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The Problem Defined

he fear of a teacher shortage, which is predicted to get worse over

the next several years, pervades the profession. However, it is no
longer a fear of something looming on the horizon; it is a reality.
“Nationally, 60 percent of current teachers are eligible to retire in
the next six years” (Brighton, 1999, p. 197). One need only place an
advertisement to see how small the pools of viable candidates have
become. Ten years ago, a single, small ad in the Boston Globe would
bring me as many as 100 résumés, some from as far away as Japan. I
was working in Vermont at the time, noted for its rural nature and
poor salaries. More recently, working in Connecticut, noted for just
the opposite conditions and in fact offering teachers some of the
highest salaries in the nation, I could barely put together a pool of
two or three candidates for a teaching position. At times, openings
remained unfilled for months.

[T]the current teacher shortage represents arguably the most imminent
threat to the nation’s schools. The U.S. Department of Education esti-
mates that approximately 2.2 million teachers will be needed over the
next decade—an average of more than 200,000 new teachers annually.
(Howard, 2003, p. 1)

As recently as May 26, 2003, the Miami Herald reported that Florida
would need at least 20,000-22,500 new teachers for the coming
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fall, or an increase of 15 percent in the teaching force. Furthermore,
the need for teachers is expected to grow over the next five years as
large numbers of current teachers choose to take advantage of early
retirement incentives (DeValle & de Vise, 2003, pp. 1-2).

What is happening within our profession, and what are we educa-
tional leaders going to do about it? If we do not take charge of the
situation now, it will take charge of us.

Clearly, my experiences have uncovered diminishing numbers of
young people entering the profession. At the same time, we know
that we are in the midst of a large bulge of retiring teachers.
Although it will be difficult to replace these retirees, we should also
consider the wealth of knowledge and experience that will exit with
them. The problem is larger than a shortage of warm bodies. It
extends to the need to rebuild the base of knowledge about teach-
ing, learning, and students held by veteran teaching staffs, which
can be decimated by the loss of core, experienced teachers. Starting
from scratch, or almost from scratch, is a daunting proposition.

At the same time, states are making entry into the profession ever
more difficult.

The challenge of attracting and retaining quality teachers is heightened
by increased pressure for district and school accountability, often in the
form of high-stakes testing and mandated curricular standards. In
response to these mandates, districts are introducing reforms and initia-
tives at a frenetic pace. As a result, new teachers are struggling to learn
their craft in dynamic and frequently chaotic environments. (Johnson,
Birkeland, Kardos, Kauffman, & Peske, 2001, p. 6)

Again, I refer to my own experience. Having taught for 24 years,
holding regular teaching licenses in secondary English and adminis-
tration from both Vermont and New York, having earned advanced
degrees in educational curriculum and instruction, English literature,
and educational administration, and having been an administrator
for 10 years, I found myself faced with a battery of requirements
before I could obtain licenses in other states. After taking the Massa-
chusetts Teacher Literacy test, all three Praxis I tests, and both Praxis
IT tests for English teachers, writing literally hundreds of pages
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describing my various experiences as an educator, and spending
more than $1,000, I managed to extend my ability to teach or be an
administrator to three more states. Certainly, the time and expense
of acquiring the necessary credentials can be discouraging to young
people just beginning a career in education. Recently, Illinois intro-
duced state legislation to require “aspiring teachers to pass a basic-
skills test before entering colleges’ teacher education programs, a
standard that could set one of the earliest such deadlines in the
country” (Cavanaugh, 2002, p. 20).

My point here is that while the number of teachers is decreasing,
we are at the same time making entry into the profession more
difficult. Obviously, raising the bar makes sense. We want the educa-
tion of our children in the hands of the most competent, knowl-
edgeable teachers possible. However, the timing of these efforts is
problematic, and I fear that, in an effort to improve the quality of
the teaching force, we may actually be maneuvering ourselves into a
position where we will have to issue numerous emergency licenses
to fill the many vacancies, thus effectively weakening, not strength-
ening, America’s cadre of teachers. This problem existed even before
the initiation of the new, more rigorous licensing requirements,
especially in areas where schools have been experiencing difficulties
in attracting well-qualified teachers.

Some responses to the teacher shortage, however, contradict the mount-
ing evidence that teacher preparation matters. Administrators, especially
those in the largest urban areas, routinely hire individuals with no
preparation. They do not want to do this, but the conditions in some
schools make it difficult to attract and retain qualified teachers. (Wise,
2003, p. 43)

Issuing temporary or emergency licenses will not help in the long
run, and in the short run they will serve only to put unqualified
adults in front of classes that would otherwise have no teachers at all.

Alternative certification (including temporary and emergency certifica-
tion) and alternatives to certification (let anyone teach) will not do the
job. In a misleading use of language, these certificates literally mean that
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the state is certifying that these certificate holders are not yet certifiable
under the state’s own laws and regulations. Dissembling is not a strategy
for enhancing public confidence. (Wise, 2003, p. 43)

In one particular Vermont school district, the situation for 2001-
2002 looked like this: Out of the total number of teachers in the dis-
trict, 20 percent were new hires. Additionally, 20 percent of the
district’s teachers were in their first or second year of teaching.
Finally, 19 percent of all district teachers were employed under
waivers because they did not have full licensure. Several positions
simply remained unfilled or were covered by principals, cutting into
their time for working with other teachers and programs.

The new federal legislation, the No Child Left Behind Act, recog-
nizes this issue at a national level by giving parents the right to
know the qualifications of their children’s teachers and paraprofes-
sionals, and whether their children have been taught for four or
more consecutive weeks by a teacher who is not considered highly
qualified, which I take to mean holding the required state license or
certificate for his or her particular teaching position.

Add to this the increasing demands placed on teachers. They
must be counselors, reporting agents for the state in cases of abuse,
disciplinarians, individuals skilled in making accommodations for
students with learning disabilities, curriculum writers, club advisers,
athletic coaches, and record keepers. | have seen everything from
crisis deescalation training to alcohol and drug abuse training
offered for educators. There seems to be no end to the duties
required of teachers. Is this the career that a 22-year-old English
major envisions when he or she contemplates the joys of sharing his
or her passion with new students?

Attrition Rates

Teachers have one of the highest attrition rates of any profession;
in particular, new teachers are apt to leave our schools. A study
published in the American Educational Research Journal and con-
ducted by Richard M. Ingersoll, an associate professor of education
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and sociology at Philadelphia University, corroborates this point.
According to Ingersoll’s findings, the average yearly turnover rate
in education is 13.2 percent as compared to 11 percent in other
professions. Even more significant to the problem under discussion
here is that 29 percent of new teachers leave education within their
first three years, and by the end of five years, 39 percent have left
(Viadero, 2002, p. 7). Ingersoll concludes that educators should
spend less time on recruitment efforts and put more effort into
retaining the teachers they have.

Schools might have better luck meeting their demands for teachers . . . by
making improvements in job conditions, such as increasing support for
teachers, raising salaries, reducing student misbehavior, and giving faculty
members more say in school decision making. (Viadero, 2002, p. 7)

To make matters worse, the teachers who leave tend to be the best
new recruits (Gordon & Maxey, 2000, p. 8).

We find ourselves in a catch-22 situation: We are desperate for
people to enter a profession with standards that are increasingly dif-
ficult to meet, has ever-expanding duties, and can easily crush the
idealism of a new member. Several questions arise as we contemplate
the current circumstances. How do we prepare and attract more
qualified people into the profession? How do we keep them in our
schools? Education is notorious for low survival rate of new teach-
ers, which prompted Halford to call education “the profession that
eats its young” (Renard, 1999, p. 227). How can we either hold onto
veteran teachers a little longer or at least capture their wisdom for
the next generation of teachers?

The answers to these questions involve collaborative efforts
among institutions of higher learning, state teacher licensing bodies,
local communities, primary and secondary schools, teachers’ associa-
tions, and, of course, educational administrators, who will have to
reorient their priorities to address the complex changes needed. The
principal stands at the nexus of change, and many of the responsi-
bilities involved in solving the problems presented by the teacher
shortage will fall to the principal.
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New Teacher Training

In the typical teacher training program, students actually experience
schools for the first time quite late in their education. How sad to
spend two or three years studying pedagogy only to find out that
teaching school is not what you thought it would be. Exposure to
actual classrooms and teachers and schools and students should be
an ongoing part of teacher preparation, from freshman year to grad-
uation. This approach would allow students to drop out of educa-
tion and change majors before it is too late. We need to rethink the
entire process of teacher training—balancing rigor, support, and real-
ity all along the way.

Teacher induction programs, led by veteran teachers, supported
by colleges and universities, and held together by building and dis-
trict administrators, will need to prepare high-quality teachers with-
out being so discouraging as to turn promising candidates to other
professions. Isolation is a primary reason that new teachers leave,
and consequently about 30 states have invested in new teacher pro-
grams. The research has shown that when new teachers are left to
their own devices, they tend to leave the profession (DeValle & de
Vise, 2003, p. 3). Principals will have to spend more time than ever
before in formative supervision roles, nurturing new teachers. “New
teachers perceive building principals to be a vital link in their suc-
cess” (Danin & Bacon, 1999, p. 206). If we find ourselves in the posi-
tion of granting waivers and hiring willing teachers who have not
had the requisite experience and training, then these induction pro-
grams will become of paramount importance. Schools will need to
internalize programs designed to rapidly develop the necessary skills
and knowledge, without sacrificing quality, of nontraditional first-
year teachers as well as those of traditionally trained personnel.

In historical terms, the principal must once again become the
lead or principal teacher, not the manager, of a building. Unless we
rethink the whole concept of the principal’s role as an educational
leader, a teacher of teachers, then there is little hope of bringing
into our schools the type of talent that we need. The principal will
have the responsibility of creating an institutional atmosphere of
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collaboration and support, as opposed to one in which individual
teachers shut their doors and operate privately. New teachers should
not be left to learn wholly by experience, when the knowledge and
support they need resides in the room next to theirs.

New Models for a New World

The old model of seniority in distributing teaching assignments is

a major reason for new teacher attrition. It is no wonder that new
teachers leave the profession when we routinely assign them (the
most inexperienced members of the faculty) the most challenging
classes (Feiman-Nemser, Carver, Schwille, & Yusko, 1999, p. 5).
Shouldn’t master teachers teach those tough classes, being the pro-
fessionals with the highest level of skill? Would you go to someone
just out of medical school for a delicate neurosurgical procedure?
Mentors, supports, and scaffolding should be in place all along the
way toward becoming a competent and consummate teacher. Such a
structure would have the added benefit of providing a career ladder
for teachers, supporting the concept of master teachers and teacher
mentors. Often the only way to advance in the world of education
currently is to leave the classroom and become an administrator. We
should reward excellent teachers with more sophisticated teaching
duties, such as becoming professional development directors or
teachers of teachers, as well as with higher salaries. Why do we
think that the skills that make an excellent teacher are the same
skills needed to be an excellent administrator? Administration is by
no means simply an expansion of teaching.

Old Knowledge and New Knowledge

How can we recoup the knowledge and experience of the veteran
teachers? How can we induce them to stay a while longer to give a
hand up to the next generation? Once more, administrators will
play a critical role in developing and implementing programs dedi-
cated to creating a role for these people. At best, qualified veterans
should be paid as master teachers to work with new staff, and at the
very least, we should staff inservice programs with retired teachers
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hired to share their expertise, teach courses, and mentor their
replacements. Teaching can be lonely, especially for the first-year
teacher. There is so much to do, in addition to adapting to the cul-
ture of the school. A critical friend could provide just the lifeline
needed to keep a good teacher going or to help counsel a poor
teacher out of the profession. In fact, mentors have been shown to
increase teacher retention (Kelly, 2001, p. 5).

Education has often been referred to as an art. To some extent,
this description is true. Not all people are cut out to be teachers;
not everyone has the temperament. Much of what a teacher does
depends on his or her ability to establish relationships with young
people, to make rapid decisions, to flow with the process of teaching
and learning. However, the last two decades have produced a wealth
of knowledge about brain function, cognitive processes, multiple
intelligences, the importance of emotional stability, effective disci-
pline interventions, and numerous alternatives to the traditional
methods of education. Education today entails at least as much sci-
ence as art. Proper training in cognitive psychology and brain-based
learning is an absolute necessity. Here, we need a balance of rigor
and support for those entering the profession.

Throwing well-meaning people who like kids at the vacancies is
not the answer. Blindly raising licensing standards without the nec-
essary supports is not the answer. A sink-or-swim mentality for the
treatment of new teachers is just plain wrong. We wouldn’t allow
teachers to treat their own students that way, so why should we
treat professionals in this manner? Allowing the veterans to leave
with all their knowledge and wisdom is short-sighted. The problems
of the teacher shortage are many; the solutions complex, difficult,
and nontraditional.

New Roles for Principals

In the middle of all this is the principal, whose job must rapidly
become liquid in its ability to change and adapt to what is happen-
ing. The principal stands at the crossroads of the faculty, students,
parents, community, board, state policymakers, and representatives
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of higher education. Creativity and the freedom to use it will be key.
Principals must be empowered to make decisions, take risks, and try
new approaches. Trust will be a crucial component of the changes to
come. Not only must school boards and parents be involved with
their children’s education, but they also must be willing to allow
educational leaders the latitude to do what has to be done. Changes
can take time. They can be messy. We will all have to increase our
tolerance for ambiguity and uncertainty. Management activities will
have to give way to educational leadership, leaving others to take
care of daily operations. Principals will be responsible for breathing
new life into the system, negotiating complex changes, convincing
the community and state powers of the need to change and of the
changes needed. Perhaps “chief of educational staft” is a more
appropriate name for this new leader than the former title of princi-
pal. Hospitals may serve as a model that separates managing the
institution from performing the functions of the institution. The
chief of staff is not the CEO of the hospital’s administration. Millie
Pierce, the director of the Principals’ Center at the Harvard Graduate
School of Education, makes this suggestion about the principal’s
job:

[Plerhaps two leaders are needed in every school: a principal teacher
and a principal administrator. The principal teacher would have a well-
established teaching history rooted in strong instructional practice. This
person would spend the year supervising teaching teams, coaching, giv-
ing feedback, and teaching teachers to engage in deep, reflective practice
on unambiguous learning outcomes. The principal teacher would be
accountable for student achievement, curriculum, and technology, and
have authority to hire and fire.

Meanwhile, the principal administrator’s position would focus on plant
management. (Pierce, 2000, p. 7)

New Opportunities

The teacher shortage need not be seen as a terrible problem. Rather,
it may be the greatest opportunity presented to the educational
system of the United States in a century. Imagine a whole cadre of
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new teachers, without emotional baggage, without expectations

of the way things have always been done, without the cynicism so
often found within school faculties. The way to change a school is
through the hiring process. Certainly, finding people with the right
qualifications and attitude is easier than trying to change people
already established and comfortable in their roles. If all the pieces
come together, the opportunity to hire a large number of teachers

is also an opportunity to shape a school. Astute principals will hire
new teachers who have the particular qualities and philosophies that
they want. In this way, educational leaders will be able to create a
critical mass of like-minded people, ready to take on the challenges
that lie ahead in teaching. Rather than fighting resistance to change,
principals may recognize the need to hire a large number of teachers
as an opportunity to innovate without having to ask people to leave
their long-standing comfort zones.

The Purpose of This Book

The purpose of this book is to suggest several models in response to
the areas of need mentioned earlier: preservice, induction, inservice,
and retention. Principals will have to lead the necessary changes

to make their schools attractive workplaces for new teachers, with
climates that attract applicants and encourage employees to stay,
satisfying their professional needs. This strategy means that school
philosophies, missions, and visions should define workplaces that
provide for those professional needs. Gardner, Csikszentmihalyi, and
Damon (2001), in their book Good Work, clearly articulate the prob-
lem of attracting and retaining new people to a profession:

[H]armonious professional realms exist when individual practitioners are
attracted to the domains that most suit their interests and abilities, when
they are allowed to develop and grow within the parameters of the prac-
tice, and when their rewards are commensurate with their skills and con-
tributions. If a profession cannot offer the opportunity for doing good
work—in the sense of providing flow experiences and enabling individu-
als to do their best in meaningful occupations—young people unsuited
by talent or temperament will enter whatever field pays better or gives
the most prestige. (p. 30)
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In each stage of teacher development, the principal will have a
crucial role to play. Creativity, leadership style, communication,
diplomacy, and knowledge are all significant pieces of the process.

I will explore these models, sources of revenue, and the principal’s
role in the educational reform spurred by the teacher shortage.

At first blush, the task appears daunting. It is. But it is doable,

and perhaps the most exciting possibility for educational reform
in generations.

The current weakened state of the economy has caused many
state and local education budgets to shrink, resulting in teacher lay-
offs. However, when the economy rebounds, we will find ourselves
still searching for a full cadre of highly qualified teachers. Further-
more, the fact that the economy is forcing people to stay in their
jobs does not address the conditions of education that, in better
times, can—and, as [ will argue, do—drive good teachers away.
Those conditions have an effect on morale, teacher quality, and
teaching as a profession, and they may result in an atmosphere that
does not support teachers in doing their best work. This situation
ultimately affects teaching and learning—the experience of the stu-
dent. Regardless of the political or economic situation, we have to
take a long, critical look at the conditions under which we train
teachers, ask them to work and remain in the field, and expect them
to see themselves as true professionals. The following chapters are
an attempt to do just that.
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way to avoid the competition for an inadequate supply of new

and well-trained personnel is to establish partnerships between
primary and secondary schools and training institutions, thus intro-
ducing new and emerging teachers directly to a principal’s school. In
fact, a principal might see his or her school as a “teaching school”
or “professional development school” in the same way that certain
hospitals are “teaching hospitals,” known for the superior training
they provide for interns. The process begins with making contact
with the teacher preparation program.

Public School and Higher Education Partnerships

Contact with teacher preparation programs will hopefully lead to an
actual negotiation between the college and the school around issues
of training exchanges and establishing schools and higher education
as equal partners in the process of preparing the next generation of
teachers. For instance, if the school can offer a particularly fine stu-
dent teaching experience for college students, then perhaps the col-
lege will not only regard the school as a primary training institution
but also offer services, such as specific courses, study groups to
address issues at the school, and even teacher-professor exchange
programs in exchange for this superior intern training. The more
improvement the university can bring to the school, the better
training ground it has prepared for its own student interns.

12
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Recently, the Carnegie Corporation of New York launched an ini-
tiative to improve teacher education programs that is very much
in line with these ideas. Participating schools of education will be
required to make several changes in their programs.

Those include increasing involvement in teacher training of both practic-
ing K-12 teachers and faculty members from the arts and sciences, giving
teacher-candidates more experience in the classroom, and monitoring
graduates once on the job to see how well their students perform. . . .
Participants are expected to make several major changes meant to give
teacher-candidates better preparation in both subject matter and in the
practicalities of working in the classroom. (Archer, 2002, p. 5)

I remember one such relationship that led to all of the social stud
ies interns at the local college substituting for every member of the
social studies department of the local high school, thus allowing
the social studies teachers to go on a much-needed retreat to discuss
pressing educational concerns. In fact, the college even provided a
space for the teachers to work in exchange for the real experience
their interns received teaching in those classrooms. The interns had
done significant and specific preparation ahead of time so they were
familiar with the material they would be teaching.

