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Introduction 

The effectiveness of early career teachers (ECTs) is a crucial lever for elevating student 

achievement, especially in high-poverty schools. This proposal exemplifies Absolute Priorities 1 

and 4. It builds on evidence that the instructional coaching cycle designed by Teachstone 

supports students’ social and emotional learning (Collaborative for Academic, Social, and 

Emotional Learning, 2023) and has outsized impacts on ECTs, advancing their students’ 

achievement by 2 months or more (see A4). The focal program is called “Positive Acceleration 

for Early Career Teachers (+AFFECT).” It combines the optimal dosage of Teachstone coaching 

cycles with group activities and leadership support, creating a scalable and sustainable program 

likely to make ECTs in high-poverty schools much more effective. 

The American Institutes for Research® (AIR®) will lead the overall project and ensure 

coordination across partners. Teachstone will implement +AFFECT in collaboration with the six 

district partners. AIR and Georgia State University (GSU) will conduct the independent 

evaluation of +AFFECT, producing findings that inform not only Teachstone and the district 

partners but also a national audience of education practitioners, policy makers, and researchers. 

Learning Forward (LF) will lead the partnership’s collaborative dissemination efforts. 

In total, the project will refine, test, scale, and sustain the +AFFECT program in 76 high-

poverty middle schools, divided into three cohorts (see Exhibit 1). The first cohort is a pilot 

cohort. Cohorts 2 and 3 will be the basis for a multisite school-level randomized controlled trial 

(RCT). AIR will recruit 28 and 44 schools, respectively, for these two impact cohorts, randomly 

assigning half of each cohort’s schools to treatment and half to delayed treatment (control). 

This multicohort design creates opportunities to refine and sustain +AFFECT. Across the arc 

of the project, Teachstone will provide +AFFECT directly for 1 year in each pilot cohort school 
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and each treatment school in Cohorts 2 and 3, iteratively improving it using data and feedback. 

Teachstone will then train and support local district staff, who will extend +AFFECT to the 

delayed-treatment schools and encourage all schools to sustain the use of the program. 

Exhibit 1. Number of Schools That Will Receive the Program, by Cohort and Year 

School cohort 2024–25 2025–26 2026–27 2027–28 

Cohort 1 (pilot cohort) 4 pilot schools 

Cohort 2 (impact cohort) 14 treatment 
schools 

14 control schools 
(delayed treatment) 

Cohort 3 (impact cohort) 22 treatment schools 22 control schools 
(delayed treatment) 

CPP1: Partners to Support Equity. GSU’s team includes two co-principal investigators 

(co-PIs) and a graduate assistant, all focused on the evaluation (see B2). AIR and GSU have been 

working together for 4 years to promote diversity in the education sciences and to bring diverse 

perspectives and lived experiences into research activities. We continue to deepen our 

institutional relationship, collaborating on projects and proposals. For this project, GSU’s team 

brings complementary research skills and relationships with high-poverty schools across the 

Atlanta-area, including in one of the partner districts (Fulton). GSU’s role exemplifies CPP1 

because GSU is a minority-serving institution and is not typically an EIR grantee. 

CPP2. The project specifically addresses the impact of COVID-19 on students and teachers 

in high-need schools (see A1). For CPP2a, it uses student engagement as a means to improve 

student achievement (see A2), and its individual coaching incorporates regular, individual needs 

assessment by trained instructional coaches (see A3). For CPP2b, +AFFECT supports engaging, 

effective instruction using an evidence-based instructional approach (see A2) and an evidence-

based approach to instructional coaching (see A3, A4), all without tracking or remedial courses. 
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A. Significance 

A1. ECTs in High-Poverty Schools: A Promising Lever for Equity in Education 

Studies that examine variation in student outcomes all point to teachers as a strong lever for 

improving outcomes, including achievement, social and emotional competencies, and later life 

outcomes (e.g., Chamberlain, 2013; Chetty et al., 2014; Gershenson, 2016; Kraft, 2019; Rivkin 

et al., 2005; Sass et al., 2010). In a study that randomly assigned students to teachers to eliminate 

the possibility that “teacher effects” reflect schools’ sorting of students into classes, researchers 

found that having a teacher at the 75th rather than the 25th percentile of teacher effectiveness 

translated to a big difference in achievement (+0.35 SD in reading; +0.48 SD in math). The 

authors summarized, “Teacher effects are much larger than school effects.” In addition, 

variation in teacher effects was largest among the sample’s high-poverty schools, meaning 

teacher effects are even stronger in high-poverty schools than others (Nye et al., 2004). 

These findings are key as we respond to the drop in student achievement caused by COVID-

19. The drop hit high-poverty schools the hardest and enlarged historic educational disparities. 

According to National Assessment of Educational Progress (NAEP) data (2023a, 2023b), the 

share of middle school students proficient or better in math was only 13% among low-income 

students, compared to 38% for others. In reading, the corresponding figures were 19% and 41%. 

But the damage is deeper because COVID-19 created teacher workforce problems in 

high-poverty schools that will have long-term consequences. We know novice teachers are 

less effective than veteran teachers, yet novice teachers are assigned students with lower initial 

achievement (Center for Education Policy Research, 2012). In addition, even before the 

pandemic, the percentage of novice teachers in the workforce was about twice as high in high-

poverty schools than in affluent schools (Carver-Thomas & Darling-Hammond, 2017). The 
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pandemic deepened this challenge, as all schools, but especially high-poverty schools, had to hire 

applicants they would not have hired pracademic (Delarosa & Elias, 2022). Unless labor market 

conditions change radically, student achievement in high-poverty schools will be limited by less-

effective novices, who may then become less-effective veterans, or quit. 

To raise achievement in high-poverty schools, we need programs that boost effectiveness for 

ECTs. This project is significant because it focuses on students in high-poverty schools 

assigned to ECT classrooms. We define high-poverty schools as Title I schools. We define 

ECTs as those with 5 years of experience or less. ECTs in high-poverty schools are a high-

leverage and critical focus for equity in education. 

The project’s innovative, evidence-based strategy to address this need is +AFFECT, a 1-year 

teacher professional learning (PL) program for ECTs designed to be effective and scalable in 

high-poverty schools. As shown next, +AFFECT is grounded in a rubric designed for students 

from low-income families that is used by instructional coaches and teachers to foster classroom 

interactions that support student engagement (see A2). The main “active ingredient” in 

+AFFECT is Teachstone’s virtual, individualized coaching cycle, which focuses on teacher-

student and student-to-student interactions (see A3). With support and feedback from a trained 

coach, teachers complete five cycles, which minimizes burden and optimizes effectiveness, 

according to a recent RCT (see A4). To magnify impact and enhance scalability, +AFFECT 

incorporates streamlined group activities for the ECTs and leaders in each school (see B1). 

A2. Student Engagement: A Promising Focus for ECTs in High-Poverty Schools 

Teachers say that student engagement is a major barrier to learning recovery and a top 

priority for PL. Teachers surveyed by Education Week (2022) cited “problems with student 

engagement” more often than any other challenge to learning recovery. Eighty percent of 
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respondents said the pandemic made students less motivated in school (Prothero, 2023). And 

teachers’ top priority for PL was “building student engagement and motivation” (Klein, 2021). 

