Chapter VII: CONCLUSION

This report has described the progress made by the first cohort of five‑year TTT grantee (FY 2002) projects in the first three years of the grant period. It has provided general characteristics of the projects and described the unique approaches taken in response to the challenge of recruiting and selecting nontraditional populations for teaching positions in high‑need schools located in high‑need LEAs to fill positions in high‑need subject areas. 

In this concluding chapter, based on the data reported by grantees and participants, we describe the dynamic nature of the TTT project. With a broader perspective on the context in which TTT projects exist, the resources they need to meet their objectives, and the changes they have made based on feedback and assessment, implications for further research and recommendations related to the TTT program can be generated. The chapter highlights some additional areas for investigation that have emerged, but were out of the scope of this evaluation. Finally, actions that might be taken on behalf of the program to strengthen its reach and success in bringing nontraditional participants into teaching in high‑need schools in high‑need LEAs are recommended. 

The TTT Project: A Complex System

In Chapter I, a framework was introduced that illustrated the areas addressed by TTT projects with respect to their participants’ needs. In general, TTT projects are actively involved in each of these components shown below. The framework also illustrates the importance of participant characteristics to each component. 

Exhibit 1.  Grantee Component Framework: Addressing Participant Needs

TTT Project Components
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*Certification component: timing to certification may vary according to state requirements and individual candidate’s fulfillment of requirements.

Framework reads: TTT project activities begin with recruitment and selection of participants from a wide range of applicants. Some projects provide training and support for certification prior to hiring, while others support participants as soon as they are hired and placed in schools at levels and subjects corresponding to their specialization. Projects support teachers of record and participants through orientation, field experience, internships, and focused course work. Some projects provide mentoring and others facilitate it through existing sources. If a project achieves its goals for participants, satisfaction is expressed through retention for three years, certification, and recommendations by “word of mouth” to other prospective applicants.

What was verified through the evaluation is that there is no one model of how TTT teachers are prepared, although there are models that share similar features. TTT projects have a dynamic nature, functioning more like complex systems (Davis, Luce‑Kapler, and Sumara, 2000). Complex systems “are self‑organizing, self‑maintaining, dynamic and adaptive” (Grumet, 2004). Briefly, the following section identifies the areas that seem to impinge on maintaining TTT projects.

TTT projects operate within a context which influences their development and successes. This context encompasses policies and practices related to teacher preparation and certification and the labor market for teachers within a given area. More specifically: 

· Demand for teachers by subject area and grade level, which sometimes changed from year to year or differed among high‑need LEAs because of changing student populations, district layoffs, an increased percentage of teachers considered highly qualified and other factors, thus altering the focus of recruitment and preparation for the TTT project

· Hiring policies and practices in schools and LEAs, which facilitated or delayed the placement of participants as teachers of record as well as the assignment of mentors 

· State policies that support or constrain alternate routes, which facilitated or delayed approval of the project itself and thus affected the start and completion dates for participants; state policies regarding the requirements for specializations, such as special education, also affected projects that were seeking to facilitate the certification of needed special education teachers

· Other teacher preparation routes, which competed for qualified candidates by offering different program durations, elements, and incentives 

TTT projects receive federal funding that offers the potential for enhanced goal achievement, but their capacity to accomplish goals is based on more than the size of the grant received from ED. Instead, outcomes were reportedly related to 1) the resources that a project draws upon, and 2) the ways in which human (leaders, providers, participants), material (funds, technology, facilities), and social (individual and institutional background and experiences) resources are actually put to use to address the project’s objectives (Cohen and Ball, 1999; Floden et al., 1995; Newmann et al., 2000).

This report has illustrated the ways projects vary, primarily as a function of four features: vision or design, grant recipient, organizational representatives, and participants. 

