
Stanley Z. Koplik, at the time of the presentation, was the Chancellor of
Higher Education for the Commonwealth of Massachusetts.

Best and Brightest or
Just Better and Brighter:

New Tactics in a
High-Stakes Setting

Stanley Z. Koplik

Imagine a scene just a few years into the new millennium. In
a middle school classroom in Anytown, Anywhere, U.S.A.,
students sit at their desks with palm-sized, wireless
computers. Several students work on different algebra
problems at the same time, and all of their work is displayed
on a large screen at the front of the class. Once the solutions
are shown, the teacher discusses them, revising the
calculations from her computer where necessary to help the
class see why a solution does or does not work. The
explanations can be saved on each student's minicomputer
so that they are available for homework that evening or later
for studying for an exam. Students can also communicate
with one another via these small computers to work
collaboratively on algebra problems, both within and outside
of class.

A few blocks away on Main Street in another classroom, this
one filled with high school freshmen, a history teacher
presents a lesson on ancient Egypt using three-dimensional
images of the Nile. Through this virtual reality, students
experience the river as though they were traveling along it
with Cleopatra in the year 51 B.C., the year she became queen
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of Egypt. Later in the same class, students use their
computers to communicate directly with students in Cairo,
who describe their daily lives and learn about those of their
peers in the United States.

These new technologies offer dramatic possibilities for
tomorrow's students—a field of vision that circles the globe
and beyond and a range and depth of knowledge that were
once unimaginable. They will also make ambitious demands
on the next generation of teachers. If our nation's young
people are to realize a meaningful education with the
assistance of these powerful tools, they must have teachers
with deep knowledge in their subject areas and the
imagination and language, social, and technical skills to
convey that knowledge.

The question is, How can we attract the best and brightest—
or more realistically, the better and brighter—students to a
field that has gained a sad reputation for low salaries, high
expectations, high stress, and humble working conditions?
What can we do to compete with offers from professions that
provide greater independence, a more palatable working
environment, and a more promising long-term trajectory?

Obstacles to Overcome
Our society must face the expanding range of issues plaguing
the teaching profession if we are to provide students with a
meaningful education and a promising future. These issues
include meeting a higher demand for teachers while
simultaneously calling for lower student-teacher ratios in the
classroom, pressing for higher standards for teacher prepara-
tion, and anticipating wholesale retirements of veteran
teachers. If we are to restore confidence in America's schools
and the teaching profession, we must confront the fact that
when requesting a commitment to educate our youth at the
highest possible standard, we are only willing to reward
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professional educators with what professionals in other fields
might call "unenthusiastic" compensation. All too often, you
get what you pay for, and the difficulties we currently
experience in recruiting highly capable teaching candidates
reflects this maxim. To be sure, we do not want to discount
the dedication, commitment, and effectiveness of legions of
strong teachers across the nation. But unless we make some
dramatic changes for the future, we will fall far short of our
education goals.

In addition, we have—however unintentionally—erected
barriers to entering the teaching profession through burden-
some recruitment practices and bureaucratic hiring proce-
dures that lead to extensive delays and confusion. We face
problems in retaining experienced teachers as a result of the
nearly complete lack of state-to-state communication and
cooperation that would allow for transferable professional
licensing agreements and portable pensions.

In the past, our hasty and flawed—yet typical—solution to
teacher shortages has been to ignore standards and to let into
the classroom as a teacher almost anyone who applies
(Galluzzo, 1999). According to the National Commission on
Teaching and America's Future (NCTAF), in 1991 over a
quarter of the nation's entering teachers lacked the requisite
qualifications for their jobs, while 23 percent of all high
school teachers did not hold a major or even a minor in their
primary teaching fields (Darling-Hammond, 1997, p. 2).

One explanation offered by both scholars and policymakers
is that the states' prescriptive preservice training require-
ments for teachers may be acting as a barrier to highly
capable candidates with other options. A team of researchers
led by Harvard Education Economist Richard J. Murnane
reported that "the details of licensing regulations matter.
What may initially appear to be relatively minor changes in
licensing requirements dramatically affect the number of
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college graduates, particularly the number of Black gradu-
ates, who obtain teaching licenses and become teachers"
(Murnane, Singer, Willett, Kemple, & Olsen, p. 47).

