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Overview
This framework takes five different “views” of teacher quality within an area:

· The Big Picture: What are the characteristics of teachers in the area as a whole?

· Distribution: How are these characteristics distributed to different kinds of schools?

· Flow: What are the characteristics of teachers entering and leaving the system?

· Structure and process: How do policies and practices affect the other three views?

· Community: What impact do actors beyond the schools (such as higher education institutions, the business community, community organizations, and parents) have on teaching quality?

Within each view, the framework lays out a set of guiding questions that each site should seek to answer about its own district(s).  In order to do so comprehensively, the framework also lays out a list of possible indicators that sites might seek to measure in responding to the guiding questions.  Indicators listed in bold type are those that all sites are expected to gather.  (Additional information about these common measures follows the presentation of the five views.)  Indicators not in bold are not required, but sites may wish to examine them if data are available and the information would contribute to the LEF’s implementation plan and/or be of interest to the community.

All the required indicators are located in Views One, Two, and Three.  Together, these views provide a descriptive picture of the area’s teachers, how they are distributed across schools, and what sorts of changes are taking place over time.  In some sense, gathering data for the first three views allows sites to perform a needs assessment regarding teachers in their districts.  Views Four and Five, by contrast, move from description to explanation — examining the policies and practices that influence View One, Two and Three indicators.  Though the information gathered for Views Four and Five is vital to any change effort, sites should regard Views Four and Five as a second phase of data-gathering to be completed after assembling the more descriptive views.  Sites may think of data gathered for Views One through Three as helping them determine what needs to be changed and data gathered for Views Four and Five as helping them consider possible avenues of change.

View One — The Big Picture: What are the characteristics of teachers in the district as a whole?

Guiding questions: 

· How do teachers in the district as a whole rate on the following measures?

· How have these measures changed over time in the district?

	Important Note: View One indicators are measures of teachers’ characteristics, not necessarily of the quality of teachers.  While research links some of these indicators to student achievement, the evidence is mixed or non-existent for others.  The indicators in View One were chosen either because some research supports a connection between the indicator and student achievement OR because community members are likely to be interested in learning more about a particular characteristic, its distribution, and its change over time.




	Possible Indicators of Teacher Characteristics

	Measures of academic competence
	Scores on a test of verbal ability

Scores on the state licensing exam

Completion of a major in one’s primary or other assignments

Possession of a master’s degree or higher (disaggregated by type of master’s degree earned)

Scores on tests of subject matter knowledge

Graduate coursework completed

	Measures of practical competence
	Possession of NBPTS certification

Scores on tests of professional/pedagogical knowledge 

	Measures of professional achievement
	Possession of appropriate certification in one’s primary and other assignments

Possession of alternative certification in one’s primary and other assignments

Level attained on a state/district/school instituted “career ladder”



	Measures of performance
	Value-added: teachers’ contributions to students’ academic gains

Results of evaluations (by supervisors; peers; parents; students; graduates/former students) that capture teacher behavior in the classroom

Receipt of awards, fellowships, and/or grants

School and/or district leadership positions

Absenteeism

	Other measures
	Race

Gender

Years of experience in teaching

Years until retirement age

Salary

Mobility within and out of district

Years of experience in current school

Teacher satisfaction with parent support, school environment, etc.


View Two — Distribution: How are these characteristics distributed to different kinds of schools, students, and programs?

Guiding questions: 

· What is the number and percentage of teachers in each of the groups listed below?

· How does each of the following groups rate on the various measures listed in View One?

· How have each of the following groups’ ratings on those measures changed over time?

	Possible Subgroups to Examine

	Teachers at schools at different levels of performance on official assessments

	Teachers at schools within each of the four quartiles of proportion of minority students

	Teachers at schools within each of the four quartiles of proportion of students eligible for free/reduced-price lunch

	Teachers at special categories of schools (e.g. magnet schools, charter schools, alternative schools)

	Teachers of sub-populations of students within schools (e.g. special needs, gifted and talented, limited English proficiency, AP, remedial, vocational)


View Three — Flow: What are the characteristics of teachers entering, leaving, and moving within the system?

