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TEACHERS’ WORKING CONDITIONS

To deliver high quality education, schools must attract,
develop, and retain effective teachers. Working conditions
play an important role in a school’s ability to do so. Schools
that are able to offer their teachers a safe, pleasant, and sup-
portive working environment and adequate compensation are
better able to attract and retain good teachers and motivate
them to do their best. Teachers’ working conditions are impor-
tant to students as well as teachers because they affect how
much individual attention teachers can give to students. Large
class sizes or disruptive students, for example, can make both
teaching and learning difficult.

Some aspects of teachers’ working conditions go along with the
job regardless of where a teacher works. For example, teacher
salaries tend to be low relative to those earned by similarly
qualified individuals in other professions regardless of the type
or location of the school. Other aspects of teachers’ working
conditions, such as school safety, vary widely from school to
school. Thus, in addition to being concerned about teachers’
working conditions in general, we need to pay attention to the
types of schools that tend to have desirable or difficult working
conditions and, for equity reasons, to the characteristics of the
students who attend them.

Data presented here describe a number of aspects of teachers’
working conditions, including workload, compensation, school
and district support for teachers’ professional development,
school decision making, school safety, student readiness to learn,
and public respect for teachers.

1



WORKLOAD

Teaching workload has several dimensions, including the
amount of time spent working, the number of classes taught, and
the number of students in each class. The amount of time a
teacher devotes to his or her job is partly self-determined, reflect-
ing not only what the school requires or expects but also the
teacher’s efficiency, enthusiasm, and commitment.

• The average amount of time a full-time
teacher is required to spend at school is only
about three-quarters of the teacher’s work
week.

In school year 1993–94, full-time public school teachers were
required to be at school for an average of 33 hours per week to
conduct classes, prepare lessons, attend staff meetings, and fulfill
a variety of other school-related responsibilities. The average was
similar whether they worked at the elementary or secondary
level.1

In addition to the required time at school, a full-time public
school teacher worked an average of 12 additional hours per
week before and after school and on weekends. Teachers spent 3
of these hours in activities involving students and 9 hours in
other school-related work, such as grading papers, preparing
lessons, and meeting with parents.

Full-time public school teachers in rural/small town communi-
ties spent more time, on average, than those in other community
types in activities involving students. And, those in schools with
relatively few low income students (5 percent or fewer students
eligible for free or reduced-priced lunches) spent more time in
activities involving students and also more time on other school-
related activities than did those in schools with more than 40 per-
cent low income students.
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Average hours full-time teachers worked per week before and
after school and on weekends: School year 1993–94

Total Other
School school- With school-
characteristics related students related

Public 12.1 3.3 8.7
School level

Elementary 11.0 1.7 9.2
Secondary 13.2 5.0 8.2

Urbanicity
Central city 11.6 3.0 8.6
Urban fringe/

large town 12.4 3.1 9.4
Rural/

small town 12.1 3.7 8.4

Percent low income students
0–5 13.3 3.8 9.5
6–20 12.9 3.7 9.2
21–40 12.1 3.5 8.7
41–100 11.0 2.7 8.3

Private 12.9 3.6 9.3

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).

On average, full-time private school teachers were required to be
at school about an hour longer per week and spent about an hour
more outside of school than their public school counterparts.2

In 1992, the average amount of time per year public school teach-
ers at the primary level spent teaching (excluding other school
responsibilities) in 15 countries (mostly European) was 858
hours, ranging from a low of 624 hours in Sweden to a high of
1,093 hours in the United States.3
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• Public school teachers tend to have larger
classes than private school teachers.

In school year 1993–94, public school teachers had an average
class size of 23.2 and taught an average of 5.6 classes per day
(excluding those in self-contained classrooms). The corre-
sponding averages for private school teachers were 19.6 and
6.0, respectively.

Average class size and average number of classes per day for
full-time teachers: School year 1993–94

School Class Classes
characteristics size per day*

Public 23.2 5.6
Urbanicity

Central city 24.1 5.5
Urban Fringe/

large town 24.1 5.5
Rural/

small town 22.0 5.7

School size
Less than 150 15.4 6.2
150–499 20.7 6.0
500–749 23.3 5.7
750 or more 24.5 5.4

Private 19.6 6.0

*Since elementary teachers do not tend to teach separate classes, only 8 percent of
the teachers who responded to this question were elementary teachers, while 92
percent were secondary teachers.

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).

