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Abstract 

Teacher quality continues to be recognized as one of the strongest predictors of student success 

and school improvement. The quality of an educator is also critical to being able to address the 

growing achievement and opportunity gap in schools and communities that are marked by 

concentrated poverty. Therefore, principals are under significant pressure to recruit, train, 

support, and retain highly qualified teachers, so all students have access to quality education. The 

purpose of this qualitative case study was to generate knowledge of alternative pathway teachers’ 

effectiveness in the classroom from an administrative point of view, specifically in urban, low 

socioeconomic, high-risk schools. Data were collected from participants using a prequestionnaire 

and semistructured interviews. The sample population for this study consisted of 11 principals in 

elementary, middle, and high schools in one large urban school district in the state of Oklahoma. 

In order to have participated in the study, the participant must have been (a) a principal for a 

minimum of 2 years and (b) have worked with or currently work with alternatively certified 

(AC) teachers. The themes that emerged in the data were: (a) personality and innate ability, (b) 

mindset and coachability, (c) previous experience, (d) all teachers have similar needs, (e) 

teamwork and mentorship, and (f) classroom management and instructional planning. The 

findings revealed that AC teachers were effective in the areas of content knowledge, human 

relation skills, and professionalism, and were less effective in the areas of classroom 

management and instructional planning, at least initially. In addition, classroom management and 

instructional planning were also the two areas AC teachers needed more support. AC teacher 

strengths are also discussed. 
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Chapter 1: Introduction 

In 1983, the education reform A Nation at Risk was implemented due to issues facing 

public schools across the United States (National Commission on Excellence in Education, 

1983). Since then, the role of educators has progressively changed throughout history, yet the 

demand for accountability and quality teachers continues to increase (Sutcher et al., 2019). Due 

to this demand, alternative preparation programs in each state were created to accelerate teacher 

certification and increase the number of teachers that are able to enter classrooms. However, the 

effectiveness and quality of these teachers are in question (Linek et al., 2012; Moffett & Davis, 

2014). In fact, in the United States today, one of the most deeply rooted and profound policy 

discussions continues to be the preparation and placement of alternative route teachers and how 

their effectiveness compares with their traditional route counterparts (Thomas, 2018). Moreover, 

since the dawn of the teacher shortage, and the enactment of the No Child Left Behind 

legislation in 2001, there has been a ubiquitous concern for quality teacher preparation and a 

need for highly qualified teachers to be in every classroom across the United States (U.S. 

Department of Education. Office of the Under Secretary, 2002). This is because teachers are 

considered to be the most prominent and influential factor on student learning, achievement, and 

overall student outcomes (Clotfelter et al., 2010; Fauth et al., 2019; Rockoff, 2004). 

Since teacher quality continues to be acknowledged as one of the most considerable 

measures of student success and school improvement (Hopkins, 2013; Mincu, 2015), it is 

important to understand the components that make up teacher quality and effectiveness as well as 

how prepared AC teachers are to step into the classroom. 
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Statement of the Problem 

Despite the signing of the Every Student Succeeds Act in 2015, low teacher effectiveness 

and the retention of quality teachers continue to be significant issues in schools across the United 

States (Adler-Greene, 2019; Henry et al., 2014; Moffett & Davis, 2014; Shepherd & Devers, 

2017; Sutcher et al., 2019). This, combined with the growing teacher shortage, especially in low 

socioeconomic urban schools, causes principals to hire teachers from alternate pathways to fill 

vacancies in classrooms (Chiang et al., 2017; Darling-Hammond, 2000a, 2000b; Hohnstein, 

2017; Linek et al., 2012; Torff & Sessions, 2005). However, the problem is administrators lack 

understanding of ways to support AC teachers in developing their content knowledge, classroom 

management, instructional planning, human relation skills, and professionalism. 

Background 

Even with the rapidly increasing number of alternate route programs as state-approved 

pathways to teaching, it is not clear how prepared these teachers are to be effective in the 

classroom (Linek et al., 2012; Moffett & Davis, 2014). This lack of clarity is a significant 

problem for school administrators, as the quality of the classroom teacher directly impacts 

student achievement (Gagnon & Mattingly, 2015; Moffett & Davis, 2014; Shuls & Trivitt, 

2015). Current literature indicates contrasting results on the effectiveness of teachers from 

alternate pathways; however, teachers who enter into the profession from differing pathways 

often have varying gaps in teaching effectiveness (Brenner et al., 2015; Fox & Peters, 2013; 

Linek et al., 2012).  

The continued growth of diverse routes to teacher certification has become a norm across 

the United States (Linek et al., 2012; Moffett & Davis, 2014; Van Overschelde & Wiggins, 

2020; Woods, 2016); as a result, studies have been conducted for many decades to determine 
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how well these varying alternate routes prepare teachers to enter into the classroom and their 

level of effectiveness. Regardless of the pathway into the classroom, it is the school 

administrators’ responsibility to ensure the teachers they oversee are effective so that students 

have access to a quality education (Kimbrel, 2019). Because high-risk, low socioeconomic, 

urban schools often have an increased number of alternative pathway teachers (Chiang et al., 

2017; Darling-Hammond, 2000a, 2000b; Hohnstein, 2017; Linek et al., 2012; Torff & Sessions, 

2005), it is even more critical for the school administrator to ensure quality.  

According to the Oklahoma State Department of Education (OSDE, 2019), 32 emergency 

teaching certificates were issued in 2012 in Oklahoma, and that number rose to 2,153 during the 

2017-2018 school year, 224 of which were issued in Oklahoma City Public Schools. 

Additionally, by the 2021-2022 school year, that number increased to 3,428 emergency certified 

teachers in the entire state (OSDE, 2021). Moreover, in 2017, it was reported that the state of 

Oklahoma ranked 47th in educational quality (Eger, 2017), emphasizing how critical it is to 

understand the components that make a teacher effective. Teacher quality is pertinent to student 

learning and bridging the achievement gap; therefore, urban school principals are under grave 

pressure to recruit and retain highly qualified teachers. Consequently, research on administrative 

perspectives of AC pathways is warranted to better understand the areas in which AC teachers 

need additional support and development. Further research will help school administrators better 

understand the problem of teacher effectiveness and the retention of quality teachers in urban, 

low socioeconomic, high-risk school settings. 

Purpose of the Study 

The purpose of this qualitative case study was to generate knowledge of alternative 

pathway teachers’ effectiveness in the classroom from an administrative point of view, 
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specifically in urban, low socioeconomic, high-risk schools. Administrators are held responsible 

for teacher effectiveness, student achievement, and monitoring the performance of all students 

and teachers, while also needing to remain keenly aware of areas in which teachers need to 

develop. By examining the effectiveness of alternative pathway teachers through the lens of a 

school administrator, it was anticipated that school administrators can gain a better 

understanding of teaching gaps and be able to provide the necessary support for AC teachers to 

grow and develop. The planned design outcomes for this study were to inform administrators and 

district personnel of specific areas where AC teachers should receive additional professional 

development. Additionally, this study could inform various AC programs of essential 

components necessary for teacher training. 

Research Questions 

The primary research question addressed in this study was, “How do school 

administrators perceive the effectiveness of AC teachers?” Five secondary research questions 

were developed based on Nusbaum’s (2002) teacher effectiveness survey (TES). 

RQ1: How do school administrators perceive the effectiveness of AC teachers regarding 

content knowledge? 

RQ2: How do school administrators perceive the effectiveness of AC teachers regarding 

classroom management? 

RQ3: How do school administrators perceive the effectiveness of AC teachers regarding 

instructional planning? 

RQ4: How do school administrators perceive the effectiveness of AC teachers regarding 

human relations skills? 
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RQ5: How do school administrators perceive the effectiveness of AC regarding 

professionalism? 

Significance of the Study 

In this study, my goal was to gain an in-depth understanding of alternative pathway 

teachers and their effectiveness in the classroom from an administrative point of view, 

specifically in urban, low socioeconomic, high-risk schools. Gathering research from principals 

provided insight on skills they believed alternative route teachers needed to be effective in their 

schools. This research therefore provides administrators and district personnel areas in which AC 

teachers could be better supported in their growth and development in order to improve academic 

outcomes for their students. By identifying these areas of needed support, principals may be able 

to keep AC teachers in the profession to attempt to mitigate the teacher shortage and improve 

teacher quality. 

 Because of the number and variety of alternative certification programs (ACPs) and 

routes to the classroom, this study also has the potential to inform local, state, and national ACPs 

of the necessary and foundational skills individuals should possess prior to entering the 

classroom. With this knowledge, these programs may be able to better prepare individuals for the 

teaching profession. 

Definition of Key Terms 

For the purpose of this study, the following terms and definitions are outlined to provide 

the reader with understanding and context. Additionally, it is important to note some of the 

acronyms that are used throughout the study to discuss varying routes to the classroom: 

alternative certification (AC), traditional certification (TC), and alternative certification program 

(ACP). 
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 Alternative certification program (ACP). A program that is designed for an individual 

with a minimum of a bachelor's degree to obtain full teacher licensure (Feistritzer, 2009a; 

Feistritzer & Haar, 2008). 

 Alternative route or pathway. A different way to enter into the classroom than a 

traditional college-based teacher education program (Feistritzer, 2009b). 

 Classroom management. Classroom management refers to the physical environment 

and actions of a teacher that aid in creating a system for procedures, routines, and strategies in 

the classroom that supports learning and establishes a routine for discipline (Bean, 2007; Savage 

& Savage, 2010; Scherzinger & Wettstein, 2019). 

Content knowledge. The specific subject matter knowledge, competence, and skills that 

teachers should possess in order to help their students learn (Nusbaum, 2002; Shulman, 1987). 

 Highly qualified teacher. A teacher who: a) has a bachelor's degree, b) has full state 

certification or licensure, and c) proves that they know each subject they teach (U.S. Department 

of Education, n.d.). 

 High risk or at risk. The inequitable conditions, challenging circumstances, or stressful 

situations that make it more likely for students, individually or collectively, to have poor or 

harmful school outcomes (Zinskie & Rea, 2016). 

 Human relation skills. The instructors’ philosophical and professional approach/ 

techniques toward personal and professional interactions and communication, both oral and 

written, with students, peers and superiors (Nusbaum, 2002). 

 Instructional planning. The process that teachers use to develop a systematic way of 

designing their instruction (Kitsantas & Baylor, 2001). 
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 Professionalism. The specific set of standards, or conduct, teachers adhere to, and the 

personal belief or orientation that influences an individual teacher’s actions, attitudes, behaviors, 

and performance as related to the goals, practices, principles, policies, ethics, and procedures in 

the teaching profession (Cheng, 1996; Nusbaum, 2002). 

 Teacher effectiveness. Five core components a teacher must have in order to be effective 

in the classroom: content knowledge, classroom management, instructional planning, human 

relation skills, and professionalism (Nusbaum, 2002). 

 Traditional certification program. Completion of a four or five-year undergraduate 

college program in education that includes field experience, student teaching, and a display of 

basic competencies through varying state licensure examinations (Beck-Frazier, 2005). 

Summary 

 This chapter provided a basic overview of the ongoing education reform efforts that have 

been initiated throughout the last few decades with the hope of addressing the varying, yet dire, 

needs of public schooling in the United States. However, despite the enactment of these reforms, 

the shortage, overall quality, and effectiveness of teachers continue to be issues that many have 

worked to address at the national, state, and local levels for many decades. One area in which 

states have tried to mitigate these issues is through AC programs and alternative licensing. 

Though many studies have been conducted on the effectiveness of AC teachers in comparison to 

TC teachers, few have been conducted to better understand the perceptions of administrators who 

employ, oversee, and lead AC teachers, specifically in urban, low socioeconomic, or high-risk 

communities. 

 Chapter 2 introduces the theoretical framework of this study and provides the reader with 

an in-depth review of the history of the teacher shortage, attrition, alternative and traditional 
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routes to teacher certification, the components of teacher effectiveness, the role of the principal, 

and information on urban, low socioeconomic schools and their intersection with AC teachers. 
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Chapter 2: Literature Review 

The number of qualified teachers who are willing and able to enter classrooms across the 

United States has been a consistent concern for school, district, and state leaders (Adler-Greene, 

2019; Henry et al., 2014; Moffett & Davis, 2014; Shepherd & Devers, 2017; Sutcher et al., 

2019). This concern is heightened in schools and communities where concentrated poverty and 

high minority populations exist (Ingersoll et al., 2019; Liu et al., 2008; U.S. Department of 

Education, 2015). These areas with critical teacher shortages often have more significant 

challenges, and are more negatively impacted by teacher quality than schools in higher income 

areas (Ingersoll et al., 2019; Liu et al., 2008). Because the inequality in teacher distribution is 

substantial and persistent in classrooms across the United States, school administrators turn to 

AC teacher candidates to fill positions (Chiang et al., 2017; Darling-Hammond, 2000a, 2000b; 

Hohnstein, 2017; Linek et al., 2012; Torff & Sessions, 2005). 

Alternative teacher certification has continued to rise in the United States (Linek et al., 

2012; Moffett & Davis, 2014; Woods, 2016); however, the effectiveness of AC teachers is still in 

question and difficult to assess (CPRE, 2007). Because teacher quality is directly related to 

student achievement and school success, school administrators must hire, train, and support AC 

teachers to ensure students have access to high quality instruction (Gagnon & Mattingly, 2015; 

Kimbrel, 2019; Moffett & Davis, 2014; Shuls & Trivitt, 2015). However, administrators lack 

understanding of ways to support AC teachers in developing their content knowledge, classroom 

management, instructional planning, human relation skills, and professionalism. 

The following chapter contains a synopsis of research and literature as it pertains to AC, 

teacher quality, and teacher effectiveness. The literature review begins with an outline of the 

search methods used, the theoretical framework used for this study, and background on the 
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United States teacher shortage and issues with teacher quality through the history of educational 

policy and events. Following this, topics included in the review are teacher quality distribution, 

the teacher shortage, the attrition rate of teachers, the routes of education certification, including 

traditional and alternative, and Oklahoma approved AC routes. Following this, the five core 

components of teacher effectiveness that include content knowledge, classroom management, 

instructional planning, human relation skills, and professionalism are discussed. Finally, 

literature is provided on what studies have told us about AC teachers, critics of AC, advocates of 

AC, AC and student achievement, the administrator role, administrative views of AC, and urban, 

low socioeconomic schools and AC teachers. The chapter ends with a summary of the literature 

review and an introduction to Chapter 3. 

Literature Search Methods 

The literature search methods included following the three-step process as described by 

Machi and McEvoy (2016), (a) previewing the material, (b) selecting appropriate literature, and 

(c) organizing the chosen literature by key descriptors and topics. To search for existing 

literature, both theoretical and field-based, I used the Abilene Christian University (ACU) 

OneSearch online library as well as other online public access catalogs, including Google 

Scholar. The primary databases that were used included EBSCO, ProQuest, SAGE, and JSTOR. 

Within these databases, the search terms that were used most often were: teacher effectiveness, 

teacher ineffectiveness, teacher shortage, teacher attrition, teacher quality, teacher quality 

distribution, education reform, education policy, urban schools, low socioeconomic schools, 

minority schools, minority students, alternative certification, traditional certification, alternative 

route, alternative certification program, novice teachers, first year teachers, second career 

teachers, administrator or principal support and perceptions, content knowledge, classroom 
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management, instructional planning, human relation skills, professionalism, student teacher 

relationships, inclusion, students with disabilities, etc.  

 Search modes, such as a Boolean search, were used as recommended by Machi and 

McEvoy (2016) to input keywords that were connected by logical operators (and, or) to narrow 

and expand the database searches. From all of the aforementioned searches, books, journals, 

periodicals, dissertations, and websites were found. Useful studies and information were 

cataloged by descriptors and topics in an annotated bibliography, and citations were listed in 

alphabetical order using Google Docs. After this, the literature was organized in an outline 

according to themes and patterns, and arguments and claims were formed. The following chapter 

addresses these themes, arguments, and claims in connection with the research problem and 

questions. 

Theoretical Framework Discussion 

The theoretical framework for this study was based on two theories. First, Nusbaum’s 

teacher effectiveness survey (TES) theory was used to assess the components of teacher 

effectiveness (Nusbaum, 2002). Second, the constructivist theory (Dewey, 1938) was used to 

guide interviews in order to learn through the lived experiences of urban school administrators 

and their perceptions of AC teachers.  

Nusbaum’s TES Framework 

 The first theory for this study was based on the literature on teacher effectiveness as 

described by Nusbaum’s TES theory and served as the framework for the study’s research 

questions. Nusbaum’s TES theory outlined five teaching domains in regards to teacher 

effectiveness. Nusbaum (2002) compared the effectiveness of teachers who pursued TC and AC 

pathways through the perspective of the school principals; however, the portion of TES used in 
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this dissertation study focused specifically on the effectiveness of AC teachers only across the 

five domains used to analyze teacher effectiveness. These five domains are (a) content 

knowledge, (b) classroom management, (c) instructional planning, (d) human relation skills, and 

(e) professionalism. All domains are essential skills for teacher effectiveness and student 

achievement. 

Constructivist Theory 

The constructivist theory was also used to guide this study. Elliott et al. (2000) described 

constructivism as an approach to learning that proposes that people actively construct their own 

knowledge and that everything is determined by the experiences of the learner. According to this 

framework, learning is believed to be a social activity, something that is done together and in 

interaction with one another (Dewey, 1938). Using the constructivist theory as a guide, the goal 

of my research was to learn through the experiences of urban school administrators and their 

perceptions of AC teachers. Using semistructured interviews and case study research aligned 

with the constructivist theory helped to facilitate interactions with the participants and gain 

insight into their lived experiences as administrators. 

Constructivist pedagogy, an extension of constructivist learning theory, was used as a 

more specific lens in this study. Richardson (2003) described constructivist pedagogy as the 

classroom activities, instructional methods, and overall design of a classroom environment that 

are embedded in a constructivist theory of learning, with the goal of having students focus on 

developing in-depth understandings of subject matter, interests, and habits that aid in future 

learning. In the same way, administrators at school sites have the responsibility of ensuring all 

teachers are developing the same sense of in-depth knowledge of pedagogy, so they are able to 

meet the needs of their students. The constructivist theoretical framework served as a structure 
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and guide for my research approach and decision making from data collection to analysis. 

 As an administrator seeks to analyze teacher effectiveness, they must also understand that 

each teacher, regardless of their certification pathway, comes to the classroom with a unique set 

of experiences and knowledge. Some alternative route teachers enter into the profession from 

other careers that have helped shape their worldview, which often translates into the classroom. 

Additionally, because many alternative route teachers come to the classroom with minimal or no 

teacher preparation courses, they are often required to construct knowledge through their direct 

experience (Richardson, 2003). Therefore, “learning by doing” becomes a part of their daily lives 

as educators. 

Literature Review and Background 

Teacher quality is important and has become a central conversation in educational policy 

in the United States over the last century. In fact, it is the most critical school-related element 

impacting student achievement (Clotfelter et al., 2010; Fauth et al., 2019; Goldhaber & Hansen, 

2013; Rockoff, 2004). In 1983, the Nation at Risk report (National Commission on Excellence in 

Education, 1983) was published, and with it, policymakers and the U.S. government demanded 

changes in public schools across the country. The report detailed international comparisons of 

student performance and achievement, emphasizing the low achievement of students in the 

United States in contrast to other countries. Additionally, the report noted that approximately one 

in eight 17-year-olds were illiterate in reading, writing, and comprehension at that time, as well 

as nearly 23 million adults in the United States (Strauss, 2018). This report also emphasized that 

the quality of teachers in the United States was so inadequate that the students graduating and 

entering the workforce would not be able to compete internationally, which would greatly impact 

the nation (Cochran-Smith et al., 2017; Lagemann, 2002). Following this, AC and alternate 
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routes to the classroom began to emerge to try and repair issues facing public schools in the 

United States. 

In 2001, the No Child Left Behind (NCLB) act was initiated to further address issues 

actuated by the achievement gap between low socioeconomic and minority students and their 

more affluent peers, as well as related teacher quality concerns in the United States. This reform 

effort was the reauthorization of the initial passage of the 1965 Elementary and Secondary 

Education Act and relied heavily on standardized tests to show academic achievement. It also 

required all public schools to ensure that each classroom had a highly qualified teacher by the 

2005-2006 school year (Neely, 2015). If schools did not comply with NCLB regulations, they 

were at risk of losing federal money (Neely, 2015). A highly qualified teacher was considered a 

teacher who had: (a) a bachelor's degree, (b) full state certification or licensure, and (c) the 

capability of proving that they know each subject they teach (U.S. Department of Education 

Office of Special Education Programs, 2006). However, since AC teachers did not meet these 

criteria, each state determined criteria on whether specific teacher qualifications met federal law, 

and specific guidelines were created for ACPs in the United States. As of 2001, AC teachers 

were required to: (a) have a degree or coursework related to the area they would be teaching and 

(b) participate in mandatory training and development (Anderson & Bullock, 2004). With the 

commission of all schools needing highly qualified teachers under NCLB, alternative teacher 

certification programs began to increase significantly (Anderson & Bullock, 2004). 

In 2015, the Every Student Succeeds Act (ESSA) was instituted to replace NCLB and 

made significant changes to areas like state versus federal authority, annual testing, academic 

standards, accountability measures, and funding for struggling schools. ESSA also did away with 

the mandate of “highly qualified teachers,” but now requires states to submit formal plans to the 
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U.S. government on how they will ensure that a disproportionate number of low-socioeconomic, 

minority students will not have teachers labeled as “ineffective” (Burnette, 2017). Even with new 

educational reforms over the past few decades, poor performance of students in the United States 

continues to be a concern to the public (Cochran-Smith & Villegas, 2015; Dee & Wyckoff, 

2013). 

Despite the aforementioned educational reform efforts, the need to address teacher 

quality still exists. In fact, even with the attempted reforms, students in the United States are still 

not academically performing as well as other countries (Merry, 2013), pointing to the need for 

higher quality teachers. Some researchers believe teacher quality still remains a significant 

concern for public schools in the United States and is one of the strongest predictors of student 

success (Bayar, 2014; Brown & Militello, 2016; Darling-Hammond, 2000a; Ferguson, 1998). In 

contrast, others blame teachers because of the deep despondency from a lack of results or 

fundamental failures from education reform efforts (Hirsch, 2016) however, issues facing the 

education landscape are increasingly complex and cannot be narrowed to solely teacher quality 

or accountability (Cochran-Smith et al., 2017). Hirsch (2016) placed the blame of teacher quality 

on inadequate teacher preparation and asserted that the issue of student achievement could be 

addressed if a better curriculum was in place. Additionally, Ingersoll (2007) stated there is a 

consensus that quality teaching matters and is one of the most important factors to student 

growth, but teacher quality is multifaceted and difficult to assess. Ingersoll (2007) stated, 

“upgrading the quality of teaching will require upgrading the quality of the teaching job” and the 

real issue is that schools need to change the way they are run as well as the way teachers are 

managed if we want to attract more talented, quality educators (p. 8). 
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Although teacher quality is complex and challenging to address, there is a significant 

amount of research indicating how drastic of an issue teacher quality is in the U.S. public school 

system. For example, Sanders and Rivers (1996) discovered that students who were taught by 

ineffective, low quality teachers over the span of numerous years, had significantly lower 

achievement levels than those who had higher quality, effective teachers. Furthermore, Blomeke 

et al. (2016) looked at the relationship between teacher quality and student outcomes and found a 

strong correlation between teacher quality, instructional quality, and student achievement, 

specifically in mathematics. These studies continue to show that there is a relationship between 

teacher quality and student outcomes. 

Teacher Quality Distribution 

It is clear that a quality teacher can positively impact student success and close 

achievement gaps, but those gaps do not always close because there are not enough quality 

teachers to be equitably distributed amongst all students in all schools (Goldhaber et al., 2018). 

Kalogrides and Loeb (2013) found that across three large school districts, low income, minority 

students were more likely to be assigned a novice, inexperienced teacher. Additionally, 

Kalogrides et al. (2013) studied one of these school districts further and found that even 

classroom assignments were inequitable. The researchers found that lower quality, novice 

teachers were also paired with low achieving students in their classrooms, while experienced, 

higher quality teachers were given higher achieving students (Kalogrides et al., 2013). 

 Underprivileged students were also likely to be in a classroom with less experienced 

teachers, and those teachers also are more inclined to have lower certification exam scores 

(Goldhaber et al., 2015). This is consistent with earlier literature that better trained teachers are 

often placed with higher performing students (Clotfelter et al., 2006; Feng, 2009). This is 
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significant because if low academically achieving students are also paired with inexperienced or 

lower quality teachers, students will struggle to succeed. More recently, Goldhaber et al. (2018) 

found that teacher quality is one of the most consequential issues in lower income schools, and 

that gaps in exposure to inexperienced teachers by student race and poverty have only increased 

over time. Additionally, Boyd et al. (2005) stated that urban schools and communities with 

lower-achieving students are much less likely to have quality teachers in classrooms. This 

indicates that teacher quality and quality distribution, specifically in urban, low socioeconomic, 

high-risk school settings across the United States is an ongoing issue. 

Teacher Shortage 

Though the aforementioned educational policy reforms (A Nation at Risk, NCLB, ESSA) 

highlighted the issue of teacher quality in the United States, the teacher shortage is the result of 

many other challenges such as the long-term decline in teacher salaries, increase in school 

accountability measures, and the labor market (Goldhaber et al., 2019). In fact, it was the Great 

Recession of 2009 that caused a lower demand for teachers. Nearly 300,000 educators, and 

thousands of newly graduated individuals stepped out into one of the worst job markets in the 

United States recent history, and had major difficulty securing jobs in education (Malatras et al., 

2017). One of the major impacts of this in the field of education was a significant decline in 

education preparation program enrollment (Malatras et al., 2017), which has been a contributor 

to the steady decline in quality teacher candidates since. With this decline of education 

preparation enrollment, AC programs have continued to surface to attempt to address these 

shortages as well as an increase in the distribution of emergency credentials (Gitomer & Latham, 

2000). 
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Teacher shortages, particularly highly-qualified teachers, have long been an issue (Castro 

et al., 2018; Ford et al., 2018; Goldstein, 2014; Podolsky et al., 2016); however, certain types of 

schools and subject areas are more common to shortages. Specifically, urban schools struggle 

with an increased number of teacher vacancies (Malatras et al., 2017), and a shortage of highly 

qualified teachers has reached a disastrous level in specific content areas (Castro et al., 2018; 

Podolsky et al., 2016). For example, difficult-to-staff subject areas such as mathematics, science, 

special education, and English as a second language are more difficult to fill than other teaching 

positions (Malatras et al., 2017). In fact, the National Center for Education Statistics (NCES) 

stated that principals reported the highest difficulty staffing in the subject area of mathematics 

and special education between the years 1999-2000, 2002-2003, 2008-2009, and 2011-2012. 

Teacher shortages are not equally distributed. Teacher shortages do remain an issue in 

schools across the United States, but mostly in urban schools (Ng, 2003). Schools that are 

categorized low achieving, as well as high-poverty serving minority students often have 

immense staffing issues (Borman & Dowling, 2008; Hampden-Thompson et al., 2008; Hanushek 

et al., 2004; Lankford et al., 2002). Additionally, because suburban communities often have 

fewer challenging situations, and because many teachers choose to live in suburban rather than 

urban communities, more affluent schools benefit from higher numbers of teacher applicants and 

fewer vacancies (Gagnon & Mattingly, 2015). This confirms Haberman’s (1986) finding that 

regardless of the number of certified educators across the United States, the highest number of 

shortages of professionally trained teachers remain in urban areas. Though shortages do impact 

schools considered urban more significantly than affluent areas, many individuals criticize urban 

public schools for being the major cause of the overall teacher shortage; however, it is crucial to 
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understand that teacher preparation programs and institutions play a significant role in preparing 

effective teachers for all types of schools across the United States (Jones & Sandidge, 1997).  

It has also been found that where teacher education programs are located and where 

preservice teachers complete their student teaching play a role in the teacher shortage. In fact, 

Goldhaber et al. (2019) found that labor markets tend to be localized, meaning, where a teaching 

candidate lives, as well as what teacher preparation program they attended, and where they 

completed their student teaching play a significant factor in where they choose to teach (Boyd et 

al., 2005; Goldhaber et al., 2019; Krieg et al., 2016, 2018; Reininger, 2012). Districts that host 

significantly fewer preservice student teachers tend to have to hire more new teachers with 

emergency or alternative credentials the following academic year (Goldhaber et al., 2019). 

Additionally, Boyd et al. (2005) discovered that candidates coming from suburban areas greatly 

prefer to stay in those areas to teach rather than going to urban or underserved areas. This is 

important to note because urban districts are impacted by shortages more heavily than their more 

affluent counterparts (Borman & Dowling, 2008; Hampden-Thompson et al., 2008; Hanushek et 

al., 2004; Lankford et al., 2002), causing urban districts across the United States to figure out 

ways to attract these candidates through increased salaries, working conditions, or other school 

characteristics (Boyd et al., 2005). 

Attrition Rate of Teachers 

Public school teacher attrition has been a significant issue for many decades and 

contributes to teacher turnover and the overall shortage in the United States (Fox & Certo, 1999; 

Liu & Meyer, 2005; Ramos & Hughes, 2020). According to the Alliance for Excellent Education 

(2014), of 3.4 million public school teachers, 227,016 move to other schools, districts, or states, 

and 230,122 leave the profession each year. Often, the terms stayers, movers, and leavers are 
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used to discuss teacher movement in education. According to the National Center for Education 

Statistics (2015), “Stayers are those teachers who remained at the same school, movers are those 

teachers who moved to a different school, and leavers are those teachers who left the profession” 

(p. 2). Though some teachers choose to move to other schools or districts and remain in the 

profession, for the purpose of this study, attrition can be defined as teachers leaving the teaching 

profession altogether (Ingersoll & Smith, 2003). 

Teacher attrition in the United States is caused by numerous factors and can be attributed 

to personal reasons, external factors like retirement and moving, or internal organizational issues. 

Studies have been conducted on major causes of teacher attrition, and findings include serious 

student discipline and classroom management issues (Ingersoll, 2003; Ramos & Hughes, 2020; 

Thibodeaux et al., 2015), especially with students who have mental health concerns (Poznanski 

et al., 2018), lack of support or mentoring from colleagues and leadership (Brown & Wynn, 

2009), too much paperwork (Brill & McCartney, 2008; Hughes, 2012; Worth et al., 2018), 

burnout and stress following policy decisions (Nathaniel et al., 2016; Ryan et al., 2017), 

neighborhood characteristics like safety (Boyd et al., 2011), compensation (Sutcher et al., 2019), 

and some believing that financial limitations are one of the strongest reasons (Sutcher et al., 

2019). The Alliance for Excellent Education (2014) argued that teachers who receive more 

comprehensive support in all aforementioned areas, attrition rates, especially for novice teachers, 

will decline, and even more importantly, student achievement will increase. 

Implications of teacher attrition can have detrimental impacts on states, districts, and 

schools, but especially at the national level, because teacher attrition is a complex, but expensive 

problem to address. Sutcher et al. (2019) estimated $8 billion to replace teachers across the 

United States each year. Because teachers become more effective as they progress in their 
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careers, training and development costs that schools and districts would spend on a new teacher 

significantly decline (Ryan et al., 2017). Ramos and Hughes (2020) emphasized that continued 

teacher attrition not only increases hiring costs, but it has shown to have a large negative impact 

on student achievement as well. However, it is important to note that not all teacher attrition is 

negative. Even with the financial loss, Brown and Wynn (2009) believed that teacher attrition 

can positively impact a school if the teachers that are being replaced were of lower quality or did 

not fit well into the school culture. However, it is clear that teacher attrition overall, can have a 

significant impact on schools, districts, and states. 

Attrition rates are higher for novice teachers, especially within their first few years in the 

classroom (Hoigaard et al., 2012; Struyven & Vanthournout, 2014). In fact, novice teacher 

attrition rates are higher for those in secondary subjects like math and science (Worth & de 

Lazzari, 2017). Moreover, because research shows that early-career and novice teachers are 

generally less effective than their veteran teacher counterparts (Rockoff et al., 2011) and develop 

in their craft over time (Kraft & Papay, 2014), when novice teachers leave their schools or the 

profession entirely, the quality of education students receive decreases (Ramos & Hughes, 2020), 

especially in urban, high risk, or disadvantaged communities where staffing is even more 

difficult (Alliance for Excellent Education, 2014; Bruno et al., 2020). Some studies have shown 

that approximately 40% of new teachers leave the profession within their first 5 years, and 

consequently, in high poverty urban schools, attrition rates are approximately 50% higher than in 

affluent schools (Ingersoll et al., 2019). This research illustrates that teacher attrition is greatly 

impacted by early career teachers, especially those who opt to work in urban, high risk 

communities. 
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Routes of Education Certification 

There are two main pathways to teaching, traditional and alternative. Traditional 

pathways to the classroom typically include a four-year university degree in education, or a 

similar field and some level of student teaching and field experience prior to entering the 

classroom. Alternative pathways to the classroom vary, but include nonprofit, for-profit, 

university-based, and local and state created programs with differing requirements (Humphrey et 

al., 2008; Van Overschelde & Wiggins, 2020). Candidates who enter through an alternative 

pathway program have, at minimum, a bachelor's degree, with some completing alternative 

teaching programs immediately after their undergraduate program, while others step into the 

teaching profession as a second career. Conversely, traditional teacher preparation programs 

usually have undergraduate students who earn bachelor's degrees and will often receive their 

degree and then enter into the teaching profession (Policy and Program Studies Service, Office 

of Planning, Evaluation and Policy Development, U.S. Department of Education [PPSS], 2015). 

Candidates tend to enter alternative route programs with at least a bachelor’s degree and often 

are professionals switching from other careers into teaching. In contrast, traditional route teacher 

preparation programs tend to enroll undergraduate students and confer bachelor’s degrees. 

Traditional Certification Route 

Traditional teacher certification in the United States is the most acknowledged pathway 

to entering the classroom as a teacher. An individual that obtains a TC, has historically 

completed a four or five-year degree program in education from an accredited university and has 

a specialization in the content area that they intend to teach. For example, some universities have 

programs in early childhood, elementary, secondary, or other specific content areas. In addition 

to this, teacher candidates must pass teacher licensure exams that vary by state (Office of 
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Postsecondary Education [OPE], 2016). In 2016, it was reported that among the three types of 

teacher preparation programs (TC, AC at higher education institutions, and outside AC 

programs) 69% were categorized as TC programs (OPE, 2016). Traditional teacher certification 

programs remain the most prominent pathway to the classroom. 

Alternative Certification Route 

Since the demand for teachers in the United States surpasses the supply of new teachers 

(Sutcher et al., 2016, 2019; U.S. Department of Education, 2017), AC programs have become 

prominent pathways to teaching (Feistritzer, 1994; Feistritzer & Haar, 2008; Linek et al., 2012; 

Moffett & Davis, 2014; Woods, 2016). These programs include nonprofit, for-profit, university-

based, and local and state created programs with differing requirements (Humphrey et al., 2008; 

Van Overschelde & Wiggins, 2020). Goals of AC programs often include filling content area 

shortages and teaching positions in schools with higher needs (Bowling & Ball, 2018; Hohnstein, 

2017; Wright, 2020).  

These AC pathways have significantly increased over the past few decades. In 1983, only 

eight states had approved pathways for AC; by 2003, 46 states and the District of Columbia had 

some type of alternative certification process, and by 2006, nearly every state in the United 

States had an AC program (Birkeland & Peske, 2004; Zeichner & Hutchinson, 2008). The 

development of these AC programs in states across the United States has continued to increase as 

the need for high quality teachers continues to be the top priority for schools. Kwiatkowski 

(1999) and Woods (2016) outlined four prominent goals that AC programs aim to address: (a) 

increasing the number of teachers in subject areas with significant demand, such as math and 

science, (b) increasing the number of teachers in under-represented groups, (c) increasing the 

number of qualified teachers in urban schools or hard to staff settings, and (d) decreasing the 
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need for emergency certification in order to mediate teaching shortages. Though these primary 

goals continue to be the focus of many AC programs, today, AC has been widely embraced as a 

way to enlist talented individuals in all academic subject areas who do not have a traditional 

background in education, but are passionate about becoming teachers (Teacher Certification 

Degrees, n.d.).  