Benefits for Public School and Higher Education

Let’s imagine what a good working relationship between a college
and a local school or school system might look like. To begin with,
students interested in the teaching profession would get their feet
wet early, in their freshman year. Their first contact would be in the
role of observer and, at times, paraprofessional in the school. In this
way, the intern could see what a real school looks and feels like in
operation, rather than simply reading about teaching and learning.
Two reasons that novice teachers leave the profession are the dispar-
ity between their preparation and the actual requirements of the job,
and the disparity between the new teacher’s expectations and the
realities of the job (Brighton, 1999, pp. 198-199). At the same time,
key members of the school community—teachers, principals, super-
visors, and students—would become familiar with the prospective
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intern. This approach would test the mettle of the intern who then
might decide that teaching was the wrong choice. He or she would
still have time to change direction, as opposed to the current situa-
tion, in which interns usually have little real experience with schools
and teaching until their senior year. This long-term relationship
would also alert the hosting school to any potential problems. Either
party would have the option to terminate the relationship at any
time, but the typical course of events would have the teaching intern
involved at various levels within the school for four years.

Teachers College and New York City Public Schools

In 1988, Teachers College of Columbia University and two New York
City public schools began to discuss developing a collaboration not
unlike the one described here for the purposes of improving the
relationship between higher education and public education, and
creating an improved system of teacher preparation. Their idea of

a professional development school involved bringing the research
knowledge of the university together with the practical knowledge
of the teachers from one elementary school and one intermediate
school. The program centered around a two-year master’s program
in education. All degree candidates in the program student-taught
for two semesters (in the past, secondary content specialist teachers
had only student-taught for one semester) during the first year, as
well as continuing academic course work. Public school teachers
took on a good deal of the student-teacher seminar design and teach-
ing, as opposed to staff from the university. The student-teaching
experience involved working with two different teachers at two dif-
ferent grade levels. Cooperating teachers had to take a course on
supervision from the university, which was cotaught by university
personnel and public school teachers.

By the end of the first year, the students were eligible for certifica-
tion. At this point, they became teacher-interns in their respective
schools. At the elementary level, the intern worked with two teach-
ers on a team that dealt with two classes of students in various con-
figurations. The intermediate-level interns worked in a variety of
classes while having one teacher-mentor. Toward the end of the
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second year, teacher-interns took over their classes completely for six
weeks, freeing the master teachers to pursue individually designed
professional development activities. Public school teachers organized
and ran credit-bearing seminars for the teacher interns. In the third
year, the interns became actual teachers but continued being men-
tored by the teachers they had worked with during their intern year
(Snyder, 1994, p. 99).

Key elements of this program included

* More extended time in classrooms with intense supervision and
guided reflection;

e Opportunities to observe and work with more than one group
of students;

e Opportunities to observe and work with more than one
approach to teaching;

e Team teaching;

¢ Professional collaboration; and

e Improved linkages between college and school experiences
(Snyder, 1994, p. 100).

Other examples of effective partnerships between public schools and
postsecondary teacher preparation programs can be found in Wells,
Maine (Miller & Silvernail, 1994, pp. 28-49), and the Puget Sound
Professional Development Center (Grossman, 1994, pp. 50-73).

Creating a Learning Community

For a partnership to develop between a school and a teacher prepa-
ration program, the principal needs to establish a certain climate. To
be part of a professional development institution, teachers must be
in the mode of always growing and learning themselves. This love of
teaching and learning would pervade the entire atmosphere of the
school. Asked about her experiences as a new teacher, a Vermont
English teacher responded, “It may help to remember that, not only
did you [the supervisor] interview and hire new teachers, they [the
prospective teachers] interviewed you to see if you would provide
an environment conducive to personal and professional growth”
(Harvey, Heller, McConnell, & Williams, 1998, p. 139).
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Principals can support this professional atmosphere in several
ways. First, they have to model being constant learners themselves.
If the principal does not set the example and expectation that every-
one will engage in meaningful professional development at all
times, then who will? Next, the principal should be in classrooms
frequently, on both a formal and an informal basis, observing teach-
ers and working with them to improve their skills. In fact, the prin-
cipal should be capable of delivering and leading professional
development sessions for the staff rather than always relying on
outside resources for this purpose.

To further develop this climate of continuous professional devel-
opment, the principal will have to empower teachers as professional
developers themselves. At any given time, a percentage of teachers
are taking courses, attending workshops, attending conferences, or
reading professional literature. Why not make a habit of asking
teachers to lead inservice programs for each other, thus honoring
them as professionals and saving the expense of costly outside con-
sultants? Even paying a teacher his or her per diem would be less
expensive than the price of outside people. For this to happen, the
principal will have to encourage teachers to attend professional
development activities and then require that the teachers at least
write a report of what they have learned. Then if there is sufficient
interest, the experience could lead to a full-blown inservice program.
A common characteristic of the professional development schools
described earlier was the use of master classroom teachers as instruc-
tors for new teacher seminars.

The Power of Teachers Talking to Teachers

While employed as a central administrator in southern Vermont, I
surveyed a school district to determine teachers’ interests for inser-
vice activities. I then produced another survey to find out what
teachers were willing to present. Matching these two collections of
data, the District Inservice Committee and I developed a series of

10 after-school, one-hour presentations and 5 after-school, one-hour
book conversations. Teachers and administrators from the district
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delivered all but one of the presentations. The sessions were well
attended, and evaluation forms were generally positive. Topics
included Brain Gym, Phonemic Awareness, Brain-Based Teaching,
Constructivism, Learning Styles, Taking Kids Outside—Teaching
Sensory Activities, Teaching Narrative, Burnout, Teaching Technol-
ogy, and Using Multiple Intelligences to Learn the Continents and
Oceans. Fach presenter earned $100, and we provided refreshments
at each session. Since this series of inservice activities, Brain Gym
(a method of using body movement to stimulate the brain for
learning) has become very popular, with individual principals
arranging several more training sessions. Requests have been made
for repeats of the sessions on brain-based learning and construc-
tivism and also for advanced-level sessions on these topics for those
who attended last year. Finally, four teachers later approached me
about support for new inservice workshops for interested members
of the district. Teachers were seeing themselves as professionals, the
district was gaining excellent inservice programs, and the cost was
minimal.

According to Regie Routman (2002), a writer on educational issues,
“knowledgeable, well-informed teachers make a greater difference
than do specific programs” (p. 32). She sees conversation as a very
powerful professional development tool that should be built into
the school day. In other words, the best people to teach teachers are
other teachers. I will explore this concept in greater detail later,
when [ discuss the use of peer supervision as a major component of
creating an atmosphere of professional growth in a school.

Briefly, the principal can help teachers find ways of observing one
another. The basic idea is that teachers are perfectly capable of
teaching each other. If I am teaching Hamlet for the first time, who
better to assist me than my colleague across the hall who has taught
the work several times? The more opportunities teachers have to
control their own professional development practices, the more the
climate will develop into one of continual teacher learning. In fact,
the goal is to create a learning community engaged in ongoing pro-
fessional development. At that point, having an observer in a class-
room will become such a common occurrence that students will
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virtually ignore the adult in the back of the room. I know this from
experience.

The Cost of Innovation

Obviously, this kind of continuous professional development does
come with a price, but it is surprisingly inexpensive and certainly
less expensive than some of the more traditional delivery systems
for teacher education. The currency here is time. Teachers must have
time to observe one another’s classes, time to reflect, time to prepare
presentations. The principal plays a central role here. He or she has
to be willing to take over classes to release teachers to make observa-
tions. Another resource could be hiring roving substitutes from time
to time who could release various teachers throughout the day. In
fact, one or two paraprofessionals might be brought on board just
for this purpose. Lastly, the principal can support this concept with
budget proposals, and be willing to fight for them. The principal is
the primary connection between the school and the school board.
Therefore, it becomes incumbent on him or her to help boards
understand the advantages of this approach to professional develop-
ment, not only for the satistaction of current teachers but for the
attraction and retention of new teachers in the future.

Where will the money come from? Let’s begin with whatever is
already allocated for professional development. The principal will
have to spend this money differently than in the past, to fund the
ideas presented here. Imagine if money spent on recruitment were
reallocated to training and ongoing professional development.

Recruiters in various districts can now waive training, offer signing
bonuses, forgive student loans, and even provide mortgage subsidies or
health club memberships. While such strategies may well increase the
supply of new teachers to schools, they provide no assurance of keeping
them there, for they are but short-term responses to long-term challenges.
(Johnson et al., 2001, p. 8)

Also, we should keep in mind that this book is about the teacher
shortage. Large-scale retirement and new hiring means substantial
savings in salaries. By shifting costs from salary lines to professional
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development lines, one could potentially keep the budget to a mini-
mal increase or no increase at all, while at the same time releasing
money for professional development. Theoretically, as the new teach-
ers rise on the salary scale, the money could move back to the salary
line. By that time, those new teachers would be experienced teachers,
and the extraordinary expenses of training and induction should
have tapered down. I will discuss all of these ideas at greater length
later in this book, particularly in the chapter on inservice programs.

One other important advantage to this model of inservice educa-
tion is its practical value. Rather than paying an outside expert to
present information to a large group, here we have teachers working
intimately with one another. The necessary follow-up and coaching,
which have been shown to be so important in professional develop-
ment, can take place. In other words, the school will get more for its
money if it makes use of the internal resources already within the
system and allows increased opportunities for teachers to engage in
the professional roles of training and gatekeeping, which have tradi-
tionally been withheld from them.

Gatekeeping

The authors of Good Work (Gardner et al., 2001) address the concept
of a profession’s gatekeepers in this way:

Individual practitioners in a field occupy one of three major roles. The
elite are the gatekeepers who preside over the destiny of the professional
realm and judge which changes in the domain should be sanctioned.
Some fields recognize a hierarchy of gatekeepers, whereas others do not.
Gatekeepers emerge as a result of complex interactions among practition-
ers that involve politics, reputation, respect, and appointment to key
institutional positions. In medicine the ranks of gatekeepers include the
medical directors of major funding institutions such as the National Insti-
tutes of Health (NIH), the deans and department heads of major medical
schools, the editors of respected medical journals such as The New England
Journal of Medicine and The Lancet, and so on. (p. 25)

In education, the gatekeepers traditionally have been state licens-
ing agencies and postsecondary preparation programs. A necessary



20

Teachers Wanted

step in the process of changing the profession would be to expand
the gatekeeping role to include practicing teachers and administra-
tors. Adam Urbanski, the president of the Rochester Teachers Asso-
ciation, says that “taking the responsibility for who qualifies to
become a teacher and who deserves to remain a teacher is the job,
first and foremost, of teachers themselves” (Kelly, 2001, p. 6).

If a principal could offer this type of an atmosphere—a real “pro-
fessional development school” devoted to teacher growth—to a col-
lege or university as a training lab for interns, then I believe that
there would be little reason for the institution of higher learning
to object and every reason to cultivate the relationship. As Levine
(2002) describes the possible scenario:

School faculty members bring their knowledge of practice to the partner-
ship; university faculty members bring their research knowledge and
inquiry skills. . . . Professional development schools bring strong candi-
dates into schools to collaborate with experienced mentor teachers on
instructional teams. Candidates do not have full teaching responsibility,
and they and their mentors have time to address the candidates’ needs.

(p. 65)

I am not naive. School-university partnerships do not just hap-
pen. Issues of ego and territory abound. Eventually, though, those
partnerships that have been successtul have moved beyond these
issues to the common goal of producing excellent new teachers.

Continuing with my proposal of a four-year intern-school rela-
tionship (in which the first year would be spent in the role of
observer and, at times, paraprofessional), in the intern’s second year,
he or she could function as a tutor or monitor; in the third year, as
a teaching assistant; and in the fourth year, as an actual intern.
Imagine how much richer the experience would be for the intern,
and think of the increased likelihood that the intern would stay on
as a regular staff member. Moreover, the principal and staff would
have had four years of observing this candidate before making the
decision to offer a position. By the same token, the prospective new
teacher would have gained sufficient knowledge of the school to
know whether it would be a good match in style and philosophy. In
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addition, with interns in the building for four years, that many addi-
tional hands would be available to cover the many tasks involved in
operating a school: record keeping, photocopying, supervising the
playground, grading papers, developing curriculum, and coaching.

We are discussing the teacher shortage, and one of the reasons for
it, as we have seen, is the extraordinary attrition rate of new teach-
ers. However, “the attrition rate of the professional development
school graduates was one-third that of graduates of traditional pro-
grams,” according to a consultant for the National Council for
Accreditation of Teacher Education (NCATE) (Levine, 2002, p. 67).
As another example:

Before implementing the [induction] program in 1996, Lafourche Parish
[in Louisiana] had a 51 percent annual teacher attrition rate. That rate
decreased to 15 percent almost immediately upon implementation of the
program. Today, the district’s teacher attrition hovers around 7 percent—a
decrease of approximately 80 percent since the inception of the induction
program. (Wong, 2002, p. 54)

If we go one step further and consider induction programs growing
out of preservice programs in professional development schools, we
will have even more success at holding on to well-trained teachers.
Clearly, investing wisely in teacher preparation and induction

pays off in developing better teachers who are more likely to remain
in the profession, while also offering the side benefits of enhancing
professional development opportunities and professional esteem (as
gatekeepers of the profession) for all teachers.

Training and Benefits for Experienced Teachers

School-university partnerships would require the college to provide
training and compensation for cooperating teachers. Great teachers
do not automatically make great teachers of teachers without some
help. Knowing how to observe instruction, communicate one’s
observations, and then help the intern progress from there is not a
simple task. Some instruction in adult learning will be necessary.
“The same methods a teacher uses successfully to teach children
may not work when the teacher is trying to promote the growth of
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beginning teachers” (Gordon & Maxey, 2000, p. 40). Instruction in
classroom observation and conference techniques would be pro-
vided by the college, because training cooperating teachers is in its
own best interest. This approach has the further advantage of
enhancing teachers’ ability to observe one another effectively and
to analyze their own teaching.

The training and materials developed by Research for Better Teach-
ing in Acton, Massachusetts, are particularly effective for this pur-
pose. Teachers should receive at least continuing education units
(CEUs) for this course work, if not actual graduate credit. This kind
of attention honors experienced teachers, effectively making them
master teachers. They should expect some compensation from the
university for their time and efforts. Another example is noteworthy:

In professional development partnerships with the University of Col-
orado (Denver), school faculty members can become Teachers in Resi-
dence at the university. They coteach courses, help supervise teacher
candidates, and pursue their own professional development. . . . Profes-
sional development school partners can provide rewards and incentives
for candidates and faculty members who take on new roles, and these
institutions should reorganize to support new roles and new work.
(Levine, 2002, p. 67)

A monthly seminar can provide needed support for cooperating
teachers during the teacher-intern training process. This seminar
would be a time to allow these teachers to share their experiences
and to help out one another with any particular issues that have
arisen. They could share coaching techniques, for example. Perhaps
a teacher is looking for a kind way to share an observation with an
intern that documents a particularly poor performance. Another
teacher may be working with an intern who is having trouble with a
few students acting out; other teachers could make suggestions for
how to coach the intern. The seminar would break the loneliness
that is so typical of the teaching profession and also serve as a
decompression mechanism, allowing teachers to speak freely with
one another and perhaps develop improvements in the intern
program.
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According to Routman (2002), teacher group conversations
enhance student learning. She refers to one teacher who expressed
the result of incorporating regular teacher conversation into the
school program this way: “There is a unity of teachers in our building
that wasn’t there before. We are open to new ideas and always look-
ing for a good ‘professional read.” We have grown professionally as a
staff” (p. 34). According to Moftett (2000), “more than almost any
other factor, the sense of a professional community in schools
enhances student achievement” (p. 36). If we see the student interns
as these master teachers’ students, then the idea of weekly meetings
to discuss the program makes pedagogical, professional, and personal
sense.

Student Intern Seminar

A similar seminar could exist for the interns themselves. They, too,
need to process their experiences with peers. This sharing is espe-
cially effective when interns see that others are having the same
problems and challenges that they are. They, too, can offer one
another assistance and suggestions. This group should meet more
often than the teacher group, as frequently as once each week. The
group will also need a leader, a neutral party from the hosting
school who could facilitate the discussion and help interns find the
materials and resources to solve their problems. A particularly effec-
tive technique is for the interns to keep journals of their experi-
ences. A day or two before each meeting, the facilitator collects the
journals. Before the next meeting, he or she reads them and writes
any comments that might be helpful. Then, the facilitator can
choose something provocative from one of the journals to use as a
starting point for the discussion at the next meeting.

A key feature of the intern group is, once again, to avoid the lone-
liness that so often accompanies student teaching. Just having others
to share one’s experiences with can release a great deal of tension and
consequently ease the process. The sessions also provide an opportu-
nity to vent. Frustrations, unhappiness with cooperating teachers or
the college supervisor, disappointments with the program, and anger
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at disruptive students are all fair game for the discussion. Just like
teachers, interns will need to learn how to deal with these feelings if
they are to become successful professionals. Better to practice this dif-
ficult skill in a collaborative environment rather than alone in one’s
first professional position.

This design, then, is one more way to mitigate the potential
trauma experienced in the transition from college student to intern
to actual teacher. I have facilitated such a group of teaching interns,
and I can honestly say that they appreciated the experience for all of
the reasons cited here as well as for the personal attention they
received. The seminar sent a message that the school cared about
the welfare of these students.

Introducing Interns to the School Community

Because we are trying to give interns a complete training experience,
we should introduce them to the entire school community and the
various functions that it serves. Once each week, the interns could
meet with a different person representing a specific aspect of the
school. Here, too, the process honors the experienced teachers by
calling on them to present to the group of interns.

The syllabus for this seminar needs to be comprehensive. What
follows is a brief description of what some of the sessions might
include:

e Guidance: A school counselor explains the purpose of and ser-
vices provided by the school counseling office. The counselor would
discuss topics such as mandatory reporting, confidentiality, and
signs of trouble. The interns might discuss one or two brief case
studies or present some of their own classroom observations for the
group to examine.

e Discipline: A teacher, administrator, or dean of students would
lead this session on basic classroom management and the discipline
system in place at the school. What are the procedures one follows
with a difficult child in this school? What forms need to be com-
pleted? Certainly, in addition to these procedural aspects of the
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discipline system, the group would examine basic techniques of
classroom management, deescalation, and relationship building.

e Administration: This seminar would be the principal’s opportu-
nity to speak at length and directly with the interns. School philoso-
phy, procedures, and resources would be useful topics here. What is
the hiring process? What does the principal look for in a prospective
teacher? How can the administration support teaching and learning
in the building?

e Academic area specialists: These sessions might be devoted to the
curriculum in various academic areas such as math, English, social
studies, foreign language, and science. Interns, as well as teachers,
should understand the whole school and how all the pieces fit
together, rather than remaining in their isolated subject area or
grade level.

e Nurse: The school nurse’s role is a crucial area for interns to
understand. It has grown tremendously in sophistication over the
years, to the point where some nurse’s offices are operating almost
as small clinics. In a large school, the nurse may see upward of 100
students each day. Certainly, interns should know about this service,
what nurses provide, and what they cannot.

e Specialty areas: Additional areas such as reading specialist assis-
tance, tutoring programs, the library, and the computer lab can be
presented and explained to interns as part of their experience at the
school.

e Special education: Interns will need an introduction to the com-
plexities of special education and various methods for meeting stu-
dent accommodations.

