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Abstract 

Alternate Route to Certification Programs (ARC) have been growing in the United States 

since the 1980s due to the ongoing teacher shortages nationwide. Alternative certification 

programs typically consist of a shorter duration of content taught and the absence of student-

teacher practicums. In essence, teacher candidates enrolled in an ARC program can become full-

time teachers after as little as a few weeks of pre-service training (Kee, 2012). In comparison, 

traditional educator preparation programs (TPP) include the combination of undergraduate or 

graduate prerequisite courses and one to two years of training prior to receiving certification and 

entering a classroom as a full-time teacher. The vastly different training requirements of the two 

types of programs could have implications for teachers' readiness to enter a classroom and 

overall teacher self-efficacy.  

The purpose of this convergent mixed-methods study was to compare pre-service 

teachers’ self-efficacy, content knowledge, and perceptions of their teacher preparation program’s 

contributions to overall readiness to teach and development of instructional teaching practices of 

pre-service educators who completed an accelerated ARC or an TPP. Through administering the 

Likert-type Teacher Sense of Self-Efficacy (TSES) rating scale and an open-ended questionnaire, 

the researcher sought to understand and compare a traditional master's level university TPP and 

ARC program pre-service educators' self-reported teacher self-efficacy levels, content 

knowledge, and perceptions of program’s influence in their development of readiness to teach. 

Results found no statistically significant difference between ARC or TPP pre-service teachers. 

The pre-service teacher groups also believed that their programs positively influenced their 

readiness to teach and overall teaching practices.  
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Chapter I: Introduction 

The purpose of this convergent mixed-methods study was to compare teacher self-

efficacy, content knowledge, and perceptions of their teacher preparation program’s contributions 

to overall readiness to teach and development of instructional teaching practices of pre-service 

educators who completed an accelerated Alternate Route to Certification (ARC) program and a 

traditional master's level university educator preparation program (TPP). The creation of ARC 

programs was a response to the ongoing teacher shortages in the 1980s, many of which provided 

incentives, but in particular, limiting prerequisites, coursework, and criteria in an effort to 

expeditiously enter the teaching force (Kee, 2012). ARC programs typically focus on specific 

geographic or content area teacher shortages by recruiting a large, diverse teaching pool of 

prospective teachers. In addition, alternative certification programs typically consist of shorter 

duration of content taught and the absence of student teacher practicums. In essence, teacher 

candidates enrolled in an ARC program can become full-time teachers after as little as a few 

weeks of pre-service training (Kee, 2012). In comparison, traditional educator preparation 

programs include the combination of undergraduate or graduate prerequisite courses and one to 

two years of training prior to receiving certification and entering a classroom as a full-time 

teacher. The vastly different training requirements of the two types of programs could have 

implications for teachers' readiness to enter a classroom and overall teacher self-efficacy, which 

typically develops early in a teacher's career. This implication greatly contributes to a teacher's 

behavior, which can impact overall persistence to remain in the teaching profession and student 

outcomes (Forsbach-Rothman et al., 2007; Kee, 2012).  

While there is prior research on teacher self-efficacy of pre-service educators, there is 

limited research explicitly focused on teacher self-efficacy and preparedness of pre-service 
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educators completing their teaching certification via an alternate route to certification program. 

This study aimed to address that gap using a comparative mixed-methods approach. Through 

administering the Teacher Sense of Self-Efficacy (TSES) rating scale (Appendix C), the 

researcher seeks to understand and compare a traditional master's level university TPP and ARC 

program pre-service educators' self-reported teacher self-efficacy levels. In conjunction with the 

rating scale, the researcher will collect and analyze qualitative data comprised of responses from 

a series of open-ended questions to not only develop a greater understanding of the participants' 

experiences but to connect those experiences to the results of the rating scales. The researcher 

will attempt to determine whether the type of educator preparation program pre-service educators 

completed will have a varying effect on teacher self-efficacy and overall development of 

teaching readiness. 

Background of Study 

The current state of the national teacher shortage is dire. However, this shortage of 

teacher supply is not a new phenomenon. Since the 1930s, there have been reports of teacher 

shortages, specifically in mathematics, science, and special education (Sutcher et al., 2019). Fast 

forward to the early 21st century. With the shortage gaining the attention of key policymakers, 

the issue persists. The current wave of shortages began in 2015 (Darling-Hammond & Podolsky, 

2019). At the commencement of the wave, approximately 68% of schools in the nation reported 

having at least one teacher vacancy (Carothers et al., 2019). To add to the already dismal 

situation, there has been a significant decline in the number of enrollments in teacher preparation 

programs nationwide (Sutcher et al., 2019). Podolsky et al. (2016) support this issue by noting 

that identifying how to fill classrooms with "a stable teaching force" (p. v) to support the varied 

student needs has been a great challenge. Aragon (2016) highlights this in his report noting that 
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in 2008-2009, there was a total enrollment of 719,081whereas in 2013-2014, there was only a 

total of 465,536. The prestige of what was once the teaching profession is no longer. The low 

pay, national attention to policies regarding curricular restrictions, and large class sizes for 

various needs, sometimes significant, have overshadowed the joy of being a teacher (Klimek, 

2019). Between 1998-2009 to fill the growing teacher shortage, 2.7 million new teachers were 

required (Swanson, 2011). In the 2018-2019 school year, the National Center for Education 

Statistics noted over 120,000 teacher vacancies nationwide (Wiggan et al., 2021). With one-third 

of the United States population being classified as Baby Boomers, retirement will play a 

significant role in the teacher shortage crisis (Swanson, 2011). 

The most significant factor contributing to the shortage is the dismal enrollment in 

traditional educator preparation programs. Additionally, of graduates of traditional teacher 

education programs, over one-third do not immediately go into a teaching career post-graduation 

(Harvey & Gimbert, 2007). Instead, these graduates decide to gain other job experience, pursue 

their master’s degree prior to entering a classroom or come to realize that they do not want to 

enter the teaching field (Henke et al., 2016). With public school student enrollment projected to 

rise 1-2% each year between 2017-2027 (Snyder et al., 2019) and teacher attrition increasing due 

to teacher retirements, alternative certification programs have become an attempt at a quick fix. 

In 2015-2016, 18% of new teachers earned their certification from an alternative certification 

program (National Center for Education Statistics, 2022). In the 2015-2016 school year, about 

676,000 (18%) of public school teachers were certified through an alternative certification 

program (National Center for Education Statistics, 2022). 
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Problem Statement 

In the past, becoming a teacher was a desired career choice for young adults. However, 

low salaries for teachers, increasing state and national educational policies that limit curriculum 

content, and negative perceptions of the profession have led to a significant decline in its 

popularity as a career option for prospective educators nationwide. Nonetheless, this is not a new 

phenomenon. Teacher shortages have been reported by researchers and organizations for over 

five decades (Swanson, 2011).  

Podolsky et al. (2016) support this issue by noting that identifying how to fill classrooms 

with “a stable teaching force” (p. v) to support the varied student needs has been a great 

challenge. In an effort to meet the demands of the teacher shortages, districts across the nation 

are strategically working to assist in filling the void through a “Grow Your Own” (GYO) 

approach. One GYO strategy is entering into partnerships with an alternate route to certification 

(ARC) programs. These partnerships allow non-certified district employees interested in 

becoming classroom teachers to enroll in an ARC program with district financial support. In 

order to be admitted into a typical ARC program, candidates must have a bachelor’s degree or 

higher from an accredited institution of higher education and a passing score on the ACTFL Oral 

Proficiency Interview (OPI) and ACTFL Writing Proficiency Test (WPT). Candidates' transcripts 

must demonstrate a grade point average (GPA) of 2.75 to 3.0 on a 4.0 scale in either an 

undergraduate degree program or a minimum of 24 semester hours of graduate study depending 

on the program. Per the selected ARC program, any applicant who does not meet these 

requirements must apply for a GPA waiver for consideration by the program. The state 

department of higher education allows this waiver at the discretion of the program itself, but 
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applicants must describe in detail any extenuating circumstances that impacted their academic 

performance at the undergraduate level.   

Furthermore, candidates must pass the Praxis Core tests (reading 156, writing 162, math 

150) or meeting the requirements for the Praxis Core Waiver based on having obtained minimum 

scores on the SAT, ACT, GRE, or PAA is required (Connecticut Office of Higher Education, 

2021). The ARC programs typically involve subject-based methods classes and training in core 

teaching areas such as the Common Core State Standards, classroom management, differentiated 

instruction, lesson planning, assessment of student learning, etc. Students enrolled in ARC 

complete one 8–10-week student practicum experience where they must observe classrooms and 

work alongside Connecticut TEAM-trained cooperating teachers and ARC evaluators 

(Connecticut Office of Higher Education, 2021). 

In one Connecticut urban district, there were currently 210 vacancies in the 2022-2023 

school year, up from 136 vacancies in the previous year. In the 2020-2021 school year, there 

were 164 new hires, with 76 vacancies remaining at the end of the year. This significant number 

of teacher vacancies has persisted for years now, especially in hard-to-fill positions. These 

positions lack the essential quantity of certified, skilled workers to hire in. Currently in the state 

of Connecticut there are several hard-to-fill certification areas. Each year the state distributes a 

list of certification areas they have identified as a shortage area. For the 2023-2024 school year 

the state identified the following teacher certification endorsements as shortage areas: 

mathematics, science, technology education, bilingual education, history and social studies, 

special education, school library and media specialist, teaching English to speakers of other 

languages [TESOL], and world languages. In an effort to assist with filling hard-to-fill positions, 

the district entered into a partnership with a local ARC program in 2018, with renewed contracts 
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each year. Potential candidates must be non-certified employees with a bachelor’s degree and 

meet the GPA requirement to be considered for a spot in this local partner ARC program. The 

candidates must go through a screening and interview process. Once selected, they must apply 

directly to the ARC program to begin coursework. ARC students will be matched with a TEAM-

certified teacher for support throughout their coursework. With the accelerated course of study, 

these students complete the program in 15 months. 

With such an accelerated program, the most significant concern is the pre-service 

educators’ readiness to teach when they enter a classroom. Teacher self-efficacy is the measure 

by which teachers feel they are competent enough to effectively take on the role and 

responsibilities of a classroom teacher. Research has consistently shown that teachers with lower 

teacher self-efficacy have a higher burnout rate (Dos Santos, 2020). However, there is a 

significant gap in research that compares teacher self-efficacy between pre-service educators in 

ARC programs versus those in a university setting TPP. 

A typical traditional master’s level university educator preparation program (TPP) also 

has a GPA requirement that can range from 2.67 to 3.0 for admission to the program. TPP 

candidates must also demonstrate completion of pre-requisites courses such as Human Growth 

and Development, English, United States History, Natural Science, Social Science, Fine Arts, 

and college Math (calculus or higher). Included in the application, letters of recommendation, 

transcripts, and other materials are required for admissions review. Traditional students work at 

their own pace, but all candidates must have completed the 33 credits of coursework before they 

can student teach or move into clinical placements.   
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Purpose of the Study 

Districts across the nation have faced a teacher shortage crisis for several years. To meet 

the demands of filling vacancies, districts have developed creative approaches to recruiting and 

hiring with a “Grow Your Own” framework. They have developed various pathways to produce 

teachers from within the districts themselves. Many Connecticut urban districts have invested 

significant financial backing into the “Grow Your Own” ARC partnership. However, there has 

yet to be any formal evaluation of the program's overall effectiveness, producing teachers with 

high levels of teacher self-efficacy to enter a classroom full-time within a school district. Novice 

teachers with lower teacher self-efficacy leave the profession at much higher rates than more 

experienced educators (Jamil et al., 2012). It is critical to determine what level of teacher self-

efficacy the ARC candidates are leaving the program. This mixed-methods study compares the 

pre-service teacher self-efficacy levels and perceptions of readiness to teach of pre-service 

educators who completed an ARC program and a traditional master's level university educator 

preparation program. This study addressed the gaps in the current understanding of pre-service 

educators who complete ARC programs and the overall development of confidence in being full-

time teachers by measuring their teacher self-efficacy. The intention of this study was to enhance 

the understanding of the ARC program to strengthen the quality of the programs to assist in 

producing teachers with high levels of self-efficacy to determine if ARC programs are quality 

investments for districts and policymakers in producing quality teachers to address teacher 

shortage.  

Research Question & Hypothesis 

The mixed-methods study examines pre-service educators’ teacher self-efficacy levels 

who completed an ARC program compared to those in a traditional master’s level university 
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TPP. Furthermore, the study identified the effectiveness of the two types of educator preparation 

programs producing teachers who believe they are adequately prepared to enter a classroom.  

Quantitative Research Question 

RQ 1.  Do pre-service teachers who completed an ARC or a traditional master's level university 

TPP have different levels of teacher self-efficacy as measured by the Teacher Sense of Efficacy 

Scale (Tschannen-Moran & Woolfolk Hoy, 2001)? 

Ha: There is a statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional master’s level university educator 

preparation program.  

H0: There is no statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional university educator preparation 

program at α= .05. 

The researcher identified the statistical significance of the dependent variable (teacher 

self-efficacy levels of pre-service educators) to determine if there is a statistically significant 

difference between the independent variables (the type of educator preparation program=ARC 

and TPP) by testing the H0 hypothesis and research questions. 

RQ 2. Do pre-service teachers who completed ARC or a traditional master's level university TPP 

have different levels of content knowledge and teaching skills as measured by Praxis II scores? 

Ha: There is a statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional master’s level university educator preparation program.  
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H0: There is no statistically significant difference between mean Praxis II scores for pre-

service educators who completed in an Alternate Route to Certification compared to pre-

service educators in a traditional university educator preparation program at α= .05. 

The researcher identified the statistical significance of the dependent variable (Praxis II 

scores of pre-service educators) to determine if there is a statistically significant difference 

between the independent variables (the type of educator preparation program=ARC and TPP) by 

testing the H0 hypothesis and research questions.  

Qualitative Research Question 

RQ 3. Do pre-service teachers who completed an ARC or a traditional master's level university 

TPP have different perceptions of their teacher preparation program’s contributions to their 

readiness to teach and teaching practices as measured by an informal questionnaire? 

Theoretical Foundation 

The key research question in this study explored pre-service educators’ teacher self-

efficacy and perceptions of readiness to teach after preparation program completion. For the 

purpose of framing the research, the study focused on Albert Bandura's social cognitive theory. 

In social cognitive theory, individuals are “contributors to, rather than the sole determiners of, 

what happens to them” (Bandura, 1997, p. 3). The social cognitive theory specifies that learning 

occurs in a social context with a dynamic and reciprocal interaction within cognitive, behavioral, 

personal, and environmental factors influencing behavior (Bandura, 1997). The social cognitive 

theory details behavioral regulation, control, and reinforcement to achieve goal-directed behavior 

(Bandura, 1997). 

Self-efficacy plays a significant role as one of five constructs in the social cognitive 

theory structure (Bandura, 1997). Self-efficacy beliefs determine how people feel, think, 
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motivate themselves, and behave (Bandura, 1997). Self-efficacy is not a true measure of 

competence but the future-oriented judgment of confidence in the ability that a person believes 

they will have to accomplish a specific goal (Jamil et al., 2012). “Efficacy expectations 

determine how much effort people will expend and how long they will persist in facing obstacles 

and aversive experiences. The stronger the perceived self-efficacy, the more active the efforts” 

(Bandura, 1977, p. 194). Individuals' anticipated outcomes depend on their belief to execute the 

task successfully. When individuals believe they can complete a task successfully, they are more 

likely to be successful because of the heightened effort and persistence exhibited (Bandura, 

1997). Bandura (1997) asserted that these beliefs were more powerful than one's actual abilities 

for the task at hand in influencing people's level of motivation, affective states, and actions (p. 2). 

Nature of Study 

The study administered a rating scale within the quantitative strand and open-ended 

responses for the qualitative strand. In a typical sequential mixed-methods approach, research 

questions are developed separately. The researcher begins with one question and formulates 

further research questions based on the findings. This research took a parallel mixed-methods 

approach with strand-based questions formed from the start of the study (Tashakkori & Creswell, 

2007). Using the different strands allowed the researcher to understand better the proposed 

research problem and question (Creswell, 2014). The concurrent design of the data collection 

provided a triangulation of data or the converging of different kinds of data (Creswell, 2014). At 

the study's data collection initiation, the strands remain independent of one another. Once data 

collection was complete, an analysis was completed utilizing the results of one strand to 

elaborate on results from the other (Migiro & Magangi, 2011).  
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This non-experimental research study used a mixed-methods design to incorporate the 

collection and analysis of numerical data and a qualitative collection of pre-service educators' 

perceptions of teacher self-efficacy and readiness to teach. The researcher identified the 

statistical significance of the dependent variables (pre-service educators' self-efficacy levels and 

teachers’ content knowledge and teaching skills [Praxis II scores]) to determine if there was a 

statistically significant difference between the independent variable (the type of educator 

preparation program=ARC and TPP) by testing the H0 hypothesis and research questions. 

The quantitative approach utilized Tschannen-Moran & Woolfolk Hoy’s (2001) Teacher 

Sense of Efficacy Scale (TSES) (Appendix C), which measured respondents' perceived level of 

control or influence over various aspects of the teaching and classroom environment to test 

theories and yield reliable results. The scale consists of 24 items, comprising three composite 

subscales: Efficacy for Instructional Strategies, Efficacy for Classroom Management, and 

Efficacy for Student Engagement. Participants rated items presented based on a 9-point scale 

with the following options:(1) nothing, (3) very little, (5) some influence, (7) quite a bit, and (9) 

a great deal. Furthermore, Praxis II scores were collected from participants through self-

reporting of Praxis II results. Study participants completed both the Praxis score reporting and 

TSES survey online.  

Qualitative data was collected by administering nine (9) open-ended prompts focused on 

pre-service educators' readiness to teach. Collected data was analyzed, and initial coding of the 

raw data was completed to identify the possible theoretical codes. Charmaz (2014) notes that 

“initial codes are provisional, comparative, and grounded in the data” (p. 117). Initial coding 

allows the researcher to be open to the “analytic possibilities” and identify areas of need. When 

generating codes from the data, Charmaz (2014) stresses the importance of “making the codes fit 
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the data you have rather than forcing the data to fit” (p. 120). Line-by-line coding allows 

researchers to identify more of those possibilities, as previously noted and helps the researcher to 

identify associations between data (Charmaz, 2014). Coding forces one to think about the 

material in new ways that may differ from the research participants' interpretations. Once initial 

coding is complete, focused and axial coding will be conducted. Each coding phase allows the 

researcher to link categories to subcategories to demonstrate the relationship between them.  

Pre-service educators will represent the target population for this study who completed an 

alternate route to certification program (ARC) and a master's level traditional university 

education program (TPP). The sample will be chosen from select ARC and TPP institutions in 

their clinical experience phase of the program. A conscious effort will be made to ensure an equal 

number of participants from the traditional university TPP and the ARC program through 

heightened screening of volunteer participants.  

Terms and Definitions 

Alternate Route Teacher Certification Program (ARC)—Teacher certification programs that 

formally prepare individuals who did not complete a traditional certification program. Upon 

completion of this program, students may apply for state certification. 

Certification—The requirements for licensure and certification are explained in detail on the 

Connecticut State Department of Education website titled “Guide to Assessments for Educator 

Certification in Connecticut”. These requirements are a part of the Connecticut General Statutes. 

Clinical experience/stage (student teaching): A required culminating instructional experience 

supervised by the students’ preparing institution in the final semester of an educator preparation 

program. 
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Grow Your Own (GYO)—The program recruits candidates from within the school and at times, 

the local community and partnerships between local schools, higher education institutions, and 

nonprofit organizations.   

Highly-qualified—Teacher who holds certification and demonstrated proficiency in a core 

subject, passes a subject-knowledge test or obtains an advanced degree in the subject. 

Non-certified staff—District employees who are non-licensed district employees, including 

administrative assistants, custodians, food service, paraprofessionals, and others that qualify as 

non-certified support staff.  

Praxis Exam II—Subject assessment/specialty area that assesses content knowledge that is 

required for teaching certification. 

Pre-service educator/teacher—For this study, a student in the who completed clinical stage of 

their educator preparation program but have not entered the classroom as a full-time certified 

teacher. 

Self-efficacy—A belief in one’s ability to perform a certain task and the conviction one has about 

their capabilities to perform certain tasks effectively (Bandura, 1997; Zuya et al., 2016). 

Teacher self-efficacy—“A teacher's belief in their ability to complete the steps required to 

accomplish a particular teaching task in a given context.” (Jamil et al., 2012, p. 120) 

Traditional Master’s Level University Educator Preparation Program (TPP)—Graduate program 

housed at four-year colleges or universities that prepare students to teach upon completing their 

master’s degree and state teacher certification requirements. Students then may apply to the state 

for a teacher certificate. 
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Assumptions 

For the purpose of conducting the research, many assumptions are relevant to ensure the 

validity and generalizability of results. The researcher assumed that all participants would 

carefully read and comprehend the scale items on the Teacher Sense of Efficacy Scale (TSES) 

and answer in a manner that reflects the scale items' intentions. The researcher also assumed that 

the select educator preparation programs provide them with contact information of only students 

in the clinical phase of their coursework. 

Furthermore, it is assumed that the participants completed the Teacher Sense of Efficacy 

Scale (TSES) and do so with honest answers. To ensure this occurs, participants were provided 

with an 'honesty statement' that addresses the importance of answering each question with 

integrity. Providing this to the participants supported the assumption that each item on the scale 

was answered with integrity. The assumptions are necessary for the context of this study because 

they ensured the validity of the study and allow the results to be generalized. 

Scope and Delimitations 

The scope of the research included pre-service teacher responses to a validated scale that 

measure teacher self-efficacy, along with open-ended items. The study was delimited to pre-

service educators who completed the clinical semester of their master's level educator 

preparation coursework in Connecticut. Furthermore, delimitation included participants with no 

prior teaching experience besides their student teaching hours. The final delimiting factor 

included pre-service educators at the select university educator preparation program and alternate 

route to certification programs. This reduced the number of participants in the study. 
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Limitations 

Limiting the study to pre-service educators controlled for confounding variables such as 

experience, which could possibly alter the results of the study and causes invalidity. The sample 

for this study was drawn from one university and one alternate route to certification program in 

the northeast. Due to using convenience sampling in this study, the ability to generalize the 

results will be difficult as it did not include pre-service educators from nine other universities 

that offer master's level educator preparation programs, nor two other alternate routes to 

certification programs within the state. Furthermore, given the nature of the traditional university 

educator preparation program, pre-service educators in this setting may have had more 

encounters within a classroom setting compared to alternate route to certification program 

participants. Typically, students in traditional university educator preparation programs conduct 

field study hours where they may be given an opportunity to teach a lesson or class for the day. 

This possible experiences for a portion of the study's sample are another possible limitation. 

