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APPENDIX A: DEFINITIONS

These definitions were used for the APR and the TTT Teacher Survey. As the federal program has developed, some of the objectives for the grantees have changed and if we were undertaking the survey today, some slight changes would be made in the definitions, for example, “certification” would be used instead of “full certification.”

Bonus—a supplementary amount of money provided to the participant outside of funds provided to fund the cost of participation. 

Certification—a regular or standard teaching certificate issued by the state of employment. Full certification excludes those teaching on waivers or with an emergency or temporary certificate. Teachers in an approved alternate route program may be considered by their state to be highly qualified, yet they may still be seeking full certification. 

High‑need local education agency (LEA)—Section 2103(3). Under this definition, the term 
“high‑need LEA” means an LEA

(1)(a)
that serves not fewer than 10,000 children from families with incomes below the poverty line; OR

(1)(b)
for which not less than 20 percent of the children served by the agency are from families with incomes below the poverty line: AND

(2)(a)
for which there is a high percentage of teachers not teaching in the subjects or grade levels that the teachers were trained to teach; OR

(2)(b)
for which there is a high percentage of teachers with emergency, provisional or temporary certification or licensing.

LEA—Local education agency. The local education agency is generally the same as a school district.

Loan repayment—use of project funds to repay the participant’s academic loans.

Midcareer professional—refers to a TTT participant who is transitioning from a previous career to teaching (including military retirees and excluding paraprofessionals).

Paraprofessional—refers to a TTT participant who is hired as a paraprofessional and who (a) has had no less than two years previous experience in the classroom (for example, a teacher’s aide) and (b) has postsecondary education (four semesters) or demonstrated competence in a field or academic subject for which there is a significant shortage of qualified teachers.

Participating LEAs—Local education agencies that are committed partners of the project. 

Practice or student teaching—clinical internship in the classroom prior to assuming responsibility for a classroom as teacher of record.

Recent college graduate—refers to a TTT participant who graduated from college with a bachelor’s degree within the past three years and whose undergraduate major was in a field other than education.

Stipend—an amount of money paid directly to a participant for a particular purpose pertaining to his or her participation in a project. 

Teacher of record—an individual who is under contract to fill an allocated FTE spell‑out and paid on a teacher’s salary schedule or a reduced salary schedule.

Tuition/scholarship—an amount of money paid on behalf of the participant to defray all or partial costs for project course work.

Categories for Reporting on Race or Ethnicity of Participants(
American Indian or Alaska Native—A person having origins in any of the original peoples of North and South America (including Central America) and maintaining cultural identification through tribal affiliation or community recognition.

Asian—A person having origins in any of the original peoples of the Far East, Southeast Asia or the Indian subcontinent, including Cambodia, China, India, Japan, Korea, Malaysia, the Philippine Islands, Thailand and Vietnam.

Black or African American—A person having origins in any of the black racial groups of Africa. Includes people who indicate their race as “Black or African Am.” or provide written entries such as African American, Afro‑American, Kenyan, Nigerian or Haitian. 

Hispanics or Latinos are those people who classified themselves in one of the specific Spanish, Hispanic, or Latino categories listed on the Census 2000 questionnaire—”Mexican, Mexican Am., Chicano,” “Puerto Rican”, or “Cuban” ‑as well as those who indicate that they are “other Spanish/Hispanic/Latino.” Persons who indicated that they are “other Spanish/Hispanic/Latino” include those whose origins are from Spain, the Spanish‑speaking countries of Central or South America, the Dominican Republic or people identifying themselves generally as Spanish, Spanish‑American, Hispanic, Hispano, Latino, and so on.

Origin can be viewed as the heritage, nationality group, lineage, or country of birth of the person or the person’s parents or ancestors before their arrival in the United States. 

People who identify their origin as Spanish, Hispanic, or Latino may be of any race. Thus, the percent Hispanic should not be added to percentages for racial categories. Tallies that show race categories for Hispanics and non‑Hispanics separately are available.

Native Hawaiian or Pacific Islander—A person having origins in any of the original peoples of Hawaii, Guam, Samoa or other Pacific islands.

