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California Teaching —
Grappling with a Crisis

In the past several years, California has taken more steps than any other state to improve the
quality of its teaching force. The Governor and the Legislature have devoted an unprecedented
level of resources and political tenacity in the face of a problem — not enough fully qualified
teachers willing to work in schools that serve poor, minority and low-performing students —

that will take many years to solve.

The state’s policymakers have applied considerable
dollars and created programs to attract, train, retain and
support good teachers. They have worked hard to under-
stand the dimensions and scale of the issue. They have
grown more sophisticated and thoughtful in their
approach, increasing the focus on those schools having
the most trouble finding and keeping well-prepared

teachers.

While their efforts are paying dividends, the problem
is immense and still growing, particularly as changing
demographics and economic conditions are making
things worse. But had they not acted, we are sure that
the crisis within California’s teaching force would be

far greater than it is.

The next challenge for policymakers is to rebuild the
incentives for every new teacher to earn a credential. At
the same time, they must modify the systems of prepara-
tion, induction and professional development to meet
the needs of the tens of thousands of underprepared

teachers already in classroom.

Providing good teachers and good schools for every

student in the state has stayed at the top of the policy
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agenda. It also is at the top of the public’s agenda.

Californians care.

Issues of Equity

California’s policymakers are aware that the state’s poor-
est children are far too likely to be assigned to teachers
who are not fully prepared to help them learn what the

state now requires .

Of further concern to the policy community is that
the disparity between schools serving poor children and
those serving wealthier children is growing. The teachers

of our poor and urban students are:

B Much more likely not to have met the state’s mini-

mum qualifications for being a teacher.

B Much more likely to be learning to be a teacher

while also holding a job as a teacher.

B Much more likely to work in schools with work-
ing conditions that make it difficult for teachers to
find opportunities to learn new strategies for

improving their teaching.




Can California afford to halt or even slow its progress
toward improving an education system that routinely
offers too little to poor students — the students who are
most in need of good teachers, good teaching and good
schools? We would argue that it cannot, that we must
continue to invest in making sure all our children get an
education that allows them to be caring, productive citi-

zens and to succeed in a world where knowledge has

never been connected more closely to economic success.

The public understands both the importance of edu-
cation and its economic connection. There is more
public demand than ever for better schools and a vastly
increased recognition of the unifying need to provide a
high-quality education for all of California’s children,

not just some.

Indeed, California has increased significantly the aca-
demic standards it expects all students to meet. But the
promise of these standards will ring hollow unless we
put in place the teaching capacity to help students meet
those standards. This is true across the state, particularly

for our poorest students.

In the past few years, California’s leaders have devoted
significant energy and resources to create programs to
recruit, train, retain and support good teachers. The
Governor, the Legislature and other education leaders
deserve considerable credit. They have put hundreds of
millions of dollars into professional development, and
they increasingly have begun to focus on those schools

most in need.

But adverse economic and demographic conditions
continue to swamp the public schools; the crisis of the
least-prepared teachers facing the neediest students has

not abated, only intensified. We have not yet done

enough to ameliorate these conditions, and we have not
yet focused enough on the schools and teachers that

need the most help.

We believe the state’s policymakers must broaden their
resolve to provide solutions to problems facing the need-
iest students by looking deeply at the ways the institu-
tions that prepare and sustain the teacher workforce can
be improved. This will not be easy in difficult economic
times. We urge Californians to come together to support

them.

None of us would want our own children to be
taught by anyone who has not been well prepared for
the job or given every opportunity to perfect his or her
craft. Every California student deserves a teacher who has

the knowledge and skills to help him or her learn.

California will succeed — economically and culturally
— only if all of its people succeed, and that will require
a high-quality education system that delivers academic
performance. Our collective investment in that perform-
ance will pay significant dividends, and it is one we must

make.

The Status of the Teaching
Profession 2001

This report summarizes substantial new research that
examines and analyzes the state’s teaching profession.
A more detailed research report — The Status of the
Teaching Profession 2001: Research Findings and Policy
Recommendations — is available through The Center for
the Future of Teaching and Learning on its Web site,

www.cftl.org.

This new research takes a fresh look at the numbers of

teachers in the state and their distribution. The research
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also includes surveys of teachers, principals and district
administrators. And it includes case studies that went
deeper, looking at individual teachers and the people

and institutions that prepare them to teach.