The Teacher Sense of Efficacy Scale (TSES) administration and the collection of open-

ended responses was administered via an online format. Utilizing this online approach in an 

uncontrolled setting, outside factors could have influenced participants' responses, including 

accessibility usage, lack of a conscientious response to questions on the survey, and social 

desirability bias (Creswell, 2014). To control factors such as social desirability, participants were 

reminded that their responses were confidential. Additionally, a threat to external validity can be 

possible as each participant had varied experiences within their program that can cause different 

outcomes or situations causing an issue of generalizability as these may affect participants' 

responses.  
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Significance of the Study 

Self-efficacy beliefs determine how people feel, think, motivate themselves, and behave 

(Bandura, 1997). According to Bandura, the most influential of the four sources of self-efficacy 

is the result of one's previous performance or mastery experiences. Self-efficacy belief strongly 

influences individuals' achievement levels (Bandura, 1997). Therefore, it is critical that teachers 

exit their educator preparation programs with high levels of teacher self-efficacy to ensure high-

quality, successful teachers (Ozder, 2011). By examining pre-service educators' self-efficacy as a 

result of their educator preparation program experiences, this study contributes to the body of 

knowledge surrounding efficacy theories, specifically around pre-service educators. 

Though the review of research found studies focusing on teacher self-efficacy for pre-

service educators, there is limited research comparing teacher self-efficacy for pre-service 

educators in different educator preparation programs. To address the teacher shortage across the 

United States, there were more than 465 alternative teacher certification programs developed 

(Schonfeld & Feinman, 2012). Districts across the nation have begun collaborating with ARC 

programs to assist with filling teacher vacancies. These districts have invested significant 

amounts of money in supporting the collaboration. With a growing teacher shortage and the 

relationship found between self-efficacy levels of teachers and burnout, investigating teacher 

education's impacts on self-efficacy is of great need (Jordan et al., 2019). The proposed study 

serves as a professional learning opportunity for not only the researcher but can inform 

professional learning for current state-level and district leaders seeking to provide a variety of 

educator preparation opportunities as a postulation to increasing high-quality educators with high 

levels of teacher self-efficacy. In essence, the proposed study intended to bring forth the need for 

vital information regarding ARC programming. This study enhances the understanding of the 
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ARC program with an aim to strengthen the quality of the programs to assist in producing 

teachers with high levels of teacher self-efficacy to avoid teacher burnout which contributes to 

the teacher shortage crisis and heightened student achievement. Exploring the teacher self-

efficacy of pre-service educators in the two types of educator preparation programs provides 

insights and strategies for policymakers and higher education administrators and open the door to 

collaborations and further discussions about creating a high-quality alternate route to 

certification programs. 

Summary  

Chapter 1 provided a review of background information pertaining to teacher self-

efficacy of pre-service educators and the need for exploration of the theory between different 

types of educator preparation programs. The purpose of the study was to compare teacher self-

efficacy, content knowledge, and perceptions of their teacher preparation program’s contributions 

to overall readiness to teach and development of instructional teaching practices of pre-service 

educators who completed an Alternate Route to Certification (ARC) program and a traditional 

master's level university educator preparation program (TPP). Through the discussion of the 

problem, need for the study, purpose, and significance of the study; introduction of the research 

question; definition of terms; depiction of the research design, and elaboration on the multitude 

of limitations of the study.  

Chapter 2 will provide an in-depth explanation of the methods utilized to search 

literature, a literature review of the research topic, providing the theoretical framework which 

will be the foundation of the study, and the synthesis and critique of the research findings.   
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Chapter II: Literature Review 

Teacher shortages have been reported by researchers and organizations for over five 

decades (Swanson, 2011). Podolsky et al. (2016) support this issue by noting that identifying 

how to fill classrooms with “a stable teaching force” (p. v) to support the varied student needs 

has been a great challenge. In order to meet the demands of the teacher shortages, districts across 

the nation are strategically working to assist in filling the void through a “Grow Your Own” 

(GYO) approach. One GYO strategy is entering into partnerships with alternate route to 

certification (ARC) programs. These partnerships allow non-certified district employees 

interested in becoming classroom teachers to enroll in an ARC program with district financial 

support. Many Connecticut urban districts have invested significant financial backing into the 

“Grow Your Own” Alternate Route to Certification partnerships to address the growing teacher 

shortages. However, there has yet to be any formal evaluation of the program's overall 

effectiveness, producing teachers with high levels of teacher self-efficacy to enter a classroom 

full-time within a school district. Novice teachers who are found to have lower teacher self-

efficacy leave the profession at much higher rates than more experienced educators (Jamil et al., 

2012). It is critical to determine what level of teacher self-efficacy the ARC candidates are 

exiting the program with.  

The purpose of this convergent mixed-methods study was to compare pre-service 

educators who completed an ARC program and a traditional master's level university educator 

preparation program self-efficacy, content knowledge, and perceptions of their teacher 

preparation program’s contributions to overall readiness to teach and development of 

instructional teaching practices. This study addressed the gaps in the current understanding of 

pre-service educators who complete ARC programs and the overall development of teacher self-
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efficacy and confidence in being a full-time teacher by utilizing the teacher self-efficacy scale. 

The study was intended for district officials and program representatives to evaluate the overall 

effectiveness of the ARC program to prepare pre-service teacher candidates teaching in a 

classroom adequately. 

The researcher begins with the justification for “Grow Your Own” (GYO) programs by 

looking at overall teacher shortages. In this section, the researcher also provides a detailed 

description of one district attempting a GYO approach and its lack of teachers. The researcher 

proceeds to describe “Grow Your Own” programs, specifically in a highlighted district, including 

the program's funding, targeted pipeline, and training opportunities for participants. This section 

also includes a lack of research around “Grow Your Own” (GYO) programs specifically, with 

most studies describing pre-service educators' perspectives and experience but no studies around 

teacher self-efficacy development. The discussions around these areas justify districts creating 

partnerships with alternate routes to certification as part of their “Grow Your Own” initiatives. 

The researcher discusses the relevance of teacher self-efficacy as a predictor of teacher quality. 

Finally, the researcher provides an in-depth analysis of the theoretical frameworks that guide the 

research.  

Literature Search Strategy 

To support the following literature review, current literature, seminal literature, and 

sources from the last 5-10 years were searched. Electronic searches were performed by accessing 

the Ebscohost, ERIC, JSTOR, and ProQuest through the University of Bridgeport's Wahlstrom 

Library database and Google Scholar. Secondary sources, such as books and textbooks, were 

used to research theory and methodology.  
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The literature search strategy covered several subject areas and terms related to self-

efficacy, pre-service teachers, urban education, grow your own, alternative teacher certification, 

and retention. The leading search strategy used consisted of combinations of key terms: urban 

education AND grow your own, grow your own AND alternative teacher certification, self-

efficacy AND alternate certification teacher, pre-service teacher AND self-efficacy AND 

retention, self-efficacy AND pre-service teachers, self-efficacy or self-efficacy AND pre-service 

teachers or student teachers or pre-service teachers AND urban education, pre-service teacher 

AND urban education AND self-efficacy, and teacher self-efficacy or teaching self-efficacy AND 

urban education; pre-service teacher AND preparedness; pre-service teacher AND alternate 

route to certification AND preparedness. The terms were used in various combinations to ensure 

a comprehensive results list. 

Searches were conducted, collated, annotated, and reviewed for quality and relevance to 

the proposed study by the author. The search for quality information involved reviewing 

abstracts to determine articles relevant to pre-service educators and self-efficacy. The articles 

were sorted, analyzed, and synthesized with relevance to the study's conceptual framework, 

methodology, and research questions. The literature reviewed was included in a matrix that 

contained the author, date, title, research questions, study methodology, study findings, and gaps 

the study addressed as the headings.  

From the analysis and search process conducted, the researcher found limited studies that 

explored the effectiveness of alternate route to certification programs in generating teachers with 

high levels of teaching self-efficacy. Furthermore, limited literature compared teacher self-

efficacy of pre-service educators in an alternate route to certification versus a traditional 

university master's level educator preparation program, nor compared pre-service educators' 
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perception of the two programs' influence on teaching practice or readiness to enter a classroom. 

Therefore, this study compares the overall teaching self-efficacy of pre-service educators who 

completed an alternate route to certification program and a traditional university master's 

educator preparation program. 

Theoretical Foundation 

Self-efficacy is a component of Bandura's (1986) social cognitive theory. Bandura (1986) 

notes that learning occurs in a social context with reciprocal interaction between personal (or 

cognitive), environmental, and behavioral factors. Bandura (1986) asserts that behaviors are 

influenced by personal and environmental factors, with personal factors being affected by 

environmental and behavioral factors, and environment impacted by personal and behavioral 

factors. The triadic reciprocal causation model (Figure 1) argues that knowledge and attitude 

inform self-efficacy beliefs which in turn affect behavior within the environmental context 

(Bandura, 1986). 
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Figure 1 

Model of Triadic Reciprocal Causation from Social Cognitive Theory 

 

Note. Adapted from “Social Cognitive Theory of Organizational Management,” by R. Wood & 

A. Bandura, 1989, The Academy of Management Review, 14(3), p. 362. 

https://doi.org/10.2307/258173. Copyright by The Academy of Management Review.  

Bandura (1997) describes “self-efficacy as dynamic self-schema related to one's view of 

oneself acting competently in the world” (Marschall, 2021, p. 2). Bandura (1977) notes that 

efficacy expectations are generated from response-outcome expectancies. “An efficacy 

expectation is a conviction that one can successfully execute the behavior required to produce the 

outcomes” (p. 193). People can believe that a specific action will lead to certain outcomes. 

However, Bandura (1977) notes that a person's belief in abilities will likely affect how they deal 

with situations that are considered arduous and challenging.  According to Bandura (1997), there 

are four main sources of self-efficacy beliefs: mastery experience, vicarious experience, 

social/verbal persuasion, and physiological state. The most influential of the four is the result of 

one's previous performance, or as identified by Bandura (1997), the mastery experiences. These 

https://doi.org/10.2307/258173
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mastery experiences allow for people to have authentic encounters to successfully complete a 

task (Bursal, 2012). Vicarious experiences are created by observing another person while the 

observer performs a task relevant to perceived goals. Social persuasion is received from others, 

such as verbal feedback or criticism. This verbal persuasion can influence a person's self-

efficacy, causing them to alter it. They will take verbal feedback and critique from a person they 

regard as credible to adjust their self-efficacy beliefs (Ma & Cavanagh, 2018). Physiology is 

based on emotional states during an experience, such as anxiety or stress (Bursal, 2012). The 

physiological aspect is not based upon an individual’s own emotional and physical conditions, 

but rather the individual’s interpretation of the conditions which influence self-efficacy (Ma & 

Cavanagh, 2018). To test the self-efficacy theory within the social learning context, Bandura 

conducted a study with adult phobics. Bandura (1977) provided adults with a snake phobia 

equivalent treatment period of either participant modeling, modeling alone, or no treatment. With 

a focus on the enactive and vicarious experiences, Bandura (1977) assessed the predictive value 

of self-efficacy created by the different modes of treatment through the measurement of self-

efficacy level, strength, and generality. Utilizing a survey, participants rated efficacy 

expectancies for coping with the snakes before the treatment, following the treatment before a 

post-test, and after completing the post-test. Behavior was also measured utilizing various 

performance tasks that required more 'threatening' interactions with a snake. “Consistent with the 

social learning analysis of the sources of self-efficacy, experiences based on performance 

accomplishments produced higher, more generalized, and stronger efficacy expectations than 

vicarious experience, which in turn exceeded those in the control condition.” (Bandura, 1977, p. 

205). Bandura's (1977) study proved self-efficacy as an accurate predictor of performance 

because the participants judged their future performance from their past behavior. 
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Teacher Self-Efficacy Development 

Self-efficacy is not a permanent attribute that individuals develop, but rather one that is 

continuously evolving and shifting as more circumstances and exposure to various situations are 

encountered (Jamil et al., 2012). In other words, self-efficacy is formed through a series of 

experiences, skills, knowledge, and personal dispositions (Jamil et al., 2012).  

Tschannen-Moran et al. (1998) conceptualized a framework to clarify teacher self-

efficacy. The framework outlines a cognitive procedure in the formation of teacher self-efficacy, 

which is cyclical (Figure 2). Teacher self-efficacy belief can be found immersed within 

Bandura's (1997) social cognitive theory which centers around the idea that behavior is shaped 

by a person’s emotional and cognitive state of mind (Yilmaz & Koca, 2017). Specifically, teacher 

self-efficacy is rooted in the four sources of self-efficacy (verbal persuasion, vicarious 

experience, physiological arousal, and mastery experience). Weaving the interaction between 

teachers' analysis of a teaching task and assessment of teaching competence to create self-

efficacy. Teacher self-efficacy shapes personal goals, amount of effort, and level of persistence in 

teaching students.  
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Figure 2 

The Cyclical Nature of Teacher Efficacy 

 

Note. Figure from “Teacher Efficacy: Its Meaning and Measure”, M. Tschannen-Moran, A. 

Woolfolk Hoy, & W.K. Hoy, 1998, Review of Educational Research, 68(2), p. 228 

https://doi.org/10.3102/00346543068002202. Copyright by SAGE Publications. 

Tschannen-Moran and Woolfolk Hoy (2001) expound upon the idea of teacher self-

efficacy by adding the inclusion of a teacher's belief about their capabilities to reach desired 

students' engagement and learning outcomes. During the development of the Teachers' Sense of 

Self Efficacy Rating Scale, Tschannen-Moran and Woolfolk Hoy (2001) identified and verified 

three factors that had a strong positive correlation with factor loading ranging from 0.74 to 0.84. 

With this finding, Tschannen-Moran and Woolfolk Hoy (2001) confirmed that self-efficacy is 

conceptualized as a unified higher-order construct encompassing the more specific domains of 

self-efficacy of instructional strategies, self-efficacy of classroom management, and self-efficacy 

of student engagement. Each of the domains considered qualities of good teaching across 

contents and levels. Self-efficacy, though often misinterpreted, is separate from the actual 

https://doi.org/10.3102/00346543068002202
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measure of competence but with future-oriented judgments of confidence in the ability that a 

person believes they will have to accomplish a specific goal (Jamil et al., 2012). The 

misinterpretation of teacher efficacy belief may inaccurately reflect actual teaching effectiveness 

(Wheatley, 2005), which may consequently cause individuals to either over- or underestimate 

their ability to accomplish specific course of actions and overall capabilities and skills they truly 

possess (Goddard et al., 2004). According to Gordon (2001), there are two forms of teacher 

efficacy: (a) Teaching efficacy-the belief that teaching can influence student achievement 

regardless of influences, and (b) personal teaching efficacy-the belief in one's ability to make a 

difference. Ashton and Webb's (1986) findings demonstrated that a teacher’s efficacy is 

continually fluctuating based upon the daily encounters they experience, such as classroom and 

school environment and conditions, interpersonal interactions, and the overall educational 

climate occurring at the time.  

Previous research has found that teachers with high levels of teacher self-efficacy tend to 

have greater perseverance and dedication to the field of education resulting in higher retention 

rates (Gavora, 2010). Yılmaz and Koca (2017) further support this claim of a significant 

correlation between teacher motivation, enthusiasm, and commitment and teacher self-efficacy 

based on Tschannen-Moran and Woolfolk Hoy's (2001) Teacher Self Efficacy Rating Scale, 

which has found those who have high score are highly confident to bring about desired outcomes 

of student engagement, learning, and motivation. This means that high-scoring teachers 

demonstrate heightened effort (motivation/commitment) to manage students' academic and 

classroom behaviors effectively. Pre-service educators' perceptions of preparedness are 

associated with their beliefs about their abilities(self-efficacy) and responsibilities as both pre-

service and in-service teachers (Gorski et al., 2012). 
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Self-Efficacy as a Predictor of Quality Teachers 

Self-efficacy scales measure teachers' beliefs in their abilities (Bandura, 2006). With a 

growing teacher shortage and the relationship between self-efficacy levels of teachers being a 

factor in burnout, investigating teacher education impacts on self-efficacy is of great need 

(Jordan et al., 2019). To test this theory, Skaalvik and Skaalvik (2010) conducted a study aimed 

at exploring relations between teachers' perception of the school context, teacher self-efficacy, 

collective teacher efficacy, teacher burnout, teacher job satisfaction, and teachers' beliefs of 

external limitations that affect their ability to do their job successfully. The researchers 

administered the Norwegian Teacher Self-Efficacy Scale to a large sample of elementary and 

middle school teachers. To test for teacher burnout, the researchers focused on two central 

components emotional exhaustion and depersonalization. In order to measure the two 

dimensions, the researchers modified and measured eight items from the Maslach Burnout 

Inventory–Educators Survey. Skaalvik and Skaalvik's (2010) study resulted in finding a negative 

correlation between teacher self-efficacy and both emotional exhaustion (.29) and 

depersonalization (.41). Bandura (1977) acknowledges that self-efficacy beliefs are heavily 

based on experiences, the results support the fact that teacher burnout may affect teacher self-

efficacy. Given the results, a reciprocal relationship between teacher self-efficacy and teacher 

burnout will occur (Skaalvik & Skaalvik, 2010), which will likely impact teacher quality and 

student performance. 

Teacher self-efficacy is conceptualized as a unified higher-order construct encompassing 

the more specific domains of self-efficacy of instructional strategies, self-efficacy of classroom 

management, and self-efficacy of student engagement (Tschannen-Moran & Woolfolk Hoy, 

2001). Yildiz and Arici (2021) conducted a qualitative case study of pre-service science teachers' 
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self-efficacy beliefs towards teaching and their teaching skills. The researchers utilized the Self-

Efficacy Scale in Science Teaching (Riggs & Enochs, 1990), completed observations of the pre-

service educators, and conducted semi-structured interviews to determine pre-service educators' 

opinions regarding their teaching self-efficacy (Yildiz & Arici, 2021). The study found that the 

pre-service educators viewed themselves as having high levels of teaching self-efficacy, although 

that high level did not correspond to their teaching practices. This disconnect found within the 

study can be attributed to the attrition concerns and teacher burnout that contribute to the teacher 

shortage crisis.  

Connection of Theory to Study 

To guide the research development, Bandura's (1997) self-efficacy will be the principal 

theoretical framework for the study. The proposed research will examine the teacher self-efficacy 

of pre-service educators in an alternate route to certification program compared to those 

completed a traditional educator preparation program. With such an accelerated program, the 

greatest concern is how ready the pre-service educators believe they are to enter a classroom. 

The growing teacher shortage and the relationship between teachers' self-efficacy levels are a 

factor in burnout, and investigating teacher education impacts on self-efficacy is of great need 

(Jordan et al., 2019). “The theoretical framework is the foundation from which all knowledge is 

constructed (metaphorically and literally) for a research study.” (Grant & Osanloo, 2014, p. 12) It 

is of great significance that researchers comprehensively understand their research problem, 

purpose, significance, and research questions before selecting a corresponding theoretical 

framework (Grant & Osanloo, 2014). To guide the research development, Bandura's (1997) self-

efficacy, embedded within the social cognitive theory, will be the principal theoretical framework 

for the study. Engaging in a mixed-methods approach will allow the researcher to incorporate the 
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multiple realities of pre-service educators' self-efficacy. To truly represent the idea of singular 

and multiple realities around the nature of the research, an open-ended questionnaire, and the 

administration of the Teacher Sense of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk 

Hoy, 2001) will be implemented. By analyzing participant responses, emergent themes can be 

identified by combining and comparing qualitative data to represent participants' perceptions and 

the overall sample accurately. 

Literature Review 

Background of Teacher Preparation 

Formal teacher preparation began in the 1830s which concentrated on elements of 

teaching methods, subject area content and education foundations. These initial programs had 

European influence, specifically from Johann Heinrich Pestalozzi. With comprehensive colleges 

and liberal arts schools emerging in the 1920s, the American public school system began to take 

shape, and independent teacher preparation institutions, or “normal schools” a term coined by 

Pestalozzi who created teacher training. The normal schools quickly emerged to ensure quality 

instruction (Schorr, 2012) through coursework focused on subject knowledge, teaching 

methodology, and the art of teaching (Helton, 2008). Students in these programs were required to 

‘practice’ teaching in model schools for up to one year prior to leading their own classroom 

(Helton, 2008). Eventually the normal schools were transformed into teachers’ colleges. These 

teachers’ colleges became state supported schools which evolved into state teachers’ colleges 

offering a traditional model for teaching. Teachers’ colleges were preparing teachers through 

mastery of subject area curriculum and a heavy pedagogical focus of teaching (Borman et al., 

2009). By the mid-1960s, 75% of American colleges and universities were preparing teachers 

(Helton, 2008).  
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Traditionally, these institutions focus on the theoretical frameworks of Dewey and Piaget. 

They prepare future teachers with the developing an understanding of how children learn and 

develop knowledge but provide limited real-world experiences to prepare them for facing the 

daily classroom realities (Schorr, 2012). Traditional teacher preparation programs also require 

foundational courses such as sociology, philosophy, educational psychology, cognitive 

development, pedagogical methodologies, and history. Once students complete the pre-requisite 

educational courses, they move onto content-area preparation. Furthermore, early exposure to 

practical classroom experiences (Feuer et al., 2013) are required in almost teacher preparation 

programs via field experiences (Nguyen, 2018). The length of university/college educator 

preparation programs could be four to five years for the undergraduates (Nguyen, 2018). For 

master’s level graduate education programs, coursework includes at minimum 30 course credits 

with completion taking about 1-2 years (BestColleges.com, 2023).  

In 1983, a commissioned A Nation at Risk (ANAR) report (Mungal, 2019) was released, 

which changed the scope of teacher preparation programs. The ANAR criticized the “lack of 

academic rigor in universities and the lack of highly qualified teacher candidates” (Mungal, 

2019, p. 53). The ANAR supported the idea of a free-market economy and globalization. The 

report endorsed alternative teacher preparation programs to add to the education market and 

competition (Mungal, 2019). This opened the doors to the rise in alternative route to certification 

programs throughout the United States. The report also prompted states to reform certification 

laws and was the foundation for the birth of No Child Left Behind (NCLB) legislation (U.S. 

Department of Education, 2004b). With NCLB, there was greater emphasis on accountability. 

With this accountability aimed to increase the amount of what NCLB considered highly qualified 

teachers which further contributed to certification requirement reforms (Borman et al., 2009). 
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The legislation defined highly qualified teachers as those who have obtained full state 

certification or passed a state teaching certification exam and hold a teaching certification. To 

even take the test or hold a certification, future educators must have a bachelor’s degree and pass 

the examination or the required graduate level course work to be a Pre-K-12 grade educator 

(U.S. Department of Education, 2004a). 