Murnane and his colleagues described a series of changes in
licensing requirements in North Carolina between 1975 and
1982. Between 1975 and 1980, Black college graduates with
teaching licenses were significantly less likely than their
White counterparts to enter the profession within three years
of licensure (59 percent v. 66 percent). However, in 1981 the
trend reversed so that a larger proportion of Black graduates
licensed in 1981 and 1982 (58 percent) eventually taught in
the state than did their White counterparts (54 percent) (ibid.,
p. 40). The higher rate for Blacks continued beyond 1982.

Murnane and his colleagues explain this turn of events by
noting that between 1975 and 1977 the state had suspended
its student requirements for the National Teacher
Examination (NTE), which ostensibly opened the door for
new applicants but may in fact have led some college
graduates to seek a license as "career insurance." For such
graduates, the authors postulate, the license would serve as a
last resort if other jobs were not available (ibid., p. 41).

In 1977 North Carolina reinstated the NTE requirements;
however, if an applicant did not achieve a score above the
state-specified level, he or she could still be awarded a
"provisional" license, rather than the more permanent
"continuing" license—a situation that continued to offer a
degree of career insurance for those who sought it. When in
1981 the provisional licenses were abandoned altogether, the
number of Black applicants for licenses dropped right
away—among them, perhaps, those who were inclined to
seek career insurance. At the same time, the proportion of
Black applicants who received licenses and went on to join
the teaching profession exceeded the proportion of White
applicants to do so (ibid., pp. 40–41).
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Some national education interest groups, such as the
Thomas B. Fordham Foundation, assert that even those who
are licensed may not be performing at an acceptable level
(1999). They point out that many state licensing requirements
focus on completing a list of courses or a teacher education
degree that emphasizes pedagogy rather than subject
knowledge instead of stressing the results of teaching,
i.e., student performance.

Across the country, the lack of a well-qualified, properly
licensed teaching pool has allowed the distressing phenome-
non of "out-of-field" teaching to flourish. Recent reports show
that less than 65 percent of new teachers in the United States
have either a major or a minor in the subject they teach
(Botstein, 1999). Almost a third of all teachers today
teach subjects in which they have no formal training (ibid.).
Among history teachers and physics teachers, over one half
have no major or minor in the fields they are teaching
(Fordham Foundation). In the state of California alone, nearly
30,000 teachers have no credentials (Schrag, p. 2).

U.S. Secretary of Education Richard Riley has remarked that
"foreign education ministers who visit me are just stumped
when I try to explain this practice. Their translators have no
words to describe it" (Archer, 1999). We cannot afford to
continue this practice if we want to provide a meaningful
public education for our children. We cannot afford it
because the very essence of our society depends on a solid
educational foundation for our children.

A Closer Look
A closer look at some of the critical issues affecting teacher
supply and demand offers insight into the specific practices
that most hinder our schools and the factors we may be able
to influence.
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Increasing Demand
In the coming decade, at the same time as we work to
improve our schools by reducing class size and raising
standards for teacher preparation, we expect record-breaking
student enrollments, as a result of rising birthrates and
immigration, and a surge in retirements, as the Baby Boom
generation ages. These multiple pressures on the demand for
teachers are a given, and they have the potential of creating a
critical shortage in some regions and in particular subject
areas unless we take bold and creative steps to deal with the
situation now.

Compensation
The low salaries and limited career opportunities we offer
teachers—professionals who influence a child's future in
powerful ways, professionals who are responsible in a large
part for transmitting our nation's culture from one generation
to the next—are fundamentally critical issues that affect our
ability to attract the highest-quality candidates to the
teaching profession. Not only are starting salaries relatively
low and salary schedules rigid and modest, but teachers are
often rewarded for years of experience and degrees earned
rather than for high-quality performance. In fact, there are
few tangible rewards for a job executed skillfully, creatively,
and effectively in the classroom. Those who remain after the
early years of teaching must be willing to persevere despite
inadequate compensation and little recognition for valuable
professional contributions.

