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Ensuring Students’ Equitable Access
to Qualified and Effective Teachers

All students deserve equal access to qualified
and effective teachers.

It is not surprising to find an unusually large range of
approaches taken by states.

What does the research say about the distribution of teacher talent?
Research is definitive on this finding: a high correlation exists between a teacher's effectiveness and their
students' academic growth.1
Further, most research exploring the question of equitable distribution of teachers finds that students with
various measures of disadvantage (most often looking at those from low- income backgrounds, but in
some cases also looking at students of color) tend to have less effective teachers, as measured by
teachers' value added scores.2 (One notable exception is a study of 26 districts finding no evidence that
teachers are distributed inequitably.3) The research also finds that students from more disadvantaged
backgrounds tend to have lower-quality teachers using other criteria such as years of experience,
licensure test scores, competitiveness of their undergraduate institutions, and board certification.4
A recent study from the CALDER Center, using experience as a proxy for teacher quality, found students of
color in Washington were more likely to be assigned a novice teacher than other students. The study’s
researchers posit that if school districts were to alter the practices that create the current inequities in how
teachers are assigned—instead ensuring that novice teachers are no less likely to be assigned to some
schools over others—that schools could achieve the equitable distribution of teacher talent within only five
years.

What the law requires:

1.

2.

3.

How states responded to the law:

SUMMARY OF FINDINGS

1.

2.

3. Many states do not share sufficiently disaggregated data.

4.

FINDING 1

Few states report on all three measures of
teacher quality.

View this map on the NCTQ website for interactive features.
Visit www.nctq.org/publications/Ensuring-Students-Equitable-Access-to-Qualified-and-Effective-Teachers.

Most states show a clear preference for reporting on
some measures, steering clear of any measure of
teacher effectiveness.
•

•

•

A missed opportunity
Quite a few states (19)i have access to teacher performance data, but elected not to use it here to track
the distribution of effective teachers among their schools.
Objective measures of student growth such as value-added models are an important tool for measuring
student learning. These models have the ability to measure individual students' learning gains, controlling
for students' previous knowledge and background characteristics.
Given the wide scale problems over adopting more meaningful teacher evaluations, defining effectiveness
remains a challenge for states. However, regarding those states that already collect teacher performance
date, publicly reporting this measure could have provided a critical metric to assess the strength and
distribution of the teacher workforce.

i

The 19 states are: Alabama, Arizona, Connecticut, Delaware, Georgia, Hawaii, Idaho, Minnesota, Mississippi, New Jersey, New York,
North Dakota, Oregon, Rhode Island, South Carolina, Tennessee, Utah, Washington, and West Virginia.

Many states elected to add additional measures not
named in the law.

•

•

•

ii

The 15 states are: Arkansas, Delaware, Idaho, Illinois, Iowa, Kentucky, Louisiana, Massachusetts, Michigan, Missouri, New Jersey,
South Carolina, Tennessee, Utah, and Vermont.
iii
The 16 states are: Alabama, Alaska, Arkansas, California, Illinois, Kentucky, Maine, Michigan, Minnesota, Nebraska, New Jersey, Ohio,
South Carolina, South Dakota, Virginia, and Washington.

View these maps on the NCTQ website for interactive features.
Visit www.nctq.org/publications/Ensuring-Students-Equitable-Access-to-Qualified-and-Effective-Teachers.

FINDING 2

There are no consistent definitions for any of
the metrics.

States use no fewer than five definitions of teacher
inexperience.15

•

•

In this chart, years are defined as complete years of experience. For example, a state
in the 3 Years category captures a state that defines an inexperienced teacher as a
teacher that has been in the classroom for less than three full years. At the conclusion
of their third year of teaching, the teacher would then be considered experienced.

State definitions for "out-of-field" teaching, don’t just
vary but spill over into unrelated metrics.

FINDING 3

Many states do not report sufficiently
disaggregated data.

State Spotlights: Why school-level data makes a difference
By adopting school level disaggregation, Florida was able to learn that Miami-Dade's Title I schools were
no more likely to have out-of-field teachers as more affluent schools in the district. Further, the proportion
of classes taught by out-of- field teachers in these Title I schools was roughly half the state average, a
reason to celebrate.
Rhode Island reports that 14% of the teachers in its largest school district, Providence, meet its definition
of "inexperienced" (0-3 Years), but it is how the state breaks that data down that allows state and district
leaders to push for changes. Because the state made it possible to distinguish between secondary and
elementary schools—something few other states did—it learned that most of these inexperienced
teachers were landing in high poverty secondary schools (21.5%) as opposed to its high poverty
elementary schools (12.7%).

parity

FINDING 4

Shared data lacks context for meaningful
comparisons.

1.

2.
3.
4.

CONCLUSION AND RECOMMENDATIONS

It’s not too late to fix this problem.

We offer four recommendations for states to consider:
1.

2.

3.

4.

We offer two recommendations for the federal
government to consider:
1.

2.

APPENDIX A

Individual State Results

View this table on the NCTQ website for interactive features, including tooltip details.
Visit www.nctq.org/publications/Ensuring-Students-Equitable-Access-to-Qualified-and-Effective-Teachers.

Continued from previous page:

View this table on the NCTQ website for interactive features, including tooltip details.
Visit www.nctq.org/publications/Ensuring-Students-Equitable-Access-to-Qualified-and-Effective-Teachers.

APPENDIX B

Methodology

•
•
•
•
•
•
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