New Structures for New Approaches

Interns need to be encouraged, if not required, to participate in all
aspects of the school as any teacher would. They should sit with
their cooperating teachers during parent conferences. They should
participate in supervisory duties. Interns can be members of com-
mittees, and they can help coach athletics or advise clubs. As profes-
sionals, we have an obligation to nurture our profession, helping
develop the next generation of teachers.
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This description is designed to demonstrate what a symbiosis
between a school and an institution of higher learning might look
like. There is one more point to make, and a major one at that. A
school-university partnership will require restructuring of roles,
responsibilities, and schedules. In fact, the partnership may provide
the necessary impetus to restructure. At any rate, as we contemplate
doing business in new ways, old constructs will no longer necessar-
ily support our work. Darling-Hammond (1994) describes this issue
at one elementary professional development school in the Los Ange-
les School District:

[T]eachers keenly feel the need to restructure the school schedule and cre-
ate time for collaboration as they proceed with fundamental reforms. As
they explore new models of teaching, develop units for thematic, inter-
disciplinary learning and link these with authentic assessment, initiate
peer coaching and collegial planning, and launch problem-based clinics
for teachers, the need to use school time differently has become apparent.
(p. 17)

There are no easy answers to this problem, and I will not pretend
to offer any. Each school must work through the issues of time and
structure individually. However, throughout the book I will refer to
what various schools have done in this regard. We have already seen
several suggestions, including the principal covering classes for
teachers, student interns covering classes, and using paraprofession-
als or roving substitutes to release teachers for other duties.

The advantages of such a system accrue to both parties, with the
major winners being the interns and the teaching profession. When
you throw into the bargain having a direct line on newly prepared
teachers, teachers whom you have prepared for your own school,
you will also have taken a large step toward beating the challenge of
the teacher shortage. You will be recapturing the experience of the
senior staff as they work with the interns, and you will be molding
the interns to fit your school’s philosophy, vision, and mission. The
climate you are creating is one that will support teacher retention
rather than one that encourages teachers to leave for better situa-
tions (see Figure 2.1).
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Induction Programs

aving established a key role in the preparation of new teachers,
H the principal must now develop induction programs to integrate
new hires into the system to ensure that they have a successful
experience and remain with the school. According to the Project on
the Next Generation of Teachers at the Harvard Graduate School of
Education:

[O]ur research suggests that the key to addressing shortages lies not in
active recruitment policies but in support and training for new teachers at
the school site. For it is in schools and classrooms where teachers must
find success and satisfaction. It is there they will decide whether or not to
continue to teach. (Johnson et al., 2001, p. 8)

This point will be particularly crucial with respect to teachers who
come to the profession through nontraditional routes and who may
not have adequate background or training.

There may very well be times when a principal is forced to hire
nontraditional or nonlicensed personnel. This situation in and of
itself is not bad, but it does necessitate the introduction of a special
support system to ensure that these teachers are either successful or
quickly routed out of the system.

Numerous books and articles have been written about mentoring,
so I will not go into detail here. However, I will spend some time
outlining what I feel to be the most essential and doable elements of

28
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a mentoring program. The goals of mentoring programs, as they
apply to new teachers, are to create an atmosphere of community, to
provide expert training in the profession, to retain good teachers,
and to provide support for the new teacher in times of self-doubt.
This is called an integrated professional culture (Johnson et al., 2001,

p- 6). Every teacher needs a critical friend, and that is the mentor.

Successful New-Teacher Mentoring Programs

Mentoring and induction programs work. The Career in Teaching
plan in Rochester, New York, uses mentors and provides a career
ladder for teachers; it increased the number of first-year teachers
who returned for a second year from 69 percent in 1987 to 86 per-
cent in 1999 (Kelly, 2001, p. 5). The new-teacher program at Leyden
High School in Franklin Park, Illinois, has resulted in a first-year
retention rate of 85-95 percent (Martin & Robbins, 1999, p. 33).
Lafourche Parish, in Louisiana, reduced its teacher attrition rate
from 51 percent to 15 percent almost immediately after introducing
a new-teacher induction program in 1996. By 2002, the attrition rate
in Lafourche Parish had dropped to 7 percent (Wong, 2002, p. 54).

There are numerous successful teacher induction programs, usu-
ally existing as part of a larger overall professional development
plan. For instance, the San Diego Unified School District maintains a
High Performance in Teaching and Learning Department (Sparks &
Hirsh, 1997, p. 53). A central aspect of the district’s professional
development model is “job-embedded learning,” and one example
of this technique is its teacher mentoring program, which provides
new teachers with assistance from both a mentor teacher and a uni-
versity coach.

The Tucson Unified School District has a staff development
department that

coordinates the new-teacher induction process for the school system.
New teachers meet monthly to address typical concerns. They spend part
of each meeting in study groups facilitated by members of the teacher
cadre. In addition, cadre members provide school-based support for new
teachers. (Sparks & Hirsh, 1997, p. 59)
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Selecting and Training the Effective Mentor

As discussed in the previous chapter, a great teacher is not necessar-
ily also a great mentor. The skills are not the same. Adult learners are
different from younger learners. Remember that new teachers are
already credentialed, in some ways implying that they have already
made the grade, unlike students encountering classes for the first
time. For all these reasons, anyone wishing to be a mentor must pass
through some screening and then undergo some training. Among
the topics mentors need to understand and characteristics they need
to have are “the role of the mentor; the needs, problems, and phases
of beginning teachers; observation and feedback strategies; and
effective teaching strategies” (Brooks, 1999, p. 55); “strong interper-
sonal skills, credibility with peers and administrators, a demon-
strated eagerness and curiosity to learn, respect for multiple
perspectives, and outstanding instructional practice” (Moir, Gless, &
Baron, 1999, pp. 112-113).

The potential mentor begins by completing an application, as in
Figure 3.1. This application should include some standard informa-
tion, such as areas of expertise and years of experience. Then, the
application should challenge the prospective mentor to convince
the persons choosing the mentors that he or she is suitable for the
position. Essay questions such as “Why do you want to be a men-
tor?” and “What qualities do you possess that would make you a
successful mentor?” will help eliminate those teachers who simply
want the stipend or who are just not ready for this position of
responsibility. The teacher should be able to produce three letters
from colleagues supporting the request to be a mentor. Finally, a
committee of teachers and the principal should interview the candi-
dates for mentoring. Ideally, enough acceptable applicants will have
emerged to comprise a pool of mentors from which one can choose,
as necessary, in any given year.

Those chosen to be mentors then need some specific training.
Here, we begin to develop an economy of scale. In the last chapter,
we spoke of training cooperating teachers to work with student
interns. Much of that training would apply here as well. Mentors
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FIGURE 3.1
Sample Mentor Application

MENTOR APPLICATION

Name:

Areas of Certification:

Years of Experience:

Have you ever been a mentor before? Please give details.

What experience or training do you have with adult learning?

Why do you wish to be a mentor?

(Attach separate sheets.)

What qualities do you possess that will make you a successful mentor?

(Attach separate sheets.)

FOR COMMITTEE MEMBERS:
Interview notes:

Final decision and reasons for it:

31
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will have to know how to observe instruction accurately and percep-
tively. They will also have to be able to communicate what they

see with sensitivity, tact, and clarity. After all that, the task of the
mentor is to coach the new teacher in the development of his or
her skills and the refinement of techniques. At all times, the mentor
must maintain absolute confidentiality for this relationship to work.
More so than the relationship between the cooperating teacher

and intern, this relationship is similar to that between a master and
an apprentice. The master’s job is to take the raw material of the
accepted novice and guide that new professional’s growth to a stage
of independent competence.

Being a mentor is not a casual activity, and it is not for just any-
one. That is why I would recommend a fairly rigorous method of
selection. A principal would not let just anybody coach basketball,
so why would he or she let just anybody become a mentor?

In 1998, a group of 56 Texas school districts belonging to a con-
sortium called the Region IV Educational Service Center anticipated
7,200 teaching vacancies for the next school year (Coppenhaver
& Schaper, 1999). With numbers like these, there was a real need for
good mentoring, which resulted in formal training for teacher men-
tors. For this program, “the heart of mentoring is supporting new
educators so that they think as a teacher thinks” (Coppenhaver &
Schaper, 1999, p. 64). Among the skills taught to mentors are
observing classrooms, reflecting with novices in conferences, articu-
lating the basic concepts of the profession, fostering professional
independence, and tactfully communicating classroom critique. All
this training is supported with a great deal of practice during a
three-day training program (Coppenhaver & Schaper, 1999).

The Effective Assignment of Mentors

The mentor’s first responsibility is to provide a smooth transition
from preservice training to actual professional employment for the
new teacher. If the new teacher’s first-year experience is not a satis-
tying one, if it is fraught with difficulty and disappointment, then
there is a good chance that that teacher will not return, and the
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principal will be back in the position of having to fill the vacancy.
Remember, because we have a teacher shortage, finding good teach-
ers is not enough. Keeping them is also a must.

Therefore, if at all possible, the principal should assign mentors
who have something in common with their mentees, specifically
their field of expertise and grade level (Charkes, Cassidy, & Olson,
2001, p. 6). Although this matching is not absolutely necessary, it
should be given careful attention. For instance, you would not do
well to pair a new counselor with a classroom teacher or a new
nurse with the head of the foreign language department. A study of
induction programs found that “[a]lthough virtually all of the new
teachers we interviewed had official mentors assigned by their dis-
tricts, those mentors frequently taught in different schools, levels, or
subjects, and meetings with them were intermittent and brief at
best” (Johnson et al., 2001, p. 8). This mismatching is not helpful.

The pairing should be done as soon as possible. Ideally, weeks
before the school year begins, the mentor will have written to his or
her charge. In this way, the relationship can already be under way
before the first day of school, and at least one familiar face will be
waiting for the new teacher. An English teacher expressed her feel-
ings about this relationship in this way:

It was incredibly comforting to receive a letter from a fellow English
teacher, welcoming me to the school community and encouraging me to
contact her if I had any questions or needed help in any areas. I didn't
feel the need to contact her before school started, but once the school
year began I turned to her a lot for advice and information. (Harvey et al.,
1998, p. 141)

During the days before school opens, the mentor can do much to
ease the entry of the new teacher. We often take for granted much
practical information about a geographic area and leave new people
to fend for themselves. For instance, if the new teacher is moving
into the area, he or she may want to know about housing, doctors,
dentists, shopping, entertainment, public transportation, and the
like. Remember, we want to make that first year as successful as pos-
sible. A new teacher has enough to worry about without wondering
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where to go for the best pizza. Area maps are good for this kind
of thing.

Make entry into the profession an occasion for celebration. A day
or two before the experienced staff returns, arrange some kind of
activity for mentors and new teachers, including a luncheon and
activities to get to know one another. Make the new teachers’ first
impression of the school a positive one, and let them know that you
care about their welfare. Later, at the first teachers’ meeting, go out
of your way to introduce new teachers to the group, making sure to
give some background on each one. Allow some time at the meeting
for casual conversation so that new teachers can begin to meet and
know their colleagues. Every step of the way, new teachers must
know that they are cared for and are not going to be left on their
own to struggle alone in the classroom. The principal and school
should support new teachers as they would any vulnerable person.

The principal, mentor, and other support persons must establish rapport
and build trust with the beginning teacher at the earliest opportunity.
Rapport can be established through open communication, clarifying and
dignifying the beginner’s concerns, and accepting the new teacher as a
colleague. The new teacher’s trust can be earned by displaying compe-
tence and professionalism as a support person, maintaining confidential-
ity, keeping commitments, and helping her experience success during the
initial days of teaching. (Gordon & Maxey, 2000, p. 60)

Supporting the Induction and Mentoring Process

The daily schedule will no doubt present challenges for the principal
in designing time for the mentor and new teacher to work together.
The smaller the school, the fewer the scheduling options. Principals
will have to be creative, thinking outside the typical parameters of
scheduling. In the best situation, the mentor and new teacher would
have teaching schedules that allow them to observe one another
and to have extended conversations. Several approaches are possible
(see Figure 3.2).

First, the principal and others in the system will have to be ready
to step up and cover classes to allow observations and conferences
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FIGURE 3.2

National Best Practices for Addressing the Issue of Time to Mentor

1. Releasing mentors and new teachers from noninstructional duties

2. Scheduling common preparation time for mentors and new teachers

3. Providing opportunities for mentors and new teachers to team teach

4. Drawing on central office staff or building administrators as regular roving substitutes
5. Using faculty from institutions of higher education as substitutes, generally as part of a

professional development school design

Source: From Brennan et al., as cited in Charkes et al. (2001, pp. 14-15).

to occur. In the previous chapter, we saw the possibility of using the
administration, paraprofessionals, or substitutes for this purpose.
General inservice time may also provide opportunities for new
teachers and mentors to work together. Other teachers may have to
step in to help as well. The mentoring of a new teacher is really the
responsibility of the entire system, which should have as part of its
mission the maintenance and nurturing of high standards in new
generations of members of its professional ranks. All educational
professionals are gatekeepers, and this role must be part of the insti-
tutional culture. “The success of school-based induction programs
hinges on how teachers work together, and the principal can play a
central role in establishing faculty norms and facilitating interaction
among teachers with various levels of experience” (Johnson et al.,
2001, p. 6).

If at all possible, the new teacher and mentor should be on the
same teaching team, in the same department, in the same grade
level, or somehow connected in their day-to-day assignments. If
they could share supervisory duties, the mentee would not feel so
lonely while trying to establish authority with students. If all else
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fails, the principal may have to assign a reduced load to the mentor
or relieve the mentor, mentee, or both from supervisory duties to
make the necessary time available for them to work together. If the
principal has created the atmosphere of collaboration that comes
with a professional development school, then these kinks in the
schedule should be accepted as part of the job rather than jealously
perceived as privilege for some. This is a tricky point to negotiate,
and the principal has to be careful to apportion the rewards and
obligations fairly across the faculty and staff. Everyone must learn to
accept and see quality of instruction as the number one priority of
the school.

If all works as it should, then mentors and new teachers will be
able to observe each other’s classes and have time to discuss profes-
sional issues every week. The mentor must be compensated for this
work, which is both difficult and time-consuming. A reduced teach-
ing load, fewer supervisory duties, stipends, or some combination of
all three will be an absolute necessity to preserve the professionalism
of the mentor. Teachers’ time is valuable, and their expertise is not
something to be taken for granted. There may be times when a
teacher offers to help pro bono; in fact, I hope that this would be the
case. However, the principal cannot allow such offers to be the rule;
they must be the exception when no other solution can be found.

Support Groups for Mentors and New Teachers

As with the preservice programs, both mentors and new teachers will
need support within their own groups. Again, I would suggest that
mentors meet regularly, at least once each month, to discuss the
mentoring process. “Mentors need ongoing organizational, technical,
and affective support” (Gordon & Maxey, 2000, p. 46). New teachers
should also meet regularly to discuss common difficulties and tri-
umphs, and to make suggestions for improving their experience and
training. A new-teacher seminar, not dissimilar to the seminar for
interns, would help mentees through some of the particularly diffi-
cult tasks of teaching for the first time. What follows is a sample of
sessions that one might find in such a seminar:
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e Classroom management: How does a teacher establish control of
a class? What are some effective classroom arrangements? What are
some effective intervention techniques? Are there particular rules
and sanctions that are part of school policy? Whom does the teacher
see for help, and where does he or she send problem students? When
is it time to contact a parent? How does a teacher establish positive
relationships with students without becoming a “buddy”?

e Parent conferences: How does a teacher set up a parent confer-
ence? How does one handle an irate parent or one who challenges
the teacher’s authority? How can the teacher phrase bad news with-
out being offensive? How can a teacher avoid becoming defensive?
Does this school follow certain protocols?

® Methodology: What are various ways of presenting information
in class? How does a teacher keep students engaged? Are students
allowed to go outside? What is too much noise? How does one set
up effective group work? Is lecturing all right to do? Can students
be up and moving about, or should they primarily be working at
their seats?

e Lesson planning: What does a good lesson plan look like? How
is a 45-minute class different from a block format class? Will super-
visors be looking for specific characteristics in the lesson plans? Will
the plans have to be handed in?

e Nuts and bolts of the system: Who is in charge of what? Who is in
charge of whom? What are the policies that define procedures in such
cases as harassment, discipline, evaluation, and emergency situations?

I could go on at some length here, but the idea is, obviously, to
anticipate what a new teacher needs to know and then take steps to
avoid a mishap before it occurs, thus alleviating a good deal of anxi-
ety and difficulty. “Well-matched mentors, curriculum guidance, col-
laborative lesson planning, peer observation, and inspired leadership
all support new teachers in ways that recruitment incentives never
can” (Johnson et al., 2001, p. 6).

Be particularly sure that a new teacher understands how he or she
will be supervised and evaluated. We insist that students understand
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teacher expectations, so the least we can do is afford the same cour-
tesy to new professionals. I will discuss supervision and evaluation at
greater length in the chapter on inservice professional development.

Teaching Assignments

A typical practice in teaching is to give the new person the least
desirable assignment, usually a class that has had poor academic per-
formance and discipline problems. One teacher put it this way:

Nothing will cause burn-out in a new teacher quicker than giving him or
her all freshmen, or all remedial, or all discipline problems. If anything,
these new teachers need time to test their new wings, to try out their
knowledge in an elective area. They bring with them freshness and
enthusiasm straight from the world of academe. Tap into their
resources—don’t let them go to waste. (Harvey et al., 1998, p. 142)

Assigning classes purely on the basis of seniority, with the best
going to the most veteran teachers, is entirely inappropriate. If a
principal wants to ensure that a new teacher has a difficult and dis-
appointing first teaching experience, then employing this practice
would be the way to do it. By rights, the most experienced and tal-
ented teacher should handle the most challenging students. “If we
took new teachers seriously as learners, we would not expect them
to do the same job or have the same skills as experienced teachers”
(Feiman-Nemser et al., 1999, p. 7).

This method of assigning classes may, however, make people feel
as if they are being punished for years of service. I suggest that, at
the very least, new-teacher assignments should be primarily classes
that present average challenge. If novice teachers must teach more
difficult groups, the principal would be wise to establish a teaming
situation in that case. I would also recommend teaming if the new
teacher is assigned a highly advanced class. Those sharp, competitive
students can be just as difficult as their uninspired counterparts. At
any rate, the principal or department head needs to distribute classes
equitably, and not in a way that crushes the new teacher immedi-
ately. I cannot emphasize enough that we are trying to attract and
retain good teachers, not immediately burn them out.
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Nontraditional Teachers

The nontraditional teacher will present a special case. Someone who
has just left another profession to become a teacher, a local chemist
who has been hired on a waiver, or someone who has been certified
by some alternative route such as peer review will bring a wide
range of experience and readiness to the classroom. Some of these
teachers may be older than the typical first-year professional and
consequently no longer used to being in a novice position. You can-
not treat a 50-year-old new teacher in the same way as you would a
21-year-old new teacher. Think of the difference between teaching
an elementary school student how to play the piano and teaching a
40-year-old how to play the piano. The younger teacher is more
liable to have a greater tolerance for failure and the need to start
over than is the adult who has already been established in life, with
a family and perhaps a previously successful career. On the other
hand, the younger teacher tends to be more egocentric and idealis-
tic, while the older individual tends to be more reflective and realis-
tic. For a fuller discussion of adult learning stages, I recommend
Chapter 4 (“Contrasting Optimal Adult Development with Actual
Teacher Development: Clues for Supervisory Practice”) in Glick-
man'’s (1985) Supervision of Instruction: A Developmental Approach

(pp- 43-73).

There may be serious gaps in the training of nontraditional teach-
ers. Remember, these are not the people who came through your
teaching intern program. On the bright side, they may bring differ-
ent, valuable experiences and deeper life wisdom that can be helpful
to others, especially idealistic younger teachers. A good principal will
recognize and capture these skills, asking the nontraditional teachers
to share their knowledge with others, perhaps even leading some of
the new-teacher seminars. At the same time, they may need greater
assistance than their younger peers in such areas as lesson planning,
teaching methodologies, classroom management, technology inte-
gration in the classroom, and student evaluation. Remember, also,
that new teachers have been trained in the latest instructional
methods, which they can share with their veteran partners.
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Retaining Is More Cost-Effective Than Recruiting

If the principal has done his or her work well in creating a positive
climate, then the school will feel like a family, with members look-
ing out for one another. New teachers must be welcomed and inte-
grated into this family. The more they feel a sense of appreciation
and belonging, the greater the likelihood that they will stay after
their first year.

