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Abstract
Preparing candidates through alternative certification routes reduces teacher shortages in the fields of science and mathematics.  Wichita State University, in partnership with the Raytheon Aircraft Company and Wichita USD 259, developed the Raytheon Teaching Fellows program for the preparation of science and mathematics teachers and the Wichita Area Teachers in Transition (WATT) initiative funded by the U.S. Department of Education.  Research findings indicated the following were effective in the preparation process:

· Selection of the candidate

· Preparation of the candidate

· Support of the candidate through mentoring and learning communities

· Enrichment opportunities exploring, discussing, collaborating and researching effective practices for the science classroom

· Practice and modeling of Differentiated Instruction and Inquiry Learning

· Partnership and collaboration among university, school districts and industry

Retention and performance indicate these were effective programs.

An Inquiry into Best Practices for Preparing and Retaining 

Alternative Certification Candidates in the Sciences

Over the last two decades there has been general consensus in numerous commissions and reports relevant to the challenge confronting education with impending teacher shortages.  Rapidly increasing student enrollments, coinciding with the retirement of the teacher workforce, lead to dire predictions.  When these components are paralleled with the stringent mandates of No Child Left Behind (NCLB) the outcomes appear dismal.  Compounding teacher shortage is the misalignment between supply and demand.  The distribution of teachers across geographic and subject areas continues to be troublesome [1].  The need for highly qualified teachers at the middle and secondary levels in high demand fields, like mathematics and science, and in urban, low-income schools as well as remote rural schools, continues to be a reality.
According to a 2002 NCES report on qualifications of public school teachers, 37% of high school math teachers, and 31% of science teachers lack a major or certification in their field.  Similarly, 69% of math teachers and 57% of science teachers lack a major or certification in their field.  According to RNT’s 200 (NEA- Recruiting New Teachers) study of the largest urban school districts, nearly 98% of responding districts noted an immediate demand for science teachers and 95% reported an immediate demand for mathematics teachers.  Shortage of qualified mathematics and science teachers comes just when the expectations for what students should know in these subjects are rising [2].

In addition to the need for new teachers, the second major challenge is finding 

ways to improve teacher retention and quality.  Teacher shortages are compounded by large numbers of turnover and early attrition.  These reductions inflate the demands and keep districts in a perpetual state of hiring.  Most studies estimate that one-third to one-half of all teachers entering the profession are no longer practicing teachers five years later [3].


In a recent summary of research on teacher retention, researchers address the question of “Why do teachers quit?” [4].  Their conclusions suggest differentiating the data on teacher retention and attrition between those individuals that “leave” the profession and those that “move” to other positions in education or to other locations that cannot be tracked.

The inverse question is, “Why do teachers stay?”  Follow-up studies [5], tracking cohorts of beginning teachers have determined that there was a statistically significant effect on teacher retention when there was an effective mentoring or induction program available.  In retrospect, teachers that participated in a mentoring program valued the emotional support and collaboration they had received from their mentors.


There is wide consensus among researchers and policy makers that teacher quality is a key component of school quality and student achievement [6].  The convergence of teacher shortages in high-demand content fields, in low income urban and remote schools, through retirement or through attrition, and the quest for teacher quality have encouraged innovation and initiative as universities and districts partner to provide the preparation, support, and resources to place and retain highly qualified teachers in every classroom.


It is through this very innovation that alternative routes to licensure were conceived with a purpose to increase the numbers of teachers entering the high need content fields, and to improve teacher quality in the content area by hiring individuals with both life experience and academic expertise in their area of licensure.  Wichita State University (WSU) has had an alternative licensure program since 1991 and was recently recognized by the U.S. Department of Education as one of six innovative programs in the nation.  The WSU Transition to Teaching program operates within the College of Education Unit under Professional Education, Alternative Certification.  This KSDE/NCATE approved program has placed candidates in over 40 districts throughout the state and has a strong working partnership with our local education constituents.

Building upon the existing structure of the WSU Transition to Teaching program, targeting the needs of the urban community served by the university, and partnering with local aircraft industry, additional funding was secured and utilized to develop the Raytheon Teaching Fellows (RTF) program.  The purpose of this program was to enhance the number and increase the quality of science and mathematics teachers.  Several innovative actions were implemented with this grant to enhance the preparation of both traditionally and alternatively prepared teacher education candidates in these fields.  An additional grant (Wichita Area Teachers in Transition - WATT) was later received through the U.S. Department of Education, in partnership with Wichita USD 259, specifically targeting the preparation of alternative licensure candidates.  
Objectives
The objectives of this research were to study the effects of the practices used by the Raytheon Teaching Fellows (RTF) program and the Wichita Area Teachers in Transition (WATT) program to prepare and retain alternative certification candidates in science.  Although the RTF program recruited both traditional undergraduate teacher education candidates and alternative candidates, and many of the elements of the program were applied to the entire population, this study will specifically focus on the program participants entering the science teaching profession through alternative routes.  The WATT program recruited candidates entering education through an alternative route, but provided support to transitioning teachers in all content fields, with the greatest numbers situated in the content fields of science and mathematics.  The research questions are:

1.  What effect did the RTF-WATT program selection, support structure, and preparation have on novice candidates’ teaching performance?  

2. What effect did the RTF-WATT program structure and support have on novice teacher candidates’ feelings of self-efficacy? 

3. What effect did the RTF-WATT program have on novice teacher candidates’ retention in the teaching profession?

Literature Review
     Competent teachers have a direct, positive effect on students’ learning [7]. Competence includes not only a conceptual understanding of the content- science, its applications, and the nature and history of science, but also an understanding of how people learn science and the skills that enable meaningful learning to occur.  
     The Association for the Education of Teachers in Science (ASTE) advocates that science teacher preparation should focus on the following practices:

· are grounded in the research and professional literature on science learning and teaching;

· reflect reform expectations outlined in the National Science Education Standards and related literature;

· explicate developmentally appropriate knowledge and skills in science and in science teaching at specific grade levels (preK-16);

· are based on the candidates’ content and pedagogical knowledge and on evidence of effective teaching that includes a range of teacher and student performances;

· are amended periodically as the relevant knowledge evolves with guidance from experts in science teaching, science teacher education, and pure and applied science fields [8].