Public school teachers in rural/small town areas had lower aver-
age class sizes than teachers in other community types, and those
in the smallest schools (those with less than 150 students) had
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lower average class sizes than those in the largest schools (those
with 750 students or more).

• Pupil-teacher ratios at the secondary level in
the United States are high compared to those
in other countries.

Among 16 countries (primarily European, but also including
Japan, Australia, and New Zealand), the ratio of students to
teachers (full-time-equivalents) at the secondary level averaged
13.8 in public education. In the United States, the ratio averaged
16.7.4

COMPENSATION

How much districts and schools pay their teachers and what cri-
teria they use as a basis for salary increases are important aspects
of teachers’ working conditions. In recent years, many states and
districts have been experimenting with new career paths and
salary structures in an effort to attract and retain high quality
teachers.

• In school year 1993–94, public school district
salaries for teachers with a bachelor’s degree
but no experience averaged $21,900 (in cur-
rent dollars).

Scheduled salaries for teachers usually increase with education
and experience. In school year 1993–94, public school districts
paid an average of $40,500 at the top of their schedules. Among
private schools with salary schedules (about two-thirds of all pri-
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vate schools), salaries were considerably less, starting at $16,200
and rising to $27,300.5 Regional differences in salary schedules
were prominent, with public school districts in the Northeast
paying the highest salaries, on average, and districts in the South
generally paying the lowest salaries.

The smallest public school districts (those with less than 1,000
students) tended to pay less, especially at the higher steps of the
salary schedule. Their average salary rate at the highest step on
the schedule was $36,500, compared to $43,800 in the next largest
district size category (1,000 to 4,999 students) and even more in
larger districts.6

Adjusting for inflation, scheduled salary rates for teachers with a
bachelor’s degree but no experience declined by an average of
about 4 percent in public school districts between 1987–88 and
1993–94, and rose by an average of about 2 percent in private
schools.7
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Average scheduled salaries (in current dollars)
in public school districts: School year 1993–94

Midwest

Northeast

West

South

Total $21,900
$40,500

$25,600
$51,300

$20,900
$38,400

$20,400
$33,800

$21,900
$41,300

Bachelor’s degree,
no experience

Highest step

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Private School and Teacher Demand and Shortage Questionnaires).



• Adjusted for inflation, average salaries for
public school teachers increased substantially
between 1981 and 1995.

Following a period of decline in the 1970s, public school teachers’
salaries increased throughout the 1980s and into the early 1990s,
reaching a peak in 1991. In 1995, the average salary for public
school teachers was $37,400, up 20 percent from $31,100 (in 1995
constant dollars) in 1981. At least some of this increase can be
explained by the aging of the teacher work force. For example,
between 1981 and 1991, the median number of years of teaching
experience increased from 12 to 15 years.8 Adjusting for inflation,
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the average salary for beginning public school teachers increased
24 percent from 1980 to 1995.9

• Teachers earn less than many other college
graduates with similar literacy skills; however,
adjusting for inflation, education majors have
fared better than other recent college gradu-
ates in terms of growth in earnings.

In 1992, teachers had literacy skills similar to those of many other
college graduates, including private-sector executives and man-
agers, engineers, physicians, writers and artists, social workers,
sales representatives, education administrators, and registered
nurses. However, they often earned less. The average annual
earnings for teachers (prekindergarten through secondary, public
and private) employed full time were $26,000 in 1991, compared
to $38,500 for all persons with a bachelor’s degree who were
employed full time.10

Among recent college graduates who majored in education and
who were working full time 1 year after earning their bachelor’s
degree and were not enrolled in school, the median salary (in
1995 constant dollars) increased by 5 percent between 1980 and
1993. In comparison, the increase for all recent college graduates
was 1 percent.11

• By some salary measures, teachers in the
United States are better off than teachers in
other countries.

Comparing teacher salaries meaningfully across countries
requires adjusting for differences in standards of living. One way
to do this is to convert salaries to purchasing power parity (PPP)
rates. Using this approach, the starting and maximum salaries for
public school teachers at the primary level in the United States
were higher than those in most European countries in 1992.12
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Another way to assess the status of the teaching profession in a
country is to compute the ratio of teacher salaries to the per capi-
ta Gross Domestic Product (GDP), an index of the economic well
being of a country’s population. Using this measure, starting
salaries for public school teachers at the primary level in 25 coun-
tries (mostly European) were generally similar to or slightly
above the country’s per capita GDP (the average was 1.2); they
were lowest in Sweden (0.8) and the United States (0.9).13

SUPPORT FOR TEACHERS’
PROFESSIONAL DEVELOPMENT

To provide high quality education, schools not only must hire well
qualified teachers, but also must help them improve their skills,
stay current in their fields, and learn about new teaching methods.
District and school support for professional development is likely
to contribute to higher teacher morale and lower attrition.