In essence, TPPs are programs found on university and college campuses that encompass 

broad subject knowledge base courses. Programs follow a structured linear model around 

integrating pedagogy and methodology through coursework. Candidates participate in 

experiential learning experiences that include observation, tutoring/mentoring and culminating 

with an independent clinical experience (Borman et al., 2009). The U.S. Department of 

Education identifies two types of clinical experiences that are found in TPPs: student teaching 

and internship. Student teaching is defined as the traditional semester long placement which ends 

the candidates TPP. An internship, which the U.S. Department of Education considers similar to 

residency programs, is a year-long placement where a candidate works closely a classroom an 

assigned cooperating teacher (Bardelli et al., 2023). Both student teaching and internship 

experiences are completed as pre-certified teachers not legally responsible for the students 

(Bardelli et al., 2023). According to Hanson (2022), the average cost of a master’s degree in 

education with certification is $52,000. In one Connecticut Master of Education program, a few 

of the costs are as follows: tuition (per credit hour) =$780, tuition for Education Interns (per 

semester) = $8,000 and general fee (9 credits or more) = $1,025.   

To receive initial teaching certification status, pre-service educators must complete the 

Educative Teacher Performance Assessment (edTPA). The edTPA is a standardized portfolio 

assessment of teaching performance that is mandated for use by EPPs in 18 states with approval 
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for use in 21 others (Gitomer et al., 2021). The state of Connecticut adopted the edTPA as a 

requirement to complete educator preparation programs in 2016 (CT Bureau of Certification, 

2022). As of April 2023, Connecticut was the only state in New England that required the 

passing of the edTPA to become a certified teacher.  

During their student teaching experience, pre-service teachers prepare a portfolio of 

materials that demonstrate readiness to teach. Pre-service teachers must provide the following 

documentation: 

• “A learning segment of 3-5 lessons in one class 

• Artifacts, such as lesson plans, instructional materials, teaching videos, assessments, and 

sample student work 

• Responses to prompts provided in the subject-specific edTPA handbook that provide a 

rationale to support their instructional practices, based on their students' learning 

strengths and needs. 

• Submit artifacts and commentaries for professional scoring” (CT Bureau of Certification, 

2022, para. 3). 

Cooperating teachers are tasked with supporting the pre-service teachers to successfully 

collect necessary school data for the edTPA. Portfolios are scored utilizing a five-level scale with 

varying scoring rubrics (Elementary Education Literacy with Mathematics Task based on 18 

scoring rubrics, World Language and Classical Language based on 13 scoring rubrics, and all 

other certification areas based on 15 scoring rubrics. The Connecticut edTPA cut scores are:  

• 13 Scoring Rubrics= 32 (65 possible points) 

• 15 Scoring Rubrics=37 (75 Possible points) 

• 18 Scoring Rubrics=44 (90 Possible Points) 
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Connecticut does offer edTPA waivers to pre-service teachers whose student teaching was 

waived due to 10 months of full-time teaching experience (not including substitute teaching); or, 

candidates are teaching under a Durational Shortage Area Permit (DSAP) and are seeking to 

cross endorse in another certification area. The passing of the edTPA is critical for pre-service 

teachers as one high stakes assessment that determines whether or not they receive certification. 

The edTPA does have a financial aspect. The cost to complete the edTPA is $300. If a candidate 

fails any portion of the assessment, they must resubmit for an additional cost. In 2021, the state 

of Connecticut waived all edTPA completions and submissions for scoring between September 1, 

2021, to August 31, 2022, due to the impact of Covid-19 (CSDE, 2021).  

The edTPA faced several criticisms including the concern of focusing teaching to the test 

and pushing potential future candidates away from the profession further depleting the teacher 

pipeline pool (Will, 2020).  Furthermore, it has been found that non-white pre-service teachers 

are less likely to pass the edTPA adding an unnecessary barrier to increasing teachers of color in 

classrooms (Will, 2020). Furthermore, studies have found mixed results regarding whether the 

test is a predictor of good teaching. The 2016 study by the American Institute of research found 

that students of teachers who passed the edTPA on their first try performed better in reading than 

those who did not. However, there were no differences in effects found with mathematics (Will, 

2020). Furthermore, approximately 40% of pre-service teachers reported that the edTPA did not 

contribute to their overall growth as a teacher (Will, 2020). Due to such research findings, many 

states have moved to eliminate the use of the edTPA. To date Georgia, New Jersey, New York, 

Washington, Tennessee, and Delaware have eliminated the edTPA as a requirement to receive 

teaching certifications. In April 2022, the Connecticut legislation joined the aforementioned 

states to eradicate the edTPA. H.B. (House Bill) No. 5286 (2022) “cease the state-wide 
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implementation of the preservice performance assessment “edTPA”” on July 1, 2024, and instead 

create a new state-wide preservice performance assessment for teacher preparation programs 

offered in our state’s institutions of higher education” (Connecticut General Assembly, 2022). 

This legislative requirement became effective as of July 1, 2023, rather than 2024, and 

retroactive to 2022. 

Though edTPA is being eliminated in several states throughout the nation, official will 

continue to navigate a streamlined process to determine preservice teachers’ readiness to teach 

whether through a standardized portfolio such as edTPA or a revitalized version.   

Moving to “Grow Your Own” Teacher Programs 

Given the ANAR and the growing teacher shortages of the 1980s, alternative teacher 

certification routes became more common. Each year, schools of education produce hundreds of 

teachers nationwide, however, the rate of newly certified teachers throughout the nation is not 

meeting the demand needed to fill openings. Between 1998-2009 to fill the growing teacher 

shortage, 2.7 million new teachers were required (Swanson, 2011). In the 2018-2019 school year, 

the National Center for Education Statistics noted over 120,000 teacher vacancies nationwide 

(Wiggan et al., 2021). With one-third of the United States population being classified as Baby 

Boomers, retirement will play a major role in the teacher shortage crisis (Der Bedrosian, 2009; 

Swanson, 2011). According to the National Research Council (2010), 200,000 teacher candidates 

complete a teacher preparation program. In 2013, 3,264,900 public school teachers were in 

United States classrooms. By the end of the year, 250,100 left the profession. Given these 

statistics, “if the number of traditionally prepared teacher candidates entering the classroom 

remained constant, approximately 50,000 openings would have been left vacant or filled by 

alternatively certified individuals” (Bowling & Ball, 2018, p. 110). The Covid pandemic in 2020 
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added to the already dire situation with teacher shortages. Between the 2019-2021, United States 

schools saw a 7% decline in the teaching population (Jones II, 2023). In 2022, the National 

Center for Education Statistics reported that 45% of public schools nationwide were operating 

without a full teaching staff. 

The Learning Policy Institute (Podolsky et al., 2016) highlights the fact that the number 

of people choosing a career in education and the quality of teachers are impacted by teachers' 

salaries throughout the United States. Salaries also constitute a significant influence on teacher 

attrition (Podolsky et al., 2016). Studies have found that "financial incentives (pay increases, 

expansion of benefits, loan forgiveness) may help to decrease teacher attrition" and improve 

recruitment efforts (Mobra & Hamlin, 2020, p. 4). Furthermore, a study in Texas by Hendricks 

(2014) identified a link between increased compensation and teacher retention (Mobra & 

Hamlin, 2020). The greater the incentive, the more likely teachers will remain in their positions. 

Unfortunately, for many urban districts, these financial incentives are not possible. With 

struggling budgets and financial constraints, frequently, like the target school district, salary 

schedules are considerably lower. Contributing to the growing issue, the ability to offer a 

competitive salary is a significant factor in urban districts attracting and retaining highly 

qualified teachers (Swanson, 2011).  

The "Grow Your Own" pathway offered within districts allows non-certified staff who are 

interested in becoming future educators to enroll in alternate routes to certification programs. 

The National Research Council (2010) defines alternative routes to certification as "any type of 

certification other than a university teacher preparation program" (Claflin et al., 2020, p. 128). 

Some argue that policies around these growing alternative teacher certification programs set low 

academic and recruitment standards (Redding, 2021). The National Center for Educational 
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Statistics (2022) noted that in 2015-2016 approximately 18% of teachers received their 

certification through an alternative certification program. The National Teacher and Principal 

Survey (NTPS) conducted by the U.S. Department of Education National Center for Education 

(2017) provided imperative data regarding teachers who completed alternate route to 

certification pathways teaching in elementary and secondary schools in 2017 and 2018 (Table 1). 
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Table 1  

Distribution of Teachers in Public Elementary and Secondary Schools by Pathway in 2017-2018 

 

Number of teachers  

(in thousands) 

Percentage distribution of 

teachers, by teacher or 

school characteristic 

Percentage distribution 

of teachers, by 

alternative route status 

Total 
Alternative route 

program?  

Total 

(%) 

Alternative route 

program?  

Total 

(%) 

Alternative 

route 

program?  

  Yes No   Yes No   Yes No 

Sex          

  Male  834 215 618 23.5 32.6 21.4 100.0 25.8 74.2 

  Female  2,712 444 2,268 76.5 67.4 78.6 100.0 16.4 83.6 

Race/ethnicity          

  White  2,811 438 2,373 79.3 66.5 82.2 100.0 15.6 84.4 

  Black  239 85 153 6.7 12.9 5.3 100.0 35.8 64.2 

  Hispanic 331 102 229 9.3 15.5 7.9 100.0 30.8 69.2 

  Asian 75 14 61 2.1 2.2 2.1 100.0 19.2 80.8 

  Pacific Islander 8 2 6 0.2 0.3 0.2 100.0 26.7 73.3 

  American Indian/Alaska  

     Native 
18 3 15 0.5 0.5 0.5 100.0 19.0 81.0 

  Two or more races 63 14 49 1.8 2.1 1.7 100.0 21.7 78.3 

Main teaching assignment          

  Elementary education  1,153 139 1,014 32.5 21.2 35.1 100.0 12.1 87.9 

  Special education  433 80 353 12.2 12.2 12.2 100.0 18.5 81.5 

  Arts and music  229 35 195 6.5 5.2 6.7 100.0 15.1 84.9 

  English and language arts  412 76 336 11.6 11.5 11.6 100.0 18.5 81.5 

  English as a second 

language  
72 17 55 2.0 2.6 1.9 100.0 23.7 76.3 

  Foreign languages  95 27 69 2.7 4.1 2.4 100.0 28.1 71.9 

  Health education  162 21 141 4.6 3.2 4.9 100.0 12.9 87.1 

  Mathematics and 

computer  

     science  

301 74 227 8.5 11.2 7.9 100.0 24.5 75.5 

  Natural sciences  242 71 171 6.8 10.8 5.9 100.0 29.3 70.7 

  Social sciences  224 42 182 6.3 6.4 6.3 100.0 18.8 81.2 

  Career or technical 

education  
145 59 86 4.1 8.9 3.0 100.0 40.6 59.4 

  All others  76 18 58 2.2 2.8 2.0 100.0 24.2 75.8 

School classification          

  Traditional public 3,340 607 2,733 94.2 92.0 94.7 100.0 18.2 81.8 

  Charter school 206 53 153 5.8 8.0 5.3 100.0 25.6 74.4 

School level          

  Elementary  1,689 229 1,460 47.6 34.8 50.6 100.0 13.6 86.4 

  Middle  629 133 496 17.7 20.1 17.2 100.0 21.1 78.9 

  High  982 246 736 27.7 37.3 25.5 100.0 25.0 75.0 

  Combined  246 51 194 6.9 7.8 6.7 100.0 20.9 79.1 

School locale          

  City 1,032 231 801 29.1 35.0 27.8 100.0 22.4 77.6 

  Suburban  1,374 239 1,135 38.7 36.2 39.3 100.0 17.4 82.6 

  Town  413 62 351 11.6 9.4 12.1 100.0 15.0 85.0 

  Rural  727 127 600 20.5 19.3 20.8 100.0 17.5 82.5 
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Note. Data from Digest of Education Statistics (2017) from the National Center of Educational 

Statistics. 

 Since the 1980’s, several alternate route to certification programs have been born 

throughout the United States. The ARC programs began to attract people who already have a 

bachelor's degree into the field of education to become teachers in hard-to-staff schools and high-

needs subject areas (Miller et al., 2019).  Several states passed legislation and policies allowing 

alternative certification programs to alleviate the growing teacher shortage. In the early 2000’s, a 

new form of alternate teacher preparation programs was growing into newly created independent 

graduate schools of education (nGSE). These nGSEs are state approved institutions of higher 

education that offer teacher preparation resulting in a master’s degree and teacher certification 

(Cochran-Smith et al., 2020). According to Ng and Peter (2010), 46 states and the District of 

Columbia utilize alternative certifications to prepare teachers (Darling-Hammond & Podolsky, 

2019). Overall, the state of Texas hosts the most alternate route to certification programs with 92 

actively enrolling students, while Connecticut has 7 approved programs, and Alaska, Oregon and 

Wyoming have no programs in their states (NEA, 2020). In all throughout the US there are 

nearly 3,000 alternate route to certification program sites available to potential educators. These 

alternate route to certification programs comprises of both state approved non-profit and for-

profit organizations, along with state approved institutes of higher education (NEA, 2020). 

Appendix D provides the list of the approved programs found in the United States.   

 The ARC programs attempt to focus on practice-based education rather than theory-based 

education typically found in traditional university programs (Cochran et al., 2020). Unlike the 

TPPs traditional clinical experiences, ARCs typically utilize a job embedded approach. The U.S. 

Department of Education identifies job embedded experiences as placement into a classroom 
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with a provisional certification. Candidates are legally responsible as an educator and must 

complete the duration of their job embedded placement to receive their formal teaching 

certification (Bardelli et al., 2023). Similarly, to candidates in a TPP, candidates in the ARC 

program must also complete the edTPA to receive initial teaching certifications. 

Example ARC Route as “Grow Your Own” Approach  

One Connecticut district has been committed to implementing a GYO approach to 

increase teacher hires. The district was able to commence its GYO initiatives through federal 

Title II funds and state/private funding sources to provide tuition assistance to program 

participants. Through this funding source, the target district was able to select six non-certified 

staff members, through an application and screening process, to participate in its tuition 

assistance program. 

For the past five years, the main focus of its GYO efforts has been to provide 

opportunities for non-certified staff to become certified teachers. The alternate route to 

certification program that the district collaborates with operated 19 campuses around the country 

in the 2019-2020 school year. The institution is a nonprofit, nationally accredited graduate school 

of education with more than 4,000 students across the country. The institution offers an 

accelerated one-year (4 terms) alternate route to certification program. The district has created a 

partnership, through an MOU and contract, with the ARC program's location in Connecticut. The 

contract indicates that the district will financially support the accepted ACR Program candidates 

by covering $1,000 of the $6,000 tuition. The district will also provide release time on Fridays 

for the candidate to attend necessary classes. Lastly, the candidates can complete their 90-day 

student teaching requirement within the district while keeping their current job pay and benefits. 

The district and the ARC Program developed an agreement and process through which non-
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certified staff with bachelor's degrees can apply. The initial step includes the GYO candidates 

participating in an informational session with the ARC Program and district human capital 

representatives. During this informational session, candidates are provided with detailed 

information regarding program requirements, coursework outlines, and the process for applying 

to the program. To be eligible to apply to the program, candidates must have their bachelor's 

degree, and transcripts must demonstrate a GPA of at least 2.75. Candidates are required to 

forward transcripts to an ARC Program representative to ensure they meet the minimum 

requirements to enter the program. Candidates must apply via the district's online application 

program if approved at this level. Once the deadline has passed, district human capital 

representatives review applications to ensure candidates meet qualifications and then provide a 

video interview for candidates to complete. The candidates are asked six questions during the 

self-recorded interview:  

1. Please provide a brief overview of your experiences in the field of education. 

2. Please share your greatest strength and how it will contribute to your success with the 

[ARC] Program. 

3. Please share one of your weaknesses and how it will affect your participation in the 

[ARC] Program. 

4. Where do you see yourself in 5 years? 

5. [The ARC Program] is a high-level, accelerated program; what resources would you 

utilize to support your success with the program? 

6. Why do you want to be a teacher in [Target School District]? 

District officials review the video interview in conjunction with the application and 

letters of recommendation to determine the six candidates that will move forward. Once 
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identified, the candidates must apply for the ARC Program. The ARC Program candidates 

typically begin their coursework in the summer semester of the application year. All candidates 

are required to be in good academic standing throughout their coursework. Furthermore, the 

ARC Program provides the candidate with a support advisor to help guide them through the 

program. The overall goal is to (1) have the candidate complete their 90-day student teaching 

experience; (2) pass their Praxis and state-required assessment; (3) pass the edTPA in order to 

obtain their State of Connecticut Teaching Certification; and, finally, (4) be hired within the 

target district as a certified classroom teacher. However, if a candidate fails the program, they are 

expected to repay the district for the loss of funds to cover their tuition. In the spring of 2021, the 

target district selected six candidates to participate in the ARC Program. 

Though the need for the program has been identified as a priority, the district lacks an 

explicit vision and goal for the ARC program implementation. In other words, there are no 

retention goals for employees who complete the ARC program within the district, no identified 

number of ARC candidates to be selected annually, and a lack of district-outlined support for 

employees participating in the program. 

Previous research has found that teachers who enter the profession through alternative 

certification pathways leave at rates about 25% higher than traditionally prepared teachers 

(Redding, 2021). The National Research Council (2010) defines alternative routes to certification 

as "any type of certification other than a university teacher preparation program" (Claflin et al., 

2020, p. 128). Some argue that policies around these growing alternative teacher certification 

programs set low academic and recruitment standards (Redding, 2021). Gist et al. (2019) noted 

the lack of research on GYO programs urging more research to be conducted around all aspects 

of "the teacher development pipeline (i.e., recruitment, preparation, and retention (Gist et al., 
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2019, p. 10). These statements underpin the necessity of this study to determine whether the 

alternate route to certification pathway of the “Grow Your Own” initiative is genuinely beneficial 

to support filling in teacher shortage areas with high-quality teachers. 

Self-Efficacy Connection 

Tschannen-Moran, one of the original developers of the Teacher Sense of Efficacy Scale 

(TSES), and Johnson conducted a study to explore potential antecedents of self-efficacy beliefs 

within literacy instruction. The researchers extended the investigation to examine the relationship 

of the teachers’ beliefs to self-efficacy for teaching (Tschannen-Moran & Johnson, 2011). The 

study consisted of 648 teachers from 20 elementary schools and 6 middle schools in Virginia, 

Kansas, and Arkansas. To collect teaching self-efficacy data specific to literacy, the researchers 

developed 33-item instrument based upon the NCTE/IRA (1996) Standards for the English 

Language Arts and the IRA (2004) Standards for Reading Professionals. The instrument consists 

of a 9-point continuum with anchors at 1-Not at All, 3-Very Little, 5-Some Influence, 7-Quite A 

Bit, and 9-A Great Deal. The instrument was analyzed for validation and then ease of use 

through field testing. The researchers also administered the TSES to gain insight into general 

teaching self-efficacy. Along with general demographic information, the researchers collect 

responses from participants to identify teacher preparation, level of degree and other experiences 

(i.e., book clubs or teachers-as-readers group). This survey captured verbal persuasion and 

vicarious experiences of Bandura’s self-efficacy theory. 

Tschannen-Moran and Johnson (2011) found weak correlations between teachers’ self-

efficacy for literacy instruction and preparation, experience, and resource variables. Furthermore, 

teacher self-efficacy for literacy instruction was found to contribute to overall self-efficacy 

beliefs among elementary and middle school teachers. The data showed that there was no 
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relation between the literacy self-efficacy scale and the TSES. In regard to verbal persuasion and 

vicarious experiences via teacher preparation, it was found that university preparation levels 

provide “powerful learning experiences which have an impact on teachers’ sense of their ability 

to successfully teach children’s literacy” (Tschannen-Moran & Johnson, 2011, p. 759).  

The researchers believe further investigation should be completed to explore which 

elements of university preparation students perceived as most salient to developing self-efficacy 

beliefs. The proposed study will examine pre-service teachers’ perceptions of educator 

preparation programs’ influence on developing self-efficacy, teacher practices and teacher 

readiness.   

To further expand literature around Bandura’s (1997) work, Wilhelm et al. (2021) 

conducted a study to examine the self-efficacy of alternate certification teachers through their 

first year of teaching. The researchers wanted to focus on the alternate certification teachers' 

given their accelerated coursework and probationary certification as they require more on-

demand training and support during their first year. Specifically, the researchers investigated 

teaching self‐efficacy of first‐year ARC elementary and secondary teachers and the change, if 

any, that occurred over the course of their first‐year teaching. The researchers also analyzed the 

relationships between teaching self-efficacy change that occurred and teachers' perceptions of 

formal supports (Wilhelm et al., 2021). 

 The yearlong longitudinal study consisted of 93 first‐year teachers enrolled in a post-

baccalaureate alternative certification program. The researchers administered surveys (TSES 

self‐efficacy, perceptions of school leader support, and time spent on other support activities) to 

the participants at three points (beginning, middle, end) in their first-year teaching, along with an 

interview at the end of their first year. Wilhelm et al. (2021) also conducted semi-structured 
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interviews that consisted of eight questions related to high‐quality instruction and experiences 

with support. Interviews were completed with 26 participants of the 93-participant sample.  

The results indicated a significant change in novice teachers' self‐efficacy over their first 

year of teaching (b = 0.33; p < 0.001) (Wilhelm et al., 2021). Specifically, Wilhelm et al. (2021) 

found that support from the school leader is critical in the development of first‐year teachers' 

self‐efficacy. The researchers note that alternate certification teachers who perceived to receive 

less support from school leadership reported minimal self-efficacy change. In contrast, teachers 

who reported greater perceived support from school leaders developed greater increases in self‐

efficacy (Wilhelm et al., 2021). It was recommended that further investigation be completed to 

determine how beginning teachers' needs are influenced by their certification route. This study 

will use the recommendations Wilhelm et al. (2021) presented to explore teacher preparation 

routes and pre-service teachers' perceptions of program influence.  

Preparation Program and Readiness  

Bradley (2020) developed a study to determine if there was a difference in an alternative 

route to certification educators' job-related stress, overall teacher well-being, and preparedness 

versus those who completed the traditional route. The non-experimental, quantitative study 

utilized the demands control model and self-efficacy theory to “interpret the influence of the 

teacher certification route (independent variable) on teacher job-related stress, teacher subjective 

well-being, and teacher preparedness” (Bradley, 2020, p. 11).  

Teacher self-efficacy is a teacher's belief in their ability to teach efficiently and 

effectively by planning instruction and accomplishing the instructional objectives (Tschannen-

Moran & Woolfolk Hoy, 2001). The demands control model states that job-related demands 

(physical, psychological, and emotional demands) and job control (control of job demands) 
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contribute to job-related stress. The researcher utilizes Karasek's findings (1979) to explain how 

the self-efficacy theory and the demands control model are interconnected. Karasek (1979) found 

that individuals with higher levels of self-efficacy can control job strains, and those with lower 

levels of self-efficacy have more difficulty. This connection is similar to the demands of the two 

different educator preparation routes. Noting that alternate routes to certification programs and 

traditional teacher certification programs provide different teacher preparation methods and 

intensities which can lead to differences in self-efficacy and preparedness. Highlighting previous 

research conducted on self-efficacy, Bradley (2020) notes that teachers who “are not prepared to 

meet the demands of their job or manage role conflict, experience stress, and strain [demands 

control model]” (p. 29). Throughout the dissertation, Bradley (2020) ensures to connect the 

theories to their discussions, findings, and conclusions. The theoretical framework ensures that 

the study is consistent and has a credible source for supporting the study.  

