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Teacher Development in CTE

Even though the number of teachers pre-
pared annually is sufficient to meet mariet—
place demands (Darling-Hammond 2002;
Ingersoll 2002), finding and retaining exem-
plary classroom teachers is a concern for K-
12 schools nationwide. This dilemma is in-
fluenced by two primary factors:

* New teachers leave the profession at rates
as high as 50% within 5 years and 80%
within 10 years (Boreen and Niday 2000,
cited in Hansman 2002).

* Contrary to the notion of a “graying” teach-
ing force, teachers leave the profession pri-
marily due to working and organizational
conditions including low salaries, lack of
support from administration, student moti-
vation, and lack of input into school deci-
sion-making processes (Ingersoll 2002).

Solutions to the teacher shortage issue rely
heavily upon alternative certification routes
and preliminary indicators of success:

* Alternatively certified teachers are remain-
ing in the profession longer (Feistritzer
2002); in New Jersey, “attrition rates for
alternatively certified teachers were lower
than those of traditionally trained coun-
terparts” (Klagholz 2000, p. 16).

* Alternatively prepared teachers perform as
well as or better than traditionally trained
teachers on National Teachers Examina-
tions (Klagholz 2000).

* Alternative teacher education routes may
likely become “more prevalent if not the
dominant” route within the next century

{(Gray and Walter 2001, p. xiii).
The CTE Dilemma

“Teaching in CTE is a rigorous yet frequently
underrated challenge” (Cutshall 2002, p. 20).
Preparing to teach in CTE is often a frustrat-
ing and underrated challenge as well—the
essential need for industry expertise negates
traditional teacher education training, thus
creating a different entry route for many
CTE teachers. Compounding factors in-
clude the following:

* A decline in the number of CTE pro-
grams—11% over the past 10 years
(Bruening et al. 2001), in addition to
“downsizing” or reorganization into larger
curriculum units (Gray and Walter 2001)

* Existing teacher education programs that
remain “very traditional in the structure
and delivery of their courses” (Bruening et
al. 2001, p. xi)

* The cost of postgraduate teacher training
in terms of tuition and salary loss, which
can be significant obstacles and can “easily
reduce a teacher’s real compensation dur-
ing the first five years by 25% or more” (Hess
2002,p.8)

The resulting reality for CTE administrators
is an increasing de facto practice of hiring
industry experts for classroom teaching posi-
tions and, subsequently, using creative ways
to develop qualified, certified, and exem-
plary CTE instructors.

Troubles of Traditional Programs—
and Emerging New Models

Because of the de facto entry route and lack
of formal teacher training upon hiring, tra-
ditional mentoring and induction programs
become problematic. Lynch (1998) reports
that “traditional mentoring and induction
programs are generally quite dismal” and not
responsive to the unique needs of alterna-
tively certified CTE teachers (p.47). This s
primarily because traditional programs as-
sume prior knowledge and experience in the
education field. For example, induction
generally presumes completion of traditional
teacher education, mentoring models gen-
erally presume one-on-one relationships be-
tween novice and veteran teachers, and pro-
fessional development generally focuses on
models and jargon beyond new teacher
knowledge for those entering through alter-
native routes.

Traditional definitions, parameters, and pro-

grams no longer fit and need to be looked at
more broadly (Gasner 2002). Consequently,

teacher development—the meshing of

teacher education, mentoring, induction,
and professional development—becomes a
more appropriate term and descriptor for the
activities needed by novice CTE teachers
(who have not completed traditional
teacher education programs). New models
encompassing a broader definition and spec-
trum of teacher development activities help
CTE teachers entering from industry who
often, because of limited educational prepa-
ration, experience higher degrees of job-re-
lated stress (Adams 1999). Onsite models
for continuous teacher development are
being created in general education, like the

Career in Teaching Program in Rochester,
New York (Thomas 2001), and in CTE, like
the model created at St. Clair Technical
Education Center (TEC) in Port Huron,
Michigan. Such models may change the tra-
ditional roles and boundaries of schools, dis-
tricts, and teacher education institutions.

Components of Pilot Teacher
Development Models

Onsite teacher development programs in-
corporate five core components that foster
success:

Partnerships enable schools, districts, and
teacher education institutions to leverage
resources of personnel, equipment, and dol-
lars. School-university partnerships may be
the most significant component to the suc-
cess of new models because teacher educa-
tion institutions have traditionally been one
of the gatekeepers to certification via course
content, sequence, delivery format, en-
trance requirements, etc. Business and in-
dustry partnerships guide teacher develop-
ment activities such as curriculum writing
and enable CTE programs to remain on the
cutting edge of industry changes. Partner-
ships that create collegial networks for new
teachers provide mentoring through support
and assistance. One example is the newly
created Metal Machining Instructors Group
in Michigan. Initiated by one teacher, cre-
ated by word of mouth, and supported by
shared resources, the group includes 37
teachers who now meet three times a year
to share best teaching practices, modify cur-
riculum, and provide support and assistance
tonovice teachers.