Projects have a vision or design for teacher preparation focused on specified target groups and high‑need subject areas, schools, and LEAs. As depicted in the framework of components, this vision manifests in a design for the project that encompasses cycles of recruitment and selection, preparation, placement and support, certification, and retention. This report has elaborated on that framework to include several more nuanced elements of TTT project vision or design that emerged from projects’ development efforts: 

· Selectivity, including entrance requirements as well as processes used to establish the requirements, recruit and review applications, and make selection decisions

· Sequence of preparation, indicating the arrangement, timing, and duration of course work, professional development, and fieldwork

· Eligibility for teaching, determined by requiring courses or professional development, reviewing transcripts, or some combination of these

· Specific types of support, including mentoring, induction programs, professional development, and online communities

The type of grant recipient influences the perspective a project takes on needs (whether local, statewide, or national), the kind of authority it has, the types of and relationships with partner organizations. As illustrated in this report, the grant recipient may be a state department of education (or a consortium of SEAs), IHE, LEA, or for profit or nonprofit entity. Grant recipients report progress and outcomes to the Department, manage financial matters, ensure that participants meet project obligations, and maintain productive relationships with and among project partners. The ways grant recipients exercise authority give them a unique approach to project control (or responsibility) and accountability. This report has revealed the implications of the type of grant recipient for:

· Degree of flexibility, as state‑based projects had greater leverage to tap resources and set standards for program requirements than IHEs, LEAs, and consortia, which worked within state policy constraints while making use of partner and community resources

· Drawing on experience, as the TTT grant was used in some cases to enhance projects that were part of an existing alternate route program, and in other cases, to develop a new project that drew on individual or institutional experiences with teacher preparation and support 

Projects encompass numerous organizations and their representatives who carry out the day‑to‑day activities of recruitment and selection, preparation, placement and support, certification, and retention. Depending on its objectives and infrastructure, a grantee might seek assistance with one or more aspects of the project’s design. Some projects used the established partnerships with individuals and entities within the grantee, which filled the roles of guiding project development, delivering course work, providing mentoring and other support, and evaluating progress toward objectives. Maintaining effective relationships among partners funded by a grant proved a complex undertaking for some project directors, who managed and negotiated with participating organizations to ensure that services were delivered efficiently and effectively. 

Participants in teacher preparation have certain experiences and characteristics that they both bring to and gain from teacher preparation programs. This report has provided descriptive data regarding participants’ demographics and educational and work backgrounds. While projects enroll midcareer professionals, recent college graduates, and paraprofessionals, they are otherwise diverse in terms of participant characteristics. This parallels the participant diversity reported in other studies, and underscores the idea that the project itself—its goals and practices—must be considered as context when describing the “typical” alternate route participant (Allen, 2003; Clewell et al., 2001; Zeichner, 2005). Additionally, this report has described participants’ goals and plans for teaching and project‑related perceptions, stating that participants were drawn to TTT projects by the offer of incentives and found support a strong reason to stay.

As reported by project directors, continuous improvement is a hallmark of successful and sustainable TTT projects. Continuous improvement cycles are the ongoing efforts of projects to identify problem areas and make changes with approval of TTT program staff. This report has indicated that TTT grantees collect data and seek feedback both informally and formally; they gather information directly from participants, partners, and providers as well as through external evaluations. The report has indicated that the majority of these changes occurred in several areas:

· Organization and structure, as projects added new personnel and partners in response to the changing demands of policies and LEA and participant needs

· Recruitment, with Web‑based and face‑to‑face strategies proving most effective 

· Targeted applicant pool, which projects expanded by seeking target groups, using online recruitment and application methods, and offering teaching opportunities at additional grade levels and for additional subject areas

The outcomes of the interactions among the components described in this 
chapter—encompassing projects’ capacities situated in context—in turn shape the project as it changes its structure or objectives based on results. For TTT, the outcomes of interest are recruiting nontraditional candidates, placing participants in high‑need schools in high‑need LEAs in assignments that match their certification areas, and helping them attain certification and remain in teaching for three years. While these results cannot be fully reported until the end of the grant period, this report indicates that participants largely felt well prepared and supported and planned to stay in teaching beyond the three‑year TTT commitment. Additionally, this report has noted project‑level outcomes, with particular successes related to the development of infrastructure (partnerships, advisory groups, online courses) to carry out project activities. 

