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Induction and Mentorship
Novice Teacher and Principal Induction and Mentorship
LEAs (districts and charters) are encouraged to use Title II, Part A funds to establish and support high
quality educator induction and mentorship programs that, where possible, are evidence-based and are
designed to improve classroom instruction and student learning and achievement and increase the
retention of effective teachers, principals, or other school leaders. (ESEA sections 2101(c)(4)(B)(vii)(III)
and 2103(b)(3)(B)(iv)). Research shows that high-quality induction and mentoring programs can
increase teacher retention as well as increase student achievement. For instance, comprehensive
induction programs can cut the new teacher turnover rate in half. Additionally, students of novice
teachers who experienced strong induction “in general, achieve in patterns that mirror the achievement
rates of students assigned to more experienced mid-career teachers.” Taking into account the high cost
of teacher turnover, investments in mentoring and induction programs not only benefit students and
teachers, but also reduce costs for LEAs. Title II, Part A funds may be used to support a mentoring and
induction program by providing early release time for mentoring, compensation for mentors, and
evidence-based professional development for novice educators and mentors.
LEAs should consider many factors when designing and implementing educator mentorship and
induction programs, including potential partners that can support these efforts, such as educator
preparation programs. In particular, partnerships with educator preparation programs can provide
continuity for novice teachers’ transitions into the classroom, as well as offer educator preparation
programs the opportunity to align their programs with the needs of LEAs.
There are several resources that identify factors to consider in developing such programs, including the
New Teacher Center report Support from the Start: A 50-State Review of Policies on New Educator
Induction and Mentoring, which includes recommendations such as:
 Requiring that all beginning teachers and principals receive induction support during their
first two years.
 Requiring a rigorous mentor/induction coach selection process.
 Establishing criteria for how and when mentors/induction coaches are assigned to beginning
educators, and determining the training they will receive to serve in this role.
 Requiring regular observation by mentors/induction coaches and opportunities for new
teachers to observe classrooms.

Strong Teacher Leadership
Leveraging Teacher Expertise and Leadership
Sustainable teacher career paths should give teachers the opportunity to exercise increased
responsibility and to grow professionally, while keeping effective teachers in the classroom. Moreover,
the availability of teacher leadership opportunities positively impacts teacher recruitment and retention,
job satisfaction, and student achievement. With the recommended strategies below, and all other

permissible activities, Title II, Part A funds may be used to support “time banks” or flexible time
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for collaborative planning, curriculum writing, peer observations, and leading trainings; which
may involve using substitute teachers to cover classes during the school day. (ESEA sections
2101(c)(4)(B)(v) and 2103(b)(3)(E)). Furthermore, funds may be used to compensate teachers
for their increased leadership roles and responsibilities. (ESEA sections 2101(c)(4)(B)(vii)(I) and
2103(b)(3)(B)).

Transformative School Leadership
Ongoing Professional Learning for Principals and Other School Leaders
Effective principals, assistant principals, and other school leaders are essential to school success,
particularly in schools with large numbers of students from low-income families and minority students.
Strong principals attract teachers with great potential for success, support the ongoing professional
learning of teachers, and retain excellent teachers.
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Principal Supervisors
When developing strategies for supporting principals and other school leaders, SEAs and LEAs may use
Title II, Part A funds to improve the effectiveness of principals, assistant principals, and other school
leaders, which includes an employees or officers of an elementary or secondary school, LEA, or other
entity operating a school who are “responsible for the daily instructional leadership and managerial
operations in the elementary school or secondary school building.” (ESEA section 8101(44)).
By including principal supervisors who are responsible for the daily instructional leadership and
managerial operations in the elementary school or secondary school building, the ESEA section 8101(44)
definition of “school leader” acknowledges the importance of school leaders who are actively
responsible for successful instruction and management in the school. This means that the ESEA
considers those LEA staff, such as the principals’ supervisors, who actively mentor and support principals
and by doing so are themselves “responsible for the school’s daily instructional leadership and
managerial operations,” to also be eligible for Title II, Part A funded support. (ESEA section 8101(44)).
We encourage SEAs and LEAs to extend Title II, Part A-funded services to these principal supervisors to
the extent that those individuals actively and frequently take responsibility for helping principals with
instructional leadership and the school’s managerial operations.

Supporting a Diverse Educator Workforce
Across the Career Continuum
Research shows that diversity in schools, including representation of underrepresented minority groups
among educators, can provide significant benefits to all students. In addition to benefits for all students,
improving the diversity of the educator workforce may be particularly beneficial for minority students
helping to close the achievement gap. When considering how to better support educators, SEAs and
LEAs should consider supporting a diverse educator workforce as a critical component of all strategies
across the career continuum.
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SEAs and LEAs may use Title II, Part A funds to improve the recruitment, placement, support, and
retention of culturally competent and responsive educators, especially educators from
underrepresented minority groups, to meet the needs of diverse student populations.