White—A person having origins in any of the original peoples of Europe, North Africa or the Middle East.

APPENDIX B: Participant Sample

Prior to developing this sampling plan, the evaluation team conducted a first review of applications submitted by the 92 grantees to the TTT program staff. Based on this review, key features for categorizing the population of grantees were identified. Two of the features—the extent of preparation provided before becoming a teacher of record and the type of participant (paraprofessional, recent college graduate, midcareer professional)—stood out as important. The sampling plan called for a sample that was stratified to enable comparisons between participants who differed with respect to those two features. 

The first variable, the extent of support provided before becoming a teacher of record, divided the population into two groups: (1) participants who became a teacher of record during their first three months of participation and (2) participants who did not become a teacher of record until three months or more after beginning to receive support from TTT. This division was believed to be a potentially important source of variation in the experiences of TTT participants. The recent proliferation of alternate routes and the use of alternate routes by districts to address NCLB highly qualified teacher requirements was expected to have generated programs of varying length and intensity in terms of preparation. This approach was considered to clarify how much of the current TTT teacher population was hired and teaching immediately as compared with the proportion undertaking preparation that was more similar to traditional programs. 

The second variable, the type of participant or participant target group, distinguishes respondents based on whether they were recruited from among paraprofessionals, recent college graduates, or midcareer professionals. We suspected that professional background affects individual experiences and determined that it would be important to stratify the sample accordingly to ensure sufficient representation from which to make comparisons. 

TTT project directors were enlisted to assist the evaluation team in identifying the population of participants from which the sample was to be drawn. Specifically, project directors were asked to submit rosters of all participants who were or could have been teachers of record as of 
Sept. 30, 2004. If grantees started late or did not have any participants hired in schools as of 
Sept. 30, 2004, they were exempt from the sample. Also exempt were any grantees whose grants were terminated. According to the rosters, the population of participants who met these criteria included 5,284 persons.

Using this information, the evaluation team stratified the population of participants by the two basic variables identified above as essential to distinguishing the participants in the TTT program: extent of support provided before becoming a teacher of record and affiliation with one of the three TTT target groups. The team then drew a sample of 1,339 participants using systematic sampling within each stratum.

Survey administration began in April 2005 and continued through March 2006. During this period, AIR conducted extensive follow‑up efforts to encourage sample members to complete written surveys, including mail, telephone, and e‑mail contact. In many cases, TTT project directors contributed to follow‑up efforts. One limitation was that TTT projects did not always have complete or up to date contact information, especially for participants who had recently moved. TTT project directors also identified a total of 24 sample members who had been included on project rosters by accident. In December of 2005, a $10 incentive was mailed to all remaining nonrespondents, which increased the number of responses significantly.

When survey administration closed in March 2006, a total of 756 TTT teacher surveys had been received. Analysis of survey responses revealed that 78 surveys had come from persons who were not eligible to complete the survey. Some had dropped out of the TTT program and had been included by mistake. Others completed the preservice components of their programs but were unable to find positions as teachers of record by Sept. 30, 2004—the cutoff for eligibility for the TTT teacher survey. After removing these 78 sample members, the total number of valid surveys was 678. The number of ineligible responses suggests that the population of participants who were eligible to complete the survey was 4,980, and not 5,284—the original estimate based on rosters. 

The final response rate, after excluding ineligible responses, was 55 percent. Thus, while the TTT teacher survey results contained in this report are intended to be representative of the population of 4,980 TTT participants who had become teachers of record through TTT by Sept. 30, 2004, the results must be used cautiously. Respondents and nonrespondents may have had different experiences with their TTT projects. Rosters gathered from TTT projects did not include demographic information about participants, so we were not able to conduct an analysis of the extent to which respondents and nonrespondents were similar demographically.

APPENDIX C: Snapshots of the Eight TTT Sites Visited

	TTT Grantee Name
	Program Characteristics

	California: Baldwin Park Unified School District (BPUSD)—Project ACE (Accelerating Credentialed Educators)
	· Partners: BPUSD, Azusa Pacific University (APU), California State University‑Los Angeles, California Polytechnic State University.