The +AFFECT program focuses ECTs on student engagement as a goal with multiple 

dimensions—emotional, behavioral, and cognitive engagement. ECTs often struggle with student 

engagement and fall back on behavioral compliance. But students learn best when their 

engagement is supported emotionally and cognitively as well. For example, students need 

teachers to foster a positive climate and respond productively to social-emotional needs. The 

focus of +AFFECT on authentic engagement builds on a consensus among researchers that 

authentic engagement in school drives academic learning (Reeve, 2013; Roorda et al., 2017; 

Skinner et al., 2009) and reduces future problems, such as dropout, depression, and aggressive 

behaviors (Li & Lerner, 2011; Samelo-Aro, 2017; Voisin & Elsaesser, 2016).   

To support engagement, the PL activities in +AFFECT are guided by a system for observing 

features of classroom interactions that predict student engagement and learning during academic 

instruction in any subject ([Redacted] et al., 2013; Pianta, 2016). These teacher-student 

interactions and student-to-student interactions are observable and “coachable.” 

Specifically, coaches who use +AFFECT learn an observation system called “Classroom 

Assessment and Scoring System-Secondary” (CLASS-S), originally developed to work in Head 

Start centers that serve children from low-income families and now adapted for adolescent 

students. CLASS-S defines the quality of classroom interactions using a validated 11-dimension 

rubric spanning three domains: Emotional Support, Classroom Organization, and Instructional 

Support. For example, one dimension within the first domain is Positive Climate (see Appendix 

J.1.1 for additional dimension descriptions and research citations). For each dimension, raters 

choose among seven distinct levels of performance. A recent statewide study linked a 1-point 
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increase on the 7-point CLASS-S overall scale to 4.4 and 5.1 percentile points of student growth 

in English language arts (ELA) and math achievement, respectively (Therriault et al., 2020). The 

use of a validated framework—and focus on classroom interactions—helps make +AFFECT a 

unique and promising alternative to mainstream coaching programs (e.g., Knight, 2017). 

By design, the dimensions of observable interactions used to guide +AFFECT are especially 

relevant in high-poverty schools, where students bring diverse needs, assets, and interests 

culturally, linguistically, and academically. Teachers using +AFFECT learn to interact in ways 

that are responsive to these and other important factors, such as students’ need for autonomy and 

decision making with sufficient support to achieve a sense of control (Allen et al., 1994; 

Anderman & Midgley, 1998). CLASS-S dimensions—notably Positive Climate and Regard for 

Adolescent Perspectives—overlap with parameters for two of the four principles of culturally 

responsive teaching defined by Wlodkowski and Ginsburg (1995a, 1995b) (see also Reese et al., 

2014). And as we describe later (see C3), students in high-poverty schools receive the types of 

student engagement support described by CLASS-S much less frequently than other students. 

+AFFECT will help teachers in high-poverty schools boost engagement and achievement.  

A3. Instructional Coaching: Teachstone’s Unique Approach 

Teachstone’s coaching cycle is a promising alternative to traditional coaching, based on 

how the program (a) focuses on classroom interactions (see A2); (b) is mediated through an 

online system; (c) specifies clear, practical steps for coaches and teachers; (d) centers on video 

clips, enabling virtual rather than in-person learning; and (e) uses positive reinforcement only, 

rather than an “areas for growth” approach. At the start of each cycle, the teacher uploads a video 

recording of a typical lesson, and the coach finds three clips that each illustrate how a classroom 

interaction supported student engagement (see Exhibit 2 and detail in Appendices J.1.2 & J.1.3). 
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The cycle requires the teacher to reflect on those clips in writing and then orally with the coach. 

These steps help the teacher understand vividly what drove engagement and why, and how they 

can use supportive interactions to achieve their teaching goals. Coaches and teachers praise the 

focus on “strengths-based” positive reinforcement (Foster, 2021; Wells & Foster, 2022). 

Exhibit 2. The Five Steps of Teachstone’s Coaching Cycle 

Step 1. The teacher uploads a video capturing 30+ minutes of classroom instruction. 
Step 2. The coach views the video and selects three 1-minute clips that illustrate teacher-student interactions and 
engagement. For each clip, the coach writes a question to spur reflection.   
Step 3. The teacher views the video and questions and posts responses, which the coach reads before the 
videoconference. 
Step 4. During a 20- to 30-minute videoconference, the teacher and coach discuss the video and the teacher’s 
responses to the prompts. The coach guides the teacher in reflection, helping the teacher understand how the 
quality of classroom interactions affects student engagement. The two also discuss goals for the teacher, focusing 
on particular dimensions of classroom interactions, and develop an action plan.   
Step 5. The coach sends the teacher a detailed written conference summary and action plan. 

Teachstone’s individual coaching cycle is also promising because of its feasibility for 

implementation at scale. Each step is asynchronous except for the videoconference, making it a 

convenient alternative to traditional coaching (Foster, 2021). And a cycle takes a teacher just 1–2 

hours, spread across 2–3 weeks (Clark et al., 2022). To ensure fidelity, Teachstone staff called 

“specialists” have protocols, materials, and tools that comprise the Fidelity Support System (see 

Appendix J.1.4), which they use to train coaches, monitor their work, and intervene with coaches 

individually when needed. The cycle is used widely in Head Start centers to serve pre-K teachers 

with disadvantaged students but is not yet well known in K–12 classrooms. 

In general, coaching is a promising alternative to traditional PL approaches such as 

workshops or summer institutes because it individualizes PL, grounds it in each teacher’s 

classroom practice, gives teachers agency, and establishes ongoing accountability between the 

teacher and the coach (Hill & Papay, 2022). A meta-analysis found positive results for students 

on average, though not all programs produced positive results (Kraft et al., 2018).  
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A4. Building on Findings From Successive Impact Evaluations 

The project design draws on lessons from three prior impact evaluations of Teachstone’s 

coaching model, which reveal three key insights that motivate the project and its design. 

First, the individual coaching was effective in demonstrating positive impacts on student 

achievement in varied settings and for diverse students. The program produced consistent 

positive impacts in two trials in distinct settings: in middle schools in predominantly white, 

rural/small town, middle-income districts (Allen et al., 2011), and in high schools in a 

predominantly black, large urban, high-poverty district (Allen et al., 2015; see Evidence Form 

for details on the two trials). Impacts did not vary by student characteristics (race and ethnicity, 

poverty, gender, prior achievement). Moreover, follow-up analysis of the first trial showed 

reduced use of exclusionary discipline on Black students (Gregory et al., 2013a, 2013b, 2015). 

Second, a lower dosage of coaching produced better results. The third and biggest trial 

involved 14 large urban and suburban districts. Among the students, two thirds were from low-

income families. The sample enabled the researchers to test two different dosage levels of the 

individual coaching: five cycles and eight cycles. The five-cycle program resulted in a positive 

impact equivalent to 2 months of learning on ELA achievement, while the eight-cycle version 

did not produce a statistically significant impact on achievement (Clark et al., 2022). The authors 

hypothesize that in the eight-cycle version, teachers did not have sufficient time between cycles 

to incorporate what they learned about classroom interactions and student engagement. 