The percentage of AC teachers in public schools has increased parallel to the increase in 

AC programs. According to the National Center for Education Statistics (NCES), in the 2007-

2008 school year, 13.2% of public school teachers reported they entered teaching through an 

ACP. This number increased to 14.6% by the 2011-2012 school year (NCES, 2012). In the 2015-

2016 school year, of the 3.8 million public school teachers in the United States, approximately 

18% (676,000) had entered into the classroom by taking an alternate route (NCES, 2018a). 

 Every U.S. state has its own AC pathways and certification requirements for individuals 

who have a bachelor's degree in a subject outside of education and are interested in entering the 

classroom. In most states, earning AC through a nontraditional route includes completing an 

approved AC teacher preparation program, which is often condensed and offers a fast-track entry 

into classrooms (Hawley, 1990). With this fast-track entry, these AC programs are often focused 

on job-embedded training rather than pedagogical theory that most traditional paths include 

(Woods, 2016). 

National, state (both for-profit and nonprofit), and school district programs are the 

various types of alternative teacher certification in the United States whose primary purpose is to 

fill classrooms with quality teachers. Because these types of AC programs vary in candidate 

eligibility, length, curriculum, program components and requirements, it is difficult to share a 

common definition or set of requirements from program to program (Feistritzer, 2009a; PPSS, 
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2015). Most commonly, the goal of AC programs is to provide a more expeditious route into the 

teaching profession than a traditional program would, while also supplying teacher candidates 

with more preparation and support than an emergency teaching certificate (Woods, 2016). 

There are, however, common themes that exist across most alternative route programs.  

Teachers in alternative route programs must be:  

(1) receiving high-quality professional development that is sustained, intensive, and 

classroom focused in order to have a positive and lasting impact on classroom instruction, 

before and while teaching;  

(2) participating in a program of intensive supervision that consists of structured guidance 

and regular ongoing support for teachers or a teacher mentoring program;  

(3) assuming functions as a teacher only for a specified period of time not to exceed 3 years; 

and  

(4) demonstrating satisfactory progress toward full certification as prescribed by the state. 

(PPSS, 2015, p. 4) 

Though each program varies, the aforementioned components are guidelines that many AC 

programs should include. 

State of Oklahoma Approved AC Routes 

Oklahoma has recognized alternative routes to teacher certification for many decades, 

and the number of AC teachers in Oklahoma has significantly increased. In the 2012-2013 

school year, 7.8% of Oklahoma’s public school teachers (4,065 teachers) were alternatively 

certified, while in 2018, that number increased to 5,746 teachers and 11.6% (Eger, 2018). 

There are currently five categories of alternative teacher certification in Oklahoma: (a) 

alternative placement programs, which make up the highest percentage of AC educators, (b) 
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career tech instructor certification, (c) Troops to Teachers, which assists prior US military 

service members in obtaining certification and employment as teachers, (d) four-year olds and 

younger certification, which allows child development associates in Head Start programs to 

teach in public schools, and (e) Oklahoma Title I paraprofessional teaching certification, which 

is a path for teaching assistants in Title I schools to acquire teaching credentials (Oklahoma State 

Department of Education, 2021). This study focused on the requirements of teachers who opt for 

alternative placement programs. 

The Oklahoma Alternative Placement Program grants individuals with bachelor's degrees 

outside the field of education the opportunity to teach in accredited schools in Oklahoma 

(Oklahoma State Department of Education, 2019). In order to be eligible for this program, 

individuals must first have at least one of the following: 

● Baccalaureate degree with a retention GPA of 2.5 or higher from an institution whose 

accreditation is recognized by the Oklahoma Regents for Higher Education (OSRHE). 

NOTE: A master’s degree is required for School Counselor, Reading Specialist and 

Library-Media Specialist. 

● Baccalaureate degree from an institution whose accreditation is recognized by OSRHE, 

plus 2 years of qualified work experience in a field corresponding to the area(s) of 

certification you intend to seek. “Qualified work experience” means an experience that 

can be documented through standard employment verification procedures, and that is 

relevant to a certification area or area of specialization as determined by the State Board 

of Education (OSBE), the Office of Educational Quality and Accountability (OEQA), the 

Department of Career and Technology Education (ODCTE), and/or OSRHE. 
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● Terminal degree in any field from an institution accredited by a national or regional 

accrediting agency recognized by the U.S. Department of Education. Examples of 

terminal degrees include doctorates of philosophy or education (PhD, EdD); professional 

doctorates (MD, DO, JD, DVM, etc.); and masters of fine arts (MFA) or library science 

(MLIS). Other types of terminal degrees must be verified by OSRHE. (Oklahoma State 

Department of Education, n.d., p. 1) 

Beyond the education requirement, individuals must also show proficiency in a specific area that 

correlates to the certification area they are pursuing. 

Proficiency can be shown through documentation of a least one of the following: 

● An academic major in a field that corresponds to a certification area (or 30+ relevant 

credit hours on higher education transcript). 

● An academic minor (or 15+ relevant credit hours) in a field that corresponds to a 

certification area, plus at least 1 year of qualified work experience or relevant volunteer 

experience (volunteer experience may be confirmed by verifiable references). 

● At least 3 years of qualified work experience and/or relevant volunteer experience, plus a 

written recommendation from an employer or volunteer coordinator. 

● Publication of a relevant article in a peer-reviewed academic or trade journal. 

● Other documentable means of demonstrating competency, subject to the approval of the 

State Department of Education. (Oklahoma State Department of Education, n.d., pp. 1–2) 

If the teacher candidate meets the above requirements, they are eligible to be approved 

for the Oklahoma Alternative Placement Program. Following this approval, candidates must take 

two exams, the first being the Oklahoma General Education Test and, second, the Oklahoma 

Subject Area Test in the specific certification areas that have been approved for the candidate 
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based on the aforementioned requirements (Oklahoma State Department of Education, 2019). 

After passing these two exams, to receive an alternative standard certificate in the state of 

Oklahoma, the candidate must (a) complete six to 18 college credit hours of professional 

education, or (b) complete 90-270 professional development hours that are approved by an 

Oklahoma school district. The number of courses or hours varies by candidate, as it depends on 

the previous experience and education of each individual. Moreover, the candidate must also 

take and pass the Oklahoma Professional Teaching Exam (OPTE). These college courses, 

professional development hours, and the OPTE exam must be completed within 3 years after 

beginning the Oklahoma Alternative Placement Program. Individuals who do not complete these 

requirements in the first 3 years will not receive a certificate and will be unable to continue in the 

profession (Oklahoma State Department of Education, 2019). 

Teacher Effectiveness 

 Teacher effectiveness and overall quality continue to be acknowledged as one of the 

leading predictors of student and school success (Hopkins, 2013; Mincu, 2015). However, 

defining effectiveness can be difficult, as studies have used varying components to measure a 

teacher’s effectiveness. However, five areas of effectiveness have continued to surface: content 

knowledge, classroom management, instructional planning, human relation skills, and 

professionalism (Nusbaum, 2002). 

Content Knowledge 

A teacher's knowledge is important to the success of their students. For example, content 

area knowledge impacts a teacher’s instructional abilities (Connelly et al., 1997; Fernandez, 

2014; Jensen et al., 2016; van Driel et al., 2014). Shulman (1987) described content knowledge 

as the specific subject matter knowledge and skills that teachers should possess in order to help 
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their students learn. An individual must see content knowledge as the premise for teaching, 

where one cannot be effective without this as the first knowledge base (Shulman, 1987). Many 

researchers believe that teachers should have a significantly more advanced understanding of 

their content areas than their students (Baumert et al., 2010; Evens et al., 2017; Kleickmann et 

al., 2017), and in certain content areas like special education, teachers must have advanced 

understanding of multiple subject areas (Brownell et al., 2010; Leko & Brownell, 2011; Powell, 

2015). This emphasizes the need for teachers to enter into the profession with background 

knowledge on the subjects they are teaching. 

Researchers have argued that it is not adequate to simply be an expert in a subject area or 

field; teachers must also have pedagogical content knowledge (PCK). Shulman (1986) 

introduced PCK which combines content area knowledge with the understanding of how to help 

students understand what they are learning. Beyond just subject area expertise, teachers need to 

be able to develop pedagogical content knowledge, where they develop the skills to teach that 

subject to all students with varying levels of needs (Bucat, 2005; Jensen et al., 2016; Shulman, 

1987). In Shulman’s (1986) book, Knowledge Growth in Teaching, he sought to understand 

teachers' thinking processes about content area and pedagogical practices. The question was 

posed: “How do teachers decide what to teach, how to represent it, how to question students 

about it and how to deal with problems of misunderstanding?” (Shulman, 1986). This 

emphasizes the need for both content knowledge and PCK. This means teachers need to be able 

to look at the content, identify the steps for learning, understand how to model and represent 

these steps so students can understand, how to connect prior knowledge to new knowledge, as 

well as help diverse students with varying needs grasp complex ideas in the content area (Jensen 

et al., 2016). However, it is important to mention that pedagogical knowledge is developed and 
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strengthened through practice and is not something that all teachers need to have mastered prior 

to entering the classroom (Hanuscin, 2013). 

Pedagogical Skills 

While content knowledge is important for teachers to have prior to entering the 

classroom, many researchers believe teachers must also have an understanding of pedagogical 

practices (Darling-Hammond, 2000b). Hashweh (2013) described PCK as “a set or repertoire of 

personal content-specific pedagogical constructions which teachers develop as a result of 

repeated planning, teaching and reflection on the teaching.” Though some findings show that 

teachers who have degrees in specific subject areas in which they teach can help improve their 

teaching effectiveness and have an impact on student achievement, other studies have shown that 

teachers who have a clear, in-depth understanding of their content area, pedagogical practices, 

how to actually teach the content to students, and reflect on their own teaching may be more 

effective (Darling-Hammond, 2000b). Ward et al. (2012) argued that PCK should be the focal 

point for all teachers, where they combine their knowledge of pedagogy and content together. 

Moreover, Berliner (1986) emphasized that teachers with content area knowledge, or basic 

knowledge of the field they are in, should be differentiated from expert teachers in the field who 

have also developed PCK.  

 Specifically related to PCK, Baumert et al. (2010) determined that there is a substantial 

positive effect of pedagogical content knowledge on an increase in student learning in 

mathematics. A specific example is in a case study conducted by Eisenhart et al. (1993) where 

the teacher had strong conceptual understanding of dividing fractions, but was incapable of 

modeling for her students the appropriate mathematical process and representation of the 

problem for them to understand. This emphasizes the critical need for a teacher to have both 
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content knowledge and PCK, especially with historically low achieving students. Kahan et al. 

(2003) posited that having strong content knowledge may allow teachers to take advantage of 

teachable moments, but without more than content knowledge, it does not guarantee students 

will have powerful learning experiences. 

Findings from a study on the correlation between teachers' knowledge and pedagogy 

skills and the impact on student performance were conducted at the secondary level. 

Surprisingly, Khalid et al. (2021) teachers' advanced knowledge was found to be insignificant in 

its impact on student academic performance; however, a teacher’s pedagogical skills had a 

statistically significant effect on student performance. Additional studies have added to the 

literature on content knowledge and PCK like Zembylas (2007) and Rosiek (2003), who 

expressed the importance of understanding students' needs and feelings as well as how to use 

content knowledge and PCK to design their courses and plan content so students can be 

successful. Each of the aforementioned studies continues to emphasize the importance of 

teachers having both content knowledge and PCK. 

Classroom Management 

Classroom management refers to the physical environment and actions of a teacher that 

aids in creating a system for procedures, routines, and strategies in the classroom that supports 

learning and establishes a routine for discipline and is a critical component of effective teaching 

(Bean, 2007; Jackson & Miller, 2020; Savage & Savage, 2010; Scherzinger & Wettstein, 2019). 

Moreover, classroom management requires the teacher to give clear expectations in order to help 

students remain on task (Sayeski & Brown, 2014) and also involves the teacher developing 

principles and strategies that establish a positive classroom environment (Akman, 2020). Akman 

stated that a teacher’s self efficacy along with classroom management has the ability to impact 



32 

student attitudes towards their learning and, if done effectively, can positively impact a student’s 

overall growth and development. Darjan (2012) also discovered that a teacher’s level of self 

efficacy toward classroom management directly impacts how they respond to students with 

behavior challenges or stressful classroom situations. Conversely, in the classroom where the 

teachers’ self efficacy with classroom management is low, students may engage in disruptive and 

disorderly conduct, which can negatively impact the classroom environment and students’ 

abilities to learn (Oliver et al., 2011). Decades of literature corroborate that one of the most 

critical components of pedagogical knowledge is being able to successfully manage students in a 

classroom setting (Borko & Putnum, 1996; Hogan et al., 2003). 

Berliner (1988a, 1988b) argued that teachers’ abilities, skill sets, and inadequacies with 

classroom management also dramatically vary, and often vary by the teachers’ level of 

experience and preeducation programs. In fact, in varying teacher training programs, there are 

discrepancies in teachers’ preconceptions and core understanding about what classroom 

management is (Wolff et al., 2015) and variance in how much coursework preservice teachers 

are exposed to in classroom management prior to entering the classroom. This is important to 

understand because classroom management is frequently identified as a challenge for novice 

teachers (Blake, 2017; Marks, 2010; Melnick & Meister, 2008). According to the NCES in 2011-

2012, only 55.6% of early career teachers were prepared to handle a wide range of discipline or 

classroom management circumstances in the classroom. This lowers to 49.6% for those teachers 

in schools categorized as urban (NCES, 2018b). This information is critical because if teacher 

training programs do not work to adequately prepare preservice teachers in the area of classroom 

management, novice teachers may struggle when they enter the classroom.  
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According to Flower et al. (2017), in a study that included 74 education programs and 

their directors in a large southwestern state, only a small percentage of teacher certification 

programs (both traditional and alternative) provided coursework in behavioral management to 

support students who have behavior challenges. Each participant in the study was the education 

preparation program director and was asked to take a survey on each concept, skill, term, or 

strategy that was included in their teacher preparation courses in relation to behavior and 

classroom management. Though special education certification programs were more likely to 

address these concepts, many other programs did not. This is a significant issue because students 

in both general and special education classroom settings have behavior challenges that can 

negatively impact the environment and ability to learn (McKenna et al., 2015) and effective 

classroom and behavior management are vital components of the overall skill set of highly 

qualified teachers (Flower et al., 2014). Additionally, with inadequate training prior to entering 

the classroom, teachers may face many classroom and behavior challenges that impact their 

students’ ability to succeed. 

Though classroom management is a major concern for all teachers: preservice, novice, 

and career teachers (Emmer & Sabornie, 2015; Melnick & Meister, 2008), there is support in the 

literature that shows a connection between a teachers’ level of experience and their effectiveness 

with classroom management. In fact, many researchers have concluded that teachers that are new 

to the profession will often struggle with classroom management (Blake, 2017; Marks, 2010; van 

Tartwijk et al., 2011). In a study that investigated preservice teachers’ understanding of 

classroom management skills, Poznanski et al. (2018) concluded that there are extreme 

knowledge gaps for new teachers in the areas of recognizing effective commands, ability to 

positively reinforce students, and the assessment of on-task behavior. Along the same lines, van 
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den Bogert et al. (2014) found that when preservice teachers noticed an event taking place in 

their classroom, their fixation on a specific event prevented them from noticing other events in 

the classroom. This can be a significant issue in a classroom with varying behavior needs.  

Other studies have declared that teachers who are more experienced have been found to 

have a direct impact on how teachers observe and respond to student interactions in the 

classroom (Hattie, 2003; Livingston & Borko, 1989; Wolff et al., 2016). A unique study 

conducted by Wolff et al. (2016) used an exploratory analysis of teachers’ eye movements and 

the monitoring of classroom events through classroom videos. Findings included that teacher 

expertise and experience are connected to their ability to visually process a classroom 

environment and their overall awareness of classroom management. Experienced teachers were 

more likely to notice and monitor important cues and events taking place in the classroom before 

they became conspicuous. Similarly, though weak, Martinussen et al. (2011) found a positive 

association between years of teaching experience and how often teachers reported the use of 

effective classroom management strategies with students who struggled with behaviors. This 

research on classroom management knowledge and skill discrepancies between teachers who are 

new to the profession and those who are experts is important because researchers argue that a 

teacher must develop classroom management strategies before effective teaching can take place 

(Berliner, 1988a). 

Many teachers enter the profession without adequate training in classroom management 

and continue to experience challenges throughout their careers (Begeny & Martens, 2006; 

Simonsen et al., 2014). If teachers do not develop this skill, it is likely that behavior challenges 

in the classroom will increase, and in turn, academic learning and achievement will be negatively 

impacted (McKenna & Ciullo, 2016). Moreover, teachers who struggle with classroom 
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management have reported feelings of incompetence, stress, and overall negative job satisfaction 

(Brunsting et al., 2014; Nelson et al., 2001) as well as professional burnout, turnover, and 

emotional exhaustion (Aloe et al., 2014; Wang et al., 2015).  

Regardless of these varying skill sets and beliefs, classroom management goes far beyond 

procedures, rules, and discipline in the classroom. Classroom management requires a dynamic 

skill set that includes but is not limited to, “the structure and atmosphere of the classroom space, 

the instructional choices of the teacher, the pedagogical and practical knowledge driving these 

decisions, and the stream of interaction and exchange occurring inside (and outside) the 

classroom” (Wolff et al., 2015). However, it is important to note, like pedagogical content 

knowledge that was outlined in the previous section, classroom management is a skill that can be 

developed and strengthened through experience (Ersozlu & Cayci, 2016). 

Instructional Planning 

Instructional planning connects curriculum to instruction in the classroom (Byra & 

Coulon, 1994; Clark & Yinger, 1987; Hughes, 2005; Rizwan & Khan, 2015) and is one of the 

most important components of the teaching profession (Bassett et al., 2013) because the majority 

of what takes place in the classroom is based on the teacher’s ability to plan (Young et al., 1998). 

Clark and Yinger (1979) emphasized that although there are different types of planning teachers 

engage in, daily lesson planning was found to be one of the most important types of planning a 

teacher does. Instructional planning can be considered a process that helps teachers develop a 

systematic way of designing their instruction (Kitsantas & Baylor, 2001).  

Though there have been many different kinds of instructional planning models that have 

been developed over time, a systematic approach to instructional planning has proven to be 

successful in classrooms. Researchers have found that there are multiple phases of instructional 
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planning that include identifying goals and objectives for learning, planning instructional content 

and activities that align to the objectives, developing assessments to measure student progress, 

and adjusting instruction based on student data (Ball et al., 2007; Reiser & Dick, 1996). 

However, other studies have emphasized that in addition to this, teachers spend a great deal of 

their instructional planning time considering available resources and student interests and 

individual needs (Ball et al., 2007). However, Danielson (2007) encompassed all of the 

aforementioned components of instructional planning into his belief of what an effective teacher 

must be able to do: design instruction and organize content that reflects the disciplines they 

teach, and use pedagogical techniques to help students understand important concepts and teach 

skills (p. 45).  

Effective planning is a critical part of what makes a teacher quality, and instructional 

planning impacts student learning and achievement. A study conducted by Zahorik et al. (2003) 

discovered that effective teachers must be effective planners, and that the type of content that is 

taught and how well it is taught in the classroom, also known as the instructional orientation, is 

extremely important. Though teachers can improve their instructional planning abilities 

overtime, it is important to note that this aspect of teaching is complex (Marshall, 2012) and 

deserves attention. 

When planning for instruction, teachers must consider the diversity in their classrooms. 

Students in classrooms across the United States are coming to school with numerous linguistic 

backgrounds, varying levels of English proficiency, learning styles, gaps in academics, and 

varying needs (Rutt & Mumba, 2020). Though they noted the complexity of the instructional 

planning process, Emmer and Sabornie (2015) emphasized the importance of teachers planning 

for individualized instruction and support so students' needs can be met. In a study of preservice 
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teachers' perceptions of lesson planning and the connection between plans and effective learning 

processes, results indicated that preservice teachers understood the importance of lesson plans, 

but had a difficult time understanding how to address varying students' needs and how to find 

appropriate activities for students of different learning levels (Sahin-Taskin, 2017). Choy et al. 

(2013) determined that lesson plans often mirror a teacher’s understanding of their content area. 

Setyono (2016) added to this by stating that it is not enough for teachers to simply have an 

understanding of content; they must also have pedagogical knowledge and critical thinking skills 

in order to effectively plan a lesson. These studies show how complex instructional planning can 

be and the importance of proper training on how to plan for meeting varying needs in the 

classroom. 

Instructional planning is vital for all subjects, but especially for content areas like special 

education. High quality teacher preparation is needed for content areas like special education 

because teachers need to enter into the classroom prepared to plan instruction for multiple 

subjects, different learning styles, student needs, and strategies (Leko et al., 2015). The use of 

proper inclusion strategies to meet students' needs in the general education classroom has proven 

to be challenging (Lohrmann et al., 2006). Moreover, because the majority of students with 

disabilities are taught in the mainstream, general education classroom (Dewey et al., 2017; 

McLeskey et al., 2012), it is imperative that teachers have the skills to plan for these students' 

unique needs. However, research shows that many general education teachers are not prepared to 

meet varying students' needs (Jenkins & Ornelles, 2009; Segall & Campbell, 2012). In fact, in a 

study by Kim et al. (2020), findings included that teachers expressed their concern for lack of 

sufficient training in how to plan for and support students with disabilities in the classroom and 

demonstrated a lack of confidence and certainty in how to carry out inclusion practices, 
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especially in urban school settings. These findings are significant because general education 

teachers must receive adequate training on how to plan for and implement instructional practices 

that meet the needs of students with disabilities or learning gaps. 

Jenkins and Ornelles (2009) surveyed over 800 general and special education teachers 

and their feelings about how equipped they feel about planning and implementing inclusion for 

students with disabilities, general education classroom teachers felt significantly less confident 

than their special education counterparts. Similar findings came from Segall and Campbell 

(2012) when they assessed the current knowledge of educators and students with autism 

spectrum disorder (ASD). Although it is clear that special education and school psychologists 

have higher levels of experience, training and knowledge on students with ASD, what was 

alarming was that general education teachers responded that they did not know the answer to 

approximately half of the items on the studies survey assessing knowledge of supporting autism 

students (Segall & Campbell, 2012). This is a significant issue if students with disabilities or 

exceptionalities are taught more often in the general education classroom (Dewey et al., 2017; 

McLeskey et al., 2012). This emphasizes that when planning for instruction, teachers must 

consider students with varying disabilities, learner needs, personalization, individualized 

instruction, and inclusion strategies (Booth & Ainscow, 2011; Emmer & Sabornie, 2015). 

It is clear that teachers need to consider multiple components when engaging in 

instructional planning. Because student achievement is directly connected to quality classroom 

instruction (Bayar, 2014; Brown & Militello, 2016; Darling-Hammond, 2000a; Ferguson, 1998), 

it is even more imperative to ensure that teachers enter the classroom with skills in the area of 

instructional planning. 
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Human Relations Skills 

Obtaining and developing human relations skills is an ongoing process and an important 

component of professionalism inside and outside of the classroom (Roby, 2012), but especially 

with teacher-student interpersonal relationships (Crosnoe et al., 2004; Gehlbach et al., 2012). In 

fact, student relationships are among the most essential factors in a classroom in order for it to be 

an environment conducive to learning (Gehlbach et al., 2012; Scales et al., 2020). Students who 

have stronger relationships with their teachers have increased academic outcomes, motivation, a 

stronger sense of belonging in their classroom and school, an increase in positive social 

emotional behaviors, and a decrease in disciplinary issues (Birch & Ladd, 1996, 1998; Crosnoe 

et al., 2004; Downey, 2008; Gehlbach et al., 2012; Nurmi, 2012; Roorda et al., 2014; Wentzel, 

2002, 2010). Patrick (2004) determined that a student’s view of their relationship with their 

teacher and their belief about their teacher’s actions towards them and their classmates shape 

their perceptions of schooling. This is especially true for students who are considered high-risk 

with low academic achievement (Downey, 2008). These studies show that the connection 

between a student and teacher can have a positive impact on a student’s learning and academic 

trajectory. 

Teachers who have strong human relation skills go beyond supporting students in their 

academics, but also tending to the social-emotional needs of their students. In fact, how teachers 

choose to interact with their students can have a significant impact on student learning, but also 

other factors in the classroom (Birch & Ladd, 1996, 1998; Cazden, 2001; Crosnoe et al., 2004; 

Downey, 2008; Gehlbach et al., 2012; Nurmi, 2012; Roorda et al., 2014; Wentzel, 2002, 2010). 

For example, Arbeau et al. (2010) looked at the links between social adjustment, how students 

experience loneliness, school avoidance, and shyness in relation to teacher-child relationship 
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quality amongst first grade students. Findings showed that the more a teacher and child 

experienced closeness, the less shy, anxious, or antisocial they were with their peers (Arbeau et 

al., 2010).  

Other studies have found that relationships between teachers and students also build the 

foundation for helping to create an inclusive classroom (Jensen et al., 2015; Juul & Jensen, 2017) 

and many researchers advocate for classrooms to focus more on interpersonal relationships, a 

love of learning, and instilling a desire for knowledge acquisition rather than just academics 

(Ravitch, 2010). Other studies have linked teacher-child relationships and their association with 

how children interact with other students. This is because teachers set the tone and create an 

environment where children learn how to interact with others (Farmer et al., 2011; Jensen et al., 

2015; Juul & Jensen, 2017; Luckner & Pianta, 2011). Ryan et al. (1998) emphasized that 

teachers who focus on things like this and on creating a classroom that is nurturing, supportive, 

and encouraging are more likely to have students who feel safe and have an intrinsic desire to 

interact with their teacher and peers. 

Although research has clearly shown the connection between positive student-teacher 

relationships and academic and social emotional outcomes, it is also true that negative outcomes 

can surface from a lack of relationships, particularly with students with behavior issues and in 

urban, low socioeconomic schools. For example, in a meta-analysis of student characteristics and 

teacher-child relationships, Nurmi (2012) found that teachers who had students with high levels 

of internal behavior issues (anxiety and depression) and high levels of external behavior issues 

(shyness, self-consciousness, antisocial) reported they experienced less closeness and more 

conflict with these students, lowering the quality of the relationship. Conversely, teachers who 

had students with higher academic performance and increased levels of engagement and 
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motivation reported closer relationships with their students (Nurmi, 2012). Similarly, Scales et 

al. (2020) examined middle-school students' motivation, belonging, GPA, and school climate. 

Findings indicated that developmental relationships between teachers, students, and peers 

significantly predicted a student’s academic motivation. In this same study, the authors found 

that students from low socioeconomic backgrounds reported lower quality relationships with 

their teachers than their more affluent peers. All of the findings from the aforementioned studies 

could pose a significant issue because it is often reported that students in urban, low-

socioeconomic schools, have decreased relational quality and motivation (Bridgeland et al., 

2013; Yeager et al., 2014) and academic motivation continues to decrease as students move 

through their K-12 academic careers (Gnambs & Hanfstingl, 2016; Kosovich et al., 2017). This 

is important to note, because other studies have shown that the single most important factor to 

motivation in schools is directly connected to the relationship between a student and their teacher 

(Lazowski & Hulleman, 2016). 

Human relation skills are an important factor that contributes to overall teacher 

effectiveness. This is emphasized by Pianta et al. (2012) who claimed that the main barrier 

existing in school reform efforts is a lack of relationship between a teacher and student. Because 

novice teachers have shared that it is difficult to balance their roles as the person in charge and as 

someone who needs to be a compassionate individual (Aultman et al., 2009), it is critical that 

teachers enter the profession with relational building skills. This is a skill that is especially 

needed in schools that are in diverse communities, where teachers must consider the cultural, 

racial, socioeconomic, ethnic differences of their students (Audley, 2020; Crosnoe et al., 2004) 

as well as their internal and external behavioral and academic needs. 
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Professionalism 

The concept of professionalism has been widely debated, and no one definition has been 

agreed upon (Ramadhan, 2021). Some believe that professionalism is a specific set of standards, 

or conduct, teachers should adhere to, while others see it as a personal belief or orientation that 

influences an individual teacher’s actions, attitudes, behaviors, and performance (Cheng, 1996; 

Vanassche & Kelchtermans, 2014). According to Vanassche and Kelchtermans (2014), teacher 

professionalism is a practice where a teacher's actions and behaviors are revealed. However, 

others see professionalism as a way of operating and a way to assimilate new staff members to 

an already existing set of school standards or ethics (Cheng, 1996). 

Schools often operate through two varying structures: bureaucratic and professional 

(Tschannen-Moran, 2009); however schools often struggle to find an appropriate balance 

between these two structures (Darling-Hammond, 1990). Darling-Hammond explained that 

through the professional lens, schools would lean towards a client-oriented and knowledge-based 

structure, while bureaucracy tends to be rule-based and procedure-focused. If schools as a whole 

or teachers within their classrooms focus on either one of these structures in isolation, it may 

negatively impact student success (Tschannen-Moran, 2009). However, Tschannen-Moran went 

on to emphasize that combining these structures together, can create a standardization of 

expectations that professionals should acquire and develop in order to be successful inside and 

outside of the classroom. 

Although professionalism is a subjective term, often more narrowly defined on a tacit and 

locally-contextual basis, it is worthwhile to establish general guidelines to ensure consistency in 

message and some minimal adherences. Therefore, the National Board for Professional Teaching 

Standards outlines five core propositions: 
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● Teachers are committed to student learning 

● Teachers know the subjects they teach and how to teach those subjects to students 

● Teachers are responsible for managing and monitoring student learning 

● Teachers think systematically about their practice and learn from experience 

● Teachers are members of learning communities. (National Conference of State 

Legislatures, 2011, p. 4) 

Teacher professional characteristics are described in various ways by researchers. For 

example, Weber and Johnsen (2012) stated that characteristics of teachers who possess 

professionalism are that of having integrity, understanding their role, having motivation, and 

exemplifying expertise in content and pedagogy. Others describe professional characteristics as 

having an exceptional attitude and good behavior inside and outside of the classroom 

(Ramadhan, 2021; Tanang & Abu, 2014). However, according to the Learning Sciences Marzano 

Center (2013), the characteristics that make up the professionalism of a teacher are: (a) 

promoting positive interactions about colleagues, (b) promoting positive interactions about 

students and peers, (c) seeking mentorship for areas of need or interest, (d) mentoring other 

teachers and sharing ideas and strategies, (e) adhering to district and school rules and procedures, 

and (f) participating in district and school initiatives. Though the term professionalism and its 

meaning in schools are widely debated, it is clear that teachers need to obtain professional 

characteristics in order to be successful and productive members of a school. 

What Studies Have Told Us About AC Teachers 

Many studies comparing TC versus AC show varying results, some of them showing 

favor for traditional programs and others for alternative programs (Whitford et al., 2018). Since 

the inception of AC programs, there have been many critics that question the quality of AC 
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teachers and alternative pathways to the classroom. However, other studies have shown favor for 

AC programs, some finding minimal differences between TC and AC teacher effectiveness.  

Critics of AC Programs 

There has been a longstanding debate on the effectiveness of ACPs and AC teachers. 

Critics of alternative certification routes argue that AC programs lower the standards of teacher 

skill and knowledge (Blazer, 2012). Teachers who enter into the classroom through AC routes 

have had minimal coursework in pedagogy, classroom management, and child development and 

lack training and experience in teacher preparation (Blazer, 2012; Darling-Hammond, 2010; 

Feistritzer, 2003; Ludlow, 2013). Those that challenge AC programs also argue that this lack of 

teacher preparation can have a negative impact on student achievement and the quality of 

education they receive (Darling-Hammond, 2000a). In fact, although some AC programs recruit 

individuals with content area skillsets, like those with backgrounds in science and mathematics, 

teacher unions and researchers have denounced their ability to produce quality teachers and that 

AC programs that quickly place teachers in the classroom can have a negative impact on students 

(Finn & Madigan, 2001). 

Some researchers have favored TC over AC in the area of teacher quality. A study 

conducted by Darling-Hammond et al. (2005) found that teachers who completed TC programs 

had a more significant positive impact on student achievement for fourth and fifth graders in the 

subjects of reading and math. In another study, Laczko-Kerr and Berliner (2002) supported this 

assertion that university, or teachers who attend a TC program, are of higher quality than those 

who opt for an AC program. In fact, they found that students who are taught by under-certified 

teachers (those that are teaching under an emergency, temporary, or provisional license) make 
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approximately 20% less academic growth each year than students who are taught by their TC 

counterparts (Laczko-Kerr & Berliner, 2002, p. 2).  

Concerns about AC teachers also include gaps in their teaching knowledge. For example, 

Linek et al. (2012) conducted a study of first year teachers in both urban and suburban school 

districts in a large metropolitan area in Texas. One group had completed a TC program, and the 

other was currently in a year-long AC program. The authors found distinct differences in what 

teachers valued and needed support based on their type of certification program and that teachers 

who enter into the profession through AC have different gaps in effectiveness than those who are 

TC. Findings from this study indicated that AC teachers needed more support and development 

with lesson planning and classroom management, while TC teachers needed help with improving 

learning strategies.  

Moreover, alternative route programs often cover content differently than courses given 

to TC teachers and vary in quality, which could impact teachers’ sense of preparedness and 

effectiveness in the classroom (Darling-Hammond, 2010; Moffett & Davis, 2014; Qu & Becker, 

2003). In fact, the type and amount of coursework required in AC programs and program 

duration are also factors that play into how prepared an individual may be for the classroom 

(Bowling & Ball, 2018; Darling-Hammond & Bransford, 2007; Walsh & Jacobs, 2007). For 

example, in a study consisting of 2,500 randomly selected K-12 public school teachers from the 

Market Data Retrieval database, TC teachers rated their preparation program higher than their 

AC counterparts. In fact, 18% of the AC teachers surveyed were only “okay” or “poor” in quality 

and preparation for the classroom (Feistritzer et al., 2011).  

Moreover, between the 1999–2000 and 2011–2012 school years, Redding and Smith 

(2016) found evidence that AC teachers are less likely to have had practice teaching or a course 
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in teaching methods and AC teachers reported having decreased feelings of preparedness when 

they begin their first year of teaching. Brown et al. (2015) examined the student teaching 

experiences of early and elementary preservice teachers at a large public university in the 

southwest to determine how their program experiences impact their teaching efficacy and 

feelings of preparedness in the following areas: (a) pedagogical content knowledge, (b) planning 

and preparation for instruction, (c) classroom management, (d) promoting family involvement, 

and (e) professionalism, findings showed all subcategories related to preparedness to teach to be 

statistically significant before and after student teaching except for professionalism. 

Additionally, when the preservice teachers were asked to describe the parts of student teaching 

that they felt best prepared them for teaching, three themes emerged: the opportunity for hands-

on teaching, the ability to observe experienced teachers, and the relationship they had developed 

with their cooperating teacher, showing how important it may be for teachers to have these 

experiences in order to feel prepared to enter into the classroom. 

However, it is important to note that other researchers argue that AC teachers believe 

their programs provided them with adequate preparation. For example, Torres and Chu (2016) 

conducted a mixed methods study analyzing the perceptions of instruction in a clinically based 

teacher program with a group of AC teachers who are teaching full-time in low socioeconomic, 

urban schools, while receiving their alternative certification and Masters degrees in teaching. The 

participants were categorized as Teach for America (TFA) or non-TFA AC teachers, and the 

results indicated that satisfaction with their AC program was extremely high across both groups, 

with TFA being the highest level of satisfaction. The participants believed they received 

adequate practice and feedback on pedagogical strategies that translated to their classrooms and 

helped improve their effectiveness. This shows that AC programs can vary by level of 



47 

preparation, intensity, rigor, structure, duration, expectations, and many other factors that have 

the potential to impact a teacher’s preparedness or effectiveness (Good et al., 2006; National 

Research Council, 2010). 