· Participants: Participants are “classified employees” who serve as paraprofessionals within schools or who had “emergency credentials” under state of California rules, including recent college graduates that already work as either instructional aides or long‑term substitute teachers in the district.

· Recruitment Methods: Formally presented at California School Employee Association (CSEA) meetings, flyers posted in schools, word of mouth.

Recruitment Focus: Bilingual and special education were primary focus at the time of the visit, but participants were also seeking endorsements in other subjects.

· Program Delivery: Varies by partner delivering the training. 

· Admissions Requirements: All applicants must have already completed 60 credit hours of postsecondary course units with a cumulative grade point average (GPA) of 2.5. 

· Program Requirements: Students age 25 and older may attend the accelerated 18‑month bachelor of arts program in Human Development offered at APU. Those under age 25 complete course work at California Polytechnic State University or California State University‑Los Angeles. Upon completion of all course work, participants can serve as teachers of record (first year as interns). All participants must pass the California Basic Educational Skills Test (CBEST) and other credentialing exams by the end of their second year of teaching.

· How to Ensure “Highly Qualified”: All participants must complete the CBEST in addition to the content exams. All courses offered at APU and other participating institutions are designed to align with the state standards for teacher certification.

· Placement: Schools within the BPUSD. Participants apply through normal channels and receive no special treatment.
Induction: APU hires a group of mentors to work with each cohort of students. Project ACE seeks mentors from schools.

	Florida: Orange County Public Schools (OCPS)—Alternative Certification Program (ACP)
	· Partners: OCPS, NOVA Southeastern University, University of Central Florida, Barry University.

· Participants: Participants may be midcareer professionals, recent college graduates, or paraprofessionals with experiences assisting teachers. 

· Recruitment Methods: Word of mouth, e‑mail, Web site, OCPS teacher recruitment fair, flyers. 

· Recruitment Focus: Attract paraprofessionals to be teachers; attract paid teachers of record in OCPS. 

· Program Delivery: TTT candidates take courses at participating universities and at OCPS. The courses are taught by university professors, ACP staff, and training specialists. 

· Admissions Requirements: Professional teachers of record must hold at least a bachelor’s degree to participate, and paraprofessionals must have at least an associate degree or have taken equivalent college course work. 

· Program Requirements: Participants are required to commit to teaching three years in an urban cohort school or an OCPS Title I school. Participants must pass the College Level Academic Skills Test or the Florida Professional Education Exam, and the Florida Subject Area Exam, as well as meet other requirements as designated by law. In addition, as part of their certification requirement, TTT paraprofessionals must complete a 16‑week internship or clinical, in which they are observed by ACP staff and coaches, and in which they shadow a teacher, gradually taking over responsibilities. TTT teachers are given three years to complete the TTT program and can progress through the program by taking courses at their own pace while teaching. Some participants have completed the program in less than a year. In addition to taking the required ACP courses, TTT paraprofessionals must complete course requirements needed to obtain a bachelor’s degree, a process which can last between three and four years.

· How to Ensure “Highly Qualified”: Participants must pass the General Knowledge exam. Participants are highly qualified because they either have degree majors with the requisite course content or they have passed the subject area exam.


	APPENDIX C: SNAPSHOTS OF THE EIGHT TTT SITES VISITED
(CONTINUED)

	TTT Grantee Name
	Program Characteristics

	Florida: Orange County Public Schools (OCPS)—Alternative Certification Program (ACP)
(Continued)
	· Placement: TTT participants are required to follow the same applicant procedures as other teachers in the district. In this case, all of the participants are already placed in schools and most have been teaching for at least one year, but less than two years, before entering the ACP/TTT program.

· Induction: Participants are assigned a mentor provided by the district. Mentors are required to visit classrooms nine times over the duration of the program.

	Kentucky: Green River Regional Education Cooperative (GRREC) Alternative Route to Certification
	· Partners: GRREC, 18 eligible local school districts, Western Kentucky University (WKU).

· Participants: Participants are recent college graduates or midcareer professionals interested in receiving teacher certification and a master of arts degree in education (M.Ed.).

