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Executive Summary

As the school-aged population in the United
States grows and teachers from the baby-boom
generation begin to retire, school administrators
and policymakers anticipate an increasing short-
age of elementary and secondary school teachers.
Although some reports indicate that in the late
1990s relatively more college students have been
interested in teaching than were in the early 1980s
(Feistritzer 1999; Tabor 1999), increasing anec-
dotal evidence also suggests that schools and dis-
tricts are finding it difficult to locate teachers to
staff their classrooms (Colvin 1998; Mundy 1999;
Schultze and Zahn 1998a). In times of teacher
shortage, administrators may not feel that they can
wait to find well-qualified graduates.

First-time teachers are a large source of newly
hired teachers for both public and private schools,
accounting for 53 percent of new hires in public
schools and 42 percent in private schools in 1990—
91. In particular, one-third of new hires in public
schools and one-fifth of new hires in private
schools entered teaching straight out of college.
Another 20 percent of both public and private
school new hires were college graduates who had
been doing other work between graduating from
college and becoming teachers (Rollefson and
Broughman 1995). Thus, new graduates are an
important source of the teacher supply, and the
rate at which they become teachers is important to
those who staff U.S. classrooms.

Which new college graduates become teachers,
however? Persistent discrepancies between the
demographics of the teacher and student popula-

tions—with teachers considerably less likely than
students to be of racial/ethnic minority back-
grounds—concern some parents, educators, and
policymakers. Currently, there is limited empirical
evidence regarding the question of whether stu-
dent achievement would improve if teacher demo-
graphics more closely resembled student
demographics. However, some researchers have
identified teachers who have been particularly
effective with African-American children and
have found that they tend “ ... to contextualize
teaching, helping students build bridges linking
their everyday experiences to new knowledge”
(Darling-Hammond, Dilworth, and Bullmaster
1997). Anocther noted characteristic of these
teachersis their tendency to use teaching practices
that are consistent with African-American cultural
norms (Ladson-Billings 1994, cited in Darling-
Hammond, Dilworth, and Bullmaster 1997). Such
researchers argue that increasing the proportion of
teachers who have direct knowledge of minority
group cultural norms will enhance the achieve-
ment of minority children both through their
teaching and by informing nonminority teachers
practice.

In addition to the issue of teacher
race/ethnicity, policymakers and school adminis-
trators at all levels are concerned about the quality
of teachers’ subject matter knowledge and prepa-
ration in pedagogical techniques. Staffing class-
rooms with teachers who lack preparation in either
subject matter or pedagogy may impede progress
toward achieving national education goals for stu-
dent achievement (American Council on Educa-
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tion [ACE] 1999; Murray 1997; National Com-
mission on Teaching and Americas Future
[NCTAF] 1996, 1997). Researchers have found
that teachers' verbal aptitude test scores are asso-
ciated with their students verbal achievement
(Ehrenberg and Brewer 1995; Ferguson 1998 and
Ferguson and Ladd 1996, cited in ACE 1999), and
that teachers mathematics expertise is associated
with their students mathematics achievement
(Monk 1994; and Rowan et al. 1997, cited in ACE
1999).

However, research conducted in the 1980s and
1990s indicated that college graduates with higher
standardized test scores were less likely than
lower scoring graduates to teach, and that higher
scoring graduates who did teach were more likely
than their lower scoring counterparts to leave
teaching (Murnane, Singer, Willett, Kemple, and
Olson 1991; Schlecty and Vance 1983). Research
into this issue has continued, with somewhat
mixed results (Bruschi and Coley 1999; Gitomer,
Latham, and Ziomek 1999). This report describes
teachers preparation in terms of their under-
graduate grade-point averages overall and in their
major field of study, whether they completed
pedagogical training required for teacher certifi-
cation, and the degree to which they studied the
academic fields they teach as well as their college
entrance examination test scores.

This report is the second in a series of reports
that follows 199293 college graduates’ progress
through the teacher pipeline using data from the
Second Follow-up of the Baccalaureate and Be-
yond Longitudina Study (B&B:93/97). The first
report, entitled Out of the Lecture Hall and Into
the Classroom: 199293 College Graduates and
Elementary/Secondary School Teaching (NCES
96-899), focused on graduates’ forays into teach-
ing as of 1 year after college graduation.

Like Out of the Lecture Hall, this second report
focuses on the academic characteristics and prepa
ration for teaching of those who took various steps
toward teaching and is organized by a conceptual
“teacher pipeline” that represents a teacher’s ca-
reer. The pipeline includes preparatory activi-
ties—considering teaching, student teaching as an
undergraduate, becoming certified to teach, ap-
plying for teaching jobs—as well as teaching ex-
periences and plans for teaching in the future. The
report first examines the rate at which graduates
with varying demographic and academic charac-
teristics entered the teacher pipeline and continues
by describing the steps that pipeline entrants took
toward teaching and the experiences of those who
taught. The final section discusses both the rate at
which those who had taught since completing the
1992-93 degree had stopped teaching and all
pipeline members' expectations for teaching in the
future. Future reports will continue to follow this
cohort into and out of teaching, studying how
many graduates enter the pipeline after 1997, how
long those who teach remain in the profession,
and whether those who teach and leave return to
the classroom later in their working lives.

Entering the Teacher Pipeline

For some 1992-93 college graduates, the
1992-93 degree was a second bachelor’s degree.
Among such graduates were those who had pre-
pared to teach or taught without preparing prior to
receiving the 199293 degree. For the purposes of
this analysis, the 3 percent of graduates who had
taught before receiving the degree or had become
certified 1 year or more before receiving the de-
gree were excluded from the population of gradu-
ates under study. The remaining 97 percent of
199293 college graduates, who were €ligible to
enter the teacher pipeline, are referred to as
“graduates’ or “bachelor’s degree recipients.”
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Graduates were identified as having entered the
teacher pipeline when they reported that they had
taught in an elementary or secondary school, had
become certified to teach, had applied for a
teaching position, or were considering teaching at
the time of either the 1994 or the 1997 interview.
In 1994, 1 year after completing the 1992-93 de-
gree, one-quarter of 1992-93 bachelor's degree
recipients had entered the teacher pipeline (figure
A). By 1997, 4 years after completing the degree,
more than one-third (36 percent) had done so. The
proportion of graduates who had taught also in-

Figure A—Percentage distribution of pipeline-
eigible 199293 bachelor’s degree
recipients according to whether they
entered the teacher pipeline: 1994
and 1997

1994

1997

I Entered teacher pipeline
[] Did not enter teacher pipeline

SOURCE: U.S. Department of Education, National Center
for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data
Analysis System.

creased between 1994 and 1997: by 1994, 8 per-
cent of graduates had taught, and by 1997, 13 per-
cent had done so.

As has been true historically (Murnane et al.
1991), men were less inclined than women to en-
ter the pipeline. In addition, Asian/Pacific Islander
graduates were less inclined to do so than were
graduates of other racial/ethnic backgrounds.

Graduates who had majored in education were
highly likely to enter the pipeline, and the major-
ity had taught: 84 percent of education majors had
entered the pipeline, and 58 percent of education
majors had taught by 1997. About one-fifth to
nearly one-half of graduates who had mgjored in
other fields as undergraduates had entered the
pipeline.

Graduates whose college entrance examination
(CEE) scores fell in the top quartile anong 1992—
93 college graduates were less likely than those in
the bottom quartile to enter the teacher pipeline
(32 percent versus 41 percent). In particular,
whereas 3 percent of graduates in the top quartile
had prepared to teach but not taught, 6 percent of
graduates in the bottom quartile had done so.
Similarly, 6 percent of graduates in the top quar-
tile had prepared and taught, compared with 12
percent in the bottom quartile.! Graduates in the
top quartile were about twice as likely as those in
the bottom quartile to teach without having pre-
pared, however.

For the purposes of this report, graduates were defined as
having prepared to teach if their undergraduate transcripts
indicated they had completed a student teaching assignment
or if they reported having earned a teaching certificate at the
probationary level or higher. This definition does not include
majoring in education, nor does it indicate any relationship
between the graduate’s field of undergraduate or graduate
study and the fieldsin which she taught.
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In contrast to the relationships between CEE
scores and teaching in this cohort, the pipeline
entry rate was positively related to graduates
grade-point averages (GPAS), both cumulative and
in their undergraduate majors. Whereas 40 percent
of graduates with GPAs of 3.75 or higher, both
cumulative and in their majors, entered the pipe-
line, 32 percent of graduates with GPAs lower
than 2.75 did so. Furthermore, graduates with top
GPAs were more likely than graduates with GPAs
of less than 2.75 to have prepared to teach
(whether or not they had taught). This is at least
partly a function of differences in GPAs among
graduates who had majored in different fields.
Education majors, who were more inclined to pre-
pare to teach and actually teach, also had higher
undergraduate GPAS, both overall and in their
majors, than those who had majored in busi-
ness/management; mathematics, computer sci-
ence, or the natura sciences, and the social
sciences (Henke, Geis, Giambattista, and Knepper
1996b).

Working in Schools and Classrooms

By 1997, 1992-93 college graduates who first
taught within 4 years of receiving their bachelor’s
degree could have taught in several schools, and
they were asked about as many as six different
schools. Between receiving their bachelor's de-
grees and the 1997 interview, most (83 percent)
had worked only in public schools, far fewer (13
percent) in private schools, and a small percentage
(4 percent) in both public and private schools.
Graduates with CEE scores in the top quartile
were more likely than those with scores in the
bottom quartile to teach only in private schools
(26 percent versus 10 percent).

Previous research indicates that graduates with
higher CEE scores were more likely to have taught

only at the secondary level (Gitomer, Latham, and
Ziomek 1999), and B&B:93/97 data are consistent
with those findings. Graduates in the top quartile
of scores were more likely than their peers in the
bottom quartile to have taught only at the secon-
dary level and less likely to have taught only at the
elementary level (figure B). However, grades in
college, both overall and within graduates major
fields of study, were not associated with the level
at which graduates taught.

Figure B—Per centage of 199293 bachelor’s
degreerecipients who had taught only
at the elementary or secondary levels
since graduation, by college entrance
examination (CEE) score quartile*: 1997

44
28 29
& 1
Elementary only Secondary only
I Bottom Middle [] Top
quartile half quartile

*Includes SAT quartile among B& B:93 graduates for those
who had SAT scores. If no SAT score was available, the ACT
quartile among B& B:93 graduates was used.

SOURCE: U.S. Department of Education, National Center
for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data
Analysis System.

Some policy analysts (NCTAF 1996, 1997)
have noted that new teachers are more likely than
experienced teachers to teach in schools that serve
disadvantaged students, and the B&B:93/97 data

Vi
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are somewhat consistent with this clam. As of
199394, one-fifth of the nation’ s teachers worked
in high-minority enrollment schools—that is,
schools where at least one-half of the enrolled
students were of minority backgrounds (Henke,
Choy, Chen, Geis, Alt, and Broughman 1997). In
contrast, the B&B:93/97 data indicate that be-
tween 1992 and 1997, about one-third of new
teachers worked in high-minority enrollment
schools during their most recent semester of
teaching. However, although 40 percent of schools
serve large concentrations of children who receive
free or reduced-price lunch, the B&B:93/97 data
indicate that 26 percent of 1992-93 graduates
taught in schools where at least one-half of the
students do so.

Graduates in the top quartile of the CEE score
distribution were about one-third as likely as
graduates in the bottom quartile to teach mainly
general elementary classes. On the other hand,
compared with those in the bottom quartile, top-
quartile graduates were nearly twice as likely to
teach science or mathematics, and about four
times as likely to teach English.

Among 1992-93 bachelor’s degree recipients
who were teaching full time in their most recent
spring semester of teaching, those who taught
general elementary classes were responsible for an
average of 33 children. About 12 percent of these
new full-time general elementary teachers be-
lieved their workloads were more difficult than
those of other teachers in their schools. Full-time
general elementary teachers who had left teaching
by April 1997 were not, on average, responsible
for more students in their most recent semester of
teaching than those who were still teaching.
Moreover, as compared with their colleagues who
were still teaching in April 1997, those who left
were no more likely to report that their workloads

were more difficult than those of other teachersin
their schools.

Among 1992-93 bachelor’s degree recipients,
those who taught single subjects full time in their
most recent semester of teaching taught an aver-
age of six periods per day in atotal of two subject
areas. Those who worked in secondary schools
were responsible for an average of 116 students,
whereas those who taught in elementary schools
were responsible for an average of 91 students.
Those who left teaching were responsible for no
more students than those who remained in the
classroom.

In general, single-subject teachers (for exam-
ple, secondary English, mathematics, or music
teachers) were more likely than general elemen-
tary teachers to report that their workloads were
more difficult than those of other teachers in their
school. However, single-subject teachers who left
teaching were no more likely than single-subject
teachers who were still teaching in April 1997 to
report that they had more difficult workloads.

Graduates who taught earned among the lowest
annual salaries of their college cohort.2 Average
annual salaries ranged from about $25,500 for
teachers, clerical workers, and service workers to
about $41,000 for lawyers and licensed medical
professionals (figure C). Graduatesin all job cate-
gories but clerical staff, personal and service
workers, and social work areas had higher average
annual salaries than did those who worked as K—
12 teachers.

2Sglaries are reported on an annual basis and do not account
for the number of weeks or months worked in a year. Teach-
ers often work on 9- or 10-month contracts, and therefore
their annual salaries may be lower due to fewer weeks worked
aswell aslower rates of pay.

vii



Executive Summary

April 1997, by occupation

Figure C—Average annual salary* of 1992-93 bachelor’s degreerecipients who were employed full timein

Total

Lawyers, licensed medical professionals
Scientists, engineers

Sales, financial service workers

Managers

Skilled workers, including military

Writers, performers

Laborers

Legal support, nonlicensed medical workers
Socia workers, ministers, instructors
Educators - K-12 Teachers

Personal, food, health, and recrestion service workers

Clerica staff

$34,000
$41,000
$39,000
$38,000
$35,500
$35,000
$32,000
$31,500
$30,500
$26,000
$25,500
$25,500

$25,500

L2

Y, o, 5, Y, S, O, O, ey,

Second Follow-up (B&B:93/97), Data Analysis System.

*Salary data do not take into account number of weeks or months worked per year.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond Longitudinal Study,

Nearly three-quarters of teachers among 1992—
93 bachelor’s degree recipients would choose to
teach if they could go back to their college days
and start over again. Undergraduate academic
achievement was somewhat associated with
graduates’ willingness to teach again. Whereas
about three-quarters of teachers who had scored in
the bottom three quartiles of the CEE score distri-
bution would choose teaching again, about two-
fifths of their colleagues in the top quartile would
do so. However, graduates GPAs, both overall

and in their majors, were not associated with their
willingness to teach again.

The degree to which teachers had received
training in pedagogy was associated with their
willingness to teach again. For example, whereas
45 percent of those who had no record of com-
pleting a student-teaching assignment and were
not certified reported that they would choose
teaching again, 80 percent of those certified to
teach reported that they would teach again.

viii
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L eaving or Stopping Out

One in five 1992-93 bachelor’s degree recipi-
ents who started teaching after college had left
teaching as of April 1997.3 Future analyses will
determine whether these teachers were stopping
out and will return to the classroom later in their
working lives. Neither gender nor race/ethnicity
was associated with whether new teachers had | eft
teaching without returning. However, graduates
with CEE scores in the top quartile were twice as
likely as those with scores in the bottom quartile
to have left without returning (32 percent versus
16 percent) (figure D).