To answer the research questions, Bradley administered Fimian & Fastenau’s (1990) 

Administration of the Teacher Stress Inventory and Renshaw et al.’s (2015) Teacher Subjective 

Well-being Questionnaire to 103 first-year teachers employed in two public school districts in the 

state of South Carolina. Through a one-way MANOVA analysis, the data showed no statistically 

significant differences in the mean levels of job-related stress between teachers certified 

traditionally and alternatively. Furthermore, the researcher concluded through a second 

MANOVA that teachers certified alternatively had significantly higher levels of each component 

of teacher subjective well-being (school connectedness, teacher efficacy, and total well-being) 

(Bradley, 2020). Lastly, the data demonstrated no significant differences in teacher preparedness 

between teachers certified traditionally and alternatively. 
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Bradley (2020) recommends that a qualitative study be conducted to examine first-year 

experiences of traditional and alternatively certified teachers to gain insight into themes related 

to positive and/or negative teaching experiences. This recommendation will be adapted for the 

proposed research by examining the experiences of pre-service educators during their clinical 

teaching semester.  

Darling-Hammond et al. (2002) examined data from a 1998 survey completed by 2,956 

New York City beginning teachers in New York City regarding their views of their preparation 

for teaching, their beliefs and practice, and their plans to remain in teaching. The New York City 

Board of Education sent surveys created by the New Visions for Public Schools organization and 

the National Commission on Teaching America’s Future’s Urban Initiative to educators with 4 or 

less years of experience. The goal of the survey was to gain insight into the beginning teachers’ 

perceptions of preparedness, views about teaching and teaching career goals (Darling-Hammond 

et al., 2002). The researchers compared results of certified teachers, non-certified teachers and 

teachers certified via an approved. Furthermore, the researchers compared differences in 

preparation perceptions between teachers from university-based teacher education programs as 

opposed to those who received emergency credentials through transcript review or alternate 

routes to certification who had no previous experience. 

The researchers found significant differences between certified teachers pertaining to 

teaching skills: Ability to Promote Student Learning and Ability to Teach Critical Thinking and 

Social Development.  The ability to promote student learning included questions around 

“teaching subject matter concepts, knowledge and skills in ways that enable students to learn” 

(Darling-Hammond et al., 2002, p. 288). Questions around ability to teach critical thinks and 

social development included items such as developing classroom environment that promotes 
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social development and group responsibility (Darling-Hammond et al., 2002, p. 288). When 

asked for their overall rating of being adequately prepared to teach, the data showed a 

significantly higher difference (p < .01) in rating between certified teachers and non-certified 

teachers. Furthermore, when comparing teachers’ feelings of preparedness based upon pathway 

to certification, the researchers found that mean scores on 32 out of 40 survey items for the 

certified teachers were significantly higher (p < .01) than teachers who graduated from 

alternative pathways. The researchers highlighted that the greatest differences (p < .01) were 

found between items relating to teachers’ curricular knowledge and teaching strategies (Darling-

Hammond, 2002).  

Darling-Hammond et al.’s (2002) results found that beginning teachers who were 

prepared via a formal educator preparation program felt better prepared than beginning teachers 

who enter the professional through alternative educator preparation programs. Though there was 

a difference found in perceptions to preparedness, it was not as great a difference as the 

researchers had hypothesized. However, the researchers note that improving teacher education 

programs will go to the wayside if policies continue to permit hiring of teachers without proper 

preparation regardless of program. Research has found that states who hire only prepared 

teachers have ensured an increase in salaries, subsidizing of teacher educator costs via 

scholarships and other incentives, and ensure mentoring for beginning teachers. Through the 

hiring of well-prepared teachers, the researchers suggest it will assist in maintaining retention 

rates which will be cost-effective to districts overall (Darling-Hammond et al., 2002). Though no 

recommendations were presented by the researchers, this study investigated the idea of 

preparedness of pre-service teachers in both a traditional and alternate route to certification. 
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Teacher Effectiveness & Performance 

Teacher effectiveness is defined as teacher impact on student learning growth as 

measured by standardized tests. With this, the significant focus on enhancing teacher 

effectiveness in order to improve student performance (Borroughs et al, 2019). Previous studies 

have found students who experience highly effective teachers are more likely to attend college 

and enhance students’ future financial status and livelihood overall (Buorroughs et al., 2019).  

Given the abundance of options for teacher preparation pathways with some have distinct 

variations to admittance, and the fact that ARCs typically allow for candidates to enter a 

classroom as a full-time teacher prior to program completion, it is critical to consider teachers’ 

effectiveness and overall performance once in the classroom. Decker, Deke, Johnson, et al. 

(2004) conducted a study to examine alternate route to certification teacher candidates, 

specifically Teach for America (TFA), effects on student achievement. TFA candidates are 

college students from select “fine universities” who are typically at the top of their class 

(Darling-Hammond et al., 2005). Specifically, Decker, Deke, Johnson, et al. (2004) both 

experimental and non-experimental mixed methods research focused on two cohorts of students 

and beginning teachers in the 2004-2005 and 2005-2006 school years to identify the 

“comparative effectiveness of contrasting methods of teacher preparation programs” (p. 1). 

Students were randomly assigned to either a beginning ARC teacher or a beginning non-TFA 

teacher (control). Decker, Deke, Johnson, et al. (2004) analyzed teacher observations, teacher 

surveys and SAT/PSAT scores to determine differences between teaching practices and student 

achievement. The non-experimental aspect of the study examined if differences in preparation 

programs and teacher characteristics contribute to the experimental results.  



PRE-SERVICE TEACHERS’ SELF-EFFICACY & TEACHING READINESS 61 

 

Findings from the study found that four percent (4%) of the TFA participants only 

completed 10 weeks or more student teaching (Decker, Mayer & Glazerman, 2004). Decker, 

Mayer and Glazerman (2004) found consistent patterns of positive or zero impacts on student 

test scores across grades, regions, and student subgroups. With this data, the researchers suggest 

that the hiring of TFA teachers will pose minimal risk in negatively impacting student 

achievement for both average students and subgroups. In fact, the TFA teachers had a greater 

impact on students’ mathematics performance with students of TFA teacher scoring higher than 

students of the control novice teacher groups. In regard to English language arts, student growth 

for TFA taught students was similar to those in the control classroom. The analysis of data also 

discovered no students in TFA classrooms were either more or less likely to be retained or 

required to attend summer school. Furthermore, the data reveal no statistical significance with 

student absenteeism or discipline for either teacher groups. However, responses from the teacher 

survey found a significant difference in classroom behaviors and management. TFA teachers 

reported having more difficulty with student disruptions and physical altercations in their 

classroom than non-TFA teachers (Decker, Mayer & Glazerman, 2004). Though the results 

demonstrate positive to no significant impact, it is important to note that the study compared TFA 

with non-TFA teachers (control group) who were comprised of other “disproportionately 

untrained and uncertified teachers” (Darling-Hammond et al., 2005, p. 3). The study did not 

compare teacher effectiveness or impact on student learning compared to teachers who 

completed traditional teacher programs or certification pathway.  

Darling-Hammond et al. (2005) pursed examining TFA teachers with teachers with 

similar certification areas. The study found that during 1999-2000, TFA teachers were less likely 

to hold a standard teaching certificate and were disproportionately more likely to be placed in a 
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district/school with significantly higher black, Latino, and low-income students (Darling-

Hammond et al., 2005). When comparing effectiveness of the TFA teachers to non-TFA teachers, 

once again a statistically significant difference was found in students’ mathematics performance 

with positive student outcomes. Whereas, in reading, there were no statistically significant 

differences. Darling-Hammond et al. (2005) investigated even deeper by looking closer at 

certification and effectiveness. The researchers found that those who were uncertified or certified 

via all ARC routes had negative effects on student performance. The finding revealed non-

certified teachers or teachers with non-standard certification were less effective in increasing 

student test scores than teachers with standard certification (p<.10). “In general, relative to 

teachers with standard certification, teachers lacking full certification slowed student progress 

over the course of a year by about ½ to 1 month in grade equivalent terms on most achievement 

tests” (Darling-Hammond et al., 2005). The researchers found alternatively certified teachers 

become stronger and more effective with experience and investment in professional development 

training. Again, it is imperative to note, the study focused specifically on TFA certified teachers 

compared to all other teacher certification types rather than just traditionally certified teachers. 

This leaves room for future research to specifically explore ARC certified teachers with TPP 

certified teachers, ensuring to exclude all other certifications (i.e., uncertified teachers and 

teachers with emergency certifications). 

Summary & Conclusions 

This mixed-methods study examines teacher self-efficacy levels of pre-service educators 

who completed an ARC program and traditional master's level university educator preparation 

program to determine if ARC partnerships as a GYO initiative are worth the investment of 

producing high-quality teachers ready to enter the classroom. The literature review sets the stage 
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to examine through a lens of critique the “Grow Your Own” initiative within a target district to 

fill the growing teacher shortage. The current status of research related to ARC as a “Grow Your 

Own” initiative, in conjunction with the gap that identified a lack of research specific to self-

efficacy and quality levels of ARC pre-service educators, leads to the thesis that conducting a 

study of the overall effectiveness and quality of this approach is necessary. 

“Grow Your Own” initiatives are continuously growing throughout the United States, yet 

the lack of research on the efficiency of the programming in school districts is nearly non-

existent. The limited research found that alternate route programs were able “to prepare teachers 

to fill critically needed positions in shortage areas in urban settings at a greater rate than 

traditional route prepared teachers” (Reagan, 2007, p. 45). Over the past several decades, 

advocacy for and implementation of various initiatives to recruit candidates have been at the 

forefront of organizations such as the Education Commission of the States, the American 

Association of Colleges of Teacher Education, and the National Collaborative on Diversity 

(Ingersoll et al., 2019). Nevertheless, we are still faced with increasing teacher vacancies. 

The proposed study will serve as a professional learning opportunity for the researcher. In 

addition, the study can inform professional learning for current state-level and district leaders 

seeking to provide a variety of educator preparation opportunities to increase high-quality 

educators with high levels of teacher self-efficacy in classrooms. The proposed study intends to 

bring forth the need for vital information regarding ARC programming. This study will enhance 

the understanding of the ARC program to strengthen the quality of the programs and improve 

outcomes. The purpose of the study was to examine teacher self-efficacy, content knowledge, 

and perceptions of their teacher preparation program’s contributions to overall readiness to teach 

and development of instructional teaching practices of pre-service educators completed an ARC 
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program compared to those in a traditional master's level university TPP. The study will identify 

the effectiveness of ARC programs in producing teachers who believe they are adequately 

prepared to enter a classroom. Specifically, this study will address the following research 

questions: 

RQ 1.  Do pre-service educators enrolled in ARC or TPP have different levels of teacher self-

efficacy as measured by the Teacher Sense of Efficacy Scale (Tschannen-Moran & Woolfolk 

Hoy, 2001)? 

Ha: There is a statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional master’s level university educator 

preparation program.  

H0: There is no statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional university educator preparation 

program at α= .05. 

RQ 2. Do pre-service teachers who completed ARC or a traditional master's level university TPP 

have different levels of content knowledge and teaching skills as measured by Praxis II scores? 

Ha: There is a statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional master’s level university educator preparation program.  

H0: There is no statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional university educator preparation program at α= .05. 
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RQ 3. Do pre-service teachers who completed an ARC or a traditional master's level university 

TPP have different perceptions of their teacher preparation program’s contributions to their 

readiness to teach and teaching practices as measured by an informal questionnaire? 

Chapter 3 includes the design and rationale for this study that explores teacher self-

efficacy of pre-service educators in an ARC program and a traditional master's level university 

TPP. Topics in Chapter 3 include a detailed explanation of the mix-methods data analysis plan 

designed to yield a set of persistence factors that may inform learning management practitioners 

and academic administrators. Finally, the chapter includes a discussion of the issues of 

credibility, transferability, dependability, confirmability, and transferability used to ensure this 

study adheres to sound case study research principles. 
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Chapter III: Research Methodology 

Introduction 

The purpose of this convergent mixed-methods study was to compare teacher self-

efficacy, content knowledge, and perceptions of their teacher preparation program’s contributions 

to overall readiness to teach and development of instructional teaching practices of pre-service 

educators who completed an Alternate Route to Certification (ARC) program and a traditional 

master’s level university educator preparation program (TPP). This chapter begins with the 

rationale of the research design for the convergent mixed methods comparative study, followed 

by the role of the researcher and the implications this role has for the study. The research 

methodology will be explained, including the study's population, sampling, and recruitment 

procedures. A detailed plan of statistical analysis will be discussed. Lastly, all threats to validity 

and ethical considerations and procedures will be discussed. 

The overarching questions for the study are:  Do pre-service educators enrolled in ARC and 

TPP have different levels of teacher self-efficacy? Do pre-service educators enrolled in ARC and 

TPP have different levels of content knowledge & teaching skills? Do pre-service educators 

enrolled in ARC and TPP have different perceptions on program contributions to instructional 

practices? Do pre-service educators enrolled in ARC and TPP have different beliefs about 

program contributions to their readiness to teach? Figure 3 provides a detailed overview via a 

concept map of each critical component found within the research methodology that will be 

addressed within the chapter to answer the research’s overarching questions stated above.  



PRE-SERVICE TEACHERS’ SELF-EFFICACY & TEACHING READINESS 67 

 

Figure 3 

Research Concept Map 

 

Note. Adapted from Maxwell (2013, p. 5). 

Research Design and Rationale 

Research is a methodical process where one acquires new information, or knowledge, 

through the process of conducting a study (Creswell & Poth, 2018). This non-experimental 

convergent, comparative research study used a mixed-methods design for the purpose of 

incorporating the collection and analysis of numerical data along with the analysis of a 

qualitative collection of pre-service educators’ perceptions of teacher self-efficacy and teaching 

readiness. A convergent parallel mixed methods design allows for qualitative and quantitative 

data to be collected in parallel, analyzed separately, and then merged, as shown in Figure 4 

(Creswell, 2013).  
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Figure 4 

Creswell’s (2013) Convergent Parallel Design  

 

Note. Adapted from Creswell and Plano Clark (2011). 

The researcher identified the statistical significance of the dependent variable (mean 

scores of teacher self-efficacy levels and mean score of Praxis II scores of pre-service educators) 

to determine if there was a statistically significant difference between the independent variables 

(the type of educator preparation program) by testing the H0 hypothesis and research questions. 

The quantitative approach further allows for using a validated instrument of measure to test 

theories and yield reliable scores/results. While the pragmatic qualitative approach, grounded in 

human experience, used thematic analysis to generate overall themes that represent the 

phenomenon at hand. 

Role of the Researcher 

The study has a convergent mixed methods case study design which suggests that the 

researcher is not committed to one specific philosophy, reality, or method and thus approaches 

research with a pragmatic worldview (Creswell & Poth, 2018). Table 2 provides a detailed view 

of the researcher’s worldview. 
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Table 2 

Worldview Matrix 

Worldview Constructivism Post-Positivist *Pragmatism 

Ontology: 

(Reality /what “exists” is 

exactly that which can be 

represented) 

What is the nature of reality 

in this research? 

Embraced multiple 

perspectives about the 

value of APP & TPP 

development of teaching 

self-efficacy: 

Convenience sampling of 

participants will complete 

open-ended 

questionnaires, and 

reflections will be used to 

describe and explain the 

strengths and weaknesses 

of developing teaching 

self-efficacy from multiple 

participant perspectives 

Singular reality: 

How ARC pre-service 

teachers rate their self-

efficacy levels compared to 

the pre-service teachers 

within an TPP. 

The researcher, as an 

outsider, analyzes the 

survey items using t-tests 

for significance concerning 

the mean score of rating 

scales and Praxis II scores 

Multiple realities: 

Post-positivist: t-test for 

significance of teaching 

self-efficacy rating scale 

and Praxis II mean 

scores. Constructivist: 

Emergent themes result 

from combining and 

comparing qualitative 

data to accurately 

represent participants' 

perceptions of teaching 

self-efficacy 

development in ARC & 

TPP 

Epistemology: 

What is knowledge? 

Knowledge constructed 

using various sources of 

data. Analysis of data 

depends upon source and 

purpose, i.e., statistics and 

coding for themes that 

combined, compared and 

analyzed 

Closeness: Researcher will 

conduct interviews with 

participants to gain 

knowledge about how the 

curricula, strategies, and 

assignments help pre-

service teachers develop a 

sense of teaching self-

efficacy and readiness to 

teach 

Researcher distances self 

from participants as a way 

to gain a representative and 

valid rating of ARC & TPP 

programs by administering 

a rating scale with the 

intent of being “impartial 

and objective” 

Researcher recognizes 

that views are co-

constructed and 

combined to create 

knowledge around 

teaching self-efficacy 

and teaching readiness 

development 

Axiology: 

What is the role of values 

in understanding the ARC 

as a non-traditional TPP 

approach? 

Researcher recognizes bias 

and negotiates their shared 

interpretations. Views 

about the value of TPP & 

ARC program curricula, 

strategies & assignments 

will be discussed, and 

shared 

Researcher attempts to be 

unbiased and not introduce 

own values/prior 

experiences about ARC & 

TPP programs when 

conducting and analyzing 

the surveys 

Multiple stances: Value 

post-positivist 

and constructivist 

perspectives integrated 

into the conclusions 

Methodology: 

What process of research is 

used? 

Inductive approach: 

Researcher will use a 

constructivist grounded 

data analysis approach 

through building patterns, 

themes, and generalized 

concepts 

Deductive approach: 

Determine if there is a 

significant difference 

between items when 

comparing the mean scores 

of pre-service teachers’' 

self-efficacy levels and 

their reported Praxis II 

scores 

Mixed Approach: 

Researcher will collect 

and analyze qualitative 

and quantitative data and 

blending both 

Note. Adapted from Guba and Lincoln (1994, p. 109).  
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The researcher describes the two worldviews: constructivist and post-positivist. These 

worldviews mold pragmatism which was utilized for the study. 

As the researcher worked on the study, it is understood the implications that personal 

bias, positionality, and power can influence opinions and shape the researcher’s epistemology 

(Takacs, 2003). The researcher’s positionality is biased toward epistemology because of past 

experiences working closely with teacher candidates and program officials within the ARC 

program. The researcher must distance past experiences with the program from the research 

analysis to ensure valid reporting and eliminate bias. To know the unknown, one must go beyond 

personal knowledge and experience. To minimize this threat, the researcher will not select 

interview participants from the district they currently work in.  

The researcher understands that views are co-constructed. With the aim of truly 

representing the idea of singular and multiple realities around the nature of the research, an open-

ended questionnaire and validated rating scale were administered. By analyzing participant 

responses, emergent themes were identified by combining and comparing qualitative data to 

represent participants' perceptions and the overall sample accurately. Furthermore, using a 

validated instrument to collect data to compare the significance of participants' realities provided 

added value to the idea of singular realities. Takacs (2003) describes bias “as a resource that can 

help us each understand our positions in society, can help us gain some perspective on the 

assumptions we may blindly hold” (p. 33). “It is a co-creation or social construction depending 

on the beliefs and values of the student and supervisor, and their strict or either no attachment to 

specific methodologies” (de Kock, 2015, p. 172). Ensuring checks and balances are in place to 

decrease bias is necessary to ensure the researcher’s values and beliefs about pre-service teacher 

self-efficacy do not influence data analysis.  
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A pragmatic lens was necessary to gather data utilizing all investigatory methods 

(Creswell, 2014). With a pragmatic worldview, the researcher is not committed to any single 

form or system. It allows the researcher to use methods, instruments, or procedures that best 

meet their needs for a particular study (Creswell & Poth, 2018, p. 10). The mixed-methods 

research approach considers multiple worldviews and paradigms, unlike quantitative and 

qualitative ones, which are tied to one specific paradigm (Creswell & Plano Clark, 2011). 

Engaging in a mixed-methods approach allowed the researcher to incorporate the multiple 

realities of pre-service educators’ self-efficacy. This was done through the analysis of participant 

responses. Emergent themes can be identified by combining and comparing qualitative data to 

represent participants’ perceptions and the overall sample accurately. The pragmatic qualitative 

approach, grounded in human experience, used thematic analysis to generate themes that 

represent the phenomenon by analyzing participants’ open-ended responses. The review and 

merging of quantitative and qualitative data to explain the phenomena require a convergent 

design (Creswell & Guetterman, 2019). Utilizing the positivist approach allowed the researcher 

to identify relationships between specific variables by testing Ha and H0 hypotheses and research 

questions. The approach further allowed for a validated instrument of measure to test the study’s 

research questions and yield reliable scores. 

Methodology 

The study sought to address gaps in the research and to understand pre-service educators’ 

experiences towards their development of teacher self-efficacy within their educator preparation 

program in Connecticut through a convergent, mixed-methods approach. Furthermore, the study 

identified the effectiveness of the two types of educator preparation programs in producing 

teachers who believe they are adequately prepared to enter a classroom. The study addresses: 
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 RQ 1.  Do pre-service educators enrolled in ARC or TPP have different levels of teacher self-

efficacy as measured by the Teacher Sense of Efficacy Scale (Tschannen-Moran & Woolfolk 

Hoy, 2001)? 

Ha: There is a statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional master’s level university educator 

preparation program.  

H0: There is no statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional university educator preparation 

program at α= .05. 

RQ 2. Do pre-service teachers who completed ARC or a traditional master's level university TPP 

have different levels of content knowledge and teaching skills as measured by Praxis II scores? 

Ha: There is a statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional master’s level university educator preparation program.  

H0: There is no statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional university educator preparation program at α= .05. 

RQ 3. Do pre-service teachers who completed an ARC or a traditional master's level university 

TPP have different perceptions of their teacher preparation program’s contributions to their 

readiness to teach and teaching practices as measured by an informal questionnaire? 

  



PRE-SERVICE TEACHERS’ SELF-EFFICACY & TEACHING READINESS 73 

 

Figure 5 illustrates the research design, which is focused on filling the gaps in the 

existing literature by addressing the research questions and the study's goals. The study aimed to 

provide a clearer picture of pre-service educators’ attitudes toward classroom readiness due to 

their experience in their respective educator preparation programs. The research also provided an 

understanding of teacher self-efficacy ratings that pre-service educators hold as a result of their 

experiences at their educator preparation programs. Using the social cognition and self-efficacy 

theory as frameworks, the resulting data should serve to enhance the study and add further 

validity to the results. The overall goal of the study was to enhance the understanding of the ARC 

program to address programmatic needs with the intention of strengthening the quality of the 

program in producing teachers with high levels of self-efficacy. Furthermore, results of the study 

assisted in determining if ARC programs are worthy investments for districts and policymakers 

in producing quality teachers to address the teacher shortages statewide. 
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Figure 5 

Research Design Model: Pre-service educators’ Experiences Towards Development of Self-

Efficacy & Readiness to Teach 

 

Note. Adapted from Maxwell (2013, p. 5). 