· Recruitment Methods: District referrals, brochures, word of mouth, personal contact, newspaper, posters, flyers, TV, Public Service Announcements, Job Fairs, Office of Employment and Training resources, and regional public informational meeting. Program staff provides comprehensive recruitment materials to participating districts.

· Recruitment Focus: Special education, other high‑need subject areas. 

· Program Delivery: Entering as a cohort group, participants can choose from two different tracks: (1) middle and high school curriculum and instruction (CandI) or (2) special education. Entering participants take summer (or fall) courses at WKU and begin teaching in the fall at the school where they were recruited and hired. Participants take additional courses throughout the year and the following summer (and fall, if necessary). All courses are offered on campus, through regional hubs, or online where possible. Special education teachers take 8 of 10 courses online and CandI teachers take at least 2 of 10 courses online. The program staff also offers periodic professional development sessions for the participants. After completing their comprehensive exams and certification, participants receive both their certification and an M.Ed.

· Admissions Requirements: All content area certifications require passing the PRAXIS II exam, a passing GRE score, a bachelor of arts degree in their content area prior to enrollment, and an undergraduate GPA of at least 2.5.

· Program Requirements: Course requirements are specific to the WKU M.Ed. pathways. PRAXIS is not required prior to enrollment for special education participants but it must be completed before graduation. Also, applicants are not accepted into the TTT program until they are guaranteed employment by a participating district, and commit to at least three years of teaching.

· How to Ensure “Highly Qualified”: Participants are subject to rigorous screening prior to enrolling in the program and must successfully complete the WKU M.Ed. program. They are not fully certified until they successfully pass comprehensive exams, and complete the Kentucky Teacher Internship Program (KTIP), the state‑mandated induction and certification program.

Placement: A TTT selection and placement committee from among the participating districts selects the TTT participants they would like to hire after the nonqualifying candidates have been eliminated. Districts select candidates; candidates rate their choices. Each district is awarded a position and there are at‑large positions based on total funded positions.

Induction: TTT participants are assigned a mentor by their local district or school during the first semester, who often becomes the state‑designated KTIP mentor for the remainder of the induction period. TTT resources cover the cost of the first semester and additional hours above the state‑sponsored mentoring. As part of KTIP, TTT teachers take a one‑hour professional development course four times during the semester and a three‑hour content course. A TTT mentor continues to work with participants for an additional 12 semester hours after they receive their master’s degree. Only during their third year, after they sign a letter of commitment, does the TTT program allow the district to assume more responsibility for the participants. WKU professors also provide field‑based mentoring during the first semester. KTIP has a prescribed set of performance objectives that all new teachers must meet.

	Maryland: Maryland State Department of Education (MSDE)—Maryland Alternative Routes to Certification Options (MARCO)
	· Partners: MSDE, University of Maryland‑University College (UMUC), Prince George’s County Public Schools (PGCPS), Bowie State University.

· Participants: Career changers, both recent college graduates and individuals changing careers at midlife. They may or may not be residents of Prince George’s County.

· Recruitment Methods: Internet postings, newspaper advertisements, attendance at area job fairs, word of mouth.

· Recruitment Focus: Elementary education; science, math, and foreign languages at the secondary level.

· Program Delivery: Distance education model: all courses completed online. Although course completion is self‑paced, MARCO uses the cohort model in which individuals must start and complete the course series at the same time.

· Admissions Requirements: Entry into the MARCO program requires a bachelor’s degree with a GPA of 3.0 or higher in the content area in which they seek certification. Candidates must also pass the Praxis I and II exams prior to admission. Once their eligibility is verified by PGCPS, candidates must also complete UMUC’s graduate application. 

· Program Requirements: Participant course work consists of nine hours of online graduate courses and a four‑week summer internship (Professional Development School Training) in summer school classes under the supervision of mentors and facilitators. During the first year of teaching, MARCO teachers, like all Maryland teachers, are also required to complete additional course units in reading studies. 

· How to Ensure “Highly Qualified”: All participants must pass the Praxis I and II exams prior to admission into the program.