Guiding questions:

· What is the number and percentage of individuals in each of the groups below for the area as a whole?  For each school in the area?

· How does each of the following groups rate on the various measures listed in View One?

· How have each of the following groups’ ratings on those measures changed over time?

· In the case of individuals leaving the district before retirement (e.g., moving to a neighboring suburban district) or moving within the system, why are they making the change?  What are the characteristics of jobs they are taking elsewhere (pay and, if another school, demographics and performance level)?

· In the case of individuals moving within the system, what kinds of patterns underlie this movement?  Do teachers tend to move from one subgroup of schools to another?
	Possible Subgroups to Examine

	Individuals applying for teaching positions

	Individuals offered teaching jobs

	Individuals accepting teaching jobs

	Individuals with alternative certification who accept teaching jobs

	Individuals leaving the school system voluntarily

— those leaving to teach in another district

— those leaving to take administrative posts

— those leaving the teaching profession altogether

— those leaving within three years of starting

— those retiring

	Individuals leaving the school system due to termination/dismissal

	Individuals with alternative certification who voluntarily leave the school system

	Individuals with alternative certification who leave due to termination/dismissal

	Individuals moving from one school within the district to another school

	Individuals completing local certification programs but opting NOT to teach

	Substitute teachers


The data you collected for Views One through Three should allow you to gain a snapshot of teacher characteristics in your school district(s) and, more fundamentally, to develop a needs assessment of teacher quality.  Based on this needs assessment, you should be able to prioritize critical areas for improvement.  Setting priorities will help you in collecting data for Views Four and Five.  For example, if during data collection for Views One through Three you determine that the percentage of qualified teachers leaving your urban district to teach in the surrounding suburban districts is a pressing issue, then during the second phase of data collection for Views Four and Five you would probably not focus on state licensure requirements, but would look in depth at the work environment and compensation of district teachers.  Thus, in gathering information for Views Four and Five, you should consider the guiding questions and indicators not as a checklist of areas to examine but as a pool of potential issues from which you will select the handful that are directly linked to your priorities from Views One through Three.

View Four — Structure and process: How do state/district policies and practices affect teaching quality?

Guiding questions:

· What are state licensing requirements?

· What criteria does the state use to grant approval to teacher preparation programs?

· How does the state/district’s school accountability system seek to promote practices that lead to good teaching?

· How does the district recruit new teachers?

· What hiring standards and practices does the district use?

· How are teachers assigned to schools?

· How are new teachers inducted into the district?

· How are teachers compensated?

· What is the structure of and funding for district-provided/facilitated professional development?

· What are the characteristics of teachers’ work environment?

· How are teachers evaluated, and what happens as a result of evaluation?

· How are resources (staff, money, technical assistance, etc.) deployed around district objectives?

· How does the district share information about teachers with parents and the public?
· Where the data are available (e.g. through Quality Counts 2000) how does the district compare to state or national norms on these issues?
	Possible Indicators of/Questions about Structure and Process

	Licensure
	State licensure/certification requirements and categories

State relicensure/recertification requirements

	Teacher preparation

program approval
	Criteria state uses to approve teacher preparation programs

Method state uses to approve and renew approval of teacher preparation programs

	School accountability system
	Type/use of support services (e.g., district support teams to low performing schools, specifically-designed professional development)

Rewards for meeting/exceeding expectations

Consequences for not meeting expectations

	Recruitment
	Methods used by the district to recruit new teachers

Availability of alternative paths to the classroom

	Hiring
	Standards that hired teachers must meet

% of teachers hired who meet these standards

% of district budget dedicated to recruiting/hiring

Colleges/universities from which most teachers hired

Quality of professional staff involved in recruiting/hiring

Professional quality of the hiring process (analysis of transcripts; use of structured interview)

Hiring calendar — e.g. dates by which teachers must announce retirement, on which applications for teaching positions are due

“Portability” of incoming teachers’ experience, benefits, etc.