We issued a similar report in 1999 and an update in
2000. Our goal has been to help policymakers under-
stand — through the best, most reliable data available —
the critical issues concerning California’s teaching force.
In the newest report, we present the latest data on teach-

ers in California. Among the key findings are:

® There is a substantial and growing shortage of
teachers who are both qualified and willing to take
teaching jobs, particularly in schools serving poor

and minority communities.

B Almost half of California’s first- and second-year
teachers have not yet qualified for the preliminary
teaching credential considered by the state to be a
threshold for entry into the profession, and these
teachers have limited student teaching experiences
— they complete much of their practice teaching
in their own classrooms without the full-time

supervision of an experienced master teacher.
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She had a bachelor’s degree in finance.

B The majority of teachers report that they do
have opportunities for professional development.
However, they continue to report that their profes-
sional development makes few contributions to

their skills and knowledge.

While some of the problems remain from previous
reports, the new report highlights the impact of large
numbers of underprepared teachers on the state’s systems
of teacher preparation, induction and professional

development.

In some districts, potential teachers have little or no
incentive to complete a preparation program prior to
taking a job. Although the state has expanded programs
aimed at speeding preparation and putting more teachers
into classrooms faster, this practice may encourage many
teacher candidates — especially large numbers of those
bound for low-performing schools — to become teach-
ers before they are fully qualified so they can earn

salaries while finishing their coursework.
Although California has the nation’s most compre-
hensive program to help new teachers move into the

profession, the large number of underprepared teachers

Maria’'s Story — Part One

Maria, 25, had worked for a large manufacturing company but wanted to change careers.

After hearing about teaching openings from a friend, she applied for a teaching job in the
large urban district where she lived. She passed the state’s subject matter tests as well as a
Spanish fluency exam. After a week of working through the application paperwork in the
district’s office, she was offered a job teaching fourth grade to mostly Spanish speakers in

an elementary school. Maria was granted an emergency permit to teach.




Where we've been

are neither eligible nor well suited for the program.The
result is that a very strong program that is highly valued

in one part of the state may be increasingly irrelevant to

Total Teacher

districts with substantial teacher shortages. Workforce

Similarly, the state’s efforts to bring high-quality 1991-92 219 353
professional development to all teachers are undermined '
by the large numbers of underprepared teachers. 1997-98 270,497
Underprepared teachers find these professional develop- 1998-99 254 030
ment opportunities difficult to incorporate into their '
schedules because they are teaching full time and taking 1999-00 291,441
courses to earn a credential.

2000-01
. 301,361

This year, our summary report focuses on how the
systemic inequity among California’s classrooms affects
the ways teachers are prepared for the profession and B credentialed teachers B Underprepared teachers
supported throughout their careers. This inequity is Source: CDE (1998, 1999, 2000, 2001)
becoming so deeply ingrained that teachers bound for
low-performing urban schools follow a distinctly differ- Where we're going

ent career path than teachers who take jobs in more
affluent schools.

Teachers: Supply and Demand Total Teacher
Workforce
Simply put, there are more teaching jobs in California 2001-02
than qualified individuals willing to fill them. 304,212
There were 301,361 public school teachers in 2003-04 308,157
California last school year, which is almost 50 percent 2005-06 10571
more teachers than there were a decade earlier. The state '
needed more teachers as the number of students swelled, 200708 | — 310,708
older teachers retired and the state reduced the number 2009-10 209 183

of students in elementary classrooms.

Of those 301,361 teachers, 42,427 had not yet earned

L. . L. . Credentialed teachers . Underprepared teachers
a preliminary credential that the state traditionally has

said is the minimum required to take charge of a Source: CDE (1998, 1999, 2000, 2001), SR analysis
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Distribution of underprepared teachers by classroom. That figure represents 14 percent of the teach-

school-level APl score, 1999-00 vs. 2000-01 ing force — one teacher in every seven.
30% - The proportion of the workforce not fully prepared to
B 9900 M 2000-01 25% teach has risen over the past few years from one teacher
2 25% - 23 (i in eight to one teacher in seven — and our projections
ﬁ: ‘g = suggest that it will continue to grow. The number of
§ E 20% - underprepared teachers is likely to expand to about
g 2 ‘ 1% 65,000 by the end of the decade because:
g .é 15% 7 | B The existing teaching force will retire in record
g% 10% i numbers — four in 10 California teachers are 50
:;;) E o g or older.
B S 5% | | m California schools need to hire at least 195,000
| % /’E new teachers by the end of the decade. There is
0% . J i relatively steady production of new teachers from