Retention is more cost-effective than recruitment. For example,
California’s Beginning Teacher Support and Assessment program
“has been able to demonstrate through local retention studies that is
it more effective to invest in BTSA—resulting in a 93 percent reten-
tion rate—than to spend money on recruiting each year” (Schultz,
1999, p. 100).

Now that you have done all that you can to retain new teachers,
it is time to think about the long run. Teaching still has one of the
highest overall turnover rates of any profession. The next step is to
extend the idea of a professional development school to everyone in
the institution. Ongoing professional development, developmental
supervision, peer supervision, and teacher empowerment will be cru-
cial aspects of this next phase of teacher retention.



—
Vision and Hiring:
The Keys to Effective Change

alf the challenge in coming to terms with the teacher shortage
H is finding ways to stem the tide of young teachers who leave the
profession in their first few years. We would need far fewer new
teachers if we could hire the most suitable people in the first place
and then hold onto them.

A consideration here is the philosophy of your school. How can
you know who will fit well with your institution if you do not know
who you are? What does your school stand for? What is its collec-
tive attitude toward children, teaching, learning, professional devel-
opment, and discipline? To match new hires to your school, you
need to know what you are matching, and that means you need a
clear statement of institutional identity. If new teachers find that the
school complements their own style and beliefs, then those teachers
are likely to be comfortable and productive, and they have a good
chance of getting their professional needs satisfied by the school’s
climate, practices, and beliefs. Obviously, such teachers will be more
apt to remain in the profession and in that particular school than
those who do not fit in with the school’s value system and feel out
of place, disillusioned, or frustrated.

41
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Philosophy

The words vision, philosophy, and mission are tossed around quite a
bit in educational facilities. We often spend more time developing
such statements than actually applying them. We can spend hours
debating what these terms mean and how they differ from one
another. For instance, psychologist Charles Garfield defines mission
as “an image of a desired state of affairs that inspires action” (Oakley
& Krug, 1991, p. 170). Carl E. Larson and Frank M. LaFasto use the
words goal, purpose, and mission more or less interchangeably (Oak-
ley & Krug, 1991, p. 170). Peter Block defines vision as the “deepest
expression of what we want. It is the preferred future, a desirable
state, an ideal state, an expression of optimism. It expresses the spir-
itual and idealistic side of our nature. It is a dream created in our
waking hours of how we would like our lives to be” (Oakley & Krug,
1991, p. 172).

Rather than spending time on the details of definitions of words
that can be virtually indistinguishable, we can instead realize that
what we need is a statement that explains who we are, what we do,
why we do it, and how we do it. An excellent statement will actually
show what these concepts look like, not merely list them. It will
clearly define and direct institutional behavior. Unfortunately,
according to Carlson and Ducharme (1987), “clear mission state-
ments lead to clear purposes which lead to clear results. . . . Public
schools are frequently not characterized by clear, carefully con-
structed mission statements” (p. 1).

Creating a Useful Mission Statement

Perhaps the process of setting direction would be easier if we defined
it in terms of some simple questions:

e What do we want students to know and be able to do?

e What methods will we use to help students achieve these goals?
e How do we want students and teachers to act?

e How should we treat students and teachers?
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The first time [ was in a position to hire, I did a mediocre job. In
retrospect, I realize that this was the result of not having answers to
these questions. The school had no coherent direction or methodol-
ogy, which led to a climate of isolation, unhappiness, mistrust, and
lack of collaborative effort. The result for me was that I was not clear
on why I was hiring someone and whether the person would fit in
with the faculty, the department, or the community. I could speak
only of my own philosophy and attitude toward teachers, students,
and learning, but I could not speak for the institution. Because my
own ideas did not necessarily match those of a majority of the staff
or even a few of my colleagues, I had no yardstick with which to
measure the potential teacher’s suitability to work as a member of
the faculty.

Too often, when I found someone who seemed solid, someone
with whom I could communicate well, the story ended unhappily.
Because I did not represent the school, the new teacher soon found
out that the ideas we agreed about and the positive relationship we
had established did not necessarily apply to the rest of the institu-
tion. The result was unhappiness, frustration, and often bitterness.

In contrast to this situation, I later found myself hiring for a new
school that was just establishing its belief system. In this case, I knew
what we were all about, what we believed, and how we worked. Not
everyone in the school agreed with my perceptions, but by being in
the position to hire a large number of staff members and being clear
myself as to what I wanted the school to be, I was in a strong posi-
tion to build a faculty that would complement my vision. As indi-
cated earlier, it is much easier to hire people who fit your vision than
to try to change people already established in their beliefs.

By now you have probably noticed that for someone discussing
vision, I am using the word I too often. However, who is the keeper
of the vision if not the principal? Who is charged with supporting
that vision, cheerleading the community as it strives to achieve it,
and filtering out that which does not fit with it? Too often, philoso-
phies or vision statements are created by well-meaning committees,
voted on by apathetic faculties, and then shelved until the next
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round of accreditation. Someone needs to be charged with keeping
the vision, and that person is the principal. For that reason, I see the
principal as the major player in developing and guarding the vision,
but certainly not in isolation.

Vision development demands input and investment by many
people representing various constituencies. This is the work of the
committee. A group of people can solicit, collate, and organize large
amounts of information from various members of the district,
including parents, businesspeople, the central administration, the
school board, teachers, the general community, and students. At this
point, the process might benefit from becoming a bit more auto-
cratic. Given all the data, the principal, perhaps with the assistance
of one or two others, can craft a statement that best addresses every-
one’s concerns. This statement must be brief, clear, simple, and
understandable. Statements written by committees often lack these
qualities. Although many people contribute ideas, the actual writing
is better done by one person for the sake of clarity and consistent
voice. The mission statement must also define everything that hap-
pens in the school. Obviously, it is of enormous importance. The
first attempt at the statement is circulated to all parties for com-
ment, revised, and circulated again, with this process continuing
until most people are satistied with the tone and direction. In this
way, the principal may control the process, but everyone is heard
several times.

Let’s revisit the questions listed earlier and see how they might
lead to a vision or philosophy.

1. What do we want students to know and be able to do? This ques-
tion is clearly related to curriculum and leads to several important
issues. Do we want students to know certain facts? Do we want
them to know certain processes? Is research important? Are problem
solving and experimentation important? What knowledge and skills
will best prepare them for the future, and how will we evaluate our
students’ progress?

These questions usually lead to some boilerplate language about
being a good citizen, being prepared to meet the challenges of the
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future, and protecting the planet. Although few people, if any, would
argue with these values, they are too vague to make much difference
in the day-to-day activity of a school. They are not defining. A state-
ment more likely to set a direction would be something like “We
want our students to leave high school prepared to understand the
world around them, formulate clear and intelligent opinions, and
express those opinions with clarity, sincerity, and persuasiveness.”

This statement includes the idea of the traditional curriculum,
but it translates that curriculum into action—understanding and
expressing that understanding through taking a stance on issues.
Assessment is embedded in the statement. Students will be asked to
present their ideas and opinions, supported by facts, in a persuasive
manner. These are the skills of informed citizenship in a democratic
society.

2. What methods will we use to help students achieve these goals? Now
we move into the arena of pedagogy. How are we going to teach?
Again, we can throw around buzzwords such as cooperative learning,
brain based, student centered, or constructivist, but these terms represent
large concepts, each deserving an entire book in itself. They may drive
instruction, but they do not necessarily drive a common conception
of instruction. A more basic approach could be to say, “Students will
be at the center of our instruction, their learning styles defining our
teaching approaches.” This statement moves us away from fads (not
that what I listed above are fads) and toward a specific philosophy of
teaching. We will tailor our teaching to the ways students learn.

3. How do we want students and teachers to act? This brings us into
the realm of climate. Here, we usually hear such words as respect,
tolerance, and appreciation of diversity. Once more, a better approach
would be to define specific actions, not broad ideals. What specifi-
cally will teachers and students be doing, and what will it look like?
A possible statement might be “Members of our school community
will listen to one another respectfully, protect one another’s personal
space, consider various points of view on issues, and work collabora-
tively.” Respect, diversity, and tolerance all reside in this sentence, but
the sentence tells people what these concepts look like in action
rather than merely offering abstract terms to consider.
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4. How should we treat teachers and students? Finally, we are mov-
ing into the area of personal relationships. Relationship building is
central to good teaching. Students and staff need a safe, friendly,
supportive environment to perform at top levels. How can we put
this in the vision statement in such a way as to help people create
these relationships? One way might be to say, “We all must look out
for one another, thus creating a safe, caring environment in which
to work and play.” It is not enough to tell people what you want
them to do. You have to give them the tools—the actual vision, if
you will—to illustrate the state you want to achieve.

Now we can put our vision statement together:

We want our students to leave high school prepared to understand the
world around them, formulate clear and intelligent opinions, and express
those opinions with clarity, sincerity, and persuasiveness. Students will be
at the center of our instruction, their learning styles defining our teach-
ing approaches. Members of our school community will listen to one
another respectfully, protect one another’s personal space, consider vari-
ous points of view on issues, and work collaboratively. We all must look
out for one another, thus creating a safe, caring environment in which to
work and play.

Contrast the clear, action-defining character of this philosophy to
another one, quoted from a public school handbook. I was a mem-
ber of the committee that wrote it, about a decade ago:

Trust, kindness, and respect must govern us all in this educational com-
munity. Our community includes students, parents, staff, school board
members, and citizens. Working together and taking risks are part of a
successful educational community. Our school is a learning environment
in which each person can grow. Each person has unique developmental
needs which the school addresses. We encourage academic excellence. We
prepare students to be well educated citizens, participating in a changing
and interdependent world. A successful school community celebrates the
success of each individual. This Philosophy Statement is a “Living Docu-
ment,” open to revision according to its own standards.

Notice that both statements are about the same length. Also
observe that all of the right words and phrases are there, such as
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respect, taking risks, learning environment, unique developmental needs,
academic excellence, educated citizens, and capable of participating.
However, in the second example, these terms are not conveyed in
such a way as to give the reader a clear picture of what they would
look like when implemented.

Using the Philosophy as a Basis for Hiring

Unlike many philosophies or vision statements that I have read, the
one I have constructed in response to the four questions forms the
concrete basis for selecting teaching candidates with specific quali-
ties, training, attitudes, and beliefs. The principal is going to be held
accountable for the success or failure of those he or she hires. There-
fore, after the major ideas of the philosophy emerge from the larger
community conversations, it is the principal’s job to convert that
language into usable terms. The idea of vision needs to apply at all
levels. It should define how boards select central administrators;
how central administrators choose building administrators; how
building administrators select teachers and other building staff; and
how board members, administrators, teachers, and students interact.

I have spent a good deal of time on this idea of vision or philoso-
phy, and by now some of you may be wondering when I will live up
to my own requirements and demonstrate the philosophy in action.
As we return to our central themes, the attraction and retention of
teachers as a method of combating the teacher shortage, we can see
how this discussion has direct application. We need to attract and
hire people who will fit in with our organizations, find kindred spir-
its, have success, and, therefore, be less likely to leave. For example,
during one of my principalships, I had the opportunity to hire
13 teachers over a couple of years. Of these, only three left, and
of those, one found a job closer to home.

Although I always hired by committee, I also always held a prein-
terview with each prospective candidate. During this session, I did
most of the talking. I would mercilessly bombard the teacher with
everything that was going to be a particular challenge at the school.
At that point, I would ask whether there was any reason to continue
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the interview. If the person was still interested, I moved into the
area of philosophy, methodology, attitude toward students, and
responsibilities to parents. Again, I would ask whether the candidate
was still interested. Those who remained interested or even excited
about the position created a pool of candidates who were well suited
and likely to work out. At that point, we scheduled an interview
with the hiring committee. See Figure 4.1 for some ideas of what
one can learn from a first interview based on a vision statement.

A teacher new to your school should find no surprises. In the first
interview, I would be brutally honest about the student population,
its problems, and its needs. Several first-year teachers decided to dis-
continue the discussion then and there, and I was glad they did.
Rather than being disappointed in them, I assured them that my
respect for them had increased as a result of their honesty. We both
wanted a good experience for the teacher, the students, and the
school. There is nothing wrong with realizing that one is not well
suited to a particular position. In fact, it is better for everyone to
find this out before the hiring is done, not after. Many schools exist,

FIGURE 4.1

What Are You Looking for in a First Interview?

Attitude Pedagogy Learner Management Collaborator
e Likes kids e Student o Reflective thinker e Treats students e Can work
centered with respect with others
® Positive e Multiple e Comfortable e Can keep e Can flow with
techniques with risks students a situation
engaged
® Flexible e Canmatch o Canfail and try e Puts students ¢ Willing to
technique again at the center share
to student
e Supportive e Good  Accepts criticism e Can handle ® Respectful of
knowledge difficult students  others
base in field
e Understands e Desire to learn @ Handles most of
need to and improve own problems
work with

parents
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each with a different institutional personality. Candidate and school
need to complement each other.

The vision has some specific things to say about pedagogy. New
teachers need to know how teaching is done at your school. If we
use the first philosophy statement presented earlier, then we can let
prospective teachers know some of what will be required of them.
For instance, are they ready to match their teaching style to the
learning styles of their students? Do they have a sufficient repertoire
of methods to create rich, student-centered environments? Are they
willing to take the time to prepare and deliver a sample lesson?

A crucial area to investigate concerns the candidate’s attitude
toward students. There is no reason to hire any person who
does not like kids. If a person does not enjoy the students, then
he or she does not belong in a classroom. There is nothing more
depressing than watching someone who does not like children
working with them all day long.

Questions about discipline elicit creativity, a sense of respect for
students, and tolerance for tough situations. You will also want
to ask questions about pedagogy. Depending on your school, this
approach could mean looking for someone with knowledge of mul-
tiple intelligences, constructivism, brain research, specialized reading
techniques, and the like. Can this person work with others, not just
getting along, but actually collaborating? Does this person share
your vision about education and children?

Finally, does the candidate possess the necessary characteristics of
a good learner: reflectiveness, curiosity, risk taking, desire to grow,
willingness to fail and try again? If these qualities are present, but
the candidate does not have all the skills you want, you will be able
to train him or her. As long as the basic attitude is right, and the
teacher has the capacity and willingness to learn the required tech-
niques, then all is well.

As you can see from Figure 4.1, I have tried to translate my sample
philosophy into a table of issues to probe in an interview. Obviously,
the table could be filled in an infinite number of ways, depending
on the school. The objective is to be consistent in hiring, so that you
build a cadre of like-minded people. This characterization does not



50

Teachers Wanted

mean people who all agree on everything, but it does mean a group
of people who share certain characteristics, attitudes, and habits
of mind.

If you want to retain good teachers, then you need to hire teach-
ers who will be content in the school environment you provide.
Candidates who do not like the vision drop out of the race. Those
left, in theory, possess the characteristics you are looking for. If you
have partnered with a teacher training institution, then you have an
even better chance of finding a good match, because you will have
been working with potential candidates in your school for as many
as four years (more on this later).

The Second Interview

Once you are reasonably sure that you have candidates who are well-
matched to the school'’s vision, you can set up the second interview.
This time, a team of teachers should conduct the interview, for two
reasons. First, these are the people who will have to work with this
new colleague, so who better to know whether such collaboration
will be possible? Second, the process honors and therefore empowers
teachers to choose the new candidate. As discussed elsewhere in this
book, teachers, as professionals, should be part of the gatekeeping
function that decides who will and who will not become a teacher.
This approach improves climate, morale, professionalism, and esteem.

Sample Interview Questions Based
on a Vision Statement

The following is the vision statement again, this time followed by
a series of interview questions that might be drawn from it. These
questions could be used in a first or second interview.

The Vision
We want our students to leave high school prepared to understand the
world around them, formulate clear and intelligent opinions, and express
those opinions with clarity, sincerity, and persuasiveness. Students will be
at the center of our instruction, their learning styles defining our teaching
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approaches. Members of our school community will listen to one another
respectfully, protect one another’s personal space, consider various points
of view on issues, and work collaboratively. We all must look out for

one another, thus creating a safe, caring environment in which to work
and play.

This vision statement leads to the following interview questions:

1.

How do you feel when a student challenges your opinion or state-
ment of fact?

. What are the three most important skills or ideas all students

should learn?

. What skills are necessary for successful participation in a

democracy?

4. In what classes should communication skills be taught?

11.
12.

13.

14.
15.

What would you say is an optimal ratio of student to teacher talk
in a class?

What does respect look like?

a. Between teachers and students?

b. Between students and students?

c. Between teachers and teachers?

d. Between teachers and parents?

e. Between teachers and administrators?

How can teachers help each other?

. Tell me about a time when you felt ignorant, uninformed, or

stupid. What did you do about the situation?

. How do you deal with the diversity of types of learners in a class?
10.

Who has had the most influence on your thinking and
philosophy?

How do you take care of yourself?

What are the steps you would take with a student whose acting-
out behavior is escalating?

How do you deal with people who disagree with the beliefs you
hold strongly?

What have you done that you are most proud of?

What was your greatest failure and what did you do about it?
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16. Briefly explain at least three different teaching methodologies.
Do you have a favorite one?

17. Why do you want to work here?

18. What do you have to offer the school community?

19. What do you hope to gain from working here?

20. What are your career goals?

The Teacher Shortage as an Opportunity

A clear vision and hiring on the basis of that vision lie at the very
heart of creating a successful school. If the teacher shortage pro-
vides us with the opportunity to actually build faculties of like-
minded people, people who buy into the way a particular school
does things, then the shortage may actually offer us the greatest
chance to effect positive and enduring change in education in 100
years. As you well know, trying to motivate a large, settled faculty
to change is extraordinarily difficult. However, if you need to hire a
sufficient number of new teachers to create a critical mass, then you
have the chance to actually shape the school.
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Inservice Programming:
A Dynamic Professional
Atmosphere

ou have now attracted good teachers to your school and ensured
Ythat they have had a successful first year. How are you going to
keep these well-trained, carefully selected new teachers? You have
invested a good deal of time, effort, and funds to this point, so it is
imperative to maintain your new faculty members, or all of your
efforts will have been for naught. If we assume that the kind of
teachers you want, and presumably the kind you have hired, are
most content in a dynamic, growing, exciting, professional environ-
ment, then the next consideration would have to be inservice pro-
grams that support such an environment.

New teachers flourish in an integrated professional culture that encour-
ages teacher collaboration across experience levels, but veteran teachers
also benefit from such professional exchange. In addition to the obvious
rewards of mentoring for both parties, new teachers often possess skills—
such as the ability to integrate technology into the curriculum or inter-
pret data from standards-based assessments—that veteran teachers need.
Schools that gear professional development to both the ongoing induc-
tion of new teachers and the continual renewal of veteran teachers serve

53
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all educators well—thus enabling them to serve all their students well.
(Johnson & Kardos, 2002, p. 16)

Components of Successful Inservice Programs

We have already looked at some inservice opportunities through

the lenses of preservice and induction programs, both of which pro-
vided veteran teachers with new professional roles and responsibili-
ties, as well as the attendant training. However, one would hope
that a professional organization would have a larger, ongoing atmos-
phere of professional development, continuing to challenge teachers
to learn and grow. Once again, a hospital environment provides a
model. A typical practice in hospitals is something called “grand
rounds.” This term indicates a regularly scheduled time when all or
part of the professional staff gathers to listen to a lecture delivered
by one of their own or an outside expert. Although I would not rec-
ommend such a static form of inservice training, I would take a page
from the hospital book and suggest that a regular system of inservice
programming be built into the fabric of the institution.