Research bears out what common sense suggests: college
graduates' career choices—and in particular, the decisions of
the most academically talented students—are significantly
affected by these monetary incentives (Murnane, Singer,
Willett, Kemple & Olsen, p. 46). The better the opportunities
and the higher the salaries relative to other occupations, the
more graduates will choose to teach. Our new goal should be
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to achieve a degree of parity between professionals in the
marketplace, in board rooms, on Wall Street, in hospitals, and
in courtrooms with highly skilled education professionals—
teachers whose credentials and performance elevate their
stature and respect in the community to unsurpassed levels.

The teaching profession needs to be able to compete with
other fields, particularly with the professions that call for a
high level of competency in math and science, such as
engineering or computer science. This task may be one of our
most daunting as a society, but it is time to step up to the
plate and face the pitcher in the eye. One option would be to
consider the model used in European and Asian countries,
where salaries are pegged to those of other professionals,
such as engineers or civil servants, in order to avoid
shortages of essential personnel. A major difference between
K–12 education in the United States and that of other
countries is in the organization and funding of schools.
Whereas schools in Europe and Asia are usually funded and
structured in a national system, schools in the United States
are financed locally, which means that in order to raise
teacher salaries and improve school conditions, we must
increase local taxes. So if we truly want better schools and a
brighter future for our children, we as taxpayers must be
willing to pay for increased accountability in our schools.

We also need to consider carefully the barriers raised by
regulations that require continuing education for teachers
beyond the expensive and lengthy preservice training in
accredited teacher programs that is the established path to
teaching in many states. Take Sandy Everlove, for example.
The Seattle Times reported last spring that Everlove, a teacher
at Seattle's Franklin High, had ten years of experience and
several awards honoring her skillful teaching (Lilly, p. B2).
Yet at the close of the 1998–1999 academic year, Everlove
resigned her position in protest of the state's requirement that
teachers bear the cost of thousands of dollars in continuing
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professional training. Most of this additional training is
required in the early phases of a teacher's career, when
salaries are lowest, and naturally serves as a disincentive to
remaining in the teaching ranks. It is clear that the most
talented young graduates have a variety of career options
and, moreover, they will not pursue teaching if the costs of
becoming and remaining a teacher are too high.

Teacher Preparation Practices
As Murnane and his colleagues suggest, the details of a
state's licensing requirements can make a real difference in
the career decisions of prospective teachers. The discussion
about how to meet the increasing demand for teaching staff
in the next decade has spanned the distance between two
poles. Scholars, administrators, policymakers, and a variety
of nationally recognized think tanks are hotly debating
proposed solutions that range from fortifying and expanding
already prescriptive state licensing requirements to throwing
out the current licensure system and creating a variety of
nonintrusive routes for entering the teaching profession.

The National Commission on Teaching and America's Future
(NCTAF), which supports the former view, proposes that
states adjust their regulations so that teachers are licensed
based on demonstrated performance, including tests of
subject matter knowledge and teaching skill (1997). In
addition, the Commission's principal spokesperson, Linda
Darling-Hammond, advocates the development of graduate-
level teacher-preparation programs that provide a year-long
internship in a professional development school (1999). At
the other end of the spectrum, the Thomas B. Fordham
Foundation recently argued that "every additional require-
ment for prospective teachers—every additional pedagogical
course, every new hoop or hurdle—will have a predictable
and inexorable effect: It will limit the potential supply of
teachers by narrowing the pipeline, while having no bearing
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whatever on the quality or effectiveness of those in the
pipeline" (1999, p. 2). Instead of new, more stringent regula-
tions, the Fordham Foundation view endorses widening the
entryway to the profession by opening multiple paths to
teaching, while at the same time holding teachers strictly
accountable for student performance.