Unfortunately, these practices are frequently compromised in an attempt to balance the deficit numbers of candidates entering the teaching profession through traditional secondary education programs with the current needs of the local education agency (LEA).   This leads to increasing numbers of teachers entering the classroom and providing instruction out of their content field, or to emergency hiring of unlicensed, under-qualified and unprepared individuals.  
Alternative certification is being examined as a possible solution for increasing the quantity and quality of teachers in the nation [9].  Alternative routes for certifying teachers have been available since the early 1980s.  As more and more states offer alternative routes to certification the impact of teacher preparation program models relevant to teacher performance has become a common theme in educational research.  In 2003, 46 states and the District of Columbia reported having some type of alternative route for certification and report approximately 25,000 people, per year have been certified to teach through alternative routes within the last five years [10].
Since alternative teacher licensure programs are collectively defined as any route to licensure that varies from the traditional undergraduate model, this leads to multiple possibilities in program design.  Typically, alternative programs allow candidates to obtain pedagogical practices concurrently with classroom field experiences circumventing the traditional teacher education preparation process where those practices are learned prior to entering the classroom.   Programs differ in their goals, selection processes and admission requirements, pre-service programs, induction support, and linkages with existing professional development programs.  There are also variations with regard to cost, time, intensity, and support [11].   “Alternative routes to teacher certification are having a significant impact on the way all teachers are educated and brought into the profession.  Few innovations in American education have spawned more controversy and debate than the alternative certification movement, and few have ultimately resulted in more positive changes” [12].
With innovation in mind, the RTF and the WATT programs were designed to increase the number of candidates prepared to enter secondary education (particularly in the sciences and mathematics), reduce attrition rates, enhance feelings of support and self-efficacy, and positively impact teaching performance.  Critical components of the programs were designed based on current research and best practices.  The following elements were examined and implemented into the program structure.

· Selection of the candidate

· Preparation & performance of the candidate

· Support of the candidate

· Self-efficacy & persistence of the candidate

Selection of the Candidate


Individuals seeking licensure through alternative certification programs generally fall into three categories: (1) mid-career, or second-career changers; (2) recent college graduates deciding to enter teaching too late in their college program to switch majors; and (3) recent college graduates who have “partially completed” a teacher education program.

Alternative teacher education programs have changed the profile of the teacher educator by increasing the diversity and the education level of the candidates entering the profession.  There’s been a dramatic shift in the profile of people studying to be teachers through alternative routes. There are greater numbers of older, life-experienced people wanting to enter the teacher profession when compared with traditional preparation models.  A higher percentage of these mid-career switchers are male and/or are minorities interested in teaching in high-demand areas of the country in positions generally not sought by young, white females coming out of traditional schools of education [13].


As we look at the shift in the pool of applicants seeking to enter alternative preparation programs, selection of candidates becomes a critical factor in predicting success and in managing resources.  Research has begun to look at the characteristics of successful alternative candidates as well as the selection processes employed by different teacher preparation program models.

The success and sustainability of an alternative certification program depends on recruiting quality candidates -- more so than in a traditional, college-based teaching program. A typical alternative route program accepts only a limited number of teacher candidates at any one time. The program's resources must be funneled to candidates who will be employed by participating districts, so investing resources in candidates unlikely to succeed is a lose-lose situation for programs and districts. As a result, selecting the right candidates for admission is crucial to the program's success. This is why many alternative certification programs seek a research-based, reliable, and fast assessment to use as part of the selection process [14].

The experiences and backgrounds of candidates entering an alternative program have a significant effect on their success in the classroom.  Teacher preparation program models that identify characteristics of successful candidates in the selection process and individualize the student’s plan of study to ensure that all program standards are met facilitate the successful transition of the alternative candidate to the classroom.

Preparation and Performance of the Candidate

What makes a teacher good?  Ultimately, the only true evidence of good teaching is the impact a teacher has on his or her students. But what is it that enables the best teachers to have the greatest impact? [15]. How do we measure that impact?  

There is widespread agreement that strong subject-matter knowledge is a critical component of successful teaching. There is also some evidence that subject-specific pedagogical knowledge – how specifically to teach mathematics or reading or history – also is important. Beyond that, the picture becomes murky. Some experts have pointed to a positive correlation between teachers’ scores on verbal ability tests and the achievement of their students, arguing that the best teachers are also intellectually the brightest. Others have insisted that the diversity of the contemporary classroom requires that successful teachers have a broad repertoire of instructional strategies. Still other experts claim that a teacher's character and attitude are strong predictors of his or her success teaching to specific kinds of students [15].

Characteristics and assessment of teachers’ performance are being defined through the leading efforts of the Interstate New Teacher Assessment and Support Consortium and the National Board for Professional Teaching Standards.  This research has been used to develop a set of teacher standards that can provide a framework for teacher preparation programs to use in the development of curriculum and training procedures for teacher candidates.  Critics insist, however, that such efforts have no proven correlation to a teacher's ability to promote student achievement and such standards restrict the entry into teaching of talented individuals who lack such extensive – and not clearly necessary – pedagogical training. In the absence of a clear and unambiguous standard for new teachers, the job of providing adequate preparation for new teachers is difficult [15].

Tighter regulation of teacher training programs, more stringent admission requirements to teacher education programs, and more field experience opportunities may strengthen the performance of teacher candidates but such proposals are not based on sound research or hard data but on conventional wisdom atop beliefs and ideologies [16].

While policymakers around the country are concerned about the quality and supply of teachers, consensus as to how states can best ensure quality is elusive [17].  Scientific evaluation of the effect of educational policies, including teacher preparation, on student achievement requires either a) randomized experimental study design, or b) non-experimental longitudinal data on student achievement. Unfortunately, little research on teacher testing or licensing meets either standard and the research that does is tentative and inconclusive [18]. There have been many articles published about alternative certification programs; however, few meet the standards of scientific rigor that would facilitate conclusions as to teacher performance and impact on student achievement.  And, just like traditional teacher preparation programs, not all alternative routes are equal in structure, content or quality.  
Support of the Candidate

In the coming year, thousands of college graduates will enter the nation's classrooms to begin their teaching careers and thousands more will enter through alternative routes.  Most of these teachers will have received high grades in their teaching methods courses and student teaching experiences, or will have been successful in careers prior to entering the teaching profession. Most will have a genuine affection for young people and will be committed to making a difference in the lives of their students. Despite the good intentions and high expectations of these beginners, 40 to 50 percent of them will drop out of teaching within the first seven years [19], most within the first two years [22]. Of those who survive, many will have such negative initial experiences that they may never reach their full potential as educators [20]. 
Well-designed mentoring programs lower the attrition rates of new teachers [21].  According to a study of new teachers in New Jersey, the first-year attrition rates of teachers traditionally trained in an undergraduate teacher education program without mentoring was 18 percent, while those novice teachers whose induction program included mentoring was only 5 percent [22].   Since candidates entering through alternative routes are often placed in the most difficult classrooms, in high needs schools, with little to no pedagogical background, the drop-out rates can be even greater.
Effective mentoring programs provide training to the mentor, share a common focus, and have an established structure and accountability [23].  Establishing a relationship between a newly hired teacher and a mentor teacher has become a fairly common practice in many school districts.  However, definitions of a mentor teacher, the selection and training process, as well as parameters of responsibility vary from district to district.  In a well-designed mentoring program, expectations are placed on the mentor teachers that move beyond the support of the novice teacher to the establishment of individual professional goals.  Charlotte Danielson [24] found that mentoring not only helped the novice teacher make the transition into the profession, but also fostered the professional development of the veteran teacher.
Self-efficacy and Persistence of the Candidate

Research of the past two decades has shown that the most important factor in improving student achievement is the quality of teaching, as well as the teacher’s knowledge and ability to facilitate student learning [25].  Alternative teacher preparation routes responding to teacher shortages may place new teachers in jeopardy when they are placed in a classroom before they are properly prepared to teach [26].  