I believe it is necessary to get beyond the typical inservice model.
This model is one in which several days each year are set aside for
teacher training, often in the form of a speaker, a workshop, time for
parent conferences, or some other valuable but limited program. A
common complaint is that there is little follow-up, no coaching, no
extended postdiscussion. The innovation dies.

What I am proposing instead is that, in addition to the days set
aside for inservice training, principals develop with their staffs a
model for continuous inservice programming, one in which train-
ing, substantive conversation, and idea exchanges take place every
day. Professional growth becomes part of the fabric of the insti-
tution, not something that happens on three or four special days.
More specifically:

Implementation of the [new] practice is guided by what we know about
the change process. It begins with acquiring descriptive information and
a clear picture for both teachers and administrators of how it will affect
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their lives in the classroom and the school. Then “how-to-do-it” training
is conducted, followed by practice, some with coaching. Training in small
increments rather than all at once is preferred, so parts can be mastered
one at a time and problems dealt with as they come up. At least a year of
follow-up support is needed; this may include problem-solving gather-
ings, in-class demonstrations and assistance, and materials and logistical
help. At the end of the year, depending on the practice and the progress,
different kinds of sessions can be planned that focus on evaluation of
progress and refinement of the use of the practice. (Loucks-Horsley et al.,
1987, p. 57)

The National Staff Development Council (NSDC) recommends
professional development programming that involves organizing
teachers into adult learning communities whose goals align with
school and district goals. The NSDC also points out that good pro-
fessional development requires skillful school and district leaders
to guide continuous instructional improvement and the necessary
resources to support adult learning and collaboration (NSDC, 2001).

Inservice programs need to be honest. If you do not plan to fol-
low up on the ideas presented or practiced, then why bother intro-
ducing them in the first place? Real inservice programming means
devoting staff training to one or two ideas that will be pursued in
depth, perhaps for more than one year. “The school and/or district
needs to be sure that structures are in place to continue to nurture
teachers’ use of the practice. Unfortunately, this rarely happens”
(Loucks-Horsley et al., 1987, p. 57). The training ought to have some
value and meaning to the people who are receiving it. If the mate-
rial does not mean anything to the audience, and if the staff knows
that there will be no follow-up or accountability, then once again,
time, money, and effort are wasted in the process. As Scherer (2002)
points out:

Derisive stories about the worst professional development encountered
are easy to come by in education. . . . That traditional professional de-
velopment has not always been meaningful is an understatement. At
the same time, relevant professional development has never been more
important. (p. 5)
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Where does such meaningful inservice programming come from?
Teachers. Ask teachers what they want to learn, what they need to
learn, what they feel is valuable to learn. Once you know the answers
to these questions, you can begin to design, in concert with the fac-
ulty or a committee of the faculty, an inservice program that works
on multiple levels. In addition to the major themes for the year,
there can also be smaller, specialized programs for those interested.
Grade-level teams may be responsible for some of their own inser-
vice training. Individual teachers should have their own professional
goals. You can devote the majority of faculty meeting time to sub-
stantive educational issues. Save the arguments over whether to
allow students to wear hats for some other time.

To begin with, a good principal will survey his or her staff to deter-
mine what their needs are. When we teach our students, doesn't
best practice suggest that we use their natural interests and current
knowledge levels as points of entry for various disciplines? Why
would we not do the same for teachers? You may be surprised by the
results. I worked in a rural district in which the schools were small
and geographically far apart. Several of the schools had only one
teacher for each grade level or discipline area. Some schools had
multigrade classrooms. When [ surveyed the district with a question-
naire, I found that the number one request for inservice program-
ming was time and opportunity for teachers of the same grade or
subject area to talk with one another. What a remarkably simple
idea, one that would not be accomplished by gathering everyone
together to listen to an inspirational speaker. However, by taking a
few hours from a couple of the scheduled inservice days, teachers
could meet. The cost would be minimal, the teacher empowerment
would be great, and something of substance could be accomplished,
such as curriculum work.

Listen to teachers. Don’t decide their needs for them. I would
advise any principal to work with an inservice committee of teachers
and other staff members to develop programs for the school. The
results of my own work of surveying teachers and planning with an
inservice committee in the system just described resulted in the pro-
gram printed at the end of the chapter in Figure 5.6 (pp. 68-69).
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Develop and Use Local Expertise

A key element in the aforementioned program was the use of local
teachers. Building inner capacity is a means of honoring teachers as
professionals with something to say. This approach, then, is another
way to hold onto the best teachers: Treat them with the respect they
deserve as educated, dedicated professionals. The bonus is that using
local expertise is considerably less expensive than using outside
experts, and local individuals remain in the area for follow-up or
questions long after the initial presentation.

At other times, subjects for inservice work will come from analysis
of test scores or other performance data, sometimes from mandates
issued by the state or federal government. In any case, know why
you are doing what you are doing, and invite others to plan with
you. If you have no substantive program to fill the time, then let
teachers fill it with their own work, with curriculum work, or with
discussion and idea exchanges. All of this can be documented to
ensure that real work goes on, which should satisfy the administra-
tion and the public as well. I will discuss this topic at greater length
later in this chapter.

Daily, Embedded Inservice Programming

Imagine no inservice days and no expensive outside presenters.
Instead, picture a system that devotes one half day every week, or
perhaps every other week, to teachers working together as a staff,
all year long. Such a three-hour block of time, used strategically
and intelligently, could provide more professional growth than ever
before. Let’s take some time to examine in detail what this kind of
time might mean to a school’s professional atmosphere.

First, administrative matters should be reduced, as much as possi-
ble, to memos. How many times have you seen an entire meeting
eaten up over debate on whether to allow students to travel in two
directions on the stairs or to have an up staircase and a down stair-
case? This is an area in which a principal should not be afraid to be
unilateral and directive. Certainly solicit, in writing, teachers’ opin-
ions. Then, after having read them and thought about the matter,
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make a decision. Such debates use up precious time and energy.
Management decisions can be made by management. Educational
decisions should be made by educators. Learn to play these two roles
appropriately. Your faculty meeting time is sacred time, reserved for
discussion of teaching and learning issues.

I would say that each three-hour meeting could be divided into
four major areas: celebrating, sharing, training, and practice. Each
meeting probably would not allow the same amount of time for
each segment; the time would vary depending on topics for exam-
ination, deadlines, special events, and the like. Imagine a meeting
set up in this way: First, teachers would have an opportunity to
announce good news. Perhaps Billy finally passed the state math
assessment. Mrs. Jones’s class received a letter from the museum
complimenting them on their behavior. Mr. Smith’s students com-
pleted the welcome mural in the front hallway of the school. The
next short segment of the meeting would involve sharing. Sharing
could include making announcements, pointing out problem areas
in the school to be corrected (there is always a bottleneck in the C
wing between periods 5 and 6), and requesting assistance (does any-
one have materials on Norse mythology?). These are not points for
discussion. The balance of the session may then be devoted to train-
ing and guided practice or application of new skills and information.
Finally, someone should always keep a carefully written journal of
the meeting as a record to document what has been accomplished
and for reference later in the year. Figure 5.1 outlines a half-day
inservice schedule.

The basic model is fairly simple. One can vary it in a number of
ways. For instance, there may be a reason to break the faculty into
groups, such as grade level, curricular area, special project, or plan-
ning. This grouping would allow for the kind of teamwork and
preparation that is essential for a coordinated program. Also, various
groups may be at different stages regarding the year’s professional
development theme (some just getting started, some in progress,
and some evaluating their work). In each case, part of or the entire
meeting might be devoted to group work, with some time left for
each group to report to the whole assembly.
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FIGURE 5.1

Three-Hour Inservice Plan

Half-Day Meeting Outline

1:00—Announcements/calendar 2:00—Curriculum and Pedagogy
Training

1:15—Sharing and Good News Practice

Events Application

Accomplishments Follow-up

Who needs what? Critique

Upcoming activities Student work
1:45—Pressing Issues 4:00—Adjourn

Discipline

Schedule

Problem spots
Quick decisions

Having teachers work in groups is a critical part of building accu-
mulated professional knowledge, according to James Stigler, a profes-
sor of psychology at the University of California-Los Angeles. Stigler

has studied teacher professional development, coauthoring with James

Hiebert the book The Teaching Gap: Best Ideas from the World’s Teachers
for Improving Education in the Classroom (1999). Stigler notes that
teachers are learning all the time from experience, but there is no
clear process for individual educators to share their knowledge with
each other. He suggests that “we need to create contexts in which
collaborative work can be sustained” (Willis, 2002, p. 8).

At times, the principal may want to devote the entire time to
teachers’” working individually. This would be a natural use of the
session when the staff is preparing report cards or holding parent
conferences. At first, some monitoring of the situation may be
required, but with time and honesty comes trust, and then “check-
ing up” on people will not be necessary, especially if the principal
has established a professional development climate, as we have dis-
cussed before. In such a school, people thrive on their work, valuing
blocks of time they can use to advance their individual projects or
assignments. At other times, there may be a reason to use the whole
meeting for a single, group purpose, such as evaluating student
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portfolios or other general assessment tools. Ideally, the principal
and staff will plan ahead of time, even outlining the agendas for
half a dozen consecutive half days at once. Figure 5.2 illustrates
planning for a month of inservice days.

These half days certainly move a school in the direction of con-
tinuous professional development, but we can focus in more tightly
as we view the institutional operation. For some time, the team
structure has been a staple of middle school philosophy. More and
more schools are extending this idea to other grade levels for numer-
ous reasons. Teachers can coordinate instruction, share information
about students, and generally support one another. In particular,
new teachers can quickly find a home, a comfort zone, when they
become part of an established team.

Successful and Productive Teams

Simply having teams is not enough; one must also provide the
teams with regular meeting times. If the members of a team cannot
plan together, then they are a team in name only. Regular meeting
time without productive work is equally inadequate. By establishing
a format, guidelines, and expectations for team meetings, the con-
cept of professional development can be brought to the level of
daily team activity. For instance, the week might be divided for vari-
ous purposes:

Monday: Team planning

Tuesday: Parent meetings; team planning
Wednesday: Special education meetings; team planning
Thursday:  Team planning

Friday: Meet with principal; team planning

The depth of the work envisioned here probably cannot be accom-
plished in a typical 45-minute period. Any one of the tasks listed
could easily take more than a traditional period, and teachers also
need some time to reflect on their own. For these reasons, a block
schedule, with its longer periods of time, is a better fit for this model.
As the Chicago Public Schools discovered when they revamped pro-
fessional development, they also needed a “shift in budget priorities”
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FIGURE 5
Long-Rang

.2

e Inservice Planning

Wednesday 1:

Wednesday 2:

Wednesday 3:

A Series of Four Half-Day Wednesday Plans

Announcements
Good news
Sharing

Pressing Issues

Curricular and instructional matters
Teachers meet by discipline for 40 minutes—principal meets with each
group.

Student behavior issues
Teachers meet by grade level for 40 minutes—principal meets with each
group.

Team planning/coordination

Teachers meet by teams for 40 minutes—principal meets with each group.

Announcements
Good News
Sharing

Pressing Issues

Work on the year's theme (i.e., student-centered learning)
Presentations by teachers on
Defining student-centered learning
What resources are available
Demonstration lessons
Individual planning for classroom implementation

Announcements
Good News
Sharing

Pressing Issues

Critique of first attempts at student-centered learning
What worked? What did not work?
What do you need?

Sample lessons shared
Real issues/problems shared

Introduction of more resources
Perhaps a quick presentation of some techniques

Formation of pairs or triads for coaching as teachers continue to practice
student-centered learning

Wednesday 4: Announcements

Good News
Sharing
Pressing Issues

Independent work on student-centered learning
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(Russo, 2002, p. 1). Throughout this book, we are talking about fun-
damental shifts in the way we do business as public educators for
the purpose of re-creating schools as places that attract and retain
highly dedicated and talented professionals, who in turn provide
high-quality education. Although I believe that resources in the cur-
rent system can be reallocated, I also understand that the public,
state government, and federal government will have to change the
levels of funding for schools.

Each day, the core of the teams’ planning time is dedicated to
working together to coordinate instruction and share information.
These are not complaint sessions, and each day’s work needs to be
accounted for in a team log. No schedule is perfect (some weeks will
entail more parent meetings, and some weeks will include more con-
versations about specific students) but the general pattern outlined
should be the norm, not the exception.

When I first attempted to create a system like this, I made several
mistakes. First, I did not define the content of the session the day I
visited the team. Immediately, the discussion moved to complaints
about individual students, policies and procedures, and the like.
Only when I mandated that my time with teams would consist of
curricular discussion did such conversation happen. I actually
refused to entertain questions or comments about procedure, disci-
pline, and other such topics at this time. We could discuss those
matters at other times, but these 20 or 30 minutes were devoted to
educational, curricular, pedagogical matters.

The second error I made was not creating an accountability sys-
tem for what happened in meetings. This is when the log began. In
fact, I even provided a log sheet, which looked something like the
one in Figure 5.3.

Using a log sheet meant that faculty always had a record of team
activities that anyone could use as a reference. I also insisted that
each day, each team post its meeting minutes for the rest of the
school. By sharing this information, various teams could coordinate
efforts or share information when appropriate. We were moving
toward shifting our inservice focus away from a special event to a
daily operation. Every day was an inservice day.
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FIGURE 5.3
Team Meeting Log

Team:

Date:

Members present:

Curriculum planning:

Parent contacts:

Students discussed:

Special education issues:

Special projects/guests:

At the Level of the Individual

Even this process was not focused tightly enough to create a fully
operational professional development climate. You have to get down
to the individual, supporting and celebrating his or her professional
growth. Working in a school that had an evaluation cycle consisting
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of teachers’ being evaluated once every three years, with the two
intervening years being devoted to professional development activi-
ties, I developed the form in Figure 5.4.

This remarkably simple document became the basis for many very
rich conversations about teaching and learning, as well as some fas-
cinating projects. For instance, one music teacher and I negotiated
an interesting process for his evaluation year. I would observe him
conducting band class once. He would videotape himself running
a rehearsal, and we would watch the tape together. At the teacher’s
request, I hired a music professor from a nearby university to shadow
the band teacher for the day, discuss his work with him, and leave
me a written report. Finally, the teacher wanted to create his own
student feedback form and have me include the information in the
year’s summary evaluation. I was more than satisfied with the sources
of information, and for the most part, the teacher himself was in
control of the process. He had created his own professional growth
or inservice learning and evaluation program for the year.

Teachers in supervision years created similarly creative contracts,
without the final step of the summary evaluation. Some teachers kept
journals, which I would read and respond to once each week. Others
worked to implement new teaching techniques, keeping notes on
their progress for our discussions. There was no limit to the possibili-
ties other than the teacher’s imagination, time, and space.

Nesting Goals

In the best of all possible worlds, a nesting process would occur,
relating all of these levels of professional development to each
other. Something in the teacher’s individual goals should relate to
something in the team’s goals, which should relate to something

in the school’s goals. For instance, if the school’s yearly theme is
constructivist teaching, then each team should be spending some of
its time developing constructivist lessons, and each teacher should
be devoting some of his or her time to studying or implementing
constructivism. This does not mean that there would not be other
goals. There would. The teacher and supervisor would negotiate
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FIGURE 5.4
Sample Goal-Setting Contract

Supervision/Evaluation Contract
Goal Setting

Date:

Name:

Cycle: Supervision |
Supervision |l

Evaluation

Goals for the Year:

Professional Growth or Evaluation Activities:

Documentation:

This plan is a projected course of action for this school year. It may be changed by mutual

consent of all parties involved.

Supervisor Date

Teacher Date

This plan has been successfully completed.

Supervisor Date
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these at the end of one year or the beginning of the next as part of
the individual goal-setting process.

For this process to happen, the school has to have a professional
development plan or theme, and we are back to the beginning:
principals working with teacher committees to determine what is
to be accomplished over the coming year. A sample plan appears
in Figure 5.5.

In the next chapter, I will take a closer look at the role of goal set-
ting, supervision, and evaluation in the retention of new teachers.

FIGURE 5.5
Sample Professional Development Plan

ABC County High School

School Professional Development Plan
2003-2004 School Year

1. Student Discipline

a. Form a discipline committee representing all grade levels, consisting of teachers,
paraprofessionals, parents, students, and administrators, not to exceed 12 people.

b. The members of the committee research discipline models, visit other schools, attend
workshops, and bring professional consultants into the school to observe and
present their findings.

¢. The committee presents its conclusions to the full faculty with implementation plans.

d. Implementation proceeds for the remainder of the year, with the committee
overseeing training in the selected model and making adjustments to it in response
to whatever issues arise.

e. The committee will create some method of evaluation to illustrate what progress
was made in this area.

2. Reading Across the Curriculum

a. A cross-discipline committee of teachers will research current models of reading
across the curriculum, visit other schools, attend conferences, and use consultants to
gain as much knowledge as possible about this topic.

b. The committee will determine a best course of action, presenting it to the full faculty
for discussion.

¢. The committee will develop training modules, select or develop materials, and create
an implementation plan.

d. The committee will create a method to evaluate what progress was made in the area
of reading across the curriculum.

Each teacher’s goals must reflect, in some way, these two school themes in addition to
whatever personal goals the teacher includes in his or her personal yearly plan.
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For now, we can view evaluation and supervision as a subtopic
within the general professional development program.

The Role of the Principal

The center of all the activity discussed in this chapter must be the
principal. He or she will have to establish the systems and norms of
a professional development school, creating a learning community.
By example, and at first perhaps by mandate, he or she must embed
the concept of professional growth as an integral part of the profes-
sion. All staff—teachers, administrators, paraprofessionals—will be
required to work each year overtly at skill and knowledge improve-
ment. The result—a dynamic, exciting, data- and research-driven
climate—should appeal to those teachers who are looking for a pro-
fessional experience with depth.

To retain the kind of people we want in education, we will have
to create structures to maintain an exciting, growth-oriented profes-
sional atmosphere, thus satistying the needs of individuals who
desire intellectual challenge, growth, and accomplishment.
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FIGURE 5.6

An Inservice Program Run by District Teachers and Administrators

DISTRICT 12 INSERVICE PROGRAM
JANUARY-MAY 2002

TEACHERS TEACHING TEACHERS
ARRANGED BY THE DISTRICT 12 INSERVICE COMMITTEE

3:30 p.m. sessions can have unlimited enroliment. 2:30 p.m. sessions are /imited to two
participants from each school, unless the appropriate principal allows a greater number. In
all cases, participants must let Dan Heller know of their interest in attending AT LEAST one
week prior to the session. Participants are responsible for arranging any necessary class
coverage with their principals. Relicensure credit is available for these sessions.

January 15: Brain Gym

3:30 p.m.—4:30 p.m.

Brain Gym is a playful, active way for participants to experience the changes that are
possible when using movement as a vehicle for learning enhancement. Brain Gym gives
us conscious choice in learning so that “I can be in charge of how | feel” instead of
“My reflexes and feelings are in charge of me.”

January 29: Phonemic Awareness

2:30 p.m.—3:30 p.m.

Presentation will include techniques to engage children in listening for the sounds in
words and manipulating the sounds by producing and replicating the phoneme, isolating
the phoneme, phoneme segmentation, phoneme blending, rhyming, phoneme deletion,
phoneme substitution, phoneme reversal, and Pig Latin through the use of sequential
cumulative drills, puppet shows, and seasonal activities.

February 5: Brain-Based Teaching

3:30 p.m.—4:30 p.m.

Learn how the brain research of the last two decades informs best practices in teaching
for understanding and memory.

February 12: Constructivism

2:30 p.m.—3:30 p.m.

Learn the meaning of this term and its implications for teaching and learning by actually
participating in a constructivist lesson.