The Fordham Foundation calls the NCTAF proposals into
question on the grounds that little proof exists that state
licensure positively influences student performance, yet
Fordham offers little in the way of data to substantiate its
censure of certification requirements. A new study by
economists Dan D. Goldhaber and Dominic J. Brewer points
to a lack of solid research evidence in the arguments of
several high-profile commission reports on teacher
preparation and licensure, including the NCTAF (1999).
Rather than focusing solely on teachers' standardized test
scores or other measures unrelated to students, the authors
offer some new data on teacher effectiveness as measured by
student performance. In their study, Goldhaber and Brewer
analyze a national longitudinal database that identifies
twelfth-grade teachers according to certification status1 and
describes student performance in math and science class-
rooms, controlling for a wide range of social, eco-
nomic, racial, geographic, and classroom-specific variables.
Goldhaber and Brewer find evidence that "contrary to con-
ventional wisdom, mathematics and science students who
have teachers with emergency credentials do no worse than
students whose teachers have standard teaching credentials,
all else equal. This should, at the very least, cast doubt on the
claims of the educational establishment that standard

                                                     
1 Categories include standard certification in subject, probationary certification in
subject, emergency certification in subject, private certification in subject, or not
certified in subject. The longitudinal database contains student performance
information over the years 1988 to 1992. This is the most recent database that tracks
individual student performance and allows researchers to link performance to a
particular classroom teacher (Goldhaber and Brewer).
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certification should be required of all teachers" (Goldhaber
and Brewer, p. 29). Furthermore, they go on to note the
possibility that if policymakers choose to ratchet up licensing
requirements (absent other changes, such as salary increases),
the actual effect may be to narrow the pool of prospective
teachers by discouraging highly qualified students and
graduates from entering the field, given current salary levels.

Recruitment and Hiring Practices
Over the next ten years, the U.S. Department of Education
estimates that the nation will need some two to two and a
half million new teachers, an average of over 200,000 per year
(National Center for Education Statistics). In spite of this
rising demand for teachers, currently only about 60 percent
of newly prepared teacher candidates are hired as teachers
(Darling-Hammond, 1999, p. 5). One reason for this trend is
that many districts and schools make it exceedingly difficult
for new or transferring teachers to identify job openings.
Moreover, the layers of procedures and long periods of delay
caused by the bureaucratic processes discourage prospective
teachers from completing the application process for posi-
tions in many of the districts that are in the greatest need of
highly qualified candidates. In fact, NCTAF found that
"hiring underqualified teachers in many communities was
less a function of labor market shortages than of cumbersome
hiring procedures that chase away good candidates and
prevent efficient and timely hiring." Studies by NCTAF show
that many of the nation's schools are wrapped in red tape
when it comes to recruitment and hiring practices, resulting
in the loss of many capable candidates.

A case in point is the story from a former applicant to the
New York City school system. Several years ago in April, a
young teaching candidate with degrees from Harvard and
Columbia mailed letters and résumés to dozens of schools in
the city's public system. When she learned that there was no
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hope of knowing before Labor Day whether she might be
assigned to a classroom, nor what grade or subject she would
be expected to teach, she felt she had to look elsewhere. She
applied to the school system in Scarsdale, New York. Their
prompt, yet thorough, process attracted her. She was pleased
to see that her interviews included teachers, principals, and
parents and that the questions she was asked revolved
around her teaching philosophy rather than the bureaucratic
minutiae emphasized in the urban school district (Darling-
Hammond, 1997). This story vividly illustrates why some
school districts are able to attract strong teaching candidates
and others—often those that are in the greatest need of
highly qualified teachers—fail to do so.

Part of the problem is one of distribution. We need to find a
way to bring new teacher candidates to the states where they
are needed most. Some states regularly graduate more
teacher candidates than they can hire, while other states
produce relatively few new teachers and have growing
enrollments. For instance, in the next eight years, enrollments
are expected to increase by 20 percent in California and
Nevada and by more than 10 percent in other states in the
West and in the South, while a decline in enrollment is
projected in some states in the Northeast and Midwest
(Darling-Hammond, 1999). To solve this distribution prob-
lem, we will need to develop broader recruitment strategies
and hiring incentives, combined with reciprocity arrange-
ments that allow teachers licensed in one state to be hired in
the states where they are needed.

High Attrition Rates for New Teachers
National statistics show an attrition rate of almost 30 percent
among new teachers in the first five years of service and
higher rates in districts with the least resources. This
revolving door places continual pressure on teacher demand.
The result is that many districts hire untrained or under-
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trained teachers to fill these vacancies. According to the
NCTAF, 27 percent of all new teachers in the United States in
1994 had either no license (11 percent) or a substandard
license (16 percent) (NCTAF, 1997). Sadly, a disproportionate
number of them were hired to teach the most vulnerable
students in at-risk urban and rural school districts.