Though many researchers and policymakers are harsh critics of AC programs, it is clear 

that AC programs will remain as long as the teacher shortage continues to be apparent. Because 

of this, regardless of the positives and negatives AC programs bring, some researchers believe 

the focus should be shifted on how to train, prepare, and properly support AC teachers to ensure 

their success (Carter et al., 2011; Good et al., 2006). 

AC and Student Achievement 

Many researchers believe that the type of teacher preparation an educator has can be 

directly connected to student achievement in K-12 schools (Milanowski, 2004). On the contrary, 

other researchers have agreed that it is extremely difficult to assess the extent to which an 

individual teacher’s preparation impacts student learning as there are many components you 

must consider (Sherman & Ding, 2008). This lack of clarity is significant when trying to 

determine the impact of a teacher’s effectiveness on student achievement.  

There is an ongoing debate as to whether AC or TC teachers have a more positive impact 

on student achievement, and current literature has varying results. Curry et al. (2018) found a 

statistically significant difference in fourth grade student reading achievement in those who were 

taught by TC teachers versus their AC teacher counterparts. In another study, Henry et al. (2014) 

used data sets with value added models for the 2005-2006 through the 2009-2010 school years, 

and tested-grade/subject teachers in North Carolina with fewer than 5 years teaching experience 

to examine whether teachers who enter into the teaching profession through an in-state public 

traditional undergraduate pathway are more effective in comparison to other certification 
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pathways, as measured by student achievement. Of the 29,934 teacher sample, there were eight 

types of TC preparation pathways and three AC pathways. The researchers compared this data 

with student test scores from K-12 schools across all subject areas using a hierarchical linear 

model; findings indicated that teachers from out-of-state and AC pathways underperformed in 

comparison to TC teachers who were prepared by in-state public undergraduate programs. 

However, AC TFA teachers, a national nonprofit AC program, significantly outperformed in-

state public undergraduates in mathematics and science courses at the secondary level. 

In another study of 3,766 first year teachers in New York City examining the effects of 

teacher qualifications on student achievement, the authors found that fourth-eighth grade 

students who had teachers from traditional university preparation programs had increasingly 

higher growth in language arts and reading as well as students in fourth-fifth grade mathematics 

than teachers of students who participated in AC programs like TFA and the New York Teaching 

Fellows (Boyd et al., 2006). However, Heilig and Jez (2010) examined over a decade of peer 

reviewed research on TFA student achievement outcomes and found that TFA teachers had a 

positive impact on student’s mathematics scores  

Conversely, some researchers have reported minimal differences in student achievement 

when comparing AC and TC teachers (Boyd et al., 2006; Goldhaber & Brewer, 2000). Shuls and 

Trivitt (2015) examined the relationship between secondary teacher characteristics and student 

achievement in algebra, geometry, and 11th grade English Language Arts in Arkansas, using the 

value-added model. The observable characteristics that were measured were indicators of teacher 

quality, including content area degrees, level of degree (bachelors, masters), licensure exam 

scores, experience, and certification route. No evidence was found that advanced degrees 

(Masters) increased test scores, nor did AC programs have any difference in teaching 



49 

effectiveness and productivity. However, findings did reveal that Algebra teachers with math 

degrees lead to higher student achievement and experience does improve test scores, but are 

depleted within 6 to 9 years. Similar results were found by Harris and Sass (2011). They found 

no evidence that specific undergraduate coursework in education affects an individual's later 

productivity as a teacher, except for high school reading teachers who obtained an undergraduate 

degree in education significantly outperformed those with alternate degrees. Harris and Sass also 

confirmed that advanced degrees in education do not improve teacher productivity, with the 

exception of middle school math. Those that have obtained an advanced degree in this content 

area, have shown to have higher student achievement. Additionally, Buddin and Zamarro (2009) 

found no correlation between student achievement and a teacher’s years of experience, their level 

of education, and their licensure test scores, showing that how a teacher is prepared may not be 

as important. 

Varying results were also found in a study conducted by Goldhaber and Liddle (2012). 

They compared the effectiveness of teacher certification programs inside and outside the state of 

Washington. The sample included 8,732 teachers from 20 different programs, and findings 

indicated that in-state teacher preparation programs were as effective as the out-of-state 

programs, but the authors found significant differences amongst programs that were in-state. The 

authors noted that credentialing is one aspect of teacher effectiveness, but suggested that a larger 

emphasis be placed on improving the quality of teacher preparation programs. This same 

sentiment is held by Carter et al. (2011), who believed the attention should be placed on how to 

train and support AC teachers to help them be successful in the classroom, rather than the 

drawbacks of AC programs themselves. 
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All of these findings point to the possibility that some AC teachers, depending upon their 

program, could be as effective as TC teachers in the area of student achievement. However, it is 

clear that some subject and grade level combinations have higher achievement when taught by 

either traditionally trained teachers or those with advanced degrees. 

Advocates of AC Teachers 

While some teacher educators argue that alternative route programs are generally inferior 

to traditional college-based teacher education programs, recent research shows that there is not 

much difference in the learning of students regardless of which preparation route teachers take 

(Feistritzer, 2009a). Moreover, some researchers have argued that the United States cannot 

afford to lose AC teachers, and that AC programs need to be recognized as a significant pathway 

to the classroom in order to increase teacher quality and decrease the teacher shortage (Wayman 

et al., 2003).  

Many researchers have found minimal differences in terms of teacher quality and efficacy 

between TC and AC teachers (Fox & Peters, 2013; Shuls & Trivitt, 2015). For example, key 

findings from a study conducted by Jackson and Miller (2020) show that quantitative data 

yielded no significant differences in TC and AC sense of self efficacy toward classroom 

management techniques, student engagement, and instructional strategies. This mixed methods 

study included 72 undergraduate and graduate teacher education candidates in a southern 

regional university. Some of the participants were in their senior year of their TC undergraduate 

teaching program, while others were in their first course in the graduate AC program. Results 

from this study show that AC teachers have indistinguishable feelings on self efficacy in their 

approach to classroom management as their TC counterparts. Similar results were found in a 

mixed-methods study aimed to examine what influence, if any, a teacher certification route had 
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on a first-year teacher's level of self-efficacy. With over 288 participants, findings indicated that 

there was no statistically significant difference in reported self-efficacy between first-year 

teachers graduating from a TC program or an AC program (Fox & Peters, 2013). This is 

important to note because teacher self efficacy is connected to how a teacher operates in the 

classroom as well as how motivated students are and their overall achievement (Akman, 2020; 

Klassen & Chiu, 2010; Tschannen-Moran & Hoy, 2001).  

Teacher effectiveness has also been measured in various studies relating to AC and TC 

teachers. Chingos and Peterson (2011) determined that having a bachelor’s degree in education 

nor a master’s degree is correlated with teacher effectiveness in either elementary or middle 

school. Moreover, Hanna and Gimbert (2011) examined the effectiveness of teachers who earned 

their certification through TC and AC programs and found that teachers who opted for an 

alternative pathway were not of lower quality in comparison to their TC teacher peers. In fact, 

they found that AC programs recruited and trained more preservice teachers from prestigious 

universities than TC programs (Hanna & Gimbert, 2011). 

Additional factors, like classroom management, instructional skills, and the ability to 

engage students have also been used to compare AC teachers to TC teachers. For example, in a 

study conducted by Uriegas et al. (2014), the authors sought to determine the differences 

between the classroom management abilities of TC and AC teachers, as measured by discipline 

referrals. Of the 232 teachers from five middle schools and 281 teachers from three high schools 

in a south-central Texas school district, discipline referrals for TC middle school teachers were 

5.62 and 5.27 for AC teachers. For high school, the discipline referrals for TC teachers were 6.01 

and 4.92 for AC teachers. Although there was no statistically significant difference, AC teachers 

had a lower number of discipline referrals. In a mixed methods study by Jackson and Miller 
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(2020), the authors sought to investigate teacher candidates’ sense of self efficacy. The study 

consisted of 72 undergraduate and graduate students from a southern university, 60 of these 

participants were in a nontraditional (alternative) program and 12 were in a traditional program. 

They found that quantitative data showed no statistically significant difference between AC and 

TC teachers in the areas of student engagement, self efficacy, instructional strategies, and 

classroom management. The qualitative findings indicated that TC and AC candidates 

understood the importance of creating a student centered classroom environment and the AC 

teachers displayed a similar level of confidence in their abilities to apply classroom management 

techniques as TC teachers. These studies are important to note because not only is classroom 

management noted as one of the most significant reasons why teachers decide to leave the 

profession (Aloe et al., 2014; Brouwers & Tomic, 2000), but it is also one of the most 

challenging factors for novice teachers, regardless of their certification (Emmer & Sabornie, 

2015; Melnick & Meister, 2008). 

What Studies Have Told Us About Administrators’ Views 

Although many administrators believe teacher certification is one of the most important 

influences of teacher selection and hiring (Kimbrel, 2019), alternative certification does not 

always correlate with lesser quality; in fact, it can bring in higher caliber individuals from 

colleges than TC programs (Gimbert & Hanna, 2011; Kimbrel, 2019). Moreover, many 

researchers assert that AC programs are a significant pathway for recruiting quality teachers for 

schools (Wayman et al., 2003). 

For example, in a qualitative study aimed to better understand rural principals’ 

perceptions on AC teacher licensure, overall, principals believed alternative route programs were 

a positive way to address the teacher shortage and that AC teachers may possess advantages over 
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TC teachers in the areas of content knowledge, experience, and maturity (Brenner et al., 2015). 

However, it is important to note that the principals in this study did have general concerns about 

the absence of student teaching experience, social skills, readiness for the classroom, and the 

amount of support the AC teachers may need in their first year on the job. In another study 

conducted by Moffett and Davis (2014), the authors examined the perceptions that teachers and 

administrators in K-12 public and private schools have toward AC and TC routes across seven 

categories: (a) hiring, (b) special education, (c) teacher quality, (d) classroom management, (e) 

assessments, (f) subject matter knowledge, and (g) quality of instruction by certification route. 

Findings indicated that although some administrators believed TC teachers were more effective 

across five of the seven categories, there was no statistically significant difference between TC 

or AC teachers and their perceptions of effectiveness across six out of the seven categories 

(Moffett & Davis, 2014). 

Teacher certification is something principals consider when hiring teacher candidates. 

For example, Kimbrel (2019) examined school hiring processes to determine the amount of 

teacher quality research and perceptions of effective hiring practices are utilized by school 

principals when selecting teachers. The elements rated as the most important influences to final 

teacher selection were (a) the candidate’s ability to build relationships with students, (b) their 

teacher certification, (c) ability to collaborate with other teachers, and (d) content knowledge, 

proving that certification is a priority when selecting teachers (pp. 9–10). In another study, Mee 

and Haverback (2017) found that principals preferred to hire teachers with middle school level 

certification. In fact, the authors argued that having teachers who are trained in middle level 

education, as opposed to elementary or secondary is crucial. This is consistent with previous 

literature by Howell et al. (2016) and Ochanji et al. (2016). The authors went on to note that 
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middle school principals have to ensure that the teachers they hire are not only certified in the 

areas where they will teach, but that they also understand the developmental needs of young 

adolescent middle school students and are trained in how to work with them. However, it is 

imperative to note that of the principals in this study, approximately one-third of them also 

reported that they did not feel that these teachers were properly prepared to teach mathematics, 

language arts, science, or social studies, which were the content areas that they were trained to 

teach in. This shows that principals do prefer to hire teachers with proper certification, but it is 

still unclear if the certification itself actually properly prepares teachers to be effective (Mee & 

Haverback, 2017). 

When reading and analyzing the literature, it is clear that there are many debates as to the 

effectiveness of teachers who participate in alternative certification pathways and that teacher 

quality, in general, is at risk. This suggests that additional research around the effectiveness of 

certification routes may be warranted. 

Urban, Low Socioeconomic Schools and AC Teachers 

Many AC program teacher candidates are hired to fill vacancies in critical shortage areas 

that have higher populations of low socioeconomic, minority students and schools that typically 

have more challenges (U.S. Department of Education, 2015). Alternative certification is more 

prevalent in harder to staff communities, such as urban or rural areas, and many researchers 

believe AC teachers are a creative solution to fill vacancies in schools like this. For example, Ng 

(2003) found that AC programs establish a larger pool of teachers that may possess qualities that 

are particularly helpful to working in urban schools. This is important to note because part of the 

increase in AC teacher preparation programs might be connected to the increase in low income 

communities and high poverty schools. Aud et al. (2013) stated that one in eight public schools 
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in the U.S. in the year 2000 was considered high poverty, and by 2011, this increased to one and 

five United States public schools.  

As outlined in the No Child Left Behind authorization, all teachers by the 2005-2006 

school year must be considered highly qualified in their academic subjects and prepared with the 

proper knowledge and skills to be able to teach at a high level, while meeting the diverse needs 

of the students in their classrooms. Though ESSA removed the terminology “highly qualified,” 

states and districts still have to prove that disadvantaged, low socioeconomic schools do not have 

a disproportionate number of ineffective teachers (Burnette, 2017). This is important because 

individuals who opt for alternative teaching certification routes often teach in hard-to-staff 

content areas in some of the most challenging districts and schools in the United States (Redding 

& Smith, 2016; U.S. Department of Education and Office of Innovation and Improvement, 

2004). 

Minority students that attend urban, low socioeconomic public schools are generally 

more impacted by teacher quality than schools in higher socioeconomic areas (Ingersoll et al., 

2019; Liu et al., 2008). Additionally, novice teachers are more likely to work with minority, 

disadvantaged, and lower-achieving students than their veteran teaching counterparts (Bruno et 

al., 2020). Moreover, teachers with alternative certification are more likely to work in urban 

schools that are categorized as high need, high poverty, and have disadvantaged groups (Darling-

Hammond, 2006; Goe, 2002; Redding & Smith, 2016; Zeichner & Hutchinson, 2008). Stoddart 

(1993) argued that TC teachers are hesitant, some even being unwilling, to work in urban school 

settings because of the challenges they bring. Neely (2015) outlined some of these challenges 

like wide ranges of student demographics (e.g., English language learners, low income, poverty, 

and diverse racial and cultural backgrounds), limited physical space, large class sizes, and more 
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components that cause shortages and high rates of turnover in urban schools. Because of this, 

students in these types of schools often have a smaller pool of highly qualified teachers, which 

can have a detrimental impact on the overall quality of education students receive (Darling-

Hammond, 2000a). Gagnon and Mattingly (2015) found an unequal distribution of teacher 

quality in schools that are categorized as urban serving Black and Hispanic students who are 

living in poverty. They went on to state, “Students in highly diverse schools in large cities or in 

poor rural schools are much more likely than those in more affluent locales to have an 

inexperienced teacher” (p. 253), showing the large discrepancies in teacher quality in different 

types of schools. Though findings were less significant, Mansfield (2015) discovered that 

disadvantaged students, whether indicated by race or free and reduced lunch eligibility, were 

inclined to have lesser quality teachers.  

Schools that are categorized as high-risk, low socioeconomic, and urban, usually have a 

higher percentage of AC teachers. According to the NCES (2019), schools categorized as high-

poverty had 7% more teachers who had entered teaching through an alternative route than low-

poverty schools. Hohnstein (2017) examined the proportions of ethnic minority students and 

students in poverty in relation to the number of alternative teacher certificates granted in each 

state. Using the National Center for Education Information (NCIS) database to gather 

information from 33 states, including Washington, D.C., during the 2008–2009 school year, 

findings included an average of 1,370 alternative teaching certifications and the proportion of 

students in poverty and categorized as an ethnic minority had a weak but positive statistical 

relationship with the number of alternative teaching certificates. Moreover, there was a strong 

positive bivariate correlation between the number of alternative teaching certificates and the 

number of rural and urban schools. This is significant because novice teacher status is related to 
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overall teacher effectiveness, and researchers argued that this could serve as a way to analyze the 

imbalanced distribution of teacher quality (Gagnon & Mattingly, 2015). 

When reading and analyzing the literature, it is clear that there are many debates as to the 

effectiveness of teachers who participate in AC pathways and that teacher quality, in general, 

may be at risk. This suggests that additional research around the effectiveness of AC certification 

teachers may be warranted. 

Summary 

Throughout the last few decades, and following the enactments of educational policy 

reforms in the United States like A Nation at Risk, NCLB, and ESSA, there has been continued 

widespread debate centered on the issue of teacher quality and the use of alternative routes to the 

classroom. To remedy the issues of teacher quality and the teacher shortage, AC programs were 

put into place as an attempt to increase both the quantity and quality of educators across the 

United States. Though some researchers and practitioners agree that AC programs and AC 

teachers are a positive way to combat the growing teacher shortage and fill hard-to-staff schools 

and content areas, others believe these programs and teachers are unprepared and lack the skills 

to survive in the teaching profession. Others believe AC teachers are equally as effective as their 

TC teacher counterparts, while some believe they are not and can be detrimental to students’ 

overall success. Although alternative certification was initially created as a short-term solution to 

issues rising across the educational landscape, the question still exists as to whether AC teachers 

have the skillset and proper preparation to combat the challenges facing education today. 

Moreover, do administrators understand the unique needs AC teachers have and how to support 

them in their growth and development? Regardless of this ongoing controversy and varying 

results in the literature, AC teachers fill classrooms in nearly every district and state across the 
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United States, therefore, it is imperative that studies continue to be conducted on their 

effectiveness.  

 Chapter 2 discussed the background of teacher quality, the teacher shortage, and attrition 

in the United States. It also outlined components of teacher effectiveness like content knowledge, 

classroom management, instructional planning, human relation skills, and professionalism. 

Finally, it discussed the past and current literature on TC and AC teachers, including critics and 

advocates of AC, the role of the administrator, their views of AC teachers, and research showing 

the increased amount of AC teachers that exist in urban, high-risk, low socioeconomic schools in 

the United States. The theoretical framework that was used in this study, including Nusbaum’s 

TES theory and the constructivist theory, was also introduced in this chapter. Chapter 3 

introduces and outlines the methodology that was used in this study.  
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Chapter 3: Research Method 

U.S. alternative teacher certification has rapidly increased (Linek et al., 2012; Moffett & 

Davis, 2014; Woods, 2016). However, studies of how well alternate route teachers are prepared 

to enter the teaching profession and how effective they are in the classroom continue to have 

contrasting results (e.g., Linek et al., 2012; Moffett & Davis, 2014). Of the 3.6 million public 

school teachers in the United States, approximately 18% (676,000) of teachers in the 2015-2016 

school year first began teaching via an alternate certification (National Center of Education 

Statistics [NCES], 2019). The preparation and quality of instruction a teacher delivers, directly 

impacts student achievement (Gagnon & Mattingly, 2015; Moffett & Davis, 2014; Shuls & 

Trivitt, 2015); because this number is continuing to increase, school administrators must ensure 

that quality instruction is taking place regardless of the route to the classroom (Kimbrel, 2019). 

 The purpose of this qualitative case study was to generate knowledge of alternative 

pathway teachers and their effectiveness in the classroom from an administrative point of view, 

specifically in urban, high-risk schools. It was anticipated that findings from this study would 

help school administrators to develop a stronger understanding of potential teaching gaps and be 

able to provide the necessary support for AC teachers to improve in their overall practice.  

The primary research question addressed in this study was “How do school 

administrators perceive the effectiveness of alternatively certified (AC) teachers?” Five 

additional research questions were developed based on Charles M. Nusbaum’s (2002) Teacher 

Effectiveness Survey (TES): 

RQ1: How do school administrators perceive the effectiveness of alternatively certified 

teachers regarding content knowledge? 
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RQ2: How do school administrators perceive the effectiveness of alternatively certified 

teachers regarding classroom management? 

RQ3: How do school administrators perceive the effectiveness of alternatively certified 

teachers regarding instructional planning? 

RQ4: How do school administrators perceive the effectiveness of alternatively certified 

teachers regarding human relations skills? 

RQ5: How do school administrators perceive the effectiveness of alternatively certified 

teachers regarding professionalism? 

The study design, including research methods, population, study sample, data collection, and 

data analysis procedures, are outlined in this chapter. Additionally, I discuss the ethical 

considerations, assumptions, limitations, and delimitations present in the study. 

Research Design and Method 

This qualitative case study was designed to explore the perceptions of K-12 school 

administrators regarding AC teacher effectiveness and took place in a large urban school district 

in Oklahoma. A qualitative research design is often used in education and other social sciences 

for inquiry based exploration (Marshall & Rossman, 2016). Using a qualitative approach to 

research brings value and depth to people’s individual and subjective experiences (Leavy, 2017) 

and produces outcomes that are reflective in nature (Hatch, 2002). Unlike quantitative research, 

where researchers start with a hypothesis or theory, a qualitative researcher begins with the 

perceptions of participants and identifies themes and patterns as they begin to surface (Creswell, 

2013). A qualitative approach was appropriate because it facilitated building a rich 

understanding of the topic through participant perspectives (Bloomberg & Volpe, 2019). 
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A single case study design was used for an in-depth analysis of the participant’s 

perceptions. The purpose of a case study is to investigate a contemporary phenomenon within its 

real-life context, provide a holistic description and analysis of the multiple perspectives that are 

being investigated, and generate a multifaceted understanding of a complex issue (Lichtman, 

2013; Merriam, 1998; Yin, 2018). In this context, a single case study was used to help me gain 

insight on the perceptions of AC teachers and their effectiveness from the administrators’ point 

of view. A holistic approach was used because this helped to facilitate participants and me 

engaging in systematic reflection (Creswell, 2013; Denzin & Lincoln, 2011) and help me as the 

researcher to better understand the participants’ view of reality and their actions (Baxter & Jack, 

2008; Lather, 1992; Robottom & Hart, 1993). This holistic single case study was specifically 

used to analyze one unit within the same environment as recommended by Baxter and Jack 

(2008) and Yin (2018): school administrators within one large, urban school district as the unit of 

analysis. 

Population 

The setting for this study was City Public Schools (pseudonym), a large urban school 

district in Oklahoma that serves 66 schools and 45,000 students; 84% of CPS students fall below 

the poverty line and are considered economically disadvantaged. The target population for this 

study consisted of Pre-K through 12th grade school principals at 66 schools in CPS. 

Study Sample 

The sample for this study consisted of CPS principals. Purposeful sampling was 

employed to select participants who were school administrators who currently had or had 

previously worked with AC teachers from school sites in CPS, a large, urban school district in 

Oklahoma. Participants were selected based on access and proximity to the researcher and based 



62 

on a set of criteria. In order to have participated in the study, the participant must have been (a) a 

principal for a minimum of 2 years and (b) have worked with or currently work with 

alternatively certified (AC) teachers. Purposeful sampling was appropriate for this study because 

it helped to yield insight and a deeper understanding of the phenomenon that was investigated in 

the study (Bloomberg & Volpe, 2019; Merriam, 2009). The target sample size was 10 to 15 

principals, and the study had 11 principals for the final study sample. To recruit this number, all 

66 principals in CPS who were not employed at my current campus were sent a qualifying email 

for recruitment purposes and to identify individuals who met the basic criterion for the study. 

The email to potential participants communicated the purpose of the study and ask for their 

interest in participation. 

Instruments  

 The instruments that were used to gather information from the participants were (a) a 

qualifying email, (b) a prequestionnaire, and (c) an interview guide to carry out the qualitative 

semistructured interviews with each participant. By sending a qualifying email, I was able to 

determine which potential participants met the basic criteria of the study, and a prequestionnaire 

helped to gather basic information on the potential participant and their school prior to the 

interview. The interview guide was developed based on the study’s primary and secondary 

research questions and was used to collect in-depth information on the participants. 

Qualifying Email 

The qualifying email (Appendix B) was sent to all potential participants, including all 

building principals in CPS (i.e., early childhood, elementary, middle, and high school). All 

interested potential participants that met the established criteria were invited to participate in the 

study, with a goal of securing between 10 and 15 participants. The final participants were 
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selected based on who responded to the email on a first come, first serve basis. Those that were 

interested received a follow up email from me with the consent form using the HelloSign 

platform. After receiving consent from the participant, they received a link to the 

prequestionnaire.  

Prequestionnaire  

Following consent, each participant received a link to the prequestionnaire using Google 

Forms (Appendix C). The prequestionnaire asked each participant to report (a) the number of 

years they had been a building principal, (b) the number of years they had been a building 

principal in an urban, low-socioeconomic school, (c) the total number of teachers in their 

building, (d) the total number of AC teachers in their building, and (e) the grade levels and/or 

content areas the AC teachers taught when taking the survey. In the prequestionnaire, I included 

information on the exclusion of teachers who were currently under an emergency certification, 

but could be under a provisional certification if they were currently enrolled in an AC program. 

By using a prequestionnaire, I was able to gather basic information that I needed prior to each 

interview so that I could spend more time on in-depth conversation during the interview. 

Interview Guide 

 The semistructured interviews consisted of questions regarding the participants’ 

experiences and perceptions of AC teachers and their effectiveness. Because I acted as the 

instrument during interviews, and the quality of the knowledge produced in an interview depends 

on the researcher's skills (Brinkmann & Kvale, 2018), I outlined 10 questions that guided me as I 

conducted the interviews. All questions were directly aligned to the research questions developed 

based on Charles M. Nusbaum’s (2002) Teacher Effectiveness Survey (TES) in order to generate 
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knowledge of AC teacher’s effectiveness from an administrative point of view, specifically in 

one urban, low socioeconomic school district. 

 An interview guide was used to conduct the semistructured interviews. The strength of 

using an interview guide is that it allowed for each participant to respond to a series of 

predetermined questions; however, the overall purpose of a semistructured interview process is 

to allow for a fluid investigation of the research topic (Bloomberg & Volpe, 2019). This means 

that although I used the interview guide, the participants’ responses to the predetermined 

questions also helped to drive the direction of the interview, allowing for different ideas, 

concepts, and themes to emerge. I used follow up questions such as “Could you say some more 

about that?’ and “What do you mean by that?” which allowed for the participant to elaborate on 

their experiences and perceptions. The following questions were used in the interviews: 

1. What grade levels and/or content areas are AC teachers currently placed in at your 

school? If you have previously worked with AC teachers, what grade and/or content areas 

did they teach in? 

2. How do you feel about the effectiveness of AC teachers in the area of content 

knowledge? Tell me about your experiences. 

3. How do you feel about the effectiveness of AC teachers in the area of classroom 

management? Tell me about your experiences. 

4. How do you feel about the effectiveness of AC teachers in the area of instructional 

planning? Tell me about your experiences. 

5. How do you feel about the effectiveness of AC teachers in the area of human relation 

skills? Tell me about your experiences. 
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6. How do you feel about the effectiveness of AC teachers in the area of professionalism? 

Tell me about your experiences. 

7. What gaps, if any, in the area of effectiveness do you see in teachers from alternative 

routes? 

8. What strengths, if any, in the area of effectiveness do you see in teachers from alternative 

routes? 

9. What area(s) do you believe AC teachers need support in? 

10. Optional: How likely are you to hire AC teachers? 

 Prior to beginning, the semistructured interview with each participant, the purpose of the 

study was reviewed as well as how confidentiality in the participation and responses would be 

secured. The length of the interview was also discussed. Moreover, I stated that I would be 

recording the interview, transcribing their responses, and discussed how each transcription was 

going to be stored safely to ensure confidentiality and safekeeping. After reviewing this process 

and sharing their participant rights, participants were told they could opt out of the study at any 

time if they felt it was necessary.  

Qualitative Data Collection Procedures  

 After consent was received, each participant received a link to a prequestionnaire via 

Google Forms that gathered personal, demographic, and campus information. The 

prequestionnaire survey gathered basic information on the participant and their experience with 

AC teachers, which helped to guide the conversation and allow for more in-depth semistructured 

interviews. I also used the prequestionnaire to help gather basic campus information to allow for 

triangulation of the study. Triangulation is a commonly used strategy for using multiple methods 

in a qualitative study (Greene, 2007; Greene et al., 1989; Hesse-Biber & Leavy, 2011; Leavy, 
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2017). Bloomberg and Volpe (2019) emphasized that triangulation is critically important when 

attempting to gain an in-depth understanding of the study’s phenomenon. I used the 

prequestionnaire, one-on-one interviews, and member checks to increase the trustworthiness of 

the study, as recommended by Shenton (2004). 

Semistructured, one-on-one, in-person or virtual interviews were used as the data 

collection method for this study. Qualitative interviewing is based on a conversation with 

participants (Kvale, 1996), and has a large emphasis on researchers asking questions and 

listening, and respondents answering (Rubin & Rubin, 1995). Using the aforementioned 

interview guide, and the responses from the prequestionnaire, semistructured interviews were 

used to facilitate a focused, yet fluid investigation of the research topic (Bloomberg & Volpe, 

2019). Predetermined interview questions were used with each participant, but the data collection 

instrument also allowed for an emergent research design. This means that I started and guided 

the conversation with follow up questions, but I also remained flexible and open to the variations 

of meanings that surfaced during the interview process (Warren, 2001). To lead participants to 

tell their own stories, the interview guide questions were open-ended (Kvale, 1996).  

Utilizing semistructured interviews as the qualitative data collection method helped to 

capture the understanding of the perceptions of AC teacher effectiveness through the lens of a 

school administrator. The in-depth interviews allowed me as the researcher to capitalize on the 

experiences of the participants and derive interpretations from their experiences (Warren, 2001). 

This is important because interviews within a case study are most valuable when the 

interviewees are key persons in the organizations, not just the average member of such groups 

(Yin, 2009). Therefore, I conducted one-on-one, in-depth interviews with each school 

administrator that was selected. 
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Data Analysis Procedures 

Thematic analysis was employed to look for frequent themes in the interview transcripts, 

as recommended by Mills et al. (2010) and Smith and Davies (2015). Thematic coding is 

frequently used in case study research to synthesize findings (Mills et al., 2010). Therefore, 

groups of codes were put together to make a theme and then I considered the relationship among 

the categories (Given, 2008). During this portion of the data analysis process, the ultimate goal 

was to discover overarching patterns (Mills et al., 2010) to explain phenomena, indicate areas of 

necessary improvement, and provide an in-depth picture of the experiences of the participants 

(Allen, 2017). 

The Framework Method 

 The framework method (Gale et al., 2013) was used to obtain a holistic and descriptive 

overview of the entire data set. The framework method uses a systematic way of categorizing 

and organizing data, and although it is used in many qualitative research studies, it is most 

frequently used for thematic analysis when the researcher is using semistructured interviews 

(Gale et al., 2013). The framework method uses a matrix, or spreadsheet, where the researcher 

places a summary of the data into codes and cells (Gale et al., 2013). Therefore, I used a matrix 

to provide a structure and systematic way to help reduce the data so that I could analyze it by 

participant, also known as the interviewee, and by code, also known as a label that was assigned 

to a portion of the raw data from the transcriptions of the semistructured interviews (Gale et al., 

2013).  

 The framework method was chosen because it provides a systematic method for 

managing and arranging data, and it allowed me to compare and contrast the identified themes 

across all of the participants’ transcripts (Gale et al., 2013). The framework method has seven 
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stages for analysis that I followed: (a) transcription of all semistructured interviews, (b) 

familiarization with the interview, (c) coding, where all data were classified, (d) development of 

an analytical framework, where codes were grouped together into categories, (e) applying the 

analytical framework, where categories and codes were indexed, (f) charting the data into the 

framework method matrix, and (g) interpreting the data (Gale et al., 2013). 

Ethical Considerations 

As the researcher, it is important that I outline the ethical considerations for the study and 

that I take all necessary steps to address any potential issues that were present during the study 

(Bloomberg & Volpe, 2019). Therefore, in order to protect the participants in my study, 

appropriate procedures were put into place to maintain privacy. This included the use of 

pseudonyms, so that no participant or location was identified by name to ensure anonymity and 

confidentiality. Additionally, to protect the school district that was used for the study’s 

population, a pseudonym was also given. Prior to any kind of data collection, each participant 

received an informed consent form that first explained the purpose of the study and their 

participant rights. Second, the form acknowledged the participants' agreement to participate in 

the study. Each participant was given a copy of their form for their records. Institutional Review 

Board (IRB) approval was submitted to Abilene Christian University and granted before any data 

were collected.  

Prior to interviews, participants were given the same rights, opportunities, and 

protections. I also explained that all interviews were going to be conducted via video conference 

using the platform Google Meet. Moreover, I explained the interview transcripts would remain 

secure and would be stored separately in my personal Google Drive for confidentiality, and 

safekeeping (Poland, 2001). Following the interview and transcription process, I used the 
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concept of member checks (Shenton, 2004) and each participant received a copy of their 

interview transcription to ensure their words matched the intent of their response, increasing the 

credibility and trustworthiness of the study. As the qualitative researcher in this study, I ensured 

that an in-depth review of how each step of the research would be conducted was shared so that 

trustworthiness and credibility would be strengthened (Ryan et al., 2007).  

Assumptions 

In this study, I assumed that the data that was collected would be accurate, valid, and 

reliable. A strength of a qualitative study is the validity and the reliability of the study’s findings 

are strengthened because they are based on the perspective of the participants (Creswell, 2013). 

Validity and reliability are also strengthened through the process of triangulation, which was 

used in this study to provide a rich and thick description of perceptions of the participants 

(Leavy, 2017) with a goal to increase the study’s trustworthiness (Shenton, 2004). This study 

assumed that all participants would provide honest, forthcoming responses that reflected their 

own lived experiences and perceptions (Patton, 2015). Moreover, each participant was provided 

with a definition and explanation of what an AC teacher is in the state of Oklahoma and what the 

state-approved alternative paths are to obtaining an alternative teacher certification. This 

excluded teachers who were currently in the classroom under an emergency certification, but 

could have included those under a provisional certificate if they were currently participating in 

an AC program at the time of the study. It was assumed that all participants were able to 

decipher between these two pathways into the classroom.  

Summary 

Chapter 3 presented the qualitative case study research design and why it was suitable as 

the methodology for this study. Researchers who want to better understand the lived experiences 
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of their participants will opt for this type of methodology. I selected this methodological design 

so I can better understand the principal’s experiences and perceptions of AC teachers and their 

effectiveness in one urban, low socioeconomic school district in Oklahoma. In this chapter, I also 

discussed the population and study sample, as well as the qualitative data collection procedures 

and instruments that were used. Before any sampling procedures took place, I explained that a 

qualifying email was sent to all CPS administrators and after the initial sample of participants 

were selected, a prequestionnaire was distributed to gain more insight on the participants, and an 

interview guide was used to help facilitate the semistructured interviews with each participant.  

The data analysis procedures that were used were also described and included the process 

for thematic analysis that was employed to look for frequent themes in the interview transcripts. 

The framework method and its seven stages that were used were also explained in this chapter as 

the systematic way of categorizing and organizing the data as recommended by (Gale et al., 

2013). Following this, the ethical considerations were outlined to ensure the protection of 

participants and that all necessary procedures were put in place to maintain the school district’s 

and participants’ privacy, anonymity, and confidentiality. I outlined how I receive IRB approval 

and informed consent from all participants. Finally, all assumptions, limitations, and 

delimitations were described and explained.  

Chapter 4 provides an in-depth summary of the data collection process and the analysis of 

the data that was obtained from the semistructured interviews and results. The themes that 

emerged from the study will be presented and expounded upon. 
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Chapter 4: Results 

The purpose of this qualitative case study was to generate knowledge of alternative 

pathway teachers’ effectiveness in the classroom from an administrative point of view, 

specifically in urban, low socioeconomic, high-risk schools. While prior studies have compared 

TC and AC teachers, it was not clear how prepared AC teachers are to be effective in the 

classroom. Prior literature showed contrasting results on the effectiveness of teachers from 

alternate pathways. Therefore, this study was designed to determine the areas in which AC 

teachers need the most support. Data were collected to address the study’s primary research 

question, “How do school administrators perceive the effectiveness of AC teachers?” 