Highest achievement ' 3rd achievement ' 2nd achievement ' Lowest achievement . o
quartile (735-966)  quartile (632-734) quartile (528-631)  quartile (302-527) colleges and universities, but even after some

Soures G (2000, 2001, API (2000, SRI sl increases in the past few years, those schools pro-

duce only about 18,000 teacher candidates each
Percentage of underprepared year, including about 2,300 interns who already are
teachers by teaching assignment, 2000-01

teaching.
m Teachers, particularly new teachers, often leave the
Elementar 13% . .
v ° profession because of what they see as inadequate
All Secondary 10% pay and poor working conditions, including school
buildings that are dilapidated and overcrowded.
0, .
Math 14% Many states face shortages of skilled teachers, but
Physical Science 14% none at the scale of California. If California is to alter
these projections, there certainly will need to be signifi-
Life Science 12% cant improvements in the working conditions and com-
pensation of teachers.
English 9%
Distribution: Uneven and Unfair
Social Science 6% ) o
Although the number of teachers without a preliminary
Special Education 17% credential increased in the past year, the number of

teachers with emergency permits declined slightly. This

Source: CDE (2001)
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is largely because of the growth in the number of pre-
interns — teachers who have a college degree but have
not passed the state’s subject matter tests or completed
the coursework to be a teacher — and interns — teach-
ers who have passed the subject matter tests but have not

completed their teacher preparation coursework.

But while we see a slowing in the combined number
of underprepared teachers, we are witnessing a worsen-

ing of the problem of unequal distribution.

For many schools, especially schools in affluent neigh-
borhoods serving high-performing students, hiring and
retaining well-qualified teachers is not a significant
problem. Nearly half of California schools have very
few teachers (less than 5 percent) who are not fully
credentialed. Almost one-third of schools have no under-

prepared teachers at all — none.

But in a quarter of the public schools in the state —
primarily urban schools — more than one in five teach-
ers is not yet fully qualified. That represents more than
1,900 schools serving approximately 1.7 million of the

state’s 6 million students.

The single biggest factor in how much a student
learns is the quality of his or her teacher. Yet in
California, we still are providing poor children — who
often have the most significant need for high-quality
teaching — with teachers who are the least prepared.
And these children attend schools where the percentages
of underprepared teachers are so high (above 20 percent)
that we would conclude the school has little or no

capacity to improve.

In addition, there are growing shortages of teachers in
key fields such as mathematics, science and special edu-

cation. For example, at the high school/middle school

1997-98
Total teachers without
full credentials: 34,487

30,781

3,706

1999-00
Total teachers without
full credentials: 40,581

29,954

5,800

. Emergency permit teachers and
teachers on waivers (not in
intern or preintern programs)

Source: CDE (1998, 1999, 2000, 2001), CTC (2001)

1998-99
Total teachers without
full credentials: 35,440

30,145

4,340
955

2000-01
Total teachers without
full credentials: 42,427

29,084

5,649
4,827
7,694
. Participants in . Participants in
intern programs preintern programs
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level, 2,779 math teachers — one in seven — do not

have adequate preparation to teach the subject.

When the data are examined by poverty or race or
academic achievement, it is starkly apparent that
students who are poor, black or Hispanic or who are in
low-performing schools have those teachers who are the

least prepared by far.

Building Capacity — Preparation,
Induction and Professional Development
Policymakers have addressed the unequal distribution of
qualified teachers with expansive recruitment efforts,
new programs for uncertified teachers and expanded
induction support for newly credentialed teachers. The
investment in new programs clearly has helped; recruit-
ment of new teachers is more aggressive, barriers to
becoming a teacher are being lowered and more begin-
ning teachers are receiving needed support.

Still, in many school districts, the magnitude of the
teacher quality crisis is overwhelming both the new pro-
grams and the institutions charged with preparing and

inducting new teachers into the profession. Teacher

-

The Status of the Teaching Profession 2001

keeping and district policies.”

preparation programs increasingly are charged with
preparing teacher candidates who already are working in
classrooms. Indeed, an important part of their preparation
— student teaching — occurs in their own classrooms

without regular supervision or support.

California’s academic standards have been recognized
as among the most rigorous in the nation. Soon all
students will have to pass tough tests based on those stan-
dards to earn a high school diploma. Initial results from
these tests show more than half of high school students
who took the test failed, with much higher failure rates

among poor and minority students.