Population 

The study used two specific population sources. The first is a state accredited alternate 

route to certification program operated within the state. The program provides a one-year teacher 

certification program. To receive Connecticut State Department of Education approval, the 

program indicates it was required to meet the same rigorous expectations of traditional 4-year 

prep programs to produce state-certified teachers. The alternative certification program is aimed 

at prospective teachers who are looking to become certified teachers in Connecticut. In the 
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program, candidates typically work full-time who hold a bachelor’s degree that are earning 

credits towards a master’s degree and state certification/licensure. Candidates can receive 

certification in one of the following areas: Business Education 7-12, English 7-12, Math 7-12, 

Science (Biology, Chemistry, Earth Science, General Science & Physics 7-12), World Languages 

K-12, Family Consumer Science PreK-12, Technology Education PreK-12, or Music PreK-12. 

Program admission requirements include a minimum grade point average (GPA) of “B” (3.0 on a 

4.0 scale) in either an undergraduate degree program or at least 24 semester hours of graduate 

study is required. If an applicant does not meet these requirements, they must apply for a GPA 

waiver for consideration within the online application. Candidates must demonstrate a passing 

score on both the Praxis I and II or ACTFL (World Language) tests are required. The selected 

ARC program is a hybrid program where candidates have class two evenings per week online (6-

9pm) and approximately two Saturdays per month (8:30am-3:30pm) in person. The program 

begins in Mid-September and runs through May. The program consists of a methods course (in 

the content area the candidate is enrolled in), Foundations of Teaching course, observation hours, 

and a 40-consecutive school day (12-14 weeks) practicum during the program year. Candidates 

have been assigned coursework in each course as well as frequent reflections in methods courses 

and practicum. Summative and formative assessments will provide candidates with feedback on 

how to improve in disposition and the competencies of planning, instruction, and assessment. 

These include, but are not limited to microteaching lessons, three evaluations (on a trimester 

basis), practicum evaluations, and the successful completion of edTPA. Candidates who 

successfully complete all ARC Program and certification requirements are recommended for the 

90-Day Temporary Teaching Certificate issued by the Connecticut’s State Department of 

Education. 
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The selected university for the study is a private four-year institution located in an urban 

area of Connecticut about ninety minutes from New York City. The institution highlights the 

diverse student population that represents members from 45 different states and 80 countries. 

The TPP offers certification options in Business Education, English, History and Social Studies, 

Mathematics, Music (PK-12), Science (Biology, Chemistry, Earth Science, General Science, and 

Physics), Remedial Reading and Remedial language arts (1-12) and Elementary Education. 

Candidates need a minimum GPA of 3.0 for admission to the program. If an applicant has a GPA 

of 2.67 to 3.0, they would be considered for admission on a provisional basis only. The TPP 

candidates also have specific pre-requisites needed such as Human Growth and Development, 

English, US History, Natural Science, Social Science, Fine Arts, and college Math (calculus or 

higher). The candidate must also submit letters of recommendation, transcripts, and other 

materials in order to register into the program. After an extensive review by the admissions office 

and department faculty the candidates are notified of acceptance into the program. Each area has 

its own unique program of courses. The university offers candidates the opportunity to complete 

the program through a paid-tuition internship or through traditional student experience. Interns 

take 3 semesters to complete the coursework at which they can enroll in the clinical placement. 

Traditional students work at their own pace; but all candidates must have completed the 33 

credits of coursework before they can student teach. The program requires 12 to 14 weeks of 

clinical placement. During the clinical placements, candidates will complete the required edTPA. 

To graduate and obtain state licensure, candidates must pass all state required tests: Praxis II and 

Foundations for Reading (elementary education degree only).  

Table 3 provides a comparison of program requirements for both pathways to 

certification programs selected for the study. 
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Table 3 

Selected Pathway to Certification Programs’ Requirements Comparison 

Program Requirements of 

Selected Sites 

Program Type 

TPP ARC 

Degree Needed 
Bachelor’s degree from a regionally 

accredited institution of higher education 

Minimum GPA 3.0a 3.0b 

Total Program Credits Prior to 

Entering Practicum 
33 

Non-credit bearing 

program 

Practicum Length 12-14 Weeks 

Cost $34,915.00 $6,500.00 

Note.  a A GPA of 2.67 to 3.0 applicant would be considered for admission on a provisional basis 

only. 

b If an applicant does not meet requirement must apply for a GPA waiver. 

The target population for the study were master's level students in the school of education 

of the selected institution. Specifically, the study will be limited to students who completed the 

educator preparation master’s level program in the selected institutions. The population primarily 

focused on students who completed the program in the Fall of 2022 and Spring of 2023. The 

ARC program had a population of 90 candidates, and the university TPP program had 92 

candidates that completed the program. 

Sample 

The sample for this study was represented by students who completed an alternate route 

to certification program and a traditional master’s level university education program in 

Connecticut. The sample was from the selected ARC program and traditional university master's 

level educator preparation program (TPP) who completed their resident teacher/clinical phase of 
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the program in the Fall of 2022 or Spring 2023. Inclusion and exclusion criteria for the study are 

shown in table 4. 

Table 4 

Participant Inclusion & Exclusion Criteria  

Inclusion criteria Exclusion criteria 

1. Completed targeted ARC program or 

targeted master’s level university 

educator preparation program 

2. No previous teaching certification 

3. Completed clinical/practicum 

semester of program in the Fall of 

2022 or Spring 2023 

4. Future Connecticut Educator 

5. Aged 21 and above 

1. Pre-service teachers outside of 

Connecticut 

2. Employed by researcher’s district 

3. Refusal to sign informed consent 

Note. Table created by researcher to demonstrate participant criteria. 

A convenience sampling of participants was done utilizing students from the ARC 

programs and university TPP program who fit the criteria mentioned above and volunteer to 

participate in the study. With permission from both educator preparation programs, an email 

invitation was sent to all students who fit the specified criteria. The invitation included details 

regarding the research topic, the purpose of the research, the role of the participants, and 

informed consent.  

According to Krejcie and Morgan’s (1970) table for determining sample size from a 

given population, the minimum sample size for the ARC participants would be n=73, and for 

university TPP participants, n=73 to generalize the study. A conscious effort was made to ensure 

an equal number of participants from the traditional and ARC programs through heightened 

screening of volunteer participants. 
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Procedures for Recruitment, Participation, and Data Collection  

The researcher developed a timeframe for the study to ensure all proper procedures were 

completed to effectively conduct the study. Figure 6 reflects the timeframe for the study.  

Figure 6 

Timeline for Proposed Convergent Mixed Methods Research 

 

Note: The flowchart is adapted from Creswell and Clark-Plano (2011, p. 79).  

This study was conducted contingent upon receiving approval from the university’s 

Institutional Review Board (IRB). The researcher completed CITI training (Appendix A). The 

IRB application included all necessary forms, details regarding methodologies, instruments, 

consent forms, and invitations that signal voluntary participation in the study. The researcher 

obtained permission from an ARC program (Appendix E) and TPP program (Appendix F) to 

conduct the study utilizing their program in accordance with ethical standards (Appendix A). 

  

 Step 1 

December 
2022 

 Access & Approval 
Contact select ARC & university teacher educator programs for access to      

potential sample 

Obtain IRB approval 

 Step 2 

January 17-
February 17 

 Data Collection 
Email sample IRB approved informed consent 

      Once consent is received, email participants SurveyMonkey link with TSES 
and open-ended questionnaire. 

 Step 3 

February 

 Data Analysis 
Enter TSES scores into SPSS software for descriptive statistics & 

associations. 

Analyze & Code (constant comparative thematic analysis) 

 Step 4 

March 4-

 Merge & Interpret Data 
Identify content areas found in both data sets & synthesize results 

Identify differences & analyze 
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Due to program confidentiality concerns, the TPP programs were provided with a copy of the 

research invitation email for the Deans and program coordinators to distribute to students. The 

TPP programs were provided with confirmation of university’s IRB approval to support the 

distribution of the recruitment email (Appendix G) to students who completed who fit the 

criteria. 

Participants were required to complete an initial demographic questionnaire including 

entering their Praxis II score, the Teacher Sense of Self-Efficacy Scale (TSES) (Tschannen-

Moran & Woolfolk Hoy, 2001), and the 9-item questionnaire which took approximately 15-20 

minutes for their time. The researcher converted the paper version of the Teacher Sense of 

Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001) into the online survey tool 

SurveyMonkey provided by the University of Bridgeport. An email with the survey link was sent 

to all pre-service teachers who meet the criteria by the TPP/ARC programs. Within the email, the 

researcher notified potential participants of the study's purpose and procedures, participant 

expectations and rights, and the ethics governing the study. Participants’ email addresses were 

not collected for the purpose of confidentiality. Participants were required to enter demographic 

information including gender, race, program type and Praxis II score, if completed. Once the 

demographic information was entered, they were taken to the TSES. After completing the rating 

scale, the participants were directed immediately to the open-ended nine-item questionnaire 

linked into the SurveyMonkey. The survey was set to require participants to answer each 

qualitative question to submit the survey without omission of responses. Once responses were 

submitted, implied consent was secured from each participant. Compensation for participation 

was not offered. Each participant was only required to be actively involved in the study when 
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completing the survey. Once they completed the survey they no longer needed to be actively 

engaged in the research. 

Instrumentation 

Quantitative Source 

Participants in the study completed the Teacher Sense of Efficacy Scale (TSES) 

(Tschannen-Moran & Woolfolk Hoy, 2001) (Appendix C), which measures respondents' 

perceived level of control or influence over various aspects of the teaching and classroom 

environment. The scale consists of 24 items, comprising three composite subscales: Efficacy for 

Instructional Strategies, Efficacy for Classroom Management, and Efficacy for Student 

Engagement. Participants rated items presented based on a 9-point scale with the following 

options:(1) nothing, (3) very little, (5) some influence, (7) quite a bit, and (9) a great deal. The 

top achievable score is 216, and the minimum score is 24. Once participants completed and 

returned all necessary informed consent documents to the researcher, they were directed to a 

digital version of the TSES to complete online. The authors have given the researcher permission 

(Appendix B) to use the TSES.   

The pre-service teachers must all complete the Praxis II prior to the completion of their 

program. The Praxis II tests teachers' content knowledge and teaching skills in specific subject 

areas. The scores from participants were collected from those who were comfortable with 

disclosing, in a brief demographic questionnaire to support answering RQ 2 and RQ 3 regarding 

program influence on teaching practices. To pass the Praxis II exam, participants must score the 

state required qualifying score for their area of concentration. This ranges from a low of 151 for 

a secondary biology certification, median of 157 for certifications in secondary general science 

and elementary mathematics, to a high of 168 for secondary English certification. The data wase 
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used to compare the dependent variable, the praxis scores of pre-service educators, to determine 

if there is a statistically significant difference between the independent variable, the type of 

educator preparation program. 

Qualitative Source 

This “unconstrained” style of questioning also reduced the threats to the validity of the study by 

removing “any perspectives of the researcher or past research findings” (Creswell & Guetterman, 

2019, p. 218). Turner (2010) also suggested that interview questions be open-ended to allow 

respondents to choose their vocabulary when answering. When crafting the questions, the 

researcher attempted to keep the wording neutral to minimize any potential influence on the 

participants. Jacob and Furgerson (2012) suggest being intentional about the order of the 

questions and ordering questions from easy to more complex or controversial. This was taken 

into consideration when constructing the questionnaire. The researcher also ensured that the 

questions were tied to three main components of the self-efficacy theory: mastery, verbal, and 

vicarious experiences. Mastery experiences (Bandura, 1997) are experiences where one 

successfully completes a task or task-based achievements. Verbal persuasion (Bandura, 1997) 

experiences are feedback and criticisms provided to a person. Vicarious experiences (Bandura, 

1997) are created by observing another person while the observer performs a task relevant to 

perceived goals. Table 5 outlines the open-ended questionnaire protocol that the researcher used 

and the connection of the questionnaire items to the self-efficacy theory and qualitative research 

question three. 
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Table 5 

Questionnaire & Connection to Theory 

Item Question Self-Efficacy Source 

1 

What experiences in your educator preparation program have 

positively contributed to your teaching practices? Please 

explain why. 

aMastery experience 
bVerbal persuasion 

2 

What experiences in your educator preparation program have 

a negative impact on your teaching practices? Please explain 

why. 

Mastery experience 

Verbal persuasion 

3 

Please describe specific courses within your educator 

preparation program that you believe improved your 

instructional practices. 

Mastery experience 

4 
How has the observation of your cooperating teacher 

influenced your instructional practices? 
cVicarious experience 

5 

How have you implemented the learning from your 

coursework into your daily teaching practices during your 

clinical experience? 

Mastery experience 

6 

Do you believe your experience within your educator 

preparation program fully developed your readiness to teach 

as a full-time classroom teacher? 

Vicarious experience 

Verbal persuasion 

7 
Do you believe there were barriers within your educator 

preparation program in developing your readiness to teach?  

Mastery experience 

Verbal persuasion 

8 

Is there anything you would like to share regarding your 

educator preparation program experience and how it has 

influenced your readiness to teach? 

Mastery experience 

and/or 

Vicarious experience 

9 

What change within the teacher education program do you 

believe should occur that can better enhance teaching 

practices and readiness to teach? Why? 

Mastery experience 

Note. Researcher developed questions to generate responses to answer qualitative research 

questions.  
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Data Analysis 

A parametric analysis of quantitative data from the Praxis II scores was completed using 

SPSS with a significance level of ⍺=.05. An independent sample t-test was conducted to compare 

the dependent variable, the praxis scores of pre-service educators, to determine if there was a 

statistically significant difference between the independent variable, the type of educator 

preparation program. The dependent variable was measured on an interval/ratio scale with the 

aim of determining statistical significance. Cohen’s d was also administered to determine effect 

size to indicate the standardized mean difference between two group means. 

Overall, TSES scores went through a parametric analysis using SPSS with a significance 

level of ⍺=.05. An independent sample t-test was conducted to compare the dependent variable, 

the mean scores of teacher self-efficacy levels of pre-service educators, to determine if there is a 

statistically significant difference between the independent variable, the type of educator 

preparation program. The dependent variable will be measured on an interval/ratio scale to 

determine statistical significance. A Cohen's d was conducted to determine effect size to indicate 

the standardized mean difference between two group means.  

The researcher carefully reviewed open-ended responses to understand participants’ lived 

experiences better. The self-efficacy theoretical framework, research questions, study purpose, 

and research problem guided qualitative data analysis. At this phase of the research, the role of 

the researcher was that of an etic, or outsider, in an attempt to carefully evaluate knowledge and 

beliefs regarding teacher self-efficacy. Coding of the obtained qualitative data from the open-

ended items was completed in order to identify recurrent emergent categories, or themes, using 

thematic analysis (Creswell & Poth, 2018). The coding was done in cycles, with the initial cycle 

identifying the original theme based upon the research topic: comparison of teacher self-efficacy 
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between ARC and traditional university TPPs. The primary purpose of initial coding was to 

carefully read through the raw data and identify possible theoretical codes. Once initial coding 

was completed, focused coding was conducted. “Focused coding requires deciding which initial 

codes make the most analytic sense to categorize your data incisively and completely” (Charmaz, 

2014, p. 138). Focused coding assists with analyzing data while maintaining specific details and 

initially constructed codes. When conducting focused coding, the goal was to look deeper into 

the initial codes and identify the relevance and meaning behind them to make a connection 

between the codes and eliminate unnecessary or “excess” codes. The next step in the coding 

procedure was axial coding. The purposes of axial coding are to sort, synthesize, and organize a 

substantial amount of data and tie it all together. In other words, axial coding allowed the 

researcher to link categories to subcategories in order to demonstrate the relationship between 

them. Utilizing the original themes, participant quotes were disseminated and identified as fitting 

into the central and individual themes. The qualitative data analysis took an inductive approach 

to avoid assumptions of themes (Creswell & Poth, 2018).  

The goal of the research was to ensure readers have the confidence in the study to either 

replicate or further explore the research phenomena. To ensure validity, reliability, and credibility 

within the study, data triangulation was conducted. Triangulation is necessary to ensure coherent 

justification of themes from several data sources to enhance research validity (Creswell, 2014).  

Assumptions 

To conduct the research, many assumptions are relevant to ensure the validity and 

generalizability of results. As the researcher, it is assumed that all participants carefully read and 

comprehended the scale items on the Teacher Sense of Efficacy Scale (TSES) and answered in a 

manner that reflects the scale items' intentions. Furthermore, it is assumed that the participants 
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completed the TSES and open-ended questionnaire with honest answers. To ensure this occurs, 

participants were provided with an ‘honesty statement’ that addressed the importance of 

answering each question with integrity. Providing this to the participants supported the 

assumption that each item on the scale and questionnaire was answered with integrity.   

Threats to Validity 

Quantitative research has been valued as producing more validity and reliability when 

compared to other research methods (Creswell, 2009). As with any research method, there are 

threats to validity. Construct validity is established when a tool measures a construct it is said to 

measure. Tschannen-Moran and Woolfolk Hoy (2001) reported strong evidence of construct 

validity and reliability values ⍺ = 0.90 and for each of the subscales ranging from 0.81 to 0.86 

(Table 6). The scale has been previously validated for use in pre-service teacher studies, noting 

that an overall score for teacher self-efficacy is more appropriate than the subscale scores (Jamil 

et al., 2012). 

Table 6 

Means for TSES Subscales and Total Score for Long and Short Forms 

 

Note. From Tschannen-Moran and Woolfolk Hoy (2001, p. 800).  

External Validity 

The Teacher Sense of Efficacy Scale (TSES) administration and the collection of open-

ended responses was completed via an online format. Utilizing this online approach in an 
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uncontrolled setting, in which outside factors could influence participants’ responses, including 

accessibility usage, lack of a conscientious response to questions on the survey, and social 

desirability created another form of potential bias (Creswell, 2014). To control for factors such as 

social desirability, participants were reminded that their responses are confidential. Additionally, 

a threat to external validity was possible as each participant had varied experiences within their 

program that can cause different outcomes or situations. The environment and culture of the 

educator preparation programs, and supervising professors are different, which may have caused 

them to experience different outcomes, experiences, or situations in the program. These factors 

create an issue of generalizability as they affect participants’ responses.   

Internal Threats 

Researcher bias is a threat to the internal validity of this study. As noted previously, the 

researcher has personal experience working closely with teacher candidates and program 

officials as a Talent Management and Professional Development Supervisor within a district that 

partnered with an ARC program. Additionally, the researcher obtained their teaching certification 

through a traditional educator preparation course both at the undergraduate and graduate levels. 

This bias was an added threat to the internal validity of the study.     

Ethical Considerations 

The rights of the participants were aligned with IRB compliance. Participants were 

provided with informed consent forms consisting of the following information: participation 

procedures, confidentiality, and a disclosure stating that participation is voluntary, and 

participants can withdraw from the study without penalty. 

Consent forms were developed using the university’s approved template consent form. 

An electronic “signature” was used to sign the informed consent via clicking an ‘agree’ button in 
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the online survey prior to the start of the ratings. Participants were ensured that their responses to 

both the TSES and open-ended questionnaire are coded so that there would be no identifiable 

information (i.e., participants’ names remain anonymous) by having participants identified by 

numbers versus their names. The data remained confidential by being stored in a password-

protected computer. Participants were made aware that all data from the study would be stored 

for five years and then destroyed. 

Summary 

In this chapter, the researcher presented a convergent mixed-methods study comparing 

teacher self-efficacy levels of pre-service educators who completed an ARC program and a 

traditional master’s level university educator preparation program. The chapter began with a 

restatement of the purpose of the study and an overview of the study’s methodology. This was 

followed by a description of the role of the researcher, participant selection, and recruitment. A 

detailed description of data collection and analysis and strategies for decreasing external, 

internal, and construct threats to the study were provided. The chapter ended with a description 

of ethical considerations. Chapter 4 will include the results of this study. A description of the 

research setting and the participant demographics, as well as the data collection and analysis, will 

be provided. Furthermore, strategies to establish credibility, dependability, transferability, and 

confirmability will be discussed. Finally, the results will be presented as they relate to the 

research questions. 
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Chapter IV: Results 

The purpose of this mixed-methods study was to compare the teacher self-efficacy levels 

and content knowledge of pre-service teachers who completed an Alternate Route to 

Certification (ARC) program to a traditional university educator preparation program (TPP). 

Furthermore, the study identified the perceptions of pre-service educators producing teachers 

who believe they are adequately prepared to enter a classroom and were able to appropriately 

develop instructional practices. The researcher addressed four research questions to address the 

gap in knowledge of pre-service educators enrolled in ARC programs and the overall 

development of teacher self-efficacy and confidence as full-time teachers. The data collection for 

this research focused on answering the four research questions. 

Chapter IV provides an overview of the participant recruitment processes. Descriptive 

statistics were used to describe the demographic profiles of the two groups of participants (ARC 

students and TPP students) that completed the survey. Both quantitative and qualitative data 

analysis were conducted with Bandura’s social cognition and self-efficacy theory as the key 

frameworks. As the study follows the convergent mixed methods design, the qualitative and 

quantitative data strands are analyzed independently and then merged. The means and standard 

deviations for the survey items, self-efficacy composite subscales, and Praxis II scores were 

calculated using independent t-tests and SPSS Statistics. Qualitative data were provided through 

the use of narrative and quotes from participants’ responses to allow for the researcher to 

generate codes and themes guided by Bandura’s (1977) self-efficacy framework. Finally, the 

researcher will present the results of this research as they relate to the research questions. 
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Quantitative Data Analysis  

Data Collection  

The data collection process began after IRB approval was obtained on March 2, 2023. 

The researcher contacted the ARC and TPP program coordinators to share IRB approval. Due to 

FERPA and privacy laws, the researcher could not receive the email addresses of students from 

the program. The researcher was required to share the IRB-approved recruitment email template 

with the program coordinators so they could forward it to potential participants. Using the IRB-

approved participant recruitment email template, the program coordinators sent recruitment 

emails to the entire population of students who completed the ARC and TPP programs in Spring 

of 2023. The researcher modified the original sample exclusionary and inclusionary criteria from 

participants who were enrolled in the ARC or university educator preparation program and 

uncertified to those who had completed clinical/practicum semester of the program in Fall 2022 

or Spring 2023 in order to widen the sample size. Once IRB approval for the modification was 

obtained on June 27, 2023, the researcher requested the participant invitation email be sent once 

again at each site to include the new participant candidate pool. Participants were required to 

electronically consent to participate in the before completing any portion of the survey and 

questionnaire.  