• Most schools and districts provide support for
teachers to develop professionally.

In school year 1993–94, the vast majority of full-time public school
teachers participated in district- and school-sponsored workshops
or in-service training, regardless of school level or community type.
However, participation was a little higher at the elementary level
than at the secondary level for public school teachers.

Full-time public school teachers were most commonly supported
in their professional development through released time from
teaching or scheduled time for professional development activi-
ties. Other types of support included professional growth credits
and reimbursement of tuition, fees, or expenses. Private school
teachers were less likely to receive professional growth credits
and released and scheduled time from teaching than were public
school teachers; however, they were more likely to receive tuition
and/or fees than were their public school counterparts.14
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Percentage of full-time teachers who participated in district-
and school-sponsored workshops or in-service training:

School year 1993–94

Elementary Secondary
School Sponsored by Sponsored by
characteristics District* School District* School

Public 89.6 83.7 84.9 79.1
Central city 87.7 86.4 82.8 81.5
Urban fringe/

large town 91.0 83.2 84.7 78.7
Rural/

small town 89.9 82.1 86.3 78.0

Private 78.9 78.0 68.9 78.4

*For private schools, the term refers to organizations with which the school was
affiliated rather than districts.

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).
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Percentage of full-time public school teachers who received
professional development support: School year 1993–94

Travel and/or per
diem expenses

Professional
growth credits

Scheduled time

 22%

23%

33%

41%

48%

None of
the above

Tuition and/
or fees

Released time
from teaching

23%

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).



SCHOOL DECISION MAKING

The extent to which teachers participate in decisions about school
policies and issues and the autonomy that teachers have in the
classroom have an important effect on school climate, a critical
aspect of teachers’ working conditions.

• Teachers’ perceptions of their influence over
important policies in their schools vary by
control of school.

About one-third of all public school teachers thought that teach-
ers in their school had a good deal of influence over important
policies such as setting discipline policy, establishing curriculum,
and determining the content of in-service programs. In each of
these areas, the proportions were higher for teachers in private
schools.
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Percentage of teachers who thought teachers had a good deal
of influence over policies in their schools: 1993–94
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35%
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55%

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).



At both the elementary and secondary levels, teachers in public
schools with relatively few low income students (5 percent or fewer
students eligible for free or reduced-price lunches) were generally
more likely than teachers in schools with relatively large propor-
tions of low income students (more than 40 percent of students eli-
gible for free or reduced-price lunches) to report that teachers had
a good deal of influence over their school’s policies.

Teachers’ perception of their influence over school policy appears
to be related to school size as well. In school year 1993–94, teachers
in the smallest public schools (those with less than 150 students)
were generally more likely than teachers in the largest schools to
think that teachers had a good deal of influence in these areas.

Percentage of public school teachers who thought teachers
had a good deal of influence over their school’s policies:

School year 1993–94

School Discipline In-service Establishing
characteristics policy content curriculum

Elementary 41.8 32.6 32.2

Percent low income
5 percent or less 47.0 37.2 37.0
More than 40 percent 38.4 30.3 27.8

School size
Less than 150 52.9 35.3 46.5
750 or more 34.4 32.3 27.7

Secondary 27.5 28.5 37.2

Percent low income
5 percent or less 28.4 31.5 42.3
More than 40 percent 26.7 26.4 31.2

School size
Less than 150 44.0 36.0 50.7
750 or more 23.8 27.4 33.9

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).
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• Teachers perceive that they have more control
over some classroom practices than others.

In school year 1993–94, the vast majority of teachers thought that
they had a good deal of control in their own classroom over prac-
tices such as evaluating and grading students, selecting teaching
techniques, and determining the amount of homework to be
assigned. Relatively fewer felt that they had a good deal of con-
trol over disciplining students, deciding what was taught, and
selecting textbooks and other instructional materials. Private
school teachers were more likely to think that they had a great
deal of control in each of these areas, except for determining the
amount of homework.15
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Percentage of public school teachers reporting they had a
good deal of control over classroom practices: 1993–94

Selecting content,
topics, skills
to be taught

Selecting tests
and materials

Disciplining
students

Selecting
teaching
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amount of
homework
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grading students

71%

87%

87%
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57%

SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher Questionnaire).