	Placement
	Method by which new teachers are assigned to schools

Incentives for placement in high need schools/subject areas/grade levels

Procedures by which veteran teachers are reassigned within the system (e.g. seniority system)

	Induction/early professional development
	% of new teachers who participate in a formal induction program

Length/depth of induction programs (e.g. number of hours of pre-service training; number of hours of special in-service training for new teachers during first year)

% of new teachers assigned a mentor teacher or support team

Length/depth of mentoring (e.g. number of hours of work with mentor or support team in first year)

Incentives provided for mentor teachers/support teams

Training provided for mentor teachers/support team

Ratio of mentors to new teachers

Measures of quality of professional development activities

	Compensation
	Components of district salary schedule

Starting salary for a new teacher with no experience and a BA

Incentives offered to all new hires

Incentives offered to specific subgroups of new hires

Incentives offered to teachers based on:

— 
acceptance of certain kinds of assignments (such as those in shortage areas)

— 
performance of school or students

— 
other evidence of accomplished teaching

— 
other criteria

	Continuing/ongoing professional development
	Types of professional development available

% of district budget devoted to professional development

% of a typical teacher’s time devoted to professional development

School/teacher flexibility in choosing professional development

Cooperative relationships between district and other providers of professional development

Time available to teachers for planning, professional development, and working with other teachers

Results of evaluations of district professional development efforts

Measures of quality of professional development activities

	Work environment
	Level of control exerted by teachers over use of resources, professional development, etc.

Access to resources for special projects, professional development, and other professional needs

Facilities use/maintenance

Proportion of teachers’ time spent on instruction

Proportion of teachers’ time dedicated to individual and common planning

Opportunities for leadership by teachers

Quality of principals’ leadership

Share of total budget devoted to classroom teaching

Number of students taught by each teacher (student load)

	Evaluation
	Establishment of clear goals/expectations for teachers

Measurement/monitoring of teaching success and growth

Use of evaluation data to promote improvement

Use of evaluation data to terminate poor teachers

	Resource deployment
	Percentage of system employees involved in instruction vs. administration

Organizational structure of central office (e.g., program based vs. school based)

Alignment between budget and district objectives

Staff/services devoted to district objectives

	Information
	Accessibility of information such as indicators in View One (broken down by school)


View Five – Community: What impact do actors beyond the schools have on teaching quality?

Guiding questions:

· What is the relationship like between the school board and school system?

· What is the relationship like between the teacher union(s) and the school system?

· How responsive are local college and university-based teacher preparation programs to the hiring needs of the district?

· How responsive are local colleges and universities to the professional development needs of the district’s teachers?

· How well do parents support the work of teachers (e.g., through ensuring children do their homework, attending parent-teacher conferences, etc.)?

· What steps have area businesses taken to support teaching quality (e.g. by offering technology training to teachers, executive training to principals, funding for teaching quality)?

· How have local media covered issues of teacher quality?

· How high is public awareness of teacher quality issues?  To what extent are local residents participating in efforts to discuss or improve teacher quality?

· What steps have area community organizations taken to support teaching quality (e.g. by adopting teacher quality as part of their own agendas, by providing small grants to teachers for special projects, by augmenting district professional development offerings)?

	Possible Indicators of/Questions about Community Impact

	School board
	Public support/advocacy of school system by board

Degree of input of school employees in board deliberations



	Teacher unions
	Terms of state/district agreements with teacher unions

Level of respect/trust between school system and teacher unions 



	College and university programs
	Number of graduates of area preparation programs each year

Number of graduates of area preparation programs accepting jobs in the district each year

Accreditation of teacher prep programs from which most area teachers graduate

Graduation requirements/standards of teacher prep programs from which most area teachers graduate

Number of graduates of area preparation programs each year with characteristics deemed high-priority by the district (e.g. specialists in shortage content areas, minority candidates)

Number of such graduates accepting jobs in the district each year

Number of student teachers provided by area programs each year

Number of district teachers enrolled in area college and university programs each year (degree programs and other kinds of professional development)

Number and quality of college/university programs that place faculty in K-12 schools as consultants and/or other positions that strengthen ties between the research of universities and the practices of in-service teachers

Number and quality of college/university programs that use in-service teachers to help design and teach courses for pre-service teachers

Evidence of other ways colleges and universities are contributing to teaching quality

	Parent involvement
	Satisfaction with parent involvement/support as expressed by teachers on surveys, in focus groups, etc.