Reform in teacher preparation program content and pedagogy alone will not solve all the challenges in the educational reform movement.  Teacher attitudes, dispositions, and their own sense of efficacy seem to also impact student achievement and teacher satisfaction [27].   The teacher must believe that in general, students can learn the material, and that the students can learn under his or her direction .  Alternative candidates may have difficulty believing this without the opportunity of a field-based experience or the pedagogical repertoire of strategies provided through a traditional teacher preparation program.  However, alternative certification program advocates claim that successful candidates are able to transfer their knowledge from job related practices and life experiences to the needs of their students [28]. 


Teachers’ perceptions of self-efficacy provide another lens into teacher effectiveness.  Teachers’ self-efficacy and confidence are important to foster early in the career, concludes Darling-Hammond [29], because views of self efficacy form early, are relatively difficult to change, and “have been found to be related to student achievement…, motivation…, and students’ own sense of efficacy” as well as to the teachers’ “feelings about teaching and their plans to stay in the profession”.
Methodology

Description of the Program
Wichita State University (WSU), with the Raytheon Aircraft Corporation, implemented a program that allowed for the growth and enhancement of qualified mathematics and science teachers.  The Raytheon Teaching Fellows program was established to encourage more talented people to enter the field of education and obtain the content knowledge and learning strategies necessary to become effective educators in the areas of mathematics and science.  Several innovative practices were implemented with this grant to enhance the preparation of both traditionally and alternatively prepared teacher education candidates in these fields.  All of the teachers prepared through the Raytheon Teaching Fellows program are still teaching today, and many have assumed leadership roles in their schools and in their districts.
The program included a rigorous selection process, a strong mentoring support component, collegiality found through participation in workshops, social interactions, and a yearly Share-A-Thon, and regularly scheduled content area workshops designed to enhance awareness of resources, expand content knowledge, and model effective instructional strategies.  Additionally, the program expanded and enriched partnerships among industry, university and local school districts, as well as between faculty across colleges on campus and with district personnel.  

The success of the Raytheon Teacher Fellows Program seeded the partnership between WSU and Wichita USD 259 in securing a grant from the U.S. Department of Education to equip and retrain candidates entering the profession through alternative routes.  The Wichita Area Teachers in Transition (WATT) program continued the recruitment and retraining of teachers for high needs content fields and schools.
Research Population

The research population for the Raytheon Teaching Fellows program included pre-service teacher education candidates from the traditional undergraduate program (elementary and secondary education) and from the alternative licensure program (secondary education).  Candidates were identified from the fields of mathematics and science using a rigorous selection process.  The selection process began with an application which included three essays, copies of transcripts and three letters of recommendation (Appendix A).  Using a rubric and multiple-raters, an analysis of essay responses, grades, experiences, and letters of recommendation were completed. Candidates with the highest scores were then invited to meet with a selection committee (Appendix B).  In addition to an interview, these candidates were asked to prepare a microteaching lesson from a topic in their discipline.  The selection panel was composed of faculty from the College of Liberal Arts and Sciences, the College of Education, and RTF Advisory Council members.  They assessed and scored the interview and microteaching presentation according to a rubric (Appendix C).  Scores for all candidates were tallied and selections were made by the Advisory Council according to the top-scoring individuals.   


Candidates were notified of the selection and invited to attend a Welcome-Orientation session.  Details and grant limitations were outlined, scholarship stipends were explained, and RTF teacher candidates were asked to sign a contract agreeing to these conditions (Appendix D).  A level of expectation was established with this initial contact.


New candidates were accepted each year of the program following this process.  The numbers of candidates in the Raytheon Teaching Fellows program are displayed in Table 1, with those completing the program and entering the profession each year indicated in the far right column.   
Table 1

Raytheon Teaching Fellows Candidates

          Year
       Mathematics           Sciences           #Accepted        # Complete

                           Entering Classroom   Entering Classroom    In-Process        Total Entering
	2001

	8
	6
	41
	14

	2002

	13
	14
	66
	27

	2003

	17
	22
	62
	39

	2004

	13
	10
	0
	23


	



The second population of candidates came through the WATT program.  The WATT program worked in partnership with USD 259 and focused on the preparation of candidates entering the teaching profession through alternative routes.  The research population included candidates that minimally had an undergraduate degree in the content area in which they were seeking licensure.  They also completed an application and an interview with the Director of the Transition to Teaching program.  Once eligibility was determined they began the district interview process to secure a teaching contract.  A prerequisite for admission into the WATT program was obtaining a teaching contract in the content licensure field for the coming academic school year. Approximately one candidate was selected from every ten applicants to the program.  The numbers of candidates entering the WATT program, with science and mathematics disaggregated, are displayed in Table 2 below.  Grant funding did not continue after 2003.  A move to institutionalize the program within existing funds in the College of Education necessitated a decision was made to limit the number of entering candidates each year to no more than 25.  
Table 2

Wichita Area Teachers in Transition Candidates

	Year
	Mathematics
	Sciences
	Other
	Total

	2001
	10
	12
	29
	51

	2002
	12
	14
	28
	54

	2003
	9
	4
	10
	23


Research Duration

The Raytheon Teaching Fellows Program began in 2000 with the first cohort of graduates in May of 2001.  The mentoring program began with that cohort as they entered the teaching profession.  During the fall of 2001, activities for all fellows were in process and the Mentor Team began meeting with the pre-service undergraduate teaching fellows and alternative candidates anticipating beginning as teacher of record the following year.  Grant funding was terminated in 2003 and no new fellows were admitted to the program. Scholarship monies and mentoring continued for the fellows in the program with some mentor relationships continuing to date.