SCHOOL SAFETY

Neither students nor teachers can perform at their best if they do
not feel safe. Schools where teachers do not feel safe are likely to
experience difficulty in attracting and retaining teachers.
Perceptions of safety may be just as important as objective mea-
sures.

• Some schools, especially those in central
cities, find it necessary to implement security
measures to protect students and staff.

In 1993, 29 percent of children in grades 3–12 attended schools
that employed security guards; 26 percent attended schools that
locked the doors during the day; and 5 percent attended schools
that had metal detectors. These precautions were far more com-
mon in urban areas than in other types of communities.16
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Percentage of students in schools with 
various security devices: 1993

Metal
detectors
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34%
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SOURCE: U.S. Department of Education, NCES, National Household Education
Survey (NHES), 1993, School Safety and Discipline file.



• Increasing percentages of public school teach-
ers are reporting that physical conflicts and
weapons possession are moderate or serious
problems in their schools.

In school year 1993–94, 40 percent of public secondary teachers
reported that physical conflicts among students were moderate
or serious problems in their schools, up from about 30 percent
just 3 years earlier. During the same period, the percentage who
reported that weapons possession was a moderate or serious
problem nearly doubled. Fewer elementary than secondary
school teachers reported these problems as moderate or serious,
but the percentage reporting physical conflicts as a moderate or
serious problem grew between 1987–88 and 1993–94.

Overall, 15 percent of high school seniors in 1992 reported that
they were threatened at school some time during the first
semester. The percentages were about the same regardless of
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Percentage of public school teachers reporting physical
conflicts among students and weapons possession
as moderate or serious problems in their schools
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SOURCE: U.S. Department of Education, NCES, “How Safe Are the Public
Schools: What Do Teachers Say?” Issue Brief, April 1996.



schools’ urbanicity, but seniors attending schools with fewer
than 400 students were less likely to have been threatened (11
percent) than seniors in larger schools, where 15 to 16 percent
had been threatened.17

• Victimization rates of high school seniors have
not changed dramatically.

Despite teachers’ perceptions of growing safety problems in
the schools, victimization rates of high school seniors changed
little between 1976 and 1993, with the exception of a slight
increase in the percentages of students who reported being
threatened with or without a weapon. The most common type
of victimization for high school seniors was having something
stolen.18
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Percentage of high school seniors who reported being
victimized at school: 1976–93
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• About one in six high school seniors in 1992
had someone offer to sell them drugs at school
during the first half of the school year.

Because drug-selling activity in a school is often accompanied by
increased crime, the number of students reporting that they have
been approached at school to buy drugs is indicative of the extent
to which the school environment is affected by drug problems.
Incidence in 1992 was greatest at public schools and least at pri-
vate schools with a religious affiliation other than Catholic.19

STUDENT READINESS TO LEARN

Classes full of students ready and eager to learn make a teacher’s
job much easier and more enjoyable. Students who disrupt class-
es by being late or frequently absent make their teachers’ jobs
more difficult. Students who use drugs or alcohol can contribute
to disruption of class activities and crime in the schools. Also,
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Percentage of high school seniors who reported someone
offered to sell them drugs at school: 1992

Public Catholic Other
religious

Private,
not religious

17%

13%

3%

10%

SOURCE: U.S. Department of Education, NCES, National Education
Longitudinal Study of 1988, Second Follow-up (1992) Student Survey.



students’ readiness to learn in English is affected by their ability
to speak the language. Unless teachers are trained in teaching
English as a second language or in bilingual education, having a
large number of children with difficulty speaking English can
make a teacher’s job much more demanding.

• The percentage of high school sophomores
who came to school unprepared for class
decreased between 1980 and 1990.

The proportion of high school sophomores who reported that they
usually or often came to school without completed homework
dropped from 22 percent to 18 percent between 1980 and 1990. The
percentages who came without books, paper, or pen and pencil also
dropped. In both years, there was a relationship between poor per-
formance on reading, vocabulary, and mathematics tests and com-
ing to school unprepared. However, students in the lowest test
quartile improved in all three areas.20

Percentage of high school sophomores who came to school
unprepared in 1980 and 1990.