The third insight motivating this proposal’s design is that the most promising population 

for the individual coaching is ECTs. Among teachers with 0–5 years of experience, the five-

cycle program had a positive impact across both ELA and math (2.5 months of learning in 

math and 2.75 months in ELA; Clark et al., 2022). ECTs may be more responsive to PL 
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experiences or to particular features of Teachstone’s coaching cycle. 

Summary. ECTs are a critical lever to improve achievement in high-poverty schools. To 

accelerate their development and make a lasting strategic impact on achievement and the teacher 

workforce in high-poverty schools, the project advances +AFFECT—a feasible, convenient 

program that is well suited to high-poverty schools, promises months of additional learning, 

works across subject areas, and fills a need for PL focused on student engagement. The project 

will refine, test, scale, and sustain +AFFECT. As discussed next in B1 and depicted in the logic 

model (see Appendix G), the +AFFECT program includes individual coaching (Teachstone’s 

coaching cycle) and complementary school leader and ECT team activities that support scaling.  

B. Strategy to Scale 

B1. Strategies to Overcome Past Barriers to Scaling and Sustaining 

To ensure that all schools implement the +AFFECT program for 1 year and that many sustain 

it, the project plans four key strategies to overcome past barriers to scaling and sustaining. 

Strategy 1. Alignment With the Felt Needs of District and School Leaders. In a recent 

implementation, the largest barrier to scale was the initial buy-in of district and school leaders. 

We asked them to sign up for Teachstone coaching cycles at a dosage of 10 cycles per year for 2 

years, and many declined quickly. The decision to limit +AFFECT to five cycles—and to focus 

on ECTs—aligns not only with impact evidence but also with the felt needs of district and school 

leaders revealed in dialogue when writing this grant application: (a) especially since COVID-19, 

leaders are careful about adding activities for teachers; (b) ECTs are a “pain point”—principals 

struggle to find ways to help ECTs become more effective without overwhelming them; and (c) 

as federal recovery funds end, leaders seek strategies that are sustainable and cost-effective. Cost 

analyses show the five-cycle dosage is highly cost-effective (Clark et al., 2022).  
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Districts representing 170 Title I middle schools signed letters of support (6) to try out 

+AFFECT for their ECTs—far more than needed to fill Cohorts 1, 2, and 3 (see Appendix J.3). 

We will engage additional districts as needed by leveraging the networks of AIR, GSU, LF, and 

Teachstone. An additional partner, Teach for America, will introduce +AFFECT to its network 

of district clients with high-poverty schools to support more scaling. 

Strategy 2. Program Activities Supporting Scaling—School Leadership Activities. 

Teachstone’s prior implementations of the individual coaching lacked mechanisms to engage 

leadership—important supports for scaling and for teacher PL program effectiveness (Grissom et 

al., 2021; Learning Forward, 2022). Principals said they lacked opportunities to receive updates 

(e.g., the number of completed cycles), set priorities (e.g., particular domains of classroom 

interaction), or provide other input. Involving principals and other instructional leaders would 

have enabled them to intentionally sustain the program and support further scaling.  

To address this barrier, +AFFECT includes school leadership activities. Specifically, 

Teachstone’s assigned coach will hold four meetings across the year with each school’s 

leadership, to include the principal and a principal-appointed instructional leader (e.g., a coach or 

mentor) designated the “ECT champion,” who also plays a role in ECT team activities (see 

Strategy 3). The ECT champion role will be supported by Teachstone’s Fidelity Support System 

(see Appendix J.1.4) via an initial training and one-on-one check-ins between the four leadership 

meetings (see Appendix J.1.5 for the ECT champion manual’s table of contents). 

At the first school leadership meeting, the principal and ECT champion will self-assess and 

share other contextual information (e.g., school culture, priorities) to inform planning and steer 

program implementation. At the remaining three meetings, Teachstone, the principal, and the 

ECT champion will discuss implementation, troubleshoot issues (e.g., coordination with existing 
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initiatives affecting ECTs), and eventually plan for the continued integration of +AFFECT 

practices in the next year (see Strategy 4). These activities will engage school leadership, 

improve PL coherence and integration (Darling-Hammond et al., 2016; Desimone, 2009), and 

lay groundwork for continued implementation after the first year. 

Strategy 3: Program Activities Supporting Scaling—ECT Team Activities. Another 

barrier to scaling and sustaining is the negative stigma teachers feel about being selected for 

coaching. Instructional coaches often focus on teachers who are struggling, so teachers assume 

receiving coaching is a sign of deficiency (Mangin & Dunsmore, 2014; Picucci & Laughlin, 

2019). In prior implementations, Teachstone carried out the individual coaching without any 

activities to ensure that participation had a positive social meaning. Teachers were reluctant to 

discuss their coaching experiences with others, even though the experiences were positive (e.g., 

Foster, 2021) and sharing those experiences would have supported scaling. 

To address this barrier, +AFFECT includes ECT team activities. The activities are designed 

to ensure that ECTs and others see the program as a supportive, collective initiative that includes 

all ECTs. To that end, the ECT champion and Teachstone coach will cofacilitate a fall and spring 

team meeting in each participating school. For the meeting, each ECT will select a favorite video 

clip from their coaching cycles to share and discuss with the group. The principal will join the 

spring team meeting to stay informed and to celebrate the ECTs’ efforts. Teachstone piloted this 

strategy and found that teachers used the strategy in team meeting times with fidelity (Stuhlman 

et al., 2022). Such collaborative PL activities should broaden and deepen buy-in for the program, 

help it self-propagate, and potentially improve its effectiveness (Garet et al., 2001; Kraft, 2019). 

Strategy 4: Support for Continued Integration After the First Year. Beyond school 

leadership and teacher buy-in, scaling and sustaining a reform requires creating “conditions to 
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shift authority and knowledge of the reform from external actors to teachers, schools, and 

district” (Coburn, 2003). Our specific strategy to overcome this barrier—the need to shift 

authority and knowledge—is to give schools and central office leaders greater (a) control over 

program parameters and then (b) knowledge and responsibility for the coaching.  

Toward the end of the first year of implementation, AIR will facilitate dialogue among 

Teachstone, district leadership, and school leadership and a sample of ECTs at schools finishing 

their first year of implementation. To shift authority, central office and school leadership will 

decide program parameters for the second year, such as which teachers receive coaching, how 

many coaching cycles, and which dimensions of classroom interactions to emphasize. 

During the second year, Teachstone will continue to engage school leadership and support 

team activities remotely but will shift responsibility for individual coaching to the district. Using 

guidance from Teachstone to select suitable staff (see B3 and Appendix J.2), the central office 

will allocate the time of one or more district coaches. Teachstone will train, monitor, and support 

the district coaches using its Fidelity Support System (see Appendix J.1.4). Teachstone uses this 

system to support its own coaches and has shown it successfully produces the individual 

coaching with fidelity using local district coaches ([Redacted]  & Coggshall, 2022). District coaches 

will serve treatment schools after the first year of program implementation. They will also serve 

teachers in the 36 delayed treatment schools and could serve additional schools. 