Forms (e.g., “parent report cards”) that allow teachers to alert and/or assess parents as to how well they are supporting their children’s education at home

	Business involvement
	Number of teachers and administrators participating in business-offered training/internship experiences each year

Business facilitation of programs in which mid-career and retiring professionals enter into the teaching profession

Provision of funds by businesses to support teaching quality (e.g. via enhanced professional development)

	Media coverage
	Proportion of school-related stories focusing on teacher quality issues

Quality and accuracy of teacher-related coverage

Extent of coverage of teacher quality improvement efforts

	Public awareness and involvement
	In a survey of citizens:

Proportion demonstrating awareness of teaching quality issues

Proportion rating the improvement of teacher quality as a high priority for the community

Proportion who say they volunteer in schools

Proportion who say they serve in a leadership position in a school or community-related organization or initiative

Number of citizens participating in focus groups, town meetings, and other forums on teacher issues

Diversity of citizens participating in focus groups, town meetings, and other forums on teacher issues

Turnout of citizens in school board elections and school bond referenda



	Community organization involvement
	Number of community organizations adopting teacher quality as part of their organizational agendas

Diversity / breadth of community organizations adopting teacher quality as part of their organizational agendas

Provision of grants to teachers for special projects

Community organization provision of professional development (e.g., a nonprofit technology training center offering computer training)




Guidance on Required Indicators

This section provides more detailed guidance about the indicators listed in bold under Views One, Two and Three.  As mentioned in the introduction, remember that even these indicators do not necessarily reflect a PEN supposition that they are directly linked to teacher quality and/or student success.  Rather, bold indicators are those that either have some link to teacher quality/student success OR are likely to be of interest to the community.  For one comprehensive review of research related to the effects of teacher characteristics on students, see Linda Darling-Hammond, “Teacher Quality and Student Achievement: A Review of State Policy Evidence,” available on the Center for the Study of Teaching and Policy’s website (http://depts.washington.edu/ctpmail/).

The source of data for these indicators will vary from community to community.  As a general rule, the best place to start is with school district personnel familiar with data available to the district’s central office.  The information needed may reside in different divisions of the school district’s structure, such as departments devoted to human resources or information management.  Understanding what data the district maintains — and how it maintains it — is a critical first step to gathering information on teachers.  In many cases, though, the district will not maintain important data.  Instead, state-level offices will be the repositories of this information.  Most state departments of education, for example, have divisions focused on licensure and certification.  This office will certainly house information about licensure and certification policy, and it may even maintain data about individual teachers in the state.  Other divisions of the department of education may handle other data, and other state agencies (such as commissions of higher education) may be the place to go for specific indicators.  As noted above, though, district personnel are the best place to begin; they may be able to alert you to sources of information outside the district as well.

View One

Scores on a test of verbal ability.  Not all districts administer or require a test of verbal ability for incoming teachers; few districts will have gathered this data consistently over the years.  But your district may have collected such test scores on at least a fraction of its teachers.

Scores on the state licensing exam.  Licensing examinations differ greatly from state to state in the content they cover, the meaning of scores received, and the role they play in admission to the teaching profession.  It will be important to find out whether your state administers a licensing exam, what it covers (e.g. content knowledge, pedagogical knowledge, verbal/mathematical aptitude), and what the scores mean.

Completion of a major in one’s primary or other assignments.  A great deal of discussion regarding teacher quality centers on the issue of “out of field teaching,” especially at the secondary level where teachers are instructing students in particular subjects like mathematics or history.  To what extent are teachers in your district teaching classes in the subjects in which they majored in college or graduate school?  This indicator is rife with definitional complications.  For example, if a teacher who majored in math is teaching three math courses and three history courses, is she an “out of field teacher?  For guidance on understanding these issues, see Craig Jerald’s memo, “Critical questions about out-of-field teaching data,” attached.