Student behavior Test quartile
and year Total Lowest Highest

Come to school without books

1980 8.5 17.1 3.0
1990 6.3 12.8 2.5

Come to school without paper, pen, or pencil

1980 15.1 21.9 10.8
1990 10.5 15.1 8.2

Come to school without homework completed

1980 22.1 28.5 16.2
1990 18.1 23.8 14.3

SOURCE: U.S. Department of Education, NCES, America’s High School Sophomores:
A Ten Year Comparison; High School and Beyond, Base Year Survey (1980); and
National Education Longitudinal Study of 1988, First Follow-up Student Survey
(1990).
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• Teachers in many public high schools think
that student absenteeism and tardiness are
serious problems.

At the high school level, 29 percent of public school teachers
reported that student absenteeism was a serious problem in their
school, and 19 percent reported that tardiness was a serious prob-
lem. Teachers in central city high schools with relatively large
proportions of low income students (more than 40 percent of stu-
dents eligible for free or reduced-price lunches) were particular-
ly likely to think that these were serious problems.

• Drug use by high school seniors declined dra-
matically in the 1980s and early 1990s, but
marijuana use is on the increase again.
Alcohol use has declined, but remains high.
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Percentage of teachers who thought absenteeism and
tardiness were serious problems: 1993–94
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SOURCE: U.S. Department of Education, NCES, Schools and Staffing Survey,
1993–94 (Teacher and School Questionnaires).



In 1978, one-half of all high school seniors reported using mar-
ijuana during the previous year. Reported marijuana use
dropped to 22 percent by 1992, but rose to 31 percent in 1994.
Use of alcohol also dropped in the 1980s and early 1990s, but
not as dramatically as marijuana, and overall use remains
high.21

Especially disturbing is the fact that 8 percent of high school
seniors reported that they had been under the influence of alco-
hol while at school on at least 1 day during the previous month
in 1993, and 9 percent reported that they had been under the
influence of marijuana or other illegal drug at school.22
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• Increasing numbers of school-age children
speak a language other than English at home
and speak English with difficulty.

In 1990, more than 5 percent of all school-age children spoke a
language other than English at home and spoke English with
difficulty, up from 4 percent in 1980. Thirty-three percent of
these children lived in California. In five states (California,
Texas, New Mexico, Arizona, and New York), more than 8 per-
cent of school-age children spoke another language at home
and had difficulty speaking English.23

RESPECT FOR TEACHERS

The public’s level of respect for teachers is likely to affect the
attractiveness of the teaching profession and the quality of new
teachers. There is wide variation from country to country in the
percentage who think that secondary teachers are “very respect-
ed” or “fairly well respected” as a profession.

• Compared to secondary teachers in some
other countries, secondary teachers in the
United States are accorded a high degree of
public respect.

Among 10 European countries and the United States, an aver-
age of 9 percent of persons thought that secondary teachers
were “very respected,” and another 48 percent thought they
were “fairly well respected.” In the United States, 20 percent
thought they were “very respected,” and 48 percent thought
they were “fairly well respected.”24
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SUMMARY

Teachers put in more than a 40-hour week, on average, counting
time spent outside of school hours. Their average salaries tend to
be lower than those of many other professionals, but, adjusting
for inflation, teachers’ salaries increased substantially during the
1980s. Most teachers are supported in their professional develop-
ment by their schools and districts. More than four out of five
teachers reported that they had a good deal of control over how
they taught and evaluated students. They were less likely to
report that they had a great deal of control over selecting what
they taught and what texts and materials they used, and over
disciplining students. Public school teachers are increasingly
worried about school safety at both the elementary and sec-
ondary levels, although victimization rates reported by high
school seniors have not changed dramatically since the 1970s.

In some ways, public school teachers as a group appear to face
more difficult working conditions than private school teachers.
They have larger classes, on average; are less likely to think that
teachers have a good deal of influence over important policies in
their schools; and are less likely to think that they have a great
deal of control over most classroom practices. They are also more
likely to think that absenteeism and tardiness are serious prob-
lems in their schools, and public high school seniors are more
likely to report that someone offered to sell them drugs at school.
However, public school teachers earn substantially more than
private school teachers, on average.