Continuous supfort occurs primarily in two
ways: emotional/psychological (Hansman
2002; Stansbury and Zimmerman 2002) and
instructional—pedagogy, curriculum, teach-
ing strategies, etc. (Joerger and Bremer
2001). This support structure is often both
formal and informal—deliberately designed
meetings as well as the important learning
takes place in hallway, restroom, and lunch-
room conversations. Although it is difficult
to measure the impact of informal support,
its significance should not be underesti-
mated. Similarly, mentoring programs with-
out any formal structure may be in danger
oflittle or no impact. The lesson is acknowl-
edging and balancing both.

Administrative commitment to support
is necessary, particularly in personnel, finan-
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cial resources, and time. Rather than mak-
ing this role an “add-on” to a traditional ad-
ministrative position, onsite teacher devel-
opment programs require dedicated person-
nel to design, implement, and monitor as-
pects of the programs (Joerger and Bremer
2001; Szuminski 2002). New teachers en-
tering from industry encounter unfamiliar
and unfriendly bureaucratic roadblocks
(Hess 2002) that require assistance from a
facilitator who has knowledge of and famil-
iarity with the teacher certification process.
Financial resources for teacher education
tuition, mentoring stipends, equipment and
supplies for new teachers, professional de-
velopment materials, professional confer-
ence expenses, release days, and refresh-
ments are some of the many practices that
assist new teachers (Kirby and LeBude 1998,
cited in Joerger and Bremer 2001).

Job-embedded teacher development activi-
ties become an institutionalized part of the
teacher work day (National Staff Develop-
ment Council n.d.) and require creative uses
of time (Richardson 2002). Examples may
include creating release time for curriculum
writing or teacher collaboration by hiring
substitutes during the contract day, using
low student enrollment days for teacher
development activities, delaying start time
for students, and extending the length of
the traditional contract for new teachers

(Beerer 2002; Szuminski 2002).

Flexibility in teacher development program
design and implementation enhances new
teacher success in the classroom in many
ways. For example, classroom management
strategies, curriculum development, and in-
structional strategies are immediate needs
of new teachers. Flexibility on the part of
university partners and school administra-
tors to design teacher development activi-
ties to meet these needs must be both en-
couraged and allowed. “A number of other
policies in teacher education have had to be
temporarily suspended for this group of
teachers. None of these changes have, or
will, result in a lowering of standards, but
they have resulted in the institution’s ability
to respond to the needs of the TEC teachers
and administrators” (Szuminski 2002, p. 31).

Indicators of Success

Indicators of the success of onsite teacher
development models may include teacher
retention beyond the first years, an increase
in certified teachers, a reduction in student
discipline referrals, improved teaching envi-
ronments, teacher collaboration, teacher
leadership roles, and ultimately, student
achievement and success. Empirical evi-
dence from the St. Clair (Szuminski 2002)

model includes— -

* The number of certified teachers increased
from 14% in 2000-01 to 38% in 2001-02 to
42% in 2002-03.

¢ The number of annually authorized teach-
ers was reduced over a 3-year period from
71% (2000-01) t0 42% (2002-03). All an-
nually authorized teachers are scheduled
to become degreed and fully certified
within the next 2 years.

* Teacher retention of the initial group was
76% at the end of year one (2000-01) and
81% at the end of year two (2001-02). Of
the replacement teachers hired in 2001-
02, the current retention rate is 100%. Rea-
sons for departure include acceptance of
another CTE position, personal reasons, lack
of support, expectations of teaching profes-
sion that did not match day-to-day reality,
dismissal, retirement, and program elimi-
nation.

Anecdotal evidence indicates improved rat-
ings on teacher evaluation instruments based
on the Framework for Teaching (Danielson
1996) and reduced discipline referrals among
some classroom teachers.

As pilot models for teacher development
continue to emerge, the crucial question is
obviously “What is the impact on student
learning and student achievement?” Re-
search will need to go beyond evidence that
these teachers remain in the field longer and
answer more difficult questions about com-
petency. Diez (2002) raises the stakes in sug-
gesting “I've argued that a person could con-
ceