as the control group. All instructors taught the same 

course, used the same textbook, and the same course outline. Students were not 

randomly assigned but there were no significant differences between the treatment and 

control groups in math placement scores, class size, or percent of withdrawals from 

course. The authors report that the results of the study showed the treatment led to large 

effect sizes on the adjusted post-test scores. The study did not account for the possibility 

of the Hawthorne effect. 

According to Borich (1986), process-product studies "represented significant 

advances in the quantification of teacher and pupil behavior. For example, through the 

use of low inference measurement, it permitted the further operationalization and 

systematic observation of teacher and pupil behavior" (p. 149). Prior to the advent of 

process-product research, Borich reported that in studies using observational data, 

training of observers was rare, as were definitions of teacher behaviors to be observed. 

The reference page of Charlotte Danielson's Framework for Teaching (1996) is replete 

with studies conducted using the process-product paradigm and Danielson herself readily 

acknowledges the integration of these study results into her framework. 

What may be even more notable is the extent to which process-product studies 

impact the cvirrent awareness of "best-practices" in teaching among educators. 
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Danielson's framework is the basis for several nationally marketed teacher evaluation 

systems and has been implemented in multiple educational settings across many states for 

high-stakes evaluations. If educators generally disagree on what constitutes effective 

teaching practices, it would be difficult for Danielson to capture such a large audience. 

The wide adoption of evaluation instruments based on Danielson's Framework (which in 

tum is largely based primarily on process-product research) shows a general convergence 

in perceptions on effective teaching behavior that relate to findings of process-product 

studies. This convergence has been particularly evident during several meetings designed 

to illicit feedback fi-om local educational leaders over the design of the observation rubric 

used in the current study (Refer to the following chapter on establishing the validity of 

evaluations). 

Limitations of Research on Student Achievement and Teacher Education Effectiveness 

While there has been a considerable amount of research conducted on effective 

teaching practices, there has not been enough research dealing with the role teacher 

education plays in the practices of its graduates. Over the decades, much of the criticism 

of teacher education evaluation come not from the ranks of the public or from 

policymakers who may be misinformed or have their own agendas, but rather from other 

researchers in the field of education. Fifty years ago, the American Educational Research 

Association challenged its members to improve the quality of research on teacher 

effectiveness. 

The simple fact of the matter is that after 40 years of research on teacher 

effectiveness during which a vast number of studies have been carried out, one 
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can point to few outcomes that a superintendent of schools can safely employ in 

hiring a teacher or granting him tenure, that an agency can employ in certifying 

teachers, or that a teacher-education faculty can employ in planning or improving 

teacher-education programs. (American Educational Research Association, 1953, 

p.657) 

Almost thirty years later, Scriven was even harsher in describing the lack of 

progress in the field of teacher evaluation. 

Teacher evaluation is a disaster. The practices are shoddy and the principles are 

unclear. Recent work has suggested some ways to clarify the issues and to make 

the procedures more equitable and reasonably valid, but one cannot yet point to a 

single exemplary system in which the practices come near to matching our 

knowledge.. .That the great research and teaching centers of learning never put 

serious efforts into research on teaching, though they had to evaluate teachers all 

the time, is one more scandal in the history of the guilds of professions that fail to 

practice what they profess, in this case, research-based decision-making (Scriven, 

1981, p. 244). 

One of the reasons that educational researchers have found difficulty in 

demonstrating the impact of teacher education is the practice of using student 

achievement scores as the measure of teacher effectiveness. Millman (1981) stated that 

the value of using student test scores for summative teacher evaluation was that the 

primary purpose of teaching was to improve student learning. He believed that all other 



measures of teacher effectiveness are only proxies for student learning and are therefore 

less desirable. Millman described several criteria that, if implemented, would increase 

the fairness and accuracy of using student achievement for assessing teachers. 

First, the indicators of student learning should be those that are amenable to 

instruction. For example, classroom achievement tests should be favored over aptitude 

tests that are more often measures of general intelligence or out-of-school leEiming. 

Second, the tests should be valid in content and reflect the curriculum and the 

instructional goals of the course. Millman stated that this was often not the case with 

large-scale standardized tests. Even teacher-made tests may not assess higher levels of 

thinking that is a desired outcome of teaching. Third, teacher assessments should be 

based on several tests over the course of the year. Fourth, teachers should know in detail 

what concepts will be tested so that all teachers will have a fair opportunity to teach to 

the content being tested. Millman also suggested that teachers refrain from giving 

practice items to students so that test scores reflected actual learning instead of familiarity 

with the test items. Fifth, Millman suggested that in order for assessments of teaching 

based on student test scores to be comparable, teaching situations should be very similar 

and students should be randomly assigned to classrooms. Furthermore, Millman states 

that even if all of these conditions can be met, there would still be other sources of bias or 

invalidity in the measures. Without a doubt, this list of conditions places extremely high 

demands on researchers attempting to assess teacher effectiveness using student test 
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Given these criteria, it would be helpful to examine how many studies on teacher 

education actually addressed the majority of these criteria in their research designs. 

Among the studies reviewed by several major reviews of research on teacher education 

such as Wilson, Floden, and Ferrini-Mundy (2001), Darling-Hammond and Youngs 

(2002), and Wayne and Youngs (In Press), only one even approached Millman's criteria 

for using student test scores to evaluate teachers. 

The Most Well Designed Study on Teacher Education Effectiveness 

Hawk, Coble, and Swanson (1985) studied 36 teachers teaching general math and 

algebra in both middle school and high school. Of these, 18 teachers were certified in 

mathematics (in-field) and another 18 held certifications in other fields of secondary 

education (out-of-field). Each in-field teacher taught the same math course in the same 

school to students of the same general ability level as an out-of-field teacher. Students of 

in-field teachers did not perform significantly differently from students of out-of-field 

teachers on a pretest using the Stanford Achievement Test (general math) or the Stanford 

Test of Academic Skills (algebra). However, when the tests were administered again five 

months later, students of the in-field teachers performed significantly better than students 

taught by the out-of-field teachers on both the test of general math skills and the test of 

algebra. 

Among the 569 students in general math classes, those who were taught by in

field teachers on average increased their scores from 23.93 to 27.14 on the general math 

portion of the Stanford Achievement Test, a gain of 3.21 points in five months. Students 

of out-of-field teachers increased their scores from 22.00 to 23.98, a gain of only 1.98 
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points in the same time period. The result of the analysis of covariance was significant at 

the p<.001 level (F=13.98). 

Among the 44 students in algebra classes, those who were taught by in-field 

teachers on average increased their scores from 20.21 to 25.54 on the general math 

portion of the Stanford Achievement Test, a gain of 5.33 points in five months. Students 

of out-of-field teachers increased their scores from 23.25 to 24.37, a gain of only 1.12 in 

the same time period. The result of the analysis of covariance was significant at the 

p<.01 level (F=7.960). The students of in-field teachers out-performed the students of 

out-of-field teachers regardless of whether the in-field teachers' students scored higher or 

lower on the pre-test. In order to show that certification in math was related to increased 

teacher content knowledge. Hawk, Coble, and Swanson found that in-field teachers 

scored significantly higher (p<.001) than out-of-field teachers on the Descriptive Tests of 

Mathematics Skill. 

In another element of the study, trained observers conducted performance 

evaluations using the Carolina Teacher Performance Assessment System (CTPAS) on 

both groups of teachers. The CTPAS measures 25 teaching domains dealing with 

instructional practice and classroom management. The in-field teachers scored 

significantly higher than out-of-field teachers on the performance assessment. 

Researchers conducted Chi-square analysis to show that in-field and out-of-field teachers 

did not differ significantly in terms of years of teaching experience, years of experience 

teaching math, or the degree held by the teacher. 
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Frequently Cited Studies Using National Databases 

In addition to Hawk, Coble, and Swanson (1985), Darling-Hammond and Youngs 

cited three other studies as the "best evidence" in support of the impact of teacher 

education on student achievement: Goldhaber and Brewer (1996 & 2000), Monk (1994) 

and Wenglinsky (2000). However, these studies used data from large-scale national 

surveys and none meet Millman's criteria for using student test scores to assess teacher 

effectiveness. If fact, none of the following studies even used student test score gains as 

the dependent measure. Instead they used achievement scores from a single 

administration of a test at one grade level at one point in time. Just the fact that the 

dependent variable was a single administration of a test as opposed to test score gains 

with no randomization or any other consideration for how teachers were matched to 

students means that any conclusions about the impact of teacher education would be 

highly suspect. Even if these methodological concerns were overlooked, the results of 

the studies were generally inconclusive and sometimes contradictory. 

Goldhaber and Brewer (1996) used data from the NEL:88 to show that having 

teachers with a degree in mathematics is critical to having students with higher math 

achievement. Mathematics test scores from 5113 students in 10th grade were entered 

into an economic production function using ordinary least squares regression analysis 

with student achievement as the dependent variable. The model incorporated many 

variables that could have an affect on student achievement, such as family background 

variables and school resources. The model also controlled for whether the teacher was 

certified, whether the teacher was certified in math, and years of teaching experience. 
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From there, other research variables such as teachers' major and degree were entered into 

the model. 

Results of the analysis showed that math teachers who had attained advanced 

degrees in math had students with higher math achievement gains than math teachers 

with an advanced degree in a non-math area or teachers who did not have an advanced 

degree. In addition, the analysis showed that teachers with a bachelor's degree in math 

had higher scoring students than the teachers who had a bachelor's degree in a non-math 

subject. Goldhaber and Brewer (2000) replicated the study using 12th grade students and 

again found higher test scores among students of teachers who possessed a degree in 

mathematics. 

In addition to mathematics, Goldhaber and Brewer used a production function to 

explore whether teachers who either were certified or majored in the areas of science, 

history, and English also had higher performing students. In the case of science, there 

was a positive relationship between teachers who were certified in science or those who 

had a bachelor's degree in science to their students' achievement. However, the 

relationship between having a master's degree in science was only very slightly related to 

higher student achievement. In English, there was a positive relationship between having 

a bachelor's or master's in English to student achievement in English, but there was a 

negative relationship between having a teacher with a generic (in an unspecified content 

area) master's degree and student achievement. There was also a negative relationship 

between having a teacher with a certification in English and student achievement in 

English. In the area of history, there was a slightly positive relationship between teachers 
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in history. However, the same production fiinction yielded a larger negative relationship 

between teachers with a bachelor's in history and their students' achievement in history. 

Goldhaber and Brewer also reported a negative relationship with teachers having a 

generic master's degree and their students' achievement in history. 

Monk (1994) used data from the Longitudinal Survey of American Youth to show 

that the number of credit hours a teacher reported receiving in mathematics during 

preservice training correlated to students' scores on the National Assessment of 

Educational Progress. The NAEP test score was compared to teachers' responses to a 

survey asking how many courses they had taken in their content area during college. 

Monk examined students in their sophomore and junior years in high school. Among 

juniors who were taught by teachers with fewer than five math courses, a difference in 

one additional math course completed related to a 1.2% increase in student test score. 

Among sophomores, one extra math course taken by the teacher related only to a 0.2% 

increase in student test scores. This was actually less than the 0.4% increase in student 

test scores that is related to teachers taking one extra mathematics education course. The 

finding for the math education courses applied to both sophomores and juniors. 

Monk found that whether a teacher majored in mathematics had no relationship to 

the performance of either sophomores or juniors. Also, the degree level of the teacher 

had either a zero or even a negative relationship to student test score. The analyses of 

this study were based on the teachers of 2,829 students. In his study. Monk 

acknowledged that many teachers were describing courses they had taken many years 
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teachers actually learned in those courses. Monk also found difficulty equating program 

differences such as credits earned in a quarter system versus credits earned in a semester 

system. Monk was also concerned about the accuracy of teachers' memories about their 

preservice preparation. These important caveats have been omitted in many instances 

when the article has been cited in secondary sources. 

Monk's analysis of the relationship between science teachers' course-taking and 

student achievement yielded results that at best could be described as difficult to 

interpret. For sophomores in biology courses, there was no relationship between 

teachers' attairmient of science credit and student achievement. However, among juniors 

in biology courses, there was a significant relationship between teacher coursework and 

student achievement but the relationship was negative. In the physical sciences, there 

was a positive relationship between teacher undergraduate coursework and student test 

scores among sophomores and juniors. However, there was a negative relationship 

between graduate coursework in physical sciences to student achievement in physical 

science at the junior year. 

Therefore, despite providing some evidence that mathematical content knowledge 

was more often related to high school students' mathematical achievement, the resuhs of 

these same two studies showed inconsistent findings in the areas of life science, physical 

science, history, and English including instances of non-significant relationships, and 

negative relationships between teacher content preparation and student achievement. 
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In a follow-up study, Monk and King (1997) used multiple regression analyses to 

show that the SES level of the school where teachers taught related significantly to the 

amount of coursework teachers received in their content area. Monk and King found that 

higher SES schools in the study had students with higher test scores. With more 

resources and better working environments, these schools were likely to be more 

selective in the hiring of teachers. Therefore, teachers from these schools had superior 

resumes with relatively more courses in both content and pedagogy. According to Monk 

and King: 

Students with higher test scores and students from higher SES backgrounds tend 

to have teachers with relatively high levels of course preparation. Because 

students appear to have unequal levels of contact with well-prepared teachers, 

inequities may be occurring, (p. 490). 

The results of Monk and King's 1997 study completely nullified any conclusions 

made on the impact of teacher education based on Monk's 1994 work. When the SES of 

the school was incorporated as an independent variable in the regression analysis. Monk 

and King reported that the relation between the number of preservice math credits 

teachers earned and their students' performance on math was insignificant. Thus, any 

interpretation that increased mathematics preparation led to higher student achievement 

could be explained by the fact that candidates with more content and pedagogy 

coursework were more likely to be hired by school districts that have higher achieving 

students. 
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While the evidence was far from conclusive, there does appear to be very modest 

support for the notion that increased mathematics content preparation, whether it was 

represented by a degree in math, extra coursework in math, or a certification in math, was 

sometimes related to higher student achievement in math. More research needs to be 

done in the area to more firmly establish this relationship. 

Wenglinsky (2000) used multilevel structural equation modeling to analyze data 

from the mathematics assessment portion of the 1996 National Assessment of 

Educational Progress on 7,146 eighth graders. The study compared three teacher 

characteristics: teacher's education level, whether the teacher majored or minored in the 

relevant subject area (mathematics or math education), and the teacher's years of 

experience to student performance on the NAEP. The school-level path model for 

teacher inputs showed that one of the three inputs, the teacher's major, was modestly 

associated with academic achievement. The teacher's level of education and years of 

experience proved unrelated to student achievement. The authors admitted to some 

major shortcomings of the study. First, the data were cross-sectional and the information 

about aspects of teacher quality was collected at the same time as student test scores. 

Consequently, it was not possible to draw inferences about the direction of causation for 

the relationships that were discovered. Also, the study covered only one grade level in 

one subject and the SES construct lacked indicators of parents' income or occupation. 

Other Studies Using Student Test Scores 

Beyond the four studies cited by Darling-Hammond and Youngs (2002), there are 

many other studies on teacher effectiveness that were mentioned in other reviews of 
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research. Most of these suffer from even more methodological difficulties than the 

studies mentioned above. However, each may provide some amount of useful 

information to the study of teacher effectiveness. 

Ferguson (1991) analyzed data on nearly 900 Texas districts, representing 2.4 

million students and 150,000 teachers. He related the district average of various teacher 

inputs to average student scores on a basic skills test, taking into account student 

background. All of the school variables taken together accounted for 25% to 33% of the 

variation in average student test scores, and one input, teachers' scores on the Texas 

Examination of Current Administrators and Teachers, a basic skills test, accounted for the 

largest portion of this effect. Ferguson and Ladd (1996) obtained similar results in their 

study of Alabama school districts. 

Strauss and Sawyer (1986) used historical records from the North Carolina State 

Department of Education to examine the relationship between teachers' performance on a 

teacher licensure test, the National Teacher Exam (NTE), and students' performance on 

the state high school competency test taken during their junior year. The results of the 

analysis using data from 145 school districts from 1977-1978 showed that each 1% 

increase in teachers score on the NTE related to a modest increase in the mean student 

achievement score of 0.5% to 0.8%. Also, the same 1% increase in teachers' score on the 

NTE related to a 5% decline in the rate of failure of students on the competency test. 

Studies With Dependent Measures Other Than Student Achievement 

Retention. Andrew and Schwab (1995) described the effort of eleven universities 

and colleges to assess their teacher education programs based on rates of entry into 



46 

teaching, rates of retention, classroom performance, and leadership behaviors. Results 

showed that extended program (5-year) graduates entered teaching at higher rates and 

remained in teaching longer than did graduates of four-year programs. However, there 

were no significant differences in teacher performance among the institutions regardless 

of the length of program. Significantly more four-year graduates moved into 

administrative or non-teaching positions. 

In order to determine entry rates and retention rates, the researchers relied on 

responses from mailed surveys. Institutions identified a random sample of 300 graduates 

from 1985 to 1990 (institutions with fewer than 300 graduates surveyed the total 

population) and 1390 surveys were returned and usable out of 2917 distributed. 

Evaluations of teaching performance and leadership were based on judgments by 

their principals. One major limitation in this study was that researchers first asked 

teachers for permission to contact their principals for the purpose of providing 

information on their teaching performance. Six hundred and seventy-eight graduates 

(70% of practicing teachers) consented but the possibility of selection bias was not 

adequately addressed in the study. 

Mathematics Understanding. Ball (1990) conducted interviews with students 

who attended 11 different preservice, induction, inservice, and alternative-route programs 

around the country to examine their understanding of the underlying concepts in 

mathematic areas such as division, fractions, and calculating areas and perimeters. 

According to the researchers, neither the traditional education candidates nor the 

alternative route candidates could explain the underlying mathematical meanings 
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represented in the three problems. In the longitudinal element of their analysis, the 

researchers showed that over half of candidates who entered either university-based or 

alternative programs in teacher education were unable to create representations for the 

division of fraction or were unconcerned with issues of mathematical proof. The 

researchers pointed out that candidates left the programs still lacking these 

understandings suggesting little impact from either university-based or alternative 

programs on novice teachers' ideas about the role of the teacher or about their practice in 

teaching mathematics. 

Teacher Concerns. Pigge and Marso (1997) conducted a longitudinal study of 60 

teachers from the commencement of teacher preparation through five years of teaching. 

Surveys were given at four intervals to determine changes in teachers' concerns (Fuller's 

model) about their ability to impact their students positively, concerns about their self-

survival as teachers, and beliefs about their teaching performance. Pigge and Marso used 

ANOVAs to determine if there were significant differences in teachers' concerns 

depending on the teachers' gender, GPA, scores on the CTBS, ACT, Rotter's Locus of 

Control, and the Myers-Briggs test. The results of the study were inconclusive. Higher 

GPA students had slightly higher concern levels in the pretest compared to lower GPA 

candidates. During student teaching, high GPA students had the highest level of 

concerns while middle GPA students had the lowest concern level. Three years into 

teaching, all groups had similar levels of concerns. At 5 years into teaching, the middle 

GPA students had the highest level of concerns while the high GPA students had the 

lowest level of concerns. There were no significant differences based on the other 
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variables. Also, because the goal was to study ways to assess developmental effects 

among teachers, there were no indicators of how the preservice preparation itself affected 

teachers' report of their concerns. 

Student Evaluations. Overall and Marsh (1979) studied graduate student 

instructors teaching 30 sections of a computer programming course. Randomly selected 

instructors were given written feedback from students at the middle of the semester. By 

the end of the semester, those who received the student feedback had more favorable 

student ratings at the end of the term and students in their sections received significantly 

higher final exam scores. 

Wilkerson, Manatt, Rogers, and Maughan (2000) evaluated the performance of 35 

teachers from K-12 using a combination of principal's evaluations, teacher's self-

evaluations, and student evaluations. Students, principals and teachers were given 20-

item questiormaires to rate each teacher using a Likert scale. The student questionnaires 

were reworded to accommodate the students' grade level. A step-wise regression showed 

that student evaluations were most highly correlated with student performance on 

criterion-referenced tests of reading, language arts, and math. 

Self-Evaluations. Ingersoll and Kinman (2002) developed an instrument to 

measure new teachers' self-perception on 24 competencies based on standards 

established by INTASC (1992) grouped into four areas labeled teaching skill, classroom 

management skill, knowledge of children, and technology skills. Results from the survey 

showed that items within the four groups exhibited internal consistency reliability. Also, 
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mean scores were lowest among teachers who reported the least likelihood of entering the 

teaching profession 

Teacher-Researcher Self-Studies 

A prevalent form of research is self-studies conducted by researcher-educators of 

their own programs. These researchers provide information on the effectiveness of their 

self-developed interventions, but may not provide much information about normative 

practice. 

Stoddard, Cormell, Stofflet, and Peck (1993) were critical of the amount of 

content knowledge possessed by elementary education candidates. They provided 

extended content instruction to preservice elementary teacher candidates after they 

completed all of their content course requirements. The majority of students had GPAs 

in the upper quartile of their class. Participants included 83 students who received 

extended content instruction in math and 49 students who received extended content 

instruction in science. Candidates were given paper and pencil pretests to assess their 

knowledge of math and science. Math candidates had some basic computational skills 

but lacked conceptual understanding of the problems. The majority of candidates had 

poor understanding of science content and between 60 and 90% of students were 

considered scientifically naive. Prior to the instruction, 33% of students in the math 

program had no understanding of math procedure and concept and 67% had an 

understanding of procedure only, while no participants had an understanding of both. 

After 10 weeks of conceptually-based math instruction, 95% of students had an 

understanding of both math procedure and concepts. In science, only 15% of candidates 
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demonstrated scientific understanding in the pretest while 69% demonstrated scientific 

understanding in the posttest. Although these results are interesting and potentially 

important, they provide no evidence that teachers who received additional content 

knowledge were more successful in the classroom than those who did not get extra 

training. 

Denton and Peters' (1988) showed that graduates with a bachelor's degree in a 

content area and an additional year of education study and extended student teaching 

were as effective as more senior experienced classroom teachers who were graduates of 

four-year programs. For their study, Denton and Peters recruited participants to take part 

in an intensive 15-month, 36-semester hour, M.Ed, program leading to certification. Data 

were collected on a cohort of 6 candidates (1986-87) and a cohort of 7 candidates (1987-

88). All candidates had bachelor's degrees in a natural science, computer science, or 

engineering. Candidates were placed in schools on internships assisted by mentor 

teachers using recommended protocols for plaiming and implementing instructional 

programs. Researchers matched each candidate with one to three other teachers in the 

school who taught the same subject matter. The test scores of the candidate's students 

after a year of teaching were compared to the test scores of the other regular teachers' 

students. However, due to procedural problems, student scores from only 9 candidates 

and 11 teachers were used (one candidate dropped out of the program, one candidate 

forgot to administer a test, one candidate taught in 3 different classes over the year, one 

candidate administered a test with low reliability). 
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The results of the study were; the 2 candidates who taught earth science had 

students with slightly higher mean test scores than the 1 corresponding regular earth 

science teacher. The 3 physical science candidates had students with slightly higher 

mean test scores than the 7 regular physical science teachers. However, the 3 regular 

math teachers had students with much higher mean test scores than the 3 candidates 

teaching math. 

The use of experimental designs in determining the impact of teacher education is 

not common in the literature. However, one example is a study conducted by 

Parameswaran (1998). The study used an experimental design to examine the effect of 

having preservice education students in an educational psychology course attend field 

trips at local centers serving local Native American and African-American youth, as well 

as two centers for disabled adolescents. Participants were all white and attended a 

university that typically did not serve students of diverse backgrounds. The experimental 

class included 29 students who were required to participate in field experiences, 

interview field workers at the center, and collect and analyze information on how the 

centers impacted the target community. The control class included 31 students who were 

given in-class projects. Questionnaires were given to both groups on the first day of class 

to assess their efficacy to deal with multi-cultural issues as well as their efficacy to deal 

with issues relating to classroom problems of adolescents. 

Using a t-test, there were no significant differences between the experimental and 

the control group on the pretest questionnaires given at the beginning of the semester. 

However, the experimental group was significantly more efficacious than the control 



group on the post-test with regards to dealing with adolescent issues. They were also 

significantly more efficacious about dealing with cultural differences than the control 

group. While there were no measures of the teaching performance of the participants, the 

authors note that teacher efficacy has been found to correlate well with student 

achievement. 

Ormrod and Cole (1996) conducted 2-week summer institutes across seven states 

with 254 participants. Workshops involved teaching participants geography through 

concepts and principles (content knowledge) and strategies for teaching these concepts 

(pedagogical content knowledge). The impact of these workshops was assessed through 

questionnaires given at the conclusion of the workshops as well as follow-up 

questionnaires and interviews. On-site evaluations regarding the quality of the 

workshops were predominately 4 or higher on a 5-point scale. Participants responded 

that they became more informed about geography and ways of teaching content. While 

the information in this study is helpful, such research would be more informative if pre 

and post measures of content knowledge were used to show that participants' content 

knowledge had been increased and that this additional knowledge made them more 

successful in the classroom. 

The Use of Classroom Performance and Interviews to Assess Teachers 

Standardized performance evaluations have been commonly used in educational 

research. However, different studies used their own instruments and procedures to 

measure teacher behaviors and responses. 



Grossman and Richert (1988) examined the self-report of knowledge acquisition 

from six teacher candidates during a year of coursework and fieldwork. Researchers 

conducted interviews and observations with participating candidates to identify the 

knowledge and skills they exhibited while working in classrooms. Researchers then used 

interviews to determine if the candidates attribute the sources of pedagogical and content 

knowledge to various components of the preservice program. The results of the study 

showed that candidates reported that both coursework and fieldwork influenced their 

teaching knowledge and behavior. The candidates reported that the coursework strongly 

influenced their conceptions of subject matter for teaching as well as general pedagogical 

knowledge. Also, the fieldwork experience helped candidates learn general pedagogical 

knowledge including how to work with students and also students' understanding and 

misunderstandings about subject matter. 

School districts have had a long history of implementing performance evaluations 

in classrooms. However, the purpose of school district evaluations may have differed 

from what would be used by researchers wanting to measure the impact of teacher 

education. Protheroe (2002) described some basic elements of effective school district 

evaluations that are designed for the purpose of improving instruction: 

• Evaluations must be a cyclical process that occurs throughout the year. 

• It must be closely tied to professional development, identifying areas of growth 

rather than deficiencies. 

• It must be informed by multiple types of information. 

• It must provide meaningful information that will help improve instruction. 
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Shellard (2000) reviewed the research on teaching to identify several 

characteristics that were likely to be found in the classrooms of highly effective teachers. 

These variables are of course very similar to the process-product findings summarized by 

Gage and Needels and Good and Brophy (2003). 

• Time on task is high and focused on academic content, due in part to excellent 

classroom management. 

• Learning goals are clear. 

• Instruction encourages students to be active learners. 

• Individual differences between students are acknowledged and accommodated— 

for example, by providing more teacher instruction to students who need it. 

• Skill-based instruction is balanced with higher-level instruction. 

• Skills are taught in context. 

• The classroom climate is supportive and collaborative. 

Performance evaluations also have had their critics. Prybylo (1998) criticized the 

attempt to use process/product instruments of the 1970s to evaluate teaching based on 

classroom observations. Prybylo stated that performance-based teacher assessments are 

an ineffective, inappropriate method that do not truly assess teaching. Prybylo suggested 

using other methods such as portfolios, student evaluations, peer evaluation, dossiers, and 

360-degree feedback to support professional development and encourage 

teacher/administrator collegiality. 

Classroom Performance Measures 

Despite Prybylo's criticisms, further advancements in performance-based teacher 

assessments have continued. The formation of the Interstate New Teacher Assessment 

and Support Consortium (INTASC) established national performance standards for 
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multiple areas of teaching. Weber and Wurzbach (1998) described INTASC's efforts to 

design performance-based assessments for beginning mathematics teachers. They 

included the examination of the contents of a mathematics-teaching portfolio, the 

framework for evaluating the portfolio, a sample of evaluative statements, and a 

description of levels of performance in teaching mathematics. Also, the National Board 

for Professional Teaching Standards, the National Council for the Accreditation of 

Teacher Education (NCATE, and INTASC have continued to align their standards for 

education colleges and have begun to focus primarily on the performance of teacher 

education students (Wise, 1994). 

In order to conduct performance evaluations of teaching, specialized rubrics had 

to be created. Harris, Terrell, and Russell (1997) described the University of Arkansas at 

Monticello's Supervisory Intern Observation Instrument, an evaluation rubric that was 

designed to reflect INTASC standards. The instrument incorporated twenty-one criteria 

for teaching divided into four categories. Some teaching criteria included "engages 

students in the learning process and encourages students to use appropriate 

communication skills" and "utilizes multiple teaching resources and curriculum material 

in the lesson" (p.30). The instrument allowed for three performance levels: proficient, 

developing, and unacceptable. However, there was no written description of what 

behaviors related to those performance levels. As a result, observers were required to 

make a relatively subjective decision on how teachers performed. 

The Standards Performance Continuum (Doherty, Hilberg, Epaloose, & Tharp 

2002) represented an improved approach to measuring teacher performance. The rubric 



included five criteria for teacher performance with five performance levels within each 

criteria: not observed, emerging, developing, enacting, and integrating. What made the 

instrument more meaningful was that each performance level was accompanied by a 

written description that allowed the observer to base judgments of teaching performance 

on specific behaviors. For example, a teacher would receive a rating of developing in the 

area of language and literacy development if she or he "provides structured opportunities 

for academic language development in sustained reading, writing, or speaking activities" 

and a rating of enacting if she or he "designs and enacts instructional activities that 

generate language expression and development of content vocabulary and assists student 

language expression and development through questioning, rephrasing, or modeling" (p. 

82). By including the written descriptions, observers did not have to assign ratings to 

teachers based on a subjective or idiosyncratic comparison to an unspecified standard. 

Observers were able to compare what they saw in the classroom to the descriptions for 

each performance level of the rubric. While there would still be some degree of 

subjectivity involved, the instrument was clearly more informative than those that did not 

include any written descriptions. 

The most widely marketed teacher evaluation instruments have been those based 

on the Framework for Teaching (Danielson, 1996). The Framework for Teaching has 

been the foundation for several instruments created by Educational Testing Service (ETS) 

such as Praxis III, an assessment system that has been used by many states to 

permanently certify teachers, and Pathwise, which has been marketed to school districts 

for staff evaluation and development purposes. 



This rabric also served as the primary inspiration for the evaluation instrument in 

the current study. The rubric possessed thirty-five criteria separated into four domains. 

The Framework for Teaching included four performance levels: unsatisfactory, basic, 

proficient, and distinguished. Like the Standards Performance Continuum, each of the 

performance levels was accompanied by a written description that described teacher 

behavior relating to that level. 

One unusual characteristic of the Framework for Teaching was that while the first 

three performance levels focus on teacher performance, the fourth level, distinguished, 

either focused on self-directed student behavior, or on events that would be very difficult 

for observers to discern. For example, the description for the proficient rating in the area 

of "expectations" within the "classroom environment" domain was "Standards of conduct 

are clear to all students". Meanwhile, the description for the distinguished rating in the 

same area was "Standards of conduct are clear to all students and appear to have been 

developed with student participation" (p.87). Since this criterion was intended to be 

scored only during a forty-five minute classroom observation, it would place the burden 

on the observer to infer whether students were meeting classroom expectations that were 

developed by the teacher or co-developed between teacher and student. Another example 

was the description for the proficient rating in the area of "instructional materials and 

resources" within the "instruction" domain which stated, "Instructional materials and 

resources are suitable to the instructional goals and engage students mentally". The 

description for the distinguished rating in the same area was "Instructional materials and 

resources are suitable to the instructional goals and engage students mentally. Students 
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initiate the choice, adaptation, or creation of material to enhance their own purposes". 

Thus, the Danielson Framework holds teachers responsible for their students' self-

directed behavior. 

Conclusion 

In the two decades since Scriven's assertion that teacher evaluation is a "disaster", 

some notable progress has been made in the assessment of teacher effectiveness. Hawk, 

Coble, and Swanson's (1985) work still serves as a model for the types of studies that can 

be done using student achievement data. Their use of student test score gains based on a 

pre-post test design provided strong evidence in support of having secondary teachers 

teach in the content area of their certification. 

Unlike Hawk, Coble, and Swanson (1985), which should serve as a model for 

future studies using student test scores, studies by Monk (1994), Monk and King (1997) 

Goldhaber and Brewer (1997 & 2000), and Wenglisky (2000) raised as many questions 

as they answered on the issue of the impact of teacher education on teacher effectiveness. 

None of these four studies met Millman's criteria for using student test scores, or even 

some basic criteria for internal validity. It was also very difficult to conclude that 

differences in teacher characteristics had any role on the student test scores. As Monk 

and King (1997) showed, it would be just as likely that schools with higher student 

achievement can be more selective in hiring teachers and therefore employ teachers with 

majors in their content areas, more college credits, or better scores on standardized tests. 

Studies such as Goldhaber and Brewer (1996, 2000) Monk (1994), Monk and 

King (1997), and Weglinsky (2000) demonstrated the limitations of using data collected 
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from the administration of large-scale standardized tests. The researchers had no control 

over how the data are collected and in many cases, the data were used for purposes for 

which they were never intended. The focus of the NELS, LSAY, and the NAEP data was 

on how to assess student achievement. The variables used to describe teachers were 

often very inadequate. 

For this reason, many studies on the impact of teacher education employed 

dependent measures other than student achievement scores. The measures used varied 

from student evaluations to measures of teacher concern (teacher concerns, retention, 

etc.). However, because of the small number of participants in these studies, the 

generalizability of the results was inhibited. Also, because of the idiosyncratic nature of 

the dependent measures being used, it was not possible to compare results across multiple 

studies. 

The use of performance evaluations for formative purposes has been well 

established. However, there are still those who question their use for summative 

purposes (Prybylo, 1998). Along with INTASC, the National Board of Professional 

Teaching Standards, which administers National Board Certification for teachers, has 

already taken the initiative to develop performance standards for multiple areas of 

teaching. If educational researchers can develop standardized instruments based on these 

standards, there exists an opportunity to generate new avenues of research on teacher 

effectiveness. Performance evaluations may have some important advantages for 

researchers beyond the use of student test scores. However, the effective use of 
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performance evaluations will require common instruments as well as common 

procedures. 

Student test scores will always have an important place in educational research. 

However, some questions are difficult to answer using student test score data. Fresh 

approaches such as standardized performance evaluations may allow educational 

researchers better options in dealing with longstanding challenges such as the assessment 

of teacher effectiveness. 
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PHASE ONE: STANDARDIZED PERFORMANCE OBSERVATIONS AND 

INTERVIEWS TO EVALUATE TEACHER PREPARATION PROGRAMS 

Method 

This study used standardized performance observations and interviews to study 

the impact of teacher preparation on the classroom effectiveness of their graduates. The 

study involved gathering data in two phases. Phase One involved collecting performance 

data on sixty-three first-time teachers teaching in grades one through twelve in various 

content areas. A large public university sponsored this phase of the study in order to 

gather information on the performance of its teacher education graduates as compared 

with graduates of other teacher education programs. Individual observers employed by 

the sponsoring university visited each participating teacher during the fall semester of 

2002 to conduct 20-minute interviews and 40-minute classroom observations to collect 

data on teachers' performance in classroom instruction, management, and lesson 

planning. Observers were not told where the teacher received her preparation (although 

on a couple of occasions, the observers inadvertently found out where the teacher 

attended college). Observers used the Tsang-Hester Teacher Observation Rubric (See 

Appendix A) to assess the performance of participating teachers based on twenty-nine 

criteria (with five performance levels in each criteria). The purpose of Phase One was to 

field test the instrument and procedures and gather preliminary data about how new 

graduates of teacher education programs performed in their first teaching assignment. 
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Participants 

Phase One involved a single 20-minute interview and a single 40-minute 

observation of classroom teaching with each of sixty-three teachers from seven different 

school districts in a Southwestern United States city with a metropolitan population of 

about one million. The participants were primarily in their early twenties; the oldest 

participant was seventy-years-old. Seven of the sixty-three participants were ethnic 

minorities. This ratio was far lower than the population of students they taught although 

it was not an unusual ratio among local teachers. The participants graduated from one of 

eleven different teacher preparation programs within the state or one of six teacher 

education programs out of state. About half (thirty-one) of the teachers received their 

preparation from one of the five programs of the sponsoring university. Most of the 

teachers had a bachelor's degree although a few had master's degrees and one teacher 

had a Ph.D. Sixteen of the teachers were male and forty-eight were female. 

The single characteristic common to all participating teachers was that fall 2002 

represented their first year as a full-time appointed teacher in grades K through 12. All 

sixty-three teachers volunteered to participate in the study and were paid a stipend of $50. 

Of the sixty-three participating teachers, seventeen consented to being videotaped during 

their interview and observation for an additional stipend of $75. In classrooms that were 

videotaped, active consent was obtained from a parent or guardian. Consent forms were 

also provided in Spanish for teachers that requested them. Students who did not have a 

signed parental consent form were usually sent out of the classroom during the 
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videotaping. However, on some occasions, these students were placed in the back of the 

classroom, but were not captured on audio or video. 

Instruments 

The primary instrument used for Phase One observations and interviews was the 

Tsang-Hester Teacher Observation Rubric. This rubric was inspired by Charlotte 

Danielson's Framework for Teaching, a product marketed by Educational Testing 

Service (ETS) to school districts and states around the country for teacher evaluation and 

certification purposes. The Danielson Framework incorporated standards established by 

INTASC. 

The Danielson Framework represented an improvement over many instruments 

currently in use that simply applied numerical rankings to each performance level. For 

example, a basic scoring rubric might have allowed observers to rate a teacher from one 

through four in terms of her or his demonstrated content knowledge. However, without 

written descriptions of each performance level, it would be difficult to compare a teacher 

who received a three from one observer to another teacher in a different school who 

received a two from a different observer. 

The Tsang-Hester Teacher Observation Rubric also used written descriptions of 

its performance levels. The rubric included 29 criteria divided into three sections: 

Planning and Preparation, Classroom Management, and Implements Instruction. The 

Tsang-Hester Teacher Observation Rubric differed from Danielson's Framework for 

Teaching in several additional ways. First, the Danielson rubric included four 

performance levels. Each level was accompanied by a paragraph description of teacher 
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behaviors that would result in the teacher being scored at that performance level. 

However, upon closer analysis, it was evident that while the first three performance 

levels (labeled unsatisfactory, basic, and proficient) described teacher behavior, the 

highest level (labeled distinguished) described self-directed student behavior. 

While it would be possible that some of the most proficient teachers would have 

classrooms full of self-motivated and self-directing students, it would be very difficult for 

an observer to determine the extent to which student self-directed behavior can be 

attributed to the teacher's effectiveness during a brief observation. This introduced the 

possibility that the Danielson Framework lacked construct validity. In a summer, 2002 

telephone conversation, Cindy Tocci, Director of Performance Evaluations for ETS, 

reported that only rarely do even the most experienced teachers ever score at the 

distinguished level. The Tsang-Hester Teacher Observation Rubric therefore does not 

incorporate a performance level equivalent to Danielson's distinguished level and only 

used descriptions for three performance levels. 

Another feature of the Danielson Framework was that when an observer believed 

that a teacher's performance on a criterion fell between two performance levels, the 

evaluator was instructed to automatically score the teacher at the lower of the two levels. 

This procedure was arbitrary and not based on any principle of measurement and results 

in the discarding of important information about variation between teachers. The Tsang-

Hester Teacher Observation Rubric added two performance levels (level 2 and level 4) 

without descriptions that observers were asked to select if a teacher appeared to fall 

between two of the described levels (level 1, level 3, and level 5). Levels 2 and 4 were 
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not accompanied by written descriptions, primarily because adverbs in the English 

language did not always allow for such fine distinctions between performance levels. 

As is standard practice for teacher evaluation instruments, including the 

Danielson Framework, a single version of the Tsang-Hester Teacher Observation Rubric 

was used across all grade levels and all subject areas. Both instruments were written with 

a focus on characteristics of effective teaching that are common to all grade levels and 

subject areas (e.g. setting clear learning goals for students, monitoring student behavior 

and providing appropriate feedback). It was incumbent on the observers to assess 

whether the teachers' behaviors were appropriate to the developmental level of students 

and the classroom context. If a particular criteria of the Tsang-Hester Teacher 

Observation Rubric was not relevant to a specific classroom setting, the observers were 

instructed to mark the box for "not applicable" on the instrument. 

The first section—Planning and Preparation—^was collected during a 20-minute 

interview with teachers discussing how they plan for instruction as well as how they 

assessed their students. Additionally, a brief questionnaire was given to the teachers 

during the interview to obtain their views on their own preparation (See Appendix B). 

The next two sections—Classroom Management and Implements Instruction—were 

collected during a 40-minute observation of classroom teaching. 

Establishing Validity of Evaluations 

A major challenge to the development of any teacher evaluation instrument is 

establishing the validity of the observation results. In the case of teacher evaluation, the 

concept of validity deals with whether the evaluation can discriminate between high 
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achieving and low achieving teachers based on standardized criteria. This presents a 

serious challenge since educators have not established a uniform measure of what is good 

teaching. The difficulty of establishing a common measure of good teaching is 

compounded by the fact that there is major disagreement over what are the most 

important outcomes of teaching (e.g. standardized test scores, social and interpersonal 

skills, problem-solving skills, etc.). Fortunately, considerable research over the decades 

using the process-product approach to educational research has resulted in many 

common views on "best-practices" in teaching. Most recent teacher evaluation 

instruments (Danielson, 1996; Doherty, et al., 2002) are simply the amalgamation of 

generalized findings from these process-product studies conducted since the 1970's 

(Brophy & Good, 1986; Good & Brophy, 2003). The Tsang-Hester Teacher Observation 

Rubric is no exception. 

Messick (1995) believes that the validity of assessment results depend primarily 

on the social consequences of its use. Weiss believes that program evaluation can be fair, 

if they empower "an array of concerned groups to play an active part in the evaluation" 

(1983, p.3). The current study shares this perspective that is generally referred to as the 

"stakeholder" approach. The results of the current study are intended to be used by 

school districts to better understand the preparation of their job applicants. The results 

are also to be used by teacher education programs to better understand the effectiveness 

of various aspects of their programs. Therefore, I made a concerted effort to involve 

these groups in the planning for the project. 
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Over the course of Summer 2002,1 participated in several meetings with multiple 

project stakeholders. First, the evaluation instrument and procedures were presented to 

the president of the local university that sponsored the project. Upon his approval, I 

presented the same information to a committee of superintendents of seven local school 

districts and deans of five colleges that were involved in preparing teachers at the 

sponsoring university. All stakeholders were told that data would only be shared at the 

group level and that all participants would remain anonymous. The committee members 

were asked to review the instruments and procedures and provide feedback. I also 

suggested that each committee member designate individuals from their institution to 

attend follow-up meetings to review the instrument and procedures in more detail. A 

subcommittee was organized with university representatives, the vice president of the 

largest local teachers' association, and local school district staff to further examine the 

evaluation rubric and evaluation procedures and suggest improvements. 

Each committee member was asked to review the instrument and provide her or 

his professional opinion on (1) whether the 29 items in the Tsang-Hester Teacher 

Observation Rubric reflected what they consider to be the most important criteria for 

evaluating teaching effectiveness, (2) whether the written description of performance 

level three approximated the expected normative practice of first semester teachers, and 

that the descriptions of performance level one and five represented the low and high 

performance range of first semester teachers and (3) whether the specific language used 

in the instrument would be clear to observers and consumers alike. Suggestions for 

altering the instrument were provided during the committee meetings, via e-mail, and 
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also during private sessions with individuals who wanted to incorporate specific language 

the instrument. A separate meeting was held with the president and vice president of the 

largest local teachers' association to discuss the instrument and procedures from the 

perspective of classroom teachers. 

During the various conversations, there was clear consensus in the value for 

evaluating teacher education programs. Many of the stakeholders provided constructive 

feedback which was incorporated into the instrument. There were minor suggestions for 

changes in wording in the instrument, but what was noticeably absent from all of the 

discussions was any major disagreement on what constituted effective teaching. At the 

end of every discussion, there was always consensus that observation results based on the 

Tsang-Hester Teacher Observation Rubric would be perceived by the committee 

members as a meaningful and justifiable measure of new teacher effectiveness. 

Therefore, an important step in validating the results was achieved. 

Another potential threat to construct validity was differences in teacher ratings 

caused by differences in student SES. For example, if students from higher SES districts 

were naturally more receptive to the instruction and management, would it affect the 

observers' ratings of teachers? In order to minimize this effect, observers were told to 

evaluate teachers' on their ability to be effective given their particular classroom setting. 

Therefore, observers had the freedom to accommodate their ratings based on the specific 

classroom context (e.g. if there were several mainstreamed students in the classroom) or 

based on student grade level. An ANOVA showed no significant differences at the 

district level (p = 0.508). 
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Procedures 

Recruitment of Observers. For the initial observation and interview phase, five 

school district staff development evaluators and four education graduate students were 

recruited for the study. Another graduate student resigned from the project due to 

scheduling conflicts early in the semester and her two scored observations were 

discarded. All five of the school district individuals had substantial full-time teaching 

experience and worked as professional development evaluators for their district. Thus, 

each had substantial prior experience observing and evaluating teachers. Three of the 

four education graduate students were certified teachers returning for advanced degrees. 

The fourth graduate student was the project director. Prior to the observations and 

interviews, all of the observers were given rough drafts of the instrument and were asked 

to make changes in the wording of any of the criteria or performance levels that they felt 

were unclear or inappropriate. Responses by the observers were used to make instrument 

revisions. Observers used the new instrument as the scoring rubric when observing new 

teachers. Prior to the observations, observers met together for three hours of training to 

discuss how they interpreted the items on the instrument and clarified what they would be 

looking for in scoring teachers. This was done to increase initial inter-rater reliability of 

the observations. 

The Recruitment of Teachers. The recruitment of teachers began with obtaining 

consent from school district superintendents. In six of the seven school districts, 

superintendents asked human resource departments to provide a list of all new teachers in 

the district. In the seventh school district, the superintendent e-mailed all principals 
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requesting the principals contact the university and provide a list of new teachers. Each 

new teacher on the list was sent a letter of invitation to participate in the 20-minute 

interview and 40-minute observation. The letter explained that first-time teachers were 

being recruited for a study on teacher preparation and emphasized the anonymous nature 

of the study. Participants were told that the results would be used to improve teacher 

education programs for future education students. Study participants were paid a $50 

stipend for being in the study. 

The response rate for the study was approximately 40%, however the exact 

response rate was difficult to determine. Due to inadequate employment records, some of 

the school districts could not easily distinguish which teachers were first-time teachers 

and which were simply new to the current school district. One strategy used by the 

largest school district was to list all teachers at the beginning pay scale. This turned out 

to be problematic since many teachers at the beginning pay scale were veteran teachers 

from other school districts. Teachers who responded to the letter were turned down if 

they had previous experience as certified teachers. Many other teachers who had 

substantial previous teaching experience may not have responded because the letter 

invited only teachers without previous full-teaching experience; therefore, it was difficult 

to determine if non-respondents from the largest school district did not meet the selection 

criteria or did meet the criteria and chose not to participate. Some new teachers who had 

previous substitute teaching experience were included in the study. During the study, one 

teacher resigned his teaching position after agreeing to participate in the study. Four 
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other teachers initially agreed to participate in the study but later could not be reached to 

schedule the visit. 

Inter-rater Reliability Check. As reported previously, at the beginning of the 

project a training meeting was conducted with study observers. The purpose of the 

meeting was to discuss the meanings of individual items on the Tsang-Hester Teacher 

Observation Rubric so that observers could reach consensus on the meaning of individual 

items and the performance level within items. In order to examine the inter-rater 

reliability of the scores, all observers were given a videotape of an observation and 

interview to score. The Alpha coefficient for observer scores was 0.87 on the comparison 

video. More importantly, while some observers scored closer to the group mean than 

others, the scores for all observers had high correlations to the group score and the range 

of scores among all observers fell within less than half of one performance level on the 

rubric (range = 0.46). Also, if any one of the observer's scores were removed from the 

analysis, the Alpha score would have been reduced. This shows that despite small 

differences in individual observer scores, incorporating scores for every observer 

increased the reliability coefficient for all scores (See Table 1). 

A major limitation of the present study was that half of the observers were 

employed as full-time observers for local school districts. While they were happy to 

contribute to the present study, their primary professional responsibility was to the work 

of their own school districts. Consequently, it was difficuh to schedule many of the 

observers together for further reliability checks. Initially, the plan was to have each 

observer watch several videotapes of teachers to further establish inter-rater reliability. 
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However, only the one video was watched and scored by all observers prior to the 

commencement of the classroom observations. Fortunately, the reliability data that was 

obtained showed high inter-rater agreement; however, if the conclusions of the study 

were to be used for high-stakes evaluation of teacher education programs, the existing 

data on inter-rater reliability would be insufficient and further confirmatory data would 

be necessary. 
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Table 1 

Inter-rater Reliability Analysis Observer-group Statistics 

Scale Mean Scale Variance Corrected Alpha 

If Observer if Observer Observer-Group if Observer 

Observer Score Deleted Score Deleted Correlation Score Deleted 

Observer 1 19.0769 11.2738 .795 .822 

Observer 2 18.7692 12.0246 .618 .855 

Observer 3 18.8846 11.7062 .672 .847 

Observer 4 18.8462 11.4954 .761 .828 

Observer 5 18.6154 14.0062 .620 .857 

Observer 6 19.0769 14.3938 .636 .859 

Alpha for all six observers: 0.87 

Observer 1 

Observer 2 

Observer 3 

Observer 4 

Observer 5 

Observer 6 

Mean 

3.5769 

3.8846 

3.7692 

3.8077 

4.0385 

3.5769 

Std Dev 

. 9868 

1.0325 

1.0318 

. 9806 

. 6622 

.5778 

Observer Means 

Variance 

Mean Minimum Maximum Range Max/Min 

3.7756 3.5769 4.0385 .4615 1.1290 
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As a test of inter-occasion reliability (test-retest reliability), was computed for one 

participating teacher who agreed to be observed three times. The alpha reliability 

coefficient for the three observations was 0.8312. In order to reduce the unreliability due 

to fluctuations in how teachers perform day-to-day, all observations were scheduled at 

least a week or more in advance and participating teachers were able to pick the time and 

the day when observers came to their class. As a result, the observations were likely 

evaluations of teachers' "best work" since they had the opportunity to make some effort 

to be more prepared for the observed lesson. Teachers were told to choose an exact and 

day and time with which they were comfortable. If the observations had been 

unscheduled visits, there may be a greater need for multiple observations since the day-

to-day variation would likely be higher. 

The Interviews and Observations. Each observer was assigned a minimum of 

seven teachers to observe and interview. Observers scheduled the interviews and 

observations at a convenient time for the teacher. Frequently, the interviews and 

observations where scheduled back-to-back although this was not always done. During 

the interview, the observers used a standardized questionnaire to ask questions about the 

teachers' planning and preparation methods although observers were free to use 

additional probes to obtain the necessary information about lesson plarming. In addition 

to questions about the teachers' preparation and planning, interviewers asked teachers to 

rate the level of satisfaction they had with various aspects of their preparation so that 

comparisons could be made between teachers' score on the performance evaluation and 

their perceived level of satisfaction with the quality of their preparation (See Appendix B 



75 

for Questionnaire). The analysis used Pearson correlations and multiple regressions to 

obtain a measure for effect size. 

During the observations, observers avoided intruding on classroom activities 

although they did have the option to walk around to observe activities up close when 

appropriate. The observations were conducted from the middle of October to early 

December of 2002. Seventeen of the teachers agreed to have their observation and 

interview videotaped for an increased stipend. Also, one teacher was observed on three 

separate occasions so that a measure of test-retest reliability could be obtained. 



Results 

Means and Standard Deviations were computed for ratings of sixty-three 

participants in all twenty-nine criteria along with the aggregate ratings in three domains 

and the composite score (See Table 2). The highest mean rating among the twenty-nine 

criteria was in the sixth item of Implements Instruction which evaluated whether the 

teacher "Uses clear, accurate, and expressive oral communication". The lowest mean 

rating among the twenty-nine criteria was in the tenth item of Planning and Preparation 

which evaluated whether the teacher used "assessment criteria and standards" that were 

clear to the students. The highest mean domain rating was in the area of Classroom 

Management, however, it is also the domain with the greatest variation in ratings. There 

were two criteria in the Planning and Preparation domain in which no teacher was rated 

as a one. The criteria P7 and P8 deal with teachers' use of long-term lesson planning and 

setting learning goals. The standard deviations of the items ranged from 0.69 on P8 with 

dealt with setting learning goals for students to M6 which dealt with monitoring student 

behavior and providing feedback. 
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Table 2 

Descriptive Statistics of all 29 criteria, Planning, Management, & Instruction Domain 

Scores, and Composite Score. 

N Minimum Maximum Mean Std. Dev. 

P1 63 1 5 3.28 .97 

P2 63 1 5 3.42 .95 

P3 63 1 5 3.51 .97 

P4 63 1 5 3.40 .81 

P5 63 1 5 3.22 .87 

P6 63 1 5 3.10 .90 

P7 63 5 3.06 .92 

P8 63 5 3.15 .69 

P9 63 1 5 3.20 .85 

P10 63 1 5 2.98 .85 

P11 63 1 5 3.15 .96 

P_AVE 63 1.88 4.55 3.22 .609 

M1 63 1 5 3.92 1.13 

M2 62 1 5 3.51 1.10 

M4 60 1 5 3.41 1.13 

M5 63 1 5 3.46 1.17 

M6 63 1 5 3.46 1.23 

M_AVE 63 1.17 5.00 3.490 .982 

11 63 1 5 3.50 .99 

12 63 1 5 3.71 1.04 



13 62 1 5 3.31 .99 

14 63 1 5 3.35 .98 

15 63 1 5 3.67 1.14 

16 63 1 5 3.99 .95 

17 60 1 5 3.16 1.05 

18 63 1 5 3.24 1.15 

19 62 1 5 3.19 1.03 

no 63 1 5 3.42 .96 

111 63 1 5 3.33 .84 

112 62 1 5 3.19 .91 

_AVE 63 1.27 4.75 3.415 .802 

_AVE 63 1.73 4.51 3.376 .723 

Valid N (listwise) 57 
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Grade Level Differences 

Mean ratings for the three domains, Planning and Preparation, Classroom 

Management, and Implements Instruction were higher for elementary teachers than for 

middle school teachers, and higher for middle school teachers than for high school 

teachers (See Tables 3 and 4). The differences were not significant, but the domain 

Classroom Management was very close to approaching significance. When elementary 

teachers were compared only to high school teachers, the difference in Classroom 

Management, and the composite of the three domain ratings were significant, while the 

rating for Planning and Preparation approached significance (See Table 5). 
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Table 3 

Measn of Planning, Management, & Instruction Domain Scores, and Composite Score by 

Grade Level 

LEVEL P_AVE M_AVE LAVE COMP_AV 

E 

Grades K-5 Mean 3.39 3.81 3.56 3.59 

N 26 26 26 26 

Std. Deviation .519 .867 .809 .645 

Grades 6-8 Mean 3.16 3.41 3.42 3.33 

N 17 17 17 17 

Std. Deviation .689 1.15 .881 .842 

Grades 9-12 Mean 3.06 3.15 3.23 3.14 

N 20 20 20 20 

Std. Deviation .622 .884 .720 .664 

Total Mean 3.22 3.49 3.42 3.38 

N 63 63 63 63 

Std. Deviation .609 .982 .802 .723 
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Table 4 

Analysis of Variance of Planning, Management, & Instruction Domain Scores, and 

Composite Score by Grade Level 

Sum of Squares df Mean Square F Sig. 

P_AVE Between Groups 1.296 2 .648 1.792 .175 

Within Groups 21.691 60 .362 

Total 22.987 62 

M_AVE Between Groups 5.190 2 2.595 2.850 .066 

Within Groups 54.630 60 .910 

Total 59.819 62 

LAVE Between Groups 1.264 2 .632 .982 .381 

Within Groups 38.623 60 .644 

Total 39.887 62 

COMP_AV Between Groups 2.269 2 1.135 2.261 .113 

E 

Within Groups 30.114 60 .502 

Total 32.383 62 
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Table 5 

Analysis of Variance of Planning, Management, & Instruction Domain Scores, and 

Composite Score by Grade Level (Middle School Omitted) 

ANOVA 

Sum of Squares df Mean Square F Sig. 

P_AVE Between Groups 1.207 1 1.207 3.765 .059 

Within Groups 14.105 44 .321 

Total 15.312 45 

M_AVE Between Groups 5.022 1 5.022 6.569 .014 

Within Groups 33.642 44 .765 

Total 38.664 45 

LAVE Between Groups 1.264 1 1.264 2.124 .152 

Within Groups 26.192 44 .595 

Total 27.456 45 

COMP_AV Between Groups 2.214 1 2.214 5.188 .028 

E 

Within Groups 18.777 44 .427 

Total 20.991 45 



In a separate analysis, means and standard deviations were compared for the three 

domain scores and the overall composite score based on whether new teachers had 

completed a teacher education program (See Table 6). Despite the fact that nearly half of 

the teachers who had not finished a teacher preparation program held advanced degrees, 

they had lower mean scores in all three domains of teaching {Planning And Preparation, 

Classroom Management, and Implementing Instruction). However, these differences 

were not statistically significant (See Table 7). The fact that teachers who completed a 

teacher education program did not significantly outperform those who did not complete a 

teacher education program may have been due to the small sample size. It may also have 

been true that the seven teachers in the current study were unusually poor performers 

compared to the general population of teachers without formal preparation. However, the 

fact that these seven teachers performed relatively poorly (composite score 0.55 standard 

deviation below teachers who completed teacher education program) demonstrates the 

importance of conducting further studies with larger sample sizes to determine if formal 

teacher preparation does indeed make as large of a difference as the mean scores imply. 
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Table 6 

Mean Scores in Planning, Management, & Instruction Domain Scores, and Composite 

Score by Whether Teacher Completed Teacher Education Program 

P_AVE M_AVE LAVE COMP_AVE 

Teacher Prep Mean 3.26 3.52 3.46 3.42 

N 56 56 56 56 

Std. Deviation .587 .966 .782 .696 

No Teacher Prep Mean 2.80 3.25 3.05 3.04 

N 7 7 7 7 

Std. Deviation .661 1.162 .934 .895 

Total Mean 3.22 3.49 3.42 3.38 

N 63 63 63 63 

Std. Deviation .6089 .9823 .8021 .7227 
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Table 7 

ANOVA for Planning, Management, & Instruction Domain Scores, and Composite Score 

by Whether Teacher Completed Teacher Education Program 

Sum of Squares df Mean Square F Sig. 

P_AVE Between Groups 1.405 1 1.405 3.970 .051 

Within Groups 21.582 61 .354 

Total 22.987 62 

'>
 

<
 

m
 

Between Groups .440 1 .440 .452 .504 

Within Groups 59.379 61 .973 

Total 59.819 62 

LAVE Between Groups 1.034 1 1.034 1.624 .207 

Within Groups 38.853 61 .637 

Total 39.887 62 
U

J a
. o

 
o
 Between Groups .912 1 .912 1.768 .189 

Within Groups 31.471 61 .516 

Total 32.383 62 
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Another finding was that new teachers who received their teacher certification as 

a traditional bachelor's degree performed significantly better on the composite rating than 

teachers who earned their certification as a post-baccalaureate degree or master's degree 

(p= 0.038) (See Tables 8 & 9). Within the three domains, the difference was insignificant 

in the area of Planning and Preparation (p= 0.162) and significant in the areas of 

Classroom Management (p= 0.037), and Implements Instruction (p= 0.050) (See Table 8 

&9). 

Traditional bachelor's degree graduates received higher composite ratings than 

post-baccalaureate degree or master's degree graduates at all grade levels; however the 

differences are not significant at the elementary and high school level (See Tables 10 

&11). A large amount of the variation between undergraduate program graduates and 

post-baccalaureate or master's degree graduates was due to the large disparity of 

performance among middle school teachers (See Tables 12 & 13). Bachelor's degree 

graduates only performed slightly better than post-baccalaureate degree or master's 

degree graduates in the area of Planning and Preparation, which is assessed during the 

pre-observation interview. However, in the areas of Classroom Management and 

Implements Instruction, bachelor's degree graduates received significantly higher ratings. 

The difference is 1.27 standard deviations in the area of Classroom Management, and 

1.35 standard deviations in the area of Implements Instruction. In fact, while post-

baccalaureate degree or master's degree graduates teaching middle school received the 

lowest ratings among all teachers, and bachelor's degree graduates teaching middle 

school received the highest ratings among all teachers. 



This particular analysis may be capturing several different constructs. First, while 

data on age of teachers was not collected directly, it was obvious that traditional 

bachelor's graduates were much younger than teachers who earned their certification as a 

post-baccalaureate or master's degree. Also, all but one of the teachers who received her 

or his teacher certification as a bachelor's degree were first-career teachers while all of 

the teachers who were certified through post-baccalaureate and master's programs were 

second-career teachers. Therefore, traditional graduates were generally younger, and 

chose education as their first career, while post-baccalaureate or master's degree 

graduates were generally older, and had spent time in at least one other career. 
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Table 8 

Mean Planning, Management, & Instruction Domain Scores, and Composite Scores by 

Traditional Undergraduate Degree or Post-Bac (or Master's) Degree 

Trad Undergrad Program Mean 

N 

Std. Deviation 

Post-Bac Program Mean 

N 

Std. Deviation 

Total Mean 

N 

Std. Deviation 

P AVE M AVE i AVE COMP AVE 

3.32 3.67 3.57 3.52 

37 37 37 37 

.602 .965 .834 .719 

3.08 3.10 3.13 3.11 

20 20 20 20 

.587 .934 .714 .664 

3.24 3.47 3.41 3.37 

57 57 57 57 

.602 .984 .815 .723 



Table 9 

ANOVA of Planning, Management, & Instruction Domain Scores, and Composite Scores 

by Undergraduate Degree or Post-Bac Degree 

Sum of Squares df Mean Square F Sig. 

P. _AVE Between Groups .714 1 .714 2.005 .162 

Within Groups 19.594 55 .356 

Total 20.309 56 

M. 

LU 5
, 

Between Groups 4.171 1 4.171 4.583 .037 

Within Groups 50.053 55 .910 

Total 54.224 56 

1. 

LU 

Between Groups 2.539 1 2.5394.025 .050 

Within Groups 34.688 55 .631 

Total 37.227 56 

COMP. _AVE Between Groups 2.231 1 2.231 4.543 .038 

Within Groups 27.009 55 .491 

Total 29.240 56 



Table 10 

Elementary School Teachers only - Mean Planning, Management, & Instruction Domain 

Scores, and Composite Scores by Traditional Undergraduate Degree or Post-Bac (or 

Master's) Degree 

P_AVE M_AVE 1_AVE COMP_AVE 

Undergraduate Program Mean 3.4432 3.8767 3.5595 3.6264 

N 20 20 20 20 

Std. Deviation .5059 .9117 .8845 .7028 

Post-Bac Progrann Mean 3.1250 3.5583 3.6354 3.4396 

N 4 4 4 4 

Std. Deviation .4943 .8917 .5984 .3925 

Total Mean 3.3902 3.8236 3.5721 3.5953 

N 24 24 24 24 

Std. Deviation .5079 .8973 .8330 .6581 



Table 11 

High School Teachers only - Mean Planning, Management, & Instruction Domain 

Scores, and Composite Scores by Traditional Undergraduate Degree or Post-Bac (or 

Master's) Degree 

P_AVE M_AVE LAVE COMP_AVE 

Undergraduate Program Mean 3.14 3.16 3.38 3.23 

N 13 13 13 13 

Std. Deviation .737 .992 .788 .759 

Post-Bac Program Mean 3.00 3.13 2.94 3.02 

N 6 6 6 6 

Std. Deviation .223 .776 .556 .478 

Total Mean 3.10 3.15 3.24 3.16 

N 19 19 19 19 

Std. Deviation .617 .908 .737 .676 



Table 12 

Middle School Teachers only - Mean Planning, Management, & Instruction Domain 

Scores, and Composite Scores by Traditional Undergraduate Degree or Post-Bac (or 

Master's) Degree 

Undergraduate Program 

Post-Bac Program 

Total 

P_AVE M_AVE l_AVE COMP_AVE 

Mean 3.27 4.29 4.24 3.93 

N 4 4 4 4 

Std. Deviation .57 .2097 .3701 .316 

Mean 3.12 2.91 3.04 3.02 

N 10 10 10 10 

Std. Deviation .782 1.05 .7975 .831 

Mean 3.16 3.30 3.38 3.28 

N 14 14 14 14 

Std. Deviation .708 1.094 .889 .828 
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Table 13 

Middle School Teachers only - ANOVA of Planning, Management, & Instruction Domain 

Scores, and Composite Scores by Undergraduate Degree or Post-Bac Degree 

Sum of Squares df Mean Square F Sig. 

P. _AVE Between Groups 6.691 E-02 1 .0669 .124 .730 

Within Groups 6.455 12 .538 

Total 6.522 13 

M. 

LU 

Between Groups 5.485 1 5.4856.531 .025 

Within Groups 10.078 12 .840 

Total 15.563 13 

1. _AVE Between Groups 4.138 1 4.1388.094 .015 

Within Groups 6.135 12 .511 

Total 10.273 13 

COMP. 

U
J 5
, 

Between Groups 2.387 1 2.3874.394 .058 

Within Groups 6.518 12 .543 

Total 8.905 13 
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Variation by Program Configuration 

Of the sixty-three participants in the study, thirty-five received their initial teacher 

preparation from one of five separate programs offered by a single local state university. 

The local state university and one other in-state university had graduates from multiple 

teacher education programs. For these two institutions, results were disaggregated at the 

program level instead of at the institution level. The reason for disaggregating the data at 

the program level was because different programs within these institutions possessed 

distinct admissions criteria, distinct program philosophies, distinct faculty, and distinct 

curriculum. There were also another six teachers who received their teacher preparation 

out-of-state. Three of the participating teachers were certified to teach without having 

attended a teacher preparation program and another three were teaching with emergency 

certifications. 

Means and standard deviations were calculated based on the teacher preparation 

program completed by 63 new teachers (See Table 14). The scores teachers received 

from the observations and interviews were aggregated into a single composite score that 

is a mean of all 29 individual criteria scores, and the three subcategories upon which it 

was based. The score for the domain Planning and Preparation was the mean rating 

given by the observer(s) using eleven criteria during the pre-observation interview. The 

score for the domain Classroom Management and was the mean rating given by the 

observer(s) using six criteria during the 40-minute observation. The score for the domain 

Implements Instruction and was the mean rating given by the observer(s) using twelve 
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criteria also during the 40-minute observation. Analyses of variance were computed to 

determine program effects composite score as well as three sub-categories. 

The overall program differences in mean composite ratings and ratings for 

Classroom Management were significant (p= 0.065) given an alpha of 0.10. In the area 

of Preparation and Planning, the effect size was larger as teachers performed 

significantly differently depending on the program they attended (p= 0.043). The results 

of the ANOVA are reported in Table 15. 
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Table 14 

Mean Total Composite Scores by Teacher Preparation Program 

School Code Comp. Mean N Std. Dev. 

Traditional Undergrad Elem. Program (Institution A) 3.57 16 .727 

Traditional Undergrad Sec. Program (Institution A) 3.11 6 .661 

Traditional University Post-Bac Program (Institution A) 3.33 6 .353 

15-month site-based M.A. Program (Institution A) 3.50 3 .508 

Traditional Fine Arts Education Program (Institution A) 3.76 4 .446 

Non-Traditional Private Post-Bac Program (Institution B) 3.08 8 .712 

Traditional Elem. (Institution C) 2.38 2 .539 

Trad. Elem/Sec. with Extended Internship (Institution C) 3.63 2 .038 

Traditional Secondary Program (Institution D) 4.49 1 

Non-Traditional Private Post-Bac Program (Institution E) 2.09 1 

Non-Traditional Private Post-Bac Program (Institution F) 3.20 1 

Out of State Programs 3.95 6 .568 

Certified Teacher - Has Not Complete Teacher Prep Program 2.86 4 .890 

Emergency Certified Teacher 3.27 3 1.032 

Total 3.38 63 .723 
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Table 15 

One-way ANOVA by Teacher Education Program for Planning, Management, & 

Instruction Domain Scores, and Composite Scores. 

Sum of Squares df Mean Square F Sig. 

Comp ave Between Groups 10.574 13 .813 1.828 .065 

Within Groups 21.809 49 .445 

Total 32.383 62 

Plan ave Between Groups 7.914 13 .609 1.979 .043 

Within Groups 15.073 49 .308 

Total 22.987 62 

Mgmt ave Between Groups 18.486 13 1.422 1.686 .094 

Within Groups 41.334 49 .844 

Total 59.819 62 

Instruc ave Between Groups 11.245 13 .865 1.480 .159 

Within Groups 28.641 49 .585 

Total 39.887 62 



Satisfaction with Teacher Education Program 

During the interview, teachers were asked four questions to rate the level of 

satisfaction they had with various aspects of their teacher preparation (See Appendix B) 

and two questions to rate the level of satisfaction they had with support they have 

received from their school district or colleagues. First, means and standard deviations 

were calculated for the six questions (See Table 16 & 17), which had answers that ranked 

from one to ten. Next, the responses to these six questions were correlated with the 

teachers' composite score on the performance evaluation (See Table 18 & 19). 

Among all six questions, teachers were most satisfied with the support they 

received from other teachers working in the same school. Many teachers reported that 

colleagues helped new teachers by providing assistance in practical areas such as setting 

up their classroom, becoming acclimated to the school environment, and handling school 

paperwork. Many new teachers also reported borrowing lesson plans and materials from 

colleagues. 

Question three, which focused on whether teachers felt that their teacher 

education program was instrumental in improving their current ability to teach, had the 

highest correlation with teacher performance. That relationship even exceeded the 

correlation for question one, which dealt generally with the issue of satisfaction. Partial 

correlations show that the belief in the instrumental value of teacher education related to 

teacher performance when controlling for teacher's satisfaction with her program, while 

satisfaction was unrelated to teacher performance when controlling for the teacher's 

belief in the instrumental value of teacher education (See Tables 20 & 21). The multiple 



regression with composite performance as the dependent variable and the four questions 

as the independent variables resulted in a R-squared term of 0.22 (See Table 22). 
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Table 16 

Means and Standard Deviations for Four Questions on New Teacher Satisfaction of 

Teacher Education Program 

How satisfied are you about how well your teacher education 

prepared you for this teaching job? 

(Not at all satisfied - Extremely satisfied) 

To what extent does the teacher education program you attended need 

to be improved? 

(Major improvement necessary - Very little improvement needed) 

To what extent did your teacher education program make you more 

prepared to teach? 

(Program made little difference - Program was essential) 

Please rate the quality of instruction of your teacher education 

program. 

{Consistently poor instruction - Consistently excellent instruction) 

Valid N (listwise) 

N Min Max Mean S.D. 

59 0 10 6.96 2.03 

59 0 10 6.36 2.20 

59 0 10 7.53 2.55 

59 0 10 7.46 1.93 

59 
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Table 17 

Means and Standard Deviations for Two Questions on New Teacher Satisfaction of 

School District and Colleague Support 

N Min Max IVIean S.D. 

To what extent has your school district helped you to become a better 60 1 10 6.96 2.50 

teacher through workshops or formal mentoring? 

(School district helped very little - School district helped a lot) 

To what extent has your colleagues helped you to become a better 59 2 10 8.12 2.19 

teacher informally? 

(Colleagues have helped very little - Colleagues have helped a lot) 

Valid N (listwise) 59 
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Table 18 

Correlation of Teacher Education Satisfaction Responses with Composite Performance 

Score 

Composite Ave. 

How satisfied are you about how well your teacher education Pearson .374** 

prepared you for this teaching job? (Sat 1) Correlation 

(Not at all satisfied-Extremely satisfied) Sig. (2-tailed) .004 

N 59 

To what extent does the teacher education program you attended Pearson .282* 

need to be improved? (Sat 2) Correlation 

(Major improvement necessary - Very little improvement needed) Sig. (2-tailed) .uJ 1 

N 59 

To what extent did your teacher education program make you Pearson .454** 

more prepared to teach? (Sat 3) Correlation 

(Program made little difference - Program was essential) Sig. (2-tailed) .000 

N 59 

Please rate the quality of instruction of your teacher education Pearson .244 

program. (Sat 4) Correlation 

(Consistently poor instruction - Consistently excellent instruction) Sig. (2-tailed) 

N 59 



Table 19 

Correlation of School District and Colleague Support Responses with Composite 

Performance Score 

Composite 

Ave. 

To what extent has your school district helped you to become a .257* 

better teacher through workshops or formal mentoring? (Sat 5) Pearson Correlation 

(School district helped very little - School district helped a lot) Sig. (2-tailed) .047 

N 60 

To what extent has your colleagues helped you to become a .HO 

better teacher informally? (Sat 6) Pearson Correlation 

(Colleagues have helped very little - Colleagues have helped a lot) Sig. (2-tailed) -408 

N 59 
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Table 20 

Partial Correlation of Satisfaction in Program (Question 1) to Composite Average 

Rating When Controlling for Belief in the Value of the Program (Question 3) 

Controlling for.. SAT_3 

COMP_AVE SAT_1 

COMP_AVE 1.0000 .0821 

( 0) ( 56) 

P= . P= .540 

SAT_1 .0821 

( 56) 

P= .540 

(Coefficient / (D.F.) 

1 . 0 0 0 0  

{  0 )  

P= . 

/ 2-tailed Significance) 



Table 21 

Partial Correlation of Belief in the Value of the Program (Question 3) to Composite 

Average Rating When Controlling for Satisfaction in Program (Question 1) 

Controlling for.. SAT_1 

COMP_AVE SAT_3 

COMP_AVE 1.0000 .3055 

( 0) { 56) 

P= . P= .020 

SAT__3 .3055 1.0000 

{ 56) ( 0) 

P= .020 P= . 

(Coefficient / (D.F.) / 2-tailed Significance) 
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Table 22 

Multiple Regression with Four Satisfaction Responses with Composite Performance 

Score 

Model Summary 

Model R R Square Adjusted R Square Std. Error of the Estimate 

1 .473 .224 .167 .6471 

a Predictors: (Constant), SAT_4, SAT_2, SAT_3, SAT_1 

ANOVA 

Model Sum of Squares 

1 Regression 6.529 

Residual 22.613 54 .419 

Total 29.142 58 

a Predictors: (Constant), SAT_4, SAT_2, SAT_3, SAT_1 

df Mean Square 

4 1.632 

F 

3.898 

Sig. 

.007 

b Dependent Variable: 

U
J Q
. o

 
o

 

Coefficients 

Unstandardized Stand. Coefficients t Sig. 

Coefficients 

Model B Std. Error Beta 

1 (Constant) 2.354 .359 6.556 .000 

SAT_1 4.958E-02 .067 .142 .743 .460 

SAT_2 -5.822E-03 .053 -.018 -.109 .913 

SAT_3 .117 .049 .421 2.382 .021 

SAT_4 -2.850E-02 .059 -.078 -.484 .630 

a Dependent Variable; COMP_AVE 
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Discussion 

The Phase One finding that teachers were rated highest in the area of Classroom 

Management might be construed as evidence that classroom management is not a major 

problem for new teachers. However, the fact that it is also the domain which has the 

highest mean standard deviation shows that while most teachers deal effectively with 

management issues, those who are struggling may be struggling a lot. One-third of 

participating teachers reported that classroom management is one single area they would 

have wanted to be better prepared (See Appendix C). Table 8 shows that classroom 

management is one area that most clearly distinguishes the performance of traditional 

teacher education graduates from post-baccalaureate graduates. These second-career 

teachers struggle far more with management issues than their younger colleagues. 

The Phase One finding that elementary teachers outperformed high school 

teachers is not surprising. Secondary programs generally focus more courses on content 

knowledge acquisition compared to elementary programs that focus more on pedagogical 

knowledge. The Tsang-Hester Teacher Observation Rubric is primarily a measure of 

pedagogical skills and favors teachers who can effectively demonstrate a full array of 

teaching competencies. 

Does Teacher Education Matter? 

Among the sixty-three participants, four teachers are certified despite not having 

attended a traditional teacher education program and three others are teaching with an 

emergency certification. The mean scores in the areas of Planning for Instruction, 

Management, and Implementing Instruction for these seven teachers are lower than the 
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mean scores for the remaining fifty-six teachers who have all completed a teacher 

education program; however, the differences are not significant. Once again, considering 

there are only seven teachers in the analysis who did not complete a teacher education 

program, the current approach shows promise as a way to evaluate the importance of 

completing a teacher education program if a larger sample size is used. It is noteworthy 

that several of these seven teachers (three of whom had advanced degrees) were able to 

get full-time teaching positions in highly selective school districts despite not having 

formal teacher preparation. If deregulation means that more teachers take similar paths to 

teaching in the future, it will become even more important to collect data on the teaching 

performance of teachers who take non-traditional paths to teaching. 

Traditional Program Graduates Versus Post-Baccalaureate Program Graduates 

The findings show that teachers who received their teacher certification as a 

bachelor's degree performed significantly better than teachers who earned their 

certification as a post-baccalaureate degree (including master's degrees) (p= 0.047). The 

state in which the current study was conducted uses a four-year model for teacher 

education. Therefore, post-baccalaureate participants are primarily individuals who have 

decided to become teachers after having already received a bachelor's degree in a 

different area. 

The greatest area of concern is in middle school. While traditional teacher 

education graduates perform extremely well in middle school classes, most second-career 

teachers find it to be the age group with which they have the most difficulty. The 

problems do not lie in lesson planning or preparation. The greatest problems occur in the 
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classrooms where many second-career teachers find difficulty managing student behavior 

or getting their lessons across to the middle school students. This disparity may be 

indicative of a generation gap between older teachers and their pre-adolescent and 

adolescent students. However, the difference may just as likely be related to deficiencies 

in post-baccalaureate programs that seek to accommodate adult learners by reducing 

program requirements. 

It is important to note that many of the highest rated teachers graduated from post-

baccalaureate programs. However, the fact that the average post-baccalaureate prepared 

teacher performed relatively poorly compared to traditional graduates at all grade levels 

should serve as a caution to policymakers who believe re-careering teachers are naturally 

more prepared to teach by virtue of previous career experiences eind age/maturation. 

Teacher educators need to be thoughtful about designing programs that address the 

specific needs of second-career teachers. 

Program Variation 

The Phase One findings show that there are significant program differences in 

how well new teachers are prepared, particularly in the area of Planning and 

Preparation, and Classroom Management. However, similar differences are not found in 

the area of Implementing Instruction. Table 15 illustrates obvious differences in the 

mean composite performance ratings among the graduates of the fourteen teacher 

education program categories. The relatively small number of participants in the current 

study makes it difficult at this stage to assume the findings would be generalizable to the 

performance of the overall population of graduates from the participating teacher 
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education programs. However, given the need for finding new approaches for evaluating 

teacher education programs, it is particularly important to avoid a type II error. It is 

likely that this approach to teacher education evaluation has the potential to be extremely 

effective, if the sample size is increased in future replications. 

The current study is not designed to evaluate whether one participating program 

significantly outperformed another participating program. Instead, the purpose of the 

current study is to determine if teacher education programs can be evaluated through 

performance observations of their graduates. The biggest challenge is to determine if 

there are sufficient performance differences among first-time teachers for observers to 

discriminate among teachers using the Tsang-Hester Teacher Observation Rubric. If the 

results of the evaluation had shown that observers perceived that differences in the 

performance of new teachers were generally small, there would have been extremely 

small differences in mean ratings for programs. This would have suggested that most 

new teachers had similar strengths and weaknesses. If this were the case, then it would 

require an extremely large numbers of participants to attain significant program 

differences and the cost for such a study may be prohibitively large and relatively 

uninformative. 

However, the findings show that observers did distinguish among the teaching 

effectiveness of new teachers. In fact, many observers commented on being surprised at 

the range of teaching behavior. Some of the best performing new teachers demonstrated 

a great deal of instructional and management skill that was not expected from novice 

teachers, while other low performing teachers showed an inability to deliver content or 
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maintain any sort of positive learning environment in their classroom. Assuming that 

future evaluations produce a similar disparity among new teachers, having a slightly 

larger sample of participating teachers should lead to data that would better discriminate 

among graduates of multiple teacher education programs. 

Teacher Satisfaction 

In several studies on teacher education programs, teacher satisfaction has served 

as a proxy for teacher performance. Mantle-Bromley, Gould, McWhorter, and Whaley, 

(2000) showed that graduates of a ten-month master's degree program were significantly 

more satisfied with their teacher education program than graduates of a professional 

development school, or a traditional undergraduate program. The results of the current 

study show that different measures of teacher satisfaction do correlate with teacher 

performance, but not equally so. It is most important for teachers to say that their 

teacher education program was instrumental in improving their current ability to teach 

instead of feeling that they are overall satisfied with their program, that their program 

requires few improvements, or that the instruction they received was effective. 

Partial correlations (See Tables 20 & 21) show that a new teacher's belief that her 

or his program was instrumental in improving her or his ability to teach (question three) 

correlates with classroom performance even when satisfaction with their program is 

controlled. In contrast, satisfaction does not correlate with classroom performance when 

their belief in whether their program was instrumental in their teacher education program 

is controlled. Therefore, it appears that for new teachers to internalize the belief that 

attending their teacher education program was instrumental in them becoming a better 
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teacher is more relevant to teaching performance than simply being satisfied with the 

program. This seems to imply that there is a self-fulfilling prophesy in teacher education. 

New teachers who felt their teachers were instrumental in their ability to teach performed 

better than new teachers who felt their teacher education program did not play as large a 

role in their ability to teach. Unfortunately, the current study does not include a measure 

of teacher efficacy so it is not possible to assess the relationship between the three 

constructs. 

It is also important to note that the r-squared term (See Table 22) with four 

program satisfaction questions regressed with teacher performance is 0.22. This means 

that satisfaction with their program explains about 22 percent of the variation in teachers' 

classroom performance. Instead of using satisfaction, which is only a predictor of teacher 

performance, research on teacher education effectiveness should consider using direct 

measures of teaching performance. 

Limitations of the Current Study and Potential for Future Research 

The most important limitation to the current study is that there was no 

requirement for mandatory participation from the sixty-three participants of the 

classroom observations. Because of this, it is not possible to determine if there is an 

inherent selection bias in that teachers who felt more competent were more likely to 

participate. Based on participant feedback, the fifty-dollar stipend definitely attracted 

some teachers who would not have otherwise been inclined to participate, which helps to 

address this limitation. However, to truly have equivalent participation among graduates 

of all teacher education programs, there must be random sampling of participants, which 
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can only be accomplished with either mandatory participation or with voluntary 

participation at a very high level of participation. 

The second biggest limitation of the study is that many programs are represented 

by a small number of teachers. In order to properly assess the quality of programs, each 

program should be represented by several participants. The biggest barrier to having 

sufficient participants from each teacher education program is the preponderance of 

teacher programs that contribute teachers to a single community. The results of the 

current study show that there may not need to be very large numbers of participants from 

each program to obtain statistically significant differences (only one program in the 

current study has more than 10 participants). 

Mandatory participation would address very important limitations of the current 

study. However, there is one important limitation that would not be resolved. Ideally, a 

system designed to evaluate the impact of teacher preparation should be able to measure 

the growth in teaching ability related to attending a specific teacher education program. 

This study cannot establish that teacher education programs cause their graduates to 

become good teachers because there is no random placement of students into teacher 

education programs nor into teaching positions. It is possible that a participating teacher 

education program has high scoring graduates because they are effective in preparing 

their education students to teach. However, it is also possible that programs score well 

because they are successful at recruiting the most promising candidates to their program. 

Therefore, the ratings each teacher education program receives in the current approach to 

program evaluation is not only a function of the amount of the learning attained during 
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the program (experimental treatment), but also of its recruitment and admissions policies 

(selection of subjects). 

This particular limitation of the study requires that consumers of the evaluation 

data be cautious in assuming that programs with higher scoring graduates use a superior 

model for teacher preparation. For example, the curriculum implemented at a highly 

selective and prestigious program may result in graduates that score well on standardized 

classroom evaluations. That does not necessarily mean that the curriculum is superior to 

that being used by a less selective program whose graduates do not score as well on 

classroom evaluations. However, this limitation is not likely to diminish the utility of 

performance evaluations for most consumers of the data. From the perspective of school 

districts, whether a teacher education program graduates effective teachers because they 

have effective curriculum and instruction, or because they recruit more promising 

candidates, or even because they refuse to grant certification to low performing students 

in many ways does not matter. Instead, what is important is that teacher education 

programs can assure the quality of their graduates and be held accountable for students 

who hold their education diploma. 
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PHASE TWO: FOLLOW-UP INTERVIEWS 

Method 

In Phase Two of the study, the names of the sixty-three participants of Phase One 

were divided into those who were videotaped and those who were not videotaped during 

Phase One and fifteen were randomly selected to participate in one-hour follow-up 

interviews to discuss their professional and educational backgrounds and share how these 

previous experiences impacted their performance as a first-year teacher. 

Phase One uses graduates' classroom performance as the measure of the 

effectiveness of teacher preparation programs. The standardized observations and 

interviews in Phase One reduce the relationship between Schools, Colleges, or 

Departments of Education (SCDE) and their graduates to mean performance scores and 

standard deviations. The Phase One study does not answer questions about the specific 

ways in which teacher education programs impact the performance of their graduates. 

Without such knowledge, it is difficult to understand what types of teacher preparation 

practices lead to better outcomes among graduates. Thus, Phase Two of the study is a 

qualitative analysis designed to provide a voice to the graduates of teacher education 

programs. Phase Two research is designed to obtain a better understanding of new 

teachers' experiences during their teacher preparation program and how those 

experiences affect their current practices as a new classroom teacher. New teachers must 

rely on what they learned in their SCDE more than veteran teachers with several years of 

on-the-job experiences. At the same time, new teachers offer a better perspective on their 

readiness to teach than student teachers or substitute teachers, because they are faced with 
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the full range of responsibilities of a classroom teacher and therefore should have a more 

complete perspective of the value of their teacher education program. 

Participants 

Twenty-one teachers were selected from the sixty-three participants of Phase One 

observations. These teachers were sent a letter inviting them to participate in the one-

hour follow-up interviews (See Appendix D). Fifteen teachers from five different school 

districts agreed to participate (71% response rate), and each participant in the follow-up 

interviews was paid a $60 stipend. Among the participants, thirteen are female, and two 

are male. Eight are traditional SCDE graduates, while seven are changing their career 

from other professions. Two teachers already have master's degrees while a third was 

attending a master's program. 

Tables 23 and 24 describe how Phase One and Phase Two teachers reported their 

satisfaction toward various aspects of their professional preparation. Note that some 

teachers are not included in these data because they did not attend a teacher education 

program. The answers were given based on a scale from one to ten (See Appendix B). 

As these tables show, the fifteen participants of the follow-up interviews had a slightly 

better impression of their teacher preparation program on average than the overall sample 

of teachers from Phase One. Based on an analysis of variance, the differences were 

significant for question four which asked participants about the quality of instruction in 

their teacher education program, but not significant for the other five questions. 



117 

Table 23 

Means and Standard Deviations for Six Questions on New Teacher Satisfaction (All 
Phase 1 Participants Who Attended Teacher Education Program). 

NMin Max Mean S.D. 
How satisfied are you about how well your teacher education prepared you 59 0 10 6.96 2.03 
for this teaching job? 
To what extent does the teacher education program you attended need to be 59 0 10 6.36 2.20 
improved? 
To what extent did your teacher education program make you more prepared 59 0 10 7.53 2.55 
to teach? 
Please rate the quality of instruction of your teacher education program. 59 0 10 7.46 1.93 
To what extent has your school district helped you to become a better teacher 60 1 10 6.96 2.50 
through workshops or formal mentoring? 
To what extent has your colleagues helped you to become a better teacher 59 2 10 8.12 2.19 
informally? 

Valid N (listwise) 58 
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Table 24 

Means and Standard Deviations for Six Questions on New Teacher Satisfaction (Phase 2 
Participants Who Attended Teacher Education Program). 

Descriptive Statistics for Fifteen Teachers in the Follow-up Interviews 
NMin Max Mean S.D. 

How satisfied are you about how well your teacher education prepared you 14 3 10 7.29 1.86 
for this teaching job? 
To what extent does the teacher education program you attended need to be 14 3 9 6.64 2.02 
improved? 
To what extent did your teacher education program make you more prepared 14 7 10 8.71 1.27 
to teach? 
Please rate the quality of instruction of your teacher education program. 14 6 10 8.32 1.03 
To what extent has your school district helped you to become a better teacher 14 2 10 7.14 2.66 
through workshops or formal mentoring? 
To what extent has your colleagues helped you to become a better teacher 14 3 10 8.71 1.90 
informally? 

Valid N (listwise) 14 
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Table 25 

Means and Standard Deviations for Three Domains of Teaching from Phase One. 

Descriptive Statistics 
N Minimum Maximum MeanStd. Deviation 

Planning and Preparation 63 1.88 4.55 3.22 .61 
Classroom Management 63 1.17 5.00 3.49 .98 

Implementing Instruction 63 1.27 4.75 3.42 .80 
Valid N (listwise) 63 



Accompanying all participant comments from the Phase Two interviews, I 

include a profile of each interviewee consisting of a composite performance rating for 

each of the three primary domains, Planning and Preparation, Classroom Environment, 

and Implements Instruction as well as how the teacher rated their satisfaction with the 

program they attended within the caption. This information is provided so that readers 

have a better understanding of the performance of the individual speaker. For 

comparison purposes, it is also helpful to note the average performance ratings among all 

63 new teachers in the three measured domains of teaching (See Table 25). 

Procedures 

Among the sixty-three participants of Phase One, seventeen had their lessons 

videotaped during Phase One. The names of those who were videotaped and those who 

were not videotaped were separated into two hats. Twelve names were drawn from the 

hat with teachers who were not videotaped and nine names were drawn from the hat with 

teachers who were videotaped. Invitations were sent to these twenty-one teachers to 

participate in the follow-up interviews. Of the twelve teachers who were not videotaped, 

seven agreed to participate in the follow-up interviews. Of the nine teachers who were 

videotaped, eight agreed to participate. I scheduled a convenient time to meet with each 

teacher and conducted a one-hour interview with each of the fifteen participants. (See 

Appendix D for interview protocol). 

The interviews with the fifteen selected teachers were audio taped and then 

transcribed. The teachers' responses were categorized by various domains of teaching so 

that patterns in response data could be established. The purpose of this analysis was to 



121 

better understand the impact of teacher education on teachers' practices in areas such as 

lesson planning, assessment, and classroom management. Also, teachers were asked to 

discuss their background outside of teacher education as well as their current work 

context. Finally, the teachers were asked if they felt attending a teacher education 

program was worth the time they invested or if they would have preferred going straight 

into the classroom with a background in the content area that related to the subject(s) they 

taught. In the following passages, the names of the participants have been changed to 

ensure anonymity. 
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Results 

Why Choose Teaching 

Prior to exploring the impact teacher education has on the teaching performance 

of new teachers, it is worthwhile to gain a better understanding of the study participants 

by learning why they chose to teach. Understanding why people chose to enter the 

teaching profession can help in understanding the conditions that would promote entering 

into the profession. Many younger, traditional students have wanted to teach their entire 

lives. Sara began to identify herself as a teacher by being a leader when she was in high 

school. 

I always wanted to be a teacher. My parents support education from square one. 

And 1 always felt as a role model, even to my own classmates and peers through 

school, but I wasn't sure if art was it. I was originally doing wildlife biology, so I 

thought biology teacher. I was kind of moving my major around, but granted I 

was going to be teacher. 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

Similarly, Carrie has been thinking about how to present lessons long before 

entering her teacher preparation program. 
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I knew I wanted to teach and I really enjoyed the Family Studies program. I 

enjoyed learning about the kids and the development of life. I think it's been 

really beneficial, too, especially working with junior high kids because I know 

exactly what they are going through right now. I took a lot of psychology and 

sociology classes...so you know that this is a rough time for these kids, they are 

going through a lot of hormonal and adolescent changes. A lot of people don't 

know what to be expecting from junior high kids are having a hard time dealing 

with these kinds of kids...I think [teaching] came second nature. I would think 

about lessons and activities that I had when I was in school, high school and 

junior high. And I would just modify certain areas from like maybe a history 

class and English class and combine them to make a fun project or to do 

something different. Or even looking through teaching books at the store and 

modifying them to fit my seventh and eighth graders. 

(Carrie, grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10) 

For both Lori and Cheryl, family was the biggest reason for making the switch to 

teaching. For Lori, having a schedule to match her children's was critical in a new job. 

I was a video producer. But I always worked in an educational setting. After 

those jobs, I started a family, decided that I would like to make some changes. 
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have more time available. The scheduling in video production often means that 

you have to be there for big events and it's always nights and weekends. Family 

time that I wanted to reclaim for myself 

(Lori. 4'*^ grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4* grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

In Cheryl's case, teaching in her daughter's kindergarten class got her into the 

classroom. When she found she enjoyed her work, she decided to return to college for 

her certification. 

The reason I got interested in education is that my oldest daughter went in this 

kindergarten and there was no music there, and I thought it was criminal. So, I 

started teaching in her classroom, figuring whatever I could do would be better 

than nothing. And then the PTA hired me for five or seven bucks an hour to do 

music for the whole school. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 
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For Connie, teaching was always in the back of her mind even when she was 

traveling the world gaining a Ml range of experiences working for various international 

agencies. Connie felt her first career was an extended preparation in social studies 

content that allows her to be more effective in the classroom. 

Teaching is something that I'd always thought about. Both my parents were 

teachers, as well. I saw the impact that they had over the years. But I did not feel 

that I could be an effective teacher at the age of twenty-two. Especially teaching 

something like social studies where I think the real-world experience is absolutely 

invaluable...if I wanted to teach, I wanted to able to give as much to the students 

as I possibly could. And so it was honestly a search to get experience, learn more 

about the world before I was teaching it to kids. In addition, my work of living 

[in] and traveling to developing countries over the years and working in 

everything from infrastructure to health care to elections, to me it boils down to 

two things: health and education. And I don't have much tolerance for blood and 

boo-boos and stuff like that. And it was very clear my passion in education and 

that is just so invaluable. And the transfer of knowledge and communication is 

something I'm really passionate about. 

(Connie. 7 grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 

emergency certified and currently enrolled in education post-bac program. 

Planning rating: 3.91, Management rating: 5.00, Instruction rating: 4.25, Program 

satisfaction rating: n/a). 
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Tony reached the point where he was able to retire from law enforcement with a 

full pension. For him, teaching is a wonderfully fulfilling career, but one that was 

possible only because of his financial independence. 

I kind of knew about in the middle of [my program] that this was a very, very 

good second career for me. For many different reasons, by the way. One of 

them being money, I had a pension coming in and I didn't have to worry about the 

fact that teachers don't get paid diddlysquat. And that's important because it's 

really hard to get people to come into this profession because you tell them right 

up front that "we aren't going to pay you." And it's been the standard forever that 

you don't get paid enough. And it's very true and I didn't really how true it was 

until I actually started working and realizing that I'm expected to work sixty 

hours a week but only get paid for forty. So now my salary just got dropped by 

one-third and you know no one told you about it. That's one of the reasons and 

the other thing is I'm fifty-one years old. I didn't feel that I was old enough to 

retire and this is a good career for me to use all my life experiences and to share it 

with a very important part of our society. I honestly feel, as corny as it sounds, 

that this is probably the most rewarding thing I've done throughout my life...I'm 

not one of the fifty-percent that's gone to leave within the first three or after the 

first five. No, I'm confident enough and liking it enough. All the little pieces fit 

into place enough that I think I'm going to be here for the rest of my second 

career. 
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(Tony. grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

Challenges of New Teachers 

Understanding why people choose to teach helps provide insight into the personal 

motivations of new teachers. In order to better understand the life of new teachers, it is 

equally important to understand the context in which these teachers have been placed. 

Unlike most professions where new employees are given a period of time to acclimate to 

their new position, new teachers generally assume the full responsibilities of veteran 

teachers immediately. Not only do new teachers lack direct experience, they also lack a 

portfolio of lesson plans and teaching artifacts that veteran teachers possess and most 

lessons and assignments must be created from scratch. Even when everything goes well, 

the life of a new teacher can be exceedingly challenging. 

The bottom line—^there would be no way that I could complete the job that was 

expected of me within a forty-hour period. I could not break the sixty-hour week 

barrier. And that was the hardest thing, that boundary of sixty hours kept coming 

up. I would put in an extra twenty hours. Two hours every night. And then 

more time on the weekends just in the assessment that I chose. I chose to use 

written assessments, compositions, as opposed to standard testing. And that alone 

took me a good ten hours on the weekend. 
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(Tony. S"' grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating; 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

The one thing that is hard is that there is such a span of reading levels and 

I...don't have textbooks that are pre-first grade because I'm [a] second grade 

[teacher]. So I had to go and scavenge around to find books that were appropriate 

for those kids to read in my reading group.. .1 would say [the most difficult part of 

starting to teach is] trying to figure out where all my kids were [academically]. 

Like, the different levels they were, to try and test them and still have the class 

working is almost impossible.. .it was very hard to figure out the general plan of 

my day. Like when did I want to do math.. .and then discipline. Classroom 

management—unbelievable. And they say that in school, they say classroom 

management takes up ninety percent of your time. But it really is my weak point. 

(Lisa. 2"'' grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 
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Some of [the academic standards] are worded so loosely, they could cover a lot of 

stuff and you know some of the inquiry based things, it's real difficult to work 

that in. And the students sometimes really fight you on that inquiry. So asking 

the questions and trying to discover things, sometimes they just want to look it up 

in the glossary or something. So that's been difficult.. .I'm just so overwhelmed, 

you know, and I'm sure everybody has been telling you this. You know, it's like 

just when I just catch one area, then I fall behind in another. Like if I can keep 

up on my grading, then my lesson plans just are horrible and I'm not doing very 

well with that. Or if I can keep up with even discipline stuff, you know, I could 

spend ten minutes a day just writing referrals for different problems and so. 

(Barbara, high school biology, ESL health, and ESL earth science teacher. 

Undergraduate degree in elementary education, minor in science. Emergency 

certified. Planning rating: 3.05, Management rating: 3.70, Instruction rating: 

3.46, Program satisfaction rating: 5/10). 

Lisa, Tony, and Barbara described the type of challenges faced by new teachers 

even when there are no unusually difficult circumstances. However, new teachers are 

frequently placed in considerably more challenging situations than veteran teachers due 

to their lack of tenure and therefore lack of choice. Lori was moved out of her 

kindergarten class to a fourth grade class in the middle of a semester because she had the 

least seniority in her school. In addition to having the regular adjustment period to her 



kindergarten class, she was required to completely re-adjust to a new grade level, 

students, parents, and in essence to again start the process of being a new teacher. 

At the beginning of this year, I got to teach kindergarten for almost one quarter 

and then to relieve overcrowding they created a fourth grade classroom and 

moved me over here...the school had three regular ed classrooms with fourth 

graders...they each had more than thirty-two students per room. This portable 

building was being set up and when they finished setting it up, eight students from 

each of those classrooms was moved over to create a new fourth grade class so 

there'd be fewer students per room. 

(Lori. 4"^ grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4'^ grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

Being a new teacher can be made more difficult without adequate time for 

preparation before school starts. Often, school districts hire new teachers at the last 

moment after they find out what their current year's enrollment will be. While the 

practice of hiring teachers late can help school districts keep appropriate student-teacher 

ratios, the unfortunate result can be that many new teachers do not get an opportunity to 

adequately prepare for their first teaching experience. Thus, many inexperienced 

teachers are even further handicapped in their new profession right from the start. 
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I got hired five days before school started and I didn't know which math programs 

they were teaching. They had the Four Blocks program everyday. So it takes 

awhile to get used to it and [at college] I wasn't trained for the Four Blocks 

program, which is reading, writing, language, and math.. .right when you open the 

door there are thirty kids asking you one hundred questions, and teachers at the 

door, and calls from the parents, and different things going on at one time. You 

need to be on your toes. I think one thing they could have done better is time 

management skills, it's something teachers need to be efficient at. 

(Nikki. 3'^'' grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating: 2.33, Program satisfaction rating: 7/10). 

Both Lori and Nikki received relatively low ratings during the initial interview 

and classroom observation. However, the extenuating circumstances they had to 

overcome may have had as much to do with their performance as their teacher 

preparation. Unfortunately, these were not the only difficulties Lori and Nikki had to 

overcome. 

I want to define "difficult." I was very surprised how empty the room was. I 

thought there would be more resources. It was harder to find the resources I 

needed and I was very surprised how many I was expected to buy out of my own 

pocket. It was much more expensive than I expected. I know a lot of teachers 
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buy materials for their classrooms, but I thought those would be the nice bonuses 

that they just wanted their students to have. And I felt instead that I was having to 

buy the basics. To go into a classroom and not have any books just surprised me 

very much.. .even when I went up to fourth grade, to not have math manipulatives 

in the room, ready to go, surprised me very much. What I found difficult was that 

I was, of course writing lessons, every new teacher has to do that, but I was 

finding evening after evening I was driving over [to] the Walgreens or driving to 

Kinkos or driving to Wal-Mart to buy materials out of my own pocket to do a 

basic lesson. That was harder and more expensive than I expected. 

(Lori. 4"' grade teacher. Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4'*^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

For many teachers, job difficulties and poor pay combine to discourage first-time 

teachers in their profession before they have the opportunity to learn from their 

experiences. Having teachers leave the profession within the first year, after the most 

difficult part of the transition is over, is a considerable drain on the pool of potential 

teachers. Without a good experience in the first year, alternative professions that offer 

better opportunities for financial gain can be very tempting. 

I enjoy teaching. They always talk about the pay and I always thought that it 

didn't matter, but once you get into the real world, I have a house now and all 



these things and it does make it tough. I'm not closing myself to teaching forever, 

there's just different jobs at different places, such as Raytheon that pays fifteen 

thousand more starting and I might go off and do that and maybe after I retire 

come back to teaching. Financially, I don't think I'll be able to stay here.. .1 

always thought it sounded okay and I would be able to handle it. 

(Nikki. 3"* grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating: 2.33, Program satisfaction rating: 7/10). 
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The Impact of Teacher Education Programs 

The purpose of the follow-up interviews was to explore the impact of all 

experiences that affect new teachers' performance. During interviews, participating 

teachers were asked to comment on how well they have been prepared to deal with 

various aspects of teaching (lesson planning, classroom management). Teachers were 

asked to describe strengths and deficiencies they perceive in their own teaching skills. 

The interview questions were particularly focused on trying to identify where new 

teachers attained the pedagogical skills that they now use and whether it was learned in a 

teacher education program. The following responses note the specific areas of teacher 

education that generated the most feedback from participants. 

The Impact of Student Assessment Preparation. In the area of assessment, there 

was wide variation in how well new teachers felt they were prepared by their program. 

Connie and Tony were both very pleased with the preparation they received and applied 

this learning to current practice. Both teachers used a combination of objective tests 

along with more constructivist approaches based on projects and essays. 

My assessment course, I had a lovely instructor for that course who got her 

doctorate through the [University]. She was quite progressive, we spent quite a 

bit a time with Bloom's taxonomy and I think about those elements in my 

classroom. Moving kids to the higher thinking levels everyday, not just on test 

days, every day. And in fact, tests are such a minor part of what 1 do, I've only 

given two major tests all year, a couple of quizzes a long the way. I do a lot of 

grading by rubrics and I will create the rubric per the project as I am kind of 



planning, thinking it out, as the students start working a little bit. And I always 

present that rubric to the students several days in advance of the final assessment 

so they know exactly what they're being assessed on. 

th 
(Connie. 7 grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 

emergency certified and currently enrolled in education post-bac program. 

Planning rating: 3.91, Management rating: 5.00, Instruction rating: 4.25, Program 

satisfaction rating: n/a). 

We talked about types of assessments; we went over all the different types of 

assessments, the formal one that everyone is used to and the written one. And 

again, I got the impression that the new way to do it was written assessment and 

that the old way to do that went along with direct teaching was the old fashioned 

true/false, multiple choice. Whether that's true or not, I don't know. They 

covered the gamut of them. They explained a different way of making up such 

tests, the different ways of kind of making it so that you just don't put two good 

answers. I remember them specifically talking about A, B, C, and D and don't 

make it so that just A and B could be logical. Make it so that there really is a 

twenty-five percent to let you know who's just guessing and stuff We went over 

all the different methods of assessments and I got the impression that this was the 

most modem way. 
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(Tony. 8"^ grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Plarming 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

Sean was also presented with a variety of approaches to assessment although he 

felt the approaches were not necessarily consistent with each other. Sean has spent his 

first year of teaching trying to find the appropriate balance of various assessment 

approaches to use with his students. 

They taught us several different takes on assessment. And some of which 

contradicted each other. Well, I mean in some of the books that we used at the 

college they present several different theories. You know, one theory was that 

you could assess frequently to better retain information, quizzes and such. Then 

others said quizzes aren't really a reflection of achieving learning goals and we 

need to do performance assessments. And so I haven't really made up my mind. 

The teacher that I student taught for had quizzes every Friday and tests every two 

weeks, which I didn't really like too much. I kind of moved away from that this 

year. Fewer tests and more projects. But I've realized that in second semester 

that there's so much time between many assessments that it's kind of hard to see 

where they're at and how much they're retaining. So what I've done this last 

quarter is a lot of low stakes quizzes, more for my benefit so that I know what 
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they're retaining so that I can modify my instruction. Performance assessments 

we need, and I prefer them, but they're so difficult to create. You have to write a 

rubric, you have to give feedback, it's takes forever to grade. 

(Sean, s"' grade history teacher. Undergraduate degree in history and post-bac in 

education. Planning rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating; 7/10). 

Nikki was not prepared to assess her students and had to leam the information on-

the-job during her first semester of teaching because she was not provided the 

opportunity to leam assessment techniques from her cooperating teacher during student 

teaching. 

It took me four months to really know how to assess the students. In student 

teaching I was never allowed to assess the students. The teacher was the one who 

wanted to grade the work. She was the one who gave the grades so I was never a 

part of it. So when I came it was like my tum to figure it out. 

(Nikki. 3'*' grade teacher. Traditional student with undergraduate degree in 

education. Initially imdecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instmction 

rating: 2.33, Program satisfaction rating: 7/10). 

When asked if assessment was covered in her college coursework, Nikki said 

"no". She was concerned about the overall academic rigor of the program that focused 



on superficial work and not enough on critical areas such as student assessment. 

Veronica's sentiments about her program were similar. 

Doing a portfolio and cutting and pasting books and doing theses things. Yeah, 

it's a lot of fun but I could do that at home and I know how to do that. I want [to] 

know what I'm getting in to. Some of the classes are really that you just skate on 

through and that's not what I'm looking for, I want to be challenged when I'm 

paying a lot of money at the [university] to get a good education. Assessment 

would be a great thing to get a little extra help in. Assessment would be the 

biggest thing that I can think of off-hand. 

(Nikki. 3'^'' grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating: 2.33, Program satisfaction rating: 7/10). 

Testing them, giving assignments. I don't think I was prepared for that at all. 

(Veronica. 2"'' and 3"^*^ grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

2'/2 years before first regular position. Planning rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 

The Impact of Special Education Preparation. One area where many new 

teachers felt unprepared was teaching special needs students. Many teachers remarked 
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that what they learned was not enough to deal with all of the challenges involved in 

teaching special education students. 

The six-week course that you take on special needs. Because there's so many 

problems today in this day and age and so many things that go undetected or 

behavior problems that you just don't understand, you don't understand how to 

deal with them because you've never encountered them or don't have enough 

experience or exposure to it. Also, with experience, you need to have that also, 

but it's just the fact that it wasn't long enough. 

(Veronica. 2"'' and 3"^ grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

2!/2 years before first regular position. Planning rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 

I'm still not ready to deal with it. I don't know, again, being a new teacher and 

this is a brand new school for me, I'm not even sure that them being in this 

classroom setting is the appropriate place for them. When I say that they're not 

learning...I mean I could show their books and their books are going to be 

nothing on the pages. And I'm supposed to, if they put their name and date on 

top, to have advocates [special education resource teacher] and their advocate will 

sit down and she'll say, "well, look, if they put their name and date, it's two 

words and that's a lot for them." I'm not sure if that really tells me that they are 
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learning science. It shows me that they did something, but once again, why do 

you need a science teacher to do that for? 

(Tony. 8**^ grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

Listening to these new teachers, there was clearly a sense of frustration of not 

having the proper skills to deal with special education students. However, another large 

part of their concern was that, regardless of their own preparation to work with special 

education students, they simply felt they did not have the time and resources to 

effectively work with their regular education students and still provide the attention 

necessary to help the special education students. 

I have this one kid that has a speech problem and he was in my classroom at first 

only part-time, like forty percent and all-inclusive sixty percent and the parents 

pushed and pushed and nobody on the staff felt he should be totally included. But 

the parents would just not give it up. So now he is in my classroom all the time. I 

also have another special needs child who comes and goes, I have two ESL 

children, and I have three that go for speech. They're getting pulled in all 

different directions. I also have three kids that go for reading, they aren't special 

needs but they go just for extra reading help, they're in the grey area and just need 
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a little boost. That is definitely another thing you do not consider when you are 

planning. You have kids leaving all times of the day and they still have to learn 

all the information that you're teaching, so you basically plan around. 

(Lisa. 2"^* grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

No, I was not [ready to deal with special education students]. I was worn out. I 

think they need to schedule those people so they aren't all in the same classroom. 

I told the other teacher "you got to help me out here, what am I going to do?" 

And we do a project every quarter, too, in the library on Fridays.. .It was better 

because they had to be quiet in there, there was no problem. But outside, it's like, 

"hang on, you stay here, you run that way, you run this way." It was a lot of 

work. They said they want me to send them to the office. Well, no, I just need 

help. I want to keep them active, but I don't want to have to be on them, to watch 

them all the time. So I asked them [school administration] that if I get them 

again, I want a smaller class. That's how it should be anyway.. .that was really 

hard for me. I mean, I sought help. I sought help from the department head, I 

sought help from the psychiatrist, I sat down and talked to her. It was like, "well. 
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send them to me." I don't want to send them to her, I want to work with them; 

you know they need it. So I just suffered. 

(Jessica. 7'*' and 8"' grade physical education teacher. Undergraduate degree in 

Education and P.E. twenty years ago. Worked as high school volleyball coach for 

10 years and resort hotel manager for 10 years each prior to first job teaching. 

Planning rating: 4.09, Management rating: 4.50, Instruction rating: 4.58, Program 

satisfaction rating; 8/10) 

Many new teachers stated that they were not prepared to deal with all the 

paperwork that was required of new teachers. Veronica was particularly worried about 

the documents she routinely had to fill out for students that could seriously impact their 

lives. 

I can honestly say that the teacher preparation program did not prepare me for any 

of the paperwork. And there's still paperwork being brought to me now that I still 

don't know how to fill it out. They didn't tell me that there was entrance and exit 

papers, which I had no idea what they were. When a student leaves a classroom, 

all the paperwork that you have to fill out describing what level, the unit that you 

might have been on, where this student was. If they're referred to something for 

anger management, for behavior problems, for the fact that there might be a 

possibility that the child should go to their family doctor to see whether or not 

they should be medicated. It's your call whether or not you're thinking if this 

child's really having a hard time focusing in your class, so maybe they need to be 
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referred to ADHD. I mean, there's a lot of things that that's a little on the scary 

side because your signing your name to paperwork that you're not one hundred 

percent in what you're doing. 

(Veronica. 2""^ and 3"^ grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

IVi years before first regular position. Plarming rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 

There were situations where special education training during college had a 

positive impact. In Clarisa's case, she felt the training she received in a mainstreaming 

class allowed her to work effectively with her students with special needs and to provide 

them with the help they needed. 

I think what really helped was the mainstreaming class. It was really beneficial 

because you have all these different learners in the same classroom and if you can 

teach to students who were considered mainstream students, then you're teaching 

mostly all the students because all the students fall in all these wide variety of 

categories and skill levels. So if a few more mainstream classes were offered, that 

would be beneficial for all teachers.. .1 have a lot of students with lEP's. Some of 

them don't even have math goals, though. They're not Special Education for 

math. That makes a difference, too, but it's nice to know that they're in that type 

of category, that they have their lEP's because sometimes when we're reading I 

have them read the lesson themselves and it takes them forever sometimes. So it 



144 

takes them a lot longer, so I know to group them up or talk to them individually. 

So it does make a difference. And that's where I think the mainstreaming course 

was really helpful because you learn to deal with all these other students with 

these particular needs that if you're not aware of you don't know how to do your 

job as well as it could be done. 

(Clarisa. S"' grade math teacher. Traditional student with undergraduate degree in 

education. Initially engineering major then changed to education. Worked 4 

years in a student outreach program at the same school where she now teaches. 

Plaiming rating: 3.00, Management rating: 4.33, Instruction rating: 3.75, Program 

satisfaction rating: 6/10). 

Among all new teachers, Sara was the only one who felt too much time was spent 

on special education during her preservice program. She was also the only teacher who 

has not had to work with special education students during her first year of teaching 

partly because she is an elementary art teacher. Her comments illustrate a serious 

challenge to SCDEs. Because of variations across schools and classrooms, teacher 

education programs cannot easily provide experiences that will be relevant for all 

graduates. 

I'm not saying that it isn't important, I think in the mainstreaming class they spent 

an awful long time on lEPs, which is important, but I found that I haven't dealt 

with it. That is important policy in dealing with mainstreaming kids, but they 

spent an awful long [time] on that and that hasn't come up. 
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(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

The Impact of Lesson Planning Preparation. New teachers mostly discussed 

lesson planning in terms of the format of the lesson plans they were expected to use in 

teacher preparation programs. Many teachers remarked that the lengthy, formal lesson 

plans they wrote were nothing like what actual teachers create on a daily basis. Many of 

the new teachers remarked that formal lesson plans were generally done for the benefit of 

a principal or administrator who may be observing a class, but were not particularly 

useful for actual teaching practice. There was a general feeling that teacher educators did 

not spend enough time preparing education students to plan for a whole week at a time, 

or a unit at a time, something new teachers said was common practice. Instead, teacher 

educators focused only on formal lesson plans despite their lack of utility. Lisa and 

Maria both would have preferred learning how to plan for a whole unit that spans several 

days or weeks instead of learning to create detailed lesson plans for just one day at a time. 

The lesson planning we did in our courses were always detailed, elaborate plans. 

We all knew it was a fiction that we would do those for every fifteen minutes of 

the day. We know in kindergarten, kids don't sit still more than fifteen minutes. 

But I can't write a two page detailed lesson plan for every fifteen minutes of 

every day, I wouldn't get any sleep. So I felt prepared to do that kind of planning 

but I did not feel prepared how to figure out how to divide the day into chunks or 
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how to write a lesson plan that would satisfy a principal and yet be practical 

enough to be done every day.. .every teacher that I had said with a wink and a nod 

"we know you're not going to do this everyday, but you need to show that you 

can do it, and you're going to want this for your portfolio." But we never spent 

time talking about when we get in the real world what are we expected to put 

down on paper? What do people really do? And I'm sure that it varies from 

school to school. But we didn't really spend enough time on that.. .even during 

my student teaching what I had to hand in were the complete and detailed lesson 

plans. Now I know that my mentor teacher, my cooperating teacher for the 

student teaching, didn't do lesson plans like that. 

(Lori. 4"^ grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

Like, the three-page thing for one lesson, which is good to do some because you 

have to do them when the principal comes to observe you or the career ladder 

people come. You need to know how to do that with objective, your procedure 

material, all that stuff, closure, standards. You need to know how to do that. But 

we did so many of those really long ones that we didn't plan for the week. I 

mean, if you saw my plan book, it's nothing, absolutely nothing like what they do 
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in class with that much stuff for one lesson. I know..in my head what I'm going 

to do. I write, "listening center" or "math, page four thirty-six, divide three digit 

numbers by three digit numbers." I mean, that's my plans. I know what I'm 

doing. If I write sub plans, I need to go into more detail. But I think it would 

have been helpful to have more of the "plan for your week and this is the stuff 

you need to cover this week." 1 mean, even show them some text books and say 

"here's a math book, you need to get through unit one this week, figure out how 

you're going to lay it out." I think that would have been more helpful because we 

didn't do any of that stuff. 

(Lisa. 2"'' grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Plarming rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

The lessons that I did when I was doing that weren't lessons that I would use 

later.. .1 think it was because they were just taken out of context. Like, we never 

did a whole unit or it was just like "do a lesson on this short story." But it was 

completely taken [out of] context, where it would have been easier if we had done 

the short story unit and then leam how to plan the whole unit. Like, which short 

stories would you use or what would you start off with and how would you finish. 
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(Maria. 11"' grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

In contrast, Veronica, Cheryl, and Carrie saw the benefit of writing formal lesson 

plans in college. Veronica was complimented by her principal for her thorough lesson 

plans, while Cheryl liked the more formal plans because they will help her to remember 

how to teach the same lessons in the future. 

I think that they actually over-prepare you for lesson planning than what's 

actually expected of you. But in the lesson planning that you do through the 

University, because it is so lengthy and you are being so thorough, it's a really, 

really great experience. Then you come out into the quote/unquote real world and 

you learn that you actually had been over-prepared. And it leaves me very 

comfortable with my lesson plans and I have nothing but the greatest compliments 

from the principal because they are so thorough. That I definitely think the 

teacher preparation program did an excellent job of. 

(Veronica. 2"^* and 3''' grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

2/2 years before first regular position. Planning rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 
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A lot of teachers around here have lessons plans with the little boxes and they say 

these pages and there's not too much more than that. I actually have a full lesson 

with procedures... for most all of the lessons because, for one thing, I don't want 

to forget, it's not like you're teaching math and you're always going to teach 

multiplication the same way. It's just different, I don't want to forget. I'm 

teaching a jazz thing and I want to remember what worked, how I presented it, 

how I had the kids interpret it. In five years it probably won't be a big deal, but 

for now I pretty much fill out everything I do. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating; 4.67, Instruction rating; 4.29, Program satisfaction rating; 6/10). 

They contributed in helping me format how I'd write out a formal lesson plan. 

They helped with that, I had no idea on how to do that. The ideas and everything 

were pretty much mine. Most of the times I would hand in the lesson and my 

teacher would be like "oh my gosh, that sounds like a great activity, that sounds 

like it would be really fun, can I use that?" So pretty much the ideas I came up 

with were on my own. 

fh 
(Carrie. 7 grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 
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Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10) 

Maria would have preferred more lesson plarming preparation since she felt it was 

one of things that made the most sense to teach in a college course in the absence of 

actual students; however, Clarisa felt the opposite and wished she could have been able to 

see her lesson plans enacted. 

I think lesson plaiming [is something] I would have wanted to learn more during 

teacher preparation] because that's one thing you can really separate from the 

classroom and it'll still be effective. As far as managing misbehaviors and 

engaging students, I think a lot of that comes when you actually have students in 

front of you. But with lesson planning I would have loved to have been taught 

how teach, to teach out of the book. Because I had no idea. 

tVi 
(Maria. 11 grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

We need more where you get to actually see a lesson take form. I mean you sit 

here and you do a lesson plan and it looks great and that's it. Sometimes in the 

class that's what would happen, it's dead after you do your lesson. I would like to 

see where you actually take a standard and you have your own idea and you 
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create your own lesson plan and you actually do it and then compare it to 

someone else's who has the exact same standard but they have a different lesson 

and to see how they used different manipulatives and compare it. And also 

actually see it, like on video. 

(Clarisa. S"' grade math teacher. Traditional student with undergraduate degree in 

education. Initially engineering major then changed to education. Worked 4 

years in a student outreach program at the same school where she now teaches. 

Planning rating: 3.00, Management rating: 4.33, Instruction rating: 3.75, Program 

satisfaction rating: 6/10). 

Probably the most amazing example of the success of teacher preparation is 

Jessica, who still had records of all of her lesson plans from her education courses and 

student teaching. The remarkable thing was that Jessica graduated twenty years ago and 

has since been through two other careers. Jessica did note that she did not place much 

emphasis on state standards since that was not a focus of the program at the time she 

attended. 

I have a file cabinet [from my teacher education program 20 years ago] that I 

actually pull out stuff. In fact just over Christmas break I did. I'm the only one 

who does [lesson plans], believe it or not, in the P.E. Department. It might be 

because it's my first year or whatever.. .1 plan for the whole semester. So I do 

plan... what I'm going to do each day, what I will introduce each day in my 

lesson plan book. I need to have that.. .1 got that obviously when I was in school. 
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And they stressed that so much [back in college]. I don't write down the 

objective, I write down what I want to [do]. I don't go into that much detail. I 

don't like the [state] Standards either on that. But I write down what I want to do 

that day and who with. I like to be organized. I think it drew from my hotel 

management and also I was taught that in college....I'm the only one who does 

that. All my scores are filled in. Youknow what's furmy, though? They look at 

my lesson plan, the people who've been here the longest. 

(Jessica. 7"^ and 8'^ grade physical education teacher. Undergraduate degree in 

Education and P.E. twenty years ago. Worked as high school volleyball coach for 

10 years and resort hotel manager for 10 years each prior to first job teaching. 

Planning rating: 4.09, Management rating: 4.50, Instruction rating: 4.58, Program 

satisfaction rating: 8/10) 

The Impact Academic Standards Preparation. Except for Jessica, one thing that 

most of the new teachers felt comfortable with was teaching to the state academic 

standards. Most teachers felt their program spent enough time on the standards and how 

to implement them. What may please many state departments of education was that the 

new teachers also stated that they understood the reasons for having state and national 

standards for students. 

For many policymakers, there is a great deal of concern about whether teachers 

are properly prepared to teach to state and national content standards. That was a 

point of emphasis in almost all my classes. With the new federal programs and 
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"No Child Left Behind" and state standards and standardized testing. That was 

discussed at length at the University, so I knew that there were standards, I knew 

how to find out what they were, I knew how to incorporate them into my lesson 

planning. So [teaching to] standards was no problem whatsoever. 

(Sean. 8^*^ grade history teacher. Undergraduate degree in history and post-bac in 

education. Planning rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating: 7/10). 

It was very useful. We used...State Standards when we were writing our lesson 

plans, usually. Changing from that to [our district] standards wasn't any problem 

at all. 

(Lori. 4"^ grade teacher. Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4'*^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

I'm very familiar with [the standards from my teacher prep program], national 

and state. I could stand on my soapbox and say why do these need to be 

important. As far as art being relevant into the curriculum and making it 

important, teachers need to become familiar with state and national standards. 

And use it, "you've got to do this, you've got to memorize it because your 
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principals are going to expect to see it." And that's one of the first things my 

principal asked for when she sees my lesson plans. 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

The Impact of Constructivist Approaches to Instruction. Most of the teachers 

commented that their teacher preparation program encouraged them to use constructivist 

teaching methods. However, many teachers have found they were not adequately 

prepared to use these approaches in their own classrooms. The new teachers liked the 

idea of student learning through social interaction and self-discovery, but did not know 

how to get started. Lisa could not imagine even beginning to use learning centers with 

the students she had in her second grade classes while Lori actually tried some new 

approaches and met with considerable resistance from her students. 

We actually took two field trips [to schools and] looked at multi-age classrooms 

where you could see...more child-oriented centers...I'm doing centers, but at the 

center I'm telling them what to do. Whereas, what I learned is there should just 

be a center and if it's a writing center you could have a bunch of stuff out there 

and they are able to go to the centers when they want to go. And that thought, just 

knowing this classroom, just scares the beegeebees out of me. I mean it sounded 

great in theory but they really have to be independent, on their own, and I just 
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don't know how to get to that point... We learned how to do it, but we didn't 

learn how to set it up. So I know how to do it, but I can't get these kids to do it 

without it being totally chaotic. 

(Lisa. 2"^ grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

I didn't realize how big the barriers could be.. .and that's not what I found in the 

fourth grade classroom. I found students who came in feeling like "we know 

about school, we know what happens here, we know what we're supposed to do." 

And if I tried to do something different, I actually had students telling me that I 

should be teaching differently. I had students very boldly objecting to certain 

things that I was doing and saying that I should be doing them differently. So 

they are already very accustomed to a certain style of teaching. And then in my 

first year there came certain points when I said "you know, with this particular 

activity or this particular PO that we need to cover, it's not worth putting in all the 

time and effort to teach them a new routine, let's just go back to the textbook 

work or whatever." One of the things I felt I really put a lot of time and effort 

into, because I thought it was worth it, is getting these guys to do guided reading. 

They were not used to that. 
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(Lori. 4"' grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4'*^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

Cooperative learning and small group work was particularly emphasized by 

teacher education programs as a good approach to teaching students of all grade levels. 

Despite the high value placed on group work by teacher education faculty, a consistent 

comment by the teachers was that they were not properly prepared to implement small 

group learning. As a result, many new teachers had negative experiences when they tried 

to implement group work lessons in their class. 

With cooperative learning, keeping the kids focused in working groups at this age 

[is a challenge]. Then at high school, too, kids tend to want to socialize.. .1 think 

more extreme methods of motivation are needed instead of trying to get the kids 

to self-motivate. I think there's need to be accountability, such as filling out some 

sort of form as they work, or being responsible for answering some questions, 

presenting to the rest of the class. Otherwise, you have one person doing all the 

work. And that was mentioned a few times but they always made cooperative 

learning sound so ideal and wonderful and everyone's working together. I don't 

think they emphasized enough that you need to have structure or the kids will take 

that time to shoot the breeze. 
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(Sean. grade history teacher. Undergraduate degree in history and post-bac in 

education. Planning rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating: 7/10). 

No. And again, if you don't have good management it's very hard to have small 

groups because you have other children constantly coming up to you or others 

off-task because you were attending to another group... They don't tell you what 

to do with the other children while the others are in small groups. And how do 

you tell the children that this is small group time, and you'll get to be in the small 

group to, just stay on task. 

(Veronica. 2"** and 3'*' grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

2'/2 years before first regular position. Plarming rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 

I was prepared how to do direct instruction and less prepared with how to do 

groups. Like the first time I did groups in my classroom is was complete chaos 

because I didn't tell them "each of you are held accountable." It was just like" as 

a group do this and turn in one paper." So I had kids that were just talking. And 

so I think that now I understand a lot better about holding each kid accountable, 

how to keep on task as a group, like giving them each responsibilities to do...I 

don't remember discussing too much group work [in my teacher prep program]. 
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Maybe we did and I just don't remember, but I don't remember talking about how 

to handle groups. 

(Maria. 11* grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Plarming rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

The Impact of Classroom Management Preparation. When we surveyed new 

teachers asking them what they felt were the areas of teaching in which they were least 

prepared, classroom management came out at the top of the list. For many new teachers, 

classroom management was the top priority because not having a well-managed class 

permeated all other aspects of teaching. Sean's sentiment on classroom management was 

shared by many new teachers, while Barbara explained what could happen if a teacher 

did not manage her class effectively. 

Your number one priority is classroom management. Ahead of lesson plaiming, 

ahead of district curriculum and standards and assessments. You need to be on 

top of that from day one and if you get that under control from the start then 

everything else should fall into place. But if you don't then you're going to be 

paying for it the rest of school year. 

(Sean. 8"^ grade history teacher. Undergraduate degree in history and post-bac in 

education. Planning rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating: 7/10). 
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I don't think specifically I [took a course in classroom management]. There 

wasn't like a classroom management 101 or anything...there were some teachers 

that would mention it or you could read this book about creative discipline or 

something. But I think maybe that's a gap.. .personally, I didn't expect them to be 

so immature. I did not expect their behavior problems that I had. I think that 1 

don't know if they had the sense that I was a new teacher or what, but there were 

days, there was a day when these two windows were covered in spitballs and 1 

had to clean it all off, and that's just totally inappropriate. I had a schedule that 

was in the back of the room that I wrote out for each of the periods, like the 

minutes and things, and someone took a package of salsa and squirted it up there 

and it looked just like vomit. It was the worst thing and I never saw any of these 

things happen but when you have thirty people in a room and you're individually 

helping one group table and then the next you can't look at them at the same time, 

and I'm just flabbergasted by some of the behaviors. 

(Barbara, high school biology, ESL health, and ESL earth science teacher. 

Undergraduate degree in elementary education, minor in science. Emergency 

certified. Planning rating: 3.05, Management rating: 3.70, Instruction rating: 

3.46, Program satisfaction rating: 5/10). 

The biggest criticism new teachers had of their classroom management 

preparation was that the curriculum focused too heavily on theory and not enough on 

application. Teachers felt they needed specific practices that they could employ to better 
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manage their classrooms. Both Lori and Carrie felt using role-play during their teacher 

preparation program would have helped them place the information into a specific 

context and helped them understand ways to apply the information they were learning 

from textbooks and in class. 

I was taught [management] but it was in a theoretical framework and I remember 

remarking...what I as a learner needed and didn't get was enough role-playing. 

When I said that the teacher in the room at that time said, "Okay, let's do it." And 

we did role-playing for about three minutes and that was it for my whole 

program...They explained techniques. And they also included many different 

models and said, "Okay, which one do you like?" Well, how could I answer that 

out of context? When I read this [management system], this sounds wonderful. 

But practically, how can I do this? 

(Lori. 4^*^ grade teacher. Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

I would probably say managing misbehavior [should have been emphasized 

more]. There should be more role-playing in the classrooms. We did do some of 

that, but that's one of the toughest things. 
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(Carrie. 7*'' grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Planning rating; 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

Even with the proper training, things happened in the classroom that were 

difficult for teachers to anticipate and respond to appropriately. Carrie explains that there 

would always be things that happened in the classroom for which it would not be easy to 

prepare. 

I think they told us everything that we could go over, this is how your class 

should be run, this is all the things that you could do, if you run into [a] problem 

these are the best ways of going about dealing with it. But this year I was three 

weeks, four weeks into the school and I got threatened by a student and how do 

you really deal with that? That shook me up all day long; I was just jittery all day 

long. And to find out that I wasn't the first teacher to be threatened here at [this 

school] by a student and being my first year. I mean there is no way you ever can 

prepare a teacher to handle that and to deal with that. I think I did a good job in 

the circumstances in getting the student out of my classroom and moved to the 

office and having another student come up and still maintaining my class. 

(Carrie. 7"^ grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 



162 

Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

Two teachers remarked that classroom management should have been taught as a 

single course instead of having the content scattered haphazardly throughout the program. 

In fact, both Lori and Sean said this was their top criticism of their teacher education 

program. 

The lack of a single course devoted to behavior management. They could call it 

classroom management if they wanted to, and they could use some of the course 

to talk about arranging the furniture and where to keep yovir materials. But most 

people say classroom management they really mean behavior management. And 

that would be my top criticism...[classroom management] was never the highest 

priority of any teacher. It was a component of a larger course and so they would 

talk about and it would be in our textbooks, but it was never the full focus of an 

instructor. I felt if it had been a particular course just on behavior management, it 

would have been great. We know that it's the downfall of so many teachers, 

especially their first year. It needed more attention that it got. 

(Lori. 4"^ grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 
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This would be something I would recommend—a unit in the teacher prep program 

that deals solely with classroom management and adolescent behavior issues. T 

think we spoke about it a bit in each class, just a little bit, it was never brought 

together...I'd really think, it'd be more helpful to focus intensely on that for one 

semester and really get that down. 

(Sean. 8"' grade history teacher. Undergraduate degree in history and post-bac in 

education. Planning rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating: 7/10). 

Not every new teacher was unhappy about her classroom management 

preparation. Carrie and Sara both felt they learned useful strategies to keep students on 

task and focused on learning. 

They told us to use a variety of teaching strategies in the classroom because this 

keeps kids more interested. To move around a lot in the classroom, it keeps the 

kids more focused if you're talking in front of the class and then all the sudden 

you're in the back of the classroom. I used those strategies, especially when 

they're taking tests, I move around the room, I just don't sit down and stay in one 

spot because it's boring for them. Every quarter I've changed the desks as well. 

They were all facing that way before, now they're all facing this way. They've 

been angled at different ways; they were in groups, like four in a group. They did 
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teach me that you need to keep things kind of always changing then the kids 

aren't going to get bored and they will stay still. 

(Carrie. 7"^ grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

Yes. You know, it's funny, as far as discipline goes; I've kept every textbook and 

every single note from my classes here at the [University]. Going in on it I 

remember pages and chapters of discipline that the professors went over and 

talked about that just popped up and I say, "this is how I'm going to solve this." I 

had an incident where a student was really disruptive and you got to walk over 

and very quietly take care of it. And that is what I learned in the textbooks, what 

we talked about in class, and I took care of it. I read the most fantastic book in 

my junior or senior level Education class and I can't remember the name, but I 

referred to it quite often. It talked about dealing with kids with emotional 

problems, discipline problems. It talked about a social contract in the classroom. 

At the begirming of the year you set up the rules with the students, they become a 

part of the rules. And it was a fantastic book and we went over it in class. I'm so 

glad that we did, that I was given the opportunity to read that book and talk about 

that book. Unfortunately, I don't remember the title or who wrote it. 



165 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

While Sara could not remember the name of the book she frequently referred to 

for help in classroom management, many other teachers knew exactly which text was the 

most helpful for them. 

I remember having to read Wong's book and it was wonderful. I learned a lot 

from the book and I do a lot of the things from it, such as the attendance, 

procedures and going over them. I think I have succeeded in that this year. [In my 

program, they said] don't do attendance with the class, they can be doing bell 

work while you do attendance. The first couple of weeks of class spend your time 

doing that because if you wait to the end you're going to have a problem. Like 

the first day I had them line up like ten times because they forget unless it's done 

repetitively. That was a pretty strong part of the program I feel. 

(Nikki. 3'^ grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating; 2.33, Program satisfaction rating: 7/10). 
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Yeah, we actually had a whole course on classroom management. And it talked 

about Harry Wong's method, like the first day of school and how he establishes 

classroom management. I took a lot of those ideas to my first year of how I 

wanted to lead my classroom management. 

(Carrie. 7"^ grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

With my induction program we used Harry Wong's stuff We got a copy of his 

book and we had to have first day procedures, like procedures for talking, leaving 

the room, raising your hand. Just making sure we outline the first procedures that 

you're going to need for the first few weeks of school. 

(Maria. 11"' grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

You know, we went through Harry Wong's book. We talked about that, how you 

really need to create procedures and practice, practice, practice this stuff But you 

even need to do it more than you even think you need to do it because now I'm 

like "god, I wish they would raise their hands more." Well, I obviously didn't 



167 

drill that enough at the beginning. So next year I would make sure I spend longer 

on that. And they tell you that but you still feel like you don't have it. 

(Lisa. 2"*^ grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

Among all resources provided to new teachers during their teacher education 

program, Wong and Wong's The First Days of School (2001) was the one text that was 

most often mentioned by participants as helping them to be become teachers. Just about 

every teacher who used the book to implement beginning of the semester procedures 

remarked how useful the book was for them. Some teachers who did not implement 

these procedures remarked that they made a mistake that they intended to correct in the 

future. 

I think that like every beginning teacher, I was kind of reluctant to be very stem. 

And of course, from Wong's book, that's the most important thing. He said to set 

very stem standards right from the start and then you can also loosen up 

afterwards. Like every beginning teacher, I'm guessing. I kind of wanted to go 

into this and be a little bit more open. But I found out very quickly that was the 

wrong thing to do. Now I was presented with Wong's information and that was 

our Bible more or less in the [teacher education] program. So they presented to 
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me in such as way as to this is the way it should be done. And it turns out that, 

yes, all of that information was correct. There should be very, very clear set 

guidelines, procedures, rules, so that everybody knows them. I'm not a big fan of 

all the consequences being the same and I don't think that's what they are 

impressing on me. Just that the rules should be same. 

(Tony. S"' grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

Yes, I was told, but I think it was more a matter of my personality. The fault lies 

with me, it was an attitudinal thing and it was on my end, it wasn't the teacher 

program...actually, just about everybody who had anything to say about 

classroom management said that we have to be real hard on them the first couple 

of weeks and then you can let up. If you try to be easy going for the first couple 

weeks, [and then] realize that you have to be hard on them, it doesn't work that 

way. 

(Sean. 8"^ grade history teacher. Undergraduate degree in history and post-bac in 

education. Plarming rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating: 7/10). 
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Alternatively, Connie, a government teacher who has worked in all three branches 

of government in Washington, D.C., received the highest possible rating in classroom 

management although she described nothing that would be considered a systematic 

approach to classroom management. Connie was actually surprised at how naturally 

well-behaved her students were despite using a management approach she described as 

"laid-back" with seventh-graders. This may be a prime example of managing a classroom 

through the use of engaging content and understanding that children are social beings 

(McCaslin & Good, 1996) 

[Having problems dealing] with the challenges [managing middle school 

students], not really. I mean that kids are kids and they're a little social and a 

little bit goofy about this and that. But I really haven't [had any problems] and 

whether I'm living in some Polly Aima world right now and next year is going to 

be a completely different ballgame, I don't know. Things have been so incredibly 

smooth.. .1 feel like I've really good rapport with the students. And the students 

are a little bit familiar with my background, they don't really have the context, but 

they know I have expectations and they have soared over that. Time and time 

again, and we laugh, we work hard, I think it's a wonderful balance and that has 

exceeded my expectation. I wasn't sure if I would be, you know, too easy, too 

hard, or whatever, but I think that it's really an effective learning atmosphere here 

and that makes me really excited. 

(Connie. 7'*' grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 
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emergency certified and currently enrolled in education post-bac program. 

Planning rating: 3.91, Management rating: 5.00, Instruction rating; 4.25, Program 

satisfaction rating: n/a). 

The Impact of Content Knowledge. While many new teachers spoke of their lack 

of preparation and their difficulties in areas such as classroom management, dealing with 

special education students, or assessment, most teachers felt they were adequately 

prepared in content knowledge. 

I feel really prepared, I feel like 1 know the subject matter and know certain rules 

about grammar and English in general. Sometimes I'm a little bit frustrated 

because, you know, I tell them how to cite something and they say, "this isn't how 

we learned it last year." So there are still some discrepancies within our own 

English Department and sometimes that's really frustrating. I learned most of 

that in my undergrad. 

(Maria. 11"' grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating; 2.73, 

Management rating; 3.00, Instruction rating; 2.83, Program satisfaction rating: 

7/10). 

[I am] very comfortable [art content knowledge]. In fact, at first I found art 

history to be extremely difficult. I think of all the classes here at the [University], 

it was very challenging. But when I realized how I could structure the art history 

in a lesson and actually putting myself as the teacher and teaching the art history, 
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I found it more interesting. I feel very comfortable with what I know. As far as 

art history, that really came in college. It went side by side with my art education. 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

The only teachers who had any concern at all with content knowledge were 

Barbara and Tony who were hired to teach classes outside of their area of certification. 

Despite the fact that Barbara was certified to teach elementary school, she was hired as a 

high school teacher teaching four different subjects, none in which she had received 

formal training. Two of the classes were with ESL students even though Barbara had no 

knowledge of Spanish and no experience working with Spanish speaking students. 

[Elementary education was] my major...but I needed a job and I wasn't sure if I 

would be able to get one because I didn't even have my Michigan certificate yet. 

I didn't think I could get hired but then [this school district] agreed to give me an 

Emergency Certificate and so I just took this job because I needed a job, they 

needed a teacher. 

(Barbara, high school biology, ESL health, and ESL earth science teacher. 

Undergraduate degree in elementary education, minor in science. Emergency 

certified. Plarming rating: 3.05, Management rating: 3.70, Instruction rating: 

3.46, Program satisfaction rating: 5/10). 



Even under these circumstances, Barbara still considered classroom management 

a much greater concern for her than content knowledge or lesson planning. However, 

Barbara was not rated low on her classroom management skills. Instead, she was rated 

far lower in areas such as lesson planning that related to the content she presented to the 

students. Indeed, it may be possible that teachers did not always see how the quality and 

relevance of their lesson content contributed to the engagement of their class and thus 

classroom management. 

Tony was looking for a job as a math teacher when was hired by a middle school 

to teach science. He learned to get through the semester by staying just a little ahead of 

his eighth grade students by reading the text and drawing from outside resources. 

I had six weeks to open up and review that textbook. And I started to know it in 

and out. Did I know that information before I started this class? I did not. Quite 

honestly, I did not know a lot of the stuff that was in there. At fifty-one years old, 

you leam how to learn, and it came pretty easy to me. And I honestly feel that if 

all the efforts go into teaching teachers to be good teachers, you could almost 

always leam the stuff you need to leam... [my science knowledge is] growing by 

leaps and bounds. Quite honestly, the nice part about this is that I'm retaining all 

this. So, all this stuff next year, if you came back to me, would be "sure, I knew it 

all." That's because I had a year to leam it all and I'd retained it. I usually retain 

almost anything that I'm taught. So I won't have any trouble next year. 

th 
(Tony. 8 grade science teacher. Worked m retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 
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administration then earned master's degree and certificate in education. Plarming 

rating; 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

Tony's comments suggest that he strongly believes the pedagogy skills he learned 

from teacher education was the most important part of what he learned in teacher 

education—far more important than content knowledge. However, it is not entirely 

correct to say that Tony lacked content knowledge in the lessons he was teaching. By 

being an effective learner, Tony was able to master the eighth-grade science content by 

the time he had to teach it. What is notable is that the principal that hired Tony felt 

similarly about the importance of pedagogical knowledge versus straight content 

knowledge. It was Tony's strong preparation in pedagogy that ultimately got him the job. 

[The] principal here literally took out a different sheet of paper and started asking 

me science questions. And believe it or not they were not on subject area, content 

area, they were on how would you teach science. And we were talking about, of 

course, group work and not direct instruction and everything else that goes along 

what I learned in [my teacher education program[. They really and truly gave me 

a great many skills and made it very easy for me to get a job. 

(Tony. S"' grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 
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rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

The Impact of Classroom Experience. One feature of teacher education that was 

routinely cited by new teachers as having a positive impact on their preparation to teach 

was a chance to experience K-12 classrooms early in their programs. In the survey given 

to all of the participating teachers, having more classroom experiences was the second 

most frequently cited area for improvement for teacher education programs. To reiterate, 

the most frequently cited area for improvement was the need for more classroom 

management preparation. However, many of the comments by new teachers suggested 

that their dissatisfaction with their classroom management training was that it was too 

theoretical when presented in absence of a classroom context and did not allow education 

students a chance to apply what they learned, thus, also suggesting the need for more 

classroom experiences. 

The degree to which teacher education programs facilitated education students' 

time in classrooms varied greatly. About half of the interview participants completed 

programs that required little to no time spent in a K-12 classroom outside of student 

teaching. Also, many students completed teacher education programs that required only 

one quarter of student teaching. In contrast, graduates of three programs from Phase One 

spent a considerable amount of time in the classroom prior to student teaching guided by 

college faculty or mentor teachers. 
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All five of the teachers described below participated in very intensive internship 

programs in addition to student teaching. It is noteworthy that these teachers are among 

the highest rated among all participating teachers. In Tony's case, the opportunity to 

interact with students was there because the teachers he observed granted him 

considerable freedom in his classroom. For Tony, this freedom to teach was the 

difference between the positive experience he received as compared to the negative 

experience of some his peers who were only allowed to observe. 

We were given two different teachers to observe in different districts [prior to 

student teaching]. [The observations lasted] about a month and a half And then 

the following term we actually went out and did our student teaching. The day 

consisted of half a day of classes that we took with our peers. The second half of 

the day was spent observing. Each and every day we had an observation period of 

half a day.. .1 took advantage of [of the observations].. .because both [teachers] 

didn't just let me sit there. I think I would have not liked it if all I was expected 

to do was just sit and observe. They both allowed me to intermingle with what 

was going on. I wasn't in a student teaching phase but I was able to intermingle 

with them and get up from my seat and help students when they needed help and 

things of that sort.. .Also beneficial was the part that my teachers allowed me the 

freedom to interact in the classroom. I do really believe, and listening to some of 

my peers who weren't allowed to do that, they were kind of bored after about two 

or three weeks. They got the routine and it was like "okay, now what do I do?" 

So, I was very lucky that [the teachers] allowed me to do this. 



176 

(Tony. S"' grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

In the case of Melinda and Lisa, hands-on interaction was an inherent part of the 

pre-student teaching classroom experience. The teacher preparation program and the K-

12 cooperating teacher worked together to structure classes to maximize the learning of 

both the classroom students and Melinda and Lisa. 

The neat thing about the [program] is that the things that we learned in the 

classroom were directly applied. So if we were learning about shared books, 

shared poem, writing records, all that kind of stuff, we then went and did that. I 

did two portfolios on kindergarteners and just studied those few kids and worked 

with them from the beginning and had a month with them and saw their growth. I 

did the different kinds of testing, the dictation test, the writing test, how many 

words can they write, what they can read, and stuff like that. So I got a whole 

portfolio, then I worked on them and I used the strategies we were learning on 

how to teach reading to the kindergarteners. And then I re-tested them again at 

the end and could see their growth. We had to put together a portfolio. Lesson 

plans that we would write in class, we could then go and work on in the 
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classrooms with the kids.. .Before my student teaching.. .1 worked with 

kindergarten, second grade, fifth grade, and fourth grade. 

(Lisa. 2"'' grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

First semester I was in the classroom for two and a half hours Monday through 

Thursday and it was eight to ten-thirty, but the kids didn't get there until eight-

thirty, so we had a half an hour with the teachers.. .we had... a group of thirty 

students, we had a portable classroom on campus, on the elementary school 

campus. And then for the second half of the day, we were in class with two 

teachers who were in charge of it and they just kind of melded a lot of programs 

together to give us a more experience. We based the classroom on things that 

were going on in our classrooms as we were teaching. In the second semester I 

was in the classroom all day Monday, half day Wednesday, and all day Friday. 

And then I had my classes Tuesday, Thursday, and then an art class on 

Wednesday.. .Our first placement.. .we had about a week or two of just 

observation and kind of being a Teacher's Aide; walking around helping, getting 

to know students. By the last practicum.. .the teacher gave me maybe two days to 

get to know the kids and then I jumped right into it because they knew I'd had the 
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experience already. But most of them gave at least a couple of days of getting to 

know the kids and then just jumping into it. But they all had the mindset that your 

first day of school you don't have observation time, you just got to go. So they 

were very much into the "you do it, you learn if sort of thing. 

(Melinda. 11"^ grade special education math and special education English 

teacher. Traditional student with undergraduate degree in education and special 

education. Enrolled in an intensive site-based teacher prep program that included 

four internships at different grade levels in K-12 classrooms. Planning rating; 

3.45, Management rating: 3.67, Instruction rating: 3.83, Program satisfaction 

rating: 9/10). 

In Sara's teacher preparation program, elementary students were brought in to 

participate in weekend art programs taught by education students. In this program, they 

were able to design and implement their own lessons with the guidance of college 

faculty. 

I think with the art ed department, especially with the [school-based program] 

which I did in my junior year, which was basically hands-on, weekends, kids from 

entire [city] coming in - and that was the hands-on experience as far as materials 

go. [The program was] required in art education. It's a whole semester, basically. 

I met with my own peers, we broke into groups, we talked about different levels 

like elementary, middle, secondary. We organized the lesson, we brushed up on 

everything as far as how many students, materials, content area, what we're going 
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to teach. I happened to be teaching Aboriginal art from Australia and 1 focused 

on [an] African American quilt artist. I mean, it was so polished. The final part 

of [the program] is we had the kids come and we presented the lesson and we did 

it. It was fantastic. 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

For Clarisa, the time spent at a middle school was even more valuable since it was 

the same school where she became employed. For her, the first year of teaching was 

simply an extension of what she had already been doing during college. As a result, 

Clarisa's first year of teaching was very different from that of her friends. 

I really think that students who did not spend, as much time as I did at the school 

where they thought they wanted to teach at, were less confident. I really think 

that was a big issue. I remember talking to some of my friends and they were 

stressing out and they were nervous. And for me, I was very relaxed. Like I said, 

I was confident because I had been here for so long. I think they needed to spend 

more time in the grade level that they wanted to teach and maybe not at only one 

school, but at various schools to see the different environments because if you go 

to one school, it's very different from another. 
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(Clarisa. 8"^ grade math teacher. Traditional student with undergraduate degree in 

education. Initially engineering major then changed to education. Worked 4 

years in a student outreach program at the same school where she now teaches. 

Planning rating: 3.00, Management rating: 4.33, Instruction rating: 3.75, Program 

satisfaction rating: 6/10). 

The interviews showed that many of the first-time teachers who participated in 

this study were far from being complete novices by the time they had finished their 

teacher education programs. The amount of time these teachers spent in classrooms 

during their teacher preparation programs even prior to student teaching placed them far 

ahead of their colleagues who completed teacher preparation programs with minimal 

classroom experience. The five of the teachers described above all scored above the 

mean in Classroom Management, and Implements Instruction during classroom 

observations relative to other new teachers. While these teachers only represented a 

small portion of the new teachers, they clearly attributed much their success to the extra 

classroom experience they received during their program. Melinda's comments were far 

different from how most first-year teachers described their experience. 

[My first year has been] less difficult than I expected, by far. And I think it's 

because I had so many people telling me "your first year is your hardest, your first 

year is your hardest." And it's hard, don't get me wrong, I'm still learning 

everything, but I think that I'd heard so many people say it that I built it up to be 

this huge obstacle. And it wasn't as big as I thought it was going to be. I've had 
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my challenges, but I think I built it up to be a lot harder than it was actually going 

to be.. .1 think they were less prepared than myself because they didn't have as 

much classroom time and they didn't have as much constant time. I was 

constantly in the classroom; the teachers knew me, the kids knew me, the teachers 

trusted me with their kids to teach. Some of the other people, they have the same 

classroom that they go into, but it's at more sporadic times. And so, the teachers 

are comfortable and they want them to teach, but at the same time their comfort 

level isn't as high in the classroom because they hadn't spent as much time as I 

did. 

th 
(Melinda. 11 grade special education math and special education English 

teacher. Traditional student with undergraduate degree in education and special 

education. Enrolled in an intensive site-based teacher prep program that included 

four internships at different grade levels in K-12 classrooms. Planning rating: 

3.45, Management rating: 3.67, Instruction rating: 3.83, Program satisfaction 

rating: 9/10). 

Impact of Student Teaching. Proponents of deregulating teacher education have 

criticized teacher preparation programs sharply for requiring education students to 

participate in student teaching. In the model proposed by Secretary Paige in Meeting the 

Highly Qualified Teachers Challenge (2002), student teaching was removed as a 

requirement for certification. The report considered student teaching to be a particularly 

difficult barrier for working adults who were deterred from entering the teaching field 
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because of the high opportunity cost of leaving work for nearly half a year. In recent 

years, many teacher preparation programs have begun to hold more evening and weekend 

courses so that many working adults would be able to attend certification programs 

without significantly impacting their ability to hold day jobs. However, this flexibility 

does not exist with student teaching, since it must coincide with K-12 school hours. 

It is likely that taking a semester off for student teaching may not be as much of a 

problem for traditional education students. SCDEs generally grant full-time equivalent 

college credit for student teaching, so traditional students are generally taking time that 

they would otherwise be using to take courses. However, this is not the case with second 

career teachers. At the heart of the debate is whether the student teaching experience 

adds enough value to the teaching performeince of second career teachers to offset the 

possible disincentive to potentially good teachers who wish to avoid spending a semester 

of unpaid internship. 

When asked about skills they employ as new teachers, many new teachers noted 

that student teaching was one of the most valuable experiences of their pre-service 

preparation but others were very disappointed by their experience. Some of the 

participants were able to point to specific areas where their student teaching experience 

helped them to become a better teacher. For some teachers, the value of student teaching 

was based on specific learning they gained from their cooperating teacher. 

One thing my cooperating teacher taught me [was] to be on top of things, lay 

down the rules the very first day of school because it's easier to be the mean 

teacher at the beginning of the school instead of trying to be the mean teacher at 
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the end. Don't try to be the nice teacher at the beginning of school because by 

the.. .end, they're not going to listen to you, they're not going to respect you at all. 

But if you're firm at the beginning of school, then you can start being kind of 

nicer towards the end of the year 

(Carrie. 7*'' grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Planning rating; 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

My cooperating teacher was awesome and I used a lot of his same methods. So 

actually I did feel like I gained a lot from (student teaching) and I did use a lot of 

his exact same rules and the way he dealt with kids...and I feel so lucky and so 

glad that I did have the mentor teacher that I did because he completely prepared 

me with how to talk to parents. Which is something that nobody addressed during 

my teacher prep courses or the induction program. 

tfi 
(Maria. 11 grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

The student teaching experience provided an opportunity for many education 

students to leam to reduce their anxiety toward teaching. Student teaching offered a 
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sheltered environment for education students to acclimate themselves to their new 

profession and provided the opportunity to gain the necessary confidence to teach in front 

of a class full of pre-adolescent and adolescent students. 

When I first got started [student teaching] I was pressed up against the black 

board. So it took me awhile to warm up to it. I think I did learn how to be 

comfortable during my student teaching... We did a little bit of [public speaking] 

in my methods class and we were recorded. But it was on a smaller scale, it was 

with people I felt comfortable with and they were adults. 

(Maria. 11"' grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

If I was not to do my student teaching and just went straight into teaching I would 

be scared because one reason I choose [this school] was because of the diverse 

population... I figured if I could survive there and if I could get through to those 

kids and if I could educate at least half the class—I didn't expect to get through to 

the whole class not knowing of the information I knew going into there—if I can 

survive there then I can survive at any school. And that was why I wanted to do 

my student teaching at [here]. 

(Carrie. 7 grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 
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Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

I had a practicum and student [teaching]... I think [what I learned] was actually 

managing behavior, managing the group. Because here you have these little 

twelve and thirteen year olds. I didn't know how to handle them, because here I 

am ten years older than they are. 

tVi th 
(Jessica. 7 and 8 grade physical education teacher. Undergraduate degree in 

Education and P.E. twenty years ago. Worked as high school volleyball coach for 

10 years and resort hotel manager for 10 years each prior to first job teaching. 

Planning rating: 4.09, Management rating: 4.50, Instruction rating: 4.58, Program 

satisfaction rating: 8/10). 

It is noteworthy how many new teachers talked about gaining confidence during 

student teaching and other classroom experiences. Based on these teachers' comments, 

gaining confidence was one of the most important benefits of their teacher preparation 

program, outweighing the value of many other outcomes of teacher preparation. One 

first-year teacher explained why confidence in itself was an important part of teacher 

effectiveness by describing a relationship to classroom management and students' 

willingness to meet teacher expectations. 

What I've done altogether [in terms of classroom experiences] has made me as 

confident as I am now and so comfortable and relaxed...! replaced a teacher who 
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was not as strong and she didn't have very much classroom management skills 

and wasn't very confident with the kids. Some of the kids have said that "no one 

messes with [me] because she scared us the first few days of school." And it's 

not that I scared them, I just really laid down my rules and my regulations and my 

expectations. I was coming on very strong and very confident and that's why I 

keep referring to confidence. 

(Clarisa. 8"^ grade math teacher. Traditional student with undergraduate degree in 

education. Initially engineering major then changed to education. Worked 4 

years in a student outreach program at the same school where she now teaches. 

Planning rating: 3.00, Management rating: 4.33, Instruction rating: 3.75, Program 

satisfaction rating: 6/10). 

While many teachers had positive student teaching experiences, others did not. 

What was clear was that the experience that student teachers received can vary 

tremendously depending on the cooperating teacher with whom she or he was assigned. 

What was particularly noteworthy was that none of the participants who had a bad 

student teaching experience stated that their cooperating teacher was a bad teacher as far 

as teaching the classroom students were concerned. Instead, many of the negative 

experiences dealt with the lack of mentorship and freedom the cooperating teachers 

provided. 

My student teaching experience was horrible.. .1 remember sitting in the back of 

the room at first when I was supposed to be blending in with the class and I was 
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doing photocopy work. It was very important that during that first introduction 

week the teacher allows the student teacher to do the steps right. Working and 

talking with the students. That is something I could have benefited more from.. .It 

made me very anxious because I wasn't in the classroom ever.. .so when I came in 

for my turn to teach I was a little nervous, and the teacher never really wanted to 

let down her guard, so she was always correcting me as I taught, which made me 

feel insecure. When somebody is up there correcting you and breathing down 

your back they need to kind of let go and after class talk to you.. .1 felt she didn't 

like me stepping into her class. So she was very over-critical on everything, and 

my supervisor came in and would say I did a great job on A, B, C, but you could 

work on them, too. It wasn't all negative, and that's what a student teacher needs. 

The [cooperating] teacher never said anything positive so that was very hard. 

(Nikki. 3'^^ grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating: 2.33, Program satisfaction rating: 7/10). 

The only thing that I disliked about my student teaching is my teacher was 

considered a very good teacher and she really wanted her last year's, because she 

was going to retire, teaching scores to be really high, so she wasn't as willing to 

really let me teach and let me do things my own.. .one example was I wanted to 

do a project during student teaching with geometry and some of the teachers on 
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that team said to me "oh, the kids won't do it for you, you just won't get the 

results." I felt really sad about that because you know I really thought it would be 

something neat and fun and something different than they had been getting all 

year. But she wouldn't do anything like that. 

(Clarisa. S*'' grade math teacher. Traditional student with undergraduate degree in 

education. Initially engineering major then changed to education. Worked 4 

years in a student outreach program at the same school where she now teaches. 

Plarming rating: 3.00, Management rating: 4.33, Instruction rating: 3.75, Program 

satisfaction rating: 6/10). 

I was with colleagues that were student teaching and I feel like a lot of them had 

really intense experiences. And one of my friends just did her student teaching 

and she decided not to teach and I think that a lot of that had to do with her 

experience in student teaching. I think it could have been a more positive 

experience if she had somebody that was a little more helpful. 

(Maria. 11 grade Enghsh teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Plarming rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

For Clarisa, mentorship also came in the form of constructive feedback. For one 

student teacher, the value of feedback was considered very important. The student 
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teacher was concerned that her cooperating teacher was unwilling to provide feedback 

until it was too late for her to make a change in her approach. 

My mentor teacher wasn't giving enough feedback on everything that I did. And 

I think that she was more hesitant to be honest, which that would have made me a 

better teacher even though that it was kind of harsh or whether it was good. I 

mean, she said I was doing fine but I mean in terms of specifics. And then I 

didn't know that I was so strict with the kids until 1 actually sat down and did the 

last paperwork saying that I passed. After everything was done, [she said] "oh, 

you were too strict," yeah, that's what it was. 

th 
(Clarisa. 8 grade math teacher. Traditional student with undergraduate degree in 

education. Initially engineering major then changed to education. Worked 4 

years in a student outreach program at the same school where she now teaches. 

Plarming rating: 3.00, Management rating; 4.33, Instruction rating: 3.75, Program 

satisfaction rating: 6/10). 

Alternatively, when the cooperating teacher allowed the student teacher more 

freedom to practice what they have learned, the results were often a very good 

experience. Many cooperating teachers realized that their student teacher would very 

soon have their own classroom and therefore needed to obtain a full range of experiences. 

I student taught with a teacher that I had observed the previous term. He gave me 

free reign, so I just came in there and literally I took over the class. Actually, we 
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team-taught for a little bit and he was very gracious to let me do that. It was 

really a nice experience. 

(Tony. S"' grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

I started at the beginning of the school year, August. I went the week before 

when the teachers had to report. So I got to experience the whole beginning of 

the school year. My cooperating teacher was amazing because she let me have 

say in how I want the classroom set up and what kind of rules...should be 

developed in the classroom, and how I wanted the room decorated and where I 

wanted things to be arranged. So that was really nice. I got to go to all the 

meetings before school, kind of learn how they go about the process and 

everything else. 

(Carrie. 7"^ grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Begirming Master's in 

Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 
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In another example, Lisa did not learn the importance of a classroom management 

system because her cooperating teacher was able to maintain an orderly classroom 

without a discipline system. In this scenario, the natural effectiveness of the cooperating 

teacher actually hurt Lisa's ability to later manage her own classroom because she was 

unable to see how a veteran teacher went through the process of developing a classroom 

management system. 

My fourth grade teacher that I student taught with, she didn't have [a] discipline 

[system]. She didn't have a set thing but things just ran smoothly and I think it's 

just because she handled each situation differently. She had that rapport with 

them, so it's not like they had first warning this happens, second warning this 

happens. So I walked in here and I was like, I can do that. So I didn't have as 

much of [a discipline system] either [when I started this job]. I had the rewards 

but I really didn't have a set discipline per se. It seemed to work [for her].. .and I 

didn't want to focus on the negative, you know.. .it worked for her but she was an 

experienced teacher. But the management didn't get as implemented. She said 

that when you structure your classroom this way, it just works out, they are in 

charge of themselves, they choose what they want to do, so there's less behavior 

problems. 

(Lisa. 2"*^ grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Plarming rating; 
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3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

Timing of Student Teaching. Instead of outright eliminating student teaching as a 

component of teacher education, some SCDEs have simply reduced the duration of 

student teaching from a semester to a quarter. This reduces the time burden for student 

teachers; however, neither of the two participants who had an abbreviated student 

teaching term was happy with the experience. One particular concern was the part of the 

year the student teaching experience took place. 

I think they need to make the student teaching a little bit longer. It was ten weeks, 

a quarter. I think it should have been a semester because they really don't expect 

you to hop in there and fully teach like a two or three week time period. 

(Carrie. grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Plarming rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

[My student teaching] was a quarter. I got the end of the year. In fact the day that 

I began my student teaching was the day the students began their Stanford Nine 

assessments. I felt that the biggest disadvantage was that I did not get to see the 

beginning of the year process of establishing routines and classroom management. 

I got to see how a class was functioning after they had been together and learned 
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the routines. I thought that was a significant disadvantage to be at the end of the 

year...I couldn't see how they got there. I could see how it worked and I could 

know that these techniques will work if they're set up properly. But how you get 

there is something I didn't get to see her do. 

(Lori. 4'*^ grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

None of the traditional preservice students were willing to say their student 

teaching experience was not worth the time they invested regardless of whether they had 

a good experience. Indeed, one traditional student was able to put a positive spin despite 

her overall dissatisfaction with her experience. 

You learned a lot, even a negative experience, you can learn a lot from it. You 

can see what the teacher is doing or not doing. I really enjoyed getting to know 

the other teachers and kind of how political school is. The gossip. 

(Nikki. 3'^'' grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating: 2.33, Program satisfaction rating: 7/10). 
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The only instance where a teacher did not feel her student teaching experience 

was worthwhile was Cheryl, a second career teacher who had already spent work as an 

uncertified music teacher. In Cheryl's case, she was not able to count her extensive 

previous teaching experience toward her student teaching requirement. 

[My student teaching] wasn't a bad experience or anything, but I wish I could 

have just gone out and gotten a good job.. .you don't really leam as much as you 

can when you're student teaching because bottom line it's not your responsibility, 

you're just living in somebody else's world. And depending on the student 

[teaching] experience that you have, you may have a lot of liberty or you may 

have next to no liberty. And that sort of depends on who you have. In my student 

teaching experience, the teacher was a superb teacher. Do I think that I got out of 

it what I had hoped? No. It was just a different thing, it's sort of like babysitting 

other people's kids and having your own. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 

Despite that fact that Cheryl felt like her student teaching was not worthwhile, she 

believed that student teaching was necessary for preservice teachers without her 

experiences. 
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If anything, people need more time in the classroom. I felt like I came into there 

having a lot more time and experience. I was forty-something when I started. I 

had already had kids, I dealt with kids. I had already done years in the classroom 

as the music teacher sort of learning as I go. But I don't certainly don't think you 

need less time in the classroom or less exposure, no. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 

Finally, Sean explains why the student teaching experience is so important in 

terms of allowing education students a chance to decide if teaching is something she or 

he really wants to do as a career. 

I think student teaching was definitely a crucible. It proved to me that I could do 

it—it's what I wanted to do. Whereas if I had graduated and had gone to a 

classroom [without student teaching], and this happened to a friend of mine in the 

teacher prep program.. .she decided mid-way through the student teaching that she 

didn't want to do it, and I can't imagine that situation occurring in the first year of 

somebody's contract—^they're getting paid and half way through it [they say] "I 

can't stand working with kids and I want out of here." What are you going to do? 

I just would not have been prepared without student teaching. 
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(Sean. S"' grade history teacher. Undergraduate degree in history and post-bac in 

education. Planning rating: 3.55, Management rating: 2.80, Instruction rating: 

3.42, Program satisfaction rating: 7/10). 

The Teachers of Teacher Education. Up to this point, the impact of teacher 

education programs has been characterized as the content and plarmed experiences 

education students receive during their programs. However, for many education students, 

the value of teacher educators as role models was just as powerful. Teacher educators 

who were able to display excellent teaching methods left lasting impressions that affected 

how their students will teach their own class. 

The teacher that you remember the most was the one that did something out of the 

ordinary for you. The one that actually took the time to step outside of their 

traditional role and kind of impress you in some way. And this happens as an 

adult, when you are in an adult classroom setting, the same thing happens to you. 

[The professor 1 had was] the one who presented [science as inquiry] to me so 

that's who I associate it with. And her lessons, too, they were just that. They 

didn't give away the end, the punch line, more or less. They let the kids figure 

out the punch line. And it's just so important, especially when you are talking 

about scientists. 

(Tony. grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 
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rating: 4.18, Management rating: 4.33, Instruction rating; 3.67, Program 

satisfaction rating: 10/10). 

I had one teacher teaching writing and she was really awesome. She really was 

able to teach students how to write or how to get them writing, which I didn't 

really learn in my undergraduate work. 

(Maria. 11^'' grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating; 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

Education students were particularly enthusiastic when given the opportunity to 

leam from teachers and principals who were recently in the classroom. Beyond 

providing good instruction, these practitioners were simply deemed more credible by 

many education students by virtue of their recent classroom experience. 

I really enjoyed [my] program because it was real teachers and real principals that 

were teaching the coursework. So you could ask them anything and they had no 

problem with you coming to observe them at any time, as well. A lot of it at the 

beginning was just kind of instructions, what to expect as a teacher, what the 

curriculum looked like. How to start with a lesson plan, what a lesson plan 

looked like, what you needed to include, how to map it out like the time frame 
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and how to have a backup plan in case some students finish earlier or are later on, 

what other assignments you should have ready and prepared for them. 

(Carrie. grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Planning rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

And then when I see things modeled, [the professor would say] "did you notice 

that I did this, did you notice that I did that?" You reflect on what I did and then 

you reflect on what you did. It's like everybody has this thing, they have this 

goal, over here is the goal of a good lesson that kids have this "ah-hah" moment, 

they have this epiphany of sorts. But we don't ever really have a good 

professorial view of how to get there and then once we're presenting we don't 

know how to figure out to assess what worked and what didn't work. To me, 

that's what we need more of Did the college prepare me? What prepared me 

was good instructors who sort of made you deal with that and they were seasoned 

teachers. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 
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[I learned] tons of things [from my program]. I thought the teaching faculty were 

excellent. I really appreciated the fact that so many of them had a lot of 

experience and recent experience in the field. They could bring in examples of 

things that they had done very recently. Unlike college professors who had not 

been in the classroom teaching elementary school lately. We had people also 

from a broad range anywhere from classroom teachers to people who are or were 

curriculum directors, directors of Special Education programs.. .1 felt that the 

faculty were excellent. I thought in general the work that we did when we were 

sent out to work with students, that was very good, I really appreciated that. 

th 
(Lori. 4 grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4"^ grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92). 

As much as education students had positive reactions to teacher preparation 

faculty who had recent experience in the classroom, some clearly had negative 

impressions of education faculty without similar experiences. From the perspective of 

some new teachers, recent time spent working in K-12 schools was clearly an important 

part of the experience of teacher education faculty. 

That's my big beef with a lot of Education classes, some of those teachers, some 

of the people in the College of Education have never taught elementary school 
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students or it's been a very remote experience, they're more academic teachers. 

Some of them teach in ways that all the research shows are ineffective. I mean 

their transmission, they sit up there, they lecture. You are supposed to suck it in 

and then you spit it out on a test. All the education theory that you get is that that 

is not a good way to teach. To me as a teacher what I've learned that has been 

most useful from the College of Education is not necessarily content, it's what's 

been modeled. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 

What Teachers Learn Outside of Teacher Education 

The purpose of the follow-up interviews was not to simply have teachers describe 

everything they learned during their teacher education program. In order to properly 

investigate the relative impact of teacher education programs, it was necessary to explore 

other experiences that affect the performance of new teachers. In many cases, teachers 

reported employing skills that were learned outside of teacher education. A proper 

understanding of skills that were not acquired from a teacher education program can help 

increase the understanding of the role of teacher education as well as help teacher 
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educators better understand where they can place emphasis in their program, particularly 

for second career teachers. 

Teachers commonly draw from their own experiences from when they were 

students in school many years before. A unique characteristic of the teaching profession 

is that everyone has spent a considerable portion of her or his life in classrooms. It is 

reasonable that their experiences with past teachers and classrooms would impact how 

they teach their own class. Connie spoke about using her own experiences in middle 

school over 25 years ago as if they happened the day before. 

One of the reasons that I sought out a position in middle school was because my 

own middle school experience was so poignant in my life. It seems like it was 

just yesterday. I had a number of different unusual factors and the support that I 

received in middle school from teachers and coaches and even administrators 

really left a huge impact on me. I can remember like it was yesterday the struggle 

that I had in middle school and so I think that I brought with me a sort of natural 

empathy even though I don't have children myself and had not worked with 

children prior to that.. .1 don't treat them like they're thirty years old, but I don't 

talk down to them like they're kids. I don't treat them like they're little kids. 

And they seem to really appreciate that, that's the feedback that they've given to 

me. 

(Connie. 7"^ grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 

emergency certified and currently enrolled in education post-bac program. 
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Planning rating: 3.91, Management rating: 5.00, Instruction rating: 4.25, Program 

satisfaction rating: n/a). 

[My students] wrote letters to the President [about the war with Iraq] and I had to 

be really careful about, you know, trying to let them have their own beliefs and 

giving them a forum to talk about how they felt about the issue without ever 

making them feel they have to believe a certain way. I think [I learned this 

approach] just from seeing my teachers in high school and remembering how 

much information they choose to divulge and they choose how much to keep to 

themselves. Like I didn't have a lot of teachers who I knew of their political 

belief 

(Maria. 11"^ grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 

Individuals who re-career into teaching may bring with them considerable 

experiences that can help them teach effectively in the classroom. In many cases, these 

work experiences were directly related to classroom teaching. While Jessica and Lori 

have never worked as classroom teachers, they were clearly familiar with classroom 

settings. 
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I volvinteered a lot in my children's [classes]. And I wanted to be a part of that, 

too, and learn more about that. By volunteering I also saw what other teachers 

were doing, too, and what I didn't like or what I did like. And I like teaching and 

coaching. [My kids] are older and in middle school, I feel like I can be away 

from home and do that. 

th th 
(Jessica. 7 and 8 grade physical education teacher. Undergraduate degree in 

Education and P.E. twenty years ago. Worked as high school volleyball coach for 

10 years and resort hotel manager for 10 years each prior to first job teaching. 

Planning rating: 4.09, Management rating: 4.50, Instruction rating: 4.58, Program 

satisfaction rating: 8/10). 

The school were I was a teaching assistant... [used] a very constructivist model, a 

lot of group work, and a lot of individualized instructional plans. I came into my 

student teaching...with that background and that orientation. I tend to really enjoy 

indirect instruction. I do a lot of questioning. I can do direct instruction; I did a 

lot of that when I was teaching college students. But I really like inquiry 

processes. 

(Lori. 4'^ grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4* grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 
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While second career teachers often have a lot to offer from the previous 

educational experiences, many traditional students also possessed considerable amounts 

of classroom experience. Despite their youth, some traditional students have taken the 

initiative to gain valuable teaching experiences in their spare time. 

I really feel like I had more preparation than most people coming in. I mean, even 

before college started I had worked in a second grade classroom and a fourth 

grade classroom for a semester, helping out every day after school. I had taught 

sign language to kindergartener through sixth graders. I had been a kindergarten 

aide. I had taught sign language to a bunch of first graders. So I had worked 

[with] kids, I had done stuff; I had more experience than most people. 

(Lisa. 2"'' grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

Often, teachers draw knowledge they have learned from professions that 

seemingly are not closely related to teaching. Tony felt strongly that his career as a 

police officer gave him valuable skills. Cormie learned not only to be organized working 

in international development, but also learned a great deal of pedagogy skills working 

with students that are even more challenging than American middle school children. 
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Jessica felt that being a manager of a company helped her be a better teacher, but she also 

was able to understand her students because her own children were the same age as her 

students. Veronica describes her previous jobs in areas not related to teaching and stated 

that they helped her be more professional. Veronica's struggles were evident during 

Phase One observation. 

My life skills come into play every day. I'm not coming in here as the new kid on 

the block; not knowing what life is about. I think of my job as a Teacher, as not 

as a science teacher primarily or English or social studies, I think as my job as 

teaching these children life skills. That's what it's all about. The science is more 

or less the background to what we're using. Everyday I draw from life skills that 

Tve gained and transpose it into a teaching method. Certainly, law enforcement 

is a big part of it. Being a teacher and being a cop are very close, very, very 

similar. Social worker, I mean we all have the same kind of experience 

involved.. .what do you when you are a police officer? You look around and you 

see people, you let people know about the rules, several times or over and over 

again. You remind them about the rules, you might stop somebody to say, "hey, 

you shouldn't have been speeding or how are you doing?" Very close to 

classroom situations where you tell a student what I want you to do, you post the 

rules up on the wall, and you might during the class remind them about the rules, 

and then you take some kind of consequence. Now, in the police officer situation, 

you give them a citation. Here you send them up to the Assistant Principal. They 

are very similar in nature, only teachers have a lot more leeway into what they can 
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and cannot do as far as being more individual about it and that's really the way it 

should be. Certain students need certain things. I might remind one student 

several times about a rule, where as only once to another student. 

(Tony. 8'*^ grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating: 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 

I tend to be very organized. And those are all things that I've learned over the 

course of working. If you're not organized, you're not going to put your best face 

forward. And I want to put my best face forward, whether it's with some 

presidents of a country or some diplomats, or if they are a bunch of twelve year-

olds. So there's a lot, I think, a fair amount of overlap that my previous 

experience was incredibly valuable. And so the pressures of a first year teacher: 

all the plarming, all the grading, to me that wasn't that stressful. I'm used to a 

stressful job. To me, it's been actually a lot more fun, a little bit more relaxed, 

but I was not caught off guard, you know, all the time and energy that goes in to 

it.. .1 had often thought about years ago when I wasn't even teaching and I was 

still very much involved international development, I used to think about how 

would I teach this to kids? I've always almost daydreamed about curriculum and 

lessons and how neat it would be to take this and turn it into something in the 
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classroom. So, in the thought process, I've been doing it for years. My teaching 

started off with villagers in Bosnia and Kenya, working with them on civic 

education and democracy issues and stuff. 

(Connie. grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 

emergency certified and currently enrolled in education post-bac program. 

Planning rating: 3.91, Management rating: 5.00, Instruction rating: 4.25, Program 

satisfaction rating: n/a). 

I think because I managed a hotel, the management skills have really helped me 

out there. Then having my kids has helped me out there, too. And also observing 

other teachers when I was volunteering, seeing what they were doing, that helped 

out, too 

(Jessica. 7'*^ and 8'*^ grade physical education teacher. Undergraduate degree in 

Education and P.E. twenty years ago. Worked as high school volleyball coach for 

10 years and resort hotel manager for 10 years each prior to first job teaching. 

Planning rating; 4.09, Management rating: 4.50, Instruction rating: 4.58, Program 

satisfaction rating: 8/10). 

I've been a janitor, doing evening janitorial work. I've been in telemarketing. 

I've worked on an assembly line. I worked at a car dealership doing filing or 
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stuff....1 think it gave me more skills into professionalism because you are 

working with so many different aspects. 

(Veronica. 2"'' and 3'^'' grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

2'/2 years before first regular position. Planning rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 

Some of the best training in pedagogy came after graduation in the form of 

inservice workshops for current teachers. Inservice workshops had a distinct advantage 

for teachers since they could try to immediately apply inservice learning in their own 

classes. Lisa attended an out-of-town workshop that she felt should have been a 

mandatory part of any preservice teacher education program. Cheryl was involved in an 

ongoing program that continues throughout the semester. 

I went to a really great [in-service] workshop.. .that was unbelievable and that 

helped me with my classroom management. They talked about how there is [sic] 

different learning styles and how there are different kids and they called them 

Animals. Like there was your Squirrel, which is a lot of my class, and they are 

the ones that are chit-chatty and are fidgeting with something at all times, you 

take something away and all of the sudden they have something else in their hand. 

And they told you how to deal with that type of child. Then there is your Bear 

who is like, you know, "it's not my fault, I didn't do it." Then there is the child 
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that will be up in my face and his goal is to make me look bad. And then there 

are your little Turtles who are just quiet as mice and you know you could almost 

overlook them and you know they also need help being brought out. So this 

workshop went over all these different characteristics and the best way to work 

with each one and what each one needs and some classroom ideas. I think that it 

should be mandated that before you graduate. 

(Lisa. 2"^ grade teacher. Traditional student with undergraduate degree in 

education. Enrolled in an intensive site-based teacher prep program that included 

internships at four different grade levels in K-12 classrooms. Planning rating: 

3.55, Management rating: 3.67, Instruction rating: 3.58, Program satisfaction 

rating: 8/10). 

The OMA Project which is what I am affiliated with, it's called Opening the Mind 

Through The Arts... there's like three school sites that are actually part of a 

research project.. .over the summer we had a two-day training and then once a 

month we meet and sort of throw around ideas. That was very helpful. What I 

really appreciated was that they really modeled... give you some strategies of how 

they deal with things.. .one of the biggest things I had (from the research project) 

was those folders there. Every class is bundled together. Every kid on the first 

day of class they made a folder with their name. I put them on the ground where 

they sit and that way I thought that was a good idea because they have a whole 

list of things that you're supposed to be doing. The kindergarteners are supposed 
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to be working on auditory acuity, listening things. The first graders' focus is 

more of visual acuities. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 

In many cases, the school districts themselves had good professional development 

programs that helped new teachers improve their skills. Unfortunately, comments from 

teachers show that the variation in the amount of useful inservice programs available to 

new teachers was substantial. Many of the teachers simply said they did not have any 

inservice opportunities. However, Connie was particularly satisfied with the experience 

she had with her districts program. 

They have a very good professional development program for first year teachers 

and that has been very useful. There has been some coaching, some scripting, and 

observations that have taken place in the classroom. And some one-on-one 

coaching to follow-up on that. The classes that we had to take periodically 

throughout the year has really been helpful because I've been able to add to my 

tool kit. You know, like in active participation, at the beginning of the year I 

probably could have given you two or three ideas for active participation; now I 

probably have ten. 
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(Connie. 7"^ grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 

emergency certified and currently enrolled in education post-bac program. 

Planning rating: 3.91, Management rating: 5.00, Instruction rating: 4.25, Program 

satisfaction rating: n/a). 

Sometimes teachers obtained valuable learning from courses they took from 

SCDEs after they graduated from a teacher education program. In Veronica's case, some 

of the lessons she learned from a course she took to fulfill a stateside mandate was more 

valuable than material she learned when she initially attended the program. 

When I took my phonics course [offered by the local university], [the professor] 

opened my eyes to a lot of things, but that was already after I had been out of the 

university and was doing subbing. I took the phonics courses as a mandate. So 

she opened my eyes to a lot of things. So I think after the teacher preparation 

program I've gotten a lot more valuable information or things that I could actually 

bring back and use in the classroom. 

(Veronica. 2"'' and 3'^'' grade teacher. Bachelor's degree in elementary education. 

Has worked as a janitor and in telemarketing. Worked as long-term substitute for 

2'/2 years before first regular position. Platming rating: 3.18, Management rating: 

2.33, Instruction rating: 2.83, Program satisfaction rating: 3/10). 

When teacher education programs do not prepare new teachers for situations they 

are likely to experience, the result is that new teachers leam to handle the situations on 
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the job. Dealing with parents was something that Nikki had to learn through direct 

experience. However, the lesson she learns may not be ideal. 

I guess I've learned a lot about dealing with parents. I guess I've learned how to 

speak with them a little bit better now or what to say, what not to say. When a 

parent would call and ask how my student was doing, I think I'm better prepared 

to talk about that.. .parents who come with just questions and "my child this and 

my child wants a higher math program because he's bored in your class and he's 

gifted." So I had to deal with parents a lot at the beginning of the semester and 

you just have to prove yourself to the parents.. .1 don't remember [learning] 

anything about [dealing with] parents [in my program].. .1 was really confused 

when that started happening. So, I talked to my principal about it. Basically, that 

the parent knows all and that whatever they want it's going to go if they make a 

big enough fuss about it. 

(Nikki. 3'^'^ grade teacher. Traditional student with undergraduate degree in 

education. Initially undecided major then changed to education. Hired five days 

before school started. Planning rating: 3.36, Management rating: 3.00, Instruction 

rating: 2.33, Program satisfaction rating: 7/10). 

In Sean's case, much of the information he learned in education classes was 

incomplete and there was a lot more he needed to learn to properly implement different 

instructional methods. Sean felt that no matter how well an education student is prepared 

in college, the reality of a classroom brings many new challenges. 
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It's one of those things that you can leam the theory of but as soon as you apply it 

you find problems that weren't addressed. You're kind of on your own learning 

on the job... Yeah, I was introduced to direct instruction, presentation model, 

cooperative learning, inquiry. And I use them all but I've noticed now that when 

I'm putting them into practice that there were things that I wasn't necessarily 

made aware of.. .the only analogy that I can think of is practicing going to war. 

You know, you leam to shoot your gun, and leam how to throw your grenade, but 

until someone is shooting at you, it doesn't become real. And there's so many 

other tricks of the trade that you're going to leam while you're doing it that you 

can't leam in the [college] classroom. But I think they did kind of give us an idea 

of what to expect, some resources we could use. 

(Sean. 8"^ grade history teacher. Undergraduate degree in history and post-bac in 

education. Plarming rating: 3.55, Management rating: 2.80, Instmction rating: 

3.42, Program satisfaction rating: 7/10). 

The Need for Teacher Education. One fundamental issue I attempt to address in 

exploring the impact of teacher education is whether the time spent by education students 

in teacher education programs resulted in appreciably better teaching performance. 

Given that many educators predict severe shortages in teachers when baby boomers begin 

to retire in the next ten years, can SCDEs justify placing constraints on potential teachers 

if there is insufficient evidence for the added value of teacher education? In the final 

portion of the interviews, I asked participants to weigh in on the issue of whether 
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professional teacher preparation was necessary in their own situation or if the amount 

they learned did not merit the amount of time they invested. 

Both Cheryl and Lori were non-traditional teachers who had been working in 

various ancillary positions in education for several years. Prior to starting her teacher 

education program, Cheryl taught for over four years as an uncertified music teacher. 

While Cheryl enjoyed her experiences during her teacher preparation program, she also 

was uncertain that she was a better teacher because of it. 

I personally enjoyed the theory of education.. .it was very interesting, the 

philosophy of education. Did it help me be a better teacher? No. It was 

interesting, I think it was good to know how the educational system in our country 

started. But does it help me be a better teacher? That's iffy. Some of the other 

classes were taught by great teachers, while others were taught by not so great 

teachers.. .1 did daycare and I have five kids and I have been in the classroom for 

four years or so at the time I started. It's ridiculous to compare me with an 

eighteen year old.. .and yeah, my needs are different...So [I didn't] get 

challenged. So, in some ways it was like that.. .just the jumping through the 

hoops, feeling like I'll [become certified] because it's something you got to do. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating: 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 
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Lori was another new teacher who started her program after working in several 

schools as a teaching assistant. Lori was particularly critical of the non-degree nature 

of certification program she attended. Her concern was that the post-baccalaureate 

program she attended should either have taken into account her prior experiences or 

offered a master's degree for the amount of time she invested. 

When I started the program, I had already been teaching high school.. .students 

with special needs. I didn't do it alone; there was also a certified person in the 

room. But I wrote the syllabus, I wrote the lesson plans, taught the students 

successfully and only the lack of certification kept me from being paid what 

the other teacher in the room was being paid. I definitely needed certification 

to be paid. I was very surprised to find out that the fact that I had community 

college teaching certification didn't help at all for me teaching in secondary or 

elementary. The fact that I had taught undergraduate college students and had 

been qualified to do that, didn't help at all, it was as though I had just stepped 

out of high school as far as anybody was concerned for secondary and 

elementary ed. The program that was available to me at the time was about an 

eighteen-month program that only gave me teacher certification and none of 

those courses would apply toward a Master's. I felt that was excessive. I 

found many of the courses useful, but eighteen months of coursework that did 

not even apply toward a Master's degree I felt was more than what should have 

been required. During the time that I was going through that program I met 
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other qualified, highly qualified people, who decided it wasn't worth the 

trouble. 

(Lori. 4* grade teacher, Undergraduate degree in communications and media. 

Worked in many educational settings before first certified position. Switched 

from kindergarten to 4"^ grade after one quarter to relieve over-crowded 4^*' grade 

classes. Planning rating: 3.64, Management rating: 2.50, Instruction rating: 2.92, 

Program satisfaction rating: 8/10). 

Both Cheryl and Maria also felt they learned a lot in her post-baccalaureate 

program but wished the program could have been condensed into a shorter amount of 

time. 

I feel like I do need it. I feel like if I hadn't done that I would feel less 

confident. And I think that feeling less confident in the classroom is actually a 

huge gauge of how well you are able to do your job. I know my content area. 

But I think it's like having a foundation. And that foundation is really 

essential.. .1 wish that in that year it would have either been broken down into a 

semester with a lot of work or if it was a full year by the end of the year having 

a way more knowledge or information than I could use. 

(Maria. 11"' grade English teacher. Bachelor's in English and Post-Bac university 

certification program. Some experience as a substitute. Planning rating: 2.73, 

Management rating: 3.00, Instruction rating: 2.83, Program satisfaction rating: 

7/10). 
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I have a problem with standards that are just set arbitrarily. I realize that this 

opens a can of worms, but not every student is the same. And not every post-bac 

student is the same. It's almost ridiculous to compare, to expect.. .for example, if 

this program would see a twenty-two year old with no educational experience and 

who just came in off the field and wanted to get a post-bac, that I would have to 

jump through all the same hoops necessarily. 

(Cheryl. Grade 1-5 music teacher. Bachelor's in political science. Worked for 

several years as office manager for cleaning service. Also, an active musician for 

most of her life. Worked as uncertified music teacher in elementary school. Later 

earned post-bac in elementary education. Planning rating: 2.77, Management 

rating; 4.67, Instruction rating: 4.29, Program satisfaction rating: 6/10). 

Cheryl clearly did not believe in a one-size-fits-all approach to teacher 

preparation and felt that second-career education students should not be subjected to the 

same requirements as traditional students. Cheryl had a considerable amount of non-

certified teaching experience coming into her program. However, while her 

management and instruction ratings were very high, her planning rating was far below 

average. It should be noted that while many second career teachers were rated among the 

highest new teachers, the mean composite ratings for second career teachers from Phase 

One was significantly lower than it was for teachers who were traditional education 

students. In reading these teachers responses, it would be difficult to know how more or 
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However, customization of teacher education programs to accommodate the different 

backgrounds of education students seems like a promising avenue for improvement. 

Cormie was very happy with the post-baccalaureate program she attended 

because it was a perfect fit in terms of what she felt she needed. She was happy they 

gave her credit for some of her prior experiences and she already had a master's 

degree and did not feel the need for another one. Ultimately, the quality of the faculty 

and instruction made the experience particularly worthwhile. 

And the fact that as I got into it, the more time I spent with [my program], the 

more and more devoted I became to [my program]. Though it was the 

flexibility that first hooked me, I am now an incredible cheerleader for their 

program. The instructors that I had throughout were, again, realistic. A lot of 

experience, some of them were previous teachers and administrators, some 

were current teachers and administrators. Incredible backgrounds. 

I think it would be very different [if I didn't get my education degree while I 

was teaching]. Based on who I am in my previous experience, could I have 

made it successfully? Yes. Would it have been as successful as it is now? No. 

The learning was very valuable. But because I'm tenacious and will seek out 

information whether I'm in a formalized program or not, just because I 

finished my credential at the beginning of this month, does that mean that's the 

end of my education? Noway. Andthat'sjustthewaylam. But having that 
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experience along the way and being able to pointed to some theories and 

resources that I wouldn't have otherwise known had been out there, was very 

helpful. It was an efficient process, I felt. It was good. I mean, I did drag my 

feet about wanting to go back to school again, but once I was into it, I enjoyed 

it and I did quickly realize how much I was getting out of it. 

(Cormie. 7"^ grade civics and government teacher. Undergraduate and Master's 

degree in political science, previous career in international development, 

emergency certified and currently enrolled in education post-bac program. 

Planning rating: 3.91, Management rating: 5.00, Instruction rating: 4.25, Program 

satisfaction rating: n/a). 

Generally speaking, second career teachers were far more concerned about the 

amount of time spent in their teacher education program when compared to traditional 

students. Traditional students simply looked at the time spent in teacher education as 

an inherent part of a college education. Sara took a view that even more education 

courses would have been better. 

If I could do it over again, I've been thinking about that just because I am 

actually looking for a Master's. I want to pursue that now and I've been 

playing around with ideas. I think the Art Education program is fantastic 

here.. .however, I think that I would have liked more educational opportunities, 

as far as the Education classes. As far knowing about what other teachers have 
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been through, what the other teachers of other grades are doing in 

teaching.. .yes. I think if I could do it all over again, I would want an undergrad 

in Education, period, just Education and then Fine Arts. That's longer..you 

know, but that would have been phenomenal because I would have been able 

to have more content knowledge in the studio aspect of it and then more 

knowledge in the Education classes. 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

In the end, the general consensus among all of the teachers from Phase Two 

interviews was that although some teacher education programs needed to be improved 

and some customization should occur, attendance of a teacher education program was 

an essential part of their preparation to inherit their first classroom. 

I think it would be different a lot because you wouldn't have that background 

in knowing about how students learn and techniques you know. I'd probably 

end up what most professors do, a college and just lecture and have them take 

notes and that would probably be just the only thing. And I'm not saying that I 

don't do that, because I do, but it would just be what you do because you 

wouldn't know other strategies. So I think that would be different. The testing 
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portion, 1 don't think preparing to write tests and grade assignments, that 

would be a lacking area. And to a point, how to deal with parents. 

(Barbara, high school biology, ESL health, and ESL earth science teacher. 

Undergraduate degree in elementary education, minor in science. Emergency 

certified. Planning rating: 3.05, Management rating: 3.70, Instruction rating: 

3.46, Program satisfaction rating: 5/10). 

I think that that's bogus, that's bologna [that people can teach without going 

through a teacher education program]. I think that would have been extremely 

difficult if I would have gotten solely [a] studio [degree] and said, "hey, I can 

teach art." That's false, that's completely false. Well, that's why there was an 

Art Ed department, which brought in the theory and philosophy of teaching. But I 

think that those Education classes helped tremendously. And I think that's false. 

If I would have focused on ceramics and then got a BFA and then started 

teaching, my first year would have been a disaster. 

(Sara. Elementary school art teacher. Traditional student with undergraduate 

degree in art education. Grew up wanting to be a teacher. Planning rating: 3.73, 

Management rating: 4.60, Instruction rating: 4.42, Program satisfaction rating: 

9/10). 

I don't think that half the people that would do [that] would be able to survive 

their first year [if they only received a bachelor's in their content and didn't attend 
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teacher preparation program]. I think they would be completely shocked. Half 

my friends see how tired and worn down I am. I still work another job and they 

don't understand how I put in all the hours and do what I do. You need to have 

that mentality, you need to be the kind of person that can work with kids and not 

everyone can do that even though people think it wouldn't be hard going in there. 

Yes, you definitely need to have a preparation.. .the courses were important as 

well as the student teaching because they helped me build up to what I needed to 

know once I was in the classroom. 

(Carrie. 7'*^ grade language arts teacher. Undergrad in Family Studies and Human 

Development. Post-Bac in Social Studies Education. Now Beginning Master's in 

Education. Plarming rating: 3.27, Management rating: 4.00, Instruction rating: 

3.08, Program satisfaction rating: 9/10). 

Tony has a comment for those who believe they can be an effective teacher 

without formal preparation by explaining how his own view has changed since having his 

own class. Tony believes that his previous background outside of teaching has helped 

make teaching less difficult, however, it did not substitute for formal teacher education. 

Absolutely not, there is no way [I would have been ready to teach without the 

teacher preparation program]. Even if you asked me that question when I was 

in law enforcement and I had said "yes", I could tell you assuredly now that 

that would not have been true. There are skills that you need to learn to teach 
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that can only be taught to you. They're not life skills. Life skills are what 

makes my job a lot easier. 

(Tony. 8"^ grade science teacher. Worked in retail for 10 years, then in law 

enforcement for 13 years. Returned to college to finish bachelor's in public 

administration then earned master's degree and certificate in education. Planning 

rating: 4.18, Management rating; 4.33, Instruction rating: 3.67, Program 

satisfaction rating: 10/10). 
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Discussion 

The Challenges of New Teachers 

The field of teaching is rather unique in terms of what is expected from novices of 

the profession. Imagine expecting a recent medical school graduate to perform a 

complex surgery in her or his first month on the job, or a law firm asking a new law 

school graduate to take the lead on a major case. Members of trade unions (carpenters, 

electricians, etc.) slowly work through the ranks as apprentices, and journeymen before 

taking on the full responsibilities of their profession. Even graduates of culinary schools 

slowly work up the ranks of a restaurant kitchen from preparatory work, then to assistant 

before becoming a chef. However, the expectation of graduates of education schools is 

that she or he immediately performs the duties of long-time veterans while being isolated 

from colleagues most of the day. Despite the fact that most educators recognize the 

challenges placed on new teachers, there is too little being done to improve the situation 

for new teachers. Ideas like providing additional support to new teachers or limiting the 

class sizes for novices are considered unfair to veteran teachers and are luxuries which 

public schools often cannot afford. 

A startling finding from listening to new teachers is that in many cases, new 

teachers are put into more difficult situations than teachers with more seniority. Even in 

suburban schools, it is amazing how many teachers are teaching out of their area of 

certification. Among the fifteen participants of the follow-up study, Carrie was trained to 

teach social studies but was hired to teach language arts instead. Nikki was hired five 

days before school started after the school realized they needed another third grade 
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teacher. Connie was hired without a certification and spent evenings in teacher 

preparation courses after she finished work for her classes during the day. Barbara was 

certified in elementary education and now teaches high school biology, ESL health, and 

ESL earth science even though she has never worked with ESL students in her native 

Michigan. Tony is certified to teach secondary math, but was asked to teach science (an 

area in which he had no background preparation) because of the need of the school. Lori 

was transferred from teaching kindergarten to fourth grade after one quarter to relieve 

overcrowded fourth grade classrooms and because she had the least seniority among the 

teachers at the school. 

Discussions about impending teacher shortages in the future often deal with the 

absolute number of teachers in the profession compared to the need. However, it is 

obvious that even now, the lack of qualified teachers in some content areas is forcing 

schools to place new teachers in positions for which they do not have adequate 

preparation. The result is that being a new teacher for many now is even harder than it 

otherwise would be. Hawk, Coble, and Swanson (1985) warn that when teachers teach 

out-of area, student achievement suffers. Monk and King (1997) are particularly 

concerned that the least qualified teachers frequently end up in the school districts with 

the least resources because those districts have fewer choices in the teachers they hire. 

This creates a self-perpetuating situation in which the least prepared teachers accept less 

desirable positions (possibly out of their area of certification) and thus are even less likely 

perform well in the classroom. 
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Lesson Planning 

Among new teachers, there are opposing views about the value of preparing to 

write lengthy formal lesson plans that focus on individual lessons. Most new teachers 

feel they are well prepared to write formal lesson plans in college. However, some are 

concerned that they do not have time to write such lengthy lesson plans and have never 

been taught how to develop lessons that span a whole unit or even several days at a time. 

It may be that teacher education programs are hoping that students overleam how to write 

formal daily lesson plans so that the process becomes second nature. However, it may be 

noteworthy that many new teachers feel what they were taught does not reflect what is 

being done by most of their colleagues in the field. Due to time constraints, many new 

teachers simply refrain from writing lesson plans all together. Perhaps teacher education 

programs should work with preservice teachers to develop a process to create lesson 

plans that span full units, and are detailed enough to allow the teacher to deliver 

meaningful lessons, yet leave out less important elements to accommodate time 

constraints. While education programs may be reluctant to do this, it may be a better 

alternative to having new teachers completely eschew writing lesson plans. 

Special Education 

For many new teachers, today's mainstreamed classrooms are a particular source 

of stress. Many new teachers come into school with tremendous enthusiasm to help all of 

their students learn. However, those that are not prepared to deal with mainstreamed 

students do not understand what is expected of them as teachers and have a difficult time 

assessing when they are spending too much or too little time with mainstreamed students. 
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With the exception of Sara, ail of the participants have had to deal with special education 

students and most would have preferred more focus on special education students during 

their teacher education program. In many cases, the problems dealing with special 

education students do not have to do with preparation. Both Tony and Jessica want to 

help their mainstreamed students; however, because the needs of these students are so 

different from that of the rest of the class, it just takes time away from accomplishing 

their learning goals for other students. Schools can facilitate the induction of new 

teachers by limiting the placement of mainstreamed students in the first year. Once 

again, the responsibility of the school district to minimizing the challenge to new teachers 

must be further considered. 

Academic Standards and Content Knowledge 

The two areas where most new teachers feel particularly prepared are teaching to 

academic standards and dealing with the course content. The general sentiment during 

the interviews was that their teacher preparation program taught the standards very well 

and that incorporating content standards into current teaching was not difficult to 

accomplish. Supporters of content standards should be pleased that most new teachers 

did not provide any indication that they felt teaching to academic standards was either 

burdensome or unimportant. Tony was the exception as he was not happy with the 

narrow focus of science standards that does not emphasize creative problem solving. 

Tony (who was teaching out-of-area) also admitted to struggling with content knowledge 

in the first semester although he feels much more knowledgeable toward science now that 

he is in his second semester. 
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It is difficult to assess why new teachers were not concerned about their 

preparation with regards to academic standards and content knowledge. Perhaps, the 

focus on these issues nationally has had an impact in the classroom. However, it is 

important to note that, although Cheryl stated she was very comfortable teaching to state 

music standards, she was not able to say what they were during her Phase One interview. 

Therefore, at least in Cheryl's case, perception is not necessarily a reflection of reality. 

Classroom Management 

Classroom management is the number one area that teachers do not feel properly 

prepared in after completing teacher education program (See Appendix C). Most 

education courses deal with classroom management in one form or another so it is 

difficult to understand where the deficiency lies. For years, I have been hearing this 

myself from education students, but until now I have never been able to fully understand 

what teachers meant when they said they wanted more preparation in classroom 

management. In speaking to these new teachers, I have come to understand that one 

main problem is the ability or disposition to implement an effective discipline model in 

the first weeks of class before most classroom management problems begin. 

At the beginning of the year, most new teachers were thrilled to have their own 

classes and did not want to focus the first interactions with their students on something as 

"negative" as behavior expectations and consequences. Even more to the point, they did 

not want to spend classroom time practicing appropriate behavior and enforcing 

classroom rules immediately. However, it became clear from the interviews that those 

who devoted time to explaining classroom expectations and began correcting students for 
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poor behavior at the beginning of the semester reported fewer management problems 

later and many of those who did not implement a discipline system at the beginning of 

the semester struggled throughout the year. Further, they stated they would definitely be 

more clear and rigid with classroom expectations at the begirming of the following year. 

This may also be the reason for the consistently positive feedback about Wong 

and Wong (2001). Most new teachers begin their first semester of teaching after two 

years of professional training having attained a wide range of skills to help them through 

their new career. However, the most immediate challenge for new teachers is deciding 

what they will do in the first few days of school. Just about every classroom 

management system asserts that teachers should focus first on establishing student and 

teacher expectations and agreeing on appropriate classroom behavior prior to delving into 

the course content. As far as this is concerned, Wong and Wong provide no unique 

insight. However, what is particularly comforting for new teachers are the explicitly 

concrete terms in which Wong and Wong describe the procedures of these first few days. 

Anxiety runs high among first year teachers, particular at the begirming of the semester, 

and thus, more than any other time in their career, simplicity and concreteness is most 

valued. 

Teacher educators are responsible for more than just preparing graduates to 

fiinction effectively for the first few weeks of school. Therefore, a more in-depth 

treatment of issues such management and motivation is necessary for teachers to expand 

their potential to become thoughtful about their practice over a career. Wong and Wong 

provides a recipe book approach to the first days of school that is particularly useful to 



230 

teachers who are dealing with the stress of their first independent teaching experience. 

However, in time they need to learn how to allow students to become more involved in 

co-regulating their classroom behavior with their own expectations and that of their 

students (McCaslin & Good, 1996). 

Managing Group Work 

One area of classroom management that created considerable difficulty for the 

new teachers was small group work. It was obvious from the comments that new 

teachers felt their teacher education programs spent a considerable amount of time 

emphasizing the importance of group work. It was also clear that many new teachers 

have internalized the message that group work was an important way for students to 

learn. However, it was just as common to hear new teachers say that they did not learn 

how to properly manage a small group learning activity. Maria and Lisa both used the 

words "chaos" to describe their early experiences with small group work. For many new 

teachers, the descriptions of self-motivated learners that they heard during college were 

not consistent with the students they saw in their own classroom. These new teachers felt 

they were never taught how to prevent common problems that occur with group work. 

Teachers reported problems keeping students in other groups on task when she or he was 

attending to a single group. Lori found out that she could not assume that her students 

were familiar with their individual responsibilities during group activities. Often, 

individual students completed the work for the entire group while others students copied, 

socialized, or simply did nothing. The most common point that new teachers say they 

learned from conducting group work that was not conveyed during their teacher 
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preparation program was that each student needed to be held individually accountable for 

contributing to the group activity. 

If teacher preparation programs truly value group work, these responses show that 

more time needs to be focused on teaching how to implement effective group activities 

(McCaslin & Good, 1996; Good & Brophy, 2003), and less time on persuading teachers 

the value of group work. Many of these teachers are less likely to use group work in the 

future because of poor early experiences. What is ironic is that many new teachers said 

they had been taught the problems with using direct instruction during teacher 

preparation and therefore are more prepared to use direct instruction since they have a 

better understanding of the potential shortcomings. 

Classroom Experiences 

A consistent comment from new teachers was that time spent in K-12 classrooms 

were some of the most valuable experiences they received either before or during their 

teacher education program. While education students appreciated the chance to observe 

classrooms, the opportunity to assist in the instruction (or at least intermingle with the 

children during class) was clearly considered to be more valuable. For these new 

teachers, the opportunity to help in classroom activities while they were education 

students varied greatly depending on the teacher in the classroom. Many teachers did not 

want the flow of their instruction disrupted by the education student so education students 

simply sat quietly watching the events of the classroom. Meanwhile, other teachers 

openly welcomed education students to participate actively in the activities. 
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To address these problems, teacher education programs must work more closely 

with school districts and classroom teachers to maximize the experience for education 

students. If classroom teachers see the value of providing learning opportunities for 

education students (as well as their own students), they may be more willing to help 

incorporate the education students into design of the lesson. For this to happen, teacher 

education programs need to work with classroom teachers to make sure education 

students come to class at expected times and also are prepared in how to provide useful 

assistance to the classroom teacher. At the same time, more classroom teachers could try 

to adapt their lessons to maximize learning for the education student as well as their own 

students. In ideal circumstances, classroom teachers and education students could engage 

in discussions on the effectiveness of various aspects of the lesson. 

Student Teaching 

What is apparent from listening to new teachers is that the student teaching 

experience is not only the most important component of the teacher education program, 

but also one component of teacher education in which the experience of education 

students varies tremendously depending on the individual placement. Most of the new 

teachers had extremely positive student teaching experiences, and these same teachers 

feel that they are better prepared teachers for having such positive mentorship during 

student teaching. 

What was surprising from the new teachers' comments was the reason that many 

new teachers had bad student teaching experiences. It is logical that student teachers who 

are placed with less competent teachers have bad experiences. This can certainly happen 
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if teacher education programs do not adequately screen potential cooperating teachers 

based on teaching performance. However, several of the participants had bad 

experiences with cooperating teachers whom they considered to be very capable and 

talented teachers. Nikki's cooperating teacher never wanted to relinquish control of the 

classroom because she felt Nikki was not a strong education student. Clarisa's 

cooperating teacher also tightly held control in the classroom because she wanted to 

make sure her students' test scores were high in what was her final year of teaching. 

Meanwhile, Lisa's cooperating teacher had such a subtle and natural rapport with her 

students that Lisa did not learn any techniques for managing a classroom. In each of 

these cases, the cooperating teachers may have been successful in working with their own 

students, but failed in providing the proper scaffolding that their student teachers needed. 

While some may argue that a cooperating teacher's first responsibility is to her or his 

students, it is important to realize that unless a cooperating teacher is prepared to fail a 

student teacher, she or he must accept that their protege will most likely have full 

responsibility for her or his own classroom in a very short amount of time. 

Because of a lack of mentorship, Nikki, Clarisa, and Lisa all believe they are less 

prepared to teach now that they have their own class. Also, several new teachers 

mentioned that they had classmates who did not go into teaching because of bad 

experiences with cooperating teachers. Indeed the consequences of a poor student 

teaching experience can be that a teacher education program invests a couple of years 

preparing an education student only to have her or him leave at the end of a program. 
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Need for Teacher Education 

Finally, when asked about the need for attending a teacher preparation program, 

fourteen of fifteen new teachers were emphatic that they would not be able to teach 

nearly as effectively were it not for what they learned in their program. The only 

exception was Cheryl, who did not find the time she spent worthwhile partly because she 

already had extensive teaching experiences prior to enrolling in a post-baccalaureate 

program. It is important to note that Cheryl does not believe teachers without the 

background she has in education should teach without preservice preparation. Among 

the other fourteen participants, it was surprising how emphatic they were about the need 

for preservice preparation even if they had some negative experiences in their program. 

Sara performed very well in the Phase One observations, but feels it would have been a 

"disaster" if she had only received a degree in her content area (art) prior to becoming a 

teacher. Carrie feels that people would be shocked by the amount of work put in by first 

year teachers and believe many would not be able to survive the first year without 

preservice preparation. 