In general, in contrast to new teachers who had
less training in pedagogy, those with more training
were less likely to have left by April 1997. For
example, 15 percent of those who had student
taught had left as of April 1997, compared with 29
percent of those who had not student taught.
Similarly, whereas 14 percent of certified teachers
had left as of April 1997, 49 percent of those
without certification had done so.

Plans Regarding Teaching in the
Future

In 1997, al graduates were asked whether they
planned to be working full time in 3 years and if
so, what they expected to be doing. Graduates
were also asked what work they expected they

3In this analysis, “leaving” meant not teaching for more than
3 months. This section of the report discusses leaving teach-
ing without returning, defined as leaving no later than January
1997 and not returning by April 1997. This definition was
developed to exclude from “leavers’ two categories of teach-
ers: 1) those who left at some point but returned to the class-
room by April 1997, and 2) those who left within 3 months of
the beginning of the 1997 data collection and whose potential
return within the allotted 3 months would not have been
measured.

Figure D—Of 1992-93 bachelor’s degree recipients
who first taught after receiving the
bachelor’s degree, per centage distribution
accor ding to teaching statusin April 1997,
by college entrance examination (CEE)
score quartile

Bottom quartile

Middle half

Top quartile

B Leftteaching [ Still teaching

SOURCE: U.S. Department of Education, National Center
for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data
Analysis System.

would do in the longer term. Overall, about 8 per-
cent of graduates expected to be teaching full time
in 3 years, and 7 percent expected to be teaching
in the longer term. Gender and race/ethnicity were
related to graduates plans for teaching in the fu-
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ture. Whereas 10 percent of women expected to
teach full time in 3 years and to teach in the longer
term, about 4 percent of men did so. Asian/Pacific
Islander graduates were less likely than Hispanic
and white, non-Hispanic graduates to expect to
teach full time in 3 years or in the longer term. In
addition, black, non-Hispanic graduates were
about one-half as likely as white, non-Hispanic
graduates to expect to teach in the longer term.

As with their entrance into teaching, graduates
with higher CEE scores were less likely than
graduates with lower scores to expect to teach in
the future. For example, whereas 4 percent of top-
quartile graduates expected to teach full timein 3
years, 10 percent of those in the bottom quartile
did so. Graduates with the lowest GPAs (less than
2.74) were less likely than graduates with GPAs of
2.75 or higher to expect to teach in the future.

Preparation to teach was associated with dif-
ferencesin graduates’ expectations for teaching in
the future. Fifty-six percent of certified teachers
expected to be teaching full time in 3 years, and
44 percent expected to be teaching in the longer
term.

Summary

Although 13 percent of 1992-93 college
graduates had taught by 1997, 8 percent expected
to teach full time in 3 years and 7 percent ex-
pected to teach in the longer term. Thus, it appears
that many graduates who teach soon after college
do not expect to spend much time teaching, let
alone make it a career. Whether thisis also truein
other white-collar professions has not yet been
studied empirically, however, and remains an im-
portant question for future research. If indeed new
college graduates often change careers regardless
of the occupations in which they begin their post-

baccalaureate working lives, educators and poli-
cymakers who want to improve teacher retention
rates may need to address undergraduate career
development more generally in addition to teach-
ers professional preparation, working conditions,
and support.

White, non-Hispanic graduates continue to be
more inclined than minority graduates to teach.
Asian/Pacific Islander graduates were generally
less inclined than graduates of other racia/ethnic
backgrounds to teach. Black, non-Hispanic gradu-
ates were less inclined than Hispanic or white,
non-Hispanic graduates to expect to teach in the
longer term. Thus, this cohort’s plans for the fu-
ture do not suggest that the proportion of minority
teachers will more closely resemble the proportion
of minority studentsin the future.

Graduates commitment to teach, whether
measured in terms of pedagogical training and
certification or expectations for teaching in the
future, was associated with their CEE scores and
with their undergraduate GPAS, although in oppo-
site directions. Graduates with higher scores were
less inclined to teach, while graduates with higher
GPAs were more inclined to teach. As has tradi-
tionally been true, however, men were less in-
clined than women to teach, and although men
were more likely than women to score in the top
quartile of college entrance examination scores,
they were less likely to have cumulative GPAS of
3.5 or higher (McCormick, Horn, and Knepper
1996). Therefore, gender differences in teaching
may at least partly explain the divergent CEE and
GPA findings.

Consistent with such an hypothesis, secondary-
level teachers, who are more likely than elemen-
tary-level teachers to be men, were aso more
likely than elementary-level teachers to have
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scored in the top quartile of the CEE score distri-
bution, and were as likely as al graduates to have
scored in the top quartile. Secondary teachers
were less likely than elementary teachers to have
top GPASs, overall and in their majors.

Thus, patterns in teaching behavior among
1992-93 college graduates have continued from
their first year out of college through their fourth.
Whether these patterns will continue as states and
localities both meet the needs of a growing
school-aged population and attempt to improve the
quality of their teaching forces are questions for
future research as the B&B:93 study continues
into the next century.

Xi



Foreword

The 1993 Baccalaureate and Beyond Longitudina Study (B&B:93) follows men and
women who completed a bachelor’s degree in the 1992-93 academic year. Students who gradu-
ated that year were first sampled as part of the 1992-93 National Postsecondary Student Aid
Study (NPSAS:93) and were interviewed a second time in 1994, 1 year after completing the
bachelor's degree. This first follow-up interview (B&B:93/94) was designed to provide data
comparable to the cross-sectional Survey of Recent College Graduates (RCG) conducted from
the 1970s to the early 1990s. In 1997, NCES conducted a second follow-up interview
(B&B:93/97) to collect additional data their on their postbaccalaureate education, work, civic
participation, family formation, and other topics.

This report is the second in a series of reports that examines entry into elementary and sec-
ondary school teaching among this cohort of college graduates. The first, Out of the Lecture Hall
and into the Classroom, presented data on the proportion of college graduates who had taught,
prepared to teach, or were considering teaching 1 year after completing the bachelor’'s degree.
This report continues that analysis, examining the proportion of graduates who had taken various
steps toward teaching and comparing these graduates with those who were not considering
teaching in 1997. It looks ahead to future B&B:93 follow-up interviews by presenting data on
graduates expectations for teaching in the future.
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Rising school enrollments, impending teacher retirements, an increasing number of minor-
ity children, and a focus on teacher quality among education reformers have brought the need for
qualified teachers to the attention of the general public as well as education policymakers and
administrators. In the mid-1980s, education scholars warned that shortages of elementary and
secondary school teachers were imminent as baby-boomer teachers would begin retiring in large
numbers at the same time that school enrollments would begin to rise (Darling-Hammond 1984).
Although there was little evidence of teacher shortages in the late 1980s or early 1990s (Henke,
Choy, Geis, and Broughman 1996a), at the end of the 20th century, elementary enrollments are
growing, larger proportions of teachers are retiring, and some school districts are experiencing
difficulty finding qualified teachers (Colvin 1998; Mundy 1999; Schultze and Zahn 1998a).
Moreover, enrollments are expected to continue to rise through 2009 (Gerald and Hussar 1999),
and minority children are expected to become a larger proportion of the school-aged population
in the future (Riley 1998).

First-time teachers are a large source of newly hired teachers for both public and private
schools, accounting for 53 percent of new hires in public schools and 42 percent in private
schools in 1990-91. In particular, one-third of new hires in public schools and one-fifth of new
hires in private schools entered teaching straight out of college. Another 20 percent of both pub-
lic and private school new hires were college graduates who had been doing other work between
graduating from college and becoming teachers (Rollefson and Broughman 1995). Thus, new
graduates are an important source of the teacher supply, and the rate at which they become teach-
ersisimportant to those who staff U.S. classrooms.

Which new college graduates become teachers, however? Although minority representation
among students in schools, colleges, and departments of education has increased in the last dec-
ade (American Association of Colleges of Teacher Education [AACTE 1999]), teachers continue
to be considerably less likely than students to be of racial/ethnic minority backgrounds. Cur-
rently, there is limited empirical evidence to indicate that student achievement would improve if
teacher demographics more closely resembled student demographics. However, some researchers
have identified teachers who are particularly effective with African-American children, and
found that they tend “ ... to contextualize teaching, helping students build bridges linking their
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everyday experiences to new knowledge’ (Darling-Hammond, Dilworth, and Bullmaster 1997).
Another noted characteristic of these teachers is their tendency to use teaching practices that are
consistent with African-American cultural norms (Ladson-Billings 1994, cited in Darling-
Hammond, Dilworth, and Bullmaster 1997). Researchers and policymakers argue that increasing
the proportion of teachers who have direct knowledge of minority group cultural norms will en-
hance the achievement of minority children both through their teaching or by informing nonmi-
nority teachers' practice (Darling-Hammond, Dilworth, and Bullmaster 1997; Riley 1998).

In addition, these shortages are occurring at a time when teacher preparation and qualifica-
tions have reached the forefront of education reform agendas. Education researchers and policy-
makers have drawn attention to the academic skills of those who prepare to become teachers and
who remain in the profession, the training they receive in both pedagogy and their academic
fields, hiring policies and practices, and teacher retention. In the 1980s and 1990s, research indi-
cated that the most academically talented college graduates were less likely than lower achieving
graduates to teach, and that higher achieving graduates who did teach were more likely than their
lower achieving counterparts to leave teaching (Schlecty and Vance 1983; Murnane, Singer,
Willett, Kemple, and Olsen 1991). Research into this issue has continued, with somewhat mixed
results (Bruschi and Coley 1999; Gitomer, Latham, and Ziomek 1999).

Teacher professional development and preservice teacher training are viewed as inadequate
by many scholars and policymakers, and initiatives to improve both abound (American Council
on Education [ACE] 1999; National Commission on Teaching and America s Future [NCTAF]
1996, 1997; National Council for Accreditation of Teacher Education [NCATE] 1998, 1999; Re-
nyi 1996). The Interstate New Teacher Assessment and Support Consortium (INTASC) has be-
gun developing standards for new teachers' performance in core academic subjects (INTASC no
date). Similarly, teachers who specialize in teaching particular subjects have developed or are
developing standards for the teaching of their subjects (e.g., National Council of Teachers of
Mathematics 1991). The National Board for Professional Teaching Standards (NBPTS) has es-
tablished 15 sets of standards for teachers of various subject areas and grade levels and has de-
veloped criteria for assessing whether teachers meet those standards. The President’s 1997 State
of the Union address included a call to ensure that every classroom was taught by a talented and
dedicated teacher and proposed that the federal government provide funds for 100,000 teachers to
earn NBPTS certification in the coming decade.

In former periods of teacher shortage, some districts have resorted to hiring less qualified
teachers in order to staff their classrooms, and some education researchers and policymakers
have warned against doing so in the face of current and anticipated shortages (NCTAF 1996,
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1997). For example, schools and school districts, sometimes in partnerships with universities or
nonprofit groups, have piloted a number of projects designed to increase the size, racia/ethnic
diversity, and academic achievement of the pool of prospective teachers (Darling-Hammond,
Dilworth, and Bullmaster 1997). High schools and colleges have implemented programs to pro-
vide students who are interested in teaching with experiences that help them determine whether
to pursue teaching as a career (Coles 1998; U.S. Department of Education 1998). In addition,
school districts increasingly offer internships as pathways into teaching for prospective teachers
who did not train to teach as college students and who cannot afford to stop working to earn a
teaching certificate in a traditional teacher training program (Schultze and Zahn 1998b; U.S. De-
partment of Education 1998).

Recruiting highly skilled college graduates as teachers is one means of coping with short-
ages, and enhancing the quality of the teacher work force through retaining highly qualified
teachers is another. Teaching has long been recognized as a profession that “cannibaliz[es] its
young” by requiring that novice teachers fulfill the same responsibilities as highly experienced
teachers without extra support (Archer 1999). In response, some states and districts are designing
support programs for new teachers to help them meet the stresses of their jobs more successfully
and thereby reduce attrition (Archer 1999; Fideler and Haselkorn 1999).

Given projections of teacher shortages, ambitions for education reform, and the implemen-
tation of programs designed to meet these challenges, education researchers, policymakers, and
administrators need current and accurate information regarding college graduates’ interest in and
pursuit of teaching careers. Crucia issues to be examined include the proportion of college
graduates who consider teaching or become teachers at various points in their postbaccalaureate
careers, the undergraduate and graduate education of teachers compared with the experiences of
their classmates who are considering teaching and those who are not, and college graduates ex-
periences as beginning teachers.

Beyond teachers' paths into teaching and early experiences as teachers, it is important to
examine how long they remain in the classroom and the career paths of those who leave it. Rele-
vant questions include, for example: How many teachers leave the classroom for careers outside
education or other careers in education? Of those who leave the classroom, how many plan to
return later?

The 1993 Baccalaureate and Beyond Longitudinal Study (B& B:93) has provided, and will
continue to provide, valuable information regarding these questions about new teachers from the
class of 1992-93 and their careers. A previous report, Out of the Lecture Hall and Into the Class-
room: 1992-93 College Graduates and Elementary/Secondary School Teaching (Henke et al.
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1996b), presented data regarding the 1992-93 graduates who, as of 1994, had begun teaching or
indicated that they were considering teaching in the future. Continuing that analysis, this report
follows that cohort using data collected in 1997. Asin Out of the Lecture Hall, the analysis fo-
cuses on graduates academic characteristics and the relationships between those characteristics
and movement into and out of teaching. It also discusses their experiences as teachers and the
relationships between those experiences and whether they were teaching in April 1997.

Analytic Framework: The Teacher Pipeline

Although teacher preparation and certification have received considerable scrutiny in recent
years, teaching remains a profession that is relatively easy to enter. Teaching in private schoolsis
not regulated by state or local governments; in these schools, teachers are hired at the discretion
of the principal or governing board. In public schools, states set standards for teacher certifica-
tion. However, public school districts, particularly in large urban areas, often hire college gradu-
ates with little or no teacher training who have emergency or temporary teaching certificates in
order to staff their classrooms.

Nevertheless, although getting a teaching job can be easy when teachers are in high de-
mand, in some states and local education agencies (LEAS) becoming a certified teacher in a pub-
lic school can be complicated. In some states, no formal education beyond an undergraduate
degree in education is necessary to meet state requirements for full certification. In others, gradu-
ate-level education, such as an additional year of study beyond the bachelor’s degree or a mas-
ter's degree, is required for full certification. Some states confer permanent certificates to those
who complete a preparation program certified by the state, and others require a probationary pe-
riod of 1 or more years before conferring a permanent certificate. Some states require candidates
to pass competency examinations, while others do not. Most, if not all, states offer aternatives
for those who decide to become teachers after completing an undergraduate degree without un-
dertaking any teacher preparation while pursuing that degree, although the nature of those alter-
native programs varies widely (AACTE 1996; Feistritzer and Chester 1995). In addition, local
bureaucracies, particularly in large urban school districts, can add layers of red tape that make it
difficult for even a certified teacher to be hired for a full-time regular teaching position (NCTAF
1996).

In order to synthesize some of the various paths toward teaching, this analysis, like that
conducted for Out of the Lecture Hall, is based on a conceptua “teacher pipeling’ in which col-
lege graduates are classified according to the steps they had taken toward teaching. The minimum
step is reporting that they were considering teaching in the 1994 or 1997 interviews. Subsequent




Introduction

steps in the pipeline are filled by graduates who have completed a student-teaching assignment,
received a teaching certificate at the probationary level or higher (that is, not an emergency or
temporary certificate), applied for at least one teaching job, or taught in any of grades K—12.