Possession of a master’s degree or higher.  Most districts keep track of whether teachers possess master’s or doctoral degrees.  In addition, it may be possible to determine what kind of higher degree teachers possess.  A possible category scheme would be to divide degrees into those directly related to a teacher’s content area (e.g. mathematics), those directly related to the teacher’s pedagogical specialty (e.g. mathematics education), those related to other aspects of education (e.g. administration, counseling), and those related to other areas entirely (e.g. an English teacher with a master’s in engineering).

Possession of NBPTS certification.  More and more teachers are becoming certified by the National Board of Professional Teaching Standards.  Though no full-scale research has yet been completed that demonstrates a direct link between the possession of NBPTS certification and higher student achievement, many experts believe that the rigor of achieving certification likely makes NBPTS certification a good indicator of teacher quality.  Again, see the National Board web site for more details on their standards: www.nbpts.org/standards.

Possession of appropriate certification in one’s primary and other assignments.  Since each state’s certification system is different, a critical task for this indicator is to determine the meaning of “appropriate” in your context.  You will have to cut through semantic issues to determine what different classifications mean.  For example, in some states a “provisional” certification may simply be the sort of license ALL teachers possess when they first begin to teach, even if they meet all the requirements for entry to the profession.  Their certification is “provisional” in the sense that though their paper credentials are in order, their continued certification depends upon their actual service in the classroom, continued exposure to professional development, and the like.  In these states, a teacher holding a “provisional” license has appropriate certification.   In other states, a “provisional” license may be one that allows highly qualified people (e.g. university professors, scientists) who lack certain formal requirements to obtain certification.  These individuals may have “provisional” licenses but under the state’s requirements possess “appropriate” certification.  In yet other states, a “provisional” license may simply mean a license granted to an unqualified person, and thus not signify appropriate certification. Based on the meaning of different classifications in your state, you will need to determine what counts as “appropriate.”

Value-added: teachers’ contributions to students’ academic gains.  A small number of states has begun attempting to measure the contribution each teacher makes to the academic gains achieved by his or her students, using sophisticated statistical techniques.  If your state conducts such analysis, you should be able to include this information in View One.  If there is no formal mechanism for gathering value-added data, you will need to determine whether it would be possible to work with your district to construct this information.  To do so, you would need access to student-level year-over-year “gain” scores, which measure the amount of improvement students achieve from year to year and be able to disaggregate this information by teacher.  For more information about value-added systems, see the Thomas B. Fordham Foundation’s web page on the topic: http://www.tqclearinghouse.org/issues/valueadded.html.
Race, Gender, Years of experience in teaching, Years until retirement age, and Salary.  These variables are fairly self-explanatory.

Here are a few more general notes about View One indicators:

· Sampling.  Much of the data needed in View One will be available from your district(s).  In some cases, however, you may find that you will need to gather the data more laboriously, perhaps by poring over paper records and culling needed information.  In such cases, it may be feasible to gather information about only a subset or “sample” of the area’s teachers.  If you find that you need to sample, limit your data-gathering to a sample that still allows you to conduct the distribution analysis of View Two.  For example, gather data only on teachers in the highest and lowest categories of school performance on official assessments.  Doing so will make it possible to compare teacher characteristics in the top and bottom-performing schools.

· LEF-created surveys.  Sampling provides one method for coping with hard-to-find data.  Another method is to generate and distribute surveys that directly ask teachers for needed information.  This method has been employed by at least one LEF with great success.  An example of a survey used by an LEF to gather teacher data is included in Appendix X.  As an additional resource, consider the number of software programs that allow organizations to survey respondents on-line as well automatically tabulate responses.  Descriptions of a few software programs can be found at the following web sites: EZ Survey--www.raosoft.com; Survey Solutions—www.perseus.com; Web Surveyor—www.websurveyor.com/home_intro.asp.

· Comparison.  Many View One variables will lack meaning to the public without points of comparison.  Make an effort to gather comparable statewide statistics and data on neighboring school districts where possible.