Survey Participant Demographics  

A total of 22 participants consented and submitted the online survey. Of the 22, three 

participants left the whole survey blank resulting in exclusion from the data. Concerning the 

questionnaire portion, nine participants did not respond to the items. Once participants completed 

and agreed to the consent to participate, they were asked to answer optional demographic 

questions regarding gender, race and/or ethnicity, and Praxis II score. They then were required to 
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select the program type. Twelve of 22 respondents reported they completed an Alternate Route to 

Certification Program (ARC), and seven of 22 completed a traditional university educator 

preparation program (TPP) (see Table 7).  

Table 7 

Participant Demographics: Pathway to Certification Gender & Race/Ethnicity 

Demographics TPP ARC Full Sample 

n % n % N % 

Gender 

  Female 

  Male 

  

5 

2 

 

71.4% 

28.6% 

 

9 

3 

 

75.0% 

25.0% 

 

14 

5 

 

73.7% 

26.3% 

Race/Ethnicity 

  White 

  Hispanic/Latino 

  

7 

0 

 

100.0% 

0.0% 

 

11 

1 

 

91.7% 

8.3% 

 

18 

1 

 

94.7% 

5.3% 

Data Analysis: Research Question 1 

Participants were completed with rating the Teacher Sense of Efficacy Scale (TSES) 

(Tschannen-Moran & Woolfolk Hoy, 2001) which includes 24 items that measure their perceived 

level of control or influence over various aspects of the teaching and classroom environment that 

affect perceived teacher self-efficacy. The TSES scale includes three 8-item subscales: Efficacy 

for Instructional Strategies, Efficacy for Classroom Management, and Efficacy for Student 

Engagement. Table 8 delineates which survey items informed each of the three sub-scales. 

Table 8 

 

Sub-scale Corresponding Survey Items 

 

Teacher Sense of Self-Efficacy Sub-scale Corresponding Item Number 

Efficacy for Instructional Strategies Items 7, 10, 11, 17, 18, 20, 23, 24 

Efficacy for Classroom Management Items 3, 5, 8, 13, 15, 16, 19, 21 

Efficacy for Student Engagement Items 1, 2, 4, 6, 9, 12, 14, 22 
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Participants rated items based on a 9-point Likert-type scale with the following 

options:(1) nothing, (3) very little, (5) some influence, (7) quite a bit, and (9) a great deal. TSES 

is scored by calculating the means of all unweighted responses. Tschannen-Moran & Hoy (2001) 

reported strong evidence of construct validity and reliability values ⍺ = 0.90 and for each of the 

subscales ranging from 0.81 to 0.86.  

The individual item mean scores ranged from a high of 8.42 (between Quite a Bit (7) and 

A Great Deal (9)) and a low of 5.58 (between Some Influence and the non-labeled rate of 6). The 

high mean of 8.42 (SD= 0.67) corresponded to item 5 in which Alternate Route to Certification 

participants believed they have a high level of influence or ability to make expectations clear 

about student behavior. However, the low mean score of 5.58 (SD = 1.83) corresponded to item 

21, in which the same Alternate Route to Certification participants believed they had only some 

level of influence or ability to respond to defiant students. Traditional university educator 

preparation program participants reported a mean score of 6.00 (SD= 0.82) for item 21 indicating 

slightly more influence or ability to respond to defiant students. The greatest difference in mean 

scores between the ARC and TPP participants occurred on item 2: How much can you do to help 

your students think critically? Participants who completed an ARC program reported a mean 

score of 7.58 (SD= 1.08) indicating that they believed that had Quite a Bit of ability to assist 

students with critical thinking. TPP students’ mean score of 6.57 (SD = 1.27) demonstrates a 

lower belief or Some Influence on assisting students with thinking critically. Table 9 provides 

individual item mean scores by sub-scale. 
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Table 9 

TSES Sub-scale Item Mean Scores 

 
TPP 

(n=7) 

ARC 

(n=12) 

Full Sample 

(n=19) 

M SD M SD M SD 

Efficacy for Student Engagement             

Item 1 7.00 1.000 6.33 1.371 6.58 1.261 

Item 2 6.57 1.272 7.58 1.084 7.21 1.228 

Item 4 6.43 1.397 5.83 1.528 6.05 1.471 

Item 6 7.43 0.787 7.50 1.567 7.47 1.307 

Item 9 7.14 1.215 6.75 1.422 6.89 1.329 

Item 12 7.14 1.676 7.50 0.798 7.37 1.165 

Item 14 6.43 0.976 6.33 1.557 6.37 1.342 

Item 22 5.71 0.951 6.25 1.357 6.05 1.224 

Efficacy for Classroom Management           

Item 3 6.86 1.215 6.83 1.337 6.84 1.259 

Item 5 8.00 1.000 8.42 0.669 8.26 0.806 

Item 8 7.29 0.951 7.75 1.422 7.58 1.261 

Item 13 6.86 0.378 6.50 1.314 6.63 1.065 

Item 15 6.29 1.496 5.92 1.379 6.05 1.393 

Item 16 6.86 1.069 6.67 1.155 6.74 1.098 

Item 19 6.43 1.397 5.83 1.467 6.05 1.433 

Item 21 6.00 0.816 5.58 1.832 5.74 1.522 

Efficacy for Instructional Strategies           

Item 7 6.57 1.813 7.25 1.603 7.00 1.667 

Item 10 7.71 1.704 7.58 1.165 7.63 1.342 

Item 11 7.29 1.254 7.33 1.155 7.32 1.157 

Item 17 7.14 1.676 6.75 1.913 6.89 1.792 

Item 18 7.43 1.512 7.08 1.379 7.21 1.398 

Item 20 8.00 0.816 8.00 1.044 8.00 0.943 

Item 23 6.71 1.496 7.25 1.215 7.05 1.311 

Item 24 7.43 1.397 7.58 1.443 7.53 1.389 

To answer research question one, “Do pre-service teachers who completed an ARC and a 

traditional master's level university TPP have different levels of teacher self-efficacy?”, the 

researcher performed an independent t-test. The independent t-test was the most compatible 

quantitative analysis due to the researcher focusing identifying statistical differences between the 
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mean self-efficacy scores of two groups (ARC & TPP) with sample sizes of at least 6 subjects 

per group. The results of the test indicated that p = .974 which is greater than the significance 

level α = 0.05. Thus, a statistically significant difference was not found in the TSES mean scores 

between the two groups (t(17) = .033, p > .05). Table 10 depicts the means, standard deviations, 

Levene’s Test, and t-test analysis for the two survey items related to the overall TSES scores. The 

Levene's test (F) was conducted to test the null hypothesis to determine homogeneity of 

variance, or that the variance is equal across groups. A p value less than .05 indicates a violation 

of the assumption of homogeneity.  

Table 10 

TSES Mean Score t-test Analysis 

 

Traditional 

university educator 

preparation program 

(TPP) 

(n = 7) 

Alternate Route to 

Certification 

Program (ARC) 

(n = 12) 
F Sig t df p Cohen’s d 

 M SD M SD            

TSES Score 6.95 .800 6.93 .771 .012 .914 .033 17 .974 .012 

Note. Equal variances were assumed for TSES scores. A two-tailed test was conducted at α = 

0.05 to determine p. 

Data Analysis: Research Question 2 

 The electronic survey (Appendix I) sent to participants included identifying the program 

they participated in, and an option to report their Praxis II scores. Whereas the TSES items were 

required aspects of the survey, the reporting of Praxis II scores was optional. Out of the total 19 

participants that participated in the completion of the survey, 12 participants submitted their 

scores. To pass the Praxis II exam, participants must score the state required qualifying score for 

their area of concentration. This ranges from a low of 151 for a secondary biology certification, 
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median of 157 for certifications in secondary general science and elementary mathematics, to a 

high of 168 for secondary English certification. 

 A total of two of the 12 participants were from the traditional university educator 

preparation program, and ten of the 12 were Alternate Route to Certification program 

participants.  The individual Praxis II score ranged from a high of 200 and a low of 154. The TPP 

participants had Praxis II scores in the passing range, with one of two above the range. The ARC 

participants' Praxis II scores were in the passing range from 154-200, with seven out of ten above 

the range. Table 11 depicts individual participant Praxis II data. 

Table 11 

Participant Praxis II Scores & Pathway to Certification 

Participant Program Type 
Praxis Score 

(Passing range 149-168) 

1 Alternate Route to Certification Program 177 

2 Alternate Route to Certification Program 171 

3 Alternate Route to Certification Program 162 

4 Alternate Route to Certification Program 185 

5 Alternate Route to Certification Program 163 

6 Alternate Route to Certification Program 180 

7 Alternate Route to Certification Program 180 

8 Alternate Route to Certification Program 154 

9 Alternate Route to Certification Program 171 

10 Alternate Route to Certification Program 200 

11 University Based Educator Preparation Program 180 

12 University Based Educator Preparation Program 165 

 

To answer research question two of whether there is a statistically significant difference 

between Praxis II scores for pre-service educators who completed an Alternate Route to 

Certification compared to pre-service educators in a traditional university educator preparation 

program an independent t-test was conducted. The TPP participants had a Praxis II mean score of 

174.30 (SD = 13.166) and ARC participants had a Praxis II mean score of 172.50 (SD = 10.607). 
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A statistically significant difference was not found in the Praxis II scores between the two groups 

(t(10) = -.180, p > .05). Table 12 displays the means, standard deviations, Levene’s Test, and t-

test analysis for the two survey items related to the Praxis II scores. 

Table 12 

Praxis II Score t-test Analysis 

 Traditional 

university educator 

preparation 

program (TPP) 

(n = 2) 

Alternate Route 

to Certification 

Program (ARC) 

(n = 10) 

Sig t df p Cohen’s d 

 M SD M SD           

Praxis Score 172.50 10.607 174.30 13.166 .209 -.180 10 .861 12.93 

Note. Equal variances were assumed for TSES scores. A two-tailed test was conducted at α = 

0.05 to determine p. 

Results 

Research Question 1 

RQ 1.  Do pre-service teachers who completed an ARC or a traditional master's level university 

TPP have different levels of teacher self-efficacy as measured by the Teacher Sense of Efficacy 

Scale (Tschannen-Moran & Woolfolk Hoy, 2001)? 

Ha: There is a statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 

compared to pre-service educators in a traditional master’s level university educator 

preparation program.  

H0: There is no statistically significant difference between mean teacher self-efficacy 

scores for pre-service educators who completed an Alternate Route to Certification 
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compared to pre-service educators in a traditional university educator preparation 

program at α= .05. 

An independent samples t-test comparing the mean scores of the Teacher Scale of Self-Efficacy 

(TSES) for pre-service teachers who completed the Alternate Route to Certification (ARC) 

program and pre-service teachers who completed the traditional university educator preparation 

program found no statistically significant difference between the means of the two groups (t(17) 

= .033, p > .05). The mean of the TSES scores for the traditional university TPP pre-service 

teachers (M = 6.95, SD = 0.800) and pre-service teachers for the Alternate Route to Certification 

(ARC) Program (M = 6.93, SD = 0.771) was not statistically significantly different. The p-value 

(0.974) is greater than the significance level (0.05) which means the result is not significant at ⍺ 

= 0.05. Therefore, the null hypothesis is accepted. To test for the homogeneity of variance, the 

Levene’s test was run concurrently with the independent samples t-test. The Levene’s test 

indicated that the variances were equal across the two groups. The null hypothesis was not 

rejected, F = .012, p = .974. The two population variances were equal. The assumption of 

homoscedasticity was met. The effect size for the analysis of the TSES (d = .016) is considered 

below Cohen’s (2002) convention for a small effect size (d = .20). With a Cohen's d of 0.16, the 

TSES score of the average traditional university educator preparation program pre-service 

teacher is 0.16 standard deviations above the average Alternate Route to Certification pre-service 

teacher. The data are presented in Table 13. 
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Table 13 

Teacher Scale for Self-Efficacy Mean Score Independent t-test Results 

  

Levene's Test for 

Equality of 

Variances 

t-test for 

Equality of 

Means 

Significance     

95% Confidence 

Interval of the 

Difference 

  

F Sig. t df p MD SED Lower Upper Cohen’s d 
TSES SCORE .012 .914 .033 17 .974 .01240 .37167 -.77176 .796568 .016 

Note. Equal variances were assumed for the mean scores of the TSES. A two-tailed test was 

conducted at alpha = 0.05 to determine p. 

Given the small number of participants in the study, a non-parametric analysis was 

conducted to further validate independent t-test results. A Mann-Whitney U test was conducted 

to calculate whether the self-efficacy mean scores and Praxis II scores of pre-service teachers 

differed significantly between the alternate route to certification (ARC) program and the 

traditional university master’s level educator preparation program (TPP). Parallel to the 

independent samples t-tests, the Mann-Whitney U tests were conducted to test for statistically 

significant differences in self-efficacy levels and Praxis II scores. Results of the Mann-Whitney 

U tests supported the results from the independent samples t-tests conducted in this research 

study. No statistically significant differences were found between self-efficacy levels and Praxis 

II results. The distribution of TSES mean score and Praxis II score is the same across the 

categories of program type leading to the researcher retaining the null hypothesis. Converging 

the results of the Mann-Whitney U tests with the results from the independent samples t-tests 

strengthen the research study’s validation.  

As noted previously, the TSES includes three 8-item subscales: Efficacy for Instructional 

Strategies, Efficacy for Classroom Management, and Efficacy for Student Engagement. An 

independent sample t-test was conducted between the sub-scale to determine if there were any 
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significant differences between the two pathway to certification programs. Table 14 provides the 

data, which again shows no statistically significant differences between the sub-scales. 

Table 14 

Teacher Scale for Self-Efficacy Sub-scale Independent t-test Results 

 

Levene's Test for 

Equality of Variances 

t-test for 

Equality of 

Means 

Significan

ce 

  95% Confidence 

Interval of the 

Difference 

 

F Sig. t df p MD SED Lower Upper Cohen’s d 

Instructional 

Strategies Efficacy 
.127 .726 -.128 17 .899 -.067 .522 -1.169 1.035 1.099 

Classroom 

Management Efficacy 
2.692 .119 .331 17 .745 .133 .404 -.719 .988 .850 

Student Engagement 

Efficacy 
.929 .349 -0.67 17 .948 -.0287 .423 -.922 .866 .891 

 

Research Question 2 

 

RQ 2. Do pre-service teachers who completed ARC or a traditional master's level university TPP 

have different levels of content knowledge and teaching skills as measured by Praxis II scores? 

Ha: There is a statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional master’s level university educator preparation program.  

H0: There is no statistically significant difference between mean Praxis II scores for pre-

service educators who completed an Alternate Route to Certification compared to pre-

service educators in a traditional university educator preparation program at α= .05. 

An independent samples t-test comparing the mean scores of the Praxis II scores for pre-service 

teachers who completed the Alternate Route to Certification (ARC) program and pre-service 

teachers who completed the traditional university educator preparation program found no 

statistically significant difference between the means of the two groups (t(10) = -.180, p > .05). 

The mean of the Praxis II scores for the traditional university TPP pre-service teachers (M = 
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172.50, SD = 10.60) and pre-service teachers for the Alternate Route to Certification (ARC) 

Program (M = 174.30, SD = 13.17) was not statistically significantly different. The p-value 

(0.861) is greater than the significance level (0.05) which means the result is not significant at ⍺ 

= 0.05. Therefore, the null hypothesis is accepted. To test for the homogeneity of variance, 

Levene’s test was run concurrently with the independent samples t-test. Levene’s test indicated 

that the variances were equal across the two groups. Therefore, equal variances were assumed 

when looking at the results of the t-test. The effect size for the analysis of the Praxis II scores (d 

= -.139) is considered to be well below Cohen’s (2002) convention for a small effect size (d = 

.20). With Cohen’s d of -0.139, the Praxis II scores of the average traditional university educator 

preparation program pre-service teacher is -0.139 standard deviations above the average 

Alternate Route to Certification pre-service teacher. These data are presented in Table 15. 

Table 15 

Praxis Independent t-test Results 

  

Levene's Test 

for Equality of 

Variances 

t-test for 

Equality of 

Means 

Significance     

95% Confidence 

Interval of the 

Difference 

  

F Sig. t df p MD SED Lower Upper Cohen’s d 

Praxis II SCORE .209 .658 -.180 10 .861 -1.800 10.018 -24.121 20.521 -.139 

Note. Equal variances were assumed for the Praxis II scores. A two-tailed test was conducted at 

alpha = 0.05 to determine p. 

Qualitative Data Analysis 

Data Collection  

The data collection process for the qualitative aspect of this study occurred 

simultaneously with the quantitative survey. The qualitative questionnaire appeared immediately 

after the TSES items. Each item of the open-ended questionnaire protocol is directly connected 

to Bandura’s social cognitive theory and the qualitative research question. However, unlike the 
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quantitative survey items, the qualitative questionnaire items were optional for participants to 

complete. This reduced the number of participant responses from a total of 19 to only ten. As 

previously stated, due to low participant numbers the recruitment email was sent to potential 

participants several times in an attempt to increase participation rates for both the survey and 

qualitative questionnaire.  

Survey Participant Demographics  

A total of 10 out of the 19 total participants who completed the TSES also completed the 

optional open-ended questionnaire. Participants’ pathway to certification program, TSES, and 

Praxis II scores are outlined in Table 16. Seven respondents out of 10 reported they completed an 

Alternate Route to Certification Program (ARC), and three out of 10 completed a traditional 

university educator preparation program (TPP). All (nine) but one of the participants in the TPP 

self-identified as female and white. The remaining one participant was a Hispanic/Latino male.  

The TPP participants had TSES mean (M) scores that range from above Some Influence 

to Quite a Bit of Influence (M = 6.42-7.29). When reporting Praxis II scores, all but one of the 

TPP participants reported their scores. The two scores reported were in the passing range (149-

168) for the Praxis II, with one (50%) above the range. The ARC participants' TSES mean (M) 

scores ranged from 6.13-8.13 with most falling above the Some Influence rating and one at the 

Quite a Bit of Influence rating. Praxis II scores for the ARC participants ranged from 154-200 

with five, or 71.4%, above the passing range. 
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Table 16 

Open-ended Questionnaire Participant Demographics 

Participant Tschannen-Moran & Woolfolk Hoy 

(2001) Teacher Self-Efficacy Scale Mean 

Score (M) 

Praxis II Score 

Traditional university educator preparation program     

Participant 1 7.04 165 

Participant 2 6.42 Not Disclosed 

 Alternate Route to Certification Program     

Participant 4 6.88 200 

Participant 5 7.33 171 

Participant 6 6.79 154 

Participant 7 7.04 180 

Participant 8 8.13 163 

Participant 9 6.96 171 

Participant 10 6.13 177 

Data Analysis 

 Coding of the qualitative data from the open-ended items was completed in order to 

identify recurrent emergent categories, or themes, using thematic analysis (Creswell & Poth, 

2018). Furthermore, coding was analyzed utilizing an inductive approach to avoid assumptions 

of themes (Creswell & Poth, 2018). The researcher used Bandura’s (1997) self-efficacy theory as 

predetermined codes and themes to guide the coding process. Interview data were aligned to the 

main sources of self-efficacy beliefs: mastery experience, vicarious experience, social/verbal 

persuasion, and physiological state. Table 17 outlines the open-ended questionnaire protocol used 

was informed by the efficacy source, connecting items to the theory and qualitative research 

question three. 
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Table 17 

Questionnaire & Connection to Theory 

Item Question Self-Efficacy Source 

1 

What experiences in your educator preparation program have 

positively contributed to your teaching practices? Please explain 

why. 

aMastery experience 
bVerbal persuasion 

2 
What experiences in your educator preparation program have a 

negative impact on your teaching practices? Please explain why. 

Mastery experience 

Verbal persuasion 

3 
Please describe specific courses within your educator preparation 

program that you believe improved your instructional practices. 
Mastery experience 

4 
How has the observation of your cooperating teacher influenced your 

instructional practices? 
cVicarious experience 

5 
How have you implemented the learning from your coursework into 

your daily teaching practices during your clinical experience? 
Mastery experience 

6 

Do you believe your experience within your educator preparation 

program fully developed your readiness to teach as a full-time 

classroom teacher? 

Vicarious experience 

Verbal persuasion 

7 
Do you believe there were barriers within your educator preparation 

program in developing your readiness to teach?  

Mastery experience 

Verbal persuasion 

8 

Is there anything you would like to share regarding your educator 

preparation program experience and how it has influenced your 

readiness to teach? 

Mastery experience 

and/or 

Vicarious experience 

9 

What change within the teacher education program do you believe 

should occur that can better enhance teaching practices and readiness 

to teach? Why? 

Mastery experience 

Note. Researcher developed questions to generate responses to answer qualitative research 

questions.  

aMastery experiences (Bandura, 1997) are experiences where one successfully completes a task 

or task-based achievements. 

bVerbal persuasion (Bandura, 1997) experiences are feedback and criticisms provided to a 

person.  
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cVicarious experiences (Bandura, 1997) are created by observing another person while the 

observer performs a task relevant to perceived goals. 

Participant quotes from responses from each item were disseminated and identified as fitting into 

a main theme. To complete the initial cycle of coding of the raw data, the researcher used a 

thematic analysis to discover emergent themes within the questionnaire responses. Each theme is 

presented from the perspectives of the TPP and ARC participants. 

The qualitative data were analyzed independently from the quantitative data. In addition, 

the responses from the two groups were not compared in order to follow the convergent mixed-

methods research design (Creswell & Guetterman, 2019). The data convergence will take place 

in Chapter V to support or negate the quantitative data will be discussed. 

Data Analysis: Research Question 3 

To answer the research questions regarding programs’ contribution to the pre-service 

teachers’ readiness to teach, the researcher analyzed items number six through nine in the 

questionnaire. The overall theme discovered within the participants’ responses to this research 

question was overall perceptions of readiness to teach. With regards to areas for improvement to 

better improve participants’ readiness to teach, once again there were differing experiences. With 

the ARC participants, the main two comments made were negative experiences with the edTPA. 

Participant 15 stated: “No barriers, however one that is stressful and should be reconsidered is 

the edTPA component. The information is too general, vague, no support, no samples to 

understand, when requesting help, just a simple reply and no information to provide guidance. 

Time is also a constraint for the edTPA, why do we need it?”. Participant 9 shared: “My cohort 

and I have spoken at length about this- the big downfall in our opinion was not preparing us 

enough for edTPA. Knowing how stressed out we’re all going to be with student teaching alone, 
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then having coursework and edTPA all at the same time, is just too much”. Lastly, Participant 12 

stated: “Someone needs to re-evaluate edTPA and it’s relevance to actual teaching”. Two of the 

participants stated that the edTPA should be completely removed from the program as it is not 

relevant to teaching. Participant 19 adamantly stated: “No edTPA - this is truly more of a 

dedication to the career, and I don't feel that it is teaching ME anything that I need to know about 

being an educator. If anything, it is distracting me from creating creative content for my 

classes/taking my focus away from ARC”. Participant 17 agreed stating: “…removing edTPA 

would be amazing, that will relieve candidates especially when doing Practicum or teaching”. 