Equitable Access to Excellent Educators
The Title II, Part A program is designed, among other things, to provide students from low-income
families and minority students with greater access to effective teachers, principals, and other school
leaders. Under ESEA sections 1111(g)(1)(B) and 1112(b)(2), SEAs must describe how low-income and
minority children are not served at disproportionate rates by ineffective, out-of-field or inexperienced
teachers and identify and address any disparities that exist in the rates at which these students are
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taught by teachers in these categories. To eliminate any such disparities, an SEA and its LEAs should
develop and implement strategies that are responsive to the root causes of those disproportionate
rates; Title II, Part A funds can be used to provide students from low-income families and minority
students with greater access to effective teachers, principals, and other school leaders.
The most effective strategies are designed to support the students for whom there are the greatest
rates of disproportionality in access to excellent educators, while also addressing the underlying factor
or factors causing or contributing to these disproportionalities. For example, SEAs and LEAs in which
students from low-income families are taught at higher rates by inexperienced teachers may discover
that this is driven by a lack of teacher retention in rural areas. Such SEAs and LEAs may consider
developing “grow your own” initiatives, through which resources are devoted to recruiting local talent
to counteract teacher shortages, particularly in high-need schools in rural areas, because teachers who
grew up in a particular rural area are more likely to stay there over the long term. These initiatives,
which exist in urban areas as well as rural areas, often involve partnering with local high schools and
IHEs to promote education as a career pathway and may include experiential learning opportunities in
high-need schools.
Depending on the root causes identified by an SEA or LEA for the absence of excellent educators, the
SEA or LEA may also want to consider making strategic investments in data systems to ensure that
decision-makers have ready access to comprehensive, timely, and high-quality data. These data would
help to inform decisions and target resource allocations. In a case where the root cause analysis
demonstrated that appropriate incentives were not in place to help ensure that excellent educators are
attracted to and remain in high-need schools, Title II, Part A funds could be used to incentivize and
reward excellent educators serving in an SEA’s or an LEA’s highest-need schools. An SEA or an LEA might
further consider implementing specific initiatives designed to increase the diversity of its educator
workforce. For example, they might support an initiative to increase the number of pre-college students
from underrepresented minority groups who are interested in education careers, by helping them to
become certified to teach, and supporting them to ultimately become effective educators that are
recruited and hired. (ESEA sections 2101(c)(4)(B)(iii) and (v)).

Attracting and Retaining Excellent Educators in High-Need Schools
Nationally, between the 2011-12 and 2012-13 school years, 22 percent of teachers in high-poverty
schools either moved to another school or left the profession, a rate that is roughly 70 percent higher
than in low-poverty schools. In addition to higher turnover, one study found that four times as many
math and science teachers transfer from high-poverty schools to low-poverty schools than transfer from
low-poverty schools to high-poverty schools. Given these statistics and the urgency of students’ needs
in high-poverty schools, SEAs and LEAs need bold approaches that fundamentally change the nature of
the teaching job in these schools and change it in ways that are responsive to what teachers say are
needed in order to attract and keep a diverse set of talented educators.
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Supporting Early Learning Educators: Ensuring All of Our Youngest Learners Start
Strong
The ESEA explicitly includes new ways SEAs and LEAs may use Title II, Part A funds to support early
learning so that all children, no matter their zip code, begin kindergarten ready to succeed. Title II, Part
A funds may be used to support the professional development of early educators. These funds have a
wide variety of possible applications for early educators and the ESEA explicitly includes new ways SEAs
and LEAs may use Title II, Part A funds to support early learning.
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Consultation to Strengthen Title II, Part A
Investments
Consultation is a critical part of ensuring that Title II, Part A funds are used effectively and decisions
about resource allocation are fully informed. SEAs and LEAs must engage in meaningful consultation
with a broad range of stakeholders from diverse backgrounds (e.g., families, students, educators, private
school officials, community partners), as required by ESEA sections 2101(d)(3) and 2102(b)(3). Under
Title II, Part A and Title VIII, SEAs and LEAs are required to:
 Meaningfully consult with teachers, principals and other school leaders, paraprofessionals
(including organizations representing such individuals), specialized instructional support
personnel, charter school leaders (in a State that has charter schools), parents, community
partners, and other organizations or partners with relevant and demonstrated expertise in
programs and activities designed to meet the statutory purpose of Title II, Part A;
 Seek advice from these stakeholders regarding how best to improve the Title II, Part A
activities;
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 Coordinate the activities with other related strategies, programs or activities in the State or
LEA (ESEA sections 2101(d)(3) and 2102(b)(3)); and
 Provide for the equitable participation of private school teachers and other educational
personnel in private schools and engage in timely and meaningful consultation with private
school officials during the design and development of their Title II, Part A programs. (ESEA
sections 8501).