The WSU Transition to Teaching program has been in process since 1991 but the WATT grant was for a three year period beginning in 2001.  Science and mathematics candidates in the WATT program were included in the activities with the Raytheon Teaching Fellows and were provided similar mentoring services.  Grant funding ended with the 2003 cohort.
Research Methods
Research methods examined the following program practices and resulting impact on the novice teacher performance, self-efficacy and retention. 


Selection of the candidate.  Both the RTF and the WATT programs had a rigorous selection process involving academic performance as well as examining potential teaching skills and dispositions.  Scoring rubrics were used for the selection of the RTF candidates along with standard entrance requirements.  
WATT fellows also had to meet an academic performance standard and interview screening.  Academic performance and admission to Graduate School were required for alternative candidates, as well as a test of attitudes and dispositions administered through Wichita USD 259 in the Gallup Urban Teacher Perceiver.   A transcript analysis was completed for each candidate to align undergraduate course work with the KSDE standards for the content area of licensure.  
All science and mathematics candidates, from both programs, completed the NIMS and NIST tests as indicators of general content knowledge in these areas.

Preparation & performance of the candidate.  Once a transcript analysis was completed, an individual Plan of Study was prepared to guide the candidates through the standard course work.  All candidates were required to complete a set of course work with similar learning outcomes.  These courses prepared them in the pedagogical knowledge and skills required for effective teaching.  Content course work varied depending on course alignment, background and skills.  
Candidates from both programs (RTF & WATT) were required to maintain a minimum grade point average and maintain satisfactory teaching reviews.  Alternative candidates were also required to attend Internship classes each semester throughout the two year program, as part of the course work. These classes were scheduled on alternate Saturday mornings.  Content specific workshops interfaced the Internship course or were scheduled at other times.  
Additionally, the Danielson Survey of Mentor & Self-Analysis of Performance was used as an indicator of teaching performance and to discern communication validity between the mentor and the novice teacher.  Teaching performance was self-assessed and mentor assessed each year using a measurement rubric to assess four domains of teaching: (1) Planning & Preparation, (2) Classroom Environment, (3) Instruction, and (4) Professional Responsibilities (Danielson, 1996).  This tool was administered for each year of novice teaching for both programs.  Data were disaggregated and compared according to the program and mentoring pattern that was utilized.  
Support of the candidate.  Mentors were provided for candidates in both the RTF and the WATT programs.  A team of mentors was trained and prepared to begin working with candidates prior to entry into the classroom.  All of the RTF mentors had significant experience in science or mathematics and were trained through a common workshop.  Most of the WATT mentors shared expertise in the content field but training varied according to school districts.   
A Mentor Connections Log was used by the novice teacher and the mentor teacher to track the number of interactions, record the focus of the interaction, the time spent, and the participant that initiated the contact.  These data presented a profile of self-initiated and scheduled meetings, development of focus topics, and time spent.  Data were disaggregated and compared according to the program and mentoring pattern that was utilized.  
Candidates also received support from their peer cohort, from their university advisor, and from the building mentor that was assigned by the school administration.
Self-efficacy & persistence of the candidate. Candidates were given a Teacher

Needs Assessment when they entered the program, and then again, at the end of each of the four semesters throughout the 2-year program.  It enabled individuals to identify areas of teaching needs in relationship to their desire to satisfy those needs with quantifiable indicators.  These data presented a profile of changing needs over time, and the urgency to satisfy those needs.  These data were disaggregated and compared according to the program and mentoring pattern that was administered.  
Focus Group Responses were also collected from all participants at the end of the program.  Several focus group sessions were scheduled enabling mentors and novice teachers to respond to the same set of prompts.  Responses were recorded and grouped providing qualitative insights into teacher feelings of efficacy and growth as reflective practitioners.
Research Tools 
There were five primary measurement tools used in this research, (1) Entrance scores on interviews and academic performance; (2) Danielson Performance Survey; (3) Mentor Connections Logs; (4) Teacher Needs Assessment; and (5) Focus Group Responses.  Supplemental data were available through Administrator Evaluations, Novice Teacher Reflections, e-mails, and group interactions.  
Measurement indicators are listed for each component identified in the goals.

1. Selection tools - interview score sheets, academic grade point average, transcript analysis, entrance test scores (PPST), and content related experience.

2.  Performance indicators- Course grades, Danielson Performance, district review and renewed contracts, university and administrator teaching evaluations, exit test scores (PLT).
3. Support tools- mentor connections log, reflections, focus group responses

4. Self-Efficacy and persistence- Teacher Needs Assessment, reflections, focus group responses
Data management was organized through the Transition to Teaching Office with analysis of these data completed by two external grant assessment personnel and by the Raytheon Teaching Fellows and WATT directors.
Findings
This research yielded data that could be helpful in the program design for preparing candidates in science and mathematics for transition into the teaching profession through alternative routes.  Although there were no significant differences in novice teacher performance as indicated on the Danielson Performance Survey, there were notable differences in mentor communications and in responses indicative of self-efficacy.  In terms of the retention, it is still early to comment since the greatest numbers of new teachers leave the profession within their first five years, and the final group of fellows entered the classroom in fall 2005.  However, to date, all of the RTF fellows are still in the teaching profession and 92% of the WATT candidates, in science and mathematics, remain employed.  

Many of the participants from both programs have been recognized as leaders in their districts.   One candidate entering from the medical profession was integral in solidifying a partnership with a school district and the hospital to provide training targeted towards high school students planning to enter the medical professions.  Classes are offered on-site at a local hospital and students are exposed to a variety of options within the medical field.  Similarly, another candidate entering the teaching profession from an engineering background has formed an alliance with the WSU College of Engineering and the local school district to target instruction for students interested in pursuing careers in engineering.  Both of these programs were developed in response to the needs of the students and in partnership with industry and the university.  


Following is a discussion of the results from the measurement tools that were employed, beginning with candidate selection and academic performance.  

Academic performance and selection of candidates was carefully regulated through academic standards for admission to the College of Education and to the Graduate Schools, and test scores.  All potential candidates were required to satisfy these requirements before eligibility was determined and a contract could be sought.  The urban school district that was a partner in the WATT program also required potential candidates to successfully pass the Urban Teacher Perceiver before being allowed to interview for teaching positions.  The candidates in the RTF program completed a mini-teach presentation along with their group interview which gave some insight into teaching potential.  

The rigorous selection process established a pool of highly qualified candidates that demonstrated the skills and dispositions indicative of a successful transition into the teaching profession.  There also seemed to be a correlation between those individuals that were successful in careers prior to entering the alternative program, and a transfer of those skills that enabled that success to transcend into the classroom.  