Ultimately, the person who may have the best perspective on the value of teacher 

education may be Tony. In many ways, the primary purpose of deregulating teacher 

education is to help people like Tony who has already had a successful career (along with 

many valuable life experiences), and wish to fulfill a dream of being a teacher. Prior to 

going back to college to obtain a certification to teach, Tony would have said that he 

already had the skills to be an effective teacher (or could quickly develop them on-the-

job). After completing a master's level teacher education program, Tony's perspective 
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on the value of teacher education changed dramatically. Now that he has experienced the 

responsibilities of a full-time teacher, Tony feels that many aspects of teaching can only 

be taught to prospective teachers by more experienced educators. In making these 

comments, he speaks with a credibility and understanding that is not found in those who 

believe they can become effective teachers but have never actually tried to do it on a full-

time basis. Thus, supporters of deregulating teacher education may be wise to heed 

Tony's comments before unleashing large numbers unprepared second career 

professionals who may have the best intentions, but are perhaps unrealistically self-

confident, into the classrooms of our nations youth. 

Even if you asked me that question when I was in law enforcement and I had 

said "yes", I could tell you assuredly now that that would not have been true. 

There are skills that you need to learn to teach that can only be taught to you. 

They're not life skills. Life skills are what makes my job a lot easier. 



CONCLUSION 

Comparative evaluations of teacher education programs have generally come in 

one of two forms. Many states use standardized tests of content and pedagogical 

knowledge to license graduates of teacher education programs. In recent years, the 

federal government has sought to use these tests to make national comparisons of teacher 

education programs. However, most states use their own uniquely created tests and the 

diversity of test formats and content among the states has made this task particularly 

difficult. Another approach to evaluating teacher education programs has been through 

the use of evaluations that focus on the process of teacher education. Accrediting 

agencies such as NCATE (National Council for Accreditation of Teacher Education) or 

TEAC (Teacher Education Accreditation Council) collect a wide range of information 

from teacher education programs, such as the qualification of teacher education faculty, 

the methods of assessing candidates' performance, and the amount of time candidates 

spend in K-12 classrooms during their preparation. NCATE does not use this data for 

normative comparisons of teacher education programs; however, it does make decisions 

on whether institutions should be accredited based on a standardized rubric that 

emphasizes program processes and program resources. 

The Phase One study describes another potential method to evaluate teacher 

education programs that focuses on the classroom performance of teacher education 

graduates. This approach avoids what Dunkin and Biddle (1974) consider to be the 

greatest weakness of research on teacher effectiveness—^the "failure to observe teaching 

practices" (p. 13). The strength of the current approach is that programs are assessed on 
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how graduates actually perform in the classroom, whereas the other approaches serve as 

proxies for teachers' classroom performance. Another advantage of the current approach 

to evaluating teacher education programs is that classroom observation is the prevailing 

method schools use to evaluate their own beginning teachers. Congruence between 

university and school district practice can help make evaluation results more acceptable 

and meaningful for districts since they would be the primary consumers of this data. 

Despite these advantages, program evaluations based on classroom observations 

are not likely to replace the other two forms of teacher education evaluation described 

above. Due to time and resource constraints, standardized tests may still be the most 

efficient way to measure teachers' content knowledge across a broad subject domain. At 

best, classroom observations can only evaluate teachers' content knowledge as it pertains 

to a few individual lessons. Also, unlike accreditation reviews, performance observations 

focus only on the graduates (end products) of teacher education programs and cannot 

evaluate the quality of the internal processes that lead to candidates' growth in teaching 

ability. Teacher education programs that have more inclusive admissions policies will 

perform relatively poorly compared to more selective programs even if they provide an 

equivalent level of preparation. For example, using observation data of graduates' 

performance to compare the quality of Stanford or Berkeley's teacher education 

programs, which license fewer than 100 graduates per year combined (US News and 

World Report: America's Best Graduate Schools, 2003), to graduates of programs in the 

California State University system, which provide the bulk of teachers for California 
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classrooms, may not provide a complete picture of the contribution these institutions 

make to the children of the State of California. 

Due to the acute shortages in qualified teachers, the utility of normative 

comparisons of teacher education programs may never be high. In reality, teacher 

licensure tests and teacher education accrediting agencies primarily serve as means to 

establishing a minimal threshold for acceptable levels of performance for teacher 

education programs and graduates. If implemented on a wide-scale, performance 

observations could do the same by identifying programs that consistently license poorly 

prepared teachers. More importantly, since participants are recruited directly from school 

districts, this approach can be used to evaluate the performance of teachers who have not 

completed a teacher education program. This is a feature that would be particularly 

useful if teacher certification became more deregulated. 

The participants of Phase Two interviews describe many areas in which they feel 

their program can be improved. However, they also believe strongly in the overall value 

of professional teacher preparation. If policymakers move forward with proposals to 

deregulate teacher certification, they would do so against the judgment of these 

individuals who are intimately aware of the challenges faced by new teachers. The 

bottom line is that if proposals to deregulate teacher certification are well-intentioned 

attempts to improve the quality of teachers, then any moves toward deregulation should 

be accompanied by proper evaluation. Just as policymakers wish to hold teacher 

education programs accountable for preparing high quality teachers, standardized 
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performance observations can hold policymakers accountable for the teaching 

performance of those who have not received formal teacher preparation. 

Being able to discriminate among teacher education programs may not be 

particularly valuable in itself What benefit is it to teacher educators that University X 

has higher performing teachers than University Y if there is no understanding of what 

makes the program effective? The real potential of this approach is to explore differences 

in the performance of graduates from multiple models of teacher education. Currently, 

there is very limited research that informs teacher educators about the impact of various 

models of teacher education. 

Table fourteen reports some basic information on characteristics of the teacher 

education programs (e.g. traditional or post-baccalaureate, elementary or secondary). 

However, imagine if this study were replicated with more teacher education institutions 

and that each institution was identified not by its name, but by a detailed description of 

the specific components and features of its teacher education program as well as the 

overall philosophy of the program. For example, imagine if the programs in Table 14 

were described by the following type of information: 

Program X: Four-year traditional elementary program focusing on developing 

constructivist-oriented teachers. Program certifies 100 teachers each year. 

Student-faculty ratio of 15 to 1. Annual per student expenditure $8000. 

Program X Components include: 
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45 hours in child development and learning theory (emphasis on social 

development) 

45 hours in multiple approaches to assessment with emphasis in assessing 

group work. 

45 hours of classroom motivation and classroom management theory 

focusing on teaching student self-regulated behavior accompanied by 90 

hours of practicum to apply management techniques in K-5 setting. 

Full semester of student teaching with 5 hours per week of discussion 

groups with other student teachers. 

Etc. 

If the names of the institutions were in Table 14 were substituted with information 

about the features of the program, then standardized performance observations could be 

used as a means to compare the effectiveness of program models by evaluating their 

graduates. This approach would allow for a considerable amount of research on the 

impact various teacher education models (and their components) have on the 

performance of graduates with regards to any combination of criteria in the evaluation 

rubric. Further, if evaluation results can be disaggregated by the characteristics of the 

schools (SES, demographic information) where the new teachers are teaching, then 

researchers can use the data to look for interaction effects between teacher education 

models and teacher performance. 

It is becoming more evident that the field of teacher education needs more 

primary research on the impact of teacher education on teacher effectiveness. In order 
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for this research to be done, there needs to be considerable investment in developing 

better measures for evaluating teaching. The current study explores questions such as 

differences in performance between traditional and post-baccalaureate graduates, 

graduates of teacher education programs and those who have not finished teacher 

education programs, etc. However, this is only the tip of the iceberg with regards to the 

types of questions that can be answered using standardized performance evaluations. The 

current study has been designed to demonstrate the possible value of a novel approach to 

measuring the impact of teacher education. It is an approach that can be used to ensure 

the quality of new teachers whether or not they attended a teacher education program. 

Standardized observations and interviews of new teachers can play an important role in 

assuring the quality of education provided to our nation's youth. Further studies using 

standardized performance observations will need to be conducted to realize the full 

potential of this approach. 



APPENDIX A: 

TSANG-HESTER TEACHER OBSERVATION RUBRIC 

Interview Planning and Preparation Page 1 

1. Lesson plans are designed to provide depth in student understanding 

1 2 3 4 5 

Teacher demonstrates low 

degree of content knowledge 

in lesson design. Lessons 

are based on superficial 

learning without a focus on 

deeper understanding. 

Teacher demonstrates 

content knowledge by 

designing lessons that allow 

students to learn material 

beyond facts with attempt at 

better understanding. 

Teacher uses a thorough 

understanding of content to 

provide a rich treatment of the 

content that imparts genuine 

understanding of the concepts 

being taught. 

2. Lesson plans contain clear focus on valuable learning 

1 2 3 4 5 

Lesson plans frequently focus 

on trivial learning, or learning 

with little apparent value 

Lesson plans generally focus 

on learning that is important 

or useful. 

Lesson plans incorporate 

learning that is clearly valuable 

and important for the students. 

3. Lesson content incorporates academic standards in planning 

1 2 3 4 S 

Teacher does not does not 

incorporate academic 

standards into lessons. 

Teacher makes an effort to 

integrate academic content 

standards into lessons with 

mixed results. 

Teacher seamlessly 

integrates academic content 

standards into creative 

approaches to teaching. 

4. Relates present learning to students' prior knowledge 

1 a; .4 5 

Teacher displays little 

understanding of students 

prior knowledge and designs 

lessons that are too easy, 

too difficult, or omits dealing 

with prerequisite skills. 

Teacher indicates some 

awareness of students prior 

knowledge and makes some 

use of this knowledge in 

planning instruction 

Teacher relates lesson to 

students prior knowledge and 

anticipates likely areas of mis

conception and build these 

into lessons. 

5. Uses knowled ge of diverse resource materials in designing instruction 

1 t 3 '4 5 

Information for lessons drawn 

from a single source such as 

a textbook. Little outside 

materials used to supplement 

learning 

Teacher uses outside readings 

and materials to supplement 

student learning. Some use of 

diverse media Is used. 

Teacher incorporates a wide 

range of instructional material 

and media in lesson planning, 

e.g. info from current events 

are incorporated into lessons. 

6. Lesson plans incorporate multiple Instructional strategies and a variety of teaching styles 

1 2 3 4 5 

Lessons rely heavily on one 

single style of instruction such 

as only using group work or 

only using direct instruction. 

Lessons incorporate multiple 

instructional styles. Teacher 

makes small attempt to modify 

instructional style depending 

on the content being taught. 

Lessons incorporate multiple 

instructional styles depending 

on the content being taught. 

Teacher uses creative 

styles of teaching to promote 

learning. 

Interview Planning and Preparation Page 2 
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7. Demonstrates long-term planning in lesson design 

1 3 4 5 

Individual lessons are planned 

as isolated units. The 

linkages between lessons 

are unclear. 

Teacher creates units of 

instruction that maps out 

instructional strategy for more 

than a week at a time. 

Individual lessons are planned 

as a part of a coherent 

instructional strategy across 

the semester where future 

lessons build on current 

lessons. 

8. Setting learning goals for students 

1 3 4 5 

Teacher designs lessons 

without much consideration 

to broader learning goals or 

emphasizes trivial learning. 

Teacher sets learning goals 

for students and designs 

lessons and activities to build 

all students toward the same 

goals. 

Teacher sets learning goals 

for students and designs 

lessons and activities to build 

students toward goals. Teacher 

also provides specialized 

attention to help students reach 

learning goals. 

9. Clarity of goals 

1 • t- 3 •4 5 

Goals are not clearly defined. 

Goals do not permit viable 

methods of assessment. 

Goals are only moderately 

clear. Some goals do not 

permit viable methods of 

assessment. 

All goals are clear and permit 

viable methods of 

assessment 

10. Assessment criteria and standards 

1 "SI- 3 4 S 
The proposed approach to 

assessment contains no clear 

criteria or standards. 

Assessment criteria and 

standards have been 

developed, and are mostly 

clear to students. 

Assessment criteria and 

standards are clear and have 

been clearly communicated 

to students. Clear rubrics have 

been developed. 

11 • Fairness and consistency of assessment 

1 • 3 • 4 8 
Assessment methods appear 

to be prone to inconsistency 

and subjectivity. Assessments 

cannot differentiate students 

who have learned the 

material from those who 

have not. 

Assessment methods 

approach fairness and 

consistency. Assessment 

methods usually allow students 

to demonstrate their under

standing of the material with 

some exceptions. 

Assessment methods are 

fair and consistent. 

Teacher makes students 

aware of what must be done 

to demonstrate understanding 

of the material. 

Observation Classroom Learning Climate 
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1. Teacher interaction with students 

1-, • 2 3 4 5 Criteria 

not at all 

applicable 

during this 

lesson 

Teacher interaction with at 

least some students is 

inappropriate to the situation. 

Teacher-student interactions 

are generally appropriate and 

respectful, but may reflect 

occasional inconsistencies. 

Teacher-student interactions 

are friendly and demonstrate 

general caring, and respect. 

Criteria 

not at all 

applicable 

during this 

lesson 

2. Student interaction with other students 

1, 2 3 4 « Critena 

not at all 

applicable 

dunng this 

lesson. 

Student interactions are 

characterized by some 

conflict, sarcasm, or put-downs. 

Student interactions are usually 

polite with very few instances 

of negative interactions. 

Student interactions are 

polite and respectful. 

Critena 

not at all 

applicable 

dunng this 

lesson. 

3. Management of instructional groups 

1 2 3 . 4 5 Criteria 

not at all 

applicable 

during this 

lesson. 

Students not working with the 

teacher are not productively 

engaged in learning. 

Tasks for group work are 

partially organized, resulting 

in some off-task behavior 

when teacher is involved in 

one group. 

Tasks for group work are 

organized, and groups are 

managed so most students 

are engaged in learning at 

all times. 

Criteria 

not at all 

applicable 

during this 

lesson. 

4. Management of transitions 

1 2 $ 4 5 Criteria 

not at all 

applicable 

during this 

lesson. 

Much time is lost in transitions. Transitions are moderately 

efficient, resulting in some 

loss of instructional time. 

Transitions occur smoothly 

with little loss of instructional 

time. 

Criteria 

not at all 

applicable 

during this 

lesson. 

S. Expectation of ap propriate behavior are understood and followed by students 

1 2 3 4 9 Criteria 

not at all 

applicable 

during this 

lesson 

No standards of conduct 

appear to have been 

established, or students do 

not follow standards of 

appropriate behavior. 

Standards of conduct appear 

to have been established for 

most situations and most 

students seem to follow 

follow these standards. 

Standards of conduct appear 

to be clear to all students and 

are consistently followed by 

students. 

Criteria 

not at all 

applicable 

during this 

lesson 

6. Monitors student behavior and provides feedback 

1 •St 3 4 5 Criteria 

not at all 

applicable 

during this 

lesson. 

Student behavior is not 

monitored, and teacher is 

unaware what students are 

doing, or response to mis

behavior IS disruptive to lesson. 

Teacher is generally aware of 

student behavior but may 

miss activities of some 

students. Responses to 

misbehavior is generally 

appropriate only slightly 

disruptive. 

Teacher is alert to student 

behavior. Monitonng is 

subtle and preventative. 

Responses to misbehavior 
is appropriate with minimal 
disruption to class 

Criteria 

not at all 

applicable 

during this 

lesson. 

Number of Students in Class: 

Observation Implements Instruction Page 1 
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1. Importance and value of content presented 

1 . 2 3 4 S Cnte'ia 

Teacher focuses lesson on 

mostly trivial knowledge, or 

the lesson does not relate to 

standards of learning in the 

content area. 

Teacher focuses lesson on 

generally valuable aspects 

of the content and standards of 

learning are generally evident 

in the lesson. 

Teacher focuses lesson on 

content that represents 

valuable knowledge that 

promotes in-depth under
standing of the content 
standards. 

not at all 

applicable 

during this 

lesson. 

2. Demonstrates content knowledge In Instruction. 

1 . 2 3 4 S Criteria 

Teacher makes content errors, 

is unable to engage in 

discussions on the content, 

or treats the content only 

very superficially. 

Teacher demonstrates 

generally accurate content 

knowledge in instruction and 

in answering student 

questions. 

Teacher demonstrates 

in-depth understanding of the 

content during Instruction and 

in responses to students and 

provides relevant examples. 

not at all 

applicable 

dunng this 

lesson 

3. Explaining new concepts and giving directions to students. 

1 2 3 4 5 Criteria 

Teacher explanations of new 

concepts or directions to an 

activity are frequently confusing 

to students, or material is 

clearly too basic for most 

students. 

Teacher explanations of new 

concepts or directions to an 

activity are generally clear and 

help students understand 

the content or task. 

Teacher's explanations of new 

concepts or directions to an 

activity are clearly presented 

and significantly promotes 

student understanding. 

not at all 

applicable 

during this 

lesson. 

4. Makes effective use of learning materials to promote learning 

2 3 4 « Criteria 

Teacher communicates 

lesson without use of any 

visual aids or other materials. 

or use of media or materials 

distract students from 

learning content. 

Teacher complements 

presentations with use of some 

visual aids and other materials 

with some success at helping 

students organize and learn 

content. 

Teachers use of visual aids 

and other materials is effective 

at increasing students under

standing of the content as 

well as improve student 

engagement. 

not at all 

applicable 

during this 

lesson. 

5. Displays and models enthusiasm for tlie content being taught. 

1 2 3 ••4 5 Criteria 

Teacher presents content with 

little conviction and with little 

apparent buy-in from students. 

Teacher communicates 

Importance of the work with 

some enthusiasm. Students 

respond with moderate 

interest. 

Teacher conveys genuine 

enthusiasm for the subject, 

and students respond to this 

enthusiasm. 

not at all 

applicable 

during this 

lesson. 

6. Uses clear, accurate, and expressive oral communication 

1 2 3 4' 5 Criteria 

Teacher's spoken language is 

inaudible to some students, 

contains grammar or syntax 

errors, or is unexpresslve. 

Teacher's spoken language is 

audible, and generally 

grammatically correct. Spoken 

language Is moderately 

expressive. 

Teacher's spoken language is 

clear and very expressive. 

Use of language and oration 

enhances understanding and 

interest. 

not at all 

applicable 

during this 

lesson. 

Observation Implements Instruction Page 2 
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7. Quality of questions 

1 3 4 M • • Criteria 

not at all 

applicable 

during this 

lesson. 

Teacher's questions only 

require students to recall 

basic facts and does not 

allow for deeper learning. 

Teacher asks questions 

recalling facts but includes 

some questions that 

require more thoughtful 

or analytical responses. 

Teacher asks mostly 

questions that require 

thoughtful responses and 

guides students to deeper 

understanding of content. 

Criteria 

not at all 

applicable 

during this 

lesson. 

8. Student engagement and Interest in lesson. 

' 1 ' ' : 1 3 4 $ Criteria 

not at all 

applicable 

during this 

lesson. 

Majority of students are not 

engaged mentally. Most to not 

contribute to class discussions 

or seem disinterested In the 

content. 

Students are generally engaged 

in lesson mentally. Many are 

participating in class 

discussions and all are at 

least paying attention. 

Most students are highly 

engaged in the lesson. 

Students display interest in 

learning the content and 

actively participates in their 

own learning. 

Criteria 

not at all 

applicable 

during this 

lesson. 

9. Structure and pacing 

1 • , r- 3 4 "s Criteria 

not at all 

applicable 

during this 

lesson. 

The lesson has no clearly 

defined structure, or the pacing 

IS too slow or rushed, or both. 

The lesson has a recognizable 

structure, although it is not 

uniformly maintained 

throughout the lesson. Pacing 

of the lesson is generally 

appropriate for most students. 

The lesson has a clearly 

defined structure that enhances 

learning. 

Pacing of lesson Is 

appropriate for students. 

Criteria 

not at all 

applicable 

during this 

lesson. 

10. Providing in-class feedback to students 

1 • 1. 3 ,4 " " 1 Criteria 

not at all 

applicable 

during this 

lesson. 

In-class feedback to students 

is either not provided or is not 

instructive to students 

In-class feedback to students 

is constructive and 

respectful. Feedback is 

mostly useful in helping 

students improve 

understanding of content. 

In-class feedback is 

constructive and respectful 

Feedback is effective in 

clearing up student mis

conceptions and helps students 

think about the process of 

learning. 

Criteria 

not at all 

applicable 

during this 

lesson. 

11. Demonstrating flexibility in responding to students 

1 3 4 $ Criteria 

not at all 

applicable 

during this 

lesson. 

Teacher ignores or brushes 

aside students' questions or 

interests, or teacher's 

response to students leads 

to major digression from the 

lesson. 

Teacher attempts to 

accommodate students' 

questions or interests. The 

accommodation usually does 

not decrease the coherence of 

the lesson. 

Teacher successfully 

accommodates students' 

questions or interests and 

enhancing learning by 

using student comments to 

enhance understanding of the 

lesson. 

Criteria 

not at all 

applicable 

during this 

lesson. 

12. Instructional activities lead to accomplishing appropriate learning goals 

' 1 • ; " "a. 3 ' 4 a Criteria 

not at all 

applicable 

during this 

lesson. 

Instructional activities do not 

lead to learning goals that are 

appropriate for the students. 

The goals may be too difficult 

or too easy or they may 

emphasize trivial learning. 

Instructional activities generally 

lead to appropriate learning 

goals. The goals are usually 

set at an appropriate difficulty 

level and mostly focus on 

valuable learning. 

Instructional activities are well 

designed to help all students 

reach the learning goals. The 

difficulty level is tailored to the 

students and represent very 

important concepts. 

Criteria 

not at all 

applicable 

during this 

lesson. 
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APPENDIX B 

Phase One Interview 

Part 1: Read this page to the teacher at the beginning of the interview and record the 
answers. 

Rate from 1 to 10 
Skip to question 7 if teacher never attended a teacher education program. 

1. How satisfied are you about how well your teacher education prepared you 
for this teaching job? 

Not at all satisfied Extremely satisfied 
1 2 3 4 5 6 7 8 9  1 0  

2. To what extent does the teacher education program you attended need to be 
improved? 

Major improvement necessary Very little improvement needed 
1 2 3 4 5 6 7 8 9  1 0  

3. To what extent did your teacher education program make you more prepared to 
teach? 

Program made little difference Program was essential 
1 2 3 4 5 6 7 8 9  1 0  

4. Please rate the quality of instruction of your teacher education program. 

Consistently poor instruction - Consistently excellent instruction 
1 2 3 4 5 6 7 8 9  1 0  

5. To what extent has your school district helped you to become a better teacher 
through workshops or formal mentoring? 

School district helped very little - School district helped a lot 
1 2 3 4 5 6 7 8 9  1 0  

6. To what extent has your colleagues helped you to become a better teacher 
informally? 

Colleagues have helped very little - Colleagues have helped a lot 

1 2 3 4 5 6 7 8 9  1 0  

7. Please name one or two areas of teaching where you wished you were better 
prepared? 

2. 
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APPENDIX B - Continued 

Part 2: Interview Questions for the Instrument: 

These questions are designed to help you get feedback that will allow you to score 
the teacher on the Planning and Preparation Rubric. You do not need to ask all of 
these questions depending on the flow of the discussion. 

Lesson Plans: 
• Do you have a syllabus for this class? 
• Can you show me some of your lesson plans for this class? 
• Could you walk me through how you put together a lesson for this class? 
• Do you try to integrate state academic content standards into your lessons? How? 
• Where do you get ideas, materials for your lesson plans? 
• Do you plan your lessons for the whole semester? 

Instructional Style: 
• What is your style of instruction? What approaches do you use? Group work, 

lecture, etc.? 
• How do you decide what style of instruction to use? 

Goals: 
• What are you goals for your students? 
• What are your learning goals or objectives for this class for the semester? 

Assessment 
• How do you assess your students? 
• What assignments are their grades based on? 
• What is their grade based on? 

Closing 

• How can we improve teacher education to benefit future teachers? 
(Write teacher's answer briefly in space below) 
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APPENDIX C: 

Phase One Interview Responses to Most Important Area for Improving Teacher 

Education Programs 

Frequency Percentage Area of Need in Preparation 
22 21.2% Classroom management and discipline 

9 8.7% IVIore time in classrooms 

9 8.7% Dealing with special ed/students with diverse academic backgrounds 

8 7.7% Assessment 

6 5.8% Content knowledge 

6 5.8% Dealing with school bureaucracy/paperwork/politics 
5 4.8% Lesson planning 

5 4.8% Planning for a whole day/week 
5 4.8% Implementing lessons-teaching content 

4 3.8% Technology 
3 2.9% Classroom Procedures/Setting up a classroom/materials 

3 2.9% Designing curriculum 

2 1.9% Time management/organization skills 

2 1.9% Understanding student behaviors 
2 1.9% Implementing academic standards 

2 1.9% Parent Communication 

2 1.9% First days of school 

2 1.9% ESL 

2 1.9% Student motivation 

2 1.9% Cooperative learning techniques 
1 1.0% Writing an objective 
1 1.0% Assessing student needs outside of classroom 
1 1.0% Interviewing 
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APPENDIX D: 

Phase Two Interview Questions 

Interview Questions: 

Describe the formal education you received to become a teacher. When did you receive this preparation? 
What coursework did you take in your content area? 
What coursework did you take in education? 
What kinds of classroom experiences did you have in your program? 

Have you been engaged in any other careers either in or out of the field of education? Have any of these contributed to 
your skills as a teacher? 

How confident were you that you would be an effective teacher going into your first semester? 
Did your first semester turn out to be more difficult, about as difficult, or less difficult than you expected? 

Explain? 

The next section will deal with how you obtained your skills in seventeen separate areas of teaching. For each area, I 
would like to ask you: 

• What do you know about this area of teaching as it applies to your classroom? 
• Did you feel you were sufficiently prepared in this area going into last semester? 
• Where did you obtain this knowledge/skill (e.g. from your teacher education program, on-the-job, previous 

experiences, or from another source)? 
• How much support were you provided by your school or school district in this area? 
• Do you think your teacher education program should have focus more time, less time, or the same amount of 

time in this area? 

1. Lesson planning 
2. Using a variety of learning materials 
3. Understanding academic standards 
4. Understanding the age group and development level of the students you will be teaching. 
5. Using variety of teaching styles - what were you told to use? 
6. Setting learning goals 
7. Teaching to learning goals 
8. Assessing your students and assigning grades 
9. Setting up classroom procedures and expectations 
10. Managing misbehavior 
11. Managing instructional groups 
12. Knowledge of the content you are teaching 
13. Public speaking skill/Presentation skills 
14. Asking questions/Getting feedback from students 
15. Engaging students in lesson 
16. Students with special needs 
17. Students with diverse backgrounds 

How well did your student's learn? 
Did you do a good job teaching last semester? 

Which of the above are most important to emphasize in a teacher preparation program? Least important? 

Top criticism of teacher preparation program. Top benefit of teacher prep program. 

Describe for me how your first semester of teaching would have been different if you did not attend your 
teacher education program? Was the program worth the time you invested in it. 
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APPENDIX E 

Invitation for Phase Two Interview 

Date 

Dear «First_name», 

Last fall, you participated in a University of Arizona and «School_District» School District 
collaborative project to obtain feedback on how well new teachers were prepared to teach by their teacher 
education institution. An observer came to your classroom to conduct an interview and observe your 
teaching practices as well as your views on the quality of the preparation you received. 

This semester, we have randomly chosen twelve participants from the previous study for follow-
up interviews. In the previous study, you talked briefly about your view of your teacher preparation 
program. This semester, we want to acquire a deeper understanding of what impact the teacher preparation 
program you attended has had on your current teaching practices. We want to gather information on where 
and how teachers like you learned the skills and knowledge that you use in everyday teaching so that we 
can modify our programs to take advantage of this information. 

The interview will consist of questions that ask you about your views on the formal and informal 
preparation you received to become a teacher and about your current teaching practices. For example, 
there is great deal of discussion that teachers need to learn more classroom management skills in their 
teacher preparation programs. You will be asked to describe your understanding of classroom management 
and whether your teacher education program contributed to this understanding or if you learned this 
information on the job. In order to compensate you for your time, the University of Arizona will pay you 
$60 for your participation. The compensation will be paid at the time of the interview, which will take 
approximately one hour of your time at your convenience. 

Any information collected from the interview will be completely anonymous and will be used for 
the sole purpose of identifying ways to improve the quality of preparation for future education students. 
We are hopefiil you would be willing to participate in this project and look forward to hearing from you 
soon. 

Please let me know if you are interested by calling or e-mailing the address below. Also, please 
feel free to contact me if you have any questions about this project. Thank you. 

Sincerely, 

Henry Y. Tsang 
Education Development Coordinator 
Office of the President 
Adminis trat ion  Bui ld ing ,  Room 712 
University of Arizona 
(520) 990-5352 

htsang@u.arizona.edu 
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APPENDIX F 

Human Subjects Approval Form 

THE UNIVERSITY OF 

Human Suhjects ProMEtion Program 
http://www,irb.arizona.edu 

ARIZONA 1550 N. Vine Avenue 
P.O. Box 245137 
Tucson, AZ 85724--5137 
(520) 626-6721 

TUCSON ARIZONA 

24 June 2003 

Henry Tsang, Doctoral Student 
Advisor: Thomas Good, Ph.D. 
Department of Educational Psychology 
Education Building, Room 602 
PO BOX 210069 

RE: USING STANDARDIZED PERFORMANCE OBSERVATIONS AND INTERVIEWS 
TO ASSESS THE IMPACT OF TEACHER EDUCATION 

Dear Mr. Tsang; 

We received documents concerning your above cited project. Regulations published by the U.S. 
Department of Health and Human Services [45 CFR Part 46.101 (b) (4)] exempt this type of research 
from review by our Institutional Review Board. 

Exempt status is granted with the understanding that no further changes or additions will be made 
to the procedures followed (which we have on file) without the review and approval of the Human 
Subjects Committee and your College or Departmental Review Committee. 

Thank you for informing us of your work. If you have any questions concerning the above, please 
contact this office. 

Sincerely, 

Rebecca Dahl, R.N., Ph.D. 
Director 
Human Subjects Protection Program 

RD/js 
cc: Departmental/College Review Committee 
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