This chapter is a summary of the data collection processes, the analysis procedures that 

were conducted from the semistructured interviews, and the results of the study, including the 

themes that emerged. Themes are presented and discussed in detail, supported by statements 

from the participants.  

Summary of the Data Collection Process 

This study used a single qualitative case study design for data collection. After receiving 

IRB approval (Appendix A), purposeful sampling was used to select participants 10-15 school 

administrators who currently or had previously worked with AC teachers from school sites in 

CPS, a large, urban school district in Oklahoma. A qualifying email was sent to all 66 principals 

in CPS who were not employed at my current campus to communicate the purpose of the study, 

to identify individuals who met the basic criterion for the study, and to ask their interest in 

participation.  

Prior to the implementation of the study, a field test was administered to ensure the 

prequestionnaire, interview guide, and technology that would be used were viable and sought to 
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answer the study’s primary and secondary research questions. One of the field test participants 

was not eligible to take part in the study as they were employed at the same school site as me; 

one was eligible to participate in the study, but opted not to due to time restraints, and the last 

field test participant was a family member. The technology that was tested during the field test 

was the HelloSign platform where the consent form would be sent, the prequestionnaire using 

Google Forms, the interview platform using Google Meet, and the transcription add-on service, 

Google Meet transcription. The feedback given by all three field test participants on the study’s 

instruments and technology platforms were used to improve the validity, reliability, and 

trustworthiness of the overall study. 

 The final sample consisted of 11 principals in elementary, middle, and high schools in 

CPS that agreed to participate in the study by first signing a consent form, then completing a 

prequestionnaire and a semistructured interview. The prequestionnaire consisted of five 

questions designed to gain basic insight into the participants’ personal, demographic, and campus 

information. Semistructured interviews were conducted via Google Meet, a video conference 

platform. Each semistructured interview consisted of 10 open-ended questions designed to gain 

insight into the lived experiences of the administrators and their perceptions of AC teachers and 

their effectiveness. The data and thematic analysis process began by using the framework 

method (Gale et al., 2013), which consists of seven phases. The phases included (a) transcribing 

the semistructured interviews using Google Meet transcription, (b) utilizing member checks and 

sending each participant a copy of the transcription via email to check for validity while I 

familiarized myself with each interview, (c) coding based on keywords and phrases, (d) 

developing an analytical framework, where codes were grouped together into categories, (e) 

applying the analytical framework, where categories and codes were indexed, (f) charting the 
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data into the framework method matrix, and (g) interpreting the data (Gale et al., 2013). The 

initial matrix used Google Sheets, where I categorized each participant by name and by type of 

school (elementary, middle, and high). Following this, I began inserting their direct quotes, 

keywords, and phrases into the matrix by interview question to organize the data. Printed copies 

of this matrix were also used for readability purposes. The final framework matrix (Appendix E) 

was organized in a clearer fashion for the reader and contained three columns that include 

categories, themes, and evidence of paraphrases of direct quotes from the participants on their 

perceptions of and experiences with AC teachers and their effectiveness. After the framework 

matrix was created, all transcripts were reviewed again to ensure correct interpretation.  

Presentation of Findings  

 The data were collected from 11 participants who were current principals in CPS, the 

largest school district in Oklahoma at the time of this study, serving 66 schools and 45,000 

students. All participants were assigned a pseudonym consisting of a letter for their school type 

(i.e., E for elementary, M for middle school, and H for high school) followed by a number. The 

first part of the presentation of findings includes an overview of the participants’ profiles, the 

second part includes the findings from the prequestionnaire, and the third part includes the 

interview findings. 

Participant Profiles and Prequestionnaire Findings 

 All 11 participants included in this study were principals for a minimum of 2 years, 

worked in CPS, and previously worked with or currently worked with AC teachers at the time of 

the study as these were the study’s basic criteria. Table 1 is an overview of the participant 

profiles. 
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Table 1  

Participant Profiles 

Pseudonym School type # of Years as a Principal 

ES1 Elementary   7 

ES2 Elementary   2 

ES3 Elementary 17 

ES4 Elementary 12 

ES5 Elementary   2 

ES6 Elementary 10 

ES7 Elementary/Early 

Childhood 

  2 

MS1 Middle   6 

MS2 Middle 12 

HS1 High   5 

HS2 High   7 

 

Interview Findings 

 All 11 participants who submitted a prequestionnaire also participated in a semistructured 

interview using the platform Google Meet. The interviews were scheduled after consent forms 

were signed and while participants were filling out their prequestionnaire using the platform 

Google Forms. The interviews took place in December of 2021, and each one lasted between 20 

and 45 minutes each. 

 During the interviews, I used an interview protocol (Appendix D). Interview Question 1 

confirmed information that the participant gave in the prequestionnaire about the grade levels 
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and/or content areas AC teachers were currently placed in at their school or the grade and/or 

content areas they previously taught. Interview Questions 2-6 were based on Nusbaum’s (2002) 

Teacher Effectiveness Survey (TES), in order to generate knowledge of AC teachers’ 

effectiveness from an administrative point of view. These five questions aligned to the five 

teaching domains in regards to teacher effectiveness: (a) content knowledge, (b) classroom 

management, (c) instructional planning, (d) human relation skills, and (e) professionalism. 

Interview Question 7 was designed to determine what gaps, if any, in effectiveness the 

participants see, while Interview Question 8 was designed to determine what strengths, if any, in 

effectiveness the participants see in teachers from alternative routes. Interview Question 9 asked 

the participants what area(s) they believed AC teachers needed support in, and Interview 

Question 10 asked the participants how likely they were to hire an AC teacher. The results in this 

section are based on the responses from the participants from the 10 interview questions. 

 Content Knowledge. Interview Question 2, “How do you feel about the effectiveness of 

AC teachers in the area of content knowledge? Tell me about your experiences,” was designed to 

gain insight into the participants’ perceptions of and experiences with AC teachers in the area of 

content knowledge. Of all the areas of teacher effectiveness, responses from participants 

regarding content knowledge included the most mixed, and contrasting answers. There were four 

categories into which the participants’ responses fell. The first, and most prominent category 

(stated by four of the 11 participants), was that AC teacher effectiveness with content knowledge 

varied with the individual person. Many of these participants noted that personality and mindset 

are the strongest factors that contribute to an AC teacher’s effectiveness with content knowledge.  

 ES1 stated that content knowledge varied amongst the three AC teachers she had, but it 

“really depended heavily on their kind of mindset, their growth mindset. I would say that, 
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coming in, they would have almost no content knowledge, but with the right mindset, some of 

them really improved over time.” ES5 had similar perceptions and experiences, stating “it 

depends on the person to be honest; it is really based off that individual, and their self-interest 

and personality.” She further stated that AC teachers who have come from other careers have 

been so invested in becoming a teacher that they do their own research to learn their content area, 

while others do not show that same effort. ES3 added a similar sentiment, that “most of what 

makes you effective is your personality, especially with content” and that some AC teachers 

have other experiences that contribute positively to their effectiveness with content knowledge, 

while others might not. Finally, MS2 also agreed that content knowledge effectiveness varies. 

She stated: 

Content knowledge is an area of concern for me because the way our state sets it up is 

you have to have related experience to your content area to be able to even be qualified 

for AC. But it appears they have loosely applied what that 2 years of experience really 

means. 

However, MS2 further explained that “it has been a case by case basis at my campus, and it just 

depends on the person” and that although content area is a concern for her in general, regardless 

of certification, she has had experience with teachers in her middle school with previous careers 

in the content area they are currently teaching. For example, MS2 had a teacher who was a 

practicing scientist and had worked in the field of geology for numerous years before coming to 

the classroom. MS2 stated:  

I have a high level of confidence in her content area knowledge, but another applicant for 

the same position who had some science background and was able to take an alternative 

route could not hold a candle in comparison to her content knowledge. 
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 The second category that emerged was AC teachers were knowledgeable in the area of 

content knowledge. ES4 stated that of the two current AC teachers at her school, “they are 

actually very knowledgeable about their content area, and those with prior experiences…they 

really studied, know, and understand it.” ES1 shared a similar belief. She stated, “My gold star 

was my fourth grade AC teacher. She was a journalist before she became a teacher.”  

 HS2 had similar experiences with his three AC teachers, and other previous AC teachers 

he worked with. He stated: 

The AC teachers I have worked with have an expert level, or at least proficient, level 

knowledge of their content, and with this, they are able to make connections between the 

curriculum and real-life experiences from what they knew in another career and bring 

that to their classroom. 

In a similar response, the other high school participant, HS1, also discussed that in the area of 

content knowledge, his AC teachers were strong, just like his TC teachers. He stated, “Most of 

the AC teachers I have hired, when it comes to content knowledge, they have it.” He provided an 

example of one of his AC science teachers who came to his school as a second career. He shared, 

“He has great background knowledge of science, and he could stand with the best of them I 

believe.” 

 The third category that emerged from the interview responses was the opposite, and 

participants believed AC teachers’ content knowledge was inadequate. In fact, one of the 

participants, ES6, described that AC teachers’ and their content knowledge are vastly inadequate, 

and they do not come to the classroom ready. She compared a surgeon and a teacher. She stated, 

“You cannot just learn content knowledge. I couldn’t learn to do a surgery while I was doing the 

surgery. AC teachers need adequate preparation or student teaching before coming to the 
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classroom.” The other participant, ES7, had similar beliefs but it varied slightly by grade level. 

The AC teachers she had previously worked with in third through sixth grades, lacked 

significantly in content knowledge, while she thought previous and current AC early childhood 

teachers did slightly better in this area. She emphasized that she believed some AC teachers 

know the concept they are teaching, but lack the ability to teach it and help students understand 

it. However, she clearly stated, “I feel like children suffer in this area with an AC teacher 

because they don’t have the knowledge, training, and experience to do the job.”  

 The fourth and final category in content knowledge was that AC teacher effectiveness in 

the area of content knowledge is similar to those who are TC, and that all teachers regardless of 

certification, need continuous support in this area. ES2 emphasized this by explaining that he 

believed all AC teachers in his school needed the same level of support with content knowledge 

as his TC teachers. He stated, “I do not see them as different; they’re kind of in the same 

category as everyone else with content knowledge.” He then went on to state that scripted 

curriculum and coaching helps his AC teachers in this area. MS1 had similar experiences. Of the 

17 AC teachers at her middle school, none of them have come to her with strong content 

knowledge, but that is similar to her TC teachers. She further stated, “Even as a previous 

elementary principal, my experience was the same, but it has just been more apparent and 

evident for me with my current staff because middle school teachers are more content focused.” 

MS1 continued to explain that all her teachers need support in this area, and their professional 

development is mainly focused on content knowledge development. 

 Classroom Management. Interview Question 3, “How do you feel about the 

effectiveness of AC teachers in the area of classroom management? Tell me about your 

experiences,” was designed to gain insight into the participants’ perceptions of and experiences 
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with AC teachers in the area of classroom management. Most of the responses from participants 

to this prompt were that they had mixed experiences, with the majority of their AC teachers 

struggling initially with classroom management, or in different ways. Similar to the domain of 

content knowledge, among the responses, many of the participants reported personality, mindset, 

temperament, and even an individual’s natural ability as factors contributing to an AC teacher’s 

effectiveness with classroom management. Others noted that all new teachers, whether they are 

TC or AC, struggle with classroom management. A few participants stated that those with 

previous experience with children in other capacities showed stronger classroom management 

ability. 

 Seven participants (ES1, ES2, ES3, ES5, MS1, MS2, and HS2) stated that although their 

experiences were diverse, all of their AC teachers struggled initially and in different ways with 

classroom management. For example, ES2, ES3, and MS1 stated that classroom management is 

something that new teachers need to work on, regardless of their certification. HS2 reported 

mixed but mostly below average experiences with AC teachers and classroom management and 

that support needs to be provided. However, he mentioned previous experience with their content 

does increase effectiveness. He stated: 

For example, my visual art AC teachers have such a respect level that when they engage 

with students, they're able to make connections because of the authenticity of their work 

and what they're asking students to be able to do that, sometimes, I see a carryover in the 

overall management, which everything is based in as, you know, respect between the 

teacher and the student. 

MS1 also agreed, stating, “It takes a couple of years to build that confidence and efficacy as a 

teacher and go into the classroom and do it well.” ES2 and ES3 shared similar perceptions, such 
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as the idea that in classroom management, you “learn as you go” no matter what pathway one 

takes to enter into the classroom, and it “takes anyone a couple of years to get good at this no 

matter their certification.” 

 ES2, ES4, ES6, and ES7 brought a different perspective, discussing AC teachers with 

previous experience in ACPs or working with children prior to entering the classroom. Although 

ES4 and ES6 stated most AC teachers needed improvement in the area of classroom 

management; both principals have worked with AC teachers from the ACP, TFA program. Both 

shared that, although their classroom management experiences have been mixed, TFA teachers 

excelled in classroom management. ES4 stated, about one of her AC teachers training with TFA, 

“The training they received in addition to anything the district provided was very useful. They 

did an excellent job.” She further explained that two of her AC teachers, “are actually some of 

my team leads, and they are kind of a step ahead of all the other AC teachers I have.” ES6 shared 

she thought some people are just natural with classroom management, and an individual either 

has the with-it-ness and personality or one does not. For example, she stated, “I’ve got seasoned 

teachers with master’s degrees in education that are not always kind and patient with children,” 

and then, she explained teachers from the ACP, TFA, did immensely better in this area of 

effectiveness. ES2 also discussed the previous experience of his AC teachers that helped with 

classroom management. Talking about one of his AC teachers, he stated, “Even though she is an 

alternative cert, she grew up in an environment where she's very familiar with how to set up the 

procedures for a classroom and how to make that work.” The teacher she described is a current 

Pre-K teacher, but previously worked at her mother’s daycare. ES2 also discussed an AC teacher 

that worked as a teacher in Costa Rica prior to coming to his school. He shared that her prior 

experience helped positively impact her ability to manage a classroom. HS1 also had mixed 
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experiences, but felt as though he actually sees more issues with TC teachers and classroom 

management based on his unique alternative school setting. He also commended the TFA 

teachers he had worked with in the past and attributed their success in this area to their training 

and work ethic. HS1 shared: 

AC teachers chose this profession, and they know what's out there as opposed to coming, 

straight out of, say, college going straight into teaching and really not having any type of 

work environment outside of education. I have teachers that are ready to retire that have 

never been in the workforce…never been out of a school environment. So, the only work 

experience they have is school. I think there's some advantages to that just as much as 

there is advantages to the second or third career people, but for some reason, my AC 

teachers do better in this area in my setting. 

This shows that some participants believed AC teachers, depending on their previous experience, 

can be effective in classroom management. 

 Instructional Planning. Interview Question 4, “How do you feel about the effectiveness 

of AC teachers in the area of instructional planning? Tell me about your experiences,” was 

designed to gain insight into the participants’ perceptions of and experiences with AC teachers in 

the area of instructional planning. As with some previous categories aforementioned above, 

personality and mindset were factors that were mentioned in some interviews in relation to 

instructional planning. However, most of the responses from participants to this prompt related 

to this being one of the weaker areas of effectiveness. Like content knowledge and classroom 

management, a few participants shared that all teachers struggle in this area and need support 

regardless of certification. Both middle school participants, MS1 and MS2, shared that all of 

their teachers need work on instructional planning. MS1 stated, “I have a lot of teachers, AC and 
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not, who know the basics of lesson planning, but as far as the delivery of the lesson, that seems 

to be where the disconnect is.” MS2 shared similar perceptions, stating: 

I think we’re all struggling with this right now, whether you are traditionally or 

alternatively certified. Most AC candidates did not set out to be teachers. I think AC 

teachers come in, and they probably have one expectation, and most of them I’ve seen are 

completely overwhelmed with the level of planning and complexity that is required just 

because they haven’t been exposed to it yet.  

One of the elementary participants, ES2, also shared that AC teachers need more support in this 

area, but he believed all teachers on his campus need to work together to grow in instructional 

planning. He said, “We have all had to rethink the way we approach planning. So, it is definitely 

a learning process for all of us, not just those who are alternative. It’s about wanting to learn and 

grow.” 

 The majority of participants stated AC teachers are extremely weak in the area of 

instructional planning. About half of the elementary principals believed their AC teachers came 

to them with large gaps in effectiveness in the area of instructional planning. Both high school 

principals in the study believed this was the more significant deficiency of their AC teachers. 

HS1 commented that because AC teachers in the area of instructional planning did not get 

adequate training or courses on pedagogy, they are left to “learn on the job.” HS2 explained that 

instructional planning is: 

A much more significant deficiency. AC teachers have to quickly learn how to lesson 

plan, unit plan, wrestle with scope and sequence, and any of the other number of things 

we ask them to do. We'll see a much stronger lesson planning strategy from TC teachers. 
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 However, two of the elementary principals had more positive perceptions of AC teachers 

and their effectiveness with instructional planning. According to ES4, in regards to instructional 

planning, she stated, “On a scale of one to five, I would say they are probably a four.” She 

further supported this statement by saying a few AC teachers she has worked with in the past 

have struggled in this area due to simply lack of experience, but the TFA teachers she has had 

have been much more successful. She stated: 

My TFA teacher, she is phenomenal with instructional planning. In fact, we video her 

and send her to other teachers because she has an amazing understanding of what we’re 

doing and how to create and implement a lesson cycle and look at data. I am attributing a 

lot of that to the extra training she had and her drive. 

ES6 further supported these statements by stating, “instructional planning is probably the easiest 

area” for AC teachers. She explained that we give them the template, much of the curriculum is 

scripted, and with the right preparation before teaching, an individual can be successful. ES6 also 

mentioned her AC teachers who are current or previous TFA teachers have done really well with 

instructional planning. 

 Human Relation Skills. Interview Question 5, “How do you feel about the effectiveness 

of AC teachers in the area of human relation skills? Tell me about your experiences,” was 

designed to gain insight into the participants’ perceptions of and experiences with AC teachers in 

the area of human relation skills. All 11 participants shared similar perceptions of their 

experiences with AC teachers and their effectiveness with human relation skills. Unanimously, 

all participants believed AC teachers have human relation skills, but many commented on the 

fact that an individual’s personality is what will determine how successful they are in this area of 

teaching.  
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ES3 stated, “I think ACs are all fairly professional. But it makes me wonder if so much of it is 

just your personality and not that you are AC.” Likewise, ES4 commented, “I feel like they are 

effective. I don’t know if this is a trend just because they are AC or just their personality.” ES6 

shared that it all comes down to personality, with-it-ness, and those traits either come naturally, 

or they do not. ES2 went on to state: 

It has a lot to do with your personality. I don’t know if they are any different from people 

who are TC. If you have a personality that is agreeable, and you can cooperate with 

others…you’re gonna be fine. If you don’t, no matter what pathway you take, you’re 

going to struggle.  

 All of the secondary participants (middle and high school) shared similar perceptions of 

human relation skills and personality. MS2 shared: 

We can teach you a lot of things but I can’t always teach you personal and interpersonal 

personality skills. My two AC teachers, their personalities and their temperaments are 

definitely an asset that compensates for their instructional deficits at times. 

HS1 commented, “I think people have people skills regardless of what credentials they hold. You 

either know how to get along with people or you don’t. I don’t think their certification makes 

them people-people, but their personality does.” HS1 continued: 

I know we don't get that type of training (human relations) in teacher prep courses, you 

get some classroom management training in teacher prep courses. But I think that these 

are skills that you either have or you don't, and if you don't have them, you're not going to 

work out in my building, and you won't stay there long. 

 Other participants mentioned previous experience in other careers as another concept that 

helped increase effectiveness with human relation skills, while others without previous 
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experience may need to improve in this area. HS2 stated, “Their prior careers and their prior 

authentic experiences in a real world context created a strong ability to make quality 

relationships and interactions with people.” ES1 shared about AC teachers who worked in a 

business job prior to coming to her school. She stated, “It seemed very easy, their 

communication.” She further stated that she had a first grade AC teacher who worked in 

insurance, and one in upper elementary that worked as a journalist. They had experience working 

with adults that helped in her school setting. However, ES1 did mention that all three really were 

unsure how to initially approach children, and they had to work on that. 

 Professionalism. Interview Question 6, “How do you feel about the effectiveness of AC 

teachers in the area of professionalism? Tell me about your experiences,” was designed to gain 

insight into the participants’ perceptions of and experiences with AC teachers in the area of 

professionalism. Most participant responses fell within the same category with their perceptions 

of AC teachers and their effectiveness with professionalism. Ten out of the 11 participants 

believed their AC teachers had adequate professionalism. Personality and previous experience 

were common factors in many of the participants’ responses to this prompt. ES1 stated, “It 

always goes back to personality.” Two out of the three current AC teachers at her site had strong 

professionalism, while the other struggled a bit in all areas, including professionalism. ES5 also 

discussed personality, stating, “It is the same as TC; it really is just based on their personality 

more than anything, you know, if they are type A, type B, or something else.” ES3 agreed and 

commented, “I think all of my AC teachers are fairly professional. But, I wonder if so much of it 

is just your personality and not that you are alternatively certified?” ES2 felt as though, in his 

experience with AC teachers, he has never had any issues or concerns regarding professional 

behavior. MS2 also discussed personality, but also mentioned she sees no difference between AC 
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teachers and their TC peers in regards to professionalism. In fact, she stated, “I can say that with 

confidence; unless they’ve told somebody in the building, their colleagues don’t know they’re 

AC.”  

 Three of the four secondary participants (middle and high school) made remarks about 

how the AC teachers they had worked with actually brought a higher sense of professionalism 

than their TC counterparts. MS1 stated, “I think I probably see it more with alternatively 

certified teachers” and went on to explain her rationale. In regards to AC teachers, MS1 stated: 

They often have no idea what they are doing, and so they’re more like sponges and don’t 

want to make a mistake and want to adhere to their professional responsibilities versus 

veteran teachers. A lot of my veteran teachers are really comfortable where they are, 

which can come out negatively at times in their professionalism. 

HS1 shared a similar sentiment and stated that AC teachers “tend to have a little bit more respect 

for the profession and more professionalism coming in. They are respecting all professional 

protocols, while some of the long-term teachers tend to treat things with a less degree of 

professionalism.” MS2 also felt as though her AC teachers had strong professionalism, especially 

in the areas of timeliness, punctuality, and respecting school expectations. 

 Gaps. Interview Question 7 was designed to gain insight into the participants’ 

perceptions of specific gaps of AC teachers. The seventh question was, “What gaps, if any, in 

effectiveness do you see in teachers from alternative routes?” Responses from participants 

regarding gaps were varied. There were three categories into which the participants’ responses 

fell. The first was a gap in classroom management. This was also the category that at least half of 

the participants mentioned in their interviews as a significant gap for their AC teachers. ES6 

stated, “A big need is classroom management and organizational skills.” ES4 shared almost 
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exactly the same perception. ES4 stated that her “AC teachers have a gap in their ability to 

manage a classroom and basic organizational skills” but then went on to comment that she sees 

this gap in any new teacher, not just those who are AC. She stated, “It is just from lack of 

experience.” ES1, ES2, ES3, and ES7 all mentioned classroom management as the specific gap 

in their AC teachers.  

The second category was a lack of instructional strategies or tools on how to teach and 

understanding how students learn. HS1 stated, “Gaps I see are not having the toolbox or the right 

methods that other teachers have to find the way to reach students.” He elaborated, “In my 

setting, I think the AC teachers are looking for the structure to be there for them if that makes 

sense. But a lot of it’s just going to be trial and error.” ES5 perceived her AC teachers as having 

a gap in “just knowing or having strategies and how to present standards to students. They just 

don’t have any teaching strategies yet because they don’t have the experience.” ES1 also 

mentioned the lack of instructional strategies, specifically to be able to meet the needs of her 

high level of English language learners. MS2 shared similar perceptions, but was not sure if she 

would call it a gap or just a characteristic difference but, “AC teachers have a level of 

underprepardness for the complexity that goes into teaching.” However, then she shared: 

But we even have regular certified teachers in year five, six, and seven, and they’re still 

struggling with standards-based instruction and best instructional strategies; it’s all the 

more of a struggle for teachers who are not TC. However, this is exactly what I would 

expect to have a gap in.  

The third category was understanding child development and how students learn. In regards to 

gaps that he sees, HS2 stated, “It just goes back to pedagogy. It’s a very intimate understanding 

of how students learn…and this can be difficult for new and AC teachers without any 
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experience.” ES3 spoke on the importance of knowing the development level of children. She 

stated, “It would really help if AC teachers had some childhood psychology classes. With that, I 

feel like many other areas of teaching would improve because that background knowledge is 

important. But, I believe people can learn this.” 

 Strengths. Interview Question 8, “What strengths, if any, in effectiveness do you see in 

teachers from alternative routes?” was designed to gain insight into the participants’ perceptions 

of specific strengths of AC teachers. Responses from participants regarding strengths were 

varied as well. There were two distinct categories into which the participants’ responses fell; 

however, some participants overlapped into more than one category, pointing out the multiple 

strengths of their AC teachers. The first strength discussed was their mindset. Specifically, AC 

teachers’ willingness to learn and desire to improve. ES4, ES5, and ES6 all expressed this was a 

common experience and perception they had of their AC teachers both past and present. ES4 

stated that her AC teachers are “extremely willing to learn.” She further stated, “They take 

feedback exceptionally well. They don’t always know how to implement it, but they are more 

receptive than other teachers. They listen. And they’re leaders. Several of them are very strong 

leaders in my building.” ES5 shared a strength of her AC teachers and stated, “They have a 

willingness to be coached and a desire to learn. Many of mine take it upon themselves to 

research and self-teach.” ES6 shared a similar sentiment that all her AC teachers have had a 

desire to be super successful. HS1 also discussed his AC teachers and their strong work ethic and 

desire to improve. 

The second category was that AC teachers bring previous experience and a new and fresh 

perspective. ES1 explained her AC teachers brought “a new outlook on life, and sometimes, they 

bring a little bit more of a fresh perspective, and even a sense of joy to the building.” MS1 shared 



89 

her AC teachers had a “blank slate and new perspective.” She further explained that her AC 

teachers have “a willingness to work towards our school vision” and that with “TC or veteran 

teachers, I have to help them unlearn a lot of ineffective strategies versus AC teachers. They just 

kind of jump in with an open mind, and it’s easier for them.” HS2 built on this by sharing how 

his AC teachers bring a real-world perspective to their students. He also shared that his AC 

teachers seem to be more prepared to create unique experiences for students and recognize how 

to meet the needs of students in their distinctive programs they offer than TC teachers. HS1 also 

shared his AC teachers bring a “sense of excitement and new ideas.” ES2 and ES3 also agreed. 

ES2 felt as though his AC teachers brought the diversity his team needs and that AC teachers 

have unique backgrounds that can be positive in the classroom. He also mentioned, “Some of 

them might be a little bit older and more experienced in life, and so, sometimes, that can be a 

strength: their level of maturity.” ES3 believed that depending on their previous experience and 

the subject matter they teach, “they can bring many strengths that make them successful.” 

The third category that was identified as a strength was professionalism. For example, 

ES4 stated, “None of them have an issue with school hierarchy...they don’t try to overstep. 

Several of them are strong leaders in my building, but they don’t overstep their boundaries.” ES6 

stated, “They show up, they’re ready, and they are here every day. They are never absent. That is 

a big deal in our schools.” MS2 built on this same idea and shared: 

Most of the time AC teachers have had jobs previously, and they would look at what 

other teachers do, and they would say that it would never fly in a real job. You can’t 

come to work 17 times late and still keep your job in the other world. So, they bring a 

sense of realness to the position of what happens when you’re not surrounded by certain 

protections that teachers have. 
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Many participants continuously reported that AC teachers’ professionalism was above average 

and this was something they valued. 

Areas of Support. Interview Question 9, “What areas do you believe AC teachers need 

support in?” was designed to gain insight into the participants’ perceptions of area(s) in which 

AC teachers need support in. There were also three distinct categories into which the 

participants’ responses fell. First, classroom management was identified as an area in which AC 

teachers need support. ES6 shared that her AC teachers needed the most support in the area of 

classroom management. ES4 echoed this by stating, “Classroom management at first is probably 

the best thing we can do for them. Helping them get those systems in place that are going to 

make their classrooms run really well.” ES2, ES3, and MS1 also shared similar perceptions; 

however, all three participants mentioned that the need for classroom management support is not 

isolated to just AC teachers. For example, ES2 stated, “I think classroom management is an area, 

but I think a lot of people need help with that. So, that is not exclusive to just alt certs.” ES3 had 

comparable responses. She stated, in regards to AC teachers, “At the beginning, how to set up a 

classroom is necessary because they’re really clueless about that. Alternative people and brand 

new teachers that are TC have the same needs.” MS1 shared, “classroom management is a need, 

but that’s all new teachers in general.”  

The second category that emerged was instructional strategies. Many participants 

expressed their AC teachers needed support in areas of how an instructional cycle works: how to 

assess, look at data, and plan for instruction. HS2 explained this by stating AC teachers need 

support in “instructional planning and that continuum that we know of, how to identify learning 

targets and standards, unpack those standards, assess students, and then developing instructional 

cycles. That in and of itself seems to be the weak point for them.” MS2 shared, “AC teachers 
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need support on what does an assessment do and how you use it to plan for meeting different 

student’s needs.” ES5 and ES6 both mentioned the need for support in looking at data, standards-

based instruction, and developing strategies to teach. ES5 specifically mentioned support with 

instructional strategies for small group instruction. 

The third category that emerged did not determine a specific area in which AC teachers 

need support, but rather, what participants believed teachers needed in order to feel supported—

ongoing support through professional development and on-the-job training. ES1 emphasized the 

importance of offering targeted and ongoing professional development (PD) opportunities for her 

AC teachers. ES4 also stated, “Providing PD as they’re ready for it without it being 

overwhelming for them is really important.” HS1 also believed his AC teachers needed ongoing 

professional development and workshops. ES1, ES2, ES4, ES6, and ES7 also all mentioned how 

imperative it is to have a strong mentor program and for all AC teachers to be assigned to a 

mentor that can support them. ES7 stated, “AC teachers need a mentor teacher or we’re going to 

continue losing them because we are throwing them into a classroom and we’re not giving them 

support.”  

 Other participants discussed AC teachers who had received immense support from their 

ACP. ES4 mentioned that her AC teachers that were a part of the ACP TFA had this ongoing 

opportunity, and she believed this is what made them successful. ES7 shared a similar response. 

She stated: 

They need on the job training. Like TFA for those that are AC teachers that I know are 

phenomenal, but they get intensive training before and they have on the job training the 

whole time they are teaching. They feel fully supported and prepared. 

ES6 also commented: 
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My TFA teachers were really successful because of their training and support. I then also 

place them on teams with my strongest teachers and a mentor so they have people who 

can lead them in the direction they need to go. 

Similar to TFA’s training model, a few participants mentioned the need for AC teachers to have 

a boot camp or ongoing ability to learn with other AC teachers. 

 Hiring. Interview Question 10, “How likely are you to hire AC teachers?” was designed 

to gain insight into how likely the participants would be to hire an AC teacher. Nine out of the 11 

participants expressed that it was highly likely they would hire an AC teacher. The other two 

mentioned that although they would consider hiring an AC teacher, their goal was to have a 

highly qualified TC teacher in all of their classrooms. There were two categories that surfaced 

from the interviews; however, some participants overlapped into more than one category, 

pointing out multiple factors they look for when hiring AC teachers. The first was growth 

mindset and personality. Many participants shared that this was one of their largest determining 

factors when hiring. ES2 stated, “I think if they have the right mindset…a growth mindset…then 

I would hire them.” He also mentioned looking for candidates that have had some experience 

with kids. ES1 shared, “if their personalities stick out and you can tell they want to grow” then 

she would hire the candidate. HS1 and MS2 also look at mindset. HS1 commented: 

I'm highly likely to hire a good teacher, and good teacher is someone who likes teaching, 

likes our children, and has the personality and mindset to do it. The certification comes 

secondary. So, if an AC teacher was to walk into my office and interview for a job, I'm 

just as likely to give them the job as I am a TC teacher. 
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MS1 also stated, “I am more probably likely to hire an AC teacher than a TC teacher. I’ve seen 

different motivation, different energy, and overall mindset from AC teachers in their risk-taking 

and willingness to jump in and try new things.” 

Other participants mentioned a teacher’s mindset and their ability to receive feedback. 

For example, ES5 shared, “I focus on coaching; are you coachable? Do you have the mindset to 

receive feedback and new ideas?” ES6 commented, “If they are open to growing and being 

coached then it’s extremely likely I will hire them.” ES6 also wanted to ensure they are willing 

to work with a mentor. ES4 emphasized the importance of AC teachers being willing to learn 

and be coached, stating: 

If they are exhibiting those traits that I'm looking for such as, you know, the passion and 

the energy, enthusiasm, and the willingness to learn and be coached, they do not need to 

be TC for me to hire them.  

The final category that emerged was that participants would be likely to hire an AC 

teacher if they were the best fit for the position. For some of the participants, this even meant 

regardless of the certification. For example, ES1 shared that she likes to look at their degree and 

if it could be transitioned easily into a content area she needed at the time. ES3 stated, “I am not 

opposed to considering a teacher that is AC. I think you just go with who you think will be the 

best fit in your school.” Although MS2 indicated a strong commitment to hiring highly qualified 

TC teachers for all positions because their school’s unique context, when interviewing AC 

teachers, she reported looking to see if they can “bring something to our students we otherwise 

wouldn’t be able to offer without them.” For example, she stated, “Having an actual scientist 

who has had science experience and a doctorate in geology who wants to teach in a STEM 

school? That is a ‘no-brainer’ for me.” HS1 shared similar sentiments, stating: 
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My school has such unique programming that the advantages of an AC teacher really 

play in our favor (for example, in our theater program, you want the curriculum to drive 

the day), but when you hire people and they have real-world authentic experiences in 

theater as a career field…that is a synergy that makes an excellent learning experience for 

students. 

HS1 stated that he looks for those unique backgrounds and experiences in AC teachers and, if 

they are the right fit, he will hire them. 

Emerging Themes 

 Six themes surfaced after reviewing the participants’ basic information on the 

prequestionnaire, the responses from the interview questions, and utilizing the framework 

method (Gale et al., 2013) for thematic data analysis. All themes that emerged aligned with the 

study’s primary research question and the five secondary research questions, which sought to 

determine how school administrators perceive the effectiveness of AC teachers.  

The themes that emerged were: 

1. Personality and innate ability 

2. Mindset and coachability 

3. Previous experience 

4. All teachers have similar needs 

5. Teamwork and mentorship 

6. Classroom management and instructional planning 

Theme 1: Personality and Innate Ability  

 The first theme that emerged from the participants’ perceptions of and experiences with 

AC teachers was that personality and innate ability are factors that can contribute to an AC 
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teacher’s effectiveness. The participants’ perceptions of and experiences with AC teachers’ 

personality and innate ability were discussed in nearly every aspect of the interviews. For 

example, many participants expressed that a teacher’s personality characteristics were a factor 

that could positively or negatively contribute to the areas of teacher effectiveness that were 

examined in this study. For instance, many participants across all domains of teacher 

effectiveness, discussed how effective a teacher is often depends on the person themselves, the 

individual skills they possess, their natural ability, and whether or not a teacher has it in their 

makeup to be successful in the classroom.  