The second tool that was utilized to measure academic performance was the Danielson Performance Survey.  In addition to monitoring candidate performance through administrative evaluations and academic performance in courses, a rubric was developed through Danielson’s Enhancing Professional Practice [25].  The Danielson Performance Survey reflected four levels of performance in the areas of Planning and Preparation, The Classroom Environment, Instruction, and Professional Development.  Performance was self-assessed by the novice teacher and also assessed by the mentor teacher.  When these data were averaged and compared, there was no statistically significant difference in the self perceptions of the novice teacher and the perceived perceptions of the mentor teacher.  The results of this assessment are indicated below.

Figure 1
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The mentors assessed candidate performance higher in every category except for professional development.  All candidates were found to be performing above basic levels in all categories, with classroom management and instruction rated at proficient levels. 
The frequency of communication between the novice teacher and the mentor teacher was recorded in a Mentor Connections Log.  These data were averaged for each year (See Table 3).  During the 2001-2002 school year the only pattern utilized for novice teachers entering the profession was pairing them, as they entered the classroom, with assigned mentor.  They had no experience interacting with a mentor team or practicing the skills required to participate in a collaborative professional community.  


School years 2002-2003 and 2003-2004 show an increase in total number of communications, and an increase in novice teacher-initiated communications.  Novice teachers initiated three times more communications in the 2003-2004 school year than were seen with the initial group of fellows.  This may be as a result of the comfort levels gained in establishing the mentor relationship and skills learned through the pre-service involvement with the Mentor Team.  


The Mentor Connections Log (Appendix E) also indicated some differences when alternate patterns of mentoring were utilized.  Initially, all first year candidates were placed with a mentor teacher as a pair.  Beginning with the second year, some entering candidates were joined with a mentor from the Mentor Team to form a new pair, while other entering candidates were joined with an existing mentor pair to form a triad.  The mentor triad was comprised of a mentor teacher, a beginning 2nd year novice teacher, and a beginning 1st year novice teacher.  The communication that occurred between the 1st year novice and the 2nd year novice was significant.  The communication was also more frequent between these groups with a greater number of connections initiated by the novice teachers.

Table 3

Mentor/Novice Communications

	Mentor Connections Log

	School Year
	MT Initiated

Average # of Contacts
	NT Initiated

Average # of Contacts
	Scheduled

Contacts

	2001-2002
	22
	10
	20

	2002-2003
	25
	24
	20

	2003-2004
	30
	35
	20


A Teacher Needs Assessment questionnaire was also given to the fellows each year.  This assessment was comprised of 49 statements concerning various teaching activities.  For each statement the novice teacher was asked to rate the statements using a 5-point Likert scale according to three categories:

A. To what extent is the activity important in your teaching?


B. To what extent do you feel you can accomplish the activity?


C. To what extent do you have an interest to improve on this activity?   

The need/interest score was computed by using the formula (A – B + C).  If a novice teacher thought it was important, didn’t do it well, and wanted to improve, the score would be high.


Scores from the candidates that participated with the Mentor Team, prior to entering the classroom as teacher of record, were high (3.75-4.8) on an average of 38 of the indicators.  They wanted to do well in everything and felt a need to improve in a variety of areas.  These scores dropped at the end of the novice teachers’ first year of teaching.  The average range for these fellows was (3.47-4.25) on an average of 25 of the indicators.  As the fellows from the same year are followed, however, those novice teachers that became part of a mentor triad, with responsibility for helping a first year novice teacher transition into the profession, showed some differences.  As these novice teachers finished the cycle by becoming a pair, with the mentor moving to the position of consultant, they became more focused and self-sufficient.  The average range for the novice teachers that were part of a triad was (2.75-3.8) with a mean of 10 indicators listed as focus areas.    

A final measurement tool that was helpful in structuring the program design was the feedback that was received from the Focus Group Sessions.  RTF fellows, WATT candidates, and mentor teachers were asked to respond to the same set of questions. Some of the data from their responses are summarized below.

Briefly describe the activities that you have been involved in while participating in the RTF or WATT programs.

Participants primarily listed the activities that they had attended throughout their involvement in the program.  The more “meaningful” activities were consistently listed, while others were presumably forgotten.  Those individuals that had the highest levels of participation also indicated high levels of value from their interaction in the program.  (This became apparent through responses to some of the following prompts.)
How meaningful do you feel these activities were in contributing to your growth as an effective teacher?  Please explain.

These responses centered around two themes: growth through social interactions and collegiality, and growth through enhancing pedagogical skills.  All responses, from RTF fellows, WATT candidates, and mentor teachers were favorable.  Several mentor teachers spoke from both the perspective of what the novice teacher was gaining, as well as from the benefits they were receiving, ie, “These activities reawakened the need to think about what I am doing in the classroom and why.”  An additional comment that was seen in the majority of the mentor responses was a reflective statement indicating how helpful this type of program would have been for them as they entered the profession x-number of years ago.  
How meaningful do you feel these activities were in contributing to your understanding of science or mathematics content?  Please explain.

A summary of the comments in this area indicated very little additional content knowledge was added through the activities and interactions. Rather, content was given meaning and relevance to life enabling fellows to transfer these applications of knowledge to their learner environment.  Novice teachers commented that they preferred working with their individual mentor teacher rather than with large group activities to refine skills and understanding of content specific methods.
What benefits have you experienced from the mentoring program?

Most of these comments centered around intrinsic values-- new friends, support, encouragement, sound advice, a shoulder to cry on, guidance, affirmation of decision to teach, refined reflection, and sharing of resources.
What elements would you like to see added to enhance the mentoring process?

All responses were favorable with most indicating that they liked things the way they were.  Several participants indicated that it was helpful to get to know their mentor teacher before the school year began.
What needs do you have that could be satisfied through resources from this program?

Most responses were indicative of the following: continuation of training, interactions with others, networking, and additional monetary support for supplies, etc.
What other comments can you make to enhance the program development?
A novice teacher’s response summarized the thoughts, “The most important part of being a RTF, for me, is that it has validated my desire to become a teacher.  It is important to me that my mentor and others in the program believe I can succeed.”

In summary, the primary findings from this research include the following:

· Selection of the alternative candidate into the program correlated with the candidate success; background academic experience in content area and real life experiences were important.  Recent College Graduates were discouraged from pursuing the alternative route.
· Preparation of the alternative candidate through the curriculum and field experiences significantly impacted candidate efficacy and performance.  Two critical components in the preparation process were: 1) Observations that exposed candidates to “effective teaching” prior to becoming the teacher of record (Mentor Team Involvement and Job-Shadowing); and 2) Foundation course work that established a teaching framework prior to becoming the teacher of record.