Once they have begun teaching, teachers move among schools, grade levels, and subject ar-
eas as their needs or the staffing needs of their schools require. Teachers often leave the class-
room for a time (for example, to rear their own children) and return to teaching later. Others
leave the profession to pursue other careers.

This series of reports, which began with Out of the Lecture Hall and will continue with fu-
ture follow-up studies, examines the progress of this cohort of college graduates through the
teacher pipeline at various points in their postbaccal aureate careers. The current report focuses on
the following research questions related to 1992-93 graduates and their progress through the
teacher pipeline as of 1997:

Entrance into teaching

* What kinds of graduates entered the teacher pipeline within 4 years of receiving their
bachelor’ s degrees? Who among them taught?

» Among graduates who had prepared to teach, who did not apply to teach or accept a
teaching job when they had been offered one?

*  Among those who prepared to teach but had not applied, why did they not apply?

Teaching experiences

»  Among those who taught, when did they begin teaching relative to completing the
1992-93 degree?

* Inwhat kinds of schools did they teach? At what grade levels?

* How long had they taught?

» How did teaching experiences vary among graduates with different undergraduate
academic characteristics and levels of teacher preparation?

Sopping teaching

* How many, and which, graduates had stopped teaching by April 1997?
» How long did they teach before leaving?
* Why did they stop?
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Teaching in the future
* What are graduates plans for teaching in the short- and long-term future?

* What are graduates plans for moving into nonteaching jobs in education?

Thetext is organized according to these research questions. It is followed by a compendium
of tables with additional data and a technical appendix that describes the data and the methodol-
ogy in more detail.

Data Source

The 1993 Baccalaureate and Beyond Longitudinal Study (B& B:93) was designed to exam-
ine the postbaccal aureate experiences of 1992-93 bachelor’s degree recipients. Following a sam-
ple of approximately 11,200 men and women who received bachelor's degrees between July
1992 and June 1993, the available data on this cohort include interviews conducted as part of the
1993 National Postsecondary Student Aid Study (NPSAS:93) when the students were seniorsin
college, the Baccalaureate and Beyond First Follow-up conducted in 1994 (B&B:93/94), and the
Second Follow-up in 1997 (B&B:93/97).1 Transcript data from the NPSAS institution are also
available for most of the cohort. Therefore, the data allow researchers to study the connections
between college graduates’ careers as undergraduates and their postbaccal aureate experiences as
students and employees.

With respect to studying teachers, the B& B:93 data allow researchers to examine teachers
entry into and exit from teaching over time and to compare their careers with those of their non-
teaching contemporaries. First, the longitudinal design of B&B:93 permits study of when teach-
ers leave during the course of their careers and of their undergraduate and work experiences
before leaving. Second, whereas other national data sets, such as the Schools and Staffing Survey
(SASS) and Teacher Follow-up Survey (TFS), allow detailed analyses of teachers work lives,
B&B:93 alows comparisons of teachers work experiences, e.g., salaries, with those of similar
college graduates in other occupations.

This report relies on data from both the 1994 and 1997 follow-up interviews, and therefore
includes data only from sample members who participated in both interviews. First and second
follow-up interviews began in April of their respective years and continued until November 1994
and December 1997, respectively. For purposes of this analysis, graduates’ status in the teacher
pipeline was determined as of April 1997 in order to give all respondents an equal chance of be-

IFor further details on these data sources, see the following methodology reports: Green et al. 1996; Green, Myers, Veldman, and
Pedlow 1999; Malizio 1995.
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ing classified as teachers and to compute graduates years of teaching experience on an equal
footing. Graduates whose interviews were conducted after April 1997 and who reported that they
had first taught after April 1997 were not identified as teachers for the purposes of this analysis.
They will be so identified when data from the next follow-up study are analyzed.
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Entering the Teacher Pipeline

The population chosen for this analysis is potential new entrants into the teacher pipeline
among 1992-93 college graduates—that is, those who had neither taught at the elementary or
secondary level nor prepared to do so before receiving the 1992-93 degree. Three percent of the
cohort had taught at the elementary or secondary level before completing the 1992—-93 degree or
had been certified to teach any of grades K—12 for at least 1 year before receiving this degree
(figure 1).2 These graduates were excluded from the remainder of the analyses presented in this
report, which focuses on the 97 percent of 1992—-93 bachelor’s degree recipients who were eligi-
ble to enter the teacher pipeline. This population is referred to as “graduates’ or “bachelor’s de-
gree recipients’ throughout the report.

One year after receiving their bachelor’s degrees, in 1994, 26 percent of 1992-93 graduates
had entered the teacher pipeline by having taught, becoming certified to teach, completing a stu-
dent-teaching assignment as an undergraduate, or reporting that they were considering teaching at
the time of the 1994 interview. Three years later, in 1997, 36 percent of graduates had entered the
teacher pipeline. Of the 1,073,000 graduates who were €eligible to enter the teacher pipeline,
390,000 had entered by 1997.3

The distribution of graduates among various steps within the pipeline, however, changed
little between 1994 and 1997. In 1997, relatively more (35 percent) pipeline entrants had taught,
relatively fewer (12 percent) had prepared but not yet taught, and the same proportion (53 per-
cent) were considering teaching.# Based on these percentages, 136,000 graduates had taught by
1997, 48,000 had prepared to teach but not yet taught, and another 206,000 were considering
teaching.>

2College graduates from some groups were more likely than others to be excluded from the sample used in this analysis because
they had aready taught or been trained to teach. In particular, female graduates were more likely than male graduates, graduates
whose baccalaureate degree major was in education were more likely than those mgjoring in other fields, and graduates who were
25 years old or older when they received the degree were more likely than younger graduates to have taught or been trained to
teach before receiving the 1992-93 degree.

3Not shown in figure. These estimates can be obtained from the 1993 Baccalaureate and Beyond Longitudina Study, Second
Follow-up (B&B:93/97), Data Analysis System.

4For the purposes of this report, graduates are defined as having prepared to teach if their undergraduate transcripts indicated that
they had completed a student teaching assignment or if they reported having earned a teaching certificate at the probationary
level or higher. This definition does not include majoring in education, nor does it indicate any relationship between the gradu-
ate' sfield of undergraduate or graduate study and the fields in which they taught.

SSee note 3 above.
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Figure 1—Per centage distributions of 1992-93 bachelor’s degr ee recipients accor ding to whether they were
pipeline eligible, whether they werein theteacher pipeline, and their statusin theteacher pipeline:
1994 and 1997

97

| All 1992-93 bachelor’s degree recipients |

. Pipeline-eligible |:| Not pipeline-eligible

I Pipeline-eligible 1992-93 bachelor’s degree recipients S
1994

. In teacher pipeline Not in teacher pipeline |:| Not pipeline-eligible
as of 1994 as of 1994

L 1992-93 pipeline -

entrants
. Taught % Prepared Only Not in teacher |:| Not pipeline-
only considering pipeline as of eligible
teaching 19

1997

. In teacher pipeline Not in teacher pipeline |:| Not pipeline-eligible
as of 1997 as of 1997

L 1992-93 pipeline 1

entrants
. Taught % Prepared Only Not in teacher |:| Not pipeline-
only considering pipeline as of eligible
teaching 1997

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.

10



Entering the Teacher Pipeline

Pipeline Statusin 1997

In addition to the issue of whether we will have enough teachers as the demand for them
increases over the next decade, questions of who becomes a teacher are also important. Although
whites have made up about 90 percent of the teaching force for nearly 30 years, the proportion of
children who are of minority backgrounds has increased and is projected to continue increasing
(Riley 1998; U.S. Department of Education, National Center for Education Statistics 1998). Such
persistent discrepancies between the demographics of the teacher and student populations—with
teachers being considerably less likely than students to be of racia/ethnic minority back-
grounds—concern some parents, educators, and policymakers.

To address these concerns, as well as those raised earlier regarding the academic qualifica-
tions of the teacher work force, this section discusses pipeline entry and location in the pipeline
among graduates with different racial/ethnic backgrounds and various undergraduate academic
characteristics. Although it is not perceived as an urgent policy issue, the dominance of women
in teaching has also persisted over time, and therefore the relationship of gender to teaching is
also discussed.

Demographic Characteristics

Consistent with the historical trend that women are more likely than men to teach in ele-
mentary and secondary schools (Murnane et al. 1991), female college graduates were more likely
than their male counterparts to enter the teacher pipeline. Within 4 years of college graduation,
43 percent of female graduates had entered the teacher pipeline, compared with 29 percent of
male graduates (table 1). Furthermore, female graduates were more likely than male graduates to
have prepared to teach without teaching (6 percent versus 3 percent) and to have prepared and
taught (14 percent versus 5 percent).

In terms of race/ethnicity, only one consistent difference was observed: Asian/Pacific Is-
lander graduates were less inclined toward teaching than those from other racial/ethnic groups. In
1997, 18 percent of Asian/Pacific Islander graduates had entered the pipeline, compared with 45
percent of black, non-Hispanic; 42 percent of Hispanic; 36 percent of white, non-Hispanic; and
48 percent of American Indian/Alaska Native graduates. Asian/Pacific Islander graduates were
less likely than white and black, non-Hispanic; Hispanic; and American Indian/Alaska Native
graduates to have considered teaching. Furthermore, Asian/Pacific Islander graduates were less
likely than Hispanic and white and black, non-Hispanic graduates to have prepared and taught.
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Table 1—Per centage of 1992-93 bachelor’s degr ee recipients who enter ed the teacher pipelineand
per centage who took various steps toward teaching, by selected characteristics: 1997

1997 pipeline status

Considered Taught
Entered teaching or but had not  Prepared but Prepared and
pipeline  appliedtoteach prepared had not taught had taught

Total 36.3 19.2 25 4.5 10.1
Gender
Male 29.1 18.3 2.2 3.3 5.3
Female 42.6 19.9 2.8 5.6 14.3
Race/ethnicity
Black, non-Hispanic 447 32.1 32 1.2 8.1
Hispanic 41.6 22.8 4.3 2.6 11.8
White, non-Hispanic 36.3 18.4 2.4 49 10.7
Other, non-Hispanic 23.0 14.6 17 35 3.2
American Indian/Alaska Native 48.0 35.9 13 2.6 8.3
Asian/Pecific Ilander 17.7 10.1 15 4.0 21
Other 43.0 315 4.0 0 7.6
College entrance exam (CEE) scores
Available 36.2 18.7 2.6 4.6 10.3
Bottom quartile 41.0 20.8 2.3 5.7 12.2
Middle half 35.8 17.5 2.2 4.7 115
Top quartile 323 19.3 3.8 3.2 6.0
Unavailable 36.8 21.0 2.2 4.2 9.4
Baccalaureate degree major
Business/management 214 174 1.0 1.7 13
Education 84.2 9.2 2.3 17.1 55.7
Humanities 46.4 26.9 5.2 39 10.4
Math/computer/natural sciences 30.9 20.2 3.0 2.1 5.6
Social sciences 35.5 23.7 3.3 3.8 4.8
Other 27.1 19.3 2.3 3.8 18
Cumulative undergraduate GPA
Lessthan 2.75 31.8 211 25 3.0 52
2.75-3.24 36.4 17.6 2.3 5.0 115
3.25-3.74 38.7 19.1 2.8 4.9 11.9
3.75 or higher 39.5 17.9 2.2 55 139
Undergraduate GPA in major
Lessthan 2.75 324 235 21 2.0 4.7
2.75-3.24 334 18.6 2.2 39 8.8
3.25-3.74 38.6 19.1 29 51 115
3.75 or higher 40.0 18.2 2.6 5.6 13.6

NOTE: Includes only those eligible to enter the teacher pipeline. Details may not sum to totals due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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With the exception of Asian/Pacific Islander graduates, however, graduates from other ra
cial/ethnic groups entered the pipeline and taught, with or without preparation, at similar rates.

Academic Characteristics

Many believe that both teachers academic knowledge and their pedagogica skills affect
the quality of their work with students (NCTAF 1996, 1997). With respect to academic achieve-
ment, this section presents data regarding pipeline entry by the fields in which graduates majored
for their undergraduate degrees, their college entrance examination (CEE) scores, and their un-
dergraduate grade-point averages (GPAS) in their magjors and overall.

Although CEE scores do not take into account what graduates learned as undergraduates,
this report uses them as measures of academic achievement for two reasons. First, they offer the
only standardized measures that are available for most graduates. Undergraduate grades are not
standardized across institutions or across majors within institutions, and thus are of limited utility
in comparing academic achievement among groups of graduates. Graduate school entrance ex-
amination scores are standardized and take into account undergraduate achievement, but are not
available for many graduates. three-fifths of 1992-93 graduates had not taken a graduate school
entrance examination by 1997 (McCormick, Nufiez, Shan, Choy, and Knepper 1999). Second,
CEE scores have been used in previous studies on the academic achievement of those who be-
come teachers (e.g., Gitomer, Latham, and Ziomek 1999; Schlecty and Vance 1983).

This report presents analyses of two variables related to graduates CEE scores. “CEE
quartile” indicates the quartile of each graduate’ s score within the distribution of B& B:93 sample
graduates who had scores. CEE quartiles were constructed from SAT scores where available, and
if no SAT score was available, the ACT quartile was used. Although SAT scores were not avail-
able for all graduates, the report presents the average ETS-reported SAT scores, as recentered in
1995, for those for whom they are available. These scores allow comparisons with other studies
that have analyzed teachers average SAT scores. The glossary (appendix A) provides further
details on these variables.

Undergraduate Major

Many teachers, particularly elementary school teachers, major in education as undergradu-
ates in order to prepare for a teaching career (Henke, Choy, Chen, Geis, Alt, and Broughman
1997). However, those who do major in education may be preparing for such other pursuits as
graduate study in education, teaching at the postsecondary or preschool levels, or
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elementary/secondary school counseling or administration. Majoring in education was not in-
cluded among the criteriafor entering the pipeline or teacher preparation precisely because it may
not lead to a K—12 teaching career.

Nevertheless, college graduates who had majored in education were far more likely than
graduates in other fields to enter the teacher pipeline. By 1997, 84 percent of education majors
had entered the pipeline, compared with 21 to 46 percent of graduates in other fields. Humanities
majors were next most likely to enter the pipeline: nearly one-half (46 percent) of humanities
majors entered the pipeline, compared with 36 percent or less of graduates in other majors.

Magjoring in education as undergraduates did not guarantee that graduates would teach in
the first 4 years after completing their studies, however. Although many education majors (58
percent) had taught, a substantial proportion (42 percent) had not.

CEE Scores

Previous research has generally indicated that those who become teachers are less likely
than other college graduates to have top scores on achievement tests, although recent studies pre-
sent a mixed picture. Analyses of data from the 1992 National Adult Literacy Survey (NALYS)
indicate that teachers were as skilled as other professionals in prose literacy, document literacy,
and quantitative literacy (Bruschi and Coley 1999). In addition, compared with all college-bound
high school seniors, students who passed the Praxis | exam, which is used as an entrance exami-
nation by some schools of education, had higher verbal CEE scores and comparable CEE scores
in mathematics (Gitomer, Latham, and Ziomek 1999). However, those who passed the Praxis 11
examination, which is part of the certification process in many states and is taken near the end of
undergraduate study or after completing an undergraduate degree, had lower CEE scores than all
college graduates.