B2. Management Plan to Achieve the Objectives on Time and Within Budget 

Appendix J.4 depicts the broad responsibilities of each partner. Along the top row, AIR’s 

project management team manages the project. The evaluation team includes AIR and GSU 

staff, who will conduct the independent evaluation of the +AFFECT program.1 Along the bottom 

1 Consistent with Office of Elementary and Secondary Education guidance for independent evaluation (Abt Associates, 2020), 
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the evaluation team is separate from the project management team and will have no role in the development or implementation of 
+AFFECT except to share implementation analyses as feedback. This structure ensures the independence of key evaluation 
activities (including random assignment, outcome data collection, analysis, and reporting) and is enforced through corporate 
conflict of interest policies, team-specific charge codes, and bimonthly review by senior leaders in AIR. 

row, Teachstone and the school districts implement +AFFECT, and LF leads dissemination. 

As the management plan chart in Appendix J.6 shows, AIR assigns responsibility for each 

project objective and specific strategy (all identified in C2) to a specific partner and lead staff 

member. The chart also specifies each strategy’s timeline and milestones. To achieve these 

project objectives and strategies on time and within budget, AIR and the partners each bring a 

proven history of implementing and scaling projects as well as well-qualified personnel (see B3). 

To implement the management plan, AIR’s project director ([Redacted] ) and deputy director 

([Redacted]) will hold a project kickoff meeting for each project objective with the responsible 

staff to review and revise management plan, then hold recurring task-based meetings. AIR will 

monitor progress and costs; ensure coordination across partner organizations and school districts; 

and adjust the plan as needed to ensure timeliness and performance within the project budget. 

B3. Organizational Capacity to Bring the Project to Scale 

The partnership depicted in Appendix J.4 provides the management capacity and qualified 

personnel needed to bring the project to scale. (For staff resumes, see Appendix B.) Using its 

management infrastructure, AIR has a distinguished track record of projects to scale up and evaluate 

PL programs in high-need schools. In each of the three example projects shown in Appendix J.7, 

AIR coordinated across subcontracted organizations, including a PL provider and several school 

districts; recruited participating districts, schools, and teachers; and conducted an independent 

evaluation that informed program improvements and assessed impacts. 

AIR’s management plan designates experienced staff for lead roles, including its project 

management team and evaluation team. Leading AIR’s project management team, [Redacted] 
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[Redacted] , project director, brings 20 years of experience studying teachers and teaching, including 

leading several projects that refine, test, and scale teacher PL programs designed to improve 

outcomes in Title I or other high-need schools. [Redacted] , deputy director, has 10 years 

of project management experience and has successfully managed large-scale projects that focus 

on teacher PL in high-need schools. Before coming to AIR, she taught as a bilingual teacher in a 

Title I school. [Redacted] , partnerships lead, is an experienced educator, principal, and 

superintendent who works with Title I schools regularly on AIR’s district and school 

improvement team and has built and managed partnerships on two teacher PL projects. 

The evaluation team, which spans AIR and GSU, also brings experienced staff. [Redacted] , 

evaluation lead, has designed and executed studies of interventions including teacher PL 

programs for 13 years, including in schools with students from marginalized racial and ethnic 

groups and from low-income families. [Redacted] , fidelity and qualitative lead just 

completed a parallel role on an EIR grant focused on PL with Danielson Group. At GSU, [Redacted] 

, GSU co-PI, is on the faculty in the Dept. of Learning Sciences. An HBCU graduate, he 

conducts research on secondary education, including deeper learning and special education. He 

will contribute to instrument development, data collection, and dissemination together with a GSU 

graduate assistant. [Redacted] , GSU co-PI, is a senior research scientist in the College of 

Education and Human Development and has expertise in large evaluation studies. She will 

leverage her relationships with local education agencies to support recruitment and data collection. 

Teachstone will provide all supervision, training, tools, and support needed to implement 

+AFFECT. Founded in 2008, Teachstone is the national vendor for +AFFECT and several other 

PL and assessment services to support effective classroom interactions. The organization 

recently delivered its individual coaching with fidelity in an RCT involving 107 schools across 
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14 districts (Clark et al., 2022). [Redacted] , program design lead, will lead updates to the 

design of +AFFECT, drawing on her expertise in teacher PL, classroom processes, and serving 

students in disadvantaged schools. [Redacted] , program implementation lead, will lead 

Teachstone’s delivery of services to schools. [Redacted]  brings more than 20 years of experience 

and has successfully directed and managed large projects in education, working with high-need 

schools and examining culturally responsive instructional practices. Teachstone’s trained and 

CLASS-S certified specialists, such as [Redacted] , will oversee a team of experienced, 

professional coaches, with the following qualifications: CLASS-S certification; experience 

teaching and providing professional development to education professionals; and proven skill in 

virtual training and facilitation (for coach qualifications, see Appendix J.2).  

LF will lead the dissemination work (see B4), drawing on its leadership and capacity to 

inform, reach, and engage audiences interested in educator PL (see learningforward.org). 

[Redacted] , dissemination lead, will direct this work and engage partners and 

participants, including the community of practice (CoP) (see B4). As LF’s vice president for 

publications, [Redacted]  oversees the planning, creation, production, and dissemination of all LF 

products, including member newsletters, The Learning Professional journal, and books.  

The six school district partners bring leaders and educators committed to strong 

implementation of PL that contributes to student success. Each superintendent will appoint a 

district leader (usually an asst. superintendent) to collaborate with the project team to recruit and 

support Title I schools to participate. To scale and sustain +AFFECT after the first year, the 

leader will recruit district coaches using Teachstone’s guidelines for coach qualities (Appendix 

J.2). Each principal will ask a current instructional leader (e.g., teacher leader, instructional 

coach) with experience motivating adults and teams to serve as the school’s ECT champion.  
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B4. Dissemination Mechanisms to Support Further Development and Replication 

The dissemination will support (a) broad awareness of project information, program 

practices, and lessons; and (b) district and school replication of the program and key program 

practices in diverse contexts. LF will lead collaborative efforts to author open license products such 

as a communication toolkit with infographics, PowerPoint presentations, video testimonials, 

blogs, and articles (see B5; for a list of products, see Appendix J.9). LF will leverage (a) each 

partner’s dissemination mechanisms, (b) third-party mechanisms, and (c) a CoP, as detailed here. 

The partners will use social media to publicize the products, which will be available at no cost. 

LF Dissemination Mechanisms. LF is a widely trusted broker of meaningful information 

and dialogue about PL among K–12 professionals. Its members include more than 32,000 central 

office and building administrators, teachers, PL providers, and researchers. The project team and 

participants will author dissemination products for its journal (The Learning Professional), its 

blogs on learningforward.org, its “white paper” series as well as webinars and annual conference 

sessions. Products will feature participants’ experiences, innovative program practices, lessons 

from implementation, and findings about impact. Social media outreach and announcements in 

LF’s weekly, monthly, and quarterly newsletters (PD in the News, Connect, and Tools for 

Learning Schools) will draw attention to products, all available for free on the project webpage. 