 Numerous participants stated they believed success in some areas of teaching did not 

depend on certification, but rather, who the person was in general. Words and phrases, such as, 

“personality,” “individual,” “self-interest,” “natural ability,” “innate ability,” “with-it-ness,” 

“temperament,” “patience,” “willingness,” “interpersonal skills,” “case by case basis,” “depends 

on the person,” and “in their makeup” were common amongst the participants responses. Though 

personality was a common theme, an AC teacher’s personality could still positively or negatively 

impact their effectiveness. When it came to an AC teacher’s personality and how it related to 

their effectiveness as a teacher, nine participants’ perceptions of and experiences with AC 

teachers were mostly positive, while two participants believed personalities of two of their AC 

teachers contributed negatively to effectiveness. Some participants stated this impacted their 

ability to connect with students or colleagues, what was needed in order to navigate the 

complexities of teaching, or their personality itself hindered their ability to grow in the 

profession. 

 Five of the seven elementary participants believed personality characteristics often 

determined an AC teacher’s ability to be effective as a teacher. Personality and innate ability 
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were mentioned across all five areas of teacher effectiveness examined in this study. For 

example, ES1 stated, “It really depends on the personality of the teacher if they are successful in 

certain areas” and ES4 shared the same perception. ES3, ES5, ES7, and HS1 mentioned specific 

personality traits like patience, willingness, openness, temperament, work ethic, self-interest, 

intrinsic motivation, and other terms as characteristics of AC teachers who have been successful, 

specifically in the areas of classroom management and content knowledge. HS1 also used these 

characteristics to describe AC teachers who were effective at building relationships and 

managing a classroom. 

 Within the theme of personality and innate ability, with-it-ness, or the ability and 

capacity to perceive the needs of your students and respond, was discussed. ES6 and ES7 

believed with-it-ness, as a personality characteristic, helped increase their AC teacher’s ability to 

succeed in classroom management and content knowledge. ES6 commented, “I think it’s in your 

make up as to whether you’ve got the heart or the with-it-ness to work with kids.” ES6, also 

discussed that AC teachers need the personality traits of patience, willingness, and openness, in 

order to remain in the profession, because she has seen a higher turnover rate in education with 

AC teachers. 

 ES7 specifically mentioned this was a characteristic she saw only in her early childhood 

AC teachers. She said of those AC teachers that possessed with-it-ness, “they just had it and they 

didn’t have to think about how or ponder what to do in the moment.” For those AC teachers who 

did not excel in these areas of teacher effectiveness, ES7, ES6, and MS2 attributed it to their 

personal insecurities, lack of self-esteem, efficacy, and confidence. A few participants believed 

this is developed over time, but some AC teachers do not have it yet. ES7 shared, “In my 

opinion, if you're comfortable teaching a subject and confident in the classroom, you're going to 
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get it across to the children a lot easier.” MS2 confirmed this perception by stating that it takes 

teachers time in their role as a classroom teacher to develop the traits like confidence and self-

efficacy to feel prepared and effective. 

 A few participants emphasized the importance of natural ability and an individual’s make 

up to describe an AC teacher’s personality or ability to succeed in certain areas of teacher 

effectiveness. A few participants believed, regardless of certification, some individuals just have 

the natural ability to be effective in some areas of teaching. ES3 confirmed this perception by 

stating, “Sometimes I think people are just a natural at teaching and I’ve had traditional and 

alternative people like that.” ES4 and ES6 specifically emphasized the importance of innate 

ability and how it impacts classroom management more than an AC teacher’s prior training. ES4 

stated, “I don't necessarily want to call them just naturals, but it seems that way with all of the 

AC teachers I have hired.” ES6 believed a combination between personality and innate ability is 

what makes a teacher effective in classroom management and content knowledge as well. She 

remarked, “Some people are just natural with it and have those instinctive unique skills and the 

personality that it takes” and “I think it is just in your makeup as to whether you have the 

patience to work with children and manage a classroom or not.” MS2 firmly believed that as an 

instructional leader, she can coach you to be effective in some areas of teaching. However, she 

believes one cannot always teach the personal and interpersonal personality skills an individual 

needs in order to be successful in the classroom. She mentioned, “Sometimes people just have it, 

and others just don’t, whether you are TC or AC.” 

 Personality and innate ability were discussed most often in the domains of human relation 

skills and professionalism. In fact, 10 of 11 participants mentioned one’s personality and natural 

ability impact these domains the most. ES3 confirmed this perception by stating, “Sometimes I 



98 

think people are just a natural at teaching and I’ve had traditional and alternative people like 

that.” ES3 wondered if an AC teacher’s effectiveness in human relations or professionalism has 

anything to do with the pathway they took to get to the classroom or if it was simply their 

personalities. Regardless, she remarked, “All my AC teachers have good human relation skills 

and professionalism. They all get along and collaborate with each other.” ES2 stated if you have 

a personality that is likeable, and you are able to work with your colleagues in a synergistic way, 

you will be fine, regardless of your certification. ES1’s experiences with her AC teachers were 

also positive in regards to human relations and professionalism. Of the AC teachers she has 

worked with, most were able to work together, and communicate well with their teams, but all 

initially struggled with how to communicate with children at first. However, she stated, “Two of 

my three AC teachers did this better than some of my TC teachers, because they had the 

personality and drive to improve.”  

 Other participants discussed personality types that contributed to teacher effectiveness. 

ES5 had a positive experience with all AC teachers she has worked with, but she attributed their 

human relation skills to their personality type, allowing them to be successful amongst their 

teams. Of her AC teachers, MS2 shared that both of the AC teachers were “highly liked by their 

peers and they were highly responsive to students and staff and understood their instructional 

deficits.” However, she attributed their effectiveness in professionalism and human relations to 

simply who they are as people and the nature of their personalities. According to ES7, she has 

never experienced poor human relation skills with her AC teachers, but some have lacked in 

professionalism. However, she believed it simply came down to who the people were and their 

personality traits. HS1 shared that he believed a certification doesn’t make you a people-person, 
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but rather, you either have the personality type that will help you be successful with others, or 

you do not. 

 Instructional planning was the only domain of teacher effectiveness the theme of 

personality and innate ability was discussed the least. In fact, only two participants mentioned 

these terms. ES3 and ES5 both shared a belief that AC teachers need a lot of support in 

instructional planning, but wondered if their success had more to do with the teacher’s 

personality, experience, or what they brought to the classroom. However, one common belief 

continued to emerge from the participants’ perceptions: personality characteristics have the 

ability to make a teacher effective in some areas, regardless of certification. 

Theme 2: Mindset and Coachability 

 The second theme that surfaced from the interviews was mindset and coachability, and 

how this theme contributes to effectiveness was discussed in numerous interviews. Many of the 

participants shared that an individual’s mindset towards teaching and learning can impact their 

effectiveness in certain areas that were examined in this study. Several participants noted their 

belief that an individual’s mindset, especially with AC teachers, can determine their ability to 

grow, improve, and be effective. In many of the domains of teacher effectiveness that were 

examined in this study, participants connected one’s ability to be successful to their desire to 

improve, and in a few cases, persevere. Other participants believed a negative, or fixed mindset, 

would hinder one’s effectiveness, regardless of certification. Eight of the 11 participants shared 

that with the right mindset, AC teachers could improve in their craft with effort and learning over 

time in some areas of teacher effectiveness. Words and phrases, such as, “growth mindset,” 

“right mindset,” “personal growth,” “individual growth,” “desire to grow,” “wants to learn,” 
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“receptive to feedback,” and “willingness to be coached,” occurred repetitively amongst 

participants.  

 Classroom management and instructional planning were, again, identified as weaker 

areas of AC teachers; however, some participants thought with the right mindset, they could 

improve. ES1, ES4, and ES7 all discussed specific AC teachers that struggled in these areas at 

first, but those that wanted to improve and were willing to listen to feedback improved 

dramatically. ES1 stated: 

If you’ve got someone that just has a natural growth mindset, that wants to learn and 

grow and be really, really good at what they’re doing, they usually persist and can grasp 

areas like management and instructional planning quicker than others. 

ES1 continued by stating, “AC teachers who wanted to improve, improved. They put in the 

effort.” She then shared that she re-hired two out of three AC teachers because of this mentality 

and remarked, “Now, I wouldn’t know anything different 5 years later. They are both excellent 

teachers, but they had the mindset and desire to improve. So, they did.” ES1 also shared how her 

AC teachers really struggled with content knowledge at first, but with the right mindset, she saw 

some of them improve over time. She reiterated, “You have to be willing to persevere in our 

schools…people who work in our schools have to commit to continuous learning and 

professional growth if they want our kids to be successful.”  

Some participants discussed their AC teachers’ desire to grow had an impact on their 

effectiveness. For example, ES2 shared a similar perception about instructional planning, by 

stating his AC teachers improved because they wanted to learn and grow. In regards to classroom 

management, ES7 shared that her AC early childhood teacher wants to get better and grow and 

since joining their campus, she has made major strides. MS1 and HS1 also agreed their AC 
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teachers’ open mind and desire to improve aided in their ability to be effective in numerous areas 

of teacher effectiveness. Both participants stated that their AC teachers’ mindsets were their 

biggest strengths.  

 In addition to mindset, coachability was another theme that emerged from the data 

analysis. For instance, ES5 stated she saw this with AC teachers and content knowledge, noting 

their willingness to be coached and take it upon themselves to research and ask questions on how 

to improve. Additionally, ES6 stated that her AC teachers’ strength is having a desire to be 

successful, noting that they often ask for feedback. ES4 discussed that her AC teachers who have 

been through the ACP, TFA, are extremely responsive to her feedback and that, combined with 

drive and mindset, allows for them to improve. Furthermore, ES1 discussed two AC teachers and 

their responses to her coaching and feedback. The first AC teacher was eager to receive 

feedback, noting that she would always ask the administration to come to her class and wanted to 

meet regularly to discuss ways she could improve. In contrast, another AC teacher often received 

frequent feedback from the principal, but she never implemented any of it, and to her, it did not 

matter. ES1 discussed the vastly different perceptions of effectiveness between these two 

teachers, and because of this, one was still a teacher on her campus, while the other was not. She 

stated, “She had a fixed mindset, she didn’t want to improve and it showed.” 

 Many participants discussed mindset and coachability as two factors they look for, 

regardless of certification, when looking to hire potential teacher candidates. In fact, some 

participants mentioned certification comes second if they believe the candidate has these two 

characteristics. ES2 reiterated this by stating the importance of a growth mindset. She also stated, 

if they are “willing to persevere through tough days, I would absolutely hire them.” ES6 shared 

this same perception. She stated, “If they agree that not every day is going to be a good day that 
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kids can be hard, and our schools can be really difficult because of our unique challenges, then 

we’re all in.” ES5 said, when she looked for hires, she focused on mindset and coachability. She 

stated, “I focus on coaching; are you coachable? Do you have the mindset to receive feedback 

and new ideas?”  

Theme 3: Previous Experience 

 The third theme that surfaced was the impact of previous experience AC teachers 

acquired prior to entering the classroom. Every participant discussed, at some point in their 

interview, the AC teachers they had on their campus and their prior experience. With this, a 

commonly shared belief from the data analysis process emerged: AC teachers with various 

experiences prior to entering the teaching profession were often seen as more effective in some 

of the domains examined in this study. Words and phrases, such as, “prior careers,” “another 

career,” “other experiences,” “prior experience,” “prior preparation,” “background knowledge,” 

“level of experience,” “real-life experiences,” and “real world,” were repeatedly discussed by 

participants.  

 Many of the participants discussed their AC teachers and their unique pathways to 

entering the classroom, as well as some who were second or third career teachers. Among the 

AC teachers that participants discussed, their prior career fields were (a) an artist, (b) visual 

artist, (c) journalist, (d) business person, (e) insurance person, (f) scientist, (g) geologist, (h) 

theater production manager, (i) speech language pathologist, and (j) sociologist. Other 

participants discussed the previous experiences related to working with students before entering 

the classroom their AC teachers had such as: (a) a daycare worker, (b) international teacher, (c) 

higher education professor, and (d) paraprofessional. Additionally, a few participants shared their 

AC teachers had prior experience going through a specific ACP, TFA.  
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 Previous experience in careers that directly align with content areas was discussed 

amongst the participants. For example, MS2 talked about how her AC teachers’ prior career 

fields brought a unique perspective and skillset to their school. She explained how having a 

practicing scientist who worked in the field of geology for numerous years before coming to the 

classroom helped increase the effectiveness of her content knowledge and classroom 

management. She further explained that the AC teacher’s ability to engage her students in 

rigorous and interesting content helped increase her ability to manage her class and that she 

brought “something to our students we otherwise wouldn’t be able to offer without them.” HS2 

also talked about his AC teachers who worked in theater production and another as a practicing 

artist, noting their high effectiveness in content knowledge and their perspective of the real world 

as a strength they brought to the classroom. HS2 stated: 

My AC teachers have a perspective of the real world and when we would engage in 

discussions about how we get our kids to experience authentic real-world practices that 

are not in textbooks nor worksheets, I pulled the AC teachers out as an example. 

HS2 further stated that he seeks out AC teachers for many of the programs that are offered at his 

school. He stated, “We have such unique programming that the advantages of an AC teacher 

really play in our favor.” He also noted the synergy between an AC teacher who is a content 

expert with real-world authentic experiences combined with their students’ high motivation to 

learn, makes an exceptional learning experience. Additionally, ES1 talked about an AC teacher 

who was a prior journalist and her strong content knowledge. She also stated, with small tweaks 

and improvements, her classroom management effectiveness strengthened as well. She stated, 

“She didn't run a classic, typical classroom. It was more like a press room, so students responded 

well.” In contrast, ES1 also discussed another AC teacher at her campus who had no prior 
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experience in a related field or with students, and she had weak content knowledge, classroom 

management, and less than average human relation skills and professionalism.  

 However, two of ES1’s other AC teachers that had experience in insurance and business 

had much higher levels of effectiveness in human relation skills and professionalism. In another 

example, ES3 shared about an AC teacher that was a trained artist who previously worked for an 

arts council and is now teaching elementary art classes. ES3 explained that this AC teacher’s 

experience directly connects with what she does with students each day, noting that this 

increased her effectiveness with content expertise and instructional planning abilities. 

Conversely, ES3 shared that another AC teacher was sociology major, but struggled in many of 

the areas of teacher effectiveness. Though she did improve over time, it was not easy at first. 

However, ES3 explained that individuals are not capable of learning everything that one need to 

in college before coming to the classroom. She stated, “Some AC teachers have other previous 

experience that helps them with the content, and that is great.” 

 Other participants also noted how previous experience related to working with students 

impacted teacher effectiveness, and those without experience with children, generally needed 

more support. For example, ES2 discussed an AC teacher who previously worked for a daycare, 

so she was familiar with strategies for classroom management. He stated, “It was a smooth 

transition for her.” He also talked about an AC teacher who taught previously in Costa Rica. He 

stated, “She had experience managing kids. So, she was able to kind of transfer that and she 

didn't struggle quite as much setting up her classroom procedures.” Additionally, ES3 had an AC 

teacher who started as a paraprofessional which helped her be more effective in nearly every 

domain of teacher effectiveness. ES3 stated, “She had lots of experience in the classroom under 

the guidance of a really good teacher as a paraprofessional first, so it was like 4 or 5 years of 
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student teaching before she had her own classroom.” In another example, MS2 shared about an 

AC teacher who was a higher education adjunct professor before coming to middle school. She 

also experienced success in content knowledge, classroom management, human relation skills, 

and professionalism. Conversely, HS2 talked about how he, in many cases, had to provide more 

support to his AC teachers simply because they had never experienced working with adolescents 

before. However, he then stated, “There are some carved out instances where you'll see an AC 

person that has this life experience that positively impacts their classroom management and even 

the pedagogical aspect of teaching.” 

 Some participants talked about the connection between prior teacher preparation and 

training and the impact on teacher effectiveness. ES4, ES6, ES7, and HS1 shared their 

perceptions of and experiences with AC teachers who had been through the ACP, TFA. Of the 

TFA teachers these participants worked with, there was an overwhelmingly positive perception 

of their overall effectiveness. 

 ES4 and ES6 specifically emphasized how their TFA teachers excelled in the area of 

classroom management and instructional planning, and even surpassed some of their other AC 

and TC teachers in these areas of teacher effectiveness. ES4 stated, “All the teachers that had that 

extra training through TFA were strong. Really strong.” ES4 attributed this to the training TFA 

teachers receive prior to entering the classroom (through a six to eight week bootcamp) and the 

ongoing training they have in their 2 years as TFA core members and classroom teachers. ES4 

further elaborated on the success of her TFA teachers, stating that one of them is a team lead, 

mentor teacher, and “a step ahead of all the other AC teachers I have.” Although ES6 also talked 

about how one’s natural ability and personality contribute to their effectiveness as well, she 

stated that her TFA teachers who have been through intensive training are more effective in 
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classroom management and instructional planning than many of her other AC and TC teachers, 

and those with advanced education degrees. HS1 also compared his AC teachers, some being 

TFA teachers, to his TC teachers in classroom management. He mentioned he often struggles 

more with teachers from the traditional track when it comes to building relationships with 

students. He attributed AC teachers’ success with this to their unique experiences prior to 

making education their career. He stated, “Often times, AC teachers are more successful in my 

setting with the at-risk students we serve.” Although ES7 believed AC teachers were mostly 

ineffective, she mentioned her AC teachers in the past who were TFA teachers “were 

phenomenal,” and gave credit to the “intensive training before and the on-the-job training they 

receive the whole time they are teaching.” 

 Many of the participants believed having previous experience was a strength an AC 

teacher can bring to not only the classroom, but to their school as a whole. For instance, MS2 

shared that AC teachers exhibit a variety of skillsets based on their experiences in different 

places that one would not be able to have otherwise. ES3 explained that her AC teachers display 

strong content and subject area knowledge from their previous experience. ES2 also mentioned, 

“Having people from different backgrounds brings the diversity that your school really needs.” 

According to HS2, his AC teachers have a perspective of the real world that makes them more 

effective in areas like content knowledge, human relation skills, and professionalism. MS2 

further supported these statements about her AC teachers by noting they often model human 

relations skills and professionalism, like timeliness and punctuality, more than her TC teachers. 

ES4 shared this same perception. Finally, ES2 stated that some AC teachers who are older, carry 

with them a strength of wisdom and life experiences into the classroom that can positively 

impact students and the school as a whole. 
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 Nearly every participant discussed their AC teachers’ effectiveness in human relation 

skills and professionalism, and some attributed their real-world experiences and prior careers to 

this. Additionally, although many of the participants discussed that AC teachers were more 

effective in content knowledge due to their previous life experiences, the application of that 

knowledge into instructional planning is where they need improvement and support. 

Theme 4: All Teachers Have Similar Needs 

 The fifth theme that surfaced was that all teachers have similar needs. In many 

interviews, the participants discussed that AC teachers and their TC counterparts had like needs. 

Though the goal of this study was to examine AC teachers in isolation, many participants 

discussed TC teachers as well. A shared belief emerged from the data analysis process: all 

teachers, regardless of their certification or number of years in the profession, have similar gaps 

and areas in which they need to receive support. Words and phrases, such as, “all need support,” 

“extra support,” “similar needs,” “they’re the same,” “all working to grow,” “all teachers,” “no 

difference,” “across the board,” and “regardless of certification,” were repeatedly discussed by 

participants. Other phrases that were common were, “learning on the job,” “learn as you go,” 

“learning by doing,” “learning process,” “experiential learning,” and “acquire overtime.” When 

talking about the comparison of AC and TC teachers, some participants specifically discussed 

first year teachers, new teachers, or novice teachers. However, most of the participants 

referenced all teachers, which includes new, novice, and veteran teachers from both AC and TC 

pathways. Regardless of these differences, most participants shared that their AC and TC 

teachers had nearly indistinguishable gaps and similar areas that needed improvement. 

Several participants talked about how AC and TC teachers all struggle with certain areas 

of teacher effectiveness, and collectively, they are working to grow in these areas. Though it is 
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important to note that some participants discussed AC teachers are weaker with classroom 

management and instructional planning, these were also areas in which participants believed all 

teachers needed continuous work in. For example, ES2, ES5, MS1, and MS2 all shared 

experiences where their AC and TC teachers are working to grow in instructional planning. ES2 

stated, “I think that’s an area that we’re all working to grow. Whether they are TC, AC, or 

emergency cert.” He also discussed how instructional planning has shifted in education over the 

last few decades; therefore, all schools and teachers have had to rethink the way they approach 

planning and instructional preparation. He stated, “It definitely has been a learning process for all 

of us, not just those who are alternative.”  

ES5 also shared a similar perception that with changes in education and as students 

evolve, instructional planning and how we navigate classroom management is important to 

adjust as well. She explained that AC teachers need more support in this area to understand what 

pieces to really plan for and be effective, but it is important for everyone to continue to grow in 

these areas of teacher effectiveness if they want to experience whole-school success. 

Furthermore, ES3 acknowledged that AC teachers might have some unique challenges at first, 

but in her experience, all of her TC teachers did as well. She explained that she approached all 

brand-new teachers in the same manner, with the same level of support and guidance, because no 

one really knows how to be effective until they are “in the trenches, and doing the work 

themselves.” She also acknowledged that working in inner-city schools may have a steeper 

learning curve for all educators. 

All secondary participants (middle and high school) also shared a similar perception that, 

across the board, all teachers needed to improve in the areas of content knowledge, classroom 

management, and instructional planning. For example, MS1 explained that most of her teachers, 
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regardless of certification, have some ability to plan a lesson, but the gap appears to be with how 

to actually execute those plans in a way that is meaningful and impactful. She also discussed that 

none of her teachers have come in exceptionally strong in content knowledge or instructional 

planning. Therefore, her school-wide PD focus has been on these two areas of effectiveness. 

Additionally, she shared that teachers in general struggle with effectiveness in these areas, 

particularly in urban, low socioeconomic settings due to their students’ increasingly high needs 

for which a TC program might not fully prepare one for.  

MS2 elaborated by stating AC teachers have more difficulty than TC teachers in the areas 

of classroom management and instructional planning because they have a level of under 

preparedness for the complexity that goes into teaching. However, she stated she has TC teachers 

who are considered veterans, and they are still struggling with standards-based instruction, 

instructional strategies, and engaging students. Likewise, HS1 had similar experiences with his 

AC teachers in content knowledge and classroom management. He stated that he has a difficult 

time telling a difference between an AC and TC teacher, but then elaborated on how his AC 

teachers were typically more effective with management and relationship building. He again 

attributed this to the distinctive, alternative context in which they work and how the unique 

challenges at his campus can often be difficult for TC teachers who are familiar with a certain 

type of school experience. HS2 also believed novice teachers, whether AC or TC, have similar 

needs in his building and require ongoing support. 

Many participants discussed that regardless of one’s certification, teachers often develop 

their skills overtime in the classroom, and that “learning by doing” is a common theme in the 

classroom. The concept of “learning by doing” or “learning as you go” was discovered in the 

data analysis process in numerous interviews, and was not isolated to AC teachers. Two 
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participants specifically referenced new and novice teachers when comparing AC teachers, while 

the rest of the participants referenced all teachers in general. ES3 and ES6 both talked about how 

many of the teachers they have hired struggled at first, but then over time developed the tools 

they needed to be effective. Both participants mentioned that this experience was true regardless 

of the teacher’s pathway. In regards to content knowledge and classroom management, ES3 

stated: 

I don't feel like you really learn to be a teacher until the principal says ‘here's your room, 

here's your keys’ and they close the door…and you just have to figure things out, of 

course with support, but you are never really prepared no matter what your preparation 

looked like. 

Similarly, ES6 stated, “We often just say, ‘here’s your key,’ and teachers step into their rooms 

and learn as they go.” Though ES6 did believe TC teachers were stronger in the area of 

instructional planning, she also felt as though AC and TC teachers do not learn everything they 

need to prior to coming to the classroom. HS1 agreed that AC and TC teachers have a lot of “on 

the job” learning that they do, but felt as though TC teachers surpassed AC teachers in the area 

of instructional planning as well. He attributed this to the lack of pedagogy classes that AC 

teachers had prior to becoming a teacher. ES2 also noted that all teachers grapple at first with 

being effective. When he talked about classroom management and instructional planning, he 

stated, “It is a little bit of an ongoing struggle, and you kind of have to learn as you go, 

regardless of your certification.” ES3 also remarked, “I think AC teachers catch on like the rest 

of us. You know, it takes a couple of years no matter what your certification is. You just have to 

keep working at it and growing yourself.”  



111 

 Most of the participants discussed that their AC teachers’ needs were the same as TC 

teachers. Though a few participants believed their TC teachers were more effective than their AC 

teachers in some domains, like classroom management and instructional planning, others 

believed all teachers needed an equal amount of work in these areas. Though other participants 

believed AC teachers were more effective in areas like content knowledge, human relation skills, 

and professionalism, there were still participants that felt as though every teacher would benefit 

from growth in these areas. Though there are mixed findings from the data, many participants 

agreed that regardless of one’s certification, all teachers had similar gaps and needed ongoing 

support to improve their effectiveness.  

Theme 5: Teamwork and Mentorship 

The fifth theme that surfaced was that AC teachers who have a strong team or mentor 

tend to be more effective in the areas of teacher effectiveness that were examined in this study. 

Some participants discussed their strategy of team placement and mentor-mentee assignment 

when hiring an AC teacher, while others discussed the importance of an effective team and a 

mentorship program that aims to help all new teachers be successful. Words and phrases, such 

as, “team,” “teammates,” “strong team,” “support,” “collaboration,” “veteran teacher,” “new 

teacher,” “novice teacher, “mentorship program,” “mentor-mentee relationship,” and “mentor,” 

were common amongst the participants’ responses.  

Nearly all of the participants, both elementary and secondary, discussed the concept of 

teamwork and mentorship. Many of them discussed the importance of a mentor teacher or the 

implementation of an effective mentorship program and the impact of these on teacher 

effectiveness for AC teachers. For example, ES1 discussed how having the right mentor teacher 

is key, especially when helping an AC teacher understand lesson planning and classroom 
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management. When discussing the areas of needed support for AC teachers, she stated, “When I 

develop a mentor relationship between a veteran teacher and a new or an AC teacher, our first 

focus area is setting up their classroom and then discussing what lesson planning looks like.” She 

further stated that the mentorship program at her school has helped to increase the retention of all 

teachers, especially the two AC teachers that she considers to be extremely effective. ES2 also 

reflected on his AC teachers’ effectiveness when working with a mentor. He explained that 

having a strong mentorship program that starts from the first day the teacher joins his campus 

through their third year, is important. He stated, “I think that it is critical to have a mentor for 

walking them through the day-to-day operations, helping them understand their content and how 

to use the curriculum, and helping them develop best practices.” He further explained that 

veteran teachers have “been down this road,” and “they have seen what works better and what 

doesn’t work so well, so they can share those experiences.” Specifically, two of his AC teachers 

struggled with classroom management. However, since pairing them with a mentor, they have 

improved dramatically. When asked about the impact on their school’s mentorship program with 

AC teachers, he said he sees the most improvement with content knowledge, classroom 

management, and instructional planning. HS2 also expressed the importance of new teachers 

having someone to go to for any question or concern they may have. 

Other participants discussed mentor-mentee relationship placement as well. ES7 always 

places her AC teachers with her most experienced teachers at her campus as mentors. Though 

she did not discuss a mentorship program or the duration a mentor works with a mentee, she said 

that she periodically meets with the mentor and mentee to communicate her expectations. She 

stated, “AC teachers have to have some sort of support, because, in our schools, it is getting to 

the point where that is all we have available to hire.” She believed the school district should be 
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the ones responsible for a stronger mentorship program and ongoing training if they want AC 

teachers to be effective and ultimately remain in the profession. ES1 placed high importance on 

considering mentor-mentee placements. She looks at personalities, strengths, and weaknesses. 

Likewise, ES2 stated that he thinks critically about who he pairs his new and AC teachers with at 

his site. HS1 has also been intentional about AC teacher and mentor placement. He stated: 

When I develop a mentor relationship between a veteran teacher and a new teacher or AC 

teacher, our focus area is really discussing what lesson planning looks like. Usually, AC 

teachers I hire know their content, but if you fail to do that, then they do what they think 

is correct and most of the time, as you can imagine, this leads to issues of effectiveness. 

ES6 shared that as a previous AC teacher herself, a mentor teacher played an integral role in her 

development in becoming an effective educator. She stated that a “mentor teacher is your partner 

that helps you with something as small as bulletin boards and covering for you when you are 

late, all the way to observing you teach and helping you become more confident in your craft.” 

In fact, willingness to work with a mentor teacher is a determining factor for ES6 when hiring an 

AC teacher. MS1 and MS2 discussed pairing teachers in similar content areas together for 

support, but did not specifically mention the assignment of an official mentor. 

Several participants also expressed the need for a strong team or the role that teamwork 

plays in the support and overall effectiveness of AC teachers. In fact, a few participants stated 

that new or AC teachers’ success is dependent on these factors. For example, HS1 stated that an 

AC teacher’s growth with instructional planning often depends on who their teammates are or 

who is in their professional learning community (PLC). Though he believed his AC teachers 

come with strong content knowledge, the planning aspect requires a strong team, especially in 

his setting where students have extremely diverse learning gaps. ES3 also shared their school 
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places a high importance on teamwork and collaboration. She stated, “A team has definitely 

helped with improving instructional planning because they all split content areas. My AC 

teachers have had multiple years of opportunities to work on a good team which has helped them 

grow.” However, ES3 also emphasized that personality and who the people are is what makes a 

good team. She talked about an AC teacher she had that did not like to collaborate with others, 

even though she had a strong team to work with. Even after moving this AC teacher to other 

teams, she was still met with major issues. Ultimately, she believed a strong team is important, 

but so are the teachers’ personalities on the team. 

Some participants discussed teammates conducting peer observations as a way to 

improve AC teacher effectiveness. For example, ES1 talked about one of her AC teachers who 

works with a team in a departmentalized grade, meaning, each teacher delivers only one content 

area. The team periodically conducts peer observations to not only help one another improve, but 

to get new ideas and strategies to bring to their own classrooms. ES1 said this type of colleague 

relationship helped to improve everyone’s effectiveness in classroom management, content 

knowledge, instructional planning, and human relation skills. Additionally, ES2 said AC teachers 

who have teammates to support them and give ideas is key, noting that “If you have a good 

strong team around you, that can talk you through some of the challenges, and give you some 

best practices, you will be successful.” ES2 also shared that their teams conduct peer 

observations as well. He has all of his new and AC teachers visit other classes to see what 

classroom management strategies their teammates are using. He stated, “It’s an ongoing process, 

but we have seen quite a bit of growth with AC teachers because of this, so it has been 

encouraging.” 
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Additionally, the concept of vertical and horizontal team collaboration and support was 

discussed in two interviews. ES6 and MS2 specifically emphasized that if they want instruction 

to improve, teachers need to work with both their horizontal and vertical teams. Typically, a 

horizontal team means your grade level, while a vertical team may mean meeting with other 

grade levels or different content areas. ES6 stated that her AC teachers did well with 

instructional planning because they have a strong process for vertical and horizontal team 

alignment, which allows for all teachers to collaborate and be successful. ES6 says she 

strategically picks mentor teachers in other grade levels so they can improve one another’s 

instructional planning abilities. Likewise, MS2 discussed the importance of collaborating with a 

PLC consisting of multi-grades and various content areas, noting that she has seen an 

improvement in effectiveness across content areas, instructional planning, and pedagogical 

knowledge because of it. 

Of the participants that were interviewed, only one discussed a negative scenario with an 

AC teacher and their team. This participant attributed this to the AC teacher’s personality that 

was unable to connect with multiple teams on her campus. Besides this specific incident, nearly 

all participants discussed how teamwork and mentorship have been able to increase AC teacher 

effectiveness, especially in the area of instructional planning 

Theme 6: Classroom Management and Instructional Planning 

The sixth and final theme that surfaced was that most AC teachers’ gaps exist within the 

domains of classroom management and instructional planning. Additionally, most participants 

identified these domains of teacher effectiveness as the areas in which AC teachers need the 

most support. It is important to note that these two areas of teacher effectiveness were not all 

negative; in fact, some participants spoke positively about these areas in regards to AC teachers. 
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Additionally, it is important to consider that these areas of needed improvement were not 

isolated to just AC teachers. Many of the participants viewed classroom management and 

instructional planning as gaps that all new teachers have, some even mentioning all teachers, in 

general, are continuing to grow in these areas. It is also important to note that other gaps and 

areas of support were discussed in the interviews as well, but these two domains were 

consistently mentioned as areas that AC teachers needed to improve in. Words and phrases, such 

as, “classroom management,” “classroom environment,” “organizational skills,” and 

“procedures,” were common amongst the participants’ responses for classroom management, and 

“lesson planning,” and “translate to classroom,” were common for instructional planning.  

 Classroom management was discussed as a gap and area of improvement for AC 

teachers. For example, ES2 and ES3 both stated classroom management was an area that AC 

teachers needed the most support in when they first began teaching. ES2 discussed that, in 

theory, TC teachers should have completed student teaching, which should help with increased 

effectiveness in this area in the classroom. However, both mentioned this was not unique to AC 

teachers, and that all of their teachers needed help setting up a classroom and outlining 

procedures in the beginning. Likewise, ES4 and ES5 both discussed that classroom management 

was one of the biggest hurdles for new teachers. They both mentioned that classroom 

management strategies and basic organizational skills are areas AC teachers need support with, 

as these are foundational to all other areas of teaching. In fact, both mentioned that lack of 

organizational skills was common amongst their AC teachers. ES4 stated: 

I think a lot has been thrown at a teacher. And they may not have the organizational skills 

to take care of it at first. That could be a personal thing, but everything moves quickly in 

our schools; there is a lot to juggle. 
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ES4 also acknowledged that support with classroom management, in the beginning, is the best 

thing a principal can do for an AC teacher; helping them get those systems in place that are going 

to make their classrooms run really well. She said it is a principal’s role to help them sharpen 

those skills. She further stated, “Once they [AC teachers] figure out classroom management, they 

can be really successful in other areas.” However, ES4 thought this gap also exists with TC 

teachers, simply due to the lack of experience managing a large number of people.  

ES1 also stated that her AC teachers needed more help with classroom management, but 

specifically with navigating their role in the classroom with students. She further elaborated that 

sometimes, AC teachers will come in and want students to be their friend, and that can cause 

issues with management. MS2 shared a similar perception, noting the gap with understanding 

effective classroom management existed with her AC teachers at first, simply because they do 

not have a strong understanding of basic adolescent development. MS1 also talked about how a 

lack of understanding student needs can manifest negatively in the management of a class and 

even relationship building with students. However, she believed this gap existed with all new 

teachers in general, regardless of certification. Finally, ES5 discussed that all of her new teachers 

needed support in classroom management. For AC teachers, she believed lack of experience 

working with students contributed to this gap, while student teaching placement can cause this 

gap with TC teachers. She stated: 

TC teachers are often placed or choose to be placed in more affluent schools for their 

student teaching experience, which gives them a skewed view of what working in an 

urban school looks like. I think everyone should do teacher observations in an urban 

school like ours. 
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It is important to note that this was also a shared perception with MS1. She discussed how TC 

teachers often have to unlearn a lot of ineffective strategies that do not work at her school 

because they are making instructional decisions based on their previous experiences. She 

explained that since AC teachers typically have less educational knowledge and experience, it is 

easier for them to improve at a faster rate. 

 Instructional planning was also discussed as a gap and area of improvement for AC 

teachers. Some participants discussed weaknesses in overall instructional planning, while others 

talked about specific components of instructional planning that were difficult for AC teachers. 

For example, HS2 discussed his AC teachers struggled with understanding and planning for an 

instructional cycle. He explained that they struggle with the continuum of unpacking state 

standards, writing learning objectives, creating assessments, and how to provide proper support 

and interventions for students. He stated: 

It can be difficult for all new and AC teachers to understand how to create instructional 

events that maximize learning; however, with the right support, AC teachers can pick it 

up pretty quickly. But I do not think that’s an innate thing. 