A Cyclical Framework for Maximizing Title II,
Part A Investments
Title II, Part A interventions are more likely to result in sustained, improved outcomes for students if:
1) Chosen interventions align with identified local needs;
2) The evidence base and the local capacity are considered when selecting a strategy;
3) There is a robust implementation plan;
4) Adequate resources are provided so the implementation is well-supported;
5) Information is gathered regularly to examine the strategy and to reflect on and inform next
steps.
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1. IDENTIFY LOCAL NEEDS
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2. SELECT RELEVANT, EVIDENCE-BASED STRATEGIES
Once needs have been identified, SEAs and LEAs, along with stakeholders through consultation, need to
determine the approaches most likely to be effective. By using rigorous and relevant evidence to
identify appropriate evidence-based strategies and assessing the local context to identify the capacity
(e.g., funding, staff, staff skills, and stakeholder support), SEAs and LEAs are more likely to implement
evidence-based approaches successfully.

Best Practices and Resources for Using Evidence
In order to leverage evidence, SEAs and LEAs should consider the rigor and relevance of evidence and
the local capacity to implement the evidence-based activity. Those concepts and related resources are
discussed below:
• Activities supported by higher levels or rigor of evidence, specifically strong or moderate
evidence as defined in ESEA section 8101(21), are more likely to improve student outcomes
because there is evidence about their effectiveness. Activities supported by strong and
moderate evidence should be prioritized, and if not available, promising evidence may suggest
that an activity is worth exploring. For some activities, there may be no evidence and in those
cases, the activities should demonstrate a rationale for how they will achieve their goals.




•
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The relevance of the evidence – namely the setting (e.g., elementary school) and/or population
(e.g., students with disabilities, English Learners) of the evidence – may predict how well an
evidence-based activity will work. SEAs and LEAs should look for activities supported by
promising, strong, or moderate evidence in a similar setting and/or population to the ones being
served. The What Works ClearinghouseTM (WWC) uses rigorous standards to review evidence of
effectiveness on a wide range of activities and also summarizes the settings and populations.
In addition to the WWC, the Department’s Regional Educational Laboratories (RELs) and other
federally-funded technical assistance centers may provide summaries of the evidence on various
activities and strategies and guidance on how existing research aligns to the ESEA evidence
levels.
Local capacity also helps predict the success of an activity, so the available funding, staff
resources, staff skills, and support for activities should be considered when selecting an
evidence-based activity. SEAs can work with individual and/or groups of LEAs to improve their
capacity to implement evidence-based activities.

3. PLAN FOR IMPLEMENTATION
An implementation plan, developed with input from stakeholders, while not required by statute, sets up
LEAs and schools for successful implementation. Implementation plans may include the following
components:
 A logic model, which demonstrates a theory of action by visually connecting the intervention
to expected outcomes that are stated as well-defined and measurable goals, clarifies how the
intervention will work;
 Well-defined, measurable goals;
 Clearly outlined roles and responsibilities for people involved, including the person or
people responsible for the intervention’s success, those with a deep understanding of the
intervention, and those working to implement the intervention on the ground;
 Implementation timelines for successful execution;
 Identified resources required to support the intervention; and
 Strategies to monitor performance and ensure continuous improvement, including plans
for data collection, analysis and/or an evaluation.

4. IMPLEMENT
Effective implementation of the LEA’s selected Title II, Part A intervention is essential to reaching its
goals. Inevitably, there will be unexpected hurdles during implementation, so having an ongoing
mechanism outlined during the planning stage to identify and address issues as they arise is crucial. Also
see the next section titled Examine and Reflect for more details on the use of performance monitoring
and evaluation to examine success.
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5. EXAMINE AND REFLECT
Under ESEA sections 2102(b)(2)(D) and 2102(b)(3), LEAs are required to use data and ongoing
consultation to continually improve their Title II, Part A funded activities. LEAs must use Title II, Part A
funds to develop, implement, and evaluate comprehensive programs and activities. (ESEA section
2103(a)). To ensure effective Title II, Part A investments, it is important to track and measure the shortterm and long-term impacts of an intervention. There are different ways to examine how activities are
working. Performance monitoring, for instance, involves frequently tracking data about an activity to see
how outcomes compare to identified targets and goals. Rigorous evaluations, on the other hand,
measure the effectiveness of an activity, answering questions about the impact of a specific activity on
measured outcomes. Both types of knowledge help inform future decisions and investment, and should
be reflected upon and shared with key stakeholders to make future decisions. Performance monitoring
and evaluations of effectiveness are described below:
 Performance monitoring involves regularly collecting and analyzing data in order to track
progress against targets and goals. For example, performance monitoring can help identify
whether key elements of a logic model are being implemented as planned and whether the
intervention is meeting interim goals and milestones, and suggest ways the intervention could
be changed for continuous improvement. Performance information can also provide insight into
whether the expected outcomes are being achieved.
 Evaluations of effectiveness may be appropriate when SEAs and/or LEAs want to know if an
activity was effective in that the activity affected the intended student or educator outcomes.
These types of evaluations may meet strong or moderate evidence levels, as defined in ESEA
section 8101(21). In order to ensure these evaluations of effectiveness produce credible results,
SEAs or LEAs can leverage Department of Education technical assistance, including working with
local RELs to plan, implement, and conduct evaluations, engage university faculty as research
partners, and/or by using supporting resources like this free software to simplify analysis and
reporting of evaluation results.