Teachstone Dissemination Mechanisms. Teachstone will leverage its strong market 

presence and website as well as its annual InterAct conference, typically attended by hundreds of 

participants who seek to learn how to better support effective classroom interactions. These 

audiences will hear stories about +AFFECT experiences, program features, and lessons to bring 

to their home districts. To support replication of the program and its key practices, Teachstone 

will publicly post products designed to support replication (i.e., manuals and other resources 
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identified in Appendix J.9 and B5) and offer cost-based training services.  

AIR Dissemination Mechanisms. AIR brings reputation and reach across a swath of 

practitioners, policy makers, and researchers who seek to use the best evidence. AIR will support 

replication and development by featuring no-cost products on its website, which logs hundreds of 

thousands of visits monthly. AIR will also use its email networks that target those who use 

evidence to support high-quality teaching—for example, the dissemination networks of its 

Center on Great Teachers and Leaders and of Regional Educational Laboratories, each of which 

engage practitioners, policy makers, and researchers. Accessible products featuring the program 

design, evidence base, and project lessons will engage these audiences broadly. 

GSU Dissemination Mechanisms. In addition to its reach among researchers and policy 

makers nationally, GSU partners with school districts across Georgia and supplies a significant 

share of the state’s teachers. To encourage replication, GSU will engage these partners in 

dialogue about the program and participant experiences as well as project stories and lessons. 

Third-Party Dissemination Mechanisms. AIR and GSU will reach researchers through 

peer-reviewed academic journals and at research conferences. The partners will also develop 

broadly understandable products like highlights, FAQs, and briefs for education trade 

publications (e.g., Education Week, Educational Leadership) and conferences (e.g., Association 

for Supervision and Curriculum Development; Education Commission of the States). 

CoP Dissemination Mechanisms. Within partner districts, LF will recruit participating 

ECTs, ECT champions, principals, and district administrators to join the CoP and convene them 

three times per year, growing the CoP across cohorts. CoP meetings will elicit in-depth 

discussion of participants’ needs and experiences with +AFFECT, which will inform program 

adjustments (see bottom of C3). CoP members will also discuss expanded use of +AFFECT in 
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participating districts and share strategies for addressing barriers to scale and sustain the 

program. The CoP will thus support replication in additional schools and districts. 

B5. Useful Products Tailored to be Effective for End Users 

The free information, materials, and processes we develop and disseminate through the 

mechanisms described in B4 will support three target audiences: (1) policy makers, PL provider 

organizations, and school system staff whose support is needed; (2) school system staff who 

decide to implement the program or its key techniques and practices; and (3) researchers. 

For the first group, the most useful products will be short blogs, articles, conference 

presentations, and webinars, using outlets that these audiences trust (see examples in Appendix 

J.9). In our experience, these products are most effective when they incorporate the voices of 

program participants from diverse settings, so we will invite varied participants to author 

products or share their perspectives with authors at AIR, Teachstone, and LF. Participants will 

also receive a Communications Toolkit to support sharing their perspectives and project 

information with other districts as well as regional and national stakeholders. 

Second, for districts and schools that decide +AFFECT can help them, the project will 

disseminate products that support replication of the program or key program practices and 

techniques. To that end, refined implementation guides (for central office staff and school 

leaders), detailed manuals (including coach, teacher, and ECT champion manuals), and FAQs 

will be posted online. These open-license materials will incorporate refinements based on 

Teachstone’s continuous improvement efforts, which will draw on its operational data as well as 

evaluation feedback from AIR and the CoP. Materials will include tips and guidance for 

successful use in various settings, based on the project’s diverse sample. With these materials, 

local coaches anywhere can try the coaching techniques. Teachstone will also continue to offer 
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+AFFECT services directly as well as cost-based services to train, monitor, and support local 

coaches who can implement the program using the fidelity support system.  

Finally, for researchers, we will present at research conferences and publish a report and 

journal article on study findings, which will inform future research projects and innovations.  

C. Quality of the Project Design 

C1. Clearly Articulated Conceptual Framework Underlying the Project 

Underlying the project activities is a coherent conceptual framework, shown in Appendix J.5. 

The base depicts Teachstone resources supporting program implementation, including 

Teachstone’s Fidelity Support System, specialists, and coaches. The +AFFECT program consists 

of individual coaching and program activities supporting scaling. These key program 

components are expected to help ECTs understand and identify effective interactions, and then 

incorporate them into their classroom practices, creating a positive impact on the primary teacher 

outcome: quality of classroom interactions. The use of more effective interactions should, in 

turn, lead to improved student outcomes: student engagement and academic achievement. Given 

its use of positive reinforcement, the program may also have positive impacts on two secondary 

teacher outcomes: sense of self-efficacy and job satisfaction. 

This framework is grounded in evidence cited throughout this proposal. Teachstone’s 

Fidelity Support System successfully yields coaching with fidelity, including in high-poverty 

schools ([Redacted]  & Coggshall, 2021), and its individual coaching has demonstrated positive 

impacts on student achievement, as well as on classroom interactions and engagement in high-

poverty and diverse settings (based on citations in A4). +AFFECT’s school leadership and ECT 

team activities are grounded in research on features of PL that make it effective (see citations in 

B1). A large body of evidence links the quality of classroom interactions, student engagement, 
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and student achievement for students in high-poverty schools (see A2 and Appendix J.1.1). And 

the Teachstone coaching cycle improves workforce outcomes similar to job satisfaction (see C3). 

C2. Clearly Specified and Measurable Goals, Objectives, and Outcomes 

AIR will use its management plan (see B2 and Appendix J.6) to ensure the partnership 

achieves the project’s overall goal: to refine, test, scale, and sustain +AFFECT in 76 schools (4 + 

28 + 44) between 2025 and 2028, and to disseminate lessons and practices that advance the field. 

The management plan breaks this goal into three objectives and 13 strategies, each with specific, 

measurable outcomes, as shown in Exhibit 3. An objective’s strategies repeat across years, as 

detailed in the table. For example, Objective 1 is to implement and improve +AFFECT. We will 

complete all the strategies under Objective 1 for each pilot school in Cohort 1, then each 

treatment school in Cohort 2, and then each treatment school in Cohort 3.   

Exhibit 3. Objectives, Strategies, Outcomes, and Measures 

Strategies Measures Outcomes 

Objective 1: Implement +AFFECT for 1 year while regularly using feedback and fidelity data for project 
improvement (each school in Cohort 1 and each treatment school in Cohorts 2 and 3). 

Strategy 1.1 AIR recruits schools 
and teachers for pilot and impact 
study. 

Signed memoranda of 
understanding (MOUs) for 
participating schools 

4 schools sign MOUs for Cohort 1; 28 
sign for Cohort 2; and 44 sign for Cohort 
3. 

Strategy 1.2 Teachstone recruits 
and trains coaches to provide PL 
to teachers. 