· Opportunities to experience and practice Differentiated Instruction and Inquiry Learning facilitated instruction in the science/mathematics classroom and impacted classroom student learning.

· Opportunities to explore, discuss, collaborate and research effective practices in the science classroom stimulated candidates enriching the integration of technology, robotics, and environment into the classroom.  Understanding these resources and practices directly impacted student classroom motivation and application of skills.

· Performance evaluation scores of novice teachers as assessed by self and by mentor showed statistically no significant differences but indicated that teachers are being successful.
· Mentoring was an integral part of the program, pairing candidates with professionals from their content area to observe and assist in the field experiences.  Training, frequency and intensity of mentor interactions was significant as well as professional development opportunities for both the mentor teacher and the novice teacher.
· Frequency of mentor communications and initiation of communications varied depending on the program and mentor pattern that was utilized.
· Teacher Needs Assessment scores varied depending on the program and may have been impacted by the mentor pattern that was utilized.  
· Novice teachers participating as part of a mentor triad displayed Teacher Needs Assessment scores that indicated less need in less areas when compared with novice teacher mentor pairs.
· Focus group responses indicated the program was meaningful and provided a support system satisfying needs for all participants.
· Retention rates, although still early to indicate conclusive evidence, indicate significant numbers of candidates from both the RTF and the WATT programs are still employed in the teaching profession.  
· Partnership and collaboration was enhanced- 1) at the university level between Colleges of Liberal Arts and Sciences and the College of Education; 2) between the districts and the university; and 3) among industry, the university, and the districts.
Discussion

Alternative routes to licensure are being utilized in more states and in greater numbers than previously seen to address the teacher shortages in high needs schools and high needs content areas.   Teacher preparation models vary depending on the program and the restrictions mandated by the university, the state, and the district.

Wichita State University has had a successful alternative preparation program for over a decade and has strong partnerships with the local school districts and industry. The purpose of both the RTF program and the WATT program was to increase the numbers of candidates, particularly in science and mathematics, to enhance teaching skills, and to provide sufficient support to retain and fully license all of the participants without compromising the standards of the profession. 
The 2-year alternative licensure program begins with course work the summer before employment and continues through the second year of employment with the successful candidate moving from the Restricted License to the Conditional License.  Candidates complete a total of 33 hours education course work during this time, framed in the INTASC principles for teacher preparation.  All classes are supported with Black Board so electronic connections to resources and advising are readily available.  

Both experience and findings from this research indicate candidates in the WSU alternative program have a strong content knowledge in their licensure field.  Since the Praxis 2 content tests have been required in the state of Kansas, all alternative candidates in the WSU program have passed these tests, some receiving letters of merit for their performance.  The areas of weakness that provide the greatest challenge when entering the classroom seem to be in differentiating instruction (most of the instruction they have experienced has been in a lecture format, they tend to want to replicate that teaching style) and in managing labs while engaging students in inquiry learning.
The Raytheon Teaching Fellows program proposed enriching the pedagogy delivered through the requisite course work by providing fellows with opportunities to interact as part of a larger community of science and mathematics teachers.  Fellows were brought together to explore robotics, investigate graphing calculators, and explore ways to use manipulatives in the high school classroom.  Field trips were organized for candidates to visit an observatory, a nature center, a science museum, and the zoo.  This enabled candidates to become aware of resources that were available to enhance classroom student motivation and enrich their teaching.

In order to maximize the time spent with candidates prior to them entering the classroom, the pool of “eligible and ready” candidates were invited to begin interactions with a Mentor Team before their course work began.  The interaction with a Mentor Team of science and mathematics teachers prior to entering the classroom, and the content area workshops throughout the program, provided an opportunity to model effective instruction, and enlighten candidates to resources that were available.  Workshops were conducted by faculty from the College of Education and the College of Liberal Arts and Science, as well as classroom practitioners.   These pre-service activities not only enriched instructional capacity, but also provided a framework for the novice teacher to begin interactions with a mentor.  
The second innovative feature of the RTF/WATT programs was the mentoring structure.  Mentoring began prior to entering the classroom.  The first year, candidates worked with the mentor team and were then paired with a mentor just before beginning as the teacher of record.  The second year, some candidates continued working as a pair, while other mentor pairs added a new first year teacher candidate to form a triad.  The triad contained the mentor teacher, the 2nd year novice teacher, and a new 1st year novice teacher.  The third year, the mentor teacher returned to the Mentor Team and acted as a consultant to the remaining pair, which now contained a 3rd year novice teacher and a 2nd year novice teacher.  This mentor configuration seemed to have some significance in enhancing novice teacher feelings of self-efficacy and independence.

As the grant funding was ending, all of the candidates, mentors, and advisors were called together.  Out of that meeting, a framework was established for the development of self-sustaining Learning Communities.  The Learning Communities were populated by mentor teams or triads that shared a common learning focus.  Each community established an action plan for research and implementation of strategies in response to their learning goals.  A few of these communities are still in existence and have invited new novice teachers, or experienced teachers, to join the community and enjoy the collaboration, collegiality, and focus of the action research team.  Communities have provided both state and national presentations as a result of their research, and have expanded to impact multiple school districts.  
Limitations of Study

The findings reflect the outcomes for one select, specialized group of science and mathematics students.  Substantial funding was provided through grants to support the candidates through scholarship and programming.  Resources from the grant enabled enhanced program opportunities, research possibilities, and focused integrated training in the content disciplines (science and mathematics).  Surrounding district needs encouraged partnerships and cooperation between the local school district and the university in providing the mentoring program.  The need to institutionalize the program, even with limited resources, became evident.
Implications and Conclusions

An outgrowth of the grants, adding the preliminary mentoring component to the pre- teaching experience provided opportunities for teacher candidate to collaborate with other professionals and engage in shared learning.  This enabled the candidate to begin to interact with a group of professionals involved in effective, reflective practices.  It also allowed relationships to form outside of the pressures of the classroom and the beginning teaching experience.  

Pairing experienced teachers as mentors for novice teachers can enhance professional development for both the veteran teacher and the novice teacher.  But, beginning this relationship with the pre-service teacher candidate proves to be even more valuable.  It is the responsibility of the teacher education institution to teach educational theory, model effective instruction, and refine content knowledge.  The practicing teacher assigned as the preliminary mentor, however, is able to speak from the trenches regarding the day-to-day challenges teachers confront.  Practicing teachers can validate decisions made by the teacher candidate in lesson design or classroom management.  When the “how” questions are posed by pre-service education candidates, they can illuminate the theoretical framework, as well as model the process of a reflective practitioner.  