The B&B:93/97 dataindicate that, in terms of CEE scores, academically stronger graduates
were somewhat less inclined to teach than were their academically weaker counterparts. As CEE
scores increased from the bottom quartile to the top quartile, the proportion of 1992-93 college
graduates who had entered the teacher pipeline by 1997 decreased from 41 percent to 32 per-
cent.b In particular, whereas 3 percent of graduates in the top quartile had prepared to teach but
not taught, 6 percent of graduates in the bottom quartile had done so. Similarly, 6 percent of
graduates in the top quartile had prepared and taught, compared with 12 percent in the bottom

6This variable was recomputed for this report since new data had become available, and therefore it differs from the variable used
in Out of the Lecture Hall. See the glossary (appendix A) for further detail.
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quartile.” Graduates in the top quartile were about twice as likely as those in the bottom quartile
to teach without having prepared, however.

From another perspective, graduates who had prepared to teach and taught had lower SAT
mathematics and total scores than their peers who had not entered the pipeline, were considering
teaching or had applied for ateaching job but not taught, and had taught but not prepared to teach
(table 2).8 Similarly, graduates who had prepared to teach and taught had lower average verbal
SAT scores than those who had not entered the pipeline or had considered teaching or applied
but not taught. Graduates who had prepared to teach and taught had an average total SAT score
of 1,035. In contrast, their peers who had not entered the pipeline had an average score of 1,100;
those who considered teaching or applied but did not teach had an average score of 1,078; and
those who taught without preparation had an average score of 1,120.

Table 2—Of 1992-93 bachelor’s degr ee recipients who had not taught before receiving the bachelor’s
degree, percentage with available SAT scores, and aver age scor es of those with scores, by selected
characteristics: 1997

Scores Of those with available scores, average
available* Verbal score Math score  Composite score
Tota 447 545 544 1,089
Statusin teacher pipeline, 1997

Pipeline-eligible but did not enter pipeline 46.4 549 551 1,100
Considered teaching or applied to teach 44.3 541 538 1,078
Taught but not prepared 55.9 566 554 1,120
Prepared but had not taught 37.6 534 526 1,061
Prepared and had taught 37.9 522 513 1,035

*Includes only ETS-reported SAT scores, recentered in 1995.
NOTE: Details may not sum to totals due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.

However, average SAT scores cannot fully describe the academic achievement of begin-
ning teachers, at least in part because SAT scores were not available for many graduates. This
may occur because many graduates do not take the SAT if they are applying to attend postsecon-

"For the purposes of this report, graduates were defined as having prepared to teach if their undergraduate transcripts indicated
they had completed a student teaching assignment or if they reported having earned a teaching certificate at the probationary
level or higher. This definition does not include majoring in education, nor does it indicate any relationship between the gradu-
ate' sfield of undergraduate or graduate study and the fieldsin which s/he taught.

8These SAT scores were provided by ETS. In contrast, the ACT/SAT quartile data, which are discussed in the previous para
graph, were computed from ETS, NPSAS institution records, or students' self-reports when neither ETS nor institution data were
available. Seethe glossary for details on variable construction.
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dary institutions in the Midwest, whereas many applying to institutions in the West or Northeast
have taken the exam. With respect to teaching, graduates who had prepared to teach and taught
were less likely to have SAT scores available, compared with their peers who had not entered the
pipeline or who had taught without preparation. Whereas 38 percent of those who had prepared
to teach and taught had scores, 46 percent of those who had not entered the pipeline had scores as
did 56 percent of those who had taught but not prepared to teach. In addition, graduates who had
prepared to teach but not taught were less likely than those who had taught without preparation to
have SAT scores available.

Undergraduate GPAs

In contrast to the relationships between CEE scores and teaching in this cohort, pipeline
entry was positively related to graduates GPAS, both cumulative and in their undergraduate ma-
jors (table 1). Whereas 40 percent of graduates with GPAs of 3.75 or higher overall and in their
majors entered the pipeline, about 32 percent of graduates with GPAs lower than 2.75 did so.
Furthermore, graduates with top GPAS, both overall and in their undergraduate major, were more
likely than graduates with GPAs of less than 2.75 to have prepared to teach but not taught and to
have prepared and actually taught. Thisis at least partly a function of differences in GPAs among
graduates who had majored in different fields. Education majors, who were more inclined to pre-
pare to teach and actually teach, also had higher undergraduate GPAs overall and in their mgjors
than those who had majored in business and management; mathematics, computer science, or the
natural sciences; and the socia sciences (Henke, Gei's, Giambattista, and Knepper 1996b).

Thus, between 1994 and 1997, 199293 bachelor’s degree recipients continued patterns of
progress through the teacher pipeline that were first observed in 1994. Overall the proportion of
graduates in the pipeline increased from about one-quarter to sightly more than one-third.
Women continued to enter the pipeline and to teach at higher rates than men. Asian/Pacific Is-
lander graduates continued to enter the pipeline and teach at lower rates than other graduates.

Education mgjors continued to enter the pipeline and teach relatively more often than their
classmates in other academic fields. Graduates with higher CEE scores were less likely to enter
the pipeline, prepare to teach without actually teaching, or prepare and teach. On the other hand,
undergraduate academic achievement measured in terms of undergraduate GPAs overall and
within the major field of study was positively associated with pipeline entry, teacher preparation,
and teaching with preparation. Having examined pipeline entry, the next section examines in
greater detail how graduates obtained a teaching position.
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Obtaining a Teaching Position

Differential rates of teaching among various types of graduates are almost certainly related
to graduates’ career choices, but they may also be related to the hiring decisions made by district
personnel and school principals. Graduates decide whether to apply for teaching positions and
whether to accept offers to teach if they receive them. Education administrators decide whether
to offer positions to prospective teachers. This section examines the rates at which graduates who
were in the teacher pipeline in 1994 applied for teaching positions, received offers for such posi-
tions, and accepted those offers by 1997.

Among 1992-93 bachelor’s degree recipients who were in the teacher pipeline but had not
taught as of 1994, 25 percent applied for a teaching position between 1994 and 1997 (table 3). Of
these applicants, 76 percent received at least one teaching job offer, and 90 percent of those who
received offers accepted one. Between 1994 and 1997, 16 percent of those who had not been
considering teaching as of the 1994 interview applied for a teaching position. In addition, one-
fifth of those who were considering teaching but had neither prepared nor taught as of the 1994
interview applied, and two-thirds of those who had prepared but had not yet taught also applied.

Among those who had prepared to teach but not taught as of April 1997, 42 percent had
applied since 1994; 39 percent of the applicants had received an offer; and 73 percent of those
with an offer had accepted one.® Thus, graduates who had prepared to teach but did not do so
may have decided not to teach at this point in their lives: only 42 percent of those who had pre-
pared to teach had applied for ajob between 1994 and 1997. In addition, some of those who had
prepared to teach but had not taught as of April 1997 may have applied to teach for the upcoming
semester but not yet received or accepted offers. approximately 12 percent of graduates who had
prepared to teach but had not taught reported that they had accepted offers of teaching posi-
tions.10

9The latter result occurs for two reasons. First, not all the “teaching jobs’ to which graduates referred in the question on job ap-
plications were necessarily K—12 classroom teaching jobs, but rather included teachers' aide and substitute teaching jobs. Sec-
ond, because interviewing for the Second Follow-up began in April 1997, the pipeline variable included only teaching that began
no later than April 1997.

10The 12 percent rate is the product of the following estimates in table 3: of those who prepared to teach but had not taught, 42

percent had applied; of those who had applied 39.4 percent had received offers; and of those, 73.4 percent had accepted offers:
42.2% 394 * 734 =12.2).
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Table 3—Of 1992-93 bachelor’s degr ee recipients who werein the pipeline but had not taught as of 1994,
per centage who had applied for a teaching position; of applicants, percentage who were offered a
teaching position; and of those who received offers, per centage who accepted a teaching position
since 1994, by selected characteristics: 1997

Percent who had Of those who applied, Of those offered,
applied for ateaching percent who were offered percent who accepted
position since 1994 ateaching position ateaching position
Total 25.2 76.2 90.3
Gender
Male 19.2 80.1 874
Female 29.2 74.5 91.6
Race/ethnicity
Black, non-Hispanic 253 72.8 79.5
Hispanic 24.5 75.1 85.9
White, non-Hispanic 25.7 76.4 91.9
Other, non-Hispanic* 16.5 — —
College entrance exam (CEE) scores
Available 25.8 76.0 90.3
Bottom quartile 255 69.5 82.8
Middle half 28.0 77.4 94.1
Top quartile 214 80.8 88.7
Unavailable 22.8 77.1 90.0
Baccalaureate degree major
Business’management 12.1 70.2 91.0
Education 55.1 69.3 93.1
Humanities 304 88.1 85.1
Math/computer/natural sciences 205 76.3 90.4
Social sciences 255 814 921
Other 12.8 77.0 86.3
Cumulative undergraduate GPA
Lessthan 2.75 20.4 70.7 95.7
2.75-3.24 27.2 78.4 89.7
3.25-3.74 28.7 779 87.5
3.75 or higher 22.3 86.1 91.0
Undergraduate GPA in mgjor
Lessthan 2.75 194 714 879
2.75-3.24 235 75.7 94.0
3.25-3.74 285 77.8 90.2
3.75 or higher 26.1 77.6 87.6
Statusin teacher pipeline, 1994
Not considering teaching 155 79.2 91.6
Didn’t prepare or teach 212 78.1 86.6
Prepared but had not taught 65.1 72.3 93.2
Statusin teacher pipeline, 1997
Applied to teach 68.6 67.5 77.9
Taught but had not prepared 70.4 98.0 100.0
Prepared but had not taught 42.2 394 734
Prepared and had taught 89.6 97.0 98.3

—Sample size too small for areliable estimate.
*Includes American Indian/Alaska Natives, Asian/Pacific Islanders, and others.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.
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Demographic Characteristics

Although female graduates who were in the pipeline by 1994 but had not taught were more
likely than their male counterparts to apply for ateaching position by 1997 (29 percent versus 19
percent), the rates of receiving teaching job offers and of accepting them did not vary with gen-
der. In addition, there were no racial/ethnic differences in the proportion of 1994 pipeline gradu-
ates who applied for teaching positions or the proportion of those who received teaching job
offers. Although black, non-Hispanic applicants who received teaching job offers appeared to be
less likely than their white, non-Hispanic peers to accept these offers (80 percent versus 92 per-
cent), the difference was not statistically significant.

Academic Characteristics

Graduates who had majored in education but had not taught as of 1994 were more likely
than those who had majored in other fields to apply for ateaching position by 1997—55 percent
of education majors applied, in contrast with 12 to 30 percent of graduates in other fields.
However, with one exception, the rate at which applicants received offers and the rate at which
those who received offers accepted them did not vary with undergraduate major. The exception
was that applicants who had majored in education were less likely than those who had majored in
the humanities to be offered a teaching position (69 percent versus 88 percent).

With respect to academic achievement, the findings were mixed. Pipeline graduates CEE
scores were not associated with whether they had applied for a teaching position since 1994.
However, graduates whose GPA in their undergraduate major was 3.75 or higher were more
likely than graduates whose GPA in their mgjor was less than 2.75 to apply for a teaching posi-
tion.

Those who hire teachers appear to have valued academic achievement in making decisions
about whom to hire. Applicants who received top scores on their college entrance exams were
more likely than bottom-quartile applicants to receive an offer (81 percent versus 70 percent).
Similarly, whereas 86 percent of applicants with a cumulative GPA of 3.75 or higher (regardliess
of major) received job offers, 71 percent of applicants with less than a 2.75 cumulative GPA did
0.

Deciding Not to Teach

Policymakers often predict teacher shortages on the grounds that the genera public, and
particularly potential teachers and their families, perceive teaching as offering college graduates
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less in financial benefits, social status, and quality of work life in comparison with other careers.
Nevertheless, relatively few pipeline entrants who had not applied for a teaching position re-
ported, either in 1994 or in 1997, that they had not done so because teaching offered low pay (7
percent), they had received more lucrative offers in other occupations (10 percent); or they could
gain more prestige in another occupation (2 percent) (figure 2).1! Reasons more commonly cited
in either 1994 or 1997 included no longer being interested in teaching (46 percent), not having
taken or passed a necessary test12 (30 percent), or needing more education (25 percent).

Other pipeline entrants were offered teaching positions, but decided not to take them. One-
fifth of graduates who declined offers reported in either 1994 or 1997 that they did so because the
pay for teaching was too low or they had received a better offer in another occupation (figure 3).
In addition, 18 percent reported that they had found another job that was more interesting than
teaching. Four percent reported that they did not accept an offer because the school in which they
would teach was too difficult or dangerous and 4 percent because they would be teaching a field
for which they were not qualified.

Many pipeline entrants who did not apply or who received job offers but did not accept
them indicated that they had some other reason for not pursuing teaching (34 percent and 46 per-
cent, respectively) (figures 2 and 3). These findings indicate that more research into graduates
perceptions of teaching and their goals for the future is necessary to determine what would make
teaching more attractive to college graduates.

11 both 1994 and 1997, graduates who had prepared to teach or who were considering teaching but had not applied to teach
were asked why they had not applied. This analysis includes all graduates in the pipeline who had not applied by 1997 and who
had reported why they had not applied in either 1994 or in 1997.

12This includes entrants who reported they had not taken or could not pass a necessary test or were not yet certified to teach.
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Figure 2—Of 1992-93 bachelor’s degreerecipientswho werein the teacher pipeline and had not applied for
ateaching position by 1997, per centage who gave variousreasonsin 1994 or 1997 for not applying

Student teaching was discouraging

Had coursework, but not ready to apply
Poor teaching conditions

Jobs hard to get

More prestige in other job offered
Already had teaching job*

Low pay

More money in other job offered
Wanted other occupation

Needed more education

Haven't taken or couldn’t pass the test or not yet certified
Other

No longer interested in teaching

0 10 20 30 40 50
Percent

*Graduates may have obtained teaching positions through personal contacts or prior experience in the school system (perhaps as
aresult of student teaching, substitute teaching, working as ateacher’s aide, or other contact) without submitting aformal
application.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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Figure 3—Of 1992-93 bachelor’s degree recipientswho were in the teacher pipeline but had not taught as of
1997 and who had received but not accepted a teaching job offer, percentage who gave various
reasons (in 1994 or 1997) for not accepting the offer

Not an area for which qualified 4
Dangeroug/difficult school 4
Too far from home 8
Already accepted another job 14
Other job more interesting 18
Inadequate pay/received better offer 20

Other reason 46

Percent

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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Motivating graduates, particularly those with strong academic backgrounds as well as pro-
fessional training, to teach is one component of an overall strategy to prevent shortages of teach-
ers and enhance the quality of the teacher work force. Another is to retain those who enter
teaching. Between the 1993-94 and 1994-95 school years, 9 percent of public school teachers
with less than 4 years of experience and 21 percent of their private school counterparts left
teaching (Henke et al. 1997). Teachers believe that they learn the most about their work through
experience in classrooms. However, if new teachers leave the profession at high rates, relying on
newly hired teachers to staff classroomsis not likely to improve the overall quality of the teach-
ing force over time.

Although many reasons for leaving teaching in the first few years are discussed, two such
reasons figure prominently. First, policymakers assert that too many new teachers are ill prepared
for the challenges inherent in teaching, and therefore they become discouraged and leave the pro-
fession (NCTAF 1996, 1997). Such policymakers argue that providing better preservice educa-
tion and early-career support is one way of improving teacher retention rates as well as the
quality of teachers’ work. Second, it is widely believed that new teachers receive difficult teach-
ing assignments more frequently than their more experienced colleagues (e.g., NCTAF 1996,
1997), making the first years of teaching even more difficult and thereby discouraging new
teachers. Therefore, it isimportant to determine whether new teachers teach in schools with more
disadvantaged students or are assigned classes that are more difficult than those of other teachers
in their schools.