Murnane and his colleagues wrote earlier in the 1990s that
"the key concern for the future is not simply that teaching has
lost its allure, but that it has become particularly unattractive
to the brightest and most talented. . . . If teaching is less
appealing to all [students], it is especially unattractive to
those most able to pursue other professions" (Murnane,
Singer, Willett, Kemple, and Olsen, 1991).

Recently, Leon Botstein, president of Bard College, asked,
"When was the last time any parent expressed the hope that
his or her child would grow up to be a schoolteacher?" He
noted that "the recruitment of talented teachers is hampered
not only by comparatively meager levels of pay, but also by
the fact that teaching carries little prestige" (1999). Why,
indeed, would the most capable students choose this
profession? We must find ways to answer that question
convincingly.

The Carrots and the Sticks: Proposed Solutions
Efforts to raise the level of performance in the teaching
profession and to attract new and highly capable candidates
are ongoing at both the federal and the state level. At the
national level, Secretary of Education Riley has outlined a
series of measures this year that include a national job bank
and clearinghouse for teacher recruitment, a national confer-
ence on teacher quality (in cooperation with the American
Council on Education), a national commission on math-
ematics and science teaching, and a study by the National
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Academy of Sciences that will set out to examine current
teacher testing practices and recommend improvements and
alternatives.

Politicians of all stripes are also getting in on the act. Noting
the current strong voter interest in education issues, the
Democratic and Republican frontrunners in the early phase
of the 2000 presidential election campaign have made teacher
performance a major issue in their platforms, focusing on
raising teacher standards and accountability (Janofsky, A16).

Around the country, many states are working to address
concerns about the quality and rigor of teacher education and
teacher performance. Some interesting examples include the
following:

• Texas—In fall 1998, legislation went into effect requiring
70 percent of an education institution's graduates—and
70 percent of each racial and ethnic group—to pass the
state certification exam or the school would face
accreditation probation. At the University of Texas–
El Paso School of Education, administrators are focusing
on preparing teachers more like doctors and nurses are
prepared, with emphasis on a field-based, practical
approach to training (Archibold, p. 2).

• Colorado—In September 1999, for the first time in the
United States, the Denver schoolteachers' union
approved a two-year pilot program to link teachers'
salary increases to student performance in their
individual classrooms. Approximately 450 teachers in
15 pilot schools will receive $500 for participating in the
program and another $1,000 if the majority of their
students have improved their scores on either the Iowa
Test of Basic Skills or classroom work and tests (Janofsky,
A1, A16).
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• Pennsylvania—Reforms enacted in summer 1998 include
a requirement for teacher candidates to maintain a
B average in liberal arts courses before they can be
admitted to a training program and a B average in the
subject they wish to teach (some institutions had been
admitting students with a C- average).

• Wisconsin and Minnesota—Candidates for high school
teaching positions are required to complete a bachelor's
degree with a major in the subject area they want to
teach. This study must be supplemented by coursework
on learning theory and teaching methods and strategies,
uses of technology, human relations, and the education
of students with special needs, among other pedagogical
issues. Eighteen hours of mentored student teaching are
required in Wisconsin and one semester in Minnesota. If
a teacher is asked to teach for part of the day outside of
her major field of study, she must have at least a minor in
that subject. An August 1999 NCTAF report notes that
"not surprisingly, students in Minnesota and Wisconsin
achieve at the top of the distribution on national
assessments" (Darling-Hammond, 1999, p. 12).

• Massachusetts—Changes made in 1987 and 1993 included
the elimination of the education major in public colleges
and universities. This was replaced by a requirement for
teachers to hold a liberal arts and science degree and to
pass a two-part certification test. In 1998, prompted by
the failure of 59 percent of teacher candidates to pass the
Massachusetts Teacher Test, the Board of Higher Educa-
tion presented a statewide plan for action: Creating
Tomorrow: Preparing the Next Generation of Teachers. The
plan focuses on three themes: quality and accountability
of teacher education programs, recruitment and retention
of highly qualified students and teachers, and a commit-
ment to make ongoing systematic change a priority for
the Commonwealth. The plan calls for:
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— eliminating underperforming teacher education insti-
tutions and programs. Institutions must achieve an
80 percent pass rate on the communication and
literacy skills test by summer 2000 and a 90 percent
pass rate by summer 2001 in order to retain state
approval to endorse candidates for certification;

— raising admission standards for teacher education
programs and requirements for student teaching;
and

— creating a joint commission of Board of Education
and Board of Higher Education members to address
mutual issues and concerns regarding teacher
education—an effective way to bridge the gap
between K–12 and higher education.