At professional entry, most novice teachers are not ready to acknowledge their need for a mentor teacher.  Many do not have a collaborative, reflective process in place for even utilizing the expertise of a mentor teacher.  By establishing the preliminary mentoring relationship as a pre-service teacher candidate, the newly hired novice teacher has already experienced such a process for collaborative interactions with other professionals.  

When this relationship is expanded through participation in a triad, or combining triads into Learning Communities, the support for the novice teacher is increased, multiple perspectives are provided, and feelings of isolation are diminished.  Working with a cohort of professionals can increase feelings of satisfaction and validate the use of action research to effectively impact the individual classroom, the school, and the district.  This is beneficial to the mentor teacher and the novice teacher(s).


Enhanced communication, collaboration, and professional development focused on specific needs can encourage retention and empower teacher educators to impact their learning environments.  The continuum of growth and development can be seen across multiple levels; (a) as partnerships are encouraged between professionals, the teacher moves from feelings of isolation and hopelessness, to being a change agent that makes teaching meaningful and student learning a measurable by-product, and (b) professionals work together on common needs and positively impact their individual learning environments.
As school districts across the nation struggle to find highly qualified teachers to fill classroom vacancies, and as universities begin to examine alternative routes to licensure in response to high needs in secondary schools, some key areas for research arise relevant to best practices for preparing and retaining alternative certification candidates’ in the sciences.

· An effective alternative program for the preparation of science teachers is expensive.  How can stronger partnerships be established between the school districts and industry to share these costs?

· The support given to an alternative certification candidate is foundational for retention and success.  How can mentoring be more standardized?  How can resources be more effectively organized and disseminated, when the novice candidate needs them?

· State regulations have become very stringent, particularly in the sciences, at a time when the need for science teachers is critical.  How can these standards be satisfied and still realistically meet the demand for “highly qualified” teachers? (ie, rural districts hire “a” high school science teacher to serve a small population of students.  The teacher must demonstrate competency through university course work and the Praxis content competency in Physics, Biology, Chemistry, Earth/Space Science….)
· What additional technology resources are available to effectively “share” resources and connect several classrooms?

· Merit pay for teacher shortages is here now.  How do you facilitate the enculturation of the alternative candidate into the school environment when they are entering with advanced degrees, life-experiences, and beginning at a higher pay-scale than the traditionally prepared social studies teacher that has taught for several years?
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Appendix A

Application Form
Raytheon Teaching Fellows Program
Thank you for your interest in applying to the Raytheon Teaching Fellows Program.  In addition to completing this form, you will also need to submit  transcripts of all your college-level work.  If you are an entering college student, or have fewer than 10 credit hours, submit your high school transcript and ACT scores.  You will also need to arrange to have three letters of reference sent to: Raytheon Teaching Fellows Program, C/O Judie Hayes, Campus Box 28, Wichita State University, Wichita, KS 67260-0028.  The letters of reference should be from individuals that can speak to your ability to teach, or to work with children.  If you have questions, call 316-978-6950 or e-mail judith.hayes@wichita.edu.

Name:                                                                                        
Date: _______________  

Address: _______________________________________________________________                                                                                                                                       

                                                           



 City


State

Zip

Phone:                                                     
Social security number: ___________________                                           
E-Mail:                                                    
Application is for:     _____Fall   
  _____Spring  
Current educational level:





Educational goal:

         Entering college student



         Undergraduate degree

         Undergraduate student



         Graduate degree

         Student with a degree



         Certification only: (Alternative 
Certification sought:

Level: ((One)


         Secondary

          Elementary with middle school endorsement

Content: ( (All that apply)
         Mathematics          Physical science          Biological science

Undergraduate major__________________Schools attended:______________________

___________________________________________________________________

Have you been accepted into a College of Education teacher preparation program?_____

If so, where? ________________ Describe your status.___________________________

Do you presently hold a teaching certificate?            In?___________________________

   
Level



         Subject
Answer the following questions and submit attachment with your application.

Write a short narrative explaining why you want to be a mathematics or science teacher.

Describe any experience you have had teaching or working with children and youth.

We realize that you may not be a teacher now, but describe what your classroom would be like if

you were a teacher and what would be happening in your ideal mathematics or science classroom.

Notice of Nondiscrimination

Wichita State University does not discriminate in its programs and activities on the basis of race, religion, color, national origin, gender, veteran status, age, or disability. The following person has been designated to handle inquiries regarding nondiscrimination policies: Director, Office of Equal Employment Opportunity, Wichita State University, 1845 Fairmount, Wichita, Kansas 67260-0145; telephone (316) 978-3001.
Appendix B
Selection Criteria Rubric

Raytheon Teaching Fellows Program
Name of Candidate__________________________________________________________

Semester _______________________Education Objective______________
	Points
	1
	2
	3
	TOTAL

	Academic

Preparation

&

Exposure
	Overall

GPA
	2.50 – 2.99
	3.00 – 3.49
	3.50 – 4.00
	

	
	Math/

Science

Strength & Experience
	Subject GPA 2.0

Subject exposure does not meet minimum program

requirements
	Subject GPA 2.5-3.0

Subject exposure meets minimum program requirements
	Subject GPA 3.0-↑ 

Subject exposure & requirements exceed expectations 
	

	Communication
	Written
	Written response incomplete & poorly stated
	Written response partially complete & adequately stated
	Written response thorough, well-written & clear
	

	
	Oral (Interview)
	Brief, disconnected responses
	Some direction & connection in responses
	Complete, direct, connected responses
	

	Teaching

Motivation
	Motivation is weak/unclear
	Motivation is fairly clear & well-defined
	Motivation is strong, directed & well-defined
	

	Teaching

Experience
	Experience is very limited

(parent, SS)
	Experience is limited & non-specific
	Experience is extensive & diverse (coop/substitute)
	

	Teaching

Philosophy
	Philosophy is didactic
	Philosophy shows some interaction
	Philosophy is constructivist
	

	Letters of

Recommendation
	Letters are non-specific; address character only
	Letters address character & general teaching qualities
	Letters address character & specific teaching qualities
	

	Mini-Teach

(Score transferred from Teaching Rubric)
	14 points or ↓
	15 – 19 points
	20 – 25 points
	

	
	
	
	
	TOTAL


Comments:

Signed









Names of Selection Committee participating in interview process:

1.  









2.  









Appendix C

Micro-Teach Rubric

Raytheon Teaching Fellows Program

Name of Candidate









Semester

        Lesson Subject






Please rank the candidate in the following areas by placing a check in the appropriate box, with 1 being low and 5 being high.