This section examines several aspects of teacher preparation to determine how much pre-
service and inservice support new teachers received in the mid-1990s. It a'so examines these new
teachers’ work assignments—in particular, the characteristics of their schools and classes. Before
addressing these issues, however, it reviews the characteristics of graduates from the college
class of 1992-93 who first taught between receiving their bachelor’s degrees and the 1997 fol-
low-up interview.
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Who Began Teaching and When Did They Begin?

Overal, about 13 percent of 199293 bachelor’s degree recipients had taught by 1997 (ta-
ble 4). As discussed above, which graduates taught varied with several undergraduate academic
characteristics, including major field of study, CEE scores, and college GPAs. For instance,
1992-93 college graduates who had already demonstrated an interest in the profession by major-
ing in education in college were more likely than other groups of students to have taught school

Table 4—Of 1992-93 bachelor’ s degr ee recipients who had not taught before receiving the bachelor’s degree,
per centage who had taught by April 1997 and per centage distribution according to year first
taught, by selected characteristics

Percentage distribution according to year first taught
Ever Before  July 1993 July 1994— July 1995 July 1996—
taught July 1993 June1994 Junel1995 June1996 April 1997

Tota 12.7 16.9 39.1 23.1 11.3 9.5
College entrance exam (CEE) scores
Available 12.9 15.8 16.8 39.8 22.5 111
Bottom quartile 145 225 41.3 21.2 6.0 9.0
Middle half 13.7 15.3 38.0 234 12.3 111
Top quartile 9.8 14.0 43.3 21.6 14.3 6.8
Unavailable 11.6 16.5 17.4 35.5 26.2 12.6
Baccalaureate degree major
Business/management 23 — — — — —
Education 58.0 20.0 41.8 225 10.7 51
Humanities 15.6 14.2 36.8 23.3 9.8 159
Math/computer/natural sciences 8.6 15.3 38.0 17.9 12.0 16.8
Social sciences 8.1 9.6 21.6 39.0 18.7 111
Other 31 16.7 35.6 19.1 6.3 22.3
Cumulative undergraduate GPA
Lessthan 2.75 7.7 17.3 36.7 18.8 12.8 144
2.75-3.24 13.9 18.9 38.7 22.7 114 8.4
3.25-3.74 14.7 16.6 38.3 239 12.7 85
3.75 or higher 16.1 14.0 39.1 285 85 10.0
Undergraduate GPA in major
Lessthan 2.75 6.8 10.4 30.5 41.5 55 12.3
2.75-3.24 11.0 19.2 38.7 19.4 10.6 12.0
3.25-3.74 144 16.1 38.3 229 15.2 7.5
3.75 or higher 16.2 15.8 39.8 26.8 8.8 8.8

—Sample size too small for areliable estimate.
NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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by 1997 (58 percent versus 2 to 16 percent of other magjors). Among students who had not ma-
jored in education, a higher proportion of humanities majors than mgors in other fields entered
teaching by 1997 (16 percent versus 2 to 9 percent).

CEE scores were negatively associated with teaching after graduating. Whereas 15 percent
of graduates in the bottom quartile on the SAT or ACT had taught for the first time by 1997, 10
percent of their classmates in the top quartile had done so. On the other hand, college grades
were positively associated with teaching after graduation. Those 1992-93 bachelor’s degree re-
cipients who had higher college GPAs were more likely to have taught school by 1997 than those
with lower grades.

Graduates who had first taught by 1997 were most likely to begin teaching the first year
after receiving their bachelor’ s degree. Less than one-fifth (17 percent) of new teachersin the un-
dergraduate class of 199293 began teaching before July 1993, two-fifths between July 1993 and
June 1994, nearly one-quarter between July 1994 and June 1995, and fewer in each of the years
following June 1995.13 In some states, teaching certificate requirements include a year or more of
graduate study, which may explain in part why 45 percent of those who began teaching did so
between July 1994 and April 1997.

Student Teaching, Certification, and Support of New Teachers

This section examines three experiences that are common among new teachers. completing
a student-teaching assignment as an undergraduate, becoming certified to teach, and participating
in an induction program. Completion of a student-teaching assignment was identified through
graduates undergraduate transcripts, which were collected from the institutions that conferred
their bachelor’'s degrees. Not all graduates who completed student-teaching assignments were
identified. The transcripts of graduates who accumulated credits toward the bachelor’s degree
from multiple institutions, such as those who transferred from a community college or another 4-
year institution to the institution from which they graduated, did not always specify the courses
taken at previous institutions. However, student-teaching assignments are most often completed
in the last year of study, and therefore athough the estimates provided here may underestimate
the proportion of graduates who had completed a student-teaching assignment, they probably do
not do so by much.

13The sampl e includes those who graduated anytime from July 1992 through June 1993. Of those who taught before July 1993,
66 percent had graduated between July and December 1992 (not shown in table).
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Certification requirements vary significantly from state to state. Most states require that
prospective teachers complete a student-teaching assignment as well as a bachelor’'s degree,
earning a minimum GPA. States also often require that teachers take a specific number of
courses in each of a number of academic and professiona fields, either as part of completing a
bachelor’s degree or in addition to the degree requirements. In some states, an additional year or
more of graduate study is required beyond completing the bachelor’s degree. States also differ in
the types of certificates that teachers with various levels of experience may receive. In some
states, teachers with the required training but no classroom experience (aside from student
teaching) receive a probationary certificate until they successfully complete 1 or more years of
regular classroom teaching. Only then are they eligible to recelve aregular or standard teaching
certificate. In other states, teachers with the required training but no classroom experience be-
yond student teaching are eligible for regular or standard certificates immediately.

It is not uncommon, however, for college graduates to work as elementary or secondary
school teachers without state certification. Private schools are not required by law to have certi-
fied teachers. Moreover, in times of teacher shortage, public schools and school districts often
hire college graduates as teachers and issue “emergency” certificates or waivers that allow these
graduates to teach for a few years while they work toward meeting the requirements for state cer-
tification.

Many 1992-93 graduates who first taught after receiving their bachelor’ s degrees had com-
pleted a student-teaching assignment or earned a teaching certificate by 1997. About three-fifths
of graduates who taught had a record of completing a student-teaching assignment on their un-
dergraduate transcripts, and about three-quarters were certified to teach at the probationary level
or higher (table 5). These findings are consistent with Schools and Staffing Survey (SASS) data,
which indicate that 76.3 percent of public school teachers and 39.3 percent of private school
teachers with fewer than 4 years of experience were certified in their main assignment field at the
probationary level or higher in 1993-94 (Henke et a. 1997).

In general, women who graduated from college in 1992-93 and taught by 1997 were better
prepared for teaching than were their male counterparts. Women were more likely than men to
have student taught as undergraduates (64 percent versus 43 percent) and to have been certified
to teach (80 percent versus 68 percent).

Teacher preparation was also related to the types of schools in which new teachers in this
cohort taught. Those who taught in public schools, whether exclusively or in combination with
private schools, were more likely than those who taught only in private schools to have become
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Table 5—0Of 1992-93 bachelor’s degree recipients who had first taught between receiving the bachelor’s
degree and 1997, per centage who had completed student teaching, wer e certified, and had
participated in teaching induction program, by selected characteristics

Had student Were Participated in teacher
teaching certified” induction program
Total 58.1 77.0 45.8

Gender

Male 434 67.8 44.0

Female 63.7 80.4 46.5
Race/ethnicity

Black, non-Hispanic 29.3 68.2 42.1

Hispanic 50.6 714 44.4

White, non-Hispanic 60.4 78.3 46.1

Other, non-Hispanic® — 59.0 —
Sector of schools at which taught by 1997

Public always 63.4 87.5 49.3

Private always 50.9 54.0 457

Both 74.2 91.6 31.8
Level of schools at which taught by 1997°

Elementary only 68.5 86.6 53.6

Secondary only 531 78.8 43.6

Combined only 53.4 59.7 335

Multiple 68.6 97.8 371
Locale of school, most recent job as of 1997

Centra city 57.2 785 51.0

Urban fringe/large town 67.0 89.6 52.0

Small town, rural 66.9 85.6 415
Percent minority enrollment, most recent job as of 1997

04 72.7 87.1 48.1

5-19 71.2 92.3 45.7

2049 61.4 88.6 49.2

50 or more 53.8 83.3 49.3
Percent free/reduced-price lunch recipients, most recent job as of 1997

04 70.1 86.9 52.8

5-19 66.7 93.0 50.6

2049 70.7 88.7 49.5

50 or more 60.1 84.9 51.5

—Sample size too samll for areliable estimate.

Those who were certified at the probationary, regular, or advanced level in any U.S. state were classified as certified. Those
who had no state certification or who were certified at no level higher than the temporary, emergency, or other levels were
classified as not certified.

2Includes American Indian/Alaska Natives, Asian/Pacific Isanders, and others.

%l ementary schools provide instruction in some grade lower than 7th and no grade higher than 8th. Secondary schools provide
instruction in no grade lower than 7th. Combined schools provide instruction in some grade lower than 7th and some grade
higher than 8th.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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certified (88 and 92 percent, respectively, versus 54 percent).14 In addition, new teachers who had
taught only in elementary schools by 1997 were more likely than those who had taught only in
secondary schools to have student taught.

Education researchers have noted that teachers in schools that serve large concentrations of
minority and poor children tend not to be as qualified as teachers in other schools (Ingersoll and
Gruber 1996; NCTAF 1996, 1997). Among the college class of 199293, teachers who taught in
schools with larger concentrations of minority students were less likely than their counterpartsin
schools with lower minority concentrations to have completed a student-teaching assignment (ta-
ble 5). However, completing a student-teaching assignment was not associated with the school’s
concentration of poor students, that is, students who received free or reduced-price lunch.
Moreover, certification was not associated with the concentration of either minority or poor stu-
dents.15

In addition to preservice teacher preparation—training that is intended to be completed be-
fore working as a classroom teacher—policymakers have instituted programs to support new
teachers during their first years in the classroom. At least partly in response to research describ-
ing the difficulties new teachers face in their first years on the job (e.g., Veenman 1984), in the
1980s, public schools began implementing formal programs, often called “teacher induction pro-
grams,” to provide support for new teachers (Fideler and Haselkorn 1999; Little 1990). These
programs usually involve assigning an experienced teacher to serve as a mentor—that is, to help
a new teacher adjust to classroom teaching by offering advice on lesson planning, discipline, as-
sessment, parent communication, and other challenges of teaching.

Among 1992-93 bachelor’s degree recipients in the teacher pipeline, 46 percent had par-
ticipated in formal teacher induction programs during their first year of teaching. Again, these
findings are consistent with SASS data, which indicate that about one-haf of public school
teachers and nearly one-third of private school teachers with fewer than 4 years of experience had
participated in formal teacher induction programs during their first year of teaching (Henke et al.
19963).

School characteristics were sometimes associated with teachers participation in a formal
induction program. Although sector of school was not related to participating in an induction
program, level was. Those who taught only in elementary schools were more likely than others

14A|though it appears that those who taught in public schools were also more likely than those who taught only in private
schools to have completed a student teaching assignment, these differences are not statistically significant.

15pata on minority enrollment, and especially free/reduced-price lunch recipients, were not available for many of the schools in
which these graduates taught. Therefore, the sample sizes for these analyses were low and made differences more difficult to
detect.
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(that is, those who taught only in secondary or combined schools or in schools at multiple levels)
to have participated in aformal teacher induction program. In addition, whereas about one-half of
those who taught in larger communities had participated in a formal induction program, about
two-fifths of teachers who taught in small town or rural schools had done so. However, neither
the concentration of minority students nor the concentration of low-income students was associ-
ated with participating in an induction program.

Employment Status and Compensation

Policymakers and the general public believe that teachers lower saaries, relative to those
of other college graduates, discourage highly skilled graduates from becoming teachers
(Haselkorn and Harris 1998; National Commission on Education and the Economy 1983).
B&B:93/97 data provide an opportunity to examine how different teachers salaries are from
those of other college graduates of similar age and experience.

Overal, 92 percent of all 1992—93 bachelor’s degree recipients employed in April 1997
were working full time (table 6). The vast majority (96 percent) of those who were teaching in
April 1997 had full-time jobs.

Among graduates who were working full time in April 1997, the average annual salary at
that job was about $34,000.16 Comparing graduates by undergraduate mgjor, those who were
working full time in April 1997 and had majored in education earned an average of about
$26,000 per year. Compared with education majors, all other graduates who were working full
time earned higher annual salaries, ranging from an average of about $29,000 for humanities
majors to about $38,000 for mathematics, computer science, and natural science majors. Among
graduates who were employed full time, education majors were less likely than those who had
majored in other fields to earn between $35,000 and $44,999 and to earn $45,000 or more.

Comparing saaries by occupation, average annual salaries ranged from about $26,000 for
teachers, clerical staff, and service workers to about $41,000 for lawyers and licensed medical
professionals. Graduates in al job categories but clerical staff, personal and service workers, and
social work areas had higher average annual salaries than did those who worked as K—12 teach-
ers.

16salaries are reported on an annual basis and do not account for the number of weeks or months worked in a year. Teachers
often work on 9- or 10-month contracts, and therefore their annual salaries may be lower due to fewer weeks worked as well as
lower rates of pay.

29



Becoming a Teacher: Preparing for and Working in Classrooms

Table 6—Per centage of 1992-93 bachelor’s degr ee recipients who wer e employed full time, average
annual salary for full-time employees, and per centage distribution of full-time employees
according to annual salary, by baccalaur eate degree major and occupation: April 1997

Percent Average Percentage distribution according to annual salary
employed annual Lessthan $15,000—- $25,000— $35,000- $45,000
full time saary* $15000 24,999 34,999 44,999 or more

Total 91.7 $34,199 5.2 225 32.8 20.6 18.9
Baccal aureate degree major

Business'/management 96.0 37,075 3.0 18.0 30.1 258 23.0
Education 89.4 26,294 7.5 40.6 41.6 5.9 44
Humanities 86.2 28,878 8.6 29.8 38.8 14.1 8.7
Math/computer/natural sciences 92.3 37,733 4.4 149 25.7 27.0 28.1
Socia sciences 90.3 32,533 75 24.8 35.1 18.7 13.9
Other 90.7 35,063 4.3 20.1 34.1 20.3 21.2

April 1997 occupation

Educators - K-12 teachers 95.9 25,600 24 38.7 55.3 35 0.2
Clerical staff 835 25,462 10.8 44.4 29.6 9.6 5.6
Personal, food, health, and recreation 74.6 25,639 18.7 44.8 224 4.9 9.3
service workers

Skilled workers, including military 95.7 35,096 44 26.4 29.2 184 21.6
Laborers 89.7 31,454 5.2 36.2 313 14.5 12.8
Sales, financia service workers 95.2 38,075 29 16.4 30.2 26.3 241
Lawyers, licensed medical professionas 89.1 40,685 25 8.5 29.4 284 31.2
Legal support, nonlicensed medical workers  84.6 30,446 7.2 275 355 204 9.4
Socia workers, ministers, instructors 81.2 25,988 13.0 38.5 32.6 8.0 8.0
Scientists, engineers 95.1 39,090 4.2 10.2 24.0 314 30.2
Writers, performers 88.2 31,703 8.2 20.1 413 16.8 13.6
Managers 96.8 35,608 4.2 17.8 33.3 23.8 20.9

*Average salaries do not take into account the number of weeks worked in ayear.
NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.