· Placement: Elementary and secondary schools located in PGCPS. Participants are interviewed by PGCPS following participation in the summer internship. They are interviewed and selected by principals of schools where vacancies exist once they complete all course work and the summer inservice.
Induction: The district assigned mentors in the first year of the project. Bowie State University assumed this responsibility and provides trained mentors to each participant. Mentors work with participants during their first two years of teaching and are required to meet with mentees at least twice monthly. Participants are also still assigned an in‑school mentor by the district during their first year of teaching.

	Montana: Montana State University, Bozeman—Northern Plains Transition to Teaching (NPTT)
	· Partners: Wyo. Professional Teaching Standards Board, South Dakota Department of Education and cultural affairs, Troops‑to‑Teachers, Mont. Office of Public Instruction, Mont. Board of Public Education, Mont. School Boards Association, Mont. Education Association‑Mont. Federation of Teachers.

· Participants: Midcareer professionals including military service members; seeks Native Americans interested in teaching particularly in rural areas.

· Recruitment Methods: News publicity, aggressive marketing via local media outlets, NPTT Web site, attendance at regional conferences, face‑to‑face meetings, Military News magazine.

· Recruitment Focus: Science, math, English, and other areas of need in rural schools served.

· Program Delivery: Distance education model: all courses completed online.

· Program Requirements: In total, eight courses, 24 credit hours. Breaks down into 18 credits in course work (qualifications and internship courses), and six credits of resident teaching internship and six credit hours of continuing preparation courses. Participants are eligible for the one‑year mandatory teaching internship after nine credits are completed. 
· How to Ensure “Highly Qualified”: Participants must pass content test and complete all requirements for state licensure and certification. NPTT assists in developing participant’s professional portfolio used to verify eligibility for full licensure. 

· Placement: NPTT assists by “getting the word out” about eligible cohorts to high need school districts, but ultimately the participants are responsible for locating vacancies, submitting applications, and procuring employment.

	Montana: Montana State University, Bozeman—Northern Plains Transition to Teaching (NPTT) (Continued)
	· Induction: NPTT seeks recommendations from its partner districts, schools, state departments and the University Student Teaching Office for master teachers that are fully licensed, have at least five years of teaching experience, and are familiar with both the site and subject of participants to act as mentors. Attempts are made to identify, interview, and match mentors. However, this is difficult due to the small size of the schools and the rural nature of the district. Meanwhile, other support is provided through online advising. The program is putting in place a mentor training component.

	South Carolina: South Carolina State Department of Education (SCSDE) Program of Alternative Certification for Educators (PACE)
	· Partners: SCSDE, Center for Education Recruitment, Retention, and Advancement (CERRA), school districts throughout the state of South Carolina.

· Participants: Career changers mostly, though recent college graduates may apply if they have at least two years of work experience. 

Recruitment Methods: Includes information sessions conducted by SCSDE and CERRA in geographic areas that have high teacher turnover rates, as well as monthly sessions at the SCSDE; newspaper ads posted in local newspapers in geographic areas that have high teacher turnover rates; word of mouth; SCSDE and CERRA Web site; program brochures; partnership with state employment agency.

· Recruitment Focus: Twelve critical subject areas identified statewide in 2003 and geographic areas experiencing teacher shortages and high teacher turnover. 

· Program Delivery: With participants passing through the program as a cohort, the program content, consisting primarily of SCSDE‑developed instructional modules, is administered simultaneously by SCSDE instructors at five regional locations throughout the state. The program consists of a preliminary 10‑day summer (or winter) institute and follow‑up 10‑day summer institute during the first year and six Saturday seminars during the first two years. During the third year, participants also take three graduate courses (pre‑approved by the SCSDE) from any authorized IHE.

· Admissions Requirements: PACE is open to any individual who is seeking to meet South Carolina’s certification requirements and currently holds a bachelor’s degree or above in the content area in which they wish to teach. They must also have two years of prior work experience in any field prior to enrollment. 

· Program Requirements: After application materials are reviewed by certification analysts, applicants are notified of their PACE qualification area and are then required to pass the appropriate PRAXIS II content exam. Upon completion of this test, participants are issued a “statement of eligibility” which is forwarded to potential school districts, who then hire them after a three‑year commitment is made. 