There was one similarity between ARC and TPP participants who believed more instruction and 

content is needed to be effective with classroom management. “We have also not covered 

anything to do with classroom management or behavior in our classes. The feedback is on what 

we did wrong or missed, but not anything about what actually to do if it happens in class” 

(Participant 8). Lastly, ARC candidates noted they encounter lots of unnecessary repetition 

throughout their coursework causing redundancy in the work they were tasked to complete. 

Even with the list of what was viewed as negative impacts on their readiness to teach, 

every participant who responded to the questionnaire believed that their program assisted them in 

being ready to become a full-time teacher, such as Participant 2 states: “I think everything for my 

music ed was very specific and inclusive to what I needed as a teacher today”. Two participants 

also believed that their experience working in a school as support staff was a key factor: “I think 

that working in a school prior had a lot of influence on my readiness to teach full-time (as 

opposed to coming in cold) and being DSAP and teaching since September” (Participant 19). 

One ARC participant noted that their practicum was the most influential factor that contributed to 

their readiness to teach and believed it should be a longer experience: “Yes-mostly due to my 
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practicum. I think we should be in practicum for a month longer than we are currently…” 

(Participant 12).  

Furthermore, research question three focused on participants’ perceptions of their teacher 

preparation program’s influence on teaching practices. In order to capture participants’ 

perceptions of their program experiences, the researcher requested they provide a short response 

to how they believe it improved their instructional practices. The overall theme within the 

participants’ responses to this research question was perceptions of the development of teaching 

practices. Responses to items one through five and item nine corresponded to answering the 

research question with key terms (codes) being: collaboration, peers, repetition, feedback, and 

unprepared. Overall, pre-service teachers from both the ARC and TPP had differing perspectives 

regarding courses they completed that supported their teaching abilities.  

All but two participants from the ARC program noted that the methods courses were the 

most aligned with improving to ensure they are implementing best instructional practices. 

Participant 19 shared: “My Methods class in ARC has also been immensely helpful so far as the 

content that I will be teaching, good questioning tactics. ARC Methods has been the driving 

force behind some of the better instruction that I have delivered in my classroom and is a place 

where I can define my tactics as an English educator (as opposed to an educator in general).” 

Participant 13 also noted: “I am LOVING my Methods class…Writing and receiving feedback 

on different types of lessons. This helps us get ideas for cool stuff to try as well as helping us 

master our craft”. The ARC methods course is structured by a specific subject area/certification 

area and focuses on content pedagogy. The course includes microteaching lessons, lesson and 

unit planning, and reflection (Connecticut Office of Higher Education, 2021). Whereas the TPP 

participants primarily believed their coursework around differentiated instruction was a key 
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factor in improving their practices. This TPP course is more closely related to the ARC 

Foundations course which focuses on theory, learning differences, and instruction (Connecticut 

Office of Higher Education, 2021). One ARC and one TPP student believed that lesson planning 

courses were significant in assisting with their teaching practices: “I think the lesson planning 

and structure was very helpful in my readiness to teach” (Participant 6). Participant 7 added: 

“Courses addressing pedagogy specific to my content area and curriculum development/lesson 

planning focused courses”.  

There was a repetition of poor feelings towards the edTPA. The ARC participants’ edTPA 

was the main barrier or negative experience they had within the program as they all believed they 

were not comfortable with completing it. The ARC participants who all mentioned the edTPA 

stated was an unnecessary component that did not relate to or enhance their teaching practices. 

Two participants believed that the edTPA needed to be re-evaluated or that more direct 

coursework and support was needed to prepare for the edTPA. “We were not prepared enough for 

edTPA and could have spent time creating mock assignments that would have helped prepare us 

instead of repeatedly creating different assignments etc. The practicum has taught me the most 

and I did not feel I was completely prepared for [the edTPA]” (Participant 7). Participant 12 

simply stated: “More instruction on edTPA”. Two ARC participants noted the program continued 

to have students complete assignments which were difficult to manage during the practicum time 

of their program. Participant 13 shared: “I wish we could have somehow spaced things out so it 

wasn't so intense during practicum”. Participant 9 added: “Less or no coursework once in 

practicum-again it feels silly to be creating a microteach lesson for my classmates when I’m 

already teaching actual students in a classroom. It’s a waste of my time frankly and taking away 

from the actual students, who are far more important”. 
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The participants did share similarities in positive aspects of their program in supporting 

their instructional practices, namely working with their cooperating teacher. Five of the 

participants stated their cooperating teacher's feedback was critical in helping them develop their 

teaching practices, such as Participant 7: “I have learned so much from my cooperating teacher 

about classroom management, creating a positive learning environment, and pacing of lessons”. 

Along with Participant 9 who stated: “My cooperating teacher has been amazing- I’m receiving 

so much feedback and I have been improving drastically from week to week because of her 

influence and feedback”. Two participants noted that observing their cooperating teacher assisted 

with handling classroom management. “[They] helped and influenced a lot, each teacher is 

different and by observing the class, management of the class, management of students behavior 

it provided me with information and understanding about the environment and expectations and 

helped me create my own environment while maintaining the class expectations and school 

guidelines” (Participant 15). The opportunity to observe various strategies the cooperating 

teacher implemented helped them understand the connection to the classroom environment and 

expectations. Participants also noted they implemented teaching practices, skills, and knowledge 

they gained from their hands-on experiences more so than actual course work. “Student teaching 

Basically any hands-on experience” (Participant 2) was the most influential on instructional 

practices. Participant 6 clearly stated: “I didn’t use much from my coursework honestly. I found 

the hands-on experience to be a greater learning experience”. 

Summary 

The researcher sought to determine if there were differences in Alternate Route to 

Certification Program (ARC) pre-service teachers and traditional university educator preparation 

program (TPP)’ pre-service teachers’ levels of self-efficacy, content knowledge, and perceptions 
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of their teacher preparation program’s contributions to overall readiness to teach and 

development of instructional teaching practices. The results from the quantitative and qualitative 

strands of the study were presented in this chapter. The quantitative results were based on an 

analysis of the survey responses the researcher-created open-ended questionnaire. An 

independent samples t-test was used to identify statistically significant differences between 

Tschannen-Moran & Woolfolk-Hoy’s (2001) Teacher Sense of Self-Efficacy scores and Praxis II 

scores.  

An independent samples t-test was conducted with quantitative data which indicated that 

there was no statistically significant difference between the self-efficacy levels or Praxis II score 

of pre-service teachers who completed the ARC program and the TPP program. The qualitative 

results were based on participant responses to the open-ended questionnaire. The results found 

that both ARC and TPP participants essentially had similar perspectives regarding their 

program’s influence on their readiness to teach and the development of teaching practices. Both 

believed their program had contributed to their overall development and readiness. The TPP 

participants believed their pedagogy courses were key courses to their development, and the 

ARC participants believed their methods courses were most notable. However, both ARC and 

TPP participants encountered specific aspects of their program that they believed were unrelated 

to their growth and preparedness. For the ARC participants was specifically the edTPA process 

and redundancy frequently encountered. In regard to the TPP participants, the lack of coursework 

around classroom management was key. 

The convergent mixed-methods research study ensured the qualitative and quantitative 

data were collected and analyzed separately. In Chapter V, both strands of data are interpreted 

and compared. Furthermore, in the following chapter, the researcher suggests recommendations 
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for future research and explores implications for educational programs, leaders, and future 

teachers. 
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Chapter V: Discussion 

Teacher shortages have been reported by researchers, the US Federal Department of 

Education, and national teaching organizations, such as the National Educators’ Association, for 

over five decades (Swanson, 2011). Podolsky et al. (2016) support this issue by noting that 

identifying how to fill classrooms with “a stable teaching force” (p. v) to support the varied 

student needs has been a great challenge. With an aim to meet the demands of the teacher 

shortages, districts across the nation are strategically working to assist in filling the void through 

alternate route to certification (ARC) programs. Students enrolled in ARC complete only one 8–

10-week student practicum experience where they must observe classrooms and work alongside 

Connecticut TEAM-trained cooperating teachers and ARC evaluators (Connecticut Office of 

Higher Education, 2021). With the accelerated course of study, these students complete the 

program and certification requirements in 15 months. Many Connecticut urban districts have 

invested significant financial backing into the “Grow Your Own” ARC partnership. However, 

there has yet to be any formal evaluation of the program's overall effectiveness, producing 

teachers with high levels of teacher self-efficacy to enter a classroom full-time within a school 

district. Novice teachers who are found to have lower teacher self-efficacy leave the profession at 

much higher rates than more experienced educators (Jamil et al., 2012). With a growing teacher 

shortage and the relationship found between self-efficacy levels of teachers and burnout, 

investigating teacher education's impacts on self-efficacy is of great need (Jordan et al., 2019). 

This study followed Tschannen-Moran and Johnson’s (2011) recommendation to examine 

elements of university preparation program students perceived as most salient to developing self-

efficacy beliefs with the addition of examining ARC students’ perceptions. Furthermore, this 

study incorporated Bradley’s (2020) and Wilhelm et al.’s (2021) recommendation that a 
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qualitative study be conducted to examine experiences of traditional and alternatively certified 

teachers to gain insight into themes related to positive and/or negative teaching experiences and 

needs. The purpose of this convergent mixed-methods study was to compare teacher self-efficacy 

levels, content knowledge, and perceptions of readiness to teach and development of 

instructional practices of pre-service educators who completed an accelerated Alternate Route to 

Certification (ARC) program and a traditional master's level university educator preparation 

program (TPP). The research focused on answering the following research questions by 

administering Tschannen-Moran & Woolfolk Hoy’s (2001) Teacher Sense of Self-Efficacy Scale 

and a short nine-item questionnaire:  

The purpose of this chapter is to provide a summary and discussion of the results as they 

pertain to the theoretical framework and literature review. To begin Chapter V, the researcher will 

provide a summary of the quantitative and qualitative data where the research questions are 

answered. The findings are then interpreted by converging the quantitative survey data and 

qualitative open-ended questionnaire data. The results are discussed and interpreted through the 

lens of Bandura’s self-efficacy theory. Additionally, within the chapter a discussion on a non-

parametric test comparing the results with the independent samples t-tests performed in this 

research study. The limitations and implications associated with this research study are discussed 

and recommendations for future research are made based on the limitations of this research 

study. Finally, the chapter will commence with concluding thoughts from the researcher. 

Summary of the Findings 

Quantitative Data  
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Research Question One: Teacher Self-Efficacy 

The self-efficacy survey data for pre-service teachers who completed the Alternate Route 

to Certification (ARC) program and pre-service teachers who completed the traditional 

university educator preparation program determined there was similarity in self-efficacy levels 

between the two groups. Self-efficacy scores revealed that there was no significant difference 

with the mean scores being nearly identical. Both groups responded with ratings in the slightly 

above average range on the TSES. The researcher also discovered there were almost identical 

mean scores for each of the TSES sub-scales. Overall, the ratings indicates that the ARC and TPP 

students both believe they have the developed mindset that they have the necessitous influences 

and abilities to teach students effectively in all areas of the TSES: instructional strategies, 

classroom management, and student engagement.  

Research Question Two: Content Knowledge 

The researcher investigated participants’ content knowledge for teaching to determine if 

there was a difference in outcomes based upon their educator preparation program type. The best 

method to establish this was using the Praxis II scores reported by participants. The Praxis II 

tests teachers' content knowledge and teaching skills in specific subject areas. Comparably to the 

TSES data, the Praxis II data concluded no significant difference in scores. Overall, all the 

participants passed the respective Praxis exams. Moreover, the participants typically exceed the 

required benchmark score to pass the exam. This revelation demonstrates that both ARC and TPP 

students presented as having the necessary content knowledge to be proficient in the content area 

to teach students.  

Qualitative Data  
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Research Question Three: Readiness to Teach 

The third research question focused on pre–services teachers’ readiness to teach. The data 

indicated that the participants felt they were ready to enter a classroom full-time. The theme of 

the analyzed data was participants’ overall perceptions of readiness to teach. Through the 

analysis of participants’ responses, it was discovered that all believed that the biggest 

contributing factor to this was their practicum/clinical experiences. The feedback, observations, 

and one-to-one conversations held with their cooperating teacher was a critical aspect of their 

development as a teacher. Even with some of the ‘barriers or negative experiences the 

participants encountered; every participant who responded to the questionnaire believed that 

their specific program assisted them in being ready to become a full-time teacher demonstrating 

no significant difference in perspectives.  

Research question three further investigated if differences were present in participants’ 

perceptions of their teacher preparation program’s influence on teaching practices. The theme 

within the participants’ responses to this research question was perceptions of the development of 

teaching practices. Participants did not report major differences in their belief that their program 

successfully contributed to their teaching practices for both pathways. However, ARC 

participants believed their methods coursework was vital in assisting with their instructional 

strategies compared to the TPP participants who believed their foundational coursework 

including theory-based learning was most imperative to their development.  

Interpretation of Findings 

The research is framed around Bandura’s (1977) social cognitive theory specifically the 

self-efficacy theory. Self-efficacy plays a significant role as one of five constructs in the social 

cognitive theory structure (Bandura, 1997). Bandura's (1977) study proved self-efficacy as an 



PRE-SERVICE TEACHERS’ SELF-EFFICACY & TEACHING READINESS 115 

 

accurate predictor of performance because the participants judged their future performance from 

their past behavior and experiences as evidenced by post-tests that rated efficacy expectancies for 

coping with the snakes before the treatment and after treatment of either participant modeling, 

modeling alone, or no treatment.  

Participants’ responses stating that they believed their teaching readiness and 

instructional practices were strengthened through their practicum experiences further indicate 

mastery experiences could potentially be the primary source of teacher self-efficacy 

development. Self-efficacy belief strongly influences individuals' achievement levels (Bandura, 

1997). It is critical that teachers exit their educator preparation programs with high levels of 

teacher self-efficacy to ensure high-quality, successful teachers (Ozder, 2011). With the reported 

levels of teacher self-efficacy and shared human experiences noted by the participants though the 

completion of the TSES, their teacher self-efficacy should shape their personal goals, amount of 

effort, and persistence level in teaching students as discovered by Tschannen-Moran & Woolfolk-

Hoy (2001). Evidence from participant responses in this study suggests that both certification 

pathways are successful at producing pre-service educators with high levels of self-efficacy. In 

essence, it does not matter which pathway future educators engage in, they will end up 

encountering the needed experiences (mastery, social persuasion, vicarious) to cultivate the 

belief in their competencies and capacity to perform in the classroom effectively. 

The qualitative questionnaire was created with the intent to determine the cause of the 

resulting teacher self-efficacy levels and Praxis II scores (content knowledge). Results found that 

participants in both certification pathways believe their educator preparation program experience 

contributed to their readiness to teach and instructional practices. Once again, several 

participants noted that their practicum experience was the leading contributor. Participant 10 
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stated when responding to the question ‘Do you believe your experience within your educator 

preparation program fully developed your readiness to teach as a full-time classroom teacher?’, 

“Yes-mostly due to my practicum. I think we should be in practicum for a month longer than we 

are currently”. Additionally, Participant 3 responded “[My] internship at a local school gave me 

invaluable practical experiences which have positively impacted my teaching practices.” A 

secondary commonality found between participants in the realm of enhancing instructional 

practices was collaboration, discussion and feedback from peers and cooperating teachers. In 

response to the prompt ‘Please describe specific courses within your educator preparation 

program that you believe improved your instructional practices.’, Participant 12 responded “I 

have learned the most from these peers and especially from this instructor.”, and Participant 8 

stated “talking through possible scenarios with classmates and teacher” were most constructive. 

These experiences connect once again to Bandura’s (1997) self-efficacy theory as they are prime 

examples of social persuasion experiences. Social/verbal persuasion is received from others, 

such as verbal feedback or criticism. This verbal persuasion can influence a person's self-

efficacy, causing them to alter it. They will take verbal feedback and critique from a person they 

regard as credible to adjust their self-efficacy beliefs (Ma & Cavanagh, 2018). Self-efficacy is a 

reflection of confidence in ability (Bandura 1997). Having the opportunity to have the 

opportunity to have safe, transparent feedback and discussions with peers, instructors and 

cooperating teachers further contributes to the increased self-efficacy ratings from the Teachers 

Sense of Efficacy Scale.  

Ten of the 19 participants reported their Praxis II scores that reflected that they were able 

to pass their corresponding Praxis II exams successfully. In other words, the program types both 

produced pre-service teachers who were able to successfully demonstrate their content 
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knowledge based on their Praxis II results. Content knowledge is a core area that teachers should 

demonstrate proficiency in to support student learning. Studies have found teachers’ content 

knowledge levels are related to student performance (Odumosu & Fisayi, 2018). To provide 

effective feedback to students, educators must have a clear understanding of the content they are 

teaching. This basic content knowledge tied in with their understanding of pedagogical processes 

learned throughout their program and familiarity with curriculum is necessary to produce higher 

levels of student achievement (Heggart, 2016).  The participants’ content knowledge does not 

just end at the completion of the Praxis II, they must engage in continuous practice and dialogue 

to maintain the content and pedagogical content knowledge throughout their teaching career to 

effectively enhance student learning.  

The qualitative data converged with the quantitative findings. Overall, pre-service 

educators from both the ARC and TPP demonstrated average teacher self-efficacy levels from the 

TSES. Teacher self-efficacy is reflective of a person’s confidence and ability to successfully 

teach or have an impact on students learning and behavior. The informal questionnaire revealed 

that the pre-service educators believed their program fully prepared them to enter a classroom 

with necessary instructional practices. When converging the two, the TSES quantitative data is 

reflective of the informal questionnaire responses. The participants’ increased confidence, feeling 

of readiness, in entering the classroom contributes to the teaching self-efficacy levels on the 

higher end of the scale. The convergence of data validates the notion of no differences in ARC 

and TPP’s effect on producing teachers with necessary self-efficacy and readiness levels to enter 

a classroom as a full-time teacher. Lastly, this convergence confirms previous research and 

literature discussed in Chapter 2.  
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Connection to Literature 

The study conduct was an extension or adaptation of recommendations of previous 

research conducted in regard to novice teachers’ self-efficacy and preparedness to enter the 

classroom. Tschannen-Moran and Johnson’s (2011) quantitative study on self-efficacy and 

preparation found weak correlations between the two. Furthermore, the researchers found that 

teacher self-efficacy for literacy instruction contributes to overall self-efficacy beliefs. A key 

finding from the study revealed that university preparation influences teachers’ sense of their 

ability to successfully teach. Tschannen-Moran & Johnson recommended an exploration of 

which elements of university preparation student perceived as most salient to developing self-

efficacy beliefs. This study extended this recommendation to include ARC programs along with 

a university program. Through this study it was found that students in both programs believed 

the practicum experiences were the most beneficial in their self-efficacy development.  

Bradley’s (2020) study focused on comparing ARC and TPP program outcomes related to 

stress. The results found no statistically significant differences in the mean levels of job-related 

stress between ARC & Traditional teachers. ARC teachers reported significantly higher levels of 

each component of teacher subjective wellbeing compared to TPP teachers. A key revelation of 

Bradley’s (2020) study was that there were no significant differences in teacher preparedness 

between teachers certified traditionally and alternatively. Bradley (2020) recommended that a 

qualitative study be conducted to examine first-year experiences of traditional and alternatively 

certified teachers to gain insight into themes related to positive and/or negative teaching 

experiences. This study adapted the recommendations to examine ARC and TPP students’ 

experience prior to entering the classroom. This study found participants in both ARC and TPP 
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reported similar experiences which they believed prepared them to enter the classroom and 

developed their teaching practices positively confirming Bradley’s (2020) findings. 

Wilhelm et al. (2021) recommended further investigation to determine how beginning 

teachers need are influenced by their certification route. The results of the found an increase in 

novice teachers’ self-efficacy throughout the school year. In other words, the more mastery 

experiences they encountered, the self-efficacy levels continuously increased. Novice teachers 

who reported receiving greater support from administration demonstrated greater increases in 

their self-efficacy levels. Wilhelm et al. (2021) recommended investigating how beginning 

teachers' needs are influenced by their pathway to certification route. This study adapted this 

recommendation to determine how pre-service educators teaching practices are influenced by 

their pathway to certification route. This study found that participants felt more confident in their 

teaching practices due to engaging in mastery experiences such as hands-on work and time in the 

practicum. Self-efficacy is a reflection of confidence in ability (Bandura 1997). The results of 

this study would suggest participants reporting increased levels of confidence will coincide with 

increased levels of self-efficacy, confirming Wilhelm et al.’s (2021) findings. 

Darling-Hammond et al.’s (2020) study explored the perception of preparedness for 

novice teachers who were certified via ARC and TPP. The data revealed a significant difference 

in ARC and TPP certified teachers, with TPP teachers reporting a slightly higher sense of 

preparedness. The researchers recommended exploration of pre-service educators’ preparedness 

in both an EPP and ARC. This study followed the recommendation and found no difference in 

pre-service teachers who completed ARC or TPP’s perception of readiness. Both groups believed 

their respective programs adequately prepared them to enter a classroom as a full-time teacher. 
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The results of this study would prompt further investigation to determine was occurs between 

program completion and commencement of teaching that causes a shift in perceptions.   

The results of this study were able to connect to these three recommendations by finding 

that hands-on work, peer-to-peer discussions, and mainly practicum time contributed their 

positive experiences which they believed will contribute to their teaching abilities. The lack of 

coursework around classroom management left participants feeling unprepared for this aspect of 

teaching. Participants in both ARC and EPP reported similar experiences which they believed 

prepared them to enter the classroom and developed their teaching practices positively.  

Table 18 provides a snapshot of the connections made between previous research and the current 

research conducted.  
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Table 18 Connections to Literature 

Study Findings Future Research 

Recommendations 

Connection Literature 

Tschannen-Moran & 

Johnson (2011) Novice 

Self-Efficacy 

Quantitative Approach 

1. Weak correlations between 

teachers’ self-efficacy for 

literacy instruction and 

preparation 

2. Teacher self-efficacy for 

literacy 

instruction contributes to 

overall self-efficacy beliefs  

3. University preparation 

influences teachers’ sense of 

their ability to successfully 

teach 

Explore which 

elements of 

university 

preparation 

students 

perceived as most 

salient to 

developing self-

efficacy beliefs 

Elements found as 

most salient in self-

efficacy 

Bradley (2020) 

Program Outcome 

Comparison 

Quantitative Approach 

1. No statistically significant 

differences in the mean levels 

of job-related stress between 

ARC & Traditional teachers 

2. ARC Teachers significantly 

higher levels of each 

component of teacher 

subjective wellbeing. 