March 12: Learning Styles
3:30 p.m.—4:30 p.m.
Be introduced to the three learning styles and then decipher your own personal learning

style. We will list ways children learn and brainstorm how to put this information into our
daily lessons.
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FIGURE 5.6 continued
An Inservice Program Run by District Teachers and Administrators

March 26: Taking Kids Outside—Teaching Sensory Activities

2:30 p.m.—3:30 p.m.

Learn useful techniques for teaching in the outdoors and also learn a variety of sensory
activities/games that can be done inside or outside of the classroom. Best for teachers in
grades K-6 but, with adaptation, can be used in any grade.

April 9: Teaching Narrative

3:30 p.m.—4:30 p.m.

This workshop will share ideas for teaching elementary students the basics of narrative.
We will have a discussion on how to step through the writing process when students are
writing narrative.

April 23: Burnout

2:30 p.m.—3:30 p.m.

When you just don't care any more. Early warning signs—counting the days until the next
holiday—and what you can do about it.

May 7: Teaching Technology

3:30 p.m.~4:30 p.m.

Looking for ways to incorporate computers in your curriculum? In this introductory session
you will be exposed to a range of activities that incorporate computers. Special attention
will be given to the use of slide shows and Internet searches.

May 28: Using Multiple Intelligences to Learn the Continents and Oceans
2:30 p.m.—3:30 p.m.

This workshop will give teachers activities using the seven intelligences as a way for
students to memorize the location of the oceans and continents. The activities have
been used in the past with 2nd- through 4th-grade students.
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Empowerment Through
Individual Professional Growth

he professional atmosphere that will attract and keep excellent
teachers is almost complete. The final piece is the ongoing indi-
vidual professional growth of each staff member.

I remember being shocked when speaking with a psychiatric
social worker who was employed in a large hospital. Her description
of supervision went something like this: She would sit down with
her supervisor and discuss her cases, how they were going, what she
had done, and what other approaches might be available. This rou-
tine would happen on a regular basis. In fact, she told me that one
of the features of a job a social worker looks for is the quality of the
supervision the institution offers. I compared this to my own expe-
rience of having a supervisor walk into my classroom, take a bunch
of notes, and then put a final document in my mailbox. The report
often contained information about the room temperature, the neat-
ness of the room, and also a few things about my teaching. Then
and there I decided that professionals deserve professional supervi-
sion. If we hope to retain our best teachers, then we have to assure
them that they will receive quality supervision supporting their pro-
fessional growth.
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Supervision Versus Evaluation

A thorny issue is the distinction between supervision and evalua-
tion. Both are important, and they are closely related, but they are
not the same thing. Whereas supervision is a process by which people
assist each other’s professional growth, evaluation is the means by
which a professional is judged competent or not and thus impinges
on whether the teacher gets a raise, retains the job, is put on proba-
tion, and the like (James, Heller, & Ellis, 1992, p. 98). Because both
supervision and evaluation involve examining someone’s work and
doing something with the information gathered, many people have
a difficult time distinguishing these terms. Sometimes, to help seman-
tically, one can use the terms formative evaluation (supervision) and
summative evaluation (evaluation).

The terms can be very volatile. I once spoke at a state teachers’
convention on how teachers could supervise one another (peer
supervision). However, I was not permitted to use the word super-
vision in the title of my session because of the reverberations of
administrator it implied.

Trust, Knowledge, and Control

This matter of supervision and evaluation is a delicate one, exac-
erbated in our profession by the fact that the two roles are often
played by the same person. Ideally, one should receive supervision
from one person and evaluation from another. This scenario, how-
ever, is neither practical nor absolutely necessary if conditions are
right. The three crucial factors that can make or break the super-
vision and evaluation process are trust, knowledge, and control.
The supervisor and supervisee must develop a strong sense of
trust. The supervisor must have a deep knowledge of teaching and
learning as well as adult development and adult education. The
process should be, as much as possible, in the control of the super-
visee; this approach removes much of the fear often associated
with being observed. A principal can approach this control issue by



72

Teachers Wanted

having each teacher combine school-defined goals with personally
defined goals, and by having teachers help define the process and
evidence that will be used in the evaluation. The teacher’s personal
growth goals should fit into the school’s overall professional devel-
opment program. Sparks and Hirsh (1997) refer to this idea when
they say, “This shift does not negate the value of teachers’ percep-
tions regarding their needs, but rather places those needs within a
larger context” (p. 14).

Control and Power

The issue of control leads to the question of power. Too often, peo-
ple conceive of power as the ability to define the action of others.
However, I would suggest, and have suggested, otherwise:

So what is a useful definition of power? I propose that school personnel
begin to see power as the ability to control oneself, not others. As teach-
ers, we should empower students to take control of their lives. Similarly,
schools must empower teachers to make decisions in their classrooms
about what is best for their students. (Heller, 1994, p. 288)

Some form of teacher evaluation is a political given. Therefore,
why not make it beneficial to the teacher and not just an exercise
to provide information for employment status decisions? The more
we can turn this process over to teachers, the more teaching will
become a true profession. Within the larger context of institutional
needs, teachers should have a substantial say in their own profes-
sional development and evaluation. One marker of a profession is
the right of its members to police themselves. Teacher associations,
then, should move away from their current labor union mentality
that pits them against administrators and move toward the situation
we have been developing in this book: teachers taking a large share
in controlling entry into the profession, preparing the next genera-
tion of teachers, and maintaining the quality of the active teaching
force.

Allowing teachers more control over their own professional lives
has a ripple effect on the school. Sergiovanni and Starratt (1971)
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believe that teachers will withhold from students what is withheld
from them. Therefore, oppressed teachers will be oppressive teach-
ers. Glickman (1985) continues this thought with the observation
that “teachers accept common goals for students and therefore com-
plement each other’s teaching, and when supervisors work with
teachers in a manner consistent with the way teachers are expected
to work with students, then—and only then—does the school reach
its goals” (p. 4).

Glickman goes on to explain that when individual teacher goals
are linked with institutional goals, the entire system works in har-
mony. He sees the supervision process as the glue that holds all such
goals together, much as Sparks and Hirsh do. Goal setting with
teachers, then, is at the heart of the supervisory process, and it is
the first step in teachers exerting control over their individual pro-
fessional development.

We can begin to give teachers control over their own professional
destinies in the area of evaluation and supervision in three ways:
by allowing them to develop some of their own professional goals,
by giving them a larger voice in their individual evaluation, and by
providing time for them to work with one another as peer supervi-
sors. “Clever incentives may attract new teachers, but only improv-
ing the culture and working conditions of schools will keep them”
(Johnson et al., 2001, p. 8).

Teacher Professional Goals

Establishing yearly goals with teachers is not a simple, mechanical
task. Both teacher and supervisor should give the goal-setting pro-
cess the attention and thought it deserves. I suggest that there be
two or at most three goals. I would rather complete two excellent
goals well than do a poor job with more. One of the goals should be
explicitly related to institutional goals (e.g., the schoolwide project
to incorporate more constructivist activities in the classrooms), and
the other can be a more personal goal (e.g., the teacher’s desire to
expand his or her knowledge of young adult literature). In this way,
even the school-related goal can be partially controlled by the
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teacher insofar as its specific form is concerned. What follows are
two teacher goals, one a more institutionally oriented goal and the
other a more personally oriented goal:

1. (Institutional orientation): To implement the Vermont Writing
Portfolio Assessment program in 9th-grade classes.

2. (Personal orientation): To improve students’ active engagement
and decrease downtime in class by using improved time manage-
ment skills.

Goals need to be specific and measurable. A good supervisor can
help here. If a teacher suggests a goal such as “improved time man-
agement,” then the supervisor might ask, “What would that look
like? What would I see you doing? What would I see students doing,
if you were successful with this goal?” Such questions force the
teacher to define concretely what is to be accomplished. Further-
more, note that it is the teacher, not the supervisor, who does the
defining. The supervisor may push for more specifics, but they are
supplied by the teacher. The goal and its definition belong to the
teacher. The supervisor is there to assist in the process, not to con-
trol it. Regarding the goals enumerated earlier, the supervisor would
likely ask the teacher for a more detailed description of the portfo-
lios, their contents, how they would be evaluated, and what would
constitute success in an initial year of implementation. Clearly, the
second goal begs for descriptors or indicators of success as illustrated
previously. This defining process is not dissimilar to the way we
approached writing a school mission statement earlier in the book.
Abstract terms can be a useful place to start, but in the end everyone
needs to be clear on what is supposed to happen. The supervisor and
teacher can keep a record of these goals on a form like the one in
Figure 6.1.

Note that in the form suggested here, the goals are not the only
aspects of the process that are established in this first phase of pro-
fessional supervision. What the teacher will do to accomplish the
goals and how their accomplishment will be documented are also
determined. Again, this specificity results in greater control and
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FIGURE 6.1

Form for Establishing and Monitoring Yearly Professional Goals

Goal Setting Conference Record

Date: September 21, 2003
Name: Tim Jeffries

Cycle: Supervision
Evaluation

Goals for the Year:

1. To implement the Vermont Writing Portfolio Assessment program in 9th-grade
classes. This will result in each student having a writing portfolio that fulfills all the
requirements of the State Portfolio System description and ensures that these portfolios
will be scored according to the state system.

2. To improve students’ active engagement and decrease downtime in class by using
improved time management skills. Tim Jeffries will work with strategies such as lesson
organization, material preparedness, sponge activities, overlapping, small-group work,
and differentiated assignments to maximize students’ on-task behavior and active
involvement, thus wasting as little class time as possible.

Professional Growth or Evaluation Activities:

1. Tim will attend state writing network meetings and go through calibration sessions this
year. He will assign an adequate number and range of writing assignments to allow
each student to complete a portfolio by the end of the year. He will work with the state

evaluation rubrics with his students all year and evaluate each final portfolio accordingly.

2. Tim and I will discuss various methods for maintaining student involvement and on-task
behavior. I will also supply him with several readings on the subject. As Tim implements
various techniques, he will keep notes on how well the strategies worked, which we will
discuss together. We have defined on-task behavior as a student working on the current
assignment. We have defined active involvement as a student doing something, such as
writing, reading, or asking and answering questions, rather than simply sitting and
listening.

Documentation:

1. Tim and I will meet once each quarter to discuss his work in both of the goal areas.

2. 1'will observe his classes at least twice to see how students are responding to the new
time management strategies. Each observation will be followed by a postconference.

3. Tim and | will examine sample student portfolios together.

4. | will speak to his students about portfolios, to ascertain how much of the process they
actually understand, especially the rubrics. Hopefully, | will be able to observe a writing
portfolio lesson.

(continued on next page)
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FIGURE 6.1 continued
Form for Establishing and Monitoring Yearly Professional Goals

5. We will examine a sample of the final portfolios and Tim's evaluation of them at the end
of the year.

6. | will write a formal evaluation of Tim's work this year.

This plan is a projected course of action for this school year. It may be changed by mutual
consent of all parties involved.

Supervisor Date

Teacher Date

This plan has been successfully completed.

Supervisor Date

clarity of the teacher’s professional growth activities, because these
questions are answered collaboratively with the supervisor before
the actual supervision or evaluation process begins. The teacher as
professional is held accountable for his or her professional develop-
ment, rather than having it forced upon him or her.

At the same time, a reduction in tension results from knowing
what is going to happen in advance—no surprises. On the form,
the choice of supervision or evaluation refers to a system in which
teachers are evaluated once over a period of years, with nonevalua-
tion years being purely professional growth or supervision years.
Figure 6.2 offers an example of the prior form completed for a high
school teacher in a supervision year.

Teachers’ control of their professional development activities
allows for the use of unique and interesting sources of information.
A supervisor is not confined to the standard means of information
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FIGURE 6.2

Goal Setting in a Supervision Year

Goal Setting Conference Record
Date: September 21, 2003
Name: Paul Dunn

Cycle: Supervision
Evaluation

Goals for the Year:

Paul has two major goals for this year. The first is to experiment with offering college prep

course materials to general-level students in anticipation of combining these two levels in

future years. He is particularly interested in literature and vocabulary units. The second goal
is to implement a new classroom management program, based on Discipline with Dignity,

in all grade 10 classes.

Professional Growth or Evaluation Activities:

Paul will experiment with college prep materials, presenting them to general-level classes
on several occasions, in preparation for our combining these two levels next year. He will
keep notes on these lessons, which he and | will review for each unit attempted. He will

invite me to observe at least one of these classes.

Documentation:

Paul will keep notes on his work with college prep materials in general-level classes. He will
share these notes with me and invite me to observe at least one lesson.

| will be working with Paul on the classroom management program, observing classes,
tracking discipline referrals, and tracking changes in student behavior.

This plan is a projected course of action for this school year. It may be changed by mutual
consent of all parties involved.

Supervisor Date

Teacher Date

This plan has been successfully completed.

Supervisor Date
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gathering: observation, artifacts, comments that are in writing and
signed. In my experience, teachers have suggested the following
additional means of documentation:

e Journals

e Student feedback surveys

e Peer observation reports

e Lesson plans

e Annotated bibliographies

e Notes from outside professional observers
e Videotapes

e Audiotapes

e Personally created documents

e Photographs

e Copies of overheads and other presentation materials

When the teacher is in charge, anything agreed upon goes. As
long as the teacher suggests and agrees to the method of informa-
tion gathering, then that method can be used. This approach makes
for a much fuller, more interesting, and comprehensive supervision
process. Rich information fields yield rich professional conversation.

Trust

The crucial point here is trust. Acheson and Gall (1987) define trust
as “the teacher’s confidence that the supervisor has the teacher’s
interests at heart and that the supervisor will not use the data that
emerge during supervision against the teacher” (p. 71). Without trust
between the supervisor and the teacher, little of this creativity, risk
taking, and professional adventure will take place.

Building trust is a long-term operation. However, all of the other
parts of this book describe activities that will contribute to building
trust, as teachers work with one another and with administrators
in a system that values people trying new approaches and does
not simply look for missteps to attack. Supervision as described
here is a partnership between at least two people, not something
that is done to one professional by another. The kind of supervision
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that I envision embodies the values of professionalism, self-
determination, and the joy of discovery. It involves what Routman
(2002) calls “ongoing professional dialogue to develop a reflective
school community” (p. 32).

The process used for evaluation can be virtually identical to the
one used here for supervision. Teachers still need to set goals, define
those goals, and be part of the evaluation itself. A teacher will find
the evaluation or supervision processes much friendlier if he or she
has had some control over the process from the beginning. There
should be no surprises.

Embedding Professional Development
into the Day

The professional development model we seek is not an add-on; it is
an integral part of the daily life of a professional. It creates the kind
of atmosphere that will hold the most dynamic and exciting teach-
ers in the profession. Sparks and Hirsh (1997) summarize the neces-
sary transition for professional development in education as follows:

e From training conducted away from the job as the primary
delivery system for staff development, to multiple forms of job-
embedded learning.

e From an orientation toward the transmission of knowledge and
skills to teachers by “experts,” to the study by teachers of teaching
and learning.

e From a focus on generic instructional skills, to a combination
of generic and content-specific skills.

e From staff developers who function primarily as trainers, to
those who provide consultation, planning, and facilitation services
as well as training.

e From staff development provided by one or two departments,
to staff development as a critical function and major responsibility
performed by all administrators and teacher leaders.

e From staff development directed toward teachers as the primary
recipients, to continuous improvement in performance for everyone
who affects student learning.
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e From staff development as a “frill” that can be cut during diffi-
cult financial times, to staff development as an indispensable process
without which schools cannot hope to prepare young people for cit-
izenship and productive employment (pp. 14-16).

An example of embedded professional development can be seen
in the work of the Kellogg Middle School in Shoreline, Washington.
The staff makes time during the school day six Fridays each year
for teachers to get together in small groups of 6-10, when they
develop professional development action plans that they then pur-
sue together for two years (Hudson, 2002, pp. 76-77). Similarly,
Sparks and Hirsh (1997) picture a system in which

Teachers will develop their own expertise by spending an increasingly
larger portion of their work day in various processes that will help them
continually improve their understanding of the teaching and learning
process. Teachers will regularly use action research, study groups, and the
joint planning of lessons, among other processes, to refine their instruc-
tional knowledge and skills. (p. 14)

Professional development is where the excitement of teaching as
a profession lives. This is where the best teachers thrive and want
to be, applying new learning in their classrooms. This can be the
teacher’s equivalent of the scientist’s laboratory, a place to try new
ideas and discover fresh solutions to problems. A recent study by the
National Commission on Teaching and America’s Future concluded
that the United States could cut teacher turnover by 50 percent by
2006. Among the factors noted by the researchers that would stem
the tide of teachers leaving the profession were support in their pro-
fessional lives and the existence of small, professional communities
in which to work (Blair, 2003, p. 5). Both of these conditions could
be enhanced in our schools by allowing teachers to work together,
support one another, and become more involved in the lifeblood of
the school: supervision, evaluation, and professional development.

In addition, teachers are completely capable of evaluating them-
selves as part of supervision or evaluation. This self-evaluation can
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lay the groundwork for rich professional dialogue between peers or
teacher and evaluator. Saphier (1993) suggests that

[i]t is also very productive to ask teachers to write a self-evaluation at
some point in their cycle of professional growth. Administrators who do
so ask for a written set of goal statements at the beginning of the year
and a narrative in the spring from the teacher describing what was done
and what progress was achieved. When administrators take these seri-
ously, they signal that they do so by reading the self-evaluations care-
fully and having conferences with all teachers in turn about the written
analysis. (p. 49)

Peer Teacher Supervision

One of the most empowering methods of supervision, in my expe-
rience, is to allow teachers to provide this service for one another.
If indeed supervision is not summative evaluation, then why not
allow those on the front lines, who are engaged in the same types of
activities, to work with each other on a regular basis? Often, another
teacher knows more about the day-to-day issues in the hallways or
a particular curriculum than does an administrator. This knowledge
is simply a function of proximity. In addition, two teachers may
be teaching the same material, possibly making them more imme-
diately familiar with it than their administrator. This practice has
the further advantage of freeing additional time for the principal to
work on the many other projects mentioned in previous chapters.

When you think of it, teacher peer supervision combines the best
of several worlds: teacher empowerment, professional development,
good supervision, and a sense of value. According to Acheson and
Gall (1987), “the most available source of expertise is teachers them-
selves: to analyze their own teaching on the basis of objective data,
to observe others’ classrooms and record data teachers cannot record
themselves, to help one another analyze these data and make deci-
sions about alternative strategies” (p. 194).

Where this concept differs from others, such as teacher leaders or
mentors, is that there is no difference in institutional level between
the parties, and the process is voluntary. A first-year teacher has as
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much to say to a veteran as the experienced teacher has to the
beginner. Issues of training and scheduling, however, must be
addressed.

As a teacher, I was personally involved in the development and
implementation of a peer teacher supervision program in a high
school English department. That experience is summarized in Peer
Supervision: A Way of Professionalizing Teaching (Heller, 1989). Eventu-
ally, teachers found the process so valuable that other departments
in the high school and numerous elementary school teachers all
became involved in the program.

As we have noted, one of the central factors in the supervision
process is trust (Goldhammer, Anderson, & Krajewski, 1980, p. 26).
To avoid compromising trust is very difficult when the supervisor is
also your evaluator. If one is having trouble with classroom manage-
ment, who is easier to approach for assistance, your evaluator or the
teacher across the hall? When the role of supervisor is played by a
peer, whose contract actually precludes him or her from evaluating
others, this issue dissolves. Also, the peer supervision process is vol-
untary. One cannot mandate it, or its very spirit is destroyed. If the
process takes hold and grows, a school atmosphere can develop into
one of continuous professional growth. How wonderful for students
to see teachers continually in each other’s rooms, consulting and
working together. The model of learning from one another is a pow-
erful one, what the Critical Friends Group, a product of the National
School Reform Faculty, calls a “reflective learning community . . .
[of] friends who share a mission, offer strong support, and nurture
a community of learners” (Bambino, 2002, p. 27). Critical Friends
help teachers learn to build “collaboration and reflection among
colleagues” (p. 25). The training of Critical Friends coaches focuses
on “building the trust needed to engage in direct, honest, and pro-
ductive conversations with colleagues about the complex art of
teaching” (p. 25).