· How to Ensure “Highly Qualified”: Participants must pass the state exam, Principles of Learning and Teaching (PLT). They must pass the Praxis II subject exam before being admitted into the program. All TTT teachers must complete the regular state evaluation process (ADEPT) before becoming fully certified. Assessment is integrated into every phase of PACE training as participants are tested at each training session. 

· Placement: To enter the program, participants must be employed and already placed in a South Carolina public school district.
Induction: Induction varies by school district and is the responsibility of each local district.

	Texas: Intercultural Development Research Association (IDRA) Texas‑Teacher Excellence for All Students (T‑TExAS)
	· Partners: University of Texas‑Pan American (UTPA), Texas State University (TSU), University of St. Thomas-Houston, University of Texas at Brownsville, Austin Independent School District (ISD), Harlingen CISD, Houston ISD, Los Fresnos CISD, Brownsville ISD, San Antonio ISD.

· Participants: Midcareer professionals and recent college graduates, including those with B.A. degrees from universities outside of the United States. 

· Recruitment Methods: Postings on the IDRA Web site, newspaper announcements, radio and television ads (in both English and Spanish), university recruitment fairs and interest meetings, word of mouth, referrals from Austin and Houston ISD personnel directors, university faculty advising, school district recruitment fairs.

· Recruitment Focus: Bilingual and ESL teacher shortages.

	Texas: Intercultural Development Research Association (IDRA) Texas‑Teacher Excellence for All Students (T‑TExAS) (Continued)
	· Program Delivery: Adheres to the “cohort model,” in which a group of participants enters the program and completes it together. Course work is completed at the IHEs located within the participating school districts, and varies by site.

· Admissions Requirements: Prior to being admitted to the program, applicants must pass the Texas Academic Skills Program, have satisfactory written and spoken English and Spanish skills, and have at least a four‑year college degree. For applicants whose degrees were obtained outside the United States, IDRA reviews all credentials to ensure that they are equivalent to U.S. requirements 

· Program Requirements: Applicants must interview with school districts and receive a letter of intent to hire prior to starting T‑TExAS training. Actual course requirements vary by TTT site; however, in general, program participants must complete the required course work, professional development training, platicas (seminars on classroom issues), required exams, and a mandatory internship teaching bilingual education or English as a Second Language (ESL) in high‑need districts.
· How to Ensure “Highly Qualified”: All participants are required to complete course work and must complete the Texas Examination of Educator Standards, in addition to the content exams. Spanish‑proficient, foreign‑educated candidates must pass English‑based exams to be certified. 

· Placement: Most are hired by districts as part of the IDRA partnership agreement when fully certified, though placement strategies vary by district. Candidates are interviewed, hired, and placed through the combined efforts of the school and district, with the district office working to meet the needs of the principals. While most stay in their internship schools or districts, some are placed elsewhere. Across all sites, participants are responsible for following the school districts’ normal hiring procedures.
· Induction: Across all sites, support comes from the university, district, and schools in assisting first year teachers with mentors. The New Teacher Support and Mentoring Program, mandated by the state of Texas, requires districts to provide assistance to all first year teachers. IDRA also offers supplementary mentors who observe classrooms and assist with classroom planning or management issues. IDRA also offers monthly group discussions focused on issues of primary importance to the first year teachers.

	Virginia: Newport News Public Schools (NNPS)—Old Dominion University (ODU) Partnership
	· Partners: Newport News Public Schools (NNPS), Old Dominion University (ODU)

· Participants: Participants in the current TTT cohorts include career changers, former substitute teachers, paraprofessionals with classroom experience, recent college graduates, and military personnel. The first cohort was certifying in math and science; the second cohort was certifying in English, mathematics, social studies, science, and special education and content areas (K–12) with a master’s degree in either literacy or special education; and the third cohort was certifying in English, mathematics, social studies, science, and special education and content areas (pre‑K–12) with a master’s degree in either literacy or special education.