Schools and Teaching Assignments

The 1992-93 bachelor’s degree recipients who started teaching by 1997 worked in public
and private schools and taught a wide range of subjects and all grade levels. These new teachers
reported various levels of satisfaction with their jobs. The following section of the report
discusses the proportion of new teachers working in the public and private sectors, the levels and
subjects they taught, the numbers of students and classes they taught, and their satisfaction with
their teaching jobs.

30



Becoming a Teacher: Preparing for and Working in Classrooms

School Sector

By 1997, 1992-93 college graduates who first taught within 4 years of receiving their
bachelor’ s degree could have taught in several schools, and they were asked about as many as six
different schools. In 1993-94, public schools made up three-quarters of al schools serving K-12
students, and the remaining quarter were privately owned and operated (Henke et a. 1996a).
Therefore, it is not surprising that the majority of 1992—93 graduates who had taught by 1997 had
worked only in public schools: 83 percent taught only in public schools, whereas 13 percent
taught only in private schools and 4 percent taught in both sectors (table 7). The proportion of
graduates who taught in the private sector varied with a few demographic and academic charac-
teristics.

Although gender was not related to the sector in which teachers taught, race/ethnicity was.
White, non-Hispanic graduates were more likely to teach in private schools than black, non-
Hispanic graduates (14 percent versus 2 percent).

Those with higher CEE scores were more likely to teach only in the private sector. One-
fourth of 1992-93 bachelor’s degree recipients with CEE scores in the top quartile who entered
teaching taught only in private schools, whereas 10 percent of those with test scores in the bot-
tom quartile did s0.1” However, teaching in private schools only was not associated with gradu-
ates GPAs, either overal or in their mgjors.

School Level

Within each sector, schools and instruction are organized by the grade levels of the children
they serve. Elementary schools serve younger children, and in this report are defined as those
schools with children enrolled in at least one grade below the 7th and no grade above the 8th. For
the most part, these schools organize students into classes by age, and children spend all or most
of the day together in the same classroom with one teacher. Some classrooms combine children
of two and often three grade levels in the same class, but these grade levels are nearly always
contiguous, e.g., a second-/third-grade class or a third-/fourth-grade class. Therefore, their teach-
ers must be knowledgeable about the developmental characteristics of children at the age of their
students, the content in the many subject areas that children in their grade level(s) are expected to
learn, and the pedagogical strategies that work best when teaching that content.

17This is consistent with another relationship between test scores and the sector of teaching: those whose most recent teaching
jobs were in private schools had higher verbal, mathematics, and total SAT scores than their colleagues who had most recently
taught in public schools (table C27).
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Table 7—Of 1992-93 bachelor’s degree recipients who fir st taught after receiving the bachelor’s degree,
per centage distributions accor ding to the sector and level of the schoolsin which they taught
by 1997, by selected characteristics

Sector of school Level of school®
Public Private Elementary Secondary Combined  Multiple
only only Both only only only levels
Tota 83.2 13.1 3.8 52.3 30.7 4.5 12.4
Gender
Male 84.9 12.6 25 28.7 49.6 32 185
Female 82.5 13.3 4.3 61.5 234 51 10.0
Race/ethnicity
Black, non-Hispanic 94.7 24 3.0 60.3 38.3 0 15
Hispanic 84.8 139 13 62.8 29.1 1.6 6.6
White, non-Hispanic 82.2 13.9 39 51.2 30.5 52 13.1
Other, non-Hispanic® — — — — — — —
College entrance exam (CEE) scores
Available 81.5 14.4 4.0 51.2 314 4.9 125
Bottom quartile 84.6 104 4.9 57.9 28.2 3.8 10.2
Middle half 84.0 125 3.4 51.5 29.0 55 14.0
Top quartile 69.4 25.9 4.7 40.3 44.0 4.6 111
Unavailable 90.3 7.1 2.6 57.6 27.8 29 11.7
Baccalaureate degree major
Business/management — — — — — — —
Education 84.7 109 4.5 64.1 19.7 3.7 12.4
Humanities 79.5 184 2.2 433 394 6.5 10.8
Math/computer/natural sciences  78.8 17.8 34 31.9 51.7 55 11.0
Social sciences 73.8 24.7 1.6 313 52,5 7.9 8.4
Other 91.4 6.9 2.6 42.6 37.0 2.8 17.7
Cumulative undergraduate GPA
Lessthan 2.75 879 9.4 2.7 45.6 415 4.7 8.2
2.75-3.24 82.2 135 4.3 55.2 27.6 3.7 135
3.25-3.74 86.2 9.6 4.2 53.1 295 45 12.8
3.75 or higher 79.9 16.8 34 52.8 28.4 5.6 13.2
Undergraduate GPA in major
Lessthan 2.75 81.2 86 102 50.7 371 49 7.3
2.75-3.24 86.1 11.6 2.3 48.1 36.2 39 11.9
3.25-3.74 87.4 85 4.1 53.7 30.8 4.1 114
3.75 or higher 79.7 16.1 4.2 55.6 23.6 5.2 15.6

—Sample size too small for areliable estimate.
gl ementary schools have at least one grade lower than 7th and no grade higher than 8th. Secondary schools have no grade lower

than 7th and some students in any of grades 7-12. Combined schools have grades below 7th and above 8th. See glossary for
further details.

2Includes American Indian/Alaska Natives, Asian/Pacific Isanders, and others.
NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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Secondary schools serve older children, and in this report are defined as those that serve no
grade below the 7th and no grade higher than the 12th. These schools are often organized into
subject-based departments. The day is divided into class periods, and students move from class-
room to classroom to learn from teachers who speciaize in one or two subjects. Teachers in
these schools are responsible for fewer subjects, but are expected to know each in greater depth
than elementary school teachers.

Combined schools include both children in the lower (K—6) grades and schools in the upper
(9-12) grades. They are more common in the private sector than in the public sector: in 1993-94,
31 percent of private schools combined elementary and secondary grades, in contrast with 4 per-
cent of public schools (McLaughlin and Broughman 1997). The nature of teachers work in com-
bined schools is probably dictated more by the grade level of their particular students than by the
grades included in the entire school, with upper grade teachers specializing in a few subjects and
lower grade teachers covering the spectrum of subjects.

In 1993-94, 64 percent of U.S. school children attended elementary schools, 31 percent at-
tended secondary schools, and 5 percent attended combined schools (Henke et a. 1996a). Among
1992-93 bachelor’s degree recipients, 52 percent of new teachers had taught only in elementary
schools, 31 percent had taught only in secondary schools, and 5 percent only in schools that
combined elementary and secondary grades. About 12 percent had taught in schools at more than
one level.

Thelevel of the schools at which new teachersin this cohort had taught varied considerably
by gender. One-half of new male teachers had taught only in secondary schools by 1997, com-
pared with nearly one-quarter of new female teachers. Conversely, twice the proportion of new
femal e teachers as of male teachers had taught only in elementary schools (62 versus 29 percent).

Academic characteristics were associated with the level of the schools at which new teach-
ers in the 1992-93 college class had taught. Graduates who had majored in education, in which
they are likely to have studied teaching methods for multiple content areas, were more likely than
those who had majored in other fields to teach only at the elementary level where they would be
responsible for teaching multiple subjects. Graduates who had majored in mathematics, computer
science, the natural sciences, or the social sciences were more likely than education, humanities,
or other majors to teach only at the secondary level, where they would be likely to specialize in
no more than afew subjects.

Previous research indicates that graduates with higher CEE scores were more likely to have
taught only at the secondary level (Gitomer, Latham, and Ziomek 1999), and B& B:93/97 data are
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consistent with those findings. As compared with graduates in the bottom quartile of CEE scores,
those in the top quartile were more likely to have taught only at the secondary level and less
likely to have taught only at the elementary level. However, grades in college, both overall and
within graduates major fields of study, were not associated with the level at which graduates
taught.

School Minority and Free/Reduced-Price Lunch Enrollment

Some policy analysts have found that new teachers are more likely to teach in schools that
serve large proportions of poor and minority students (NCTAF 1996, 1997). The B&B:93/97
data are to some degree consistent with these findings. This section presents data regarding mi-
nority enrollment in the schools in which new teachers among 1992-93 college graduates had
taught most recently as of April 1997. For teachers who had most recently taught in public
schools, it aso discusses the concentration of poor students in the schools where new teachers
had most recently taught. Although it appears that first-time teachers among 199293 college
graduates were more likely than teachers overall to teach in high-minority enrollment schools, it
is not clear whether they were more likely to teach in high-poverty schools.

As of 1993-94, one-fifth of the nation’ s teachers were working in high-minority enrollment
schools—that is, schools where at least one-haf of the enrolled students were of minority back-
grounds (Henke et al. 1997). In contrast, the B&B:93/97 data indicate that between 1992 and
1997, about one-third of new teachers worked in high-minority enrollment schools during their
most recent semester of teaching (table 8). Among 1992—93 college graduates, nearly one-fifth of
teachers taught in schools with less than 5 percent minority enrollment during their most recent
semester.

Although neither gender nor academic achievement was associated with the likelihood of
teaching in a school where a mgjority of students were of minority background, race/ethnicity
was. Whereas 67 percent of black, non-Hispanic teachers and 79 percent of Hispanic teachers
taught in high-minority enrollment schools, 27 percent of white, non-Hispanic teachers taught in
these schools.

Among elementary and secondary schools, student poverty is often measured by the pro-
portion of students who receive free or reduced-price lunch through the National School Lunch
Program. Very few private schools participate in this program, and therefore the indicator is typi-
cally used only for public schools. In 1993-94, about 39 percent of public schools served high-
poverty populations—that is, populations in which more than 40 percent of the students received
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Table 8—0Of 1992-93 bachelor’s degree recipients who fir st taught between receiving the bachelor’s degree
and 1997, per centage distributions accor ding to minority enrollment and per centage of students
who received free or reduced-price lunch in the school wher e they taught during the most recent
spring semester, by selected characteristics

Percent minority enrollment Percent free or reduced-price lunch recipi ents'
04 5-19 2049 50 or more 04 5-19 2049 50 or more
Total 184 26.9 22.3 324 52 322 36.6 26.0
Gender
Male 24.2 294 19.6 26.9 6.8 41.2 338 18.2
Female 16.0 259 234 34.7 4.6 29.0 37.6 28.7
Race/ethnicity
Black, non-Hispanic 1.7 6.3 24.6 67.4 2.5 25.6 21.6 50.3
Hispanic 17 10.7 85 79.2 2.0 83 26.8 62.8
White, non-Hispanic 21.0 295 22.7 26.8 58 34.6 38.3 213
Other, non-Hispanic? — — — — — — — —
College entrance exam (CEE) scores
Available 18.8 24.8 24.3 321 5.7 34.2 36.1 24.1
Bottom quartile 175 21.2 275 33.8 20 36.0 30.8 31.3
Middle half 18.9 251 222 339 6.5 322 37.6 23.7
Top quartile 20.7 29.6 27.2 225 10.2 38.9 405 104
Unavailable 16.8 354 14.1 337 31 24.6 38.8 33.6
Cumulative undergraduate GPA
Lessthan 2.75 20.8 14.0 21.8 434 21 254 375 35.0
2.75-3.24 151 315 20.5 33.0 6.4 338 322 27.6
3.25-3.74 19.5 259 24.8 29.8 52 345 38.3 22.1
3.75 or higher 194 332 221 253 6.1 28.6 425 228
Undergraduate GPA in major
Lessthan 2.75 — — — — — — — —
2.75-3.24 14.2 28.2 22.8 34.8 6.1 338 337 264
3.25-3.74 20.6 248 254 29.2 38 35.2 374 23.7
3.75 or higher 23.3 29.5 19.8 274 6.5 29.3 415 22.8

—Sample size too small for areliable estimate.
YComputed for public schools only.
?Includes American Indian/Alaska Natives, Asian/Pacific Islanders, and others.

NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.

free or reduced-price lunch (Henke et al. 1997). About 8 percent of public schools served low-
poverty populations, defined as populations in which less than 6 percent of the students received
free or reduced-price lunch.
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B&B:93/97 data indicate that about 5 percent of 1992-93 college graduates who had taught
in public schools taught in schools where less than 5 percent of the students received free or re-
duced-price lunch. One-quarter of 1992—-93 graduates taught in schools where at least one-half of
the students were poor. As with teaching in high-minority schools, black, non-Hispanic and His-
panic graduates were more likely than white, non-Hispanic graduates to have taught in a high-
poverty school during the last semester they taught.

The relationship between teaching in a high-poverty school and academic achievement was
less clear, however. Graduates scoring in the top quartile of CEE scores were about one-third as
likely as those in the bottom quartile to teach in a school where more than one-haf the students
were poor. On the other hand, neither graduates GPA overall nor in their undergraduate major
was associated with their teaching in a high-poverty school.

New teachers among 1992-93 college graduates were more likely than teachers overal to
teach in high-minority enrollment schools. It is not possible to determine whether new teachers
were also more likely to teach in high-poverty schools because comparable estimates concerning
the distribution of all teachers by the poverty level of their schools are not available. However,
given the available published estimates, it appears unlikely that new teachers were more likely
than more experienced teachers to have taught in high-poverty schools.

Main Teaching Field

Although many teachers teach multiple fields, most have a main field, that is, a field that
they teach more than any other single field. This section discusses graduates main teaching
fields during the semester they had most recently taught as of the 1997 interview and focuses on
the relationship between graduates’ main fields and the fields they studied as undergraduates.

During the most recent spring semester they had taught, about one-third of new teachers
taught general elementary classes, in which they taught multiple subjects to a single group of
children throughout the day (table 9). The remainder taught single-subject classes, in which they
taught different subjects to different groups of students throughout the day. Twenty-four percent
taught mainly science or mathematics classes, 11 percent English, and 5 percent one or more of
the social sciences.

The level of the schools in which they taught was associated with graduates CEE scores,
and therefore it is not surprising that graduates in the top quartile were about one-third as likely
as graduates in the bottom quartile to teach mainly general elementary classes. Compared with
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Table 9—0f 1992-93 bachelor’s degree recipients who fir st taught between receiving the bachelor’s degree and 1997, per centage distribution
according to the main field taught in current or most recent teaching job, by selected characteristics

Main field taught in most recent job as of 1997

General Businessand Scienceand  Foreign Specia Socia Fine
dementary vocational mathematics languages  education English sciences arts Other
Tota 34.2 45 23.6 3.6 8.0 10.8 5.2 3.8 6.4
College entrance exam (CEE) scores
Available 324 3.6 239 39 8.6 11.8 5.7 3.7 6.5
Bottom quartile 44.3 3.2 15.6 45 9.1 6.0 5.7 31 85
Middle half 32.2 4.1 26.0 3.1 8.6 10.8 5.4 4.1 5.8
Top quartile 15.0 2.8 29.3 5.7 7.8 239 6.9 31 55
Unavailable 43.0 8.8 22.3 2.2 5.2 5.8 23 4.4 6.0
Baccalaureate degree magjor
Businessymanagement — — — — — — — — —
Education 42.7 4.0 17.8 25 9.3 10.2 3.3 3.3 6.9
Humanities 25.6 14 9.5 12.6 17 19.1 9.9 154 4.9
Math/computer/natural sciences 154 8.2 67.8 0.1 2.0 31 0.7 0 2.8
Social sciences 235 3.3 15.0 21 10.6 18.8 194 0.2 7.1
Other 26.6 4.9 16.0 0 19.8 6.2 7.4 0 19.2

—Sample size too small for areliable estimate.
NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond Longitudinal Study, Second Follow-up (B&B:93/97), Data
Analysis System.
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bottom-quartile graduates, those in the top quartile were nearly twice as likely to teach science or
mathematics and about four times as likely to teach English, however.