Completion of program training 
and CLASS-S certification 

2, 6, 15, and 9 coaches certify in CLASS-
S and complete Teachstone’s training for 
2025–26, 2026–27, 2027–28, and 2028– 
29 school years respectively (includes 
delayed treatment schools).   

Strategy 1.3 Teachstone 
implements +AFFECT program, 
including coaching and program 
activities supporting scaling. 

Coaching logs and coaching 
session attendance records 

Coaching logs and meeting records show 
80% of teachers participate in four or 
more coaching cycles. 

Strategy 1.4 AIR collects 
formative evaluation data from 
teachers, coaches, and coach 
specialists on teacher PL 
experiences and feasibility. 

Teacher, coach, and coach 
specialist surveys; pilot study 
fidelity of implementation briefs 

Survey responses show that 80% of 
teachers and coaches and 100% of coach 
specialists have completed feedback 
surveys. 

Strategy 1.5.Teachstone refines 
program materials, including 
coach training and supports and 
activities related to coaching.   

All measures in Appendix J.10 
(e.g., Teachstone online system, 
coach logs, FOI checklist, coach-
teacher relations survey, etc.). 

Data and feedback show improved 
coaching supports and fidelity of 
implementation during a given cohort and 
from one cohort to the next. 
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Strategies Measures Outcomes 

Objective 2: Measure +AFFECT’s impact on teacher and student outcomes (Cohorts 2 and 3). 

Strategy 2.1 AIR randomly 
assigns schools to treatment and 
control groups. 

Treatment–control balance in 
baseline measures of the outcomes 
and other school characteristics 

Random assignment results in treatment– 
control balance in baseline measures of 
the outcomes and other school 
characteristics, with no baseline group 
differences exceeding 0.25 SD. 

Strategy 2.2 AIR collects and 
analyzes fidelity data and shares 
with Teachstone. 

Coach logs, implementation briefs 90% of teachers in treatment schools have 
completed all five coaching cycles. 

Strategy 2.3. AIR collects teacher 
and student data. 

Completion rates of teacher 
surveys, video recordings, and 
extant achievement data 

All collections achieve response rates of 
90% or greater. 

Strategy 2.4. AIR determines 
service contrast and +AFFECT 
impact on teachers & students. 

Classroom observations, teacher 
surveys, and state assessment data 

Findings about the impact of +AFFECT 
on teacher and student outcomes 
(RQ1&2).   

Objective 3: Disseminate project findings and replicate and sustain program use. 

Strategy 3.1. Teachstone launches 
and convenes community of 
practice (CoP). 

Briefs from CoP convenings and 
CoP participant feedback 

Increased engagement and capacity to 
sustain and expand +AFFECT in 
participating districts 

Strategy 3.2. Learning Forward 
(LF) and partners create written 
and video products and 
disseminate them. 

Number of products, article 
downloads, website clicks, video 
views, social media mentions, and 
mentions on other digital platforms 

Increased awareness and use of 
+AFFECT and key program practices 

Strategy 3.3. LF and partners 
present findings at research and 
practitioner conferences. 

Number of conference 
presentations and participant 
feedback 

Two conferences per year, in Years 3, 4, 
and 5, and increased knowledge among 
potential +AFFECT users and the field 

Strategy 3.4. Teachstone supports 
delayed implementation schools 
in implementing +AFFECT 
through training, monitoring, and 
support for district coaches.   

Training attendance records, 
meeting notes, coaching logs   

Sustained use of +AFFECT in treatment 
schools and expanded use of +AFFECT 
beyond treatment schools in participating 
districts   

C3. Project Design That Addresses the Needs of the Target Population 

The target population is students assigned to ECTs in high-poverty middle schools. The 

project design addresses the needs of these students, their school leaders, and their ECTs. 

Students. COVID-19 deepened challenges with student engagement (see A1), which is 

already a struggle when adolescents enter middle school (Eccles & Roeser, 2009). These 

students need engaging classroom experiences that promote learning, and +AFFECT helps 

teachers provide that. Its validated instructional framework is thoroughly responsive to the 
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diverse needs and interests of students in high-poverty schools (see A2). The partner districts’ 

Title I middle schools reflects this diversity. Among students in these schools, on average, 76% 

qualify for lunch, 47% are Black, 30% are Hispanic, and 13% are English learners (Appendix 

J.3). The districts signed up because they see +AFFECT as a way to meet these students’ needs. 

The need of these students to receive engaging instruction is far from being met, according to 

the best evidence available. Data from an AIR study (Garet et al., 2017) that video-recorded 

classrooms in 127 schools in 8 districts show that students in classrooms in the highest 

poverty schools experienced the lowest levels of support for engagement as measured by all 

three domains of CLASS-S—especially Emotional Support and Classroom Organization. For 

example, among higher poverty schools, 39% of classrooms were in the lowest quartile for 

Emotional Support, compared to 14% in lower poverty schools, as shown in Appendix J.11. 

Early Career Teachers. ECTs know they are learning and face an urgent need to engage 

students authentically and reliably. +AFFECT targets that need, and RCTs of the +AFFECT 

coaching cycle prove that it helps ECTs learn and grow in their effectiveness. In fact, the impact 

of the coaching has been greater for ECTs than veteran teachers (see A4). Of teachers who 

experienced the Teachstone coaching cycle, 97% reported it to be relevant (“it is relevant to my 

instruction”), 88% to be specific (“it provided specific ideas about how I could improve”), and 

94% to be effective in improving their knowledge (“it changed how I think about my 

instruction”) ([Redacted]  et al., 2023). Teachers from high-need schools in geographically diverse 

settings describe the coaching features that make it useful to them in a YouTube video 

(https://tinyurl.com/MTP-Video) and in a digital story (https://tinyurl.com/MTP-story), both 

emphasizing its simplicity, strengths-based approach, and use of video clips.  

School Leaders. These leaders face a persistent challenge: ECTs are generally less effective 

American Institutes for Research    EIR Mid-Phase Grant: Project Narrative—22 
PR/Award # S411B240028 

Page e33 

https://tinyurl.com/MTP-story
https://tinyurl.com/MTP-Video


than veterans, but the share of teachers who are ECTs is comparatively higher in high-poverty 

schools (see A1). The project design addresses these school leaders’ felt need to support ECTs 

with PL that is low-burden, effective, and sustainable (see A4, B1). The project prioritizes 

middle schools because the need for PL about student engagement is strongest there, as PL 

programs for secondary teachers are usually content focused (Kraft & Blazar, 2018). 

School leaders also seek ways to encourage ECTs and to deter quitting or switching schools. 

A national study found annual teacher turnover was 50% higher in Title I schools compared to 

elsewhere (Carver-Thomas & Darling-Hammond, 2017). +AFFECT helps address this challenge 

by building self-efficacy (see A3). In fact, a recent trial of Teachstone’s coaching model in 

schools where 64% of students were lunch-eligible found a large, positive impact (0.77 SD) on a 

construct called “teachers’ enthusiasm about teaching” ([Redacted]  et al., 2023).  

Ongoing Need-Sensing and Adjustment. Finally, the project design facilitates regular need-

based adjustments based on multiple mechanisms. Teachstone refines +AFFECT regularly based 

on implementation experiences, AIR evaluation data (see D2), and input from the CoP (see B4), 

and adjusts to local needs. The coaching cycle itself uses video to adjust to individual teachers. 