· Recruitment Methods: The most successful recruitment methods used are the Internet and the TTT Web site. Informational flyers are also sent to human resource agencies, state job fairs, NNPS and ODU job fairs, various other career fairs sponsored by Troops‑to‑Teachers, and higher education offices across the state. NNPS and the TTT program also recruit teachers at the NNPS annual teacher recruitment fair.

· Recruitment Focus: High‑need areas (particularly in math, science, social studies, English, and special education). 
· Program Delivery: Participants, prior to becoming teachers of record, matriculate through a five‑week face‑to‑face summer institute. 

· Admissions Requirements: Participants must hold a bachelor’s degree or higher, have a 2.5 minimum GPA, and pass the PRAXIS I and II exams.

· Program Requirements: While TTT participants do not participate in field placements before becoming teachers of record, they must have a teaching placement prior to entering the program, and make a three‑year commitment to NNPS. In the five‑week summer institute, participants take education course work in pedagogy, human growth and development, curriculum and instruction in their content area, organizing and developing portfolios, and behavior management techniques for students with disabilities (for students majoring in special education). TTT participants then have the option of obtaining a master’s degree in literacy education or a master’s degree in special education.

	Virginia: Newport News Public Schools (NNPS)—Old Dominion University (ODU) Partnership (Continued)
	· How to Ensure “Highly Qualified”: Participants must pass the required PRAXIS exams depending on their area of specialization. Participants meet with content area specialists during the summer institute. Participants are monitored by the TTT program and their assigned school‑based and university‑based mentors.

· Placement: Subsequent to completion of the summer institute, TTT teachers are required to go through the same placement procedures as other prospective NNPS teachers. TTT teachers participate in the NNPS recruitment fair or apply through the human resources office. Interested principals call and interview teachers they are interested in hiring. TTT teachers must have a position before they can be admitted to the TTT program.
· Induction: First‑year teachers are part of a mentoring triad with a PathWise mentor (from the school district) and an ODU university liaison (partnership coach). TTT participants meet on a regular basis with content specialists, resource teachers, and the program coordinator and participate in formal professional development. All three years, TTT participants have ODU‑TTT support.


APPENDIX D: EVALUATION METHODOLOGY

The TTT program evaluation merges data from three main sources to provide a comprehensive analysis of the TTT program that addresses the key evaluation topics and describes the elements in the TTT framework: an online Annual Performance Report, a TTT teacher survey and case studies of eight TTT grantees. Interim reports submitted by grantees in 2005 were informative regarding project objectives, progress made through the third project year towards accomplishing these objectives, and challenges related to each project component. 

Evaluation Topics: To guide the evaluation, the U.S. Department of Education (ED) identified two levels of inquiry: the project level and the participant level. ED initially posed evaluation questions to guide the evaluation design and data collection; in preparation for this report and the final analyses of data, AIR, with further guidance and recommendations from ED, refined the original questions and organized them within three evaluation topics: (1) the features of TTT projects; (2) the characteristics and experiences of TTT participants; and (3) the relationship between participant characteristics and project features.

Annual Performance Report

AIR developed an online performance reporting system for TTT grantees called the APR that was used by ED to document grantee progress toward the TTT program’s goals of recruiting/selecting, training/preparing/placing, and supporting/retaining highly qualified teachers in high‑need LEAs across the country. The APR was focused on the third project year of the FY 2002 projects and was administered to and completed by all TTT project directors. Most of the APR items addressed project characteristics, however, a number of items were focused on the participants who were engaged in project activities and those who were teaching in the current project year. Project directors had an opportunity to enter data online for the full year, completing and finalizing their entries in October 2005. 

Once collected, APR data were analyzed in several ways. APR data were broken down into groups of grantees as defined by the grant recipient, the scope, and the three different types of TTT participants (paraprofessionals, recent college graduates and midcareer professionals). Qualitative data and lessons learned submitted through the APR were examined to extract examples and challenges in meeting the program and grantee goals.