Of course, teachers will need some training in conducting precon-
ferences, observations, and postconferences, modeled along the lines
of clinical supervision. Excellent resources for these processes can be
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found in Goldhammer and colleagues (1980), Acheson and Gall
(1987), Heller (1989), and Danielson (1996). For instance, Danielson
tells us that a “framework for professional practice offers the profes-
sion a means of communicating about excellence. Educators have
learned the value of a common vocabulary to describe teaching. . . .
Such a framework is valuable for veterans as well as novices as they
all strive to enhance their skills in this complex environment” (p. 5).

Can We Buy Some Time?

Another area of concern in peer supervision is time. One of the rea-
sons for such a program in the first place is that most supervisors do
not have the time for in-depth clinical supervision, which can take
as many as five cycles of preconference, observation and postconfer-
ence per teacher per year. Our schools are not designed to support a
comprehensive system of supervision and evaluation. We will have
to look at fundamental structural changes to the way we do busi-
ness, as we have seen throughout this book. Although the program
discussed here puts more people on the task, there remain the issues
of schedules, time to meet, time to observe, and the like. Suggested
here are several ways to work on these issues:

e Form teams. If three or four teachers decide to work together as
peer supervisors, they can use their schedules creatively. For instance,
Teacher A might have a prep period during which he or she could
cover Teacher B’s class, so that B could observe Teacher C. This sys-
tem is less complex than it looks, and I have seen it work quite well.

e Dedicate paraprofessionals to the program. One or two paraprofes-
sionals can open a great deal of time for teachers who want to work
with one another. There would have to be a mechanism for signing
up for the paras, but once that is done, the process is fairly simple.
The paras can free teachers for observations, conferences, and even
the time to analyze collected data. A paraprofessional is an expense,
but so is the recruitment of new teachers.

e Team teach. Team teachers are in a unique position to observe one
another. This approach can grow naturally out of the work situation.
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e (et creative. Use journals that you and your peer pass back
and forth. Videotape classes to “observe” at some other time. Share
materials and ask how they worked. Recommend books to one
another. Supervision does not have to be confined to observation.

Serious, Professional Conversations

This chapter has been about what Danielson (1996, p. 5) calls “seri-
ous, professional conversations.” When we can create an atmos-
phere in which people are excited to talk about teaching and
learning, when individual teachers feel that their ideas and personal
goals are honored, I believe that we have established the last major
component that makes a school climate attractive to professionals
and encourages them to stay. Danielson describes this atmosphere
as one that educators create.

It is through serious, professional conversations about the components
comprising the framework [for teaching] that the components are vali-
dated for any particular setting. As educators study the components and
consider them within individual contexts, they can determine which com-
ponents and elements are applicable and which are not. This process is
critical to both enriching the professional lives of educators and to ensur-
ing that the components used in a given setting actually do apply there.
Only educators in that setting can make those determinations. (p. 5)

We now find ourselves at an interesting point: a description of
the principal who will make all this happen. Who is this remark-
able person? Can anybody really do all this? Indeed, it will take
extraordinary principals to not only stem the tide of the teacher
shortage but also bring our schools out of the past and into a profes-
sional future.
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ho is this amazing person who will restructure education to

attract and retain new talent? How will he or she build pro-
gram partnerships with local colleges, develop school inservice plans,
work with individual teacher goals, hire personnel, conduct formal
evaluations, ensure that the induction system is operational, pro-
mote the institutional philosophy, keep order, conduct meetings,
work with boards and communities, maintain the building, take care
of teachers with personal problems, be a friend to all, be a boss to
all, write budgets, oversee curriculum, eat lunch with the kids, and
oversee pedagogy? Who? For me, the answer is simple: There is no
such person. A New York Times article describes the job of principal
as follows:

[TThe job has always been far less colorful than Hollywood would lead
us to believe. And it has never been harder on the people in it, a circum-
stance that helps explain a national shortage that has left some states
struggling to find a permanent principal for one of every five schools.
(Steinberg, 2003, p. 1)

This could be the start of another book about educational personnel
shortages, but that topic is for another time.

85
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Certainly, fantastic principals and schools do exist. There are blue
ribbon schools, lab schools, and schools that turn around ghetto
populations. Yet, the logical conclusion to everything I have said so
far points to the need to make teaching into a profession, which
means sharing power, responsibility, and tasks. Throughout the pre-
vious chapters, we have developed a vision of teachers taking on the
roles that other professionals do, such as having control over their
own growth and decisions, helping train the next generation, hav-
ing some say in gatekeeping, sharing knowledge with one another,
and generally being seen as people who do a great deal more than
simply deliver information to children. The overwhelming list of
tasks cataloged in the first paragraph needs to be shared among the
members of the teaching staff, thus solving two issues. First, the
tasks finally all get done. Second, teachers take on much more of a
professional role, specializing in various tasks and moving along a
career ladder based on talent, not years of service.

Does this sharing reduce the role of the principal? It does not. In
fact, the role becomes more important and complex than ever. First,
however, the principal has to be comfortable enough with him- or
herself, and have sufficient ego strength, to be able to let go. Accord-
ing to Lambert (1998), “leadership requires the redistribution of
power and authority. Shared learning, purpose, action, and responsi-
bility demand the realignment of power and authority. Districts and
principals need to explicitly release authority, and staff need to learn
how to enhance personal power and informal authority” (p. 9).

Lambert goes on to explain why the principal’s role is not dimin-
ished as a result of this dispersal of authority and responsibility:

The work [of the principal] is much more complex than we thought it
was; it demands a more sophisticated set of skills and understandings
than ever before. It is more difficult to build leadership capacity among
colleagues than to tell colleagues what to do. It is more difficult to be full
partners with other adults engaged in hard work than to evaluate and
supervise subordinates. (p. 24)

The job does get smaller, but it does change. The principal will
become the chief adult educator in the building, helping develop
the necessary staff skills to make the transition to the ideal
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professional situation possible. If the principal models a willingness
to take risks, other parties will have to take risks for the greater good
as well. One group that comes to mind is the teacher association,
which often looks upon change with a suspicious eye.

Teacher Associations

[ am always saddened when I encounter groups claiming to be
educational associations that are, in fact, labor unions. There is
nothing wrong with labor unions, but they are not professional
associations—another example of one entity trying to wear two
hats. It is unfortunate that teachers need the protection of contracts
and labor unions. They should be revered as those who nurture and
prepare our children to take their places in the next generation of
society’s leaders. Instead, unions have developed to offer teachers
protection from arbitrary decisions about their jobs that may result
from boards whose members are constantly changing with yearly
elections, individual personality disputes, and power being placed in
the hands of people not well versed in the profession itself. Because
the educational structures in the United States tend to be unprofes-
sional in the ways we have been discussing here, it is natural that
society does not treat teachers as professionals. Why do we have

lay boards to tell highly trained and experienced individuals how
to do their jobs, what to buy, what programs are necessary? In this
way the system infantilizes teachers and administrators, and even
superintendents. In contrast, a hospital board may decide on
whether to build a new wing or what to do with incidents of sexual
harassment, but it does not tell the surgeon where to make the
incision.

School Boards, Trust, and Professionalism

School boards will have to let go, taking the risk of trusting the
employees they have hired to do their jobs well. At times I have
thought that some school boards could save a great deal of money if
they simply fired all the administrators, because they wanted to run
everything themselves anyway. They could then hire much less
expensive people whose job would be simply to carry out their
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decisions and orders. The whole operation is inside out and upside
down. When are we going to allow educators to educate, based on
their training, experience, and collective wisdom, while insisting
that boards limit their work to policy decisions and overall mainte-
nance of the system?

Perhaps this will happen more easily once teachers’ associations
stop shielding their weakest members and share in the task of polic-
ing their own ranks. People trust professionals, but they indicate a
tremendous lack of trust in many school systems. We may seek a
second opinion, but then we allow the doctor to do his work. Do we
tell the lawyer what the law is, or do we ask? We take our car to the
mechanic, tell her what is going on, and then let her figure out
what is causing the problem. We don’t stand there and tell her
which wrench to use. Why is it so difficult for people to accept the
idea that teachers may know more about what they are doing than
the general public does?

Teachers do indeed need protection from arbitrary employment
decisions, but they also need to take a much greater part in the col-
lective control of the quality of their ranks. I mean this in a less
threatening way than it may sound. If we really were able to con-
struct the system described in this book, with the extensive training,
support system, and ongoing evaluation procedures we have consid-
ered, then we could accomplish our goal by extending the proba-
tionary period for teachers to at least five years. By that time, and
with all the help offered, one should be able to determine by con-
sensus of all parties involved whether a teacher is right for the posi-
tion. This probationary period seems to make sense. As Wise (2003)
points out, “how is it. . . that a substantial period of apprenticeship
is required for those who trim our nails, our curls, or even the limbs
of our trees, but it is not required for those who are to help shape
the minds of the next generation?” (p. 56).

An Interesting History

I suspect that the problems of professionalism and protection lie in
the history of our schools and their relationship to society. Without
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going into detail, I will simply say, first, that U.S. schools grew up as
the province of women, when women were not much respected

in the work force. Second, everyone has gone to school, so everyone
knows all about schools. People believe that this experience makes
them experts. They went to school, they are now successful, so why
should anything change? There is a logic to this perspective, but the
argument disregards all the changes in the world over the last 25
years of those particular adults’ lives. Finally, because schools deal
with our most precious members of society, our children, parents
tend to pay close attention to what schools are doing.

Keeper of the Vision

Many aspects of the world of teaching need to change if principals
are to lead in the direction of the ideal school situation I have been
describing. While the principal does have a part to play in all the
tasks listed in the first paragraph of this chapter, I believe that the
job can be reduced to one primary role: keeper of the vision. The
principal should always be checking what is happening against the
school’s vision or mission. Does this new program fit the school’s
definition of respect? Is it student centered? According to Patterson
(1993), “leading is defined as the process of influencing others to achieve
mutually agreed upon purposes for the organization. . . . In other words,
the organization’s goals are supported by all people involved, and
these people in turn support those who are, at that particular time,
leading them toward the goals” (p. 3).

The principal is the hub that holds everything together. Continu-
ing this image of a wheel, each spoke represents a program, teacher,
and committee of the school, and the spinning outer rim is the run-
ning school, the process of teaching and learning in a professional
atmosphere. Someone has to check and maintain the integrity of
the parts, making sure that all runs according to plan.

Making sure that all runs according to plan is not the same as run-
ning everything according to plan. Thus, another change emerges.
Patterson (1993) suggests that enlightened leaders “turn their back
on the value of exercising personal authority over events and people
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to get the right decisions made and, instead, embrace the idea of
overseeing the development and implementation of a set of core val-
ues that will drive decision making by all employees” (p. 5).

The system will have to afford teachers much more autonomy,
respect, and accountability as we change how our schools look, feel,
and operate. Patterson (1993) includes five core values needed for
this new type of school to work: openness to participation, openness
to diversity, openness to conflict, openness to reflection, and open-
ness to mistakes. The principal is a checkpoint. He or she watches
to ensure that the school is evolving in the desired direction. If it is
not, the principal will question what is happening, helping redirect
the activity or change the vision to match what has become the
newly accepted direction. According to Patterson, “leaders create
an environment of safety, so all employees can freely express their
thoughts without fear of recrimination” (p. 11).

Thoughts are one thing, actions another. Of course, no true debate
can occur in a closed atmosphere, but once a decision is made, once
a vision is accepted, everyone in the organization expects follow-
through. In this respect, [ believe that the new principal should
have a far greater say in the future employment of each teacher than
he or she does now. Although teachers do need protection from
arbitrary decisions, an administrator should be allowed to make a
convincing case for dismissal or disciplinary action without having
to resort to three years of a paper trail, long hearings with lawyers,
and seemingly endless obstacles. Teacher associations should be
partners with administrators in guaranteeing that the professional
forces of any school are excellent, both as teachers and as members
of the professional organization.

Nothing New Under the Sun

What I find most interesting about my readings in the “new” leader-
ship is that these ideas have existed for quite some time. The Chi-
nese Taoist Lao-tzu probably lived some time around the fifth or
sixth century B.C.E. His work, the Tao Te Ching or The Book of the
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Way, contains the core of Taoist wisdom. Chapter 17 reads as fol-
lows (replace the word master with principal or leader):

When the Master governs, the people
are hardly aware that he exists.

Next best is a leader who is loved.
Next, one who is feared.

The worst is one who is despised.

If you don’t trust people,
you make them untrustworthy.

The Master doesn’t talk, he acts.

When his work is done,

the people say, “Amazing:

we did it, all by ourselves!” (Lao-tzu, 1988, p. 17)

The leader must not only create an atmosphere in which this pro-
cess can happen but also develop the skills in members of the orga-
nization to make this atmosphere possible. In a sense, the successful
transformational principal will become egoless. He or she will be a
force to create an environment of professionalism, providing the
skills, means, and atmosphere for this outcome to occur. If the princi-
pal gets tripped up by his or her own ego, wanting things to go one
way rather than being open to all ideas and the sharing of power,
authority, and responsibility, we will be caught once again in the old
mold of paternalistic/maternalistic control. The goals have to be wider
than the individual, expanding to encompass what is best for the
vitality and success of the teaching and learning process as it applies
to everyone in the educational community, particularly the students.

Professionalism, Power, Autonomy . . .
Responsibility

As the job of teacher becomes more professional, the teacher should
be held to ever-higher levels of accountability. For instance, when
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[ first used to hire teachers, I always worked with a committee of
teachers as part of the process, from résumé reviews, to the inter-
views, to the final selection. However, I reserved veto power, because
after we all walked away from the table, I was going to be held
accountable for the choice. None of the others would ever have to
answer for the quality of the new teacher. Therefore, if I thought
that a candidate was a person I could not work with, then I could
not allow that candidacy to go forward. However, if I was not the
only person ultimately to be held accountable because we had an
induction program, a mentoring program, and a chance to look at
the individual in preservice programs, then the picture would
change. In that case, a bad hire would reflect something askew in
the program. Many of us would have to get together to figure out
what went wrong, and this only after all of our methods of teacher
assistance had been exhausted.

This issue of responsibility has plagued reform efforts, because
those efforts are too often ahead of political and legal realities.
Hallinger and Hausman studied this issue as part of their examina-
tion of the principal’s role in restructured schools. They saw this
as particularly problematic in shared decision making. “Under
school-based management, the School Leadership Council has
become the locus of educational decision making. The question of
who is accountable for decisions reached by group consensus under
school-based management, however, remains unclear” (Hallinger &
Hausman, as cited in Murphy & Louis, 1994, p. 164).

Patterson (1993) has an interesting point of view on this issue.
He asks the question of what level of accountability people want to
assume. If groups want to take part in the decision-making process
but do not want responsibility, then, according to Patterson, they
are opting for shared decision making. “In shared decision making,
everybody contributes to the process of decision making, but only
one person [the principal] is held accountable for the decision”

(p- 61). He then concludes that a principal will inevitably have to
retain veto power if he or she simply cannot defend the group’s
decision. However, he tempers this view by saying that if partici-
pants have been adequately trained in consensus-building methods,
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and if the atmosphere is the open one I have been describing, then
the group should be able to make 95 percent of its decisions by con-
sensus and without the use of the veto. Otherwise, performance
accountability must be directly connected to the responsibility for
making decisions.

Principal as Public Relations Expert

The principal is the institution’s face, representing the decisions and
directions the school chooses to pursue. He or she speaks to the pub-
lic and the board for the school. The principal is the lead representa-
tive in contacts with other organizations such as service groups,
schools, local businesses, and government officials. This is not to say
that teachers do not also represent the school or meet outside
groups. However, the principal is the primary liaison between the
school and the surrounding community. He or she is the keeper of
the vision and therefore represents that vision before the many pub-
lic entities that have an interest in our children’s education.

Technical skills are great to have, but the principal does not have
the time to employ many of them. Consider, for instance, building a
master schedule. This task should be the job of a computer expert or
perhaps an assistant principal. The principal should be able to
explain what the schedule is supposed to accomplish (the vision)
but then leave the job of implementing that vision to someone else
who has the necessary knowledge and skills to make the vision a
reality. Aren’t the countless hours necessary to build a schedule in a
large school really a waste of time for the principal? The job itself is
not a waste of time; in fact, it is of extreme importance. But it is not
the job of the principal, who is too busy keeping the vision.

We could go through the same argument for discipline, the physi-
cal plant, bus schedules, food service, and the like. Does a CEO hire
custodians? Does she evaluate the people who work in the building
cafeteria? No. However, the CEO does set the tone, meet the public,
set direction, coordinate with other institutions, and watch the
operation for trouble spots. This is my principal. The most impor-
tant skill this principal has is communication. I do not believe that a
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president of the United States makes many decisions alone. He is
surrounded by a bevy of diverse experts who explain to him the
many technical aspects of a situation that no one person could pos-
sibly know. After all, we have had presidents with no military back-
ground whatsoever, yet they were nonetheless commanders in chief
of the country’s entire armed forces.

What the president does have to do, however, is communicate
decisions to the people of the nation. Now, I do not want to push
this analogy too far. I understand the mistrust many have for gov-
ernment, the suspicion of secrets, and the existence of classified
information. The point is that the principal is a communicator, an
embodiment of the school, and a diplomat. He or she is also a jack
of all trades, but, as I have suggested, his or her energy should not
be taken up with many of the daily operations that currently often
fall to the principal. As we rethink the profession, we must rethink
its administrative structure as part of that reconceptualization.

Principals Build Capacity for Leadership
and Decision Making

Lambert (1998) sees two critical conditions necessary for a school to
be able to build leadership capacity throughout its staff. First, “the
school would need a significant number of skillful teacher-leaders
who understand the shared vision of the school and the full scope
of the work underway, and who are able to carry them out. These
teachers ideally would be involved in the selection and induction of
the new principal.” Second, “school staff would need to be commit-
ted to the central work of self-renewing schools. This work involves
reflection, inquiry, conversations and focused action—professional
behaviors that are an integral part of daily work” (pp. 3-4).

Lambert goes on to explain that principals are largely responsible
for building leadership capacity. This role can be served by turning
staff questions back onto the staff (“What do you think?”), enjoin-
ing staff to think through issues together with the principal, explic-
itly talking through everyone’s roles at staff meetings, and so forth.
The principal cannot allow staff to use the excuse of seeing the solu-
tion to important issues as “the principal’s job.” Instead, he or she
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will have to work to create an atmosphere of general ownership,
empowerment, and leadership. Only in this way will most, if not
all, teachers take responsibility for the successful operation of the
school. The principal must consistently put forth the institutional
philosophy, making it very public (Lambert, 1998).

Rosenblum, Louis, and Rossmiller (1994) state the following about
good leadership:

Good leadership [is] considered to be one that facilitates collaboration,
communication, feedback, influence, and professionalism in the follow-
ing ways:

* By providing leadership through establishment of a vision and
value system.

e By having consistent policies to delegate and empower others, thus
sharing leadership.