3. No significant differences in 

teacher preparedness between 

teachers certified traditionally 

and alternatively 

Qualitative study 

conducted to 

examine first-year 

experiences of 

traditional and 

alternatively 

certified teachers 

to gain insight 

into themes 

related to positive 

and/or negative 

teaching 

experiences 

Participants in both 

ARC and EPP reported 

similar experiences 

which they believed 

prepared them to enter 

the classroom and 

developed their 

teaching practices 

positively. 

 

Wilhelm et al. (2021) 

ARC Teacher Self-

Efficacy 

Yearlong Longitudinal 

Mixed Methods 

Approach 

1. ↑ in novice teachers' self‐

efficacy 

2. Only one measure of support 

was positively and 

significantly related to change 

in self‐efficacy. 

3. Teachers who perceived 

greater support from their 

school leaders, had greater 

increases in their self‐efficacy 

Further 

investigation to 

determine how 

beginning 

teachers' teaching 

practices are 

influenced by 

their certification 

route 

Hands-on work, peer-

to-peer discussions, 

and mainly practicum 

time contributed their 

positive experiences 

which they believed 

will contribute to their 

teaching abilities and 

practices 

Darling-Hammond et 

al. (2002) 

Beginning Teacher 

Perceptions 

Quantitative Approach 

1. Significant difference in 

perception of preparedness 

between certified teachers and 

non-certified teachers 

2. Beginning teachers who were 

prepared via a formal EPP felt 

slightly better prepared than 

beginning teachers from ARC 

Explore 

preparedness of 

pre-service 

teachers in both a 

traditional and 

alternate route to 

certification 

Participants in both 

ARC and EPP reported 

similar experiences 

which they believed 

prepared them to enter 

the classroom and 

developed their 

teaching practices 

positively. 
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Limitations of the Study 

The greatest limitation of the study is the ability to generalize the findings primarily due 

to the small-scale sample size. The recommended by Krejci and Morgan (1970), ARC 

participants n=73, and for university TPP participants, n=73, was not reached. With the limited 

sample size, it also limited the number of self-reporting of the Praxis II scores and responses to 

the questionnaire. Additionally, self-reporting throughout the completion of the surveys is 

considered a limitation. Participants have their own biases that influence how they self-report. 

Self-reported responses may be exaggerated or answer in what participants believe is a more 

acceptable response for the researcher. Responses collected from participants were done after 

they completed their program. This time gap may cause the participants to not have an accurate 

view of themselves or experiences skewing their responses to the survey and questionnaire items. 

Participants also may have added influences from These various biases may affect the results. 

The self-reporting, small sample size, and time between program completion and completion of 

survey created a potential for added biases to the results of the study. 

Recommendations for Future Research 

The study was limited to one traditional university master’s level educator preparation 

program and one alternate route to certification program. The researcher recommends that the 

study is expanded to include other traditional university master’s TPPs and ARC programs in the 

area to better enhance the understanding of the programs’ preparation process. Furthermore, the 

researcher did not request participants’ area of certification. It would be beneficial to determine if 

there were variances among participants’ perceptions or teacher self-efficacy scores based in the 

two programs depending on their certification. The results of such study could reveal how TPP 

and ARC programs could design their course of studies for each certification effects. 
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Furthermore, the research could be replicated to first- and second-year teachers who graduated 

from the ARC or TPP program. This type of follow-up research could reveal practicing teachers’ 

perceptions of their educator preparation programs’ ability to properly develop their skills and 

efficacy level given they’re a full-time teacher. Their firsthand experience as a full-time 

classroom could reveal differing perspectives on their new role. 

The researcher also recommends further research that investigates the perspectives of the 

cooperating teachers who worked with the ARC and TPPs during their practicum to determine if 

they believe there are variances in readiness to teach and development instructional strategies. 

The cooperating teachers’ observational data or document reviews should be included in future 

research studies. Having direct contact with the participants of both educator preparation 

programs will provide valuable insight reported with the hopes of unbiased perspectives. In 

addition to cooperating teachers, once in the field it would be recommended to compare ARC 

certified teachers’ and traditionally certified teachers’ evaluations in attempt to determine if there 

are discrepancies (divergence) or similarities (convergence) between their teacher quality and 

performance and impact on student performance. Through interviews with direct supervisors to 

thorough analytical reviews of evaluation documents and final rating, the results of this 

recommendation could further validate that both programs produce teachers with high levels of 

self-efficacy and readiness to teach full-time through the triangulation of data points. 

Given that ARC programs were established with the notion they will assist in alleviating 

the growing teacher shortages, it would be beneficial to investigate the overall long-term success 

of teachers who completed certification via ARC compared to traditional certification pathways. 

Given the correlation between self-efficacy and burnout, further research investigating if ARC 

certified teachers have a higher burnout rate than traditionally certified teachers would contribute 
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further comparison of ARC and traditional TPPs. Lastly, with the intent of ARCs as being a 

secondary pathway to certification due to the national teacher shortage, it would be beneficial for 

research to determine if is there a difference in attrition rates between ARC certified teachers and 

traditionally certified teachers? Future research can even dig deeper to determine attrition 

differences of ARC teachers and traditionally certified teachers in urban districts who already 

face a significantly high turnover rate. If results reveal discrepancies, then it would be 

advantageous to determine retention strategies to implement to avoid attrition of ARC certified 

teachers. 

It is suggested that future research compare results of this study to future research 

recommended by Decker, Deke, Johnson, et al. (2004) and Darling-Hammond et al. (2005) to 

specifically compare student achievement and teaching effectiveness of ARC certified teachers 

with TPP certified teachers, ensuring to exclude all other certifications (i.e. uncertified teachers 

and teacher with emergency certifications). 

Implications 

Implications for Future Educators 

These results of this study are critical for future educators who are determining which 

pathway to certification to take and considering quality of preparation programs. Knowing that 

graduates of the ARC program had similar perceptions of readiness to teach and program 

contribution to their instructional strategies would help future educators feel comfortable with 

considering either program as an option. In comparison to the traditional university based TPP, 

ARC programs have similar requirements for admission, offer an accelerated program, and 

provide the same amount of practicum experience for a fraction of the cost with what data shows 



PRE-SERVICE TEACHERS’ SELF-EFFICACY & TEACHING READINESS 125 

 

similar ending experiences. Furthermore, based upon the study, it appears that ARC programs are 

just as successful in producing teachers who have high teaching self-efficacy skills. 

Implications for Program Leaders  

Results of the study are great implications for university teacher preparation programs. In 

essence, the study suggests that the rigor found between the two program types were nearly 

identical. Universities are perceived as highly rigorous, competitive post-secondary routes for 

those furthering their education. The results of the study would be a cause for concern that an 

accelerated teacher preparation program unaffiliated with a college or university is producing 

duplicate teacher perceptions and self-efficacy. It may be of necessity that the university TPP 

reevaluate their coursework and requirements for admission into their program to increase 

intellectual rigor and overall teacher development and growth.  

The common discussion in the participants’ responses was more time in classrooms. The 

implications of the study reveal the importance of mastery experiences for pre-service teachers 

as originally discovered by Bandura (1997) and later Tschannen-Moran and Woolfolk-Hoy 

(2001). The participants noted that was the most critical experience in developing their self-

efficacy and overall belief they were ready to teach. With practicum experiences lasting only 14 

weeks, programs should consider various options for engaging in these mastery type experiences. 

It would be of value for both pathways to consider more internship opportunities in lieu of a brief 

practicum. As noted previously, the U.S. Department of Education considers internships similar 

to residency programs. Internships are a year-long placement where a candidate works closely a 

classroom an assigned cooperating teacher (Bardelli et al., 2023). This would give teacher 

candidates the opportunity to gain more experiences with enhancing their pedagogical 

instructional skills, differentiated instruction, and most importantly classroom management, an 
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area which participants from both pathways felt was an area with limited focus in coursework. 

This valuable information is key when program leaders and state agencies determining practicum 

lengths. For master’s level education students, the more time spent in a classroom setting during 

a residency or internship could lead to the development of higher levels of self-efficacy which, in 

turn, as studies have suggested should lead to successful teaching careers. 

 It is also of great importance to highlight the edTPA and its irrelevance to assisting their 

development as a teacher. Participants believe it was more of a barrier and created unnecessary 

stresses. There were many comments of repetitious coursework that presented to the participants 

that they believe should have been spent in the actual classroom or preparing for the edTPA. This 

would serve as a source of data to support the decision that legislation made with the removal of 

the edTPA. It leaves the prospect for policy makers and higher education leaders to develop a 

new method for evaluating pre-service teachers. This new method of evaluation should provide 

opportunities for self-reflection and feedback to help their overall development as a classroom 

teacher which will support their shift into a classroom.  

Implications for State & District Leaders 

 Implications of the study further inform current state-level and district leaders seeking to 

provide a variety of educator preparation opportunities as a postulation to increasing high-quality 

educators with high levels of teacher self-efficacy during the state and nationwide teacher 

shortage. The implication of the study suggests that the ARC program holds merit in its ability to 

produce teachers with high levels of teacher self-efficacy and readiness. This provides insights 

and strategies for policymakers and higher education administrators to begin to explore 

collaborations and further discussions about possibly creating a more high-quality alternate route 

to certification programs opportunities.  
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Conclusions 

This study sought to determine if pre-service teachers who completed an alternate route 

to certification and traditional university master’s level educator preparation programs had 

varying levels of self-efficacy, content knowledge as measured by the Praxis II, and perception 

of readiness to teacher and development of instructional practices. Utilizing a pragmatic 

worldview and Bandura’s (1997) self-efficacy theory as the leading research framework, the 

researcher conducted a convergent mixed methods design to explore both quantitative and 

qualitative research questions. The analysis of data found limitations with the study; however, 

the limitations do not inhibit the researcher from drawing the reliable conclusions discovered. In 

essence, educator preparation programs’ overall goal should be to create programs with 

coursework that will allow students to develop intellectually, have several opportunities for 

mastery, vicarious and social persuasive experiences for extended periods of time while 

improving their self-efficacy (Bandura, 1989). The main question of the study: Are ARC 

programs quality investments for districts and policymakers in producing quality teachers to 

address teacher shortage. Based upon the study, it appears that ARC and TPPs both produce pre-

service teachers who have average teaching self-efficacy skills. Additionally, both pathways to 

certification are successful at producing pre-service teachers who perceive they are well-

prepared to enter a classroom. This general sense of preparedness is consistent with findings 

from previous studies, such as Darling-Hammond et al. (2002), which found graduates rating 

themselves as well-prepared by their educator preparation program.  

Previous studies have found a connection between teachers’ sense of preparedness and 

self-efficacy and their professional aspirations to remain in the teaching profession. In essence, 

with more pre-service teachers exiting both ARC and TPP programs with the feeling a sense of 
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preparedness and self-efficacy this should hopefully reduce attrition of teachers. The research 

suggests that both pathways to certification are viable ways to obtain teaching licensure. For 

those that are looking for a traditional university setting in with a focus on pedagogical and 

theoretical framed course of studies and easement into clinical experiences the traditional 

pathway would be the route to take. Candidates will gain the learning and the experiences needed 

to readily enter the classroom. For those potential candidates who would like to go into education 

as a second career who may not have the financial ability to attend a traditional university 

educator preparation program the ARC program would be an option. The challenge for state, 

local, and higher education institution officials is to strategically identify ways to develop and 

expand the reach of quality and affordable preparation pathways, whether it be TPPs or ARCs, 

“that enable future teachers to be competent when they enter teaching and that retain teachers as 

they become more effective” (Darling-Hammond et al., 2005). 

Districts can feel confident that both ARC and TPP programs are effective in producing 

eager teachers with the necessary content knowledge and teaching self-efficacy levels for future 

success. Do educator preparation program types matter? Regarding self-efficacy, perception of 

readiness to teach and program influence on the development of instructional skill, this study 

suggests that it does not matter. ARC and TPP graduates will have similar experiences overall. 
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Appendix D 

Alternate Route to Certification Programs in the United States 

State-approved Non-profit 

Organizations 

State-approved For-profit 

Organizations 
State-approved Higher Education Institutions 

Teach for America (TFA)  

(36 States) 

Teachers of Tomorrow  

(8 States) 

Relay Graduate School of Education (nGSE) 

(12 States & 1 District) 

American Board 

(15 States)  

iteach 

(5 States & 1 District) 

Western Governors University 

(3 States) 

TNTP (formerly The New 

Teacher Project) 

(3 States & 2 Districts) 

 Alliant International University 

(2 States) 

Urban Teachers 

(3 Districts) 
 National University 

(2 States)  

  University of Phoenix 

(2 States)  

  
TEACH-NOW Graduate School of Education 

(nGSE) 

(1 State & 1 District) 

  

 

Brad University 

(Limited Programs in 3 States) 

 

Sposato Graduate School of Education (nGSE) 

(1 State) 

 

High Tech High & High Tech High Graduate 

School of Education (nGSE) 

(1 State) 

 

American Museum of Natural History Richard 

Gilder Graduate School (nGSE) 

(1 State) 

 

Alder Graduate School of Education Partner 

(nGse) 

(1 State) 

 

Woodrow Wilson Graduate School of 

Teaching & Learning (nGSE) 

(1 State) 

 

Upper Valley Educators Institute/Upper Valley 

Graduate School Valley Graduate School of 

Education (nGSE) 

(1 State) 

 

Teachers College of San Joaquin (nGSE) 

(1 State) 

 

Reach Institute for Institute for School 

Leadership (nGSE) 

(1 State)  
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Appendix E 

Sample Consent Form 

 

 

1. KEY INFORMATION ABOUT THE RESEARCHERS AND THIS STUDY 

Study Title: A Mixed-Methods Study of Pre-service Educators’ Development of Teacher Self-

Efficacy & Teaching Readiness: Do Educator Preparation Programs Matter? 

Study Sponsor: No sponsor. 

Principal Investigator: Jessica G. Ocasio, Ed.S., Doctoral Candidate, University of Bridgeport 

  

1.1 Invitation to be Part of a Research Study 

You are invited to take part in this research study. You are invited to be in this study because you 

have been identified as a graduate student in a master’s level educator preparation program in 

either an ARC program or university program who complete your clinical/practicum semester in 

the Fall 2022 and Spring 2023 semester. Taking part in this research study is voluntary. 

1.2 Important Information about the Research Study 

Things you should know: 

● The purpose of the research study is to compare the teacher self-efficacy levels and 

perceptions of program influence on readiness to teach of pre-service educators who 

completed an Alternate Route to Certification (ARC) program and a traditional 

master’s level university educator preparation program (TPP). If you choose to 

participate, you will be asked to complete an online rating scale and questionnaire. 

This will take approximately 20 minutes.  

● Risks or discomforts from this research are limited to your level of comfort sharing 

lesson plans and your willingness to share your opinions and personal reflections on 

the experiences of your teacher preparation program. 

● The study will info existing body of research as to the influence the teacher educator 

program has had on your self-efficacy and professional practice. 

● Taking part in this research study is voluntary. You don’t have to participate and you 

can stop at any time. Whatever you decide will not be held against you.  

Please take the time to read this entire form and ask questions before deciding whether to 

take part in this research study. 

2. PURPOSE OF THIS STUDY 

2.1 What is the research study about and why are we doing the research study? 

This study will address the gap that exists in the research that compares ARC and traditional 

university programs influence on pre-service educators’ development of teacher self-efficacy and 

CONSENT TO BE PART OF A RESEARCH STUDY 
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perceptions of how well the program prepared them to teach and influenced their teaching 

practice. 

2.2 How long will the research last? 

I expect that the research will involve 20 minutes of your time in one seating to complete the 

online surveys. 

2.3 How many people will be studied? 

I expect about 75 people in the entire research study. I expect that you will be in this research 

study for until the submission of your online survey responses.  

3. WHO MAY PARTICIPATE IN THE STUDY 

3.1 What happens if I say yes, I want to be in this research? 

If you agree to take part in this study, you will be asked to rate 24 items based upon your 

experiences within your teacher educator program. Furthermore, you will be asked to answer 9 

questions where you will describe your feelings and perceptions related to your teacher 

preparation program. You will be asked to share demographic and personal data (gender, 

ethnicity, program type), but you may choose to not disclose this information without 

repercussions. Any information shared will only be used for research purposes and all identifying 

markers will be removed for analysis and reporting. 

3.2 What happens if I say no, I do not want to be in this research? 

You may decide not to take part in the research and it will not be held against you. 

3.3 What happens if I say yes, but I change my mind later? 

You agree to take part in the research now. You may stop at any time and it will not be held 

against you.  

4. INFORMATION ABOUT STUDY RISKS AND BENEFITS 

4.1 Is there any way being in this study could be bad for me? 

There are no physical risks associated with this study. There is, however, the potential risk of loss 

of confidentiality. Every effort will be made to keep your information confidential; however, this 

cannot be guaranteed. Some of the questions we will ask you as part of this study may make you 

feel uncomfortable. You may refuse to answer any of the questions and may take a break at any 

time during the study. You may stop your participation in this study at any time. 

 

4.2 Will being in this study help me any way? 

 

There are no direct benefits to you for participating in this study. 

5. CONFIDENTIALITY OF SUBJECT RECORDS 

5.1 What happens to the information you collect? 
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Efforts will be made to limit your personal information, including research study and medical 

records, to people who have a need to review this information. We cannot promise complete 

secrecy. Organizations that may inspect and copy your information include the IRB and other 

representatives of this organization. Any identifiable information (name, address, etc.) collected 

for this research study will not be used or distributed to other investigators for future research 

studies, even if your identifiers are removed. 

5.2 Can I be removed from the research without my OK? 

The person in charge of the research study or the sponsor can remove you from the research 

study without your approval. Possible reasons for removal include insufficient amount of data 

provided. 

5.3 What else do I need to know? 

5.3.1 A potential risk to participating in the study would be the possibility that certain 

emotions associated with your teacher preparation program would be recollected causing 

anxiety or stress.  

5.3.2 Participants will not get paid to participate in the research study.  

6. CONTACT INFORMATION  

6.1 Who can I talk to? 

If you have questions about this research (e.g. concerns, or complaints, or think the research has 

hurt you), you may contact Jessica Ocasio (jerivera@my.bridgeport.edu) or Faculty Advisor, Dr. 

Patricia Buxton (pbuxton@bridgeport.edu).  

This research is pending review and approval by an Institutional Review Board. If you have 

questions about your rights as a research participant, or wish to obtain information, ask 

questions, or discuss any concerns about this study with someone other than the researcher(s), 

you may talk to UB’s IRB Administrator at irb@bridgeport.edu. 

7. RECORD OF INFORMATION PROVIDED 

 

7.1 What documents will be given to me? 

Your signature in the next section means that you have received copies of all of the following 

documents:  

● This “Consent to be Part of a Research Study” document.  

● This “Electronic Survey Consent” document. 

8. SIGNATURES 

 

Your signature below documents your permission to take part in this research. 

DO NOT SIGN THIS FORM AFTER THIS DATE 🡪 1/31/2023 

mailto:jerivera@my.bridgeport.edu
mailto:pbuxton@bridgeport.edu
mailto:irb@bridgeport.edu
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Signature of subject  Date 

 
 

Printed name of subject 

 
 11/21/2022 

Signature of person obtaining consent       Date 

Jessica G. Ocasio  11/21/2022 

Printed name of person obtaining consent  Form Date 

Assent 

❑ Obtained 

❑ Not obtained because the capability of the subject is so limited that the subject 

cannot reasonably be consulted. 
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Permission to Take Part in a Human Research Study  

UB HRP-574 ELECTRONIC SURVEY CONSENT TEMPLATE  

The purpose of this research project is compare teacher self-efficacy levels and the 

readiness to teach of pre-service teachers who completed an alternate route to certification 

(ARC) program and a traditional master’s level university educator preparation program (TPP). 

This is a research project being conducted Jessica Ocasio at the University of Bridgeport. You 

are invited to participate in this research project because you have been identified as a graduate 

student in a master’s level educator preparation program in either an ARC program or university 

program who completed their student teaching in the Fall of 2022 or Spring of 2023. 

Your participation in this research study is voluntary. You may choose not to participate. 

If you decide to participate in this research survey, you may withdraw at any time. If you decide 

not to participate in this study or if you withdraw from participating at any time, you will not be 

penalized. 

The procedure involves filling an online survey that will take approximately 20 minutes. 

Your responses will be confidential and we do not collect identifying information such as your 

name, email address or IP address. The survey questions will be teacher self-efficacy, teacher 

practices and readiness to teach beliefs. 

We will keep your information confidential. All data is stored in a password protected 

electronic format. To help protect your confidentiality, the surveys will not contain information 

that will personally identify you. The results of this study will be used for scholarly purposes 

only and may be shared with University of Bridgeport representatives. 

If you have any questions about the research study, please contact Jessica Ocasio at 

jerivera@my.bridgeport.edu. This research has been reviewed according to University of 

Bridgeport IRB procedures for research involving human subjects.  

ELECTRONIC CONSENT: Please select your choice below. 

 

Clicking on the "agree" button below indicates that:  

 

• you have read the above information 

• you voluntarily agree to participate 

• you are at least 21 years of age  

 

If you do not wish to participate in the research study, please decline participation by clicking on 

the "disagree" button. 

Agree 

Disagree 
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Appendix F 

Permission from ARC Program to Email Study Participants 
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Appendix G 

Permission from University to Email Study Participants 
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Appendix H 

Email Invitation to Potential Study Participants 

 

Dear Prospective Survey Participant, 

                

I am a school administrator in Connecticut with 15 years’ experience as an educator and 

currently a doctoral student at University of Bridgeport. As an element of my doctoral program at 

the University of Bridgeport, I am conducting research for my dissertation study. The purpose of 

the research study is to compare the teacher self-efficacy levels and perceptions of program 

influence on readiness to teach of pre-service educators who completed their student teaching in 

an Alternate Route to Certification (ARC) program and a traditional master’s level university 

educator preparation program (TPP) in the Fall of 2022 or Spring of 2023.  

 

This is a letter of invitation to participate in this research study. I would be grateful to you if you 

would be willing to complete a brief survey and questionnaire that will take approximately 20 

minutes.  

             

An informed consent agreement will appear on the first screen page of the survey. There will be 

no individually identifiable information, remarks, comments or other identification of you as an 

individual participant. All results will be presented as aggregate, summary data. If you wish, you 

may request a copy of the results of this research study by writing to the researcher at 

jerivera@my.bridgeport.edu.  

                

Attached to this email is a document that further describes the study and may be helpful to you in 

determining if you will participate. If you have any questions that you’d like to discuss prior to 

deciding if you will participate in the study, please respond to this email. If you are willing to 

participate, please click here to access the survey. 

  

Thank you for considering adding to our body of knowledge on teacher self-efficacy and teacher 

preparation programs. 

 

Thank you for your consideration, 

Jessica Ocasio, Ed.S. 

Doctoral Candidate 

    

 

 

 

 

 

 

 

mailto:jerivera@my.bridgeport.edu
https://forms.gle/aVjFx5Cb7wvcmgEK6
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Appendix I 

Electronic Survey Sent to Participants 
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