	Description
	1
	2
	3
	4
	5

	Appearance, poise, and confidence


	
	
	
	
	

	Speech quality and control (rate, volume, enunciation)


	
	
	
	
	

	Preparation (approaches, materials & resources, thoroughness, timing, etc.)


	
	
	
	
	

	Knowledge of subject (information, concepts, skills)


	
	
	
	
	

	Instructional procedures (motivational techniques, variety of strategies, clarity of instruction, sequencing, questioning, etc.)


	
	
	
	
	

	
	Total
	Total
	Total
	Total
	Total








     GRAND TOTAL




Comments:

Appendix D

  AGREEMENT

THIS AGREEMENT, is made and entered into by and between _______________________ (hereinafter referred to as “Student”) and WICHITA STATE UNIVERSITY, a state educational institution of Kansas, contracting on behalf of its Raytheon Teaching Fellows Program, 1845 Fairmount, Wichita, Kansas, 67260 (hereinafter the “University”).

WITNESSETH:


WHEREAS, University has determined that there is a significant shortage of certified mathematics and science teachers; and


WHEREAS, University has further qualified determined that its financial support of students, pursuing certification to teach mathematics or science could benefit the University, its students, and the state of Kansas; and


WHEREAS, Student is interested in and has applied for such University financial assistance to aid and support the Student in obtaining certification to teach mathematics or science; and


WHEREAS, University has determined that Student is qualified to receive such financial assistance and University is willing to provide such support under certain specified and stated conditions; and


WHEREAS, Student is fully aware that the University’s provided financial support is contingent upon the imposition and acceptance of specific conditions, expectations and requirements; and


WHEREAS, the parties agree that it is to their mutual benefit and interest to set forth the specific terms of their agreement in writing;


NOW THEREFORE, in consideration of the above premises and the individual and mutual promises of the parties hereinafter set forth, and for other good and valuable consideration, it is hereby agreed by and between the parties hereto:


1.  University shall provide for the payment of a stipend of                                                                   _                                                                                                  AND NO/1.00 DOLLARS ($_____________) to Student for the academic year ____________, said stipend to be paid and distributed as determined by the University.


2.  University shall, specifically subject to the continuing availability of funds and Student’s continuing eligibility, provide for continuation of the stipend in each following academic year until the requirements for certification to teach mathematics or science are completed (hereinafter the “Program”).


3.  In consideration of the award of the stipend provided for in paragraph 1 above, the Student:

(a) shall, during matriculation,  follow a Plan of Study approved by a mathematics and/or science advisor from the Wichita State University College of  Education, and an appointed Raytheon Steering Committee advisor;

(a) shall complete the requirements of the Program;

(b) shall within six (6) months of the completion of the Program, commence full-time employment with a school accredited by the Kansas Board of Education which entails teaching mathematics or science for at least half time and continue in such employment for a period of time not less than one academic year for each $3,000 (or portion thereof) of support which has been provided by University;

(c) shall maintain records and make reports to the University as required by the University to document the satisfaction of the obligations of this Agreement and Student hereby specifically authorizes the release of such information to designated representatives of University;

(d) agrees that the service commitment for this Agreement is in addition to the service commitment contained in any other agreement which has been or may be entered into by Student for the purpose of obtaining scholarship aid or financial assistance;

(e) shall, upon failure to satisfy the obligations of this Agreement, repay to the University an amount equal to the total amount of money received by Student pursuant to this Agreement, as proportionately adjusted for full years of employment service that have been performed, plus annual interest at the rate of five percent (5%); and

(f) shall otherwise comply with and be subject to all requirements of the University

4.  Any required repayment of the financial assistance provided for in this Agreement shall be as mutually agreed to by the parties, said agreement to be memorialized in a written amendment to this Agreement.  The total repayment obligation imposed under this Agreement may be satisfied at any time by making a single lump sum payment equal to the total of (1) the entire amount to be repaid under this Agreement upon failure to satisfy the obligation under this Agreement to serve in Kansas, plus (2) all amounts of interest thereon at the rate prescribed to the date of payment.


5.  An obligation under this Agreement shall be satisfied: (1) if performance of the obligation in accordance with this Agreement has been completed; (2) if the Student dies; or (3) if, because of permanent physical disability, the Student is unable to satisfy the obligation.


6.  That none of the terms or conditions herein shall in any manner be altered, amended, waived, or abandoned, except by written agreement of the parties, and no delay by University in enforcing any of its rights hereunder shall be deemed a waiver of such rights.


7.  In the event that any condition, covenant or other provision herein contained is held to be invalid or void by any court competent jurisdiction, the same shall be deemed severable from the remainder of this Agreement and shall in no way affect any other condition, covenant or other provision herein contained.  If such condition, covenant or other provision shall be deemed invalid due to its scope or breadth, such condition, covenant or other provision shall be deemed valid to the extent of the scope or breadth permitted by law.


8.  This Agreement constitutes the entire agreement between the parties hereto pertaining to the subject matter hereof, and supersedes all prior agreements and understandings pertaining thereto, whether written or oral.  No covenant, representation or condition not expressed in this Agreement shall affect or be deemed to interpret, change or restrict the express provisions hereof.


9.  This Agreement shall be binding upon and inure to the benefit of the parties and their respective successors, legal representatives and assigns.  This Agreement shall be executed in one or more counterparts and all such counterparts shall constitute one and the same instrument.  The person who executes this contract on behalf of University expressly represents and warrants that he/she has full and complete authority to do so.


10.  Student’s assistance is at all times contingent upon the availability of funds to permit University to assist Student.


11.  This Agreement shall be interpreted in accordance with and controlled by the laws of the State of Kansas and any subsequent amendments thereto.

IN WITNESS WHEREOF, the parties hereto have executed this Agreement and/or authorized same to be executed by their duly authorized representatives as of the date shown below the respective signatures, said Agreement to become effective as of the later date.
STUDENT______________________________________________________________  Date_________________

WICHITA STATE UNIVERSITY By:________________________________________ Date__________________

                                                               Vice President for Academic Affairs

Appendix E
MENTOR CONNECTIONS

Mentor Teacher (MT)  _________________________Beginning Teacher (BT)   _____________________

	Date
	Contact Initiated By:
	Nature of Contact
	Time Spent
	Focus/Purpose
	Outcome/Solution

	
	MT
	BT
	Both
	E-Mail
	Phone
	In Person
	Other
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	
	
	


Biographical Sketch

Judith L. Hayes is a faculty member in the Department of Curriculum and Instruction, College of Education, at Wichita State University (WSU).  In addition to her teaching responsibilities she is the Director of the Transition to Teaching Program and of the Raytheon Teaching Fellows Program.   Her research interests include alternative certification, adult education, mentoring and professional development through learning communities.
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