D. Quality of the Project Evaluation   

D1. Generation of Evidence That Meets WWC Standards Without Reservations 

The independent evaluation will be conducted by AIR in partnership with GSU (see B2 for 

details about ensuring the independence of the evaluation). The evaluation will answer seven 

research questions (RQs) about the impact and implementation of the +AFFECT program: (RQ1) 

What is the impact of +AFFECT on the quality of interactions in ECTs’ classrooms and on 

ECTs’ sense of self-efficacy and job satisfaction? (RQ2) What is the impact of +AFFECT on 

student engagement and academic achievement? (RQ3) To what extent is the impact of 
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+AFFECT on the quality of classroom interactions moderated by teacher and school 

characteristics? (RQ4) To what extent is the impact of +AFFECT on student engagement and 

achievement moderated by student, teacher, and school characteristics? (RQ5) To what extent is 

the impact of +AFFECT on student engagement and achievement mediated by the quality of 

classroom interactions? (RQ6) To what extent are the +AFFECT program components 

implemented with fidelity? (RQ7) What are the factors that hinder or facilitate the 

implementation of +AFFECT? We will address these questions using a rigorous evaluation 

design as described below, which will generate valuable information that will help inform the 

improvement and scaling of the +AFFECT program.  

Evaluation Design. As Exhibit 1 shows, the evaluation is based on three successive cohorts 

of schools. Each cohort takes place in a different set of districts. The first cohort includes four 

schools that implement +AFFECT as a pilot cohort while the other two cohorts are impact 

cohorts. The four schools in the pilot cohort will provide initial implementation data to address 

RQs 6 and 7 and inform the refinement of the +AFFECT program for at-scale implementation in 

later cohorts. The 72 schools in the two impact cohorts will provide sufficient statistical power to 

detect an impact of +AFFECT on key teacher and student outcomes (see Appendix J.12 for 

power analysis details) and contribute the data needed to address all seven RQs. 

For this RCT, school is the appropriate unit of assignment because +AFFECT is a school-

level intervention that serves all ECTs in middle school grades and that incorporates school-level 

activities (i.e., school leadership activities and ECT team activities). AIR will randomly assign 

the 72 schools with equal probability to the treatment and control conditions within each study 

district. In large districts, we may form multiple random assignment blocks based on school 

characteristics associated with student achievement, to reduce chance imbalance and add power. 
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Each school will meet three eligibility criteria. First, each must be a public school serving at 

least two of the three middle school grades (Grades 6–8). Second, each must be eligible for Title 

I. Third, given the evaluation’s focus on teacher instruction and student achievement in both 

math and ELA, each school also needs to have at least one math ECT and at least one ELA ECT 

in Grades 6–8 prior to random assignment at the beginning of the program year. 

Teachers in all study schools will be subject to their district’s normal professional 

development requirements and opportunities during the project period, but Grade 6–8 ECTs in 

treatment schools in each impact cohort also will participate in the +AFFECT program for 1 

year, and their peers in control schools will be given the opportunity to participate in the program 

in the following year (delayed treatment). 

Key Teacher and Student Outcomes. ELA and math achievement data are available for all 

middle school grades. To capitalize on these data, the primary student outcomes will come from 

students in the classroom of ECTs who teach ELA and math. We will also focus on these 

classrooms for observations to measure the primary teacher outcome—the quality of classroom 

interactions. This teacher outcome takes significant resources to measure correctly, and doing so 

in these classrooms will enable well-powered analyses of the extent to which classroom 

interactions mediate impacts on achievement (RQ5). We will gather other teacher outcomes from 

all ECTs using surveys, as these are easily gathered through teacher surveys. 

To measure the quality of classroom interactions, we will conduct classroom observations of 

all Grade 6–8 math and ELA ECTs in our study sample and analyze the data separately by 

subject. Specifically, for each of these ECTs, we will video record one lesson in the early fall 

prior to the start of the treatment (coaching cycles) as baseline and three lessons at the end of the 

program year, with each lesson based on a randomly selected class section taught by the ECT. 
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All video-recorded lessons will be coded by certified coders at AIR who are blind to treatment 

status using both CLASS-S and Charlotte Danielson’s Framework for Teaching (FFT) 

(Danielson, 1996), and a subset will be coded by all coders to check interrater reliability.2 Both 

instruments measure the quality of classroom interactions and have rich evidence of reliability 

and validity (Bill & Melinda Gates Foundation, 2012; Pianta et al., 2012).3 To assess 

+AFFECT’s impact on the quality of classroom interactions (RQ1), we will analyze the CLASS-

S overall score and its three domain scores as well as the FFT overall score and its two domain 

scores.4 Given the potential overalignment issue with the CLASS-S measures, we will consider 

the FFT overall score the main measure of the quality of classroom interactions and consider the 

FFT domain scores and CLASS-S measures supplemental measures.   

2 While CLASS-S focuses exclusively on classroom interactions, FFT includes two domains focusing on classroom interactions 
and another two domains focusing on other professional skills. The FFT measures used for the proposed evaluation will be based 
on codings of the two FFT domains focusing on classroom interactions. The number of videos to be coded by all coders will 
depend on the number of videos collected and the number of coders available. We will estimate interrater reliability (correlation) 
using Stata’s “icc” command based on variance composition. 
3 According to the CLASS-S manual (Pianta et al., 2012), the internal consistency reliabilities for the three CLASS-S domains 
range from 0.87 to 0.91. An EIR project recently completed by AIR researchers ([Redacted]  et al., 2023) achieved an interrater 
reliability of 0.86 for the CLASS-S overall score, 0.82 for the FFT overall score, and 0.52 to 0.85 for CLASS-S and FFT domain 
scores based on classroom observations. Further, the WWC has also accepted CLASS-S and FFT measures as teacher outcomes 
eligible for WWC review according to WWC’s Data for Study Reviews database.    
4 Each score is an average across the relevant CLASS-S/FFT dimensions. See Appendix J.13 for domains and dimensions 
measured by CLASS-S and FFT and the creation of CLASS-S and FFT overall scores. 

In addition to the primary teacher outcome, we plan to examine two secondary teacher 

outcomes—teachers’ sense of self-efficacy and job satisfaction—measured with a survey 

administered to all ECTs (not just math and ELA ECTs) in study schools at both the beginning 

(baseline) and the end of the program year. The survey will use reliable survey scales from 

existing instruments (National Center for Education Statistics, 2012; Tschannen-Moran & 

Woolfolk Hoy, 2001) (see Appendix J.14 for the survey measures and their reliabilities).   

The primary student outcomes for the evaluation are achievement in math and ELA, which 

will be analyzed separately based on standardized state test scores obtained from districts’ 
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administrative records. As a supplemental student outcome, we will measure student engagement 

at the classroom level using the CLASS-S Student Engagement dimension score based on the 

classroom observations described earlier, which provide a more objective and cost-efficient way 

to measure student engagement than alternative measures such as self-reports. (See Appendix 

J.15 for technical details about multilevel analyses of teacher and student outcomes.) 