HS2 further stated that when interviewing candidates, especially AC teachers, he designs 

questions around instructional planning and mindset to see who might be a good fit. Likewise, 

MS2 also talked about the instructional cycle, specifically creating and using appropriate 

assessments to drive instruction, and how planning for this can be difficult for AC teachers. She 

explained that AC teachers need support with how to plan for students with differences, like 

individuals with learning disabilities or those who are gifted and talented. She explained that 

providing differentiation can be complex for AC teachers, and monitoring student progress using 

data can also be challenging if one does not have any experience with it. However, it is important 
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to note that MS2 expressed that this is a gap she would expect to see in all new educators. ES5 

also agreed that planning for small group instruction and intervention could be intricate, and 

when an AC teacher does not have the strategies to plan for these components, it is even more 

difficult to actually implement them in the classroom. 

 HS1 shared his AC teachers have gaps in planning for meeting the unique needs of the 

students on his campus. He expressed that teachers “develop their instructional toolbox over 

time,” and as he spoke about the distinctive context of his school, he explained that their unique 

factors and diverse student population could often make building this instructional toolbox even 

more challenging. He stated that TC teachers typically have some skill with planning and have 

an idea of instructional strategies simply because they have had experience with student 

teaching. However, all teachers in his context struggle at first. ES7 agreed that instructional 

planning was her AC teacher’s weakest area of effectiveness; however, she elaborated more on a 

teacher’s with-it-ness than the planning itself. She stated: 

You can plan, but you need to be able to turn on a dime. When you see that a class is not 

getting a lesson that you have planned, you need to be able to correct that at the moment 

as a teacher. 

The last few participants all discussed instructional planning as a weakness of AC teachers but 

described specific components. For instance, MS1 talked about a lack of understanding of the 

vocabulary that is needed to plan and instruct. Her AC teachers lacked the background 

knowledge they needed to plan effectively, but a lot of their school’s PD is focused on this area 

in order to help the AC teachers improve. In another example, ES1 explained that her high 

population of English language learners was a focus when planning lessons, and this can be 

difficult for AC teachers. She also explained that teachers need to have a basic understanding of 
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how students learn, and without any knowledge of pedagogy, it can be difficult to plan for the 

diverse needs of students. Similarly, ES3 shared that in order to effectively plan for student 

needs, AC teachers need to have some knowledge of child development and pedagogy. She 

believed the child psychology classes TC teachers receive in their traditional preparation 

programs could help with this, but AC teachers do not always have access to this type of 

training. 

 ES2 believed his AC teachers needed support with instructional planning as well, but 

specifically with reading. He stated, “We focus a lot on reading instruction, specifically phonics. 

AC teachers probably have never had any coursework or training on how to teach these.” 

Finally, when discussing overall gaps of AC teachers, MS2 expressed what many of the 

participants reiterated by stating, “Sometimes people have an image in their head of what 

teaching is like, and that image is based on what they experienced as a student.” She further 

elaborated, “We all know that what we experienced as a student was probably less than 20% of 

the actual work that went in from a teacher’s standpoint, right?” She explained the gap really 

goes back to understanding the art and science of teaching. She concluded with, “There is so 

much more to it than just standing in front of a class of students and teaching from a textbook.” 

 Though classroom management and instructional planning were identified as the largest 

gaps and areas for needed improvement of AC teachers, ES4 and ES6 thought their TFA teachers 

excelled in these areas, and even exceeded some of their other AC and TC teachers. Both 

participants credited this to the intensive and rigorous training these AC teachers receive prior to 

entering the classroom and the support they have throughout their time as TFA core members. 

HS2 also shared that every once in a while, he will hire an AC teacher that excels in these areas, 

but he attributed this to their previous life experiences that prepared them. Nearly all participants 
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believed AC teachers, with the right personality, mindset, and level of coachability, have the 

ability to improve in these areas and become effective. 

Summary 

 Chapter 4 included the participant profiles, prequestionnaire responses, interview 

findings, and the overarching themes that emerged from the data. After using the framework 

method (Gale et al., 2013) to code and analyze responses that were obtained from the participant 

interviews, six themes surfaced: 

1. Personality and innate ability 

2. Mindset and coachability 

3. Previous experience 

4. All teachers have similar needs 

5. Teamwork and mentorship 

6. Classroom management and instructional planning. 

These aforementioned themes that emerged provided a comprehensive understanding of the 

participants’ responses. During the interview process, the goal was to learn through the lived 

experiences of urban school administrators and their perceptions of AC teachers. During the 

interviews, the 11 participants shared their current and past experiences with AC teachers. They 

also shared their perceptions of AC teacher effectiveness across five domains according to 

Nusbaum (2002): (a) content knowledge, (b) classroom management, (c) instructional planning, 

(d) human relation skills, and (e) professionalism. Additionally, AC teacher strengths, gaps, 

areas of needed support, and hiring practices were discussed. Chapter 5 elaborates on the 

findings from Chapter 4. It also suggests the implications for current practice, limitations for this 

study, and future research recommendations.  
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Chapter 5: Discussion, Conclusions, and Recommendations 

 With the growing teacher shortage, alternative teacher certification is on the rise in the 

United States (Chiang et al., 2017; Darling-Hammond, 2000a, 2000b; Hohnstein, 2017; Linek et 

al., 2012; Moffett & Davis, 2014; Torff & Sessions, 2005; Van Overschelde & Wiggins, 2020; 

Woods, 2016). This shortage and the number of AC teachers in classrooms has significantly 

increased in schools categorized as low socioeconomic and urban. With this, teacher quality is in 

question, and the concern of students receiving access to a high quality education continues to be 

magnified in schools and communities of concentrated poverty and minority groups enduring the 

consequences of long-term socioeconomic inequalities (Ingersoll et al., 2019; Liu et al., 2008; 

U.S. Department of Education, 2015). These inequalities also transfer to the inequitable 

distribution of well-qualified teachers in America and, ultimately, schools serving low-income or 

minority students have considerably different experiences with teacher quality in comparison to 

their more affluent peers (Goldhaber et al., 2018; Ingersoll et al., 2019; Liu et al., 2008). 

Therefore, because teacher quality is directly related to student achievement and school success, 

school administrators must hire, train, and support AC teachers to ensure students have access to 

high quality instruction (Gagnon & Mattingly, 2015; Kimbrel, 2019; Moffett & Davis, 2014; 

Shuls & Trivitt, 2015). This study is relevant due to the high number of AC teachers in urban, 

low socioeconomic schools that are hired to fill critical teaching shortages, and the critical role 

administrators must play to ensure success for all students. 

Discussion of Findings in Relation to Past Literature 

 The purpose of this qualitative single case study was to generate knowledge of alternative 

pathway teachers’ effectiveness in the classroom from an administrative point of view, 

specifically in urban, low socioeconomic, high-risk schools. Bayar (2014), Brown and Militello 



123 

(2016), Darling-Hammond (2000a), and Ferguson (1998) suggested that a highly qualified 

teacher is one of the strongest predictors of student growth, achievement, and overall school 

success. As more teachers enter the classroom through alternative routes to certification, the 

quality of teacher preparation in the United States has come into question (U.S. Department of 

Education. Office of the Under Secretary, 2002). In fact, it is the most critical school-related 

element impacting student achievement (Clotfelter et al., 2010; Fauth et al., 2019; Goldhaber & 

Hansen, 2013; Rockoff, 2004). However, current research also indicates contrasting results on 

the effectiveness of teachers from alternate routes; moreover, it is unclear what gaps exist with 

AC teachers and the areas in which they need more support (Brenner et al., 2015; Fox & Peters, 

2013; Linek et al., 2012).  

 There was one primary research question and five secondary research questions that 

guided this study. The primary research question for this qualitative case study was: How do 

school administrators perceive the effectiveness of AC teachers? The five secondary research 

questions were as follows: 

RQ1: How do school administrators perceive the effectiveness of AC teachers regarding 

content knowledge? 

RQ2: How do school administrators perceive the effectiveness of AC teachers regarding 

classroom management? 

RQ3: How do school administrators perceive the effectiveness of AC teachers regarding 

instructional planning? 

RQ4: How do school administrators perceive the effectiveness of AC teachers regarding 

human relations skills? 
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RQ5: How do school administrators perceive the effectiveness of AC regarding 

professionalism? 

 Qualitative case study research was used to explore the perceptions and experiences of K-

12 school administrators regarding AC teacher effectiveness. The final sample for the study 

included 11 principals across elementary, middle, and high school campuses who had been 

principals for at least 2 years and had previously worked with or currently had AC teachers on 

their campus. The participants first completed a prequestionnaire providing information on their 

role and the demographics of their campus. After this, each principal participated in one 

semistructured interview, using an interview guide consisting of ten questions. Participants were 

encouraged to share their honest feelings, experiences, and perceptions of AC teachers. With 

intentionally designed interview questions, I was able to better understand the perspectives, 

experiences, and observations of my participants in their specific school context. Stake (2006) 

stated that some of the most meaningful data methods are through learning from the observations 

of your participants. In addition to asking participants about their experiences and perceptions of 

AC teachers across the five domains of teacher effectiveness (Nusbaum, 2002), participants 

shared their AC teacher’s strengths, gaps, areas of needed support, and their likeliness to hire AC 

teachers. After the interviews were conducted and transcribed, the data were analyzed. Following 

this, the results were coded and categorized, which resulted in the development of six specific 

themes in relation to the study’s research questions. 

 The six major themes that emerged from the data were discussed in Chapter 4, and in 

Chapter 5, a summary and the interpretation of the study’s findings is discussed. The 

implications of each of the themes are discussed. Additionally, this chapter discusses the 
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implications of the study’s theoretical framework and the implications of practice. Finally, 

limitations, recommendations, reflections, and conclusions are also addressed.  

Interpretation of Research Findings 

 The study’s primary research question was designed to gain insight into AC teacher 

effectiveness from an administrative point of view. The five secondary research questions were 

designed to address the specific domains of teacher effectiveness examined in this study: (a) 

content knowledge, (b) classroom management, (c) instructional planning, (d) human relation 

skills, and (e) professionalism. Table F1 (Appendix F) lists the secondary research questions, the 

number of themes that were present, and the themes. 

Secondary Research Question 1  

How do school administrators perceive the effectiveness of AC teachers regarding content 

knowledge? 

Content knowledge, according to the perceptions and experiences of the participants, was 

one of the strongest areas of effectiveness for AC teachers. Content knowledge effectiveness, as 

described by the participants, was determined by multiple factors, first being the AC teachers’ 

personality and innate ability. According to the participants, most of the AC teachers whose 

personalities included traits like patience, willingness, openness, temperament, work ethic, self-

interest, intrinsic motivation, confidence, self-efficacy, and with-it-ness were most successful in 

the area of content knowledge. For AC teachers who lacked some of those personality traits and 

struggled with insecurity or low self-efficacy, they struggled more than other AC teachers.  

 Additionally, many of the AC teachers with previous experience in certain areas that 

either partially or directly aligned to their content/subject areas they were teaching were seen as 

more effective with content knowledge. Having specific background knowledge or expertise in a 
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particular area helped many AC teachers excel in this area. For example, some AC teachers that 

were discussed in this study were practicing scientists, artists, journalists, and speech language 

pathologists. Having this degree area or content specific career path prior to coming to the 

classroom helped increase the effectiveness in the domain of content knowledge. Moreover, 

some participants discussed AC teachers who previously worked with children. Those that have 

worked with children in structured settings like a daycare, abroad, or as a paraprofessional 

teaching assistant also excelled in the area of content knowledge. Many participants explained 

that AC teachers who had previous experience bring unique skillsets to their buildings, and this 

was one of the greatest strengths an AC teacher has in comparison to TC teachers. For example, 

MS2 stated, “They can bring you skillsets based on their experiences in different places that you 

wouldn’t have otherwise.” Likewise, ES3 shared that one of the greatest strengths she saw in AC 

teachers was “their strong content or subject matter knowledge and their previous experience.” 

She said, “They can bring many strengths that make them successful.” 

 In addition to these areas, participants also noted the importance of mindset and 

coachability in relation to content knowledge. Those who may not have had previous experience 

in content areas, but maintained a growth mindset and a willingness to receive feedback, 

improved in the area of content knowledge over time. For example, ES1 stated, “I would say 

coming in, they would have almost no content knowledge, but with the right mindset, I saw some 

of them improve over time.” Participants shared that those AC teachers who were committed to 

professional growth and invested in their own improvement, increased their content knowledge 

effectiveness over time as well. Additionally, teamwork and mentorship were mentioned by 

many participants as an indicator to determine AC teacher effectiveness in the area of content 

knowledge. Those that are assigned a mentor and establish a good relationship with their 
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teammates were able to increase their effectiveness of content knowledge. It is also important to 

note that AC teachers who went through the ACP, TFA, were more successful in content 

knowledge because they not only had previous training, but they received a coach and mentor 

that supported them in their development during their time in the program. This helped increase 

the AC teachers’ content knowledge as well.  

 Finally, many participants noted that all AC and TC teachers need continuous support in 

the area of content knowledge, showing that all teachers have similar needs in this domain. 

Though many participants believed some AC teachers were stronger in the area of content 

knowledge, it is worth noting that some participants believed AC teachers struggle to translate it 

into effective planning, stating they have a lack of pedagogical knowledge to implement the 

content well. 

Research supported these findings. The participants in this study had similar perceptions 

and experiences with AC teachers in regards to content knowledge as prior studies. Brenner et al. 

(2015) found that principals believed that AC teachers might possess advantages over TC 

teachers in the areas of content knowledge, prior experience, and maturity. Darling-Hammond 

(2000) found that teachers who have degrees in specific subject areas in which they teach can 

improve their teaching effectiveness and have an impact on student growth and achievement. 

Moreover, Torres and Chu (2016) found that all AC teachers, especially those in the ACP, TFA, 

had high levels of satisfaction with their ACP and felt as though it helped improve their sense of 

self-efficacy and preparedness for the classroom. Their coursework also focused primarily on 

content knowledge. This showed that personality characteristics may contribute to an AC 

teacher’s effectiveness in content knowledge. Additionally, the participants valued the feedback 

they received and believed it helped them improve, showing that mindset and coachability may 
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be a contributing factor to their effectiveness. Moreover, Finn and Madigan (2001) discussed that 

AC programs and schools specifically recruit individuals with content area skillsets as this is a 

strength of teachers from alternative pathways.  

Finally, though participants felt as though AC teachers had strong content knowledge, the 

concern was how to combine this with pedagogy and effectively implement these pieces, so 

students learn. This is also consistent with previous research. Darling-Hammond (2000) agreed 

that AC teachers bring strong content knowledge, but those who also have a thorough 

understanding of pedagogical practices and how to implement the content they know so that 

students can understand, may be more effective. Likewise, Eisenhart et al. (1993) also found that 

teachers with strong conceptual understandings could excel, but those who could not model or 

help students process information could fall short. Lastly, Kahan et al. (2003) found that strong 

content knowledge helped teachers make good use of teachable moments, but it must be 

combined with pedagogy in order for authentic and powerful learning experiences to take place. 

However, the feedback obtained from the participants in this study indicated their AC teachers, 

past and present, were mostly effective with content knowledge. 

Secondary Research Question 2  

How do school administrators perceive the effectiveness of AC teachers regarding classroom 

management? 

Classroom management, according to the perceptions and experiences of the participants, 

was one of the weakest areas of effectiveness for AC teachers, at least initially. Classroom 

management was determined by multiple factors, first being the AC teachers’ personality and 

innate ability. Many of the participants noted that their AC teachers who were more effective in 

classroom management had the right temperament, patience, and with-it-ness to work with 
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students. Others believed AC teachers either had the natural ability or it was within their makeup 

to manage a room of students, or they did not. ES6 stated, “Some people are just natural with it 

and have those instinctive unique skills and the personality that it takes.” Additionally, mindset 

and coachability were discussed by some participants as a way to improve and become more 

effective in classroom management. Specifically, these participants discussed their AC teachers’ 

desire to grow. Even though they were initially ineffective with classroom management, with the 

aspiration to grow and intrinsic motivation to do so, they improved over time. For example, ES7 

stated that her AC teachers seriously struggled with classroom management without proper 

support; however, she saw her early childhood teachers improve significantly in their 

effectiveness in this area with the right growth mindset. 

AC teachers with previous experience in a related field or with prior work with children 

were more effective in classroom management than those that did not. A few AC teachers that 

were mentioned in the interviews worked previously in settings with children or young adults, so 

they already had some foundational skills on how to manage larger groups of children. 

Conversely, other participants discussed AC teachers who did not have prior experience with 

children, like those who worked in business or insurance, struggled immensely more than the 

other AC teachers who had some level of prior experience. HS2 confirmed this by stating, 

“Generally I need to provide additional guidance to an AC person just because they've never had 

experience working with adolescents in many cases.” However, he emphasized there were some 

specific circumstances where AC teachers that had obtained unique previous life experience 

were stronger in classroom management. Though it is important to mention that some 

participants discussed the ACP, TFA, and their AC teachers who had received their intensive 
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training prior to entering the classroom did much better in the area of classroom management 

than other AC peers, and even some TC teachers.  

Additionally, teamwork and mentorship were mentioned by a few participants as a 

contributing factor to improving AC teachers’ effectiveness with classroom management. 

Participants discussed pairing AC teachers with mentors and having them do peer observations 

were ways that they provided AC teachers with support to improve their classroom management. 

Participants also stated that placing AC teachers on a strong team with seasoned educators 

helped the AC teachers improve in this area as well. ES2 stated, “We've had them do classroom 

observations to see what other classroom management strategies their teammates are using…we 

have seen quite a bit of growth with AC teachers because of this, so it has been encouraging.” 

Finally, many participants noted that all AC and TC teachers, mostly when they first start 

teaching, needed continuous support in the area of classroom management, showing that all 

teachers have similar needs in this domain. Though some participants mentioned that veteran TC 

teachers also needed work in this area, most participants felt that all new teachers, regardless of 

their certification route, needed training and support in this area. ES3 mentioned, “I think they 

just catch on like the rest of us. You know, it takes you a couple of years no matter what your 

certification is.” Likewise, MS1 felt as though all first year and novice teachers need help in 

classroom management and that it takes a few years to gain one’s footing in this area. 

Research supported the findings in this study. Classroom management is one of the 

weaker areas of AC teacher effectiveness when they first begin teaching. The participants in this 

study had similar perceptions and experiences with AC teachers in regards to classroom 

management as prior studies. Emmer and Sabornie (2015) and Melnick and Meister (2008) 

found that classroom management is one of the most challenging factors for novice teachers, 
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regardless of their certification. In fact, there are decades worth of literature that has found that 

successfully managing students in a classroom is frequently identified as a significant challenge 

for new and novice teachers (Blake, 2017; Borko & Putnum, 1996; Hogan et al., 2003; Marks, 

2010; Melnick & Meister, 2008). Emmer and Sabornie (2015) and Melnick and Meister (2008) 

also found that classroom management is a notable concern for veteran teachers as well, though 

there are some studies that have shown the connection between a teacher’s effectiveness with 

classroom management and their level of experience and years in the profession (Hattie, 2003; 

Livingston & Borko, 1989; Martinussen et al., 2011; Wolff et al., 2016). On another note, 

Poznanski et al. (2018) and van den Bogert et al. (2014) found immense gaps with knowledge of 

classroom management in preservice teachers as well. Additionally, Begeny and Martens (2006) 

and Simonsen et al. (2014) found that many teachers who enter into the teaching profession 

without proper training in classroom management experience challenges throughout their entire 

careers. Therefore, not only is the effectiveness of AC teachers who lack preparation a concern, 

but also the quality of AC and TC preparation programs could be in question as well. 

Blazer (2012), Darling-Hammond (2010), Feistritzer (2003), and Ludlow (2013) found 

that AC teachers had minimal coursework in classroom management. Linek et al. (2012) 

indicated that AC teachers needed more support and development in this area. The participants in 

this study agreed. However, it is worthwhile to note, Ersozlu and Cayci (2016) found that 

classroom management is a domain that can be developed and strengthened over time with 

experience for all teachers, regardless of their pathway to the classroom. The feedback obtained 

from the participants in this study indicated their AC teachers, past and present, had a gap in 

effectiveness with classroom management and needed initial support in order to improve, with 

the exception of TFA teachers. However, many participants believed that AC teachers’ 
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classroom management improved over time for those with specific personality traits, a growth 

mindset and desire to be coached, and willingness to work with their team and mentor. 

Secondary Research Question 3  

How do school administrators perceive the effectiveness of AC teachers regarding instructional 

planning? 

Instructional planning, according to the perceptions and experiences of the participants, 

was another weak area of effectiveness for AC teachers, at least initially. Instructional planning 

was determined by multiple factors, first being the AC teachers’ personality and innate ability, 

though only a couple participants mentioned this as a major factor. A couple of participants 

mentioned that although AC teachers need support in this area, they wondered if their 

effectiveness in this area had more to do with their personality and natural ability than their 

certification, preparation, or prior experience. For example, ES3 and ES5 thought that it 

depended on the person and their personality characteristics, as opposed to what they brought in. 

An AC teacher’s mindset and coachability were also discussed by a few participants in relation 

to instructional planning effectiveness. Unanimously, the participants who discussed mindset and 

coachability agreed that AC teachers do not come in with all the skills needed in order to 

effectively plan for instruction; however, many thought that those who had a growth mindset, 

wanted to improve, and implemented the feedback they were given, eventually increased their 

effectiveness in this area. ES1 stated, “If you’ve got someone that has a natural growth mindset, 

that wants to learn and grow and be really, really good at what they’re doing, they usually persist 

and can grasp areas like instructional planning quicker than others.” Conversely, she stated those 

with a fixed mindset, were unable to improve in this area. 
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Previous experience was another factor that participants mentioned that contributed to an 

AC teacher’s effectiveness with instructional planning. For example, ES3 and MS2 discussed 

that AC teachers, who were previously trained in specific areas like art and science, now teach 

those content areas to students. They discussed how this helped them create engaging and 

rigorous lessons. They mentioned instructional planning was still difficult at first, but they were 

able to catch on quicker than other AC teachers. The other participants discussed the ACP, TFA, 

noting that AC teachers who had been through the TFA summer intensive program and who had 

mentors and coaches throughout their time in the ACP, excelled in the area of instructional 

planning. ES4, ES6, and ES7 both discussed, in detail, how their previous and current TFA 

teachers had a strong understanding of this domain, and some were lead teachers, now modeling 

and guiding other teachers towards success in this area. 

Teamwork and mentorship were discussed as contributing factors to an AC teacher 

improving their effectiveness in the area of instructional planning. Participants shared that AC 

teachers who had a strong mentor-mentee relationship and/or a strong grade level team were 

more successful with instructional planning. ES3 mentioned, “A team has definitely helped with 

improving instructional planning…the AC teachers, they have had multiple years of 

opportunities to work on a good team which has helped them grow.” ES6 said her AC teachers 

could learn from their peers, while MS2 discussed vertical and horizontal teams that meet 

weekly to support one another with instructional planning. HS1 said, of his AC teachers, that 

their instructional planning growth depended on who their teammates were and who was in their 

PLC. Other participants mentioned that they assigned mentors to work with AC teachers so they 

could receive support in the area of instructional planning. 
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 Like other domains in this study, participants discussed how all teachers, regardless of 

certification, have gaps in instructional planning that need to be addressed and supported. Nearly 

every participant discussed that instructional planning was a focus for improvement campus-

wide. ES2 stated, “That's an area that we're all working to grow. Whether they are traditional 

cert, alternative, or emergency cert, but I think AC teachers need extra support in that for sure.” 

Some participants mentioned that AC and TC teachers had some level of understanding of how 

to plan for instruction, but because of its multifaceted nature and complexity, the true gap was 

ensuring all components were quality, and that the planning translated into a meaningful and 

effective lesson with students. For example, MS1 stated, “I have a lot of teachers, AC and not, 

who know the basics of lesson planning but as far as the delivery of the lesson, that seems to be 

where the disconnect is.” HS1 felt as though instructional planning was his AC teacher’s weakest 

area, but he found similar gaps in TC teachers. 

Research supported the findings of this study. Instructional planning was one of the 

weaker areas of AC teacher effectiveness when they first begin teaching. The participants in this 

study had similar perceptions and experiences with AC teachers in regards to instructional 

planning as prior studies. The feedback obtained from the participants in this study indicated 

their AC teachers, past and present, had a gap in effectiveness with instructional planning and 

needed initial support in order to improve. Ball et al. (2007) and Reiser and Dick (1996) found 

that there were many complex phases of instructional planning that included but were not limited 

to, identifying standards, goals, and objectives, developing assessments, planning content and 

activities that align to the standards, and learning how to adjust plans based on student data. 

Danielson (2007) reiterated the complexities of instructional planning, stating that teachers must 

have strong content knowledge and pedagogical techniques in order to effectively plan and 
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implement a lesson. Booth and Ainscow (2011) and Emmer and Sabornie (2015) stated that 

when planning, teachers have to consider diverse learner needs, students with disabilities, and 

individualized instruction, while Rutt and Mumba (2020) added additional layers, like planning 

for various linguistic backgrounds, English proficiency levels, academic gaps, and student 

learning styles. Setyono (2016) added to this by stating it is not adequate for teachers to simply 

have content knowledge, they must have pedagogy and the creative critical thinking skills to 

effectively plan and carry out a lesson. Kim et al. (2020) found that teachers themselves even 

expressed concern for lack of training on how to plan for some of these elements. Research has 

shown that many teachers, AC and TC, are not prepared to meet varying students' needs (Jenkins 

& Ornelles, 2009; Segall & Campbell, 2012). 

Being an AC teacher with minimal preparation, instructional planning poses as even 

more complex. Blazer (2012), Darling-Hammond (2010), Feistritzer (2003), and Ludlow (2013) 

found that teachers who join the teaching profession through an AC pathway have had minimal 

preparation and coursework in pedagogy and child development, making the intricacies of 

instructional planning even more challenging. This is important because, without proper training 

and support on how to plan and implement said plans, AC teachers may struggle. The feedback 

obtained from the participants in this study indicated their AC teachers, past and present, had a 

gap in effectiveness with instructional planning and needed initial support in order to improve, 

with the exception of TFA teachers who excelled more in this area than regular AC teachers. 

Secondary Research Question 4 

How do school administrators perceive the effectiveness of AC teachers regarding human 

relations skills? 
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Human relation skills, according to the perceptions and experiences of the participants, 

was one of the strongest areas of effectiveness for AC teachers. Human relation skills were 

determined by multiple factors, first being the AC teachers’ personality and innate ability. In 

fact, personality and innate ability was the most mentioned theme amongst the participants in 

this domain. Many of the participants discussed personality traits of AC teachers like being 

agreeable, cooperative, collaborative, sociable, extroverted, compassionate, with-it-ness, and 

being personal. Nearly all participants had positive experiences with AC teachers in this domain 

and agreed that overall, AC teachers are effective in this area, with some stating that AC teachers 

are better in this area than TC teachers. A couple of participants discussed specific AC teachers 

that struggled in this area, but they believed it was because of their personalities that negatively 

impacted this area. HS1 stated, “As an individual, you either have these skills or you do not, and 

credentials do not play a factor.” MS2 reiterated, “As an AC teacher, one can learn a lot of the 

aspects of teaching once they are ‘on the job,’ but you cannot learn interpersonal skills, that 

either comes naturally to an individual, or it doesn’t.” The theme of mindset and coachability 

was mentioned by a couple of participants in relation to human relation skills. Participants 

mentioned that AC teachers who were “receptive to feedback” could improve in this area; 

however, being receptive to feedback is not a “taught skill;” it is a natural aspect of one’s 

personality.  

Previous experience of AC teachers was also a theme that was mentioned numerous 

times in connection to human relation skills. In fact, the AC teachers who had prior careers in 

areas like business and insurance, excelled in this area. Participants stated that they had to work 

on how to strengthen human relation skills with students, but these AC teachers excelled when 

working with colleagues, parents, and the community. Some participants discussed other career 
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paths of AC teachers prior to entering the classroom and how their experiences helped prepare 

them to be effective in this domain. HS2 said that his AC teachers, in the area of human 

relations, were above average. He attributed this to their prior authentic experiences in the real-

world that helped build a strong foundation of interpersonal skills and how to interact with 

colleagues professionally. Other participants discussed that communication skills were strong 

amongst their AC teachers due to previous jobs they held. Additionally, the theme of teamwork 

was discussed in connection to an AC teacher’s ability to collaborate and communicate; 

however, mentorship was not mentioned amongst the participants as a factor contributing to this 

domain. 

Finally, participants discussed that human relation skills rarely had anything to do with 

one’s certification type. Some participants felt as though their AC and TC teachers all had 

relatively effective human relation skills, while others felt some teachers needed improvement 

and support in this area. However, it was evident that certification pathways do not make an 

individual effective in this area, though there are previous experiences, mindsets, and personality 

traits that might allow an individual to be more effective with human relation skills. Most 

participants had a positive experience with their AC teachers and human relation skills. For 

example, ES2 thought that if you did not have certain personality characteristics, people-skills, or 

a desire to improve, you were going to struggle working in most schools, no matter what 

certification pathway you chose. Though it is important to note, most participants discussed 

human relation skills in connection to adults and colleagues; however, only a couple of 

participants discussed these skills and how it impacts students. These participants discussed that 

their AC teachers excelled with human relations with students and how this positively impacted 

student relationships, how they manage their classrooms, and handle discipline concerns. Others 
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said that those who initially struggled with human relation skills were due to their lack of 

experience with children, that with the right support, they quickly improved with human relation 

skills with their students. 

Research supported some of the findings of this study. Human relations skills were one of 

the stronger areas of AC teacher effectiveness. The participants in this study had similar 

perceptions and experiences with AC teachers in regards to human relation skills with adults as 

prior studies. However, though student relationships were discussed, and were all positive, there 

was an overall missing component of human relation skills of AC teachers and the impact on 

students in this study. Additionally, human relation skills in connection with adults and 

colleagues were not discussed as much in the previous literature that was outlined in Chapter 2 of 

this study. 

Research indicated that new and novice teachers might struggle at first with how to 

balance their role as a classroom teacher who is in charge of their classroom and how to be 

compassionate and build relationships with students (Aultman et al., 2009). However, Crosnoe et 

al. (2004), Gehlbach et al. (2012), and Roby (2012) found that those who work to develop and 

improve their human relation skills, both inside and outside their classroom, were able to 

improve their interpersonal relationships, especially with students. In fact, many researchers have 

argued that there needs to be more focus on interpersonal relationships with students so that they 

can develop a true love of learning and not just focus on academics (Ravitch, 2010). Therefore, 

based on the participants’ responses in this study towards human relation skills mostly focusing 

on colleague relationships and not on student relationships, there may be an important 

component missing that needs to be improved. 
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A few participants discussed how AC teachers with strong human relation skills towards 

students, were able to strengthen relationships in their classrooms and this positively impacted 

their management and student behavior. Research also supported this. Studies have shown that 

students who have stronger relationships with their teachers have a decrease in disciplinary 

issues, a stronger sense of belonging in their classroom and school community, and an increase 

in positive social emotional behaviors, motivation, and academic achievement (Birch & Ladd, 

1996, 1998; Crosnoe et al., 2004; Downey, 2008; Gehlbach et al., 2012; Nurmi, 2012; Roorda et 

al., 2014; Wentzel, 2002, 2010). Moreover, teachers who possess personality traits like 

compassion, supportive behaviors, and encouragement, are more likely to have students who 

want to improve and who feel safe in their classroom environment (Ryan et al., 1998).  

Pianta et al. (2012) asserted that the largest barrier to school reform and improvement 

efforts, particularly in schools serving low-income, minority students, was a lack of focus on 

teacher to student relationships. Bridgeland et al. (2013) and Yeager et al. (2014) found that it is 

often reported that students in urban, low-socioeconomic schools have fewer quality 

relationships with their teachers. This is particularly important to note, because few participants 

discussed human relation skills in connection to students, yet all participants were leaders 

serving minority students in urban, low socioeconomic schools. This poses a concern because 

research has shown that the single most important factor to motivation in schools is directly 

connected to the relationships between a student and their teacher (Lazowski & Hulleman, 

2016). The feedback obtained from the participants in this study indicated their AC teachers, past 

and present, were effective with human relation skills and of those who mentioned an AC 

teachers’ human relations with students, only some needed initial support in order to improve. 
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However, the data focused mostly on human relations in connection to adults, not children, 

which is inconsistent with the aforementioned literature in this study. 

Secondary Research Question 5  

How do school administrators perceive the effectiveness of AC regarding professionalism? 

Professionalism, according to the perceptions and experiences of the participants, was 

another strong area of effectiveness for AC teachers. Professionalism was determined by 

multiple factors. Though only a few participants discussed personality and one’s innate ability 

like other domains in this study, it is still important to mention. Most participants who discussed 

personality felt as though an individual either has the personality to collaborate and work with 

their colleagues, or they do not. All participants who discussed personality in relation to one’s 

professionalism thought that all of their AC teacher’s personality traits helped them to be very 

effective in this area. ES3 said that nearly all of her AC teachers she has worked with were 

professional and collaborated well with their peers, while MS2 discussed that the individuals on 

her campus who were AC, were highly liked by their peers, and extremely responsive to student 

and staff needs. She attributed it to who they are as people. 

According to many participants, previous experience positively contributed to an AC 

teacher’s effectiveness with professionalism. AC teachers who have experienced work outside 

the realm of education and have obtained perspectives of what it is like to experience other types 

of career fields, increased their effectiveness with professionalism. Some specific areas where 

AC teachers were effective were collaborating with their peers and adhering to professional 

responsibilities like being on time, understanding and respecting policies, practices, and 

procedures, and adhering to hierarchy, when necessary. Many participants attributed their 

strength in this area to having previous jobs where they obtained these skills. Additionally, a few 
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participants felt as though having this experience actually made them more effective in 

professionalism than their TC counterparts. ES4 felt as though being AC did impact their 

professionalism in a positive way. Having experience in a different field has a major impact on 

how her AC teachers act in the workplace. HS2 agreed and thought since AC teachers have prior 

experience in other professional settings, they seem to come more prepared for what the 

workforce looks like or, should look like. Teamwork and mentorship were mentioned by one 

participant as a factor that helped AC teachers become more professional, but they were 

specifically talking about how they help AC teachers understand policies and procedures within 

a school. Mindset and coachability were not discussed in relation to professionalism. 

Some participants felt as AC teachers were effective in regards to their professional 

behavior, and personality and previous experience were the main contributing factors. However, 

it is worth noting that some participants stated that although AC teachers were mostly 

professional, some needed support initially on how to understand school protocols and 

operations, but this was understandable. Regardless, nearly all of the participants mentioned that 

their AC teachers had high amounts of professionalism and this was a strength they brought to 

their schools. Moreover, some participants felt as though their AC teachers were more 

professional than their TC teachers. MS1 mentioned that she saw more professionalism in her 

AC teachers than her veteran TC staff. HS1 agreed with this sentiment, by stating that AC 

teachers tend to have more respect and desire to follow professional protocols. ES4 also thought 

her AC teachers respected policies and school expectations more often than her TC teachers. 

MS2 also felt as though her AC teachers understood the consequences to not adhering to school 

policies more so than her TC teachers. 
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Research partially supported the findings of this study. Professionalism was one of the 

stronger areas of AC teacher effectiveness. The participants in this study had similar perceptions 

and experiences with AC teachers in regards to professionalism as some prior studies, but not all, 

because professionalism is a subjective term. As discussed in the literature review section of this 

study, Ramadhan (2021) determined that the concept of professionalism has been widely 

debated, and one single definition has not been agreed upon. Some studies focused on how 

schools often operate through two varying structures: bureaucratic and professional (Tschannen-

Moran, 2009), and schools that have a professional lens are more client-oriented, meaning the 

focus is on professionalism and the impact on students, while others focus on bureaucratic rules 

and procedures. Based on the data, when participants discussed their perceptions and experiences 

of AC teachers in regards to professionalism, it is evident a bureaucratic lens was used. 