Meeting the Demand
As these new policies and practices are implemented around
the country, and as we simultaneously increase standards for
preparation and reduce the size of classes, inevitably we will
narrow the pool of qualified candidates from traditional
sources. Again the question that begs for an answer is, How
can we attract new, highly capable candidates from among
those who have many career options? How can we tap into
pools that might typically staff other professions?

A variety of innovative efforts are underway in states and
even nationally that are intended to draw on new sources
and more traditional prospects:

• Nationally—The Teach for America program assigns liberal
arts graduates without formal training in education to
public schools in poor rural communities or inner cities.
The program has had success in attracting highly
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academically qualified candidates. Teach for America has
500 slots to fill each year, and over 3,000 prospective
teachers apply (Fordham Foundation, p. 10).

• California—In the fall of 1999, California State University
combined on-line lessons, traditional textbooks, and fac-
ulty support into a program to help up to 1,000 elemen-
tary teachers with emergency credentials get their
licenses in 18 months. According to Chronicle of Higher
Education, "The aim of the program is to allow teachers
with 'emergency' credentials to stay on the job as they
work toward full certification" (Basinger, 1999).

• Maryland—Last summer, National Public Radio's
Claudio Sanchez reported that "it's not often that school
principals line up to market their schools or themselves"
but "in Prince George's County, Maryland, principals will
do just about anything these days to find and hire the
teachers they need, like auditioning in front of a group of
first-year teachers" (Sanchez). In Baltimore, the public
school district is offering newly hired teachers $5,000 in
gradually forgivable loans for down payments on local
houses, plus a low-interest $1,200 loan for moving
expenses (Zoroya and Hartzell, p. D2).

• Missouri—Legislation passed in July calls for the state to
forgive student loans held by undergraduate and
graduate students who go on to teach in areas where
critical shortages exist. In addition, the new law created
the Missouri Teaching Corps, an effort to recruit
50 recent college graduates with degrees in English,
foreign language, mathematics, science, social studies, or
history to teach in designated schools for two years
(Blair).
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• Pennsylvania—The Philadelphia public schools offered
$4,500 signing bonuses over a three-year period to attract
new hires and persuade them to stay on for a while
(Zoroya and Hartzell, p. D1).

• Massachusetts—In 1998 the Massachusetts Board of
Higher Education recommended to Governor Paul
Cellucci that the Commonwealth fast-track alternative
certification for second-career professionals, while main-
taining academic standards. The Board also called for the
Commonwealth to offer strong financial incentives to
high-achieving students who want to become teachers,
particularly targeting those who plan to teach subjects
where demand for teachers in the Commonwealth is the
highest. The legislature has since voted the program—
Tomorrow's Teacher Scholarships for high school
students—into law. In addition, for the 1999–2000
academic year, the Commonwealth signed contracts with
59 highly qualified candidates who will each receive
$20,000 bonuses over a four-year period.

Many of these states are implementing policies that recognize
that making it more difficult to become a teacher will not
produce a more skilled cadre of teachers unless teaching
becomes a desirable career choice.2 Unfortunately, however,
some states are still employing temporary, finger-in-the-dam
measures to fill teacher vacancies in high-need areas such as
math, science, and special education. In Texas, for example,
where 10,000 vacancies were reported in the fall of 1999,
Annette Cootes of the Texas State Teachers Association
reported that the schools were coping by hiring substitute
teachers on a daily basis, rather than implementing a long-
term plan to meet school needs (Zoroya and Hartzell, p. D2).

                                                     
2 Murnane et al., the Fordham Foundation, and Goldhaber and Brewer have all stated
this view.
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We can no longer afford these stopgap efforts. Our nation's
youth deserve better, and we must find a way to provide
students with the high-quality teachers they deserve. Several
proposals deserve the attention of state policymakers and
school administrators.