* By modeling risk taking.

e By focusing on people, nurturing staff members, and helping them
to grow.

e By emphasizing the educational aspects of the school rather than
the purely technical aspects of the school. (p. 120)

The principal can no longer be the traditional boss, telling people
what to do and supposedly having all the answers. Leadership
becomes a collective issue, with the principal being sure to provide
training for the faculty that will allow them to take on many of the
traditional roles of leadership. The principal’s role moves from that
of a fixer to that of an empowerer (Glickman, Allen, & Lunsford,
1994, p. 208). In Murphy and Louis’s (1994) conclusion to a review
of research studies of leadership in transformational schools, they
state that “the researchers in this volume document how principals
manage complexity by diffusing it into the organization. Principals
in these cases reject—at least intellectually—the notions that they
must know everything, solve every problem, and be all things to all
people all the time” (p. 271).

Making the Job Doable

The idea is not to make the principal’s job easier but to make it dif-
ferent and doable. In its present iteration, what too often happens is
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that certain tasks simply do not get done. Problems with buses, snow
plows, and discipline do not wait. One must attend to them as they
occur. One can always put off that classroom observation, that meet-
ing with the new teachers, that appearance at the student council
meeting. The particulars of the day can consume the principal with
activities that are important but not important enough to supplant
other activities, and certainly not the tasks that the principal should
spend substantial time on. At some level, everything can eventually
get to the principal’s desk, but the principal does not always have to
be the key player in every issue. Joel L. Klein, New York City’s school
chancellor, acknowledged this problem when he moved to give prin-
cipals the authority to hire their own assistants, thus freeing them-
selves from excessive paperwork (Goodnough, 2002).

Rosenblum and colleagues studied what they call “Teacher Qual-
ity of Work Life” in schools that were shifting their way of doing
business, or restructuring. These schools ran into the difficulty we
have been discussing: the conflict of trying to manage an institution
and be an educational leader at the same time. They found success-
ful principals understood the importance of the managerial function
but dealt with it by delegating much of the task to others.

But by delegating these tasks—often to assistant principals (APs)—they
were able to budget a substantial amount of time for instructional leader-
ship activities. . . . It appears that it was the APs who were carrying out
the technical managerial functions to keep the school running, which
freed up the principal for educational and visionary leadership. (Rosen-
blum et al.,, 1994, p. 111)

As I have been arguing throughout this book, we must find ways
to strip the principal’s role of as many managerial functions as possi-
ble, even if this means hiring a separate school manager, to create
the time needed for the principal to provide educational leadership,
train in consensus building, and keep the vision while supporting
the building of professional institutions of education.

Support for Change in the Principal’s Job

The situation among principals is not that different in some respects
from that of teachers, and similar remedies to what I have proposed
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for teachers are beginning to be put into place for administrators.
For instance, 48 percent of Washington, D.C.’s, principals are of
retirement age (Moreno, 2003, p. 2), and New York City has more
than 225 interim principals because of a lack of high-quality appli-
cants (Goodnough, 2002, p. 1). As in the case of teachers, this situa-
tion may also present an opportunity to change the system, if
turnover is large enough.

In response to this issue, a new program for developing principals
now exists in New York City, Chicago, San Francisco, and Washing-
ton, D.C. The new training involves a summer institute, followed by
a fellowship, during which the aspiring principal spends one full
year working with a mentor principal, helping run a school. This is
followed by a two- to three-year residency program. Individuals who
are in the fellowship part of the training will be paid at the level of
assistant principal (Moreno, 2003, pp. 1-2). This program sounds
remarkably like what I have been suggesting for teachers. Now is the
time to initiate real school reform, not patchwork reform. This is
also a call to institutions of higher education to adjust their princi-
pal licensing programs to reflect the world we are in, not the one
that existed when the programs were designed.

We have applied patches to our public school system for so long
now that I sometimes wonder whether anything is underneath them
or whether the patches themselves have become the fabric of public
education. Many of the innovations I have suggested so far can be
done, but [ would hate to see them done as patches. Yet, to imple-
ment all of them requires a fundamental rethinking of public educa-
tion, not adding more patches. Once again, a teacher shortage and a
principal shortage may be the opening needed to rebuild the system,
not simply repair it.

Evolution of Schools and Roles

Certainly, all of the necessary changes described here cannot be
accomplished at once. A school will need to have a plan that includes
a sequence of programs to be researched, developed, and imple-
mented. To do this, the school must collect the right people for the
job. Again, we can turn to the teacher shortage as the opportunity
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to make this happen. New roles and responsibilities will be the order
of the day.

However, I encourage evolution, not revolution. Revolution can
often represent the explosion of pent-up energy. To evolve, on the
other hand, means to change fundamentally and incrementally from
the inside out. The evolved school is one that has followed a long
path of systematic and deep transition to something new. These
Kinds of changes are part of the fabric of the institution, not merely
the result of a sudden, explosive transfer of power. This change pro-
cess, like so much else, will be largely in the principal’s hands.

This chapter has been the most difficult to write, because it makes
so many assumptions about and demands on the many groups who
hold an interest in our schools. I have to remind myself and the reader
that this book is a “what-to” and not a “how-to” book. In other words,
[ am trying to create a vision of what should be, but I, too, do not
have all the answers regarding implementation of this vision. To create
the schools described here, principals, teachers, school boards, parents,
government, unions, and teacher/principal preparation institutions
will have to collaborate at unprecedented levels.

The principal will certainly be at the center of this transition. He
or she is going to need a lot of help and a lot of room. People will
have to accept mistakes as part of the process rather than pouncing
on them as reasons to declare failure. Power will have to be distrib-
uted from traditional control loci to new ones. Paradoxically, this
process leads to more power for everyone. Roles have to be clarified
and understood. Risk, trust, support, caring, honesty, and humility
are crucial human characteristics in this process, without which, I
fear, the dream will die.

For me, the final question is: do we have the political, intellec-
tual, and personal will to see such a change through to the end,
even if it takes several generations to complete, causes discomfort
and even pain, and challenges us to rethink innumerable assump-
tions and habits of tradition? I believe that we can do it.
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o summarize my thesis is simple. There is a teacher shortage

because the conditions under which teachers work too often
drive employees away. Darling-Hammond (2003) sees the challenge
as follows: “The problem does not lie in the numbers of teachers
available; we produce many more qualified teachers than we hire.
The hard part is keeping the teachers we prepare” (p. 7).

If we want the very best and brightest to work with our children,
then we have to appreciate them, trust them, empower them, and
treat them as professionals with specialized skills and knowledge.
What I am suggesting here is a careful, deliberate rethinking and
restructuring of public education in the United States. Such an
approach will entail sharing power, providing better training, giving
up some traditional assumptions and values, and expressing enor-
mous trust. How else are we going to reverse the trend that began in
the 1990s (Darling-Hammond, 2003) of more teachers leaving the
profession than are entering it?

The Art of War

I do not see the value in revolution. Revolutions leave too much
damage in their wakes. Rather, I would like to see a concerted effort
to move education along an evolutionary path that results in the
vision I have developed in the previous chapters. Then I think we
will see not only enormous improvements in our educational system
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but also the end of the teacher shortage. We would do well to heed
the advice of Sun Tzu, who wrote The Art of War about 2,300 years
ago in China:

And so one skilled at employing the military

Subdues the other’s military but does not do battle,

Uproots the other’s walled city but does not attack,

Destroys the other’s state but does not prolong.

One must take it whole when contending for all-under-heaven.
Thus the military is not blunted and advantage can be whole.
This is the method of strategy of attack. (Sun Tzu, 2001, p. 10)

Change without battle—systematic and complete change, well paced
but not hasty change—is the goal recommended by Sun Tzu if we
apply his “battle” to our changes in education.

An Ironic Economy

At this moment, a weakened economy gives the illusion that the
teacher shortage is abating. Educators are being let go all over this
country. That does not alter my argument. At some point, the econ-
omy will turn around, and then we will find ourselves in the same
spot we are in today. Once more, we may see the current economic
situation as a possible advantage. Moving the system may be easier
if it is a smaller system overall. Now is the time to set new prece-
dents, new distributions of power, new roles and responsibilities,
and new attitudes.

We Can Do It; We Can Win
Later in The Art of War, Sun Tzu (2001) recommends:

If it is not advantageous, do not act.
If it is not attainable, do not employ troops.
If it is not in danger, do not do battle. (p. 56)

The recommendations I have made are advantageous. They should
improve teacher preparation and reduce recruitment costs. They
should make schools more professional, exciting, dynamic places of
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learning and growth for everyone. Although I have not emphasized
the point, everything in this book, while intended to staunch the
personnel leak in the profession, ultimately leads to an improvement
in teaching and learning. All change should, at its base, improve
services for students. This is the first argument for action.

Are these changes attainable? I believe that they are. I know I
have written some negative remarks about educational associations
and school boards. I also know that many educational associations
and school board members do not fit those negative descriptions.
These are the people we need to mobilize. My experience is limited,
because I have not worked all over the United States. I have trav-
eled enough, however, to allow me to have spoken to teachers from
almost every state, and the frustrations I hear are often remarkably
similar. I have also cited numerous examples of schools and systems
that are making the necessary changes, that are transforming into
the professional institutions we so desperately need. A teacher short-
age means more teachers hired at the lower end of the salary scale.
This scenario translates into savings that can be used for profes-
sional development. Greater numbers of retired teachers place
a rich resource of expertise at our fingertips. More stable faculties
mean fewer dollars spent in recruitment efforts such as advertising
and signing bonuses. The need for new staff means the opportunity
to hire the people who are willing to engage in the journey of trans-
formation and who have the skills to make the journey successful.
Thus, we should “employ the troops” to attain this victory.

Without trying to sound too dramatic, I think we can say that
we are in danger. Our educational system is crying for reform, yet
the natural inclination of humans is to resist change, holding onto
what is comfortable. Comfort can mean complacency, and compla-
cency can mean that the fire has gone out. We have more students
than ever before and more problems at our doors than in the past.
Every child is entitled to a free and appropriate education. This man-
date is probably the single most difficult one ever handed to the
public education system. To meet it, we need to convert our schools
into vibrant, problem-solving institutions that welcome challenge
rather than avoid it. This transformation, too, will require a stable,
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committed, and highly professional staff. All of Sun Tzu’s admoni-
tions for action have been met. Now is the time to act.

Who Should Set the Agenda for Change?

There is a barrier to action, most recently exemplified by the

No Child Left Behind Act. Although this act is unquestionably well
intentioned, once again we see people who are noneducators, far
removed from the actual day-to-day activity of schools, deciding for
us what we should do and how we should do it. I can only assume
that the basis for the locus of control residing outside the schools
themselves is a general lack of trust. If the system I have described
actually existed, then perhaps the public would have more confi-
dence in schools. When I consider the complexity of this legislation,
layered on top of enormously complicated special education laws
and the daily challenges of handling discipline matters, addressing
social issues, and engaging wandering minds, I have to wonder
where we are going and whether we will ever get there.

I have often speculated on what might happen if the many
restrictions on education were lifted. What if the public simply told
us what it wanted students to be able to do and know by the end of
their years in school, and then left the rest to us? I can accept
a society having a lot to say about the goals for its children. After
that, however, why not leave the rest to the professionals in the
field? Obviously, people do not currently consider schools up to the
task, and in some ways they may be right. Unlike the preparation
received by other professionals, the current system of teacher prepa-
ration, according to Arthur E. Wise, president of the National Coun-
cil for Accreditation of Teacher Education, is inadequate to live up to
the public’s expectations.

The [teacher] certification process is weak in comparison to the licensing
process in most professions. The public should expect the certification
process to provide independent validation of teaching candidates’ liberal
arts education, content knowledge, teaching knowledge and skill, and
teaching performance. Most state certification processes fall short of that
expectation. (2003, pp. 56, 42)
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Once again we can look at the medical profession for a model.
Certainly doctors must meet rigorous standards of training, ethics,
and practice. Nonetheless, the goal that society has defined for phy-
sicians is basically to provide good care and bring people back to
health. Doctors do not have to reach a 100 percent cure rate in 12
years. They also have the privilege of choosing their own approach
to a clinical issue, and patients can seek second opinions and decide
what they think is the best course of action.

Similarly, if schools were dynamic, problem-solving institutions,
then the goal would be to help each student meet whatever stan-
dards had been set by whatever methodology was deemed appropri-
ate by the staff. If parents did not like what the school wanted to do,
then they could always seek education elsewhere (a second opinion).
Time would also become less of a factor. I have never met an educa-
tor who did not agree that every child learns differently and at a dif-
ferent rate. Why, then, don’t we work with students until they are
done, not until the year ends? There would be no issue of social pro-
motion if each student progressed at his or her own rate. The job of
the school would be to bring the student to the point of meeting all
standards or to explain why this could not be done or why it might
take more or less time than the average student would need. Does
the doctor have only 10 months to cure the patient regardless of the
patient’s condition, environment, life habits, and other variables?

Obviously, I am arguing for an extensive redesign of the public
education delivery system. In my opinion, this redesign is ultimately
what is needed to make education a profession that attracts and
retains excellent personnel. Anything less is unacceptable for a struc-
ture that is charged with the care and education of our children.

[ wrote in the previous chapter that this book is about what to do,
not how to do it. Many resources, too numerous to list here, are
available that consider all the aspects of education I have discussed,
with examples of schools that have made the changes. This is not
something done quickly. Changes of this number and magnitude
will be part of multiyear plans. I believe that this vision can be real-
ized if we have the political will to make it happen.
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Roles and Responsibilities

All the key players—government, boards, parents, teachers, unions,
administrators, students, and communities—have to trust one
another and take the plunge. The center has to be the student’s wel-
fare, not power, career, control, or regulation. Once we commit to
the process, we can begin to effect the necessary changes to improve
the system. The teacher shortage, as [ see it, is merely a symptom of
a much larger and more fundamental issue: the need to restructure
education into a profession like other professions. Old assumptions
will have to give way, as will old methods of teacher preparation,
hiring, evaluation, and dismissal. If all the players do not accord
each other the respect they deserve, if we do not finally face the
issue of regulating the quality of teaching professionals, and if we do
not clearly define the roles and responsibilities of each layer of the
system, then I see little chance of reaching our full potential.

There is a difficult cycle to break here. Communities may not
trust schools because of the low standards for teacher licensure, the
difficulty encountered in trying to remove the unqualified, and a
mountain of vested interest and resistance to change. How can we
expect communities to treat educators like professionals when we do
not yet have the system to make education a profession? I think the
first move belongs to the schools. We need to win the faith of our
consumers by acting as professionals. That means no more talking
about students openly in the faculty room, no more failing to keep
up with the professional literature, and the like. We have to make
the leap, by our actions, our attitudes, and our values. Then we may
begin to reverse the lack of trust in our schools.

Get the Stars Out of Your Eyes

I suspect that many people will read this book and see me as an
anti-teacher idealist with respect to how I wish to see educators
treated. However, remember that I have no tolerance for teachers
being treated unprofessionally or as if their knowledge and training
were useless. At the same time, however, I have no tolerance

for mediocre performance in educators. I have no tolerance for



Restructuring the Profession 105

disrespect between any parties. I have no use for people who speak
the language of collaboration but ultimately cannot let go of power
and control. There is no place for arrogance, there is no place for
protecting those who are not sufficiently skilled, and there is no
place for grandstanding in education. Education is hard work that
demands of educators high levels of skill and training. Our schools
should be preparing their own human resources, making sure that
only the most qualified individuals are attracted and retained by the
profession. Once again, this process takes time. People are not neces-
sarily natural consensus builders, but they can learn. They may not
have all the skills to deal with some difficult students, but they can
acquire methods through study and practice.

If the political will is there, then we can prevail. We must orga-
nize budget overrides, help communities understand the importance
of professional development, work with institutions of higher learn-
ing, and take action to help elect the best possible school board
members.

Starry Eyes Are the Result of Real Experience

I have been involved with many initiatives like the ones I have dis-
cussed here, such as professional development schools, induction pro-
grams, shared governance, preservice programs, peer supetvision,
general professional supervision, and professional development. All of
these innovations have been tried successfully, but not, to my knowl-
edge, all in one school. Some school district or individual school
must take the bit to see what happens. Of course, we will falter, hesi-
tate, fail, and start again. That persistence is ultimately how to make
progress. We cannot allow ourselves or our communities to be scared
away by one false start or unsuccessful new program.

Each time I have been involved in one of these restructuring or
change efforts, all sorts of obstacles stood in the way. Much of this
book flows from my own experience and frustrations with the many
roadblocks I have encountered during my 28 years in education. The
ostensible topic of the discussion has been the teacher shortage. As I
reflected on this phenomenon, the first question I asked was “Why?”
This question led me to see the many factors in educational systems
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that can drive teachers away or fail to attract good people in the first
place.

Layer after layer began to fold back as I read extensively on the
shortage issue. Clearly, many of those frustrating obstacles that I
have run into are intimately related to the failure of education to
become a professional endeavor. I can imagine some readers asking
at this point why I am still working as an educator after the way I
have criticized the system so thoroughly. The reason is that I love it.
I love it because of the potential I see for something better and the
belief that the job can be done.

Each time a teacher thanked me for writing a thoughtful and use-
ful classroom observation report, I would get a glimpse of the vision.
When a student’s eyes lit up with understanding or when a student
came to say “thank you” 10 years after graduation, I was inspired to
keep on going. Working with teacher-interns, listening to their prob-
lems, helping them find solutions, and seeing their growth made me
feel that I was giving something back to the field. And I was not hes-
itant to suggest that some of these interns not become teachers. I
have also counseled out teachers whom I have hired, once I saw that
they did not have the skills necessary for success. More of them
might have made it if we had had some of the support systems I
have described.

Being a guest teacher in classrooms for the learning impaired
taught me how delightful and insightful these students are. I gained
an entirely new appreciation for them and the teachers who regu-
larly work in this environment. And the lessons of gentleness and
patience I took away from this experience I could apply to my work
with other, more gifted students. One size does not fit all; conse-
quently, schools need to be fluid, flexible institutions ready to adapt
to individual student learning styles and situations.

Tough Love

I suppose you could say that I have a “tough love” attitude toward
education. I have a dream of what it could be, but then those obsta-
cles surface. I love education, so I have to be tough about the main-
tenance of quality. Staff members who do not have the requisite
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skills, both professional and personal, have to go. People who don’t
care about kids and put them first should find another career in
which to apply their talents. Administrators who grasp at power and
control should not be in our schools. Board members who think in
terms of dollars only, or in terms of their own child as opposed to
what is best for the school as a whole, might better serve the com-
munity in other positions.

The last paragraph was easy to write. The tasks, however, are not
easy to do. As a teacher, sometimes I was impatient and undoubt-
edly hurt some of my students. As an administrator, I have felt
threatened by shared governance. I have seen my ideas blocked by
colleagues who did not want to change or who literally could not
understand the changes I proposed. I did not make a sufficient effort
to understand their points of view. I have sat by helplessly as teach-
ers’ associations protected the positions of teachers who should not
have been in the profession—good people who could have con-
tributed to society elsewhere, but not as teachers. At times, I have
failed to listen to others as well as I should have. I have been part of
decisions that hurt people.

What I am trying to say is that human beings have extraordinary
potential. Hundreds of people can collaborate to send a man to the
moon. We can, then, collaborate to bring excellent education to our
youth. We can see the world as bigger than ourselves. We can
develop education as a profession so that we are treated as profes-
sionals. We can be accountable without someone telling us every-
thing to do. Success will be the result of courage, risk, and will, as it
should be. After all, we are speaking of the preparation and care of
our children.

Some say that my teaching is nonsense.

Others call it lofty but impractical.

But to those who have looked inside themselves,

this nonsense makes perfect sense.

And to those who put it into practice,

this loftiness has roots that go deep. (Lao-tzu, 1988, p. 67)
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