Potential for Meeting WWC Standards Without Reservations. According to version 5.0 

of What Works Clearinghouse (WWC) standards, a school-level RCT meets WWC standards 

without reservations if it has low attrition and limits the risk of bias due to joiners (What Works 

Clearinghouse, 2022, p. 43). To minimize attrition, we plan to conduct random assignment in the 

fall of the program year rather than the prior spring, thus eliminating potential attrition over the 

summer. That reduces teacher attrition to about one quarter of what NCES and others measure, 

which is year-over-year teacher mobility (Redding and Henry, 2017). For the same reason, it 

reduces student mobility and even reduces school attrition, as there is little time for changes in 

leadership or school priorities to occur. To further prevent attrition, we will (a) minimize time 

commitment and burden on study participants (see A3), (b) incorporate program features (e.g., 

school leadership activities and ECT team activities) that foster school buy-in and collective 

teacher participation, (c) offer data collection incentives to study teachers and delayed treatment 

to control schools to encourage continued participation, and (d) develop relationships with study 

schools and teachers to ensure continued cooperation with study activities. 

To avoid the risk due to joiners, we plan to identify the teacher sample and student sample 

prior to random assignment; thus our impact analyses will not include any teacher joiners (e.g., 

replacement teachers for study teachers who leave their school before the end of the program 

year) or student joiners. This solution produces valid “intent-to-treat” impact estimates for 
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student and teacher outcomes and is consistent with WWC guidance. In addition, it eliminates 

the threat of cross-over, in which a teacher in one condition transfers to another.  

Given that the evaluation is a school-level RCT that is likely to have low attrition and is free 

of confounding factors or risk of bias due to joiners and given that participant outcomes will be 

based on valid, reliable measures and consistent data collection procedures, impact findings for 

those outcomes clearly have the potential to meet WWC standards without reservations. 

D2. Guidance About Effective Strategies Suitable for Replication or Testing 

We will generate useful guidance about effective strategies to implement and scale 

+AFFECT in diverse settings, based on four features of the evaluation design. 

Feature 1: Diverse Settings. The six partner districts contain 170 high-poverty schools 

potentially eligible for the evaluation. Located in diverse settings with respect to urbanicity and 

student demographics (see Appendix J.3), the diverse sample of schools will allow the evaluation 

to generate valuable guidance for replicating +AFFECT in a variety of settings. 

Feature 2: Differential Impact Analyses. The evaluation will include additional analyses 

(RQs 3 and 4) to assess the extent to which +AFFECT’s impact on key teacher and student 

outcomes is moderated by student, teacher, and school characteristics (see Exhibit 4). Findings 

about differential impact will help identify settings and populations for which +AFFECT is 

particularly effective or not well suited, and will help guide future efforts to scale the program. 

Exhibit 4. Potential Moderators at the Student, Teacher, and School Levels 

Student-level moderators Teacher-level moderators School-level moderators 
Race/ethnicity, eligibility for free 
or reduced-price lunch, English 
learner status, special education 
status, and prior achievement 

Whether a teacher is in their 
first year of teaching and 
whether a teacher has a 
graduate degree 

School size, urbanicity, and 
demographic composition (e.g., 
percentage of minority students/ 
students from low-income families) 

Feature 3: Analyses of Implementation Data from Multiple Sources. To provide lessons 

learned for future replications or testing of +AFFECT or similar programs, the evaluation team 
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will collect rich implementation data from multiple sources. These data will allow us to assess 

implementation fidelity (RQ6), identify factors that hinder or facilitate the implementation of 

+AFFECT (RQ7), and generate actionable feedback to inform Teachstone’s iterative program 

improvement and scaling efforts as well as national discussions about teacher PL.  

To assess implementation fidelity (RQ6), we will examine how each key program component 

was implemented with regard to dosage and quality. As detailed in Appendix J.10, the fidelity 

data we plan to collect include participation and fidelity records from trainings, teacher surveys,5 

and logs completed by ECT champions and Teachstone specialists and coaches. We also will 

collect records from the online system used by Teachstone to facilitate individual coaching 

cycles (see Appendix J.1.6). In addition to information about frequency and dosage, the online 

system maintains artifacts from coaching cycles (e.g., video clips, reflective questions, and 

session summaries). We will analyze these artifacts using the coaching fidelity checklist (see 

Appendix J.1.7) for two randomly selected coaching cycles per treatment school.  

5 The teacher survey will be administered to teachers in both treatment and control schools, which will allow us to gather data on 
control teachers’ coaching experience and to assess “service contrast.” The survey for teachers in treatment schools will include a 
“treatment-only” section that asks about teachers’ experience with +AFFECT with both Likert-scale and open-ended questions. 

To further explore implementation-related issues, twice during the implementation year we 

will convene the ECT champions in each district for group interviews. We also will interview 

Teachstone specialists and coaches twice per year regarding their experience providing training 

and support. Qualitative analysis of these data and analysis of treatment teachers’ responses to 

survey questions about their experience with +AFFECT will pay particular attention to factors 

that facilitate or hinder the implementation of the +AFFECT program (RQ7).  

Feature 4: Cost and Cost-Effectiveness. To inform future replications of +AFFECT, we 

will analyze its cost and the cost-effectiveness, using the methods described in Appendix J.8. 
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D3. Clear Articulation of Components, Mediators, Outcomes, and Thresholds 

The conceptual framework clearly articulates key program components, mediators, and 

outcomes. As shown in Appendix J.5, the key components of the +AFFECT program include 

individual coaching as well as school leadership activities and ECT team activities designed to 

support the scaling of the program. The conceptual framework also specifies the primary teacher 

outcome (i.e., quality of classroom interactions) and secondary teacher outcomes (i.e., sense of 

self-efficacy and job satisfaction). The primary teacher outcome is hypothesized to mediate the 

program’s impact on student outcomes (i.e., student engagement and academic achievement), 

which motivates RQ5. Appendix J.15 describes additional, exploratory mediation analyses. 

We have specified measurable thresholds for acceptable implementation of key components 

of the +AFFECT program, drawing largely on Teachstone’s experience delivering PL programs 

during the past 15 years. These thresholds are (a) Teachstone provides the initial orientation in 

all treatment schools, and at least 90% of the ECTs, on average, in treatment schools attend the 

virtual orientation or view a recording of it; (b) each ECT in treatment schools completes at least 

four of the five individual coaching cycles, on average, during the program year, and a randomly 

selected sample of coaching cycles demonstrates successful implementation of at least 80% of 

the key elements of the coaching cycles, based on the fidelity of implementation checklist (see 

Appendix J.1.7); (c) on average, at least three of the four planned meetings between the 

leadership (principal and ECT champion) of each treatment school and the Teachstone specialist 

occur during the program year; and (d) on average, at least 1.5 of the two planned meetings of 

ECTs in each treatment school occur during the program year with an average attendance rate of 

at least 80%. These thresholds will be used to address RQ6 regarding the fidelity of +AFFECT 

implementation in treatment schools and to inform continuous program improvement. 
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