Working conditions vary considerably within the public school
sector, depending on the school’s size and location and the per-
centage of low income students in the school. For example, cen-
tral city public schools are more likely than those in other types
of communities to have safety problems and higher absentee
rates. Teachers in small public schools tend to have smaller class-
es than those in large schools and are more likely to think that
teachers have a good deal of influence over school policies.
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OTHER NCES PUBLICATIONS

For more information, see the following NCES publications:

The Condition of Education 1996. Washington, D.C.: 1996
(NCES 96-304)

The Condition of Education 1995. Washington, D.C.: 1995 
(NCES 95-273)

The Condition of Education 1994. Washington, D.C.: 1994
(NCES 94-149)

Digest of Education Statistics, 1995. Washington, D.C.: 1995
(NCES 95-029)

Digest of Education Statistics, 1994. Washington, D.C.: 1994
(NCES 94-115)

Other Findings from the Condition of Education:

No. 1:  High School Students Ten Years After A Nation at Risk
(NCES 95-764)

No. 2:  The Educational Progress of Black Students (NCES 95-765)
No. 3:  America’s Teachers Ten Years After A Nation at Risk

(NCES 95-766)
No. 4:  The Educational Progress of Hispanic Students (NCES 95-767)
No. 5:  The Educational Progress of Women (NCES 96-768)
No. 6:  The Cost of Higher Education (NCES 96-769)

Until supplies are exhausted, a single copy of The Condition of Education
1996 (NCES 96-304), as well as other NCES publications, may be
obtained at no cost from either the National Library of Education (NLE),
phone (800) 424-1616 or e-mail: LIBRARY-NLE@ed.gov, or the National
Education Data Resource Center (NEDRC), phone (703) 845-3151 or e-
mail: ndrc@inet.ed.gov. If you need more than one copy of a publication
or supplies have been exhausted, copies may be purchased from the
Government Printing Office (GPO). To order a copy from the GPO, see
the ordering form at the end of this document.

This report, as well as many other NCES products, are available through
the Internet at http://www.ed.gov/NCES/
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ELECTRONIC ACCESS TO
NCES AND OTHER ED INFORMATION

NCES constituents with access to the Internet can tap a rich collec-
tion of education-related information at the U.S. Department of
Education’s (ED) public Gopher/FTP/World Wide Web site, includ-
ing:

• announcements of new publications and data sets
• descriptions of NCES and ED programs
• statistical tables, charts, and data sets
• press releases
• general information about the Department
• searchable ED staff directory
• funding opportunities
• event calendars
• directories of effective programs
• directory of education-related information centers
• research findings and synthesis
• full-text publications for teachers, parents, and researchers
• pointers to public Internet resources at R&D Centers, Regional

Laboratories, ERIC Clearinghouses, and other ED-funded insti-
tutions.

They can access the information by using:

A Gopher client, gopher.ed.gov or select North America-->U.S.
Department of Education. From the main gopher menu, NCES pro-
duced information is available under Educational Research,
Improvement and Statistics (OERI & NCES)/National Center for
Education Statistics (NCES)/.

An FTP client, ftp to ftp.ed.gov, log on anonymous.

A World Wide Web client such as NCSA Mosaic or Lynx point to
URL=http://www.ed.gov/ or http://www.ed.gov/NCES
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Dial-in users can access much of the same information through the
OERI Toll-Free Electronic Bulletin Board, which provides on-line
access to statistical data, research findings, information about
Department of Education programs, and, in some cases, full texts of
departmental documents. Computer users can retrieve this informa-
tion at any hour using a modem (at speeds up to 14,400 baud) and
calling (800) 222-4922. Local direct, call (202) 219-1511.
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The National Center for Education Statistics (NCES) is the primary federal entity
for collecting, analyzing, and reporting data related to education in the United
States and other nations. It fulfills a congressional mandate to collect, collate, ana-
lyze, and report full and complete statistics on the condition of education in the
United States; conduct and publish reports and specialized analyses of the mean-
ing and significance of such statistics; assist state and local education agencies in
improving their statistical systems; and review and report on education activities in
foreign countries.

NCES activities are designed to address high priority education data needs; pro-
vide consistent, reliable, complete, and accurate indicators of education status and
trends; and report timely, useful, and high quality data to the U.S. Department of
Education, the Congress, the states, other education policymakers, practitioners,
data users, and the general public.

We strive to make our products available in a variety of formats and in language
that is appropriate to a variety of audiences. You, as our customer, are the best judge
of our success in communicating information effectively. If you have any comments
or suggestions about this or any other NCES product or report, we would like to
hear from you. Please direct your comments to:

National Center for Education Statistics
Office of Educational Research and Improvement
U.S. Department of Education
555 New Jersey Avenue NW
Washington, DC  20208-5574

November 1996

The text in this booklet was written by Susan P. Choy, MPR Associates, Inc.,
and appears in The Condition of Education, 1996. Andrea Livingston, Karyn
Madden, and Barbara Kridl edited the text, and Leslie Retallick, Mary
Sukkestad, and Don Eike designed the graphics and layout.
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