Cheng (1996) and Vanassche and Kelchtermans (2014) described a teacher’s 

effectiveness in professionalism by their ability to adhere to standards and their overall conduct. 

Much of the other literature discussed in this study was grounded in teacher’s belief systems and 

orientations that influences their actions, attitudes, behaviors, and performance. Weber and 

Johnsen (2012) found that characteristics of teachers who have exceptional professionalism are 

having integrity, understanding their role within the classroom and school, and being motivated. 

Moreover, Tanang and Abu (2014) and Ramadhan (2021) stated that teachers who have an 

exceptional attitude and good behavior inside and outside of the classroom are considered 

professional. This research is consistent with the findings of this study. However, the Learning 

Sciences Marzano Center (2013), the National Conference of State Legislatures (2011), and 

Weber and Johnsen (2012) discussed other components of professionalism that participants in 

this study did not mention in regards to AC teacher effectiveness. For example, these studies 
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mentioned that professionalism was measured by a teacher’s knowledge of the subjects they 

taught and how they taught those subjects to students, exemplifying expertise in content and 

pedagogy, monitoring student learning, reflecting on their practice, commitment to student 

learning and achievement, and being an active member of their PLC. These components of 

teacher professionalism were not mentioned by participants in this study. However, the feedback 

obtained from the participants in this study indicated their AC teachers, past and present, had a 

strength in effectiveness in the domain of professionalism, as it aligns to the bureaucratic 

discussion of professionalism in research. 

Summary of Findings 

Results from this research study are supported by findings in previous research studies 

that suggest AC teachers are effective in some areas of teacher effectiveness but have gaps in 

other areas, suggesting administrative support is necessary in order to help AC teachers grow and 

develop. The participants’ perceptions and experiences of AC teachers in the areas of classroom 

management and instructional planning directly align to previous research. Most teachers who 

enter the classroom from an alternative pathway do not have the background knowledge, 

experience, or adequate preparation to be successful in these areas, at least initially. However, it 

is important to note that the findings from this study and previous research also found that new 

and novice teachers, regardless of their certification pathway, struggled in these two areas. In 

regards to classroom management, research shows that it is a challenging aspect of teaching for 

all new teachers, no matter what certification they have (Emmer & Sabornie, 2015; Melnick & 

Meister, 2008). In fact, many researchers found that it is one of the most significant challenges to 

overcome for new teachers in the teaching profession (Blake, 2017; Borko & Putnum, 1996; 

Hogan et al., 2003; Marks, 2010; Melnick & Meister, 2008), including those from AC pathways. 



144 

Poznanski et al. (2018) and van den Bogert et al. (2014) found major gaps in classroom 

management in preservice teachers as well. Prior research also shows that those with minimal 

coursework in classroom management, which includes AC teachers, often have a difficult time in 

the classroom at first (Blazer, 2012; Darling-Hammond, 2010; Feistritzer, 2003; Ludlow, 2013). 

Other researchers found that those with little to no preparation actually struggled as veteran 

teachers as well with classroom management (Begeny & Martens, 2006; Simonsen et al., 2014), 

showing that adequate preparation, coursework, and practice with classroom management is key 

if an individual wants to be effective in this area when they step into the classroom and 

throughout their career. However, it is important to note that classroom management can be 

developed over time and this is consistent with this study’s findings and previous literature 

(Ersozlu & Cayci, 2016). 

 In regards to instructional planning, previous research was also consistent with this 

study’s findings. Many research studies discussed the complexities of instructional planning and 

how difficult it can be for teachers to understand (Ball et al., 2007; Danielson, 2007; Reiser & 

Dick, 1996). Other studies mentioned that in order to effectively plan, one must have strong 

content and pedagogical background (Setyono, 2016), something that many AC teachers lack 

due to minimal preparation and coursework. AC teachers themselves even expressed their own 

concern for minimal training or preparation in the area of instructional planning (Kim et al., 

2020). Moreover, other studies have found that because AC teachers lack knowledge in 

pedagogy and child development, instructional planning is a challenge for them, even when they 

have content knowledge (Blazer, 2012; Darling-Hammond, 2010; Feistritzer, 2003; Ludlow, 

2013). However, it is clear the findings in this study and in previous research show that this lack 

of effectiveness in instructional planning is not just isolated to AC teachers, but rather all 
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teachers are not adequately prepared and need support in this area (Jenkins & Ornelles, 2009; 

Segall & Campbell, 2012). 

 The study’s findings are also supported by previous research studies on AC teacher’s 

effectiveness in the area of content knowledge. Overall, the findings from this study found that 

most AC teachers had average or above average effectiveness with understanding content. Many 

studies found that AC teachers may have advantages in this area due to prior experience and 

degrees in specific subject areas (Brenner et al., 2015; Darling-Hammond, 2000a). Moreover, 

some researchers have studied specific ACPs, and found that they often recruit individuals with 

strong content area knowledge to their programs so they can excel in this area of teaching (Finn 

& Madigan, 2001). This study’s findings are also consistent with the literature on AC teacher’s 

ability to transfer this content knowledge to students. Prior research has found that AC teachers 

may be extremely strong in content knowledge, but struggle with helping students understand the 

content due to the lack of pedagogical knowledge (Darling-Hammond, 2000a; Eisenhart et al., 

1993; Kahan et al., 2003). This disconnect was also mentioned in this study.  

 Finally, in the areas of human relation skills and professionalism, this study’s findings 

were partially consistent with previous research. With the lack of discussion about AC teacher-

student relationships and the impact of these domains on students, it is difficult to determine if 

these areas directly align with previous studies. This study found that AC teachers were effective 

with human relation skills, but it focused mainly on adult interactions. For those who discussed 

AC teacher effectiveness in human relation skills as it pertained to student relationships, 

behavior, and management, this finding was consistent with previous research studies. Studies 

have shown that teachers who have strong human relation skills, in the form of student 

relationships, have seen a positive impact on students and the school environment (Birch & 
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Ladd, 1996, 1998; Crosnoe et al., 2004; Downey, 2008; Gehlbach et al., 2012; Nurmi, 2012; 

Roorda et al., 2014; Wentzel, 2002, 2010). Moreover, the personality traits of AC teachers that 

were mentioned in this study in regards to effectiveness in human relation skills are also 

consistent with previous research (Ryan et al., 1998).  

 This study also found that AC teachers were effective with professionalism, but it 

focused on one specific area of professionalism in the research. Studies that examined 

professionalism of teachers that focused on their ability to meet basic job expectations, adhere to 

standards, and their overall behavior and conduct were consistent with the findings of this study 

(Cheng, 1996; Ramadhan, 2021; Tanang & Abu, 2014; Vanassche & Kelchtermans, 2014). 

Additionally, the personality traits and characteristics of AC teachers that were perceived as 

highly effective in the area of professionalism were also consistent with previous literature 

(Weber & Johnsen, 2012). However, other studies that addressed different components of a 

teacher’s professionalism were not discussed in this study (Learning Sciences Marzano Center, 

2013; National Conference of State Legislatures, 2011; Weber & Johnsen, 2012).  

Additionally, it is worth noting that research that states that AC teachers are often hired in 

urban, low socioeconomic schools to fill vacancies is also supported by this study. All 

participants in this study had inherited and/or hired numerous AC teachers during their time as 

principals leading urban, low socioeconomic schools serving minority populations. Research 

shows that many AC teacher candidates are hired to fill vacancies in critical shortage areas like 

this (Burnette, 2017; Darling-Hammond, 2006; Goe, 2002; Hohnstein, 2017; NCES, 2020; 

Redding & Smith, 2016; U.S. Department of Education, 2015; Zeichner & Hutchinson, 2008). 

Furthermore, it is worth mentioning that many researchers have found that AC teachers may 
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possess qualities that are helpful in urban school settings (Ng, 2003), and this is also consistent 

with this study’s findings. 

Implication of the Theoretical Framework 

 This study was guided by two theories that made up the theoretical framework. First, 

Nusbaum’s teacher effectiveness survey and theory were used to assess the components of 

teacher effectiveness (Nusbaum, 2002): content knowledge, classroom management, 

instructional planning, human relation skills, and professionalism. Second, the constructivist 

theory (Dewey, 1938) was used to guide interviews in order to learn through the lived 

experiences of urban school administrators and their perceptions and experiences of AC teachers. 

Constructivist pedagogy, an extension of constructivist learning theory, was also used as a focus 

for this study (Richardson, 2003). The findings from this study aligned with these theories. 

Nusbaum’s (2002) teacher effectiveness survey outlined the five domains in which teachers need 

to be effective in order to dramatically impact student growth and achievement. Though not all 

participants felt as though their AC teachers were effective in all areas of teacher effectiveness, it 

was clear that AC teachers have strengths in the areas of content knowledge, human relation 

skills, and professionalism. Classroom management and instructional planning were the areas in 

which AC teachers had gaps and needed more support with.  

 Constructivism is considered an approach to learning that proposes that individuals 

actively construct their own knowledge and that everything is determined by the experiences of 

the learner. According to this concept, learning is believed to be a social activity (Dewey, 1938). 

In alignment with the constructivist theory, constructivist pedagogy was discovered and 

described as the classroom environment, activities, and methods that are grounded in the 

constructivist learning theory, and how teachers not only help individual students develop deeper 
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understandings of the content and subject matter, but also help them develop the skills they need 

in order to critically think and maximize opportunities to learn (Richardson, 2003). Though 

constructivist pedagogy does not explicitly state the five domains of teacher effectiveness as 

outlined by Nusbaum (2002), content knowledge, classroom management, instructional 

planning, human relation skills, and professionalism closely align with the fundamentals of 

constructivist pedagogy.  

Additionally, this study outlined the role of an administrator in an AC teacher’s 

development. As an administrator seeks to examine AC teacher effectiveness, they must also 

understand that each teacher, regardless of their certification type, enters the education 

profession with a unique set of experiences and knowledge. Some alternative route teachers enter 

into the profession with different degrees or careers that have helped shape them, which often 

translates into the classroom. Others have unique personality traits, innate abilities, or mindsets 

that contribute to their effectiveness in the classroom as well. Because the constructivist theory 

believes that individuals actively construct their own knowledge and that everything is 

determined by the experiences of the learner, this would mean that all teachers, AC and TC, 

come to the classroom with differences based on their own backgrounds. These differences that 

exist shows the critical importance of administrators understanding their teachers’ strengths, 

gaps, and support needs. Furthermore, because many alternative route teachers come to the 

classroom with minimal preparation, they are often required to construct knowledge through 

their direct experience in the classroom (Richardson, 2003). Therefore, the concept of “learning 

by doing” becomes a regular thing in their lives. Regardless, it is the administrator’s role and 

responsibility to identify areas in which all teachers, especially those who are AC, need support 

so they can ensure quality and success. 



149 

Implication for Practice 

This study aimed to generate knowledge on alternative pathway teachers and their 

effectiveness in the classroom from an administrative point of view, specifically in urban, low 

socioeconomic, high-risk schools. A practical implication is that school administrators should 

continue to identify areas of effectiveness and ineffectiveness of AC teachers so they can 

develop a stronger understanding of potential teaching gaps and be able to provide the necessary 

support for AC teachers to improve in their overall practice. This research specifically provides 

administrators and district personnel areas in which AC teachers could be better supported in 

their growth and development in order to improve student academic outcomes and overall school 

improvement. By identifying these areas of effectiveness and gaps, principals may be able to 

keep AC teachers in the profession to attempt to reduce the teacher shortage and improve overall 

teacher quality. 

 Additionally, because of the variety of ACPs and routes to the classroom, this study also 

has the potential to inform local, state, and national ACPs of the pertinent skills individuals 

should acquire before entering the classroom. With this information, ACPs can be informed of 

the essential components their programs should have in order to better equip individuals for the 

teaching profession. 

Limitations 

 Limitations were present in this study. First, this study was conducted in one large urban 

school district in the state of Oklahoma, potentially impacting the study’s transferability. 

Transferability refers to whether or not the findings of a study can be applied outside the context 

to another situation (Coughlan et al., 2007). Additionally, urban schools were selected within one 

school district in one state in order to help support the research in the urban context, excluding 
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other school contexts, like rural and suburban schools and communities. However, because the 

school district is the largest school district in the state of Oklahoma, its size and unique attributes 

may not be able to transfer to all urban school districts. Although the perceptions of the Pre-K 

through 12th grade school principals in the sample may be similar to other findings or school 

districts, it is important to note that this study is isolated to one specific school district in one 

state. 

Another limitation of this study is the sample size. Included in the sample, were seven 

elementary Pre-K through 4th grade principals, with one overseeing an early childhood campus, 

two middle school (fifth through eighth grade), and two high school principals, (ninth grade 

through twelfth grade). Having a larger representation of elementary participants than secondary 

could have impacted the results. Finally, this study excluded teachers who are currently in the 

classroom under an emergency or provisional certificate. It was assumed that all participants 

could decipher between these two pathways into the classroom, but a participant’s inability to do 

this has the ability to impact the results of the study. 

Recommendations 

 Based on the findings of this study, there are some recommendations for future studies. 

First, because the results of this study cannot be generalized to the larger population of 

administrators and AC teachers due to the study focusing on one large urban school district, it is 

recommended that future studies include gathering data from other urban districts for 

comparison. The second recommendation is, because this study was a qualitative single case 

study that sought to look at the similarities in the data, it would be beneficial to conduct a 

multiple case study that looked at the similarities and differences amongst principal perceptions 

of AC teachers. With this, investigation into the differences of AC teacher gaps and strengths 
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across the five domains of teacher effectiveness may offer more understanding of how to better 

support AC teachers based on specific and individualized needs. 

 A third recommendation would be to expand this study to include other types of schools, 

like those that are in rural or suburban communities to see if AC teachers have similar or 

different areas of effectiveness, gaps, and strengths. This study was isolated to one large, urban 

school district, so future researchers may want to implement a similar study but in a different 

type of setting. 

 A fourth recommendation would be to examine AC teachers who have been through 

specific ACPs, like TFA. Though TFA was discussed amongst some participants in this study, it 

would be beneficial to learn more about this program, or others like it, and its impact on AC 

teacher preparation and overall effectiveness. 

Reflection 

I have worked in public education as a classroom teacher, professional development 

trainer, and now school administrator. In each one of those roles, I have witnessed the critical 

importance of teacher quality and its direct connection to student growth and bridging the 

opportunity and achievement gap. As a school administrator, it is my role to not only recruit, but 

also support and retain highly qualified teachers. However, knowing where gaps exist and how to 

address those gaps can be challenging, as a “one size fits all” approach or a day of professional 

development is not enough to address the complexities of teacher effectiveness. Each teacher, 

regardless of their certification, have strengths, gaps, and areas of needed support, and it is my 

role to help identify those and capitalize on them so that all students have the opportunity to 

learn from a quality teacher. 
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As a traditionally trained teacher, I received 4 years of teacher preparation and taught in a 

suburban district prior to transitioning to the urban school district that I am in now. Even with a 

four-year teaching degree, credentials, student teaching, and some experience under my belt, I 

decided to participate in a two-year ACP where I was placed in an urban, low-socioeconomic 

school in one of the most impoverished neighborhoods in the entire state of Oklahoma, where 

100% of students were below the poverty line. My experience as a teacher in the suburban, more 

affluent school versus the urban, lower socioeconomic school were vastly different, and I did not 

feel that my traditional preparation program prepared me to be successful for all of the 

challenges that a teacher faces in an urban setting. I attribute much of my success as a classroom 

teacher and now administrator to the knowledge I gained and the support that I received from the 

ACP I participated in. Additionally, as a current school administrator who has made a choice, on 

more than one occasion, to hire AC teachers over traditionally trained teachers, I wanted to learn 

more about the perceptions and experiences of administrators who have inherited or hired AC 

teachers on their campuses. Moreover, with a dramatic increase in teachers who are emergency 

or alternatively certified in the state of Oklahoma, it is critical that school leaders understand 

how to support these new teachers to help them be successful. Therefore, it was my desire to 

learn more about administrators’ perceptions and experiences of AC teachers and their 

effectiveness in other schools that were similar to mine. 

Conclusion 

Throughout this study, my desire was to contribute to the literature on teacher 

effectiveness. The purpose of this qualitative case study was to generate knowledge of alternative 

pathway teachers’ effectiveness in the classroom from an administrative point of view, 

specifically in urban, low socioeconomic, high-risk schools. Administrators are held responsible 
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for teacher effectiveness and student achievement, while also having to ensure they are aware of 

the areas in which their teachers need support in order to improve. Using the five domains of 

teacher effectiveness (Nusbaum, 2002) as my guide, my goal was to identify areas in which AC 

teachers are effective, have existing gaps, where they possess strengths, and areas in which they 

need additional support so administrators and ACPs alike can help AC teachers grow and 

develop. 

My goal was to seek an understanding of the perceptions of AC teacher effectiveness 

through the lens of a school administrator. Participants shared their feelings, perceptions, and 

experiences of hiring, working with, and supporting current and past AC teachers. By doing this, 

I was able to capitalize on the perceptions and experiences of the participants and derive 

interpretations from their responses. They discussed how personality and innate ability, prior 

experience, mindset and coachability, and teamwork and mentorship contribute to an AC 

teacher’s effectiveness in the areas of content knowledge, classroom management, instructional 

planning, human relation skills, and professionalism. They also shared their perceptions and 

experiences of AC teacher gaps and areas of needed support, specifically in the areas of 

classroom management and instructional planning. Additionally, participants shared that AC 

teachers were most effective in the areas of content knowledge, human relation skills, and 

professionalism.  

Though some researchers and policymakers are harsh critics of AC teachers and 

programs, others have found the strengths of AC teachers and programs and believe they are a 

positive way to address the growing teacher shortage. There also continues to be mixed findings 

on AC teacher effectiveness. However, regardless of the positives and negatives AC teachers and 

programs may bring, many researchers have shifted the conversation to how we can train, 
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prepare, and properly support AC teachers to ensure their success, so that all students have 

access to a quality education.  
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Appendix E: Coding Matrices for Research Questions 

Secondary Research Question #1: How do school administrators perceive the effectiveness of 

AC teachers regarding content knowledge? 

Interview Question: How do you feel about the effectiveness of AC teachers in the area of 

content knowledge? Tell me your experiences. 

Category Theme Evidence 

Content Knowledge Personality and Innate 

Ability 

ES1: It really depends on the personality of the 

teacher if they are successful in content knowledge. 

 

ES5: It depends on the person to be honest, it is 

really based off that individual, their self-interest, 

and personality. 

 

ES3: Most of what makes you effective is your 

personality. 

 

ES4: It almost depends on the person themselves. 

 

ES5: It’s really based off that person and just that 

individual and their self-interest and personality. 

 

ES5: It depends on the person to be honest. 

 

ES7: My alternative teachers in early childhood, 

they just had that with-it-ness. You know, they just 

had it. They just had it and they didn't have to think 

about how or ponder, or Google how they would be 

able to get that concept over to the child. 

 

ES7: They just had it and they didn’t have to think 

about how or ponder what to do in the moment. 

 

ES7: For those that didn’t do well with content, I 

think a lot of it had to do with their own personal 

insecurities or lack of security. What's the word I'm 

looking for? Self-esteem. Efficacy. In my opinion, 

if you're comfortable teaching a subject and 

confident in the classroom, you're going to get it 

across to the children a lot easier. And that goes for 

alternative certification, too. 
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MS2: It has been a case by case basis at my campus 

and it just depends on the person. 

 Mindset and 

Coachability 

ES1: It really depended heavily on their mindset, 

their growth mindset. 

 

ES1: I would say coming in, they would have 

almost no content knowledge, but with the right 

mindset, I saw some of them improve over time. 

You have to be willing to persevere in our schools. 

 

ES1: People who work in our schools have to 

commit to like continuous learning and 

professional growth if they want our kids to be 

successful. 

 

ES5: I've noticed working previously with other 

teachers that have became alternatively certified 

and gone through the whole path of becoming a 

teacher after changing careers, or whatever that 

they've become so invested in becoming a teacher 

and their own growth that they do their own 

research. And so they have self-taught themselves. 

Previous Experience ES1: One AC was a journalist before she became a 

teacher. So, for her to teach writing and grammar 

with our kids was a huge benefit for our kids. 

 

ES1: My gold star was my fourth grade AC 

teacher. She was a journalist before she became a 

teacher. 
 

ES1: Kids really, really thrived in there because she 

approached her content in a unique way, and I 

think it’s because she had that prior career. 

 

ES1: My Second grade teacher was not..she was 

another AC teacher and it was a terrible experience 

because she didn't have kids of her own, she was 

older, and she didn't know how to talk to kids. She 

didn’t have any experience prior. And so, she really 

struggled. She came in with no content knowledge 

and really didn’t improve in her time here. 

 

ES2: You don't learn everything that you need in 

college. Some alternative teachers have other 
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previous experience that helps them with the 

content and that is great. 

 

ES2: One of my AC teachers had lots of experience 

in the classroom under the guidance of a really 

good teacher as a paraprofessional first. 

 

ES2: So, it was almost like 4 or 5 years of student 

teaching before she had her own classroom. 

 

ES3: But it kind of depends on like their experience 

too. Right now I have a Kindergarten teacher who 

was a sociology major and was a Pre-K assistant 

and parent here before. Then she decided to go to 

start teaching. And she’s doing just fine. She’s a 

good teacher. 

 

ES3: My art teacher, she is a trained artist. She 

worked for an arts council. Her experience directly 

connects with what she does with students each 

day. 

 

ES3: My other teacher, was a sociology major. But 

she had a hard time at first. She got better over time 

though.  

 

ES4: They are actually very knowledgeable about 

their content area, and those with prior 

experiences...they really studied, know, and 

understand it.” 

 

ES5: It almost depends on the person themselves 

because I have one that's alternatively certified 

even though the majority of their studies was in 

education and then my other teacher her 

background is not an education, but she seems to 

have a better understanding of content than the 

other one. 

 

ES6: Content knowledge, they're not ready, it’s 

inadequate. You cannot just learn content 

knowledge. I couldn’t learn to do a surgery while I 

was doing the surgery…AC teachers need adequate 

preparation or student teaching before coming to 

the classroom. 
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ES6: You cannot just learn content knowledge. I 

couldn’t learn to do surgery while I was doing the 

surgery…AC teachers need adequate preparation 

and student teaching. They need more experience 

before. 

 

ES6: There's a lot of teacher preparation that 

people have had. So, I just think it's that much 

more stressful on AC teachers. 

 

ES7: I feel like children suffer in this area with an 

alternatively certified teacher because they don’t 

have the knowledge, training, and experience to do 

the job. 

 

ES7: They may know the concept that they're 

teaching but they didn't know how to get it across 

and actually teach it because they don't have that 

training they need before. 

 

MS2: Content knowledge varies. It has been a case 

by case basis at my campus. The teacher I 

mentioned earlier, the science teacher, that was a 

no-brainer because she was a practicing scientist, 

so I had a high level of confidence in her content 

knowledge. 

 

MS2: Content knowledge is an area of concern for 

me because the way our state sets it up is you have 

to have related experience to your content area to 

be able to even be qualified for AC. But it appears 

they have loosely applied what that 2 years of 

experience really means. 

 

HS1: Most of the AC teachers I have hired when it 

comes to content knowledge, they have it. One of 

my AC science teachers has great background 

knowledge of science and he could stand with the 

best of them I believe. 

 

HS2: Alternatively certified teachers I have worked 

with have an expert level, or at least proficient 

level knowledge of their content, and with this, 

they are able to make connections between the 

curriculum and real-life experiences from what 
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they knew in another career and bring that to their 

classroom. 

 

HS2: Their expertise and their ability to discuss 

content with their students is a little above average. 

 All Teachers Have 

Similar Needs 

ES2: I feel like, just like anyone else. I think they 

need support. 

 

ES2: I don't see them as being different I think 

they're kind of in the same categories as everyone 

else with content knowledge. I think they have a lot 

of potential but they need some support. 

 

ES3: I don't feel like you really learn to be a 

teacher until when the principal says ‘here's your 

room, here's your keys’ and close the door and says 

here’s your little team of people have fun. And you 

just have to figure things out, of course with 

support, but you are never really prepared no 

matter what your preparation looked like. 

 

ES3: Sometimes I think people are just a natural at 

teaching and I’ve had traditional and alternative 

people like that. 

 

ES3: I don't you feel like you really learn to be a 

teacher until when the principal says here's your 

room. Here's your keys and close the door and 

says, here’s your little team of people have fun. 

 

ES4: I think however they were alternatively 

certified they really studied their content and they 

know and understand it. you know, traditional 

teachers, they're spread really thin even in college, 

not just learning content but they're learning how to 

teach and philosophy of teaching and they're not, 

they don't take as many of those specific content 

courses. 

 

ES6: We often just say, ‘here’s your key,’ and 

teachers step into their rooms and learn as they go. 

 

MS1: I don't think it's any different than my 

regularly certified teachers. I haven't had really any 

teachers come like really strong in content. 
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MS1: So, a lot of our school PD is centered around 

content knowledge and standards for all of our 

teachers, not just like the regular certification route 

or alternative certification route because they all 

need it. The need for content knowledge help is 

greater than what I saw in elementary school as a 

principal, especially in our schools where our 

students have such high needs. You might be able 

to get by at a surrounding affluent school, but not 

with our babies. 

 

MS1: In middle school where we're focused in on 

one content, I still see a lot of struggle there, 

doesn’t matter what path they took. 

HS1: In area of content knowledge. I can't tell the 

difference between alternatively certified teacher 

that I've had experience with as opposed to a 

regularly certified teacher. 

 Teamwork and 

Mentorship 

ES2: We have a really good mentor program here 

where we pair them up with someone a lot of times, 

it's a team member but we pair them up with 

someone else who can kind of guide them and 

answer questions for them, especially with content. 

That helps them improve. 

 

ES2: I think that it is critical to have a mentor for 

walking them through the day-to-day operations, 

helping them understand their content and how to 

use the curriculum, and helping them develop best 

practices. They’ve already been down this road. 

They have seen what works better and what doesn’t 

work so well, so they can share those experiences.  

Pair them up with someone else who can kind of 

guide them and answer questions for them, 

especially with content. That helps them improve. 

 

ES3: We have a really good mentor program here 

where we pair them up with someone a lot of times, 

it's one of their team members, but we pair them up 

with someone else who can kind of guide them and 

answer questions for them, especially with content. 

That helps them improve. 

 

ES3: I think that's critical to have a mentor just for 

walking them through the day-to-day operations 

helping them understand how to use the 
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curriculum. Helping them just helping them with 

best practices. 

 

ES5: We just walk in the door and say here's your 

kids. I think if we could create a path to where if 

they could student teach for a semester with a 

mentor teacher then they can make that decision, 

whether they want to keep going or not they would 

be more successful. 

 

ES6: They don't even student teach. They just walk 

in the door and we say here's your kids. I think if 

we could create a path to where if AC’s could 

student teach for a semester with a mentor teacher 

then they can make that decision, whether they 

want to keep going or not they would be more 

successful, especially with content. 

 

ES6: Teach for America does a six week boot camp 

where they work on content. But they also have 

ongoing trainings and support on site, and their 

trainer would come and work with them and some 

of them stay in education because of it. 

 

MS1: Teachers who teach similar content need to 

work together for support. Sometimes I’ll pair them 

up, or with an instructional coach. 
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Secondary Research Question #2: How do school administrators perceive the effectiveness of 

AC teachers regarding classroom management? 

Interview Question: How do you feel about the effectiveness of AC teachers in the area of 

classroom management? Tell me your experiences. 

Category Theme Evidence 

Classroom 

Management 

Personality and Innate 

Ability 

ES4: I don't want to call them just naturals, but it 

seems that way with my AC teachers. 

 

ES6: Some people are just natural with it and have 

those instinctive unique skills and personality that 

it takes 

 

ES6: I think that's in your makeup as to whether 

you've got the heart or the with-it-ness, maybe 

that's a better word to say that with-it-ness, to work 

with kids. Because I've seen people come out of 

teacher Ed that I thought, I don't know how you are 

here. And then I have AC teachers who are 

phenomenal with management and working with 

kids. 

 

ES6: I think it's in their own makeup. 

 

ES6: I think it's just in your own makeup as to 

whether you can have the patience to work with 

kids and manage a classroom or not. 

 

MS2: To be honest, I think it is more temperament 

and personality and temperament and not 

necessarily preparation. That's the only conclusion 

I can really come to. 

 

 Mindset and 

Coachability  

ES7: My AC Pre-K teacher, she wants to get better. 

She wants to grow. She definitely does. There's a 

difference in early childhood. Teachers will reach 

out, but when you get above that, they will not 

reach out for help. 

 Previous Experience ES1: She didn't run a classic, typical classroom. It 

was more like a press room so students responded 

well. 
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ES2: She is a Pre-K teacher. Her mother owned a 

daycare. So, she grew up working at her mom's 

daycare. And so, even though she is an alternative 

cert, she grew up in an environment where she's 

very familiar with how to set up the procedures for 

a classroom and how to make that work. It was a 

smooth transition for her. 

 

ES2: So that worked for her, the other one who 

didn't have a lot of struggles with classroom 

management, so she had taught previously in Costa 

Rica. 

 

ES2: She had experience managing kids. So, she 

was able to kind of transfer that so she didn't 

struggle quite as much setting up her classroom 

procedures.  

 

 

ES3: I think they just catch on like the rest of us. 

You know, it takes you a couple of years no matter 

what your certification is. You just have to keep 

working at it and growing yourself. 

 

 

ES4: I have had a mixed experience with that. But I 

will say of those that I have hired, they are doing 

amazing with management. 

 

ES4: I will say one of those is a former TFA 

teacher and the training that she received in 

addition to anything the district provided was very 

useful. She does an excellent job. She is one of my 

team leads. She is kind of a step ahead of all the 

other alternatively certified teachers I have. 

 

ES5: They all do come with their issues at first, but 

I've also noticed like because I'm just I'm very 

impressed with my alt cert that I have this year in 

kinder, because she worked in mentoring programs 

previously. 

 

ES5: Another worked with small groups of kids. 

So, she has, she is really good when it comes to 

classroom management and the other one that has a 

background of education so she has done well too. 
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ES5: It all depends really on their previous 

experience before coming into the schools because 

the majority of them do well with classroom 

management with some level of experience prior. 

 

ES5: Another had part-time jobs at like the move 

theaters and things like that. So, she had the 

customer service aspect, but not working with 

students, so she needed a lot of help. 

 

ES6: By not doing student teaching, by not letting 

them go and observe and then go and student teach, 

you just show up at work in a school and we’re just 

like boom, here’s your room, good luck. If they had 

that they would definitely do better with 

management. 

 

ES7: They initially had no classroom management, 

not at all. They didn't even know how to go about 

even acquiring classroom management because 

they didn't have that skill set. That they had their 

degrees in business and you don't run a business 

the way you teach in the classroom. 

 

MS2: The science teacher, who had experience as 

an adjunct teacher and practicing geologist, her 

engagement is so high that classroom management 

virtually isn’t an issue. 

 

HS1: I honestly think it's the life experience that 

AC teachers bring in with them. Most of my 

alternatively certified teachers are coming in from a 

second career standpoint or they're coming in with 

other experiences. This helps so much with 

relationships. 

 

HS1: AC teachers chose this profession and they 

know what's out there as opposed to coming, 

straight out of say, college going straight into 

teaching and really not having any type of work 

environment outside of education. I mean I have 

teachers that are ready to retire that have never 

been in the workforce. They've, they went to school 

all through K12, then went to college and then got 

jobs in schools and have never been out of a school 
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environment. So, the only work experience they 

have is school. I think there's some advantages to 

that just as much as there's advantages to the 

second or third career people, but for some reason 

my AC teachers do better in this area in my setting. 

 

HS1: I’ve worked with TFA teachers that much 

better in classroom management. 

 

HS2: I would say probably below average in 

classroom management. Their expertise and their 

ability to discuss content with their students is a 

little above average. But then when you talk about 

how that manifests itself in the design of classroom 

management of classroom protocols, systems, and 

practices, I see that there is definitely a little bit 

more need to do that work helping those teachers 

raise the bar so to speak to meet my expectations. 

They just don't have that experience yet. 

 

HS2: Generally, I need to provide additional 

guidance to an alt certified person just because 

they've never had experience working with 

adolescents in many cases. 

 

HS2: However, there are some carved out instances 

where you'll see an AC person that has this life 

experience that positively impacts their classroom 

management and even the pedagogical aspect of 

teaching. 

 

HS2: For example, my visual art AC teacher has 

such a respect level that when they engage with 

students, they're able to make connections because 

of the authenticity of their work and what they're 

asking students to be able to do that, sometimes, I 

see a carryover in the overall management, which 

everything is based in as, you know, respect 

between the teacher and the student. 

 

 All Teachers Have 

Similar Needs 

ES3: I think they just catch on like the rest of us. 

You know, it takes you a couple of years no matter 

what your certification is. You just have to keep 

working at it and growing yourself. 
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ES6: I’ve got seasoned teachers with Masters in 

Education that are not always kind and patient with 

children nor do they have good structure and then 

I’ve got my TFA teachers did immensely better in 

classroom management. 

 

ES6: Because I've seen people come out of teacher 

ed that I thought, I don't know how you are here. 

And then I have AC teachers who are phenomenal 

with management and working with kids. 

 

MS1: Across the board, there's been some things 

there that need to be worked on. 

 

MS1: I’m going to say all first year teachers need 

help with that. It takes a couple of years to kind of 

build that confidence as a teacher to go into the 

classroom and do it well. 

 

MS1: But I see it across the board with just first 

year teachers. Teachers in general regardless what 

certification route they went that's a struggle for a 

lot of new teachers. 

 

HS1: I can't say that I've seen any difference in 

classroom management from an alternatively 

certified teacher any different than a regularly 

certified teacher, in fact, I tend to see more 

problems with our traditionally certified teachers in 

my setting. But it’s probably more the setting than 

the teacher. 

 

HS1: I've not had a problem in fact, my two 

alternatively certified teachers never complain 

about a student. I've never received a complaint 

from an AC teacher. I've not received a complaint 

from a student on those teachers. They do a great 

job managing and building relationships. I can’t 

always say the same about the traditional track. 

 

HS1: As I go in and I interview teachers, I'm 

looking for the ones that can build relationships 

with students. The ones I've inherited. Meaning 

they were there before, I became principal there on 

the traditional track and either they've been in it too 

long or they didn't have an understanding of 
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alternative education in the at-risk youth that we 

serve. 

 

HS1: Often times, AC teachers are more successful 

in my setting with the at-risk students we serve. 

 

 Teamwork and 

Mentorship 

ES2: Two of them have struggled in that area. So, 

we've had to pair them up with a mentor that can 

really help them. They have improved so much. 

 

ES2: I mean you have teammates to support you 

and give you ideas. But, you know, you Like I said, 

I feel like it's one of those things where you learn 

as you go and if you have a good strong team 

around you, that can talk you through some of the 

challenges and give you some best practices, you 

will be successful. That’s really what I think is the 

key. 

 

ES2: We've had to have them, do some kind of 

classroom observations though to see what other 

classroom strategy management strategies and their 

teammates are using. So, it’s an ongoing process, 

but we have seen quite a bit of growth with AC 

teachers because of this, so it has been 

encouraging. 

 

ES3: We've had to have them do some kind of 

observations and other classrooms to see what 

other classroom strategy management strategies 

and their teammates are using. We have seen quite 

a bit of growth with AC teachers because of this 

though so that has been encouraging. 

 

ES7: My Pre-K AC teacher struggled with 

classroom management, but the difference with her 

is she will reach out for help to her other co-

workers that are very seasoned who don’t lack that 

knowledge and she gets support from them. 
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Secondary Research Question #3: How do school administrators perceive the effectiveness of 

AC teachers regarding instructional planning? 