· Presentation.  Some of the indicators, like those having to do with possession of different credentials, are categorical variables — each teacher will fall into one or another category.  With these variables, presentation is relatively straightforward — you can simply report the proportion of teachers district or area-wide that fall into the different categories.  Other indicators, however, are continuous variables.  For example, scores on a test may fall along a range from 0 to 800.  In these cases, deciding how to present the data is more challenging.  At the very least, you should compute district or area-wide averages.  But averages may not tell the whole story.  For example, imagine a district with many very inexperienced teachers, many teachers with long tenure, and few in between.  That district could have the same average years of experience as another one with a more even distribution.  Simply reporting averages would not tell the important underlying story.  In such cases, you may find it useful to transform continuous variables into categorical variables for the purposes of presentation.  You may want to report, for example, the proportion of your teachers that have less than three years of experience, or the proportion scoring in the top and bottom quintiles of the state licensing examination.
View Two

In View Two, you examine the extent to which teachers in different kinds of schools have different View One characteristics, “disaggregating” View One data to examine different subgroups of teachers:

Teachers at schools at different levels of performance on official assessments.  Different states and districts have different category schemes, but you should be able to examine View One characteristics within the different categories your jurisdiction uses.  For example, if your district divides schools into High, Adequate, and Low Performing categories, you can compute each View One indicator within each category.  In effect, you would produce an analysis like the following:

	Category
	Average scores on verbal tests
	Average scores on licensing exam
	Percentage with major in primary assignment
	(similar columns for other indicators)

	High
	675
	92
	95%
	

	Adequate
	610
	76
	84%
	

	Low
	480
	42
	71%
	

	District-wide
	600
	79
	82%
	


Teachers at schools within each of the four quartiles of proportion of minority students; Teachers at schools within each of the four quartiles of proportion of students eligible for free/reduced-price lunch.  In the same vein, you can disaggregate View One variables according to the proportion of minority students in schools or proportion of students eligible for free/reduced-price lunch.  If your district has significant proportions of multiple ethnic groups, you may want to extend this analysis further examine schools with different proportions of particular groups as well.

View Three
View Three examines the way teacher characteristics are changing over time by looking at the flow of teachers into, out of, and within the system.  You may begin by determining the size of each of the following groups for the district or area as a whole for the most recent year for which data are available:

Individuals accepting teaching jobs

Individuals leaving the school system voluntarily

— those leaving to teach in another district

— those leaving to take administrative posts

— those leaving the teaching profession altogether

— those leaving within three years of starting

— those retiring

Individuals leaving the school system due to termination/dismissal

Individuals moving from one school within the district to another school

Then, you can push the analysis further by engaging in two kinds of disaggregation:

· Disaggregating View One data by the categories above.  To the extent data are available, your aim would be to produce a table like this:

	Category
	Average scores on verbal tests
	Average scores on licensing exam
	Percentage with major in primary assignment
	(similar columns for other indicators)

	New hires
	675
	92
	95%
	

	Leaving the district (perhaps broken down further)
	610
	76
	84%
	

	Moving from one school to another
	480
	42
	71%
	

	District-wide
	600
	79
	82%
	


· Disaggregating turnover data by school or type of school.  Are some schools experiencing higher levels of turnover than other schools?  Are some types of school (e.g. the categories from View Two) experiencing higher levels of turnover than others?

View Three also looks at the question of why teachers choose to leave or move within the district.  This is a vital issue in that it can point the direction to potential avenues of change.  Teacher surveys, focus groups, and exit surveys can be a good way of gathering this qualitative type of data.  The indicators listed in View Three can serve as a starting point for formulating survey questions.

� See, for example, the standards established by the National Board for Professional Teaching Standards at � HYPERLINK http://www.nbpts.org/standards/ ��www.nbpts.org/standards/�.  These standards lay out what skills teachers should be able to demonstrate in the classroom.


� See, for example, the National Council for Accreditation of Teacher Education (NCATE) Standards at  www.ncate.org


� The inclusion of these product names in no way implies an endorsement by PEN of particular software programs.  They are used solely as an illustration of product availability.
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