1
4

Guidance on the Definition of “EvidenceBased”
Evidence is a powerful tool to identify ways to address education problems and build knowledge on
what works. ESEA emphasizes the use of evidence-based activities, strategies, and interventions
(collectively referred to as “interventions”). Section 8101(21)(A) of the ESEA defines an evidence-based
intervention as being supported by strong evidence, moderate evidence, promising evidence, or
evidence that demonstrates a rationale (see text box below). Some ESEA programs encourage the use of
“evidence-based” interventions while others, including several competitive grant programs and Title I,
section 1003 funds, require the use of “evidence-based” interventions that meet higher levels of
evidence.
In order to help SEAs, LEAs, schools, educators, and partner organizations (collectively referred to as
“stakeholders”) understand and identify the rigor of evidence associated with various interventions,
below are the recommended considerations, resources, and criteria for each of ESSA’s four evidence
levels. These recommendations are applicable to all programs in ESSA. This guidance does not address
the specific role of evidence in each ESSA program and therefore should be used in conjunction with
program-specific guidance.
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The criteria below represent the Department’s recommendations for identifying evidence at each of the
four levels in ESEA.
 Strong Evidence. To be supported by strong evidence, there must be at least one well-designed and
well-implemented experimental study on the intervention. The Department considers an experimental
study to be “well-designed and well-implemented” if it meets or is of the equivalent quality for making
causal inferences. Additionally, to provide strong evidence, the study should:
1) Show a statistically significant and positive (i.e., favorable) effect of the intervention on a
student outcome or other relevant outcome;
2) Not be overridden by statistically significant and negative (i.e., unfavorable) evidence on the
same intervention in other studies that meet WWC Evidence Standards with or without
reservations or are the equivalent quality for making causal inferences;
3) Have a large sample and a multi-site sample; and
4) Have a sample that overlaps with the populations (i.e., the types of students served) AND
settings (e.g., rural, urban) proposed to receive the intervention.

 Moderate Evidence. To be supported by moderate evidence, there must be at least one welldesigned and well-implemented quasi-experimental study on the intervention. The Department
considers a quasi-experimental study to be “well-designed and well-implemented” if it meets WWC
Evidence Standards with reservations or is of the equivalent quality for making causal inferences.
Additionally, to provide moderate evidence, the study should:
1) Show a statistically significant and positive (i.e., favorable) effect of the intervention on a
student outcome or other relevant outcome;
2) Not be overridden by statistically significant and negative (i.e., unfavorable) evidence on that
intervention from other findings in studies that meet WWC Evidence Standards with or without
reservations or are the equivalent quality for making causal inferences;
3) Have a large sample and a multi-site sample; and
1
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4) Have a sample that overlaps with the populations (i.e., the types of students served) OR
settings (e.g., rural, urban) proposed to receive the intervention.
 Promising Evidence. To be supported by promising evidence, there must be at least one welldesigned and well-implemented correlational study with statistical controls for selection bias on the
intervention. The Department considers a correlational study to be “well-designed and wellimplemented” if it uses sampling and/or analytic methods to reduce or account for differences between
the intervention group and a comparison group. Additionally, to provide promising evidence, the study
should:
1) Show a statistically significant and positive (i.e., favorable) effect of the intervention on a
student outcome or other relevant outcome; and
2) Not be overridden by statistically significant and negative (i.e., unfavorable) evidence on that
intervention from findings in studies that meet WWC Evidence Standards with or without
reservations or are the equivalent quality for making causal inferences.
 Demonstrates a Rationale. To demonstrate a rationale, the intervention should include:
1) A well-specified logic model that is informed by research or an evaluation that suggests how
the intervention is likely to improve relevant outcomes; and
2) An effort to study the effects of the intervention, ideally producing promising evidence or
higher, that will happen as part of the intervention or is underway elsewhere (e.g., this could
mean another SEA, LEA, or research organization is studying the intervention elsewhere), to
inform stakeholders about the success of that intervention.
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