This emerging model of TTT projects as complex systems has illustrated the issues that are common to projects, while at the same time indicating that the interactions among these elements within a specific context account for much of the differences among projects. Each project works within the guidelines articulated in the NCLB legislation to be responsive to the needs of the context in which it operates. Using this model as a framework at the outset for future studies may provide a clearer picture of the resources, activities, actors, and outcomes of TTT and other alternate routes to teacher certification. 

Areas for Further Investigation

This interim evaluation was limited by its design and by the number of years of project data that could be gathered given the reporting timeline. However, the data that were gathered and the case studies conducted were helpful in surfacing areas for further investigation 

· Cost of preparing teachers through various delivery models. An abiding question raised by economists studying teacher preparation is: how much does it cost to produce a new teacher? When attempting to answer this question, researchers typically look to the cost of attending traditional teacher preparation programs; however, there are more factors to be considered, according to Hull, such as the high rate of individuals who complete preparation programs but do not immediately become teachers (2004). Alternate routes provide a short‑cut to certification in terms of time but may have other hidden costs that need to be factored into an estimate of the per‑teacher cost. More study is needed to determine if there are efficiencies to be found in specific approaches or delivery systems modeled in alternate route programs. One specific aspect of this investigation also worth pursuing is that of the level of incentive that is useful in recruiting and retaining new teachers. Many states and districts are offering various incentives, such as a bonus to ameliorate the high cost of living in a large urban district, yet little research is being done to explore the role of such incentives in recruitment and retention. 

· Factors contributing to the success of participants. TTT projects have demonstrated successful recruitment of participants of all ages and backgrounds into teaching. Some participants followed the prescribed “program” and were hired and retained, while others had less than satisfactory experiences. Further investigation would be valuable in understanding why some TTT participants do better than others. Recent research that followed participants over three years indicated school context was critical to the success of new teachers (Humphrey and Wechsler, 2006). More studies exploring this factor, as well as the role of particular components of alternate route programs in participant success, would be helpful to those who are planning and implementing alternate routes. 

· Sustaining alternate routes. TTT projects wrote a great deal in their APRs and in their interim evaluations about the collaborative work with their partnering organizations. Project directors emphasized this was essential to their success, indicating the need for sufficient resources to implement alternate routes successfully. Further investigation is needed to explore how these arrangements can be sustained and continued. According to some reports, although states have approved alternate routes, some of these do not become operational or fade away as programs over time. Does the type of sponsor or grant recipient make any difference in sustainability? Is there something different about the way that TTT projects are developed and operated that will result in their sustainability? 

Recommendations

The Transition to Teaching grant program supports a wide variety of alternate route approaches that exist within the broader population of state‑, district‑ and university‑provided options for those wishing to become teachers. As the data on the third project year activities were being collected through the APRs, the case studies, and the interim reports, it became clear that changes were being made to improve on the approaches. In conjunction with project monitors and through participation in grantee meetings, project management received support, particularly in the areas of recruitment and evaluation. Still, some lessons learned and challenges faced in the first three years of operations indicate the potential for some changes and new directions for the TTT program as a whole. Some of these are more appropriately addressed to the Congress as it plans for reauthorization of NCLB and considers options to strengthen the TTT program within the Office of Innovation and Improvement (OII).