There is a wide range of teacher preparation programs
in California’s public and private institutions of higher
education, but only a minority of new teachers consider
themselves well prepared to teach. The support available
to beginning teachers varies widely and often is most
lacking in places where it is most needed — schools with
high concentrations of new, underprepared teachers.
Teachers also report that their professional development
still fails to provide them with the expanded knowledge
and skills they need.

Maria’s Story — Part Two

Before Maria started her teaching job, she attended her school district’s institute for new
teachers, which gave her 40 hours of training in one week. Maria felt the training was

helpful because it focused on “real practical stuft like classroom management, record

Maria also enrolled in education classes at a local campus of California State University.
She said the classes were “okay” but that she need far more help. “The classes were easy,”

she said, “nothing like my finance classes.”




Maria’s Story — Part Three

The school district assigned Maria an experienced teacher as a mentor. But this mentor

taught at another school and rarely was available to help Maria.

Maria got some help from other teachers at her school, but not enough. She looked back
at her first year teaching with regret. “I feel bad,” she said. “I think that I did that class a

real disservice.”

Preparation Mentor support: Participants in the Beginning Teacher

Traditionally, new teachers started working in schools Support and Assessment (BTSA) program get more
only after earning a teaching credential following a uni-

versity or college program, doing a practicum of student

teaching in a veteran teacher’s classroom, and passing Visited classrooms 1%
state tests. That still is the route for almost half of new 47%
teachers in California.
However, the majority of new teachers follow a dif- Talked about 23%
ferent route. These teachers already are teaching in class- students” needs 50%
rooms before they have completed their coursework or
their student teaching. Talked 17%
So while they face demanding teaching jobs, they also about observations 38%
are taking courses from teacher preparation institutions,
many of which are out of sequence and rearranged to . 7% H N:rrt]i-cl?-rgrﬁcs
reflect the fact that these candidates are teaching full obslgmae:w;%tor - u ;TSA P
time. According to the new research, when these student ° participants

teachers eventually do their student teaching, they get
much less frequent feedback on their performance from

veteran teachers.

It is important to note that a teaching credential indi-
cates that the state believes the individual is ready to start

teaching. However, completing a certification program

\ T T T T T T T T T 1
0 5 0 15 20 25 30 35 40 45 50

Percent of teachers who received monthly or weekly support

Source: SRI Survey of California Teachers (2001)
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before starting as a classroom teacher is no guarantee of
starting a career as an accomplished or expert teacher. In
fact, only a minority of teachers report that their teacher

preparation program left them well prepared.

Induction

The initial entry into most professions rarely is easy, and

teaching is no exception. California has invested substan-
tially in programs to help new teachers. For example, the
state now is spending more than $100 million annually

to serve nearly 30,000 teachers who are in their first few

Teacher perception of the value
of professional development

Increased my
effectiveness at
promoting student learning

Increased my knowledge
beyond basic techniques

Deepened my subject
matter knowledge

Improved my ability to
identify appropriate
instructional goals

Improved my skills in
meeting student needs

Improved my classroom
management skills

. A lot

. Somewhat

\ \ \ \ \ \ \ \ \ \ \
0 0 20 30 40 50 60 70 80 90 100

Increased my ability to
interact with parents

Percent of teachers

Source: SRI Survey of California Teachers (2001)
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years of service through its Beginning Teacher Support

and Assessment program.

But this voluntary program provides assistance only to
those teachers who already have a teaching credential —
not to those who do not have credentials and who tend

to serve poor and minority students.

However, the Beginning Teacher Support and
Assessment program faces significant challenges in
schools with high proportions of underprepared and
inexperienced teachers. In those schools, principals
struggle to find accomplished teachers who can serve as
mentors for new teachers. In addition, by the time the
underprepared teachers earn a credential and are eligible
to participate in the program, they do not consider

themselves “beginning” teachers.

Professional Development

As our expectations for students’ academic achievement
have increased dramatically, much more is being asked of
California teachers. Like most professionals, they need
the kind of ongoing training — professional develop-
ment — that keeps them up to date and makes them
more effective. Research has found that the most effec-
tive professional development provides opportunities
over time for teachers to focus with colleagues, coaches
and experts on the content they teach, how students are

performing and how to improve their learning.

But that opportunity and focus are far too rare in
California. Instead, many teachers receive only occasional
workshops, often on topics unrelated to the needs of
their students, the least effective kind of professional

development.




Maria’s Story — Part Four

Maria is now in her second year of teaching and continues to take classes at California

State University.