TTT Teacher Survey

The TTT Teacher Survey was the second main data collection instrument developed for the evaluation. It provided information from the perspective of the teachers of record placed in high‑need schools in high‑need districts as a result of participation in a TTT project. The survey was developed to complement and put into context the data collected from the APR instrument by exploring the perceptions of TTT program participants concerning the effectiveness of recruiting efforts, the adequacy of the preparation they received prior to teaching, the helpfulness of the support they received after they became teachers of record, the importance of program retention strategies on their decision to remain in the field, and their satisfaction with the process of earning certification. The survey also included questions about teacher preparation experiences and instructional activities. Finally, the TTT teacher survey included a limited number of items drawn from the Schools and Staffing Survey (SASS), a national survey of teachers conducted most recently during the 
2003–04 school year. 

Similar to the development of the APR instrument, the TTT teacher survey items were designed to link to the evaluation questions and to the programmatic goals of the TTT program. The survey analysis compared and contrasted the experiences of participants according to their target group (paraprofessionals, recent college graduates, or midcareer professionals) and the extent of support provided prior to their becoming teachers of record. 

Due to the large number of participants who had become teachers of record through TTT over the first three years (5,284 were originally documented for us by the FY 2002 grantees) the evaluation team drew a sample, using a sampling plan that allowed the team to sufficiently address the evaluation questions while minimizing the burden on respondents. More detail about the sampling approach, the response rates by grantee, and the condition of the sample is provided in Appendix B. 

Case Studies

Given the complexity of the TTT program, which involves individual TTT projects that range in scope, geographical reach (single district to multiple states), design, and organization and that operate within a variety of local contexts, an evaluation relying solely on administrative reports and a survey of participant perceptions would be incomplete. To obtain enhanced views of the organization, implementation, and outcomes of the alternative approaches to preparing highly qualified teachers, this evaluation included two‑day site visits to each of eight TTT projects. The eight sites were selected based on recommendations from the TTT program office. While on site, AIR researchers conducted interviews and focus groups with project directors, representatives from key partners, faculty and participants using protocols that were developed to address the key evaluation questions.

AIR visited the following eight TTT grantees in fall 2004 and winter of 2005 during the third year of the grant implementation:

1.
Maryland State Department of Education

2.
Green River Regional Education Cooperative (Kentucky)

3.
Baldwin Park Unified School District (California)

4.
Orange County Public Schools (Florida)

5.
Intercultural Development Research Association (Texas)

6.
South Carolina State Department of Education

7.
Montana State University, Bozeman

8.
Newport News Public Schools‑Old Dominion University (Virginia)

The data collected from these site visits were used as an important source for refining research questions and informing tabulations of quantitative data, and they serve as a source of complementary data on practices in different TTT sites.
 An overview of findings from these eight sites is included in Appendix C.

Interim Reports

The FY 2002 grantees submitted an interim report with accompanying evaluation reports and budget summaries at the end of the third year of funding. A standardized form was used to cull grantee objectives from these reports along with reported progress on each objective, and challenges identified by grantees in each component of the project.

Schools and Staffing Survey 2003–04

The Schools and Staffing Survey (SASS), conducted most recently during the 
2003–04 school year, is given to a nationwide random sampling of teachers. It asks a wide range of questions, including questions relating to teachers’ background, teaching experiences, and opinions. The participants of this survey can be broken down into traditional route teachers, or those who received a conventional college‑level teacher’s degree, and alternative route teachers, those who became teachers through different routes.

In this report, we compared four SASS variables to essentially congruent variables from the Annual Performance Report (APR) and Participant Survey. Specifically, we compared the racial breakdown of teachers, preparation for teaching challenges, future career plans, and experience with mentoring. In all cases where comparisons to SASS were made, we tested the results of both traditional and alternative route teachers for significance against our own corresponding survey items. At times we made thorough comparisons between SASS and our own data, though sometimes SASS data is merely referenced as being similar to our own.





















































































( These categories and definitions are taken from the U.S. Census Bureau.


� These case studies were conducted between fall 2004 and spring 2005 to coincide with the collection of data on the online APR for the third project year. Before publication on the AIR Web site, the case study descriptions were reviewed by the respective project directors. Since the publication there have been no further updates gathered from these sites, other than informally through conversations with the project directors.


� The case study report can be found on the AIR Web site at http://www.air.org/publications/pubs_ehd_higher_ed.aspx.
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