1.
In deliberations leading to reauthorization, consider giving the program office (OII) the authority to award shorter planning grants to prospective entities. Awarding one‑year planning grants to entities planning to create new alternate routes would allow them the time to develop a business plan, pilot effective recruitment approaches, and obtain formal commitments from participating LEAs. Many FY 2002 projects indicated that the first year was a start‑up and planning year, in terms of operations. Recruitment takes time and substantial resources and the yield is small each year considering the effort made. During this planning year, TTT projects could be asked to establish more of a “business plan” and finalize the targeted number of participants based on numbers of teachers needed. This planning year could also include project mentoring by program staff to establish the groundwork for evidence‑based evaluations. There is some precedent for this option. For example, in the PT3 grant program, initial catalyst grants were awarded. Many of the IHE programs awarded these used the catalyst grant period to build strong models planning the integration of technology in teacher preparation programs and courses.

2.
Use discretionary funds now available to OII and TTT to invest in the documentation and dissemination of effective practices for alternate route projects. Just as the FY 2002 grants were awarded, ED also produced a book of promising practices for alternate routes and established a national clearinghouse to gather annual data and provide access to policy and research reports. These information dissemination activities have proved valuable to many in this field. Four years later, and with the accumulated experience of the more than 100 grantees being documented, it makes sense to consider maintaining this type of clearinghouse or establishing a clearinghouse function within the program’s Web site or within the ED’s labs and centers that focuses on effective components of alternate routes. Through such a resource, alternate route project directors and evaluators would be able to find, for example, research studies on induction (including the latest data from the Institute of Education Sciences [IES] study on induction programs) and descriptions of effective induction activities in TTT projects, along with evidence about their success.

3.
Encourage OII and TTT grantees to stimulate a dialogue at the state and district level about policies regarding alternate routes. In their interim evaluations and in narrative APR responses about promising practices and challenges, project directors indicated the importance of working through policy differences that could affect their program options, their targeted recruitment, and their success in producing certified teachers. For example, a number of projects raised the concern that they might not be able to continue special education options due to changes in certification requirements in their states. In addition, a recent Government Accountability Office (GAO) report on Troops‑to‑Teachers indicated that additional collaboration among alternate routes that share recruiting populations might enhance recruitment success. Finally, in the case studies conducted for this interim report, we learned that such collaboration might ameliorate the confusing situation that sometimes faces applicants to teaching when there are competing routes, for example, regarding requirements to become highly qualified, regarding costs, and regarding mentoring. Project directors indicated that when they try to take advantage of existing mentoring and induction components in their states and districts, they face challenges in providing a high‑quality program that is most closely related to the needs of their own project participants and does not include duplicative components. 

4.
Use discretionary funds now available to OII to conduct a small‑scale investigation of the importance of the level of incentives to project participation. While the incentives provided by TTT are helpful, they do not ameliorate the high and rising cost of tuition at public and private colleges where most participants complete their academic requirements. The program could be enhanced by more information on what level of incentive is most appealing to participants and what makes sense given the cost of recruiting and supporting participants through to certification. Through this study, ED could explore some options, for example, removing the cap of $5,000 to allow flexibility to projects recruiting from different populations with varying financial needs; investigating the relationship between different levels of funding and participation; and exploring whether professional development‑type online programs are less expensive to operate and to participate in. The $5,000 cap is specified in the authorizing legislation and any alterations to this would require a change during the reauthorization process.

5.
In deliberations preceding reauthorization, reexamine the definition of high‑need LEAs and high‑need schools. Project grantees reported several challenges in this regard, most notably, they were able in some cases to identify many districts and schools that needed teachers, but all of them did not meet the narrow definition. Projects reported many more applications than expected, but some participants did not want to teach in designated high‑need schools, so they earned certification through the TTT route but did not make a commitment as to the school in which they would be teaching. ED could examine the impact of the current definition on total number of participants hired and retained and work with a group of experienced project directors to recommend additional criteria to assist grantees and participants. There should be a way to develop an approach so that unfilled teaching positions do not remain so and participants who wish to become highly qualified through alternate routes are not turned away, without penalizing the neediest schools. 
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