She feels she is having a more successful year, and she attributes that to the school dis-
trict’s decision to implement a reading program, which prescribes exactly what and how
teachers are to teach. The training for this program, Maria says, “was the most important

preparation I have gotten. Now I know exactly what I am supposed to do.”

As part of our research, we surveyed teachers about
their professional development. Only about one in five
says their professional development has increased their
effectiveness at promoting student learning “a lot.” Less
than half of elementary teachers say their professional
development focuses on the subjects they teach. And
only one-quarter of high school teachers say their
professional development is subject focused, although
we would have expected teachers in high schools to be

more focused on content.

Policymakers have focused more attention on profes-
sional development in the past few years, and future
reports on this area may be more promising. According
to teachers now, however, little has changed. Less than
one-quarter of teachers, for example, say their profes-
sional development is sustained over time with sufficient
follow-up and support. Teachers have given high marks,
however, to some of the recent efforts to help new
teachers get started and to provide subject matter

expertise in reading and mathematics.

Recommendations

We approach this work with five clear goals for

policymakers.

B Every student will have a fully prepared and effec-

tive teacher.

m Every district will be able to attract and retain fully

qualified, effective teachers.

Every teacher will work in a safe, clean facility
conducive to learning; have adequate materials
with which to teach; and have the guidance and

support of a capable leader.

Every pathway into teaching will provide high-
quality preparation and be based upon California’s
standards for what students and teachers should

know and be able to do.

Every teacher will receive high-quality support as
he or she begins teaching, as well as the continuing
professional development to ensure that he or she

stays current in his or her field.
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These goals are ambitious but necessary if California
is to provide a quality education for its children. There is
much to be done. We have focused our recommenda-
tions on the most urgent priority — what must be done
to help our poorest students in our most difficult-to-staff

schools. Those recommendations include:

1. Provide additional assistance and incentives for
schools that are in the bottom 20 percent of the
state’s Academic Performance Index (API) to attract

tully qualified teachers by:

B continuing to waive state testing and licensing
fees for candidates preparing to teach in these
hard-to-staff, low-performing schools;

B increasing funding and expanding eligibility for
financial incentives for qualified, veteran teachers

who accept assignments in these schools; and

B requiring annual school district report cards to
list the percentage of underprepared teachers in
every school, and requiring an analysis of teacher
supply and preparedness to be obtained prior to

new collective bargaining.

2. Strengthen California’s teacher preparation
programs by:
B climinating by 2006 the ability of the state to
offer emergency teaching permits to persons

who are not fully prepared as teachers;

B expanding eligibility for the Governor’s teaching
fellowship program to include persons now
teaching with emergency permits in the lowest-
performing schools to accelerate their profes-

sional preparation as teachers; and
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B increasing the portion of state funding that
supports those teacher preparation programs
providing high numbers of new teachers to

low-performing, hard-to-staft schools.

. Strengthen professional development for teachers in

California by:

B broadening the scope of professional develop-
ment in low-performing schools beyond English

language arts and mathematics;

B requiring that all state-supported professional
development programs in low-performing
schools focus on teacher content knowledge and
instructional skill based on the state’s academic

standards for students; and

B providing incentives and funding to allow
additional professional development to be built
into the annual schedules of low-performing,
hard-to-staff schools without reducing any

instructional time for students.




Investing in Better Data

California invests billions of dollars annually in its schools and
its teachers. But the state’s current method of gathering, ana-
lyzing and reporting data to policymakers makes it hard to
gauge the quality of that investment. A variety of state agencies,
for example, collect data about teachers. But because there is
no “common identifier,” their data systems are not linked. It is
nearly impossible to answer what should be simple questions
such as how many teachers leave the profession each year, if

and/or when they return, and how many teachers will need to

be hired.

So the problem facing decisionmakers is not a lack of data,
but rather the difficulty in how comprehensive information is
made accessible and useful to those who need it. While there
is a proliferation of data sources, there is no single, cohesive,
reliable system of data collection, analysis and timely dissemi-
nation. Further, separate data sources cannot be linked
because there is no “common identifier” necessary to share

information across data systems.

It does not have to be this way. But having a cohesive data
system will require thoughtful planning and careful implemen-
tation. Care must be taken to protect the privacy of the
individual while providing appropriate access to the data for

the purpose of informing policy decisions.

We recommend creating an information system to integrate
the diverse sources of data into a comprehensive analysis of

teacher development in the state.
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