• Provide a variety of paths into the profession. We know that
the current system of preparing teachers is not producing
the high-quality teachers we need, particularly in subject
areas such as math, science, special education, and
bilingual education. Alternative certification programs
that require a bachelor's degree in the subject, a compe-
tency test, and a program of pedagogical preparation are
already in place in some states, and some have been
successful in attracting a new corps of talented and
enthusiastic teachers (Fordham Foundation, p. 10). States
and districts should look at this means of opening up the
entryway, taking particular care to confirm that
prospective teachers' subsequent performance bears out
their initial promise.

• Rethink the time trajectory of the teaching career. We know
that the profession experiences a high rate of attrition in
its first five years and that many of those who leave are
well qualified to enter other, better-paying professions. If
we revise our thinking and shorten the expected length
of a teaching career to one that might typically last only
seven to ten years, we open up new horizons. Without
large ranks of long-employed teachers who hold the
highest salaries—and who, in many cases, may be
looking to get out—the funds could be shifted to create
higher starting salaries and better incentives for high-
quality teaching. Prospective teachers might be drawn
from recent graduates as well as from the pool of people
interested in a career change. A group of master teachers
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with seven to ten years of experience would serve as
mentors to the newest teachers and would participate in
exchanges with teacher preparation programs.

• Offer signing bonuses to new teachers with excellent potential,
just as other professions such as computer technology,
engineering, and consulting have done in order to attract
the best candidates.

• Simplify and focus district and statewide recruitment and
hiring practices. Spend the money to develop a compelling
recruitment mechanism that presents the district or
school through the print and electronic media in a
manner that reflects the district's or school's culture and
its positive attributes. Eliminate bureaucratic procedures
that alienate prospective candidates by cutting down on
the number of procedural requirements. Place the hiring
process in the hands of local school administrators and
faculty members and allow them to focus on candidates'
social and subject-specific skills, preparation, and philo-
sophy of education rather than on completing forms.

• Reward outstanding teachers with a variety of incentives to
continue in the profession. For example, the state might
offer tuition support and waivers to earn a higher degree
or more specialized training to high-performing teachers
who make a commitment to teach. The commitment
would be for a specific period of time, such as four or
five years.

• Encourage greater communication and collaboration between
schools and teacher preparation programs by establishing an
exchange program. Experienced teachers would be given
a sabbatical semester, during which they would serve in
teacher preparation programs to teach courses and work
collaboratively with the instructors, offering them first-
hand experience about current school issues. At the same
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time, a professor or instructor from the teacher prepa-
ration program would spend a semester teaching a class
in the K–12 system. The exchange program would help
tear down the wall that exists between K–12 education
and higher education. It would benefit both the schools
and the teacher preparation programs through the
sharing of information and practical experiences. At a
minimum, it would increase relevancy.

• When increasing the routes to a teaching career, insist
that the preparation include significant exposure to young
people before candidates are offered full teaching
responsibilities. To gain experience with children, they
might choose to work in a day-care center or in a summer
camp or to take advantage of student teaching experi-
ences. By asking prospective teachers to interact with
children at an early stage in the teacher preparation
process, we can determine whether an environment filled
with children is one for which they are suited.

• Eliminate all "out-of-field" teaching as soon as possible
through improved recruitment and retention practices.
Insist that teachers teach only in subjects for which they
have formal academic training.

In Closing
These are some of the key issues we must struggle with and a
few ideas for solving them. The consequences of these
problems in the teaching profession—poor instruction,
lack of respect for teachers and for the public schools
themselves—only further detract from our ability to bring
stronger candidates to teaching.
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Attracting the best and brightest, or simply the better and
brighter, to the teaching profession is the right goal. The
immediate challenge is in finding the combination of
exemplary practices and public support that will lead to our
schools' success, and to success and prosperity in our own
future. If in the process we improve recruitment by simply
getting better and more effective teachers—people whose
academic preparation is grounded in thorough content
knowledge and whose pedagogical skills can answer three
simple questions—When do students learn? Why do students
learn? How do they learn?—we will have taken giant strides
in approaching the summit of success.
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