Interview Question: How do you feel about the effectiveness of AC teachers in the area of 

instructional planning? Tell me your experiences. 

Category Theme Evidence 

Instructional 

Planning 

Personality and Innate 

Ability 

ES3: I wonder if it pretty much has everything to 

do with the teacher’s personality opposed to what 

they bring in. 

 

ES5: They do need quite a bit of support in that 

area. But again, it just depends on the person and 

they do need support in that area because they're 

just not sure what. 

 

 Mindset and 

Coachability 

ES1: If you’ve got someone that just has a natural 

growth mindset, that wants to learn and grow and 

be really, really good at what they’re doing, they 

usually persist and can grasp areas like 

management and instructional planning quicker 

than other 

 

ES1: It is all about mindset. 

 

ES1: Those alternatively certified teachers who 

have a growth mindset, they tend to put in more 

effort and keep going. And to planning that out. 

 

ES1: Those alternatively certified teachers who 

wanted to improve, improved. They put in the 

effort, and I’ve kept that fourth grade teacher and 

I’ve kept that first grade teacher because of it. 

 

ES1: Now, I wouldn’t know anything different 5 

years later. They are both excellent teachers, but 

they had the mindset and desire to improve. So, 

they did. 

 

ES1: The other AC teacher, I didn’t keep her 

around long enough to even know. She had a fixed 

mindset, she didn’t want to improve and it showed. 

 



218 

ES2: It’s about wanting to learn and grow. 

 

ES7: They don't know how to plan. Whether it's at 

both schools that I've had alternative certified 

teachers. They want to get a teacher's guide and 

just teach from that and they think that every child 

should fit that mold. 

But I see that mindset regardless of certification. 

 

 Previous Experience ES3: My art teacher, she does some fantastic 

lessons. She is a great little artist. She was trained 

in it. 

 

ES4: My TFA person, she's phenomenal. My TFA 

teacher, she is phenomenal with instructional 

planning. In fact, we video her and send her to 

other teachers because she has an amazing 

understanding of what we’re doing and how to 

create and implement a lesson cycle and look at 

data. 

 

ES4: So I am attributing a lot of that to the extra 

training she had and her drive. 

 

ES4: I'm just looking back at other buildings where 

I have worked with either TFA teachers, or 

alternatively certified. All the teachers that had that 

extra training through TFA we're strong. Really 

strong. 

 

ES4: I do have a few that struggle with that, but I 

think it is because of lack of experience, lack of 

quite an understanding of how a lesson plan is 

written, you know, traditionally written not that 

they can't do it, but they understand it a little better. 

 

ES6: My TFA teachers have done really well with 

instructional planning. 

 

ES7: Because they've not had that educational or 

training background that tries to prepare them for 

how hard the job is, whether it's classroom 

management, classroom effectiveness, lesson 

planning or anything else, they really aren’t 

prepared to do any of it. 

 



219 

MS2: On occasion, you get someone in here, and I 

honestly think this is what was successful about the 

science teacher I had, who had had some college 

level teaching experience and training and planning 

for instruction, so that it was still difficult for her 

going, but It wasn't as far as a jump. 

 

 All Teachers Have 

Similar Needs 

ES2: I think that's an area that we're all working to 

grow. Whether there are traditional cert, 

alternative, or emergency cert, but I think they do 

need an extra support in that for sure. 

 

ES3: I mean, I approach all brand-new teachers the 

same. It takes a few years to get where you need to 

be. I support them all. 

ES3: No one really knows what they’re doing right 

away.  

 

ES2: We've had to rethink the way we approach 

planning. So, it definitely has been a learning 

process for all of us, not just those who are 

alternative. 

 

ES5: AC teachers need support in that area because 

they’re just not sure what pieces to really plan for. 

The traditionally trained teachers do have a better 

grasp. 

 

ES5: But we have had so many changes in 

education with lesson planning and how we 

navigate classroom management is important to 

adjust as well. As students change, we may have to 

adjust too.  

 

ES7: They don't know how to plan. Whether it's at 

both schools that I've had alternative certified 

teachers. They want to get a teacher's guide and 

just teach from that and they think that every child 

should fit that mold. 

But I see that mindset regardless of certification. 

 

MS1: I have a lot of teachers, AC and not, who 

know the basics of lesson planning but as far as the 

delivery of the lesson, that seems to be where the 

disconnect is. 
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MS2: That's not a fair question. Um, because we 

all are struggling with that right now whether 

you're traditionally or alternatively certified I feel. 

 

MS2: Most alternatively certified candidates 

probably did not set out to be teachers and so they 

might not have planned for the level of complexity 

that instructional planning requires. 

 

MS2: I think AC teachers come in and they 

probably have one expectation and most of them 

I’ve seen are completely overwhelmed with the 

level of planning and complexity that is required 

just because they haven’t been exposed to it yet. 

 

HS1: That is probably where they're the weakest. I 

don't find that their planning, is it any worse than 

my traditional teachers, but teachers who are 

traditionally trained, get that kind of training in 

their pedagogy courses or their content courses. 

Where an alternatively certified teacher may not 

have gotten that extensive, so they're kind of more 

left to learning on the job. 

 Teamwork and 

Mentorship 

ES3: It's gonna be rough kind of at first. They 

don’t know anything about that because they 

haven’t written lesson plans. They work together as 

a team and they improve. We have good teams at 

our school. 

 

ES3: You know, my AC teachers, they have had 

multiple years of opportunities to work with a good 

team. 

 

ES3: Yeah, they know what they need to, but they 

work together as a team and they improve. We 

have good teams at our school. Some of them, 

write the reading, some write the math, some write, 

the social studies, or the science. 

 

ES3: A team has definitely helped with improving 

instructional planning because they all split content 

areas. You know, my AC teachers, they have had 

multiple years of opportunities to work on a good 

team which has helped them grow. 
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ES3: Our first grade, they collaborate, they get 

along. This will be easy breezy for you. They will 

share everything, they plan. But she didn’t get 

along with them, she didn’t want to collaborate. 

But I think that was more her personality. So I 

moved her to another grade thinking it was the 

team. She didn’t work well with them either. So 

she hasn’t been really successful with others. 

 

ES6: Instructional planning is probably the easiest 

area for AC teachers. Because we give them the 

template. We go over it. They meet as a team, with 

the vertical alignment and horizontal alignment, 

they meet with mentors for help. 

 

ES6: This is definitely a better, easier area because 

you can learn from your peers as an AC teacher. 

 

MS2: Our teachers meet in PLCs every week with 

vertical and horizontal teams. This helps us all 

improve our planning and pedagogical knowledge. 

 

HS1: Their planning growth, it just depends on 

who their teammates are, or who's in their plc, or 

who they're working with. 

 

HS1: Fortunately, we have our instructional coach 

who can work with all of our teachers on lesson 

planning, and, and the importance of it. How to, 

how to not, just go through the motions and, and in 

turn, teachers who are traditionally trained, get that 

kind of training in it's not any more of a challenge 

than their pedagogy courses or their educational 

course work.  

 

HS1: Their planning growth, it just depends on 

who their teammates are, or who's in their plc, or 

who they're working with. 
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Secondary Research Question #4: How do school administrators perceive the effectiveness of 

AC teachers regarding human relation skills? 

Interview Question: How do you feel about the effectiveness of AC teachers in the area of 

human relation skills? Tell me your experiences. 

Category Theme Evidence 

Human Relation 

Skills 

Personality and 

Innate Ability 

ES1: Two of my three AC teachers did this better 

than some of my TC teachers, because they had the 

personality and drive to improve 

 

ES2: I think it has a lot to do with your personality. 

If you have a personality that's agreeable, and you 

can cooperate with others and collaborate and work 

together, you're gonna be, you're gonna be fine.  
 

ES2: If you don't have those things, no matter what 

pathway you take, you're going to struggle. 

 

ES3: How can you say that as a generalized 

statement, that’s all about personality. 

 

ES3: You know all my AC teachers have good 

human relation skills and professionalism. They all 

get along, great. Collaborate with each other. So, it's 

hard to say, is it because they are alternative? Or is it 

simply just their personalities? 

 

ES4: I've noticed that several of them and I don't 

know if this is a trend just because they are 

alternatively certified or just their personality. I had 

never looked at it that way, but they are effective. 

 

ES4: Maybe that's just them, their personality, 

because every one of my teachers has great 

relationships with kids, great relationships with 

parents, and good relationships with each other. 

 

ES5: It really is just based on their personality more 

than anything, you know, if they are type A, type B, 

or something else. 

 

ES5: So, I think it's just more of a personality thing. 
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ES6: I think that goes back to whether you have 

with-it-ness and personality. 

 

ES6: I think it's whether they have that with-it-ness 

and the personality and willingness and the patience 

and the wherewithal to keep going year after year, 

after year, because I think we lose AC people after 3 

years or so. 

 

ES7: I have never had any issues with any AC 

teachers and human relation skills.  

 

ES7: It may come down to just who they are as 

people, but I think I that most of the ones I’ve been 

fortunate to have so far have been very social, 

extroverted, and dependable. They’re not 

withdrawn. They are people-people. They have good 

social skills. 

 

MS2: In my experience so far, most of them have 

really good human relation skills. We can teach you 

a lot of things but I can't always teach you personal 

and interpersonal personality skills. My two 

teachers, there personalities and their temperaments 

are definitely an asset that compensates for the 

instructional deficits at times. 

 

MS2: Sometimes people just have it, and others just 

don’t, whether you are TC or AC. 

 

HS1: I think people have people skills regardless of 

what credentials they hold. You either know how to 

get along with people or you don’t. I don’t think 

their certification makes them people-people, but 

their personality does. 

 

HS1: I know we don't get that type of training 

(human relations) in teacher prep courses, you get 

some classroom management training in teacher 

prep courses. But I think that these are skills that 

you either have or you don't and if you don't have 

them, you're not going to work out in my building 

and you won't stay there long. 
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 Mindset and 

Coachability 

ES1: And even though the fourth grade team was 

departmentalized, She still wanted feedback. She 

would always tell me like, Hey, can you come in? 

And can we, can we meet today, instead of waiting 

till tomorrow, to talk about what you saw? She was 

very eager to what maybe she wasn't seeing. She 

wanted to grow professionally as a teacher. 

 Previous Experience ES1: I think the adult person of human relation skills 

comes easier. I don’t feel like it was that way though 

with the kids. I think there were a lot of things that 

were missed just because they hadn’t ever worked 

with or experienced working with students before. 

 

ES1: The first grade AC teacher she was in 

insurance. She worked with adults. She had good 

human relation skills with adults. She was a natural 

salesman. That's why I think she got along well with 

the adults. 

 

ES1: The fourth grade AC teacher worked for the 

Daily Oklahoman, so she was used to working with 

and interacting with adults. 

 

ES1: They were all like in a business job before. So, 

it seemed very easy. Their communication...with 

adults at least. 

 

ES1: But all three AC teachers really weren’t sure 

how to initially approach kids. We had to work on 

that. 

 

ES4: Sometimes they seem more corporate. And I 

keep looking at them sometimes when they say 

things I have to remind them that we are teaching 

elementary school. But, it's not a bad thing that the 

kids hear that kind of vocabulary, it's just you just 

don't normally see that in an elementary, you know? 

 

HS2: I would absolutely say above average in my 

experiences. I see that in a lot of cases their prior 

career, their prior authentic experiences in a real 

work, real world context created a strong ability to 

make quality relationships and interactions with 

people. 
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HS2: A lot of times I'll see an alternatively certified 

person in my experience that comes more well 

prepared in that area than maybe some of the other 

pedagogical things. 

 

 

 All Teachers Have 

Similar Needs 

ES2: I don't know if they are any different from 

people who are traditionally certified. Having 

human relation skills is the ability to work with 

others. The ability to listen, the ability to be 

compassionate to be supportive of one another I 

don't know that. Alternative certs don’t do any better 

or worse than anyone else in that. 

 

ES2: If you don't have those things, no matter what 

pathway you take, you're going to struggle. 

 

ES5: I think that with all my AC certs I've rarely had 

one that doesn't want to build relationships, and a lot 

of them come into our schools wanting to build 

those relationships with kids because they want to 

make a difference in their lives. It depends with 

traditional certs because they are those that just want 

to teach. They don’t really want to build that 

relationship. 

 

ES5: It is the same as traditionally certified, it really 

is just based on their personality more than anything, 

you know, if they are type A, type B, or something 

else. 

 

MS1: Human relations can be a struggle sometimes, 

building student relationships. With first year 

teachers as well, doesn’t matter the certification. I’m 

not gonna keep saying first years, just a lot of my 

staff.  

 

MS1: Certified teachers, first year teachers, AC 

teachers, they all pretty much have the same struggle 

and needs. 

 

HS1: So, as far as the alternatively certified teacher, 

I don't think that their certification makes them 

people. 
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Secondary Research Question #5: How do school administrators perceive the effectiveness of 

AC teachers regarding professionalism? 

Interview Question: How do you feel about the effectiveness of AC teachers in the area of 

professionalism? Tell me your experiences. 

Category Theme Evidence 

Professionalism Personality and 

Innate Ability 

ES1: I think it, I think it also goes back to 

personality. I'd say two of those three were very easy 

to come into a team and work and talk. 

 

ES3: I think they're all fairly professional. Once 

again is that their, you know, personality or their 

certification? 

 

ES3: You know all my AC teachers have good 

human relation skills and professionalism. They all 

get along, great. Collaborate with each other. So, it's 

hard to say, is it because they are alternative? Or is it 

simply just their personalities? 

 

ES3: It makes me wonder if so much is your 

personality. 

 

MS2: It is probably who they are as people. So, like 

both of the individuals are highly likable by their 

peers, their highly responsive to students and staff 

their deficits. 

 

 Previous Experience ES1: I don’t think she realized that we give frequent 

feedback in education as professionals. And we're 

expected to take that feedback and improve. Maybe 

they didn’t have that when she was in her previous 

career. 

 

ES4: All of the AC teachers I have worked with 

either here or in previous buildings have been 

amazingly professional. I have not had any issues. I 

think especially for those who have experienced 

outside, they've worked outside of education. 

 

ES4: I think becoming alternatively certified, I think 

it did affect that. Their professionalism. In a positive 



227 

way. Does that make sense? Like I think experience 

in a different field does have an effect on how they 

act in the job place. 

 

ES7: I've always thought emergency certified and 

alternative certified take the jobs because they can't 

find anything at the time within their degree and it's 

just a placeholder for them. So, they're just going 

through the motions until something else comes 

available to be perfectly honest with you. And that 

effects their effectiveness as a teacher, punctuality, 

timeliness, how they take constructive criticism. I 

think they just don’t take it seriously. 

 

HS2: Since they have their prior experiences in a 

professional setting, they seem to come more well 

prepared for what this workforce looks like, there's 

still an entire set of policies practices procedures that 

we ask of them in education that they have possibly 

mirrored in you know, another career. 

 All Teachers Have 

Similar Needs 

ES2: My experience is that they're on par with 

everyone else. I haven't had any issues with in 

regards to their professional behavior. Doesn’t really 

matter if they are alternative or not. 

 

ES7: They lack a lot of professionalism. I see a big 

difference between alternative certified and regular 

certified teachers when it comes to punctuality, 

when it comes to dedication. My traditionally 

certified teachers have that dedication. And the ones 

that are not as fully dedicated are the ones that have 

been alternative certified. 

 

MS1: Often have no idea what they are doing and so 

they’re more like sponges and don’t want to make a 

mistake and want to adhere to their professional 

responsibilities versus veteran teachers. A lot of my 

veteran teachers are really comfortable where they 

are which can come out negatively at times in their 

professionalism. 

 

MS1: So, I see a lot of a lot more professionalism in 

my alternatively, certified teachers. 
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MS2: Based on my experience with these two. I 

would say. I would see no difference between them 

and their traditionally certified peers.  

 

MS2: I can say that with confidence, unless they've 

told somebody in the building their colleagues don't 

know that they're alternatively certified. 

 

MS2: Their colleagues might know this is their first 

year of teaching or their second year teaching but it's 

not something we broadcast that, oh, by the way, 

somebody's alternatively certified. Sometimes I 

think that's a good thing because sometimes, I think 

if you broadcast that necessarily it becomes a bias 

against people at times. 

 

MS2: However, the alternative certified teachers that 

we did hire in the last couple of years as they are up 

against their peers in a PLC or just their daily 

behaviors. You wouldn't have known the difference. 

 

HS1: They tend to have a little bit more respect, the 

alternatively certified teachers, especially early on 

like when they first come into the building, they're 

respecting all the professional protocols. 

 

HS1: Some of your long-term teachers just kind of 

seemed to treat things, not like unprofessional, just 

with a less degree of professionalism, than AC 

teachers. 

 

HS1: I think it's one of those areas where over time, 

maybe they lose it, but in the beginning, I see more 

respect for the profession and more professionalism 

coming in from Ac teachers. 

 

 Teamwork and 

Mentorship 

ES6: Oh, I think they're professional. But when I put 

them on a team, I put them with my strongest 

teachers and the ones that are going to lead them in 

the direction they need to go. 
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Interview Question: What gaps, if any, in effectiveness do you see in teachers from alternative 

routes? 

Category Theme Evidence 

Gaps Classroom 

Management and 

Instructional 

Planning 

ES1: The alternatively certified teachers really 

needed more help with classroom management. 

 

ES1: Maybe going back to the classroom 

management side of things, and everybody wants to 

be their friend, like they don't have to like you to 

respect you or whatever that saying is? 

 

ES1: Probably in my population is dealing with 

second language learners and having that basic 

understanding of how students learn. That pedagogy 

isn’t there so it is difficult to plan for their 

instructional needs. 

 

ES2: I guess it would be probably just setting up a 

classroom, classroom management, the basics. I 

think that's where they need the extra support, 

especially in the beginning. 

 

ES2: TC teachers have this gap too, but it's not as 

much as a lot of them because in theory they should 

have completed a student teaching. So in doing that, 

they should have some experience although it's 

limited and they still need some support but their 

gaps are not going to be quite as great as all the 

alternative certs. 

 

ES3: At the beginning, how to set up a classroom 

because they’re really clueless on that, they don’t 

have the experience to be prepared for this quite yet. 

 

ES3: It might have helped some of them if they had 

some childhood psychology classes to better 

understand how to plan for student needs. Knowing 

the development of kids is hard. 

 

ES4: I would say, classroom management has been, 

maybe the biggest hurdle. The biggest gap. 
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ES4: I think a lot has thrown at a teacher. And they 

may not have the organizational skills to take care of 

it at first. That could be a personal thing. But 

everything moves quickly in our schools, there is a 

lot to juggle. 

 

ES4: AC teachers have a gap in their ability to 

manage a classroom and basic organizational skills, 

but I would say that would be equal to new teachers 

in general. I think it comes from just lack of 

experience managing people. 

 

ES4: Just keep sharpening their skills and they just 

get better and better. 

 

ES4: I do think I would say that it’s equal to new TC 

teachers, too. And I think it comes from just lack of 

experience managing 25 or so people. 

 

ES4: Once they figure out the classroom 

management, they can be really successful in other 

areas, because the ones I have who have been here a 

while? They’re amazing now. 

 

ES5: Just knowing or having strategies and how to 

present standards to students. They just don’t have 

any teaching strategies yet because they don’t have 

the experience. 

 

ES5: And classroom management. Even the TC 

teachers who have student teaching don’t always do 

it in our type of schools. I think everyone should do 

teacher observations in an urban school like ours. 

 

ES5: TC teachers are often placed or choose to be 

placed in more affluent schools for their student 

teaching experience. I think everyone should do 

teacher observations in an urban school like ours. 

 

ES6: A big need is classroom management and 

organizational skills. 

 

ES7: Classroom management. They need work on 

that. 
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ES7: Just the day-to-day operations of being an 

effective teacher, you know, being able to turn on a 

dime. 

 

ES7: That's a big one planning and knowing how to 

plan. You can plan, but you need to be able to turn 

on a dime. When you see that a class is not getting a 

lesson that you have planned, you need to be able to 

correct that in the moment as a teacher. 

 

MS1: Classroom management and relationship 

building, but that’s all new teachers in general. 

 

MS1: Vocabulary. With AC teachers in general, a 

lot of times our PD is like back to the basics. But 

they need that background knowledge in order to 

plan and run a classroom. 

 

MS2: There's a gap sometimes in classroom 

management because they don't understand basic 

adolescent development. 

 

MS2: AC teachers have a level of underprepardness 

for the complexity that goes into teaching. But when 

even have regular certified teachers in year five, six, 

and seven and they’re still struggling with standards-

based instruction and best instructional strategies, 

it’s all the more of a struggle for teachers who are 

not TC. However, this is exactly what I would 

expect to have a gap in. 

 

MS2: AC teachers need support on what does an 

assessment do and how you use it to plan for 

meeting different students’ needs. 

 

MS2: Because, you know, that the first whole year is 

like, what does that mean? Like I need to tell you 

what this definition means, so you know how we're 

moving forward. So, I didn't tell you what a plc 

means. I didn't tell you what data analysis means, 

anytime you have all of this stuff that goes into 

planning…the education jargon can be complex, but 

with time, she understands it more and can try to 

apply it better. 
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MS2: So just the data analysis itself and they like the 

in-depth, the planning for standard space instruction. 

There’s a gap in just planning for instruction and 

assessing instruction because they may not have had 

that experience in assessing progress and monitoring 

progress. 

 

MS2: So, I find sometimes that people have an 

image in their head of what teaching is like and that 

image is based on what they experienced as a 

student. And we all know that what we experience 

as a student was probably less than 20% of the 

actual work that went in from you teachers 

standpoint, right? And so, I would say the gap really 

is about you know, the art and science of teaching, 

like, there's so much more to it than just standing in 

front of a group of students and teaching from a 

textbook and getting along with people and making 

relationships. 

 

HS1: There are gaps in planning and not knowing 

how to find other methods of teaching in my setting. 

One of the things that makes an alternative school a 

good setting is we, we've actually got some freedom 

and I think the alternatively certified teacher is 

looking for the structure if that makes sense. 

 

HS1: So, if there was a gap, it's not having the 

toolbox that other teachers have to find the way to 

reach those students if it's not given to them. They 

typically develop their instructional toolbox 

overtime. 

 

HS1: Teachers who are traditionally trained, get that 

kind of training in their pedagogy courses or their 

content courses, when they're going through the 

educational course work. The instructional planning 

is where the bigger gap seems to be. Where an 

alternatively certified teacher may not have gotten 

that extensive, so they're kind of more left to 

learning on the job. 

 

HS2: Instructional planning and that continuum that 

we know of, how to identify learning targets and 

standards, unpack those standards, assess students, 
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and then developing instructional cycles that in and 

of itself seems to be that weak point. 

 

HS2: That's the part where, when I develop a mentor 

relationship between a veteran teacher and a new 

teacher or AC teacher, our focus area is really 

discussing what lesson planning looks like. Usually 

AC teachers I hire know their content, but if you fail 

to do that, then they do what they think is correct 

and most of the time, as you can imagine, leads to 

issues of effectiveness. 

 

HS2: A mentor is also good for new teachers when 

they have questions or need help. 

 

HS2: But it's really in my estimation or my years, 

it’s a very intimate understanding of how students 

learn and what instructional events you have to 

create to cause that learning to be maximized that 

can be difficult for new and AC teachers. You know, 

how do you assess and provide intervention supports 

all of that continuum. Definitely you know I'll see an 

AC person pick that up pretty quickly when they see 

they feel and understand it. But I don't know that 

that's innate when is a thing. And it becomes most 

prevalent during my interview questions. 

 

 Previous Experience ES3: It would really help if AC teachers had some 

childhood psychology classes. With that, I feel like 

many other areas of teaching would improve 

because that background knowledge is important. 

But, I believe people can learn this. 

 

MS1: So out of just the educational background, the 

educational vocabulary that we know. With 

alternatively certified teachers in general, a lot of 

times with our PD we have to go okay, let's go back 

to the basics. They don't have that background 

knowledge. 

 

HS2: It just goes back to pedagogy. It’s a very 

intimate understanding of how students learn…and 

this can be difficult for new and AC teachers 

without any experience. 
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Interview Question: What strengths, if any, in effectiveness do you see in teachers from 

alternative routes? 

Category Theme Evidence 

Strengths Mindset and 

Coachability 

ES1: It was kind of a new outlook on life, they do 

sometimes bring that a little bit more fresh 

perspective, sense of joy. 

 

ES1: It wasn’t necessarily just about data, like she 

brought some other things to the team that really 

made a very tight first grade. Like they are friends. 

She kind of became that glue. 

 

ES1: She struggled managing her class, my AC 

teacher, but she came in with the mindset that she 

could and she wanted to as well you know. 

 

ES1: My fourth grade AC teacher would ask 

questions like, Hey, what are you guys working on? 

What are you guys doing in math? Or you know 

what? What If we did research on the person that 

came up with this, mathematical theory, or 

whatever, and wrote about it? She tried to tie some 

of that stuff into what they were already doing, and 

that was fantastic. But she really wanted to improve 

and become better. That's what set her apart. 

 

ES4: Extremely willing to learn, they take feedback 

exceptionally well they don't necessarily always 

implement it, but they are more receptive than other 

teachers. They listen. And they're leaders. I mean 

several of them are very strong leaders in my 

building. 

 

ES5: The willingness to be coached, the desire to 

learn. The. That again, taking it upon themselves to 

research.  

 

ES5: They do their own research, they ask questions. 

 

ES5: And their willingness to self teach and the 

relationship building with students 
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ES6: They also have the desire to be super 

successful. 

 

ES6: They show up, they're ready, and they are here 

every day. They are never absent. 

 

MS1: A willingness to work towards our school 

vision. 

 

MS1: With traditionally certified or veteran teachers 

I have to help them to unlearn a lot of ineffective 

strategies versus alternatively certified teachers don't 

have that. They just kind of jump in with an open 

mind and it's easier for them. It’s hard to get my 

traditionally certified teachers on board with things. 

 

HS1: One of the biggest strengths is a work ethic, 

and desire to improve. They come in with a sense of 

excitement and new ideas. 

 Previous experience ES2: Some of them might be a little bit older and 

more experienced in life and so sometimes that can 

be a strength to, their level of maturity. 

 

ES2: Having people from different backgrounds 

brings the diversity of thought that your school 

really needs. 

 

ES3: Their strong content or subject matter 

knowledge and their previous experience. They can 

bring many strengths that make them successful. 

 

ES4: None of them have an issue with school 

hierarchy...they don’t try to overstep. Several of 

them are strong leaders in my building but they 

don’t overstep their boundaries. 

 

MS2: It has really nothing to do with instruction but 

more back to that human relations skills. Most of the 

time they've had jobs where they've come from and 

they would kind of look and they're like well that 

would never fly in a real job. 

 

MS2: They can bring you skillsets based on their 

experiences in different places that you wouldn't 

have otherwise. 
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Their strong content or subject matter knowledge 

and their previous experience. They can bring many 

strengths that make them successful. 

 

MS2: Most of the time AC teacher have had jobs 

previously, and they would look at what other 

teachers do and they would say that it would never 

fly in a real job. You can’t come to work 17 times 

late and still keep your job in the other world. So 

they bring a sense of realness to the position of what 

happens when you’re not surrounded by certain 

protections that teachers have 

 

HS2: Perspective of the real world. 

 

Interview Question: What area(s) do you believe Ac teachers need support in? 

Category Theme Evidence 

 Classroom 

Management and 

Instructional 

Planning 

ES2: They need more support with instructional 

planning, specifically for reading. We focus a lot on 

reading instruction, specifically phonics. They 

probably have never had any coursework or training 

on how to teach these. 

 

ES2: I think classroom management would also be 

one, but I think a lot of people need help with that. 

So that's not exclusive to just alt certs. 

 

ES3: At the beginning, how to set up a classroom 

because they're really clueless on that. Alternative 

people with brand new baby teachers that are 

traditionally certified they have the same needs. 

 

ES4: Classroom management at first is probably the 

best thing we can do for them. Helping them get 

those systems in place that are going to make their 

classrooms run really well. Providing PD as they're 

ready for it without it being overwhelming for them. 

I think that is really important. 

 

ES5: Strategies and how to teach, or how to how to 

plan for small group instruction and intervention. All 

that goes into planning and it can be very complex. 

They just don't have any teaching strategies yet. 
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ES5: All new teachers need help with classroom 

management. Not all AC teachers have experience 

working with kids. 

 

ES6: The biggest need is the need for classroom 

management and organizational skills. 

 

MS2: They need more support in working with 

students with differences and whether that students 

with gifted and talented or students with disabilities. 

How to plan for and support them. Learning how to 

provide differentiation. 
 

MS2: And with instructional planning, know how to 

create and use appropriate assessment and by 

appropriate assessment like the big piece, what does 

assessment do and how do you use it? 

 

Areas of Support Teamwork and 

Mentorship 

ES1: It's important for them to have a mentor 

teacher, offering professional development 

opportunities. 

 

ES1: Yes, having the right teacher mentor and then 

just offering professional development 

opportunities. 

 

ES1: I always am very careful when placing mentors 

together. I look at personalities, strengths, and 

weaknesses, so they can help them improve in their 

areas of weaknesses. 

 

ES6: They just need support and training. Like a 

mentor teacher. A mentor teacher is your partner 

that helps you with something as small as bulletin 

boards and covering for you when you are late, all 

the way to observing you teach and helping you 

become more confident in your craft. 

 

ES7: And so, what I do, if I hire an alternative or 

emergency certified teacher, what I do in the back of 

my mind, already know she's AC and I put her with 

my most experienced teacher as a mentor and then I 

bring back teacher that's going to mentor and I set 

the groundwork of what my expectations are. AC 

teachers have to have some sort of support, because, 
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in our schools, it is getting to the point that that’s all 

we have available to hire 

 

ES7: The district needs to create a stronger 

mentorship program and training if we want to keep 

these people, let alone make them effective. 
 

MS2: It’s important to have collaboration with your 

PLC to plan and improve instruction vertically. 

 

 Classroom 

Management and 

Instructional 

Planning 

ES1: When I develop a mentor relationship between 

a veteran teacher and a new or an AC teacher, our 

first focus area is setting up their classroom and then 

discussing what lesson planning looks like. 

 

ES3: Classroom management and probably 

planning. But I mean, I approach all brand-new 

teachers the same. It takes a few years to get where 

you need to be. I support them all. 

 

ES3: No one really knows what they’re doing right 

away, they all need support. 

 

ES3: All of my new teachers, they kind of learn the 

most when they’re in the trenches learning it 

themselves. Isn’t that how it was for you? 

 

ES3: Working in some of our schools is hard. The 

inner-city ones. It is a learning curve for sure, don’t 

you think? 

 All Teachers Have 

Similar Needs 

ES3: You know, I almost put those alternative 

people with brand new baby teachers that are 

traditionally certified. They have the same needs. 

 

ES3: I mean, I approach all brand-new teachers the 

same. It takes a few years to get where you need to 

be. I support them all. 

 

ES3: No one really knows what they’re doing right 

away.  

 

ES3: All of my new teachers, they kind of learn the 

most when they’re in the trenches learning it 

themselves. Isn’t that how it was for you? 
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ES3: Working in some of our schools is hard. The 

inner-city ones. It is a learning curve for sure, don’t 

you think? 

 

MS2: We’re learning that all teachers in that same 

boat. 

 

 

Interview Question: How likely are you to hire AC teachers? 

Category Theme Evidence 

Hiring Personality and 

Innate Ability 

ES1: If their personalities stick out, I will. It depends 

I think on what their degree is in and if a content 

area can be transitioned easily. 

 

ES3: I'm not opposed to considering a teacher that is 

alternatively certified I think you just, yeah, go with 

who you think will be best in your school. And 

sometimes that is AC and sometimes in not. But I 

always look at personality. 

 

ES4: Highly likely. If they are exhibiting those traits 

that I'm looking for such as you know the passion 

and the energy, enthusiasm that the willingness to 

learn, they do not need to be traditionally certified 

for me to hire them. 

 

HS1: I am highly likely to hire an AC teacher. I look 

at personality, mindset, and their willingness to 

work hard, not certification. 

 

 Mindset and 

Coachability  

ES2: I think if they have the right mindset and a 

growth mindset and they've had experience working 

with kids and willing to persevere through tough 

days, I would absolutely hire them. 

 

ES5: I focus on coaching, are you coachable? Do 

you have the mindset to receive feedback and new 

ideas? 

 

ES5: If their backgrounds in counseling, or if they've 

done mentoring, I like to look at their experiences 

and if they have none then I focus on coaching, are 

you coachable? Are you going to be nice to the kids? 
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And are you coachable? But I am extremely likely. 

I’ll absolutely hire an AC teacher. 

 

ES6: If they agree to work with a mentor and they 

agree that not every day is going to be a good day. 

That kids are hard. And our schools can be really 

difficult because of our unique challenges, then 

we’re all in. 

 

MS1: I am more probably likely to hire an AC 

teacher than a TC teacher. I’ve seen different 

motivation, different energy, and overall mindset 

from AC teachers in their risk-taking and 

willingness to jump in and try new things. 

 Previous Experience ES5: If their backgrounds in counseling, or if they've 

done mentoring, I like to look at their experiences 

and if they have none then I focus on coaching, are 

you coachable? Are you going to be nice to the kids? 

And are you coachable? But I am extremely likely. 

I’ll absolutely hire an AC teacher. 

 

MS2: I would absolutely hire an AC teacher. I often 

look first at traditionally certified teachers, but there 

are those AC teachers that have the expertise and 

experience that I look for as well. 

 

HS2: Highly likely. It doesn't always work out, but 

at our school we have such unique programming that 

the advantages of an AC teacher really play in our 

favor. For example, in our theater program, you 

want the curriculum to drive the day, but when you 

hire people, and they have had real-world, authentic 

experiences in a theater production and in theater as 

a career field, and then they come in here and are 

able to articulate some of those experiences you 

couple that with the kids, in our building, their high 

motivation to learn and engage in those advanced 

studies, that, that is a synergy that makes an 

excellent learning experience. 

 All Teachers Have 

Similar Needs 

ES2: In fact, I've hired several that have done better 

regardless of their certification or anything like that. 

 

ES2: I look at certification as well. And if I can find 

that then by all means, if I think they're going to be a 

good fit, but the reality is, that's becoming more and 
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more difficult to find. And so we have to hire who's 

in the pool, you know? 

 Teamwork and 

Mentorship 

ES5: If they agree to work with a mentor, and they 

agree that not every day is going to be a good day 

and kids are hard then I'm all in on hiring them 
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Appendix F: Secondary Research Questions and Corresponding Themes 

Table F1  

Secondary Research Questions and Corresponding Themes 

Secondary Research Question # of Themes 

Present 

Themes 

How do school administrators 

perceive the effectiveness of AC 

teachers regarding content 

knowledge? 

5/6 Personality and Innate Ability 

Mindset and Coachability 

Previous Experience 

All Teachers Have Similar Needs 

Teamwork and Mentorship 

How do school administrators 

perceive the effectiveness of AC 

teachers regarding classroom 

management? 

6/6 Personality and Innate Ability 

Mindset and Coachability 

Previous Experience 

All Teachers Have Similar Needs 

Teamwork and Mentorship 

Classroom Management and 

Instructional Planning 

How do school administrators 

perceive the effectiveness of AC 

teachers regarding instructional 

planning? 

6/6 Personality and Innate Ability 

Mindset and Coachability 

Previous Experience 

All Teachers Have Similar Needs 

Teamwork and Mentorship 

Classroom Management and 

Instructional Planning 

How do school administrators 

perceive the effectiveness of AC 

teachers regarding human 

relation skills? 

4/6 Personality and Innate Ability 

Mindset and Coachability 

Previous Experience 

All Teachers Have Similar Needs 

How do school administrators 

perceive the effectiveness of AC 

teachers regarding 

professionalism? 

4/6 Personality and Innate Ability 

Previous Experience 

All Teaches Have Similar Needs 
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