As teacher preparation has become an important policy issue, teachers academic back-
ground in the fields they teach has received increasing scrutiny (Ingersoll and Gruber 1996;
NCTAF 1996, 1997). Table 9 also illustrates the relationship between graduates undergraduate
majors and the main fields they taught in their most recent teaching jobs. About two-fifths of
education mgjors taught general elementary classes, and amost one-fifth taught science or
mathematics. About one-tenth taught English, and another one-tenth taught special education
classes. The remainder were divided among vocational education, foreign language, socia sci-
ence, art, and other classes.

Two-thirds of teachers who had majored in mathematics, computer science, or natural sci-
ence taught mathematics or science more than any other single subject. Another 15 percent taught
genera elementary classes more than other fields, and 8 percent taught business or other voca
tional education classes more than others. Although 68 percent of mathematics/computer/natural
science majors taught mathematics or science classes more than any other subject, only 19 per-
cent of socia science majors taught social science classes more than classes in any other subject.

From another perspective, many 1992-93 graduates who taught had majored in education
as undergraduates. Nearly three-quarters of general elementary teachers had majored in educa-
tion, and about two-thirds of special education teachers had done so as well (table 10). Nearly
two-fifths of science and mathematics teachers had maored in mathematics, computer science,
or the natural sciences, and about two-fifths had maored in education. Similarly, about two-fifths
of foreign language teachers had majored in one of the humanities, and two-fifths in education.
About one-half of English teachers had majored in education, and one-fifth in the humanities.
One-third of social science teachers had majored in the socia sciences, and nearly two-fifths in
education.

In addition, noteworthy proportions of teachers in some fields had majored outside the
fields they taught. Twenty-three percent of social science teachers had majored in the humanities
as undergraduates, 15 percent of English teachers had majored in the social sciences, and 14 per-
cent of foreign language teachers had completed business/management majors.
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Table 10—Per centage distribution of 1992-93 bachelor’s degr ee recipients who had not taught before
receiving the bachelor’ s degr ee accor ding to baccalaur eate degree major, by main field taught
in most recent job as of 1997

Mathematics/
computer/
Business/ natural Socia
management  Education Humanities  sciences sciences Other
Total* 25.2 117 9.8 19.6 15.2 184
Main field taught in most recent job as of 1997
Genera elementary 4.3 72.0 9.0 6.0 6.0 2.7
Business and vocational 10.3 51.8 3.6 24.0 6.4 38
Science and mathematics 54 43.6 48 38.2 5.6 24
Foreign languages 13.7 39.3 417 0.3 5.0 0
Special education 51 68.2 26 33 11.9 8.9
English 2.8 54.6 21.4 39 153 2.0
Socia sciences 0 374 229 17 33.0 5.0
Finearts 0 59.0 24.3 3.7 6.3 6.7

*|ncludes graduates who did not teach.
NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.

Workload

Teaching out of field may frustrate teachers and contribute to their attrition because it adds
significantly to their workloads. Preparing lessons in subjects in which one has less expertise re-
guires more time and energy than doing so in a discipline in which one is well grounded. Other
aspects of teachers' assignments affect their workloads in other ways. Education agencies at the
local, state, and federal levels are working to reduce class sizes, particularly at the elementary
level, in order to allow teachers the time to work with students more intensively. Secondary
teachers' workload is also affected by the number of different subjects and class periods they
teach in the average day or week. Having more subjects or classes for which to prepare increases
teachers workload.

Among 1992-93 bachelor’ s degree recipients who were teaching full time in their most re-
cent spring semester of teaching, general elementary classroom teachers had an average of 33
children in their classes (table 11).18 Full-time general elementary teachers who had |eft teaching

18The SASS data indicate that the average public school teacher who taught a general elementary class had 24 students in the
class, and the average private school general elementary teacher had 21 students (Henke et a. 1997). However, the SASS esti-
mates do not include teachers who team taught, taught in pull-out programs, or taught elementary enrichment classes. Teachersin
each of these categories are included in the B& B:93/97 estimates.

39



Becoming a Teacher: Preparing for and Working in Classrooms

Table 11—For 1992-93 bachelor’s degr ee recipients who fir st taught between receiving the bachelor’s
degree and 1997 and who wer eteaching general elementary classes full time during the most
recent semester they taught: average number of studentstaught, and per centage distribution
according to perceived difficulty of workload, by selected teaching-related characteristics

Average
number of Percentage distribution of teachers
students by whether they reported that their
taught in the workload was more difficult than
most recent those of other teachers at their school
spring term Yes No Not sure
Total 33.0 124 84.9 2.8
Sector of school, most recent job as of 1997
Public 30.7 12.4 85.1 25
Private 26.7 7.8 835 8.7
Teaching status at end of study period
Still teaching spring 1997 32.8 12.3 85.1 2.6
Not teaching spring 1997 29.9 124 85.0 2.7

NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.

by April 1997 were not, on average, responsible for more students in their most recent semester
of teaching than those who were still teaching.

The number of students for whom general elementary teachers were responsible is an ob-
jective measure of workload. However, not all classrooms of 33 children are alike: some groups
of children are more demanding than others. Therefore, it is important to consider teachers' per-
ceptions as well as more objective statistics. Twelve percent of full-time genera elementary
teachers believed their workloads were more difficult than those of other teachers in their
schools. It appears that teachers' perceptions of the relative difficulty of their workloads varied
with the sector of the school in which they had most recently taught, but this apparent difference
is not statistically significant. Full-time general elementary teachers who had left teaching by
April 1997 were no more likely than their classmates who were still teaching in 1997 to report
that their workloads were more difficult than those of other teachersin their schools.19

19see table 8 and the accompanying text for information regarding the types of schools in which new teachers among 199293
college graduates taught.
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Among 1992-93 bachelor’ s degree recipients who were teaching full time in their most re-
cent spring semester of teaching, teachers of single subjects, that is, not general elementary
classes, taught an average of six periods per day (table 12). In addition, they taught an average of
two fields. These estimates and the secondary school teacher estimates—also six periods and two
fields—are fairly consistent with SASS estimates from public and private secondary school
teachers who taught departmentalized classes. According to SASS estimates, secondary school
teachers who taught departmentalized classes taught an average of five periods per day and two
subject areas (Henke et al. 1997).

Table 12—Various workload characteristics for 1992—93 bachelor’s degree recipientswho fir st taught
between receiving the bachelor’s degree and 1997 and wer e teaching single-subject classes full
time during the most recent semester they taught sincereceiving the bachelor’s degree, by selected
teaching-related characteristics

Average Average Average

number of number of number of Percentage distribution of teachers by
subject areas periods students whether they reported that their work-
taught inthe taughtinthe taughtinthe load was more difficult than those
most recent  most recent  most recent of other teachers at their school
springterm  springterm  spring term Yes No Not sure
Total 17 5.6 99.5 24.2 72.8 29

Level of school, most recent job as of 1997

Elementary 19 5.9 90.9 28.0 713 0.8

Secondary 15 5.6 115.8 22.6 735 3.9

Combined 17 4.6 76.1 23.8 74.0 2.2
Teaching status at end of study period

Still teaching 1.7 5.6 97.6 233 734 34

Not teaching 16 5.9 113.2 29.0 69.7 13

'Elementary schools provide instruction in some grade lower than 7th and no grade higher than 8th. Secondary schools provide
instruction in no grade lower than 7th. Combined schools provide instruction in some grade lower than 7th and some grade higher than
8th.

NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.

In total, 199293 bachelor’s degree recipients who taught single-subject classes full time
were responsible for an average of 100 students during the last semester they taught. Those
working in elementary schools taught an average of 91 students, whereas those in secondary
schools taught 116 students. Again, the SASS data present a similar view of secondary school
teachers’ workloads: SASS public secondary school teachers in departments taught an average of
124 students, and SASS private secondary school teachers taught an average of 99 students
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(Henke et al. 1997). Although it appears that full-time single-subject teachers who had left
teaching were responsible for more students than were those who remained in the classroom, this
apparent difference was not statistically significant.

In general, compared with general elementary teachers, single-subject teachers (who work
at all levels) were about twice as likely to report that their workloads were more difficult than
those of other teachers in their schools (tables 11 and 12). Whereas 24 percent of single-subject
teachers felt they had a more difficult workload than colleagues in their schools, 12 percent of
genera elementary teachers felt so. However, single-subject teachers who left teaching were no
more likely than those who remained to perceive that their workloads were more difficult than
those of colleagues (table 12).

Satisfaction

Satisfaction with Aspects of Teaching

Among 1992-93 bachelor’ s degree recipients, teachers were asked how satisfied they were
with six aspects of teaching during their most recent semester in the classroom: student motiva-
tion to learn, the school learning environment, student discipline and behavior, class size, parent
support, and society’s esteem for the teaching profession. Teachers responded on a three-point
scale: very satisfied, somewhat satisfied, or dissatisfied. These data offer an opportunity to ex-
amine relationships between school and teacher characteristics on the one hand and teachers
satisfaction on the other.

Teachers were considerably more satisfied with some aspects of their work than with oth-
ers. For example, whereas 47 percent of teachers were very satisfied with their class size, only 15
percent were very satisfied with society’ s esteem for the profession (table 13).

In addition, teachers satisfaction varied considerably with severa characteristics of ther
schools. No matter which of the six aspects one examines, public school teachers were less likely
than private school teachers to report that they were very satisfied. Compared with elementary or
combined school teachers, secondary school teachers were less likely to be very satisfied with
students' motivation to learn, the school environment, and student behavior and discipline.
Teachers who worked in schools with higher concentrations of minority students were less likely
than those in schools with relatively fewer minority students to be very satisfied with the school
environment, student behavior and discipline, and parent support.
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Table 13—Of 199293 bachelor’s degreerecipientswho first taught between receiving the bachelor’s degree
and 1997, per centage who were very satisfied with various aspects of teaching and quite satisfied
overall in the most recent semester they taught, by selected teaching-related char acteristics

Percent who reported that they were very satisfied with

Student Esteem Percent
Student School discipline Support  of society quite
motivation  learning and from for teaching satisfied
tolearn environment behavior Classsize parents  profession overal
Total 26.5 449 32.7 46.7 31.0 14.6 27.4

Sector of school, most recent job as of 1997

Public 22.9 42.0 29.1 41.8 26.3 11.6 23.1

Private 36.2 54.7 424 68.2 515 23.2 42.4
Level of school, most recent job as of 1997*

Elementary 31.0 50.1 34.1 45.0 317 11.6 28.5

Secondary 10.6 30.5 233 41.0 239 154 181

Combined 38.0 48.8 39.4 65.5 37.9 18.9 40.9
Percent minority enrollment, most recent job as of 1997

04 304 51.8 35.6 49.0 33.1 15.6 32.3

5-19 21.7 54.6 40.2 44.6 38.2 151 338

2049 20.6 37.8 23.3 43.8 254 6.2 18.2

50 or more 21.3 30.5 21.1 34.4 134 10.2 14.5
Teaching status at end of study period

Still teaching 26.4 47.0 335 46.3 32.7 14.1 29.0

Not teaching 24.7 313 285 47.6 22.1 19.9 18.4

*Elementary schools provide instruction in some grade lower than 7th and no grade higher than 8th. Secondary schools provide
instruction in no grade lower than 7th. Combined schools provide instruction in some grade lower than 7th and some grade higher than
8th.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond Longitudinal Study,
Second Follow-up (B&B:93/97), Data Analysis System.

Finally, satisfaction with some aspects of teaching was associated with continuing to teach
in April 1997. Teachers who were not teaching in the spring of 1997 were less likely than those
who continued to teach to be very satisfied with the school learning environment and parent sup-
port.
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Choose Teaching Again?

Another indicator of teachers' satisfaction is whether they would choose to teach again if
they had the opportunity to start over. According to this measure, most teachers were relatively
satisfied with their choice: 73 percent of teachers among 1992-93 bachelor’s degree recipients
would choose to teach if they could go back to their college days and start over again (table 14).

Undergraduate academic achievement was somewhat associated with graduates’ willing-
ness to teach again. Whereas 75 percent of teachers who had scored in the bottom three quartiles
of the CEE score distribution would choose teaching again, 63 percent of their colleagues in the
top quartile would do so. However, graduates GPASs, both overall and in their maors, were not
associated with their willingness to teach again.

The degree to which teachers had undergone training in pedagogy was associated with their
willingness to teach again. For example, whereas 45 percent of those who had no record of com-
pleting a student-teaching assignment and were also not certified reported that they would choose
teaching again, 80 percent of those certified to teach reported that they would teach again.

Teachers who had worked only in private schools were less likely than those who had
worked only in public schools or in both sectors to report that they would choose teaching again.
Teachers who had taught at multiple levels were more likely than those who had taught at only
one of the three levels to report that they would return to teaching. Otherwise, those who had
taught only at one level did not differ from each other.

Not surprisingly, teachers who were not teaching in the spring of 1997 were less enthusias-
tic than those who continued to teach. Whereas 84 percent of those who were teaching in 1997
would teach again if they had the chance, 49 percent of those who left would do so.

Y ears of Experience

How long had these new teachers taught? The amount of time graduates had spent in the
classroom depends on both how soon they began teaching after receiving the bachelor’s degree
and on whether, and for how long, they had stopped teaching at any time before the 1997 inter-
views began in April 1997. Bachelor’s degree recipients who had taught for the first time after
receiving the 1992-93 bachelor’s degree had spent an average of nearly 3 yearsin the classroom
by the spring of 1997 (table 15). Women had taught slightly longer than men.
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Table 14—0Of 1992-93 bachelor’s degreerecipientswho first taught after receiving the bachelor’s degree,
per centage distribution according to whether they would still choose teaching, by selected
characteristics: 1997

Would respondent choose teaching again?

Yes No Not sure
Total 72.6 20.0 74
College entrance exam (CEE) scores
Available 72.1 20.0 7.9
Bottom quartile 74.9 20.6 45
Middle half 73.7 17.4 8.8
Top quartile 62.7 274 9.9
Unavailable 75.0 19.6 5.4
Cumulative undergraduate GPA
Lessthan 2.75 65.8 29.2 5.0
2.75-3.24 74.9 18.9 6.2
3.25-3.74 73.6 18.1 83
3.75 or higher 76.4 174 6.2
Undergraduate GPA in major
Lessthan 2.75 59.4 336 7.0
2.75-3.24 72.9 21.0 6.1
3.25-3.74 74.6 17.8 7.7
3.75 or higher 75.3 17.9 6.9
Statusin teacher pipeline, 1997
No training 45.1 43.2 11.7
Student teaching, not certified 55.7 24.7 19.6
Certified 80.3 13.9 5.9
Taught, training unknown — — —
Sector of schools at which taught by 1997
Public 77.3 16.4 6.4
Private 60.0 24.6 65.4
Both 835 12.3 4.2
Level of schools at which taught by 1997*
Elementary 75.1 19.2 5.7
Secondary 70.9 194 9.7
Combined 72.7 21.7 5.6
Multiple 89.6 3.7 6.7
Teaching status at end of study period
Current teachers 83.6 105 59
Former teachers 494 39.6 11.0

—Sample size too small for areliable estimate.

*Elementary schools provide instruction in some grade lower than 7th and no grade higher than 8th. Secondary schools provide
instruction in no grade lower than 7th. Combined schools provide instruction in some grade lower than 7th and some grade
higher than 8th.

NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.
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Table 15—Average year s of teaching experience and per centage distribution of 1992-93 bachelor’s degree
recipientswho first taught after receiving the bachelor’s degr ee accor ding to teaching status
at the end of the study period, by selected characteristics: 1997

Average years of Teaching status at end of study period
teaching experience L eft teaching Still teaching
Total 2.8 20.7 79.4
Gender
Male 2.6 235 76.5
Female 29 19.5 80.5
Race/ethnicity
Black, non-Hispanic 2.6 24.6 75.4
Hispanic 29 274 72.6
White, non-Hispanic 2.8 19.8 80.2
Other, non-Hispanic* — — —
College entrance exam (CEE) scores
Available 2.8 21.6 78.4
Bottom quartile 31 16.1 83.9
Middle half 2.8 20.6 79.4
Top quartile 25 321 67.9
Unavailable 29 159 84.1
Baccalaureate degree major
Business/management — 30.6 69.4
Education 3.2 15.2 84.8
Humanities 25 27.1 729
Math/computer/natural sciences 2.6 20.8 79.2
Social sciences 21 29.3 70.8
Other 2.0 41.4 58.6
Cumulative undergraduate GPA
Lessthan 2.75 26 27.6 724
2.75-3.24 29 19.1 80.9
3.25-3.74 28 20.3 79.7
3.75 or higher 3.0 145 85.5
Undergraduate GPA in major
Lessthan 2.75 26 204 79.6
2.75-3.24 2.8 236 76.4
3.25-3.74 28 19.2 80.8
3.75 or higher 3.0 16.6 834
Has student teaching credit
Yes 3.2 15.3 84.7
No 23 29.3 70.7
Certified to teach’
Certified 3.0 14.2 85.8
Not certified 20 49.1 50.9
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Table 15—Average year s of teaching experience and per centage distribution of 1992-93 bachelor’s degree
recipientswho first taught after receiving the bachelor’s degr ee accor ding to teaching status
at the end of the study period, by selected characteristics: 1997—Continued

Average years of Teaching status at end of study period
teaching experience L eft teaching Still teaching

Sector of school at which taught by 1997

Public 29 15.9 84.1

Private 25 40.8 59.2

Both 3.2 19.7 80.3
Level of schools at which taught by 1997°

Elementary 3.0 16.1 84.0

Secondary 25 24.8 75.2

Combined 25 384 61.7

Multiple 31 10.6 89.4
Participated in teacher induction program

Participated 3.0 154 84.6

Did not participate 2.7 25.7 74.3

—Sample size too small for areliable estimate.

YIncludes American Indian/Alaska Natives, Asian/Pacific Islanders, and others.

*Those who were certified at the probationary, regular, or advanced level in any U.S. state were classified as certified. Those
who had no state certification or who were certified at no level higher than the temporary, emergency, or other levels were
classified as not certified.

%l ementary schools provide instruction in some grade lower than 7th and no grade higher than 8th. Secondary schools provide
instruction in no grade lower than 7th. Combined schools provide instruction in some grade lower than 7th and some grade
higher than 8th.

NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccal aureate and Beyond
Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis System.

The relationship between undergraduate academic achievement and the amount of time
graduates had spent teaching by 1997 varied with the indicator of academic achievement. Among
graduates who taught, those whose CEE scores fell in the bottom quartile of the ACT/SAT scores
distribution among the B&B:93 sample had taught an average of 3 years, whereas those whose
scores fell in the top quartile of the distribution had taught an average of 2.5 years. In contrast,
graduates with cumulative GPAs under 2.75 had taught slightly less time, on average, than those
with higher cumulative GPAs. However, there was no relationship between graduates GPASs in
the undergraduate major and the amount of time teachers had taught.

Graduates who had trained to teach—whether by completing a student teaching assignment
or becoming certified to teach—and those who had participated in an induction program for new
teachers had amassed more teaching experience, on average, than their colleagues without the
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respective type of training. Given these findings, it is perhaps not surprising that education ma-
jors had also taught longer, an average of dlightly over 3 years, than graduates in other mgjors,
who had taught between 2 and 2.6 years, on average.

Teachers who had worked only in elementary schools or at multiple levels had taught an
average of about 3 years. In comparison, those who had taught in secondary or combined schools
had taught about 2.5 years. Women are more likely than men to teach in elementary schools.
Therefore, the finding that women had taught for 2.9 years, as compared with 2.6 years for men,
may reflect covariation between gender and school level. In addition, secondary level teachers are
more likely, in the aggregate (Henke et al. 1997) and among 1992—-93 graduates in particular, to
have earned a graduate degree. Therefore, graduate study may delay their entry into teaching and
reduce the amount of time they had taught by April 1997.

Thus, the B&B:93/97 data indicate that teachers with different characteristics taught for dif-
ferent lengths of time between July 1992 and April 1997. The next section examines whether
teachers' propensity to leave teaching and the reasons they left were aso associated with various
characteristics of themselves and their schools.
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By 1997, some of the new teachers who began teaching after completing bachelor’ s degrees
in 1992-93 had already left teaching. Some left for some period of time and returned to the class-
room by 1997, and others had not. At this early stage of their postbaccalaureate careers it will be
awhile before it becomes clear how many will not teach in a K—12 classroom again. However,
estimating the proportion who taught and left the classroom without returning by 1997 provides
baseline data for examining rates of leaving and returning in the future. This section examines
whether graduates who differed in their demographic, academic, and teaching characteristics
varied in the rates at which they had left teaching without returning by 1997.

Onein five 1992-93 bachelor’ s degree recipients who started teaching after college had left
the profession without returning by 1997 (table 15).20 Neither gender nor race/ethnicity was asso-
ciated with whether new teachers had left without returning.

There was some evidence that academic performance was associated with leaving teaching
by 1997. Graduates with CEE scores in the top quartile were twice as likely as those with scores
in the bottom quartile to leave without returning (32 percent versus 16 percent). In contrast,
graduates’ GPAs were not associated with whether they had left teaching by 1997.

In comparison with new teachers who had less training in pedagogy, those with more
training were less likely to have left teaching without returning by 1997. Fifteen percent of those
who had student taught had left the profession and not returned by 1997, compared with 29 per-
cent of those who had not student taught. Whereas 14 percent of certified teachers had left by
1997, 49 percent of those without certification had done so. Similarly, 15 percent of those who
had participated in an induction program had |eft teaching by 1997, compared with 26 percent of
those who had not participated in such a program. Despite the apparent difference between edu-
cation majors and those who had majored in other fields, however, education majors who taught
were no less likely than those who had majored in business'management; the humanities,

20| this analysis, “leaving” meant not teaching for more than 3 months. This section of the report discusses leaving teaching
without returning, defined as leaving no later than January 1997 and not returning by April 1997. This definition was devel oped
to exclude from “leavers’ two categories of teachers: (1) those who left at some point but returned to the classroom by April
1997, and (2) those who left within 3 months of the beginning of the 1997 data collection and whose potentia return within the
allotted 3 months would not have been measured.
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mathematics, computer science, or the natural sciences; or the social sciences to have left teach-
ing.

The types of schools in which graduates taught were also associated with their rates of
leaving without returning in this period. Whereas 16 percent of those who taught only in public
schools and 20 percent of those who taught in both public and private schools had left without
returning, 41 percent of those who taught only in private schools had done so. Private schools are
far more likely than public schools to combine elementary and secondary grades in combined
schools (McLaughlin and Broughman 1997). Therefore, it is not surprising that those who taught
either only in elementary schools or in schools at multiple levels were less likely than those who
taught only in combined schools to have left teaching by 1997. In addition, those who taught at
multiple levels or only in elementary schools were less likely than those who taught only in sec-
ondary schools to have left teaching by 1997.

Why did these new graduates leave teaching? Overall, one-quarter of teachers who left did
SO to pursue a career outside education (table 16). Others left because they were not interested in
teaching (19 percent) or because they disliked it or were dissatisfied with it (5 percent). Ten per-
cent were dissatisfied with the salary and benefits available in teaching. Another quarter left for
reasons not included among the response categories in the survey, and the remainder left for the
various reasons enumerated in table 16. Because there were relatively few cases available for this
analysis, these estimates are less reliable than others, and differences among groups in the rea-
sons for leaving teaching are difficult to detect. Nevertheless, the reasons that |eavers gave for
not pursuing teaching varied somewhat according to their demographic, academic, and teaching
characteristics.

Education majors and certified teachers were more likely than those who had majored in
other fields and those without certification, respectively, to leave teaching in order to have or rear
their own children. Not surprisingly, women were more likely than men to leave teaching to have
or rear children: 10 percent of women left for this reason, in contrast with 0.5 percent of men.
The former finding is at least partly connected to the latter because women are generally more
inclined to teach than men. In particular, education mgors are more likely to be women
(McCormick, Horn, and Knepper 1996), and women are more likely than men to become certi-
fied to teach (table 1).

Whereas women cited family formation as the reason for leaving more often than men, fi-
nancial compensation appears to have been more important to men than to women. Men were
more likely than women to leave because they were dissatisfied with the salary and benefits (ta-
ble 16).
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Table 16—0Of 1992-93 bachelor’s degr ee recipients who fir st taught and left teaching between receiving the bachelor’s degree and 1997, per centage
distribution according to primary reason they chose, in 1994 or 1997, not to pursue teaching, by selected characteristics

Reason not teaching next fall

Moved/ Dissatis- To To take Not To Other
moving To faction teke courses willing move reason
for Preg- pursue with courses for Not Didliked/ to into for
family/  nancy/ Health career sdary for career  School interested dissatiss pursue  school  leaving
personal child reasons/ outsideof and  education outside of staffing in fiedwith training adminis- teaching
reasons rearing disability education benefits career education action teaching teaching toteach tration job
Total 19 6.2 0.4 24.9 10.0 24 11 0.4 18.9 54 2.7 11 24.6
Gender
Male 14 0.5 0 28.7 134 35 0.6 0.1 209 34 3.2 0.5 23.8
Female 21 9.9 0.7 225 7.9 17 14 0.5 17.6 6.7 24 14 25.1
Baccalaureate degree major
Business'/management 2.0 5.8 0 185 9.8 25 0 0 25.1 5.9 6.6 0 24.0
Education 4.8 17.1 11 17.2 89 2.3 0 0.9 13.0 7.1 2.2 17 238
Humanities 0.8 51 0.6 25.9 15.2 35 2.8 0.2 111 7.5 21 21 23.2
Math/computer/natural sciences 17 25 0.7 28.8 11.2 12 1.0 0.7 21.1 4.8 35 2.4 20.6
Social sciences 0.8 24 0 30.6 7.0 40 21 0 16.3 52 2.0 0 29.6
Other 04 2.1 0 29.2 8.3 1.0 1.0 0.3 279 29 0.9 0.4 25.7
Certified to teach*
Certified 41 19.9 16 19.7 10.3 15 0.6 04 7.3 5.7 0.5 3.0 25.5
Not certified 12 25 0.1 26.4 10.0 2.7 12 0.3 220 54 33 0.6 24.4

*Those who were certified at the probationary, regular, or advanced level in any U.S. state were classified as certified. Those who had no state certification or who were certified at no level
higher than the temporary, emergency, or other levels were classified as not certified.

NOTE: Details may not sum to 100 percent due to rounding.

SOURCE: U.S. Department of Education, National Center for Education Statistics, 1993 Baccalaureate and Beyond Longitudinal Study, Second Follow-up (B&B:93/97), Data Analysis
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Leaving Teaching

In general, teachers who were more committed to careers in education, as indicated by ma-
joring in education or becoming certified to teach, were less likely than others to leave because
they were dissatisfied with aspects of the job or wanted to do something else. Education maors
were less likely than socia science majors to leave in order to pursue a career in another field. In
addition, although 7 percent of certified teachers who left did so because they were not interested
in teaching, 22 percent of uncertified teachers left for similar reasons.
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Plans Regarding Teaching in the Future

Looking ahead to future follow-up interviews, in the 1997 interview, graduates were asked
what they expected to be doing in the short term (3 years from 1997) and longer term future.
Overall, about 8 percent of pipeline-eligible college graduates expected to be teaching full time
in 3 years, and 7 percent expected to be teaching in the longer term (table 17).

As with steps toward teaching, gender and race/ethnicity were related to plans for teaching
in the future. Women were more likely than men to expect to teach full time in 3 years and to
teach in the longer term, and they were also more likely to expect not to be working full timein 3
years. Asian/Pacific Islander graduates were less likely than Hispanic and white, non-Hispanic
graduates to expect to teach full time in 3 years or in the longer term. In addition, black, non-
Hispanic graduates were less likely than white, non-Hispanic graduates to expect to teach in the
longer term.

Academic characteristics were also associated with graduates’ plans to teach in the future.
Not surprisingly, education majors were more likely than those who had majored in other fields
to expect to be teaching full time in 3 years and in the longer term. In addition, busi-
ness/management majors were less likely than humanities and social science majors to expect to
be teaching full timein 3 years, and less likely than humanities majors to expect to be teaching in
the longer term.

As with their entrance into teaching, graduates with higher CEE scores were less likely to
expect to teach full time in 3 years and in the longer term. On the other hand, graduates with
GPAs of 2.75 and higher, both in their majors and overall, were more likely to expect to be
teaching full time in 3 years, and not to be working full time in 3 years. In the longer term,
graduates with GPAs of 2.75 and higher were again more likely than those with the lowest GPAs
to expect to be teaching.

Commitment to teaching, as indicated by 1997 pipeline status, was associated with differ-
ences in graduates’ expectations for teaching in the future. Fifty-six percent of certified teachers
expected to be teaching full time in 3 years, and 44 percent expected to be teaching in the longer
term. Certified teachers were more likely than all pipeline groups but one—those who student
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Plans Regarding Teaching in the Future

Table 17—Per centage distributions of 1992-93 bachelor’s degr ee recipients accor ding to their employment
expectationsin 3 yearsand whether they expected to be teaching in the longer term; and
per centage distribution of pipeline entrants according to whether they planned to moveinto an
education-related job, by selected characteristics: 1997

199293 bachelor’ s degree recipients who had Of those in
not taught before receiving the degree pipeline, whether
Employment expectations planned to move
in 3 years Expectsto into education-
Other Not be teaching related,
Teaching full-time working longer term nonteaching j ob’"
full time  work  full time Yes No Yes No
Tota 7.6 83.7 8.8 7.1 929 31.6 68.4
Gender
Male 4.3 92.1 35 3.7 96.3 29.1 71.0
Female 104 76.3 13.3 10.1 90.0 32.9 67.1
Race/ethnicity
Black, non-Hispanic 6.4 88.5 52 4.1 95.9 49.4 50.6
Hispanic 10.0 82.8 7.2 8.1 91.9 43.2 56.8
White, non-Hispanic 7.8 83.0 9.2 75 92.5 29.3 70.7
Other, non-Hispanic 5.1 84.1 10.8 1.8 98.2 — —
American Indian/Alaska Native 85 84.2 7.3 7.1 92.9 — —
Asian/Pacific Idander 21 91.2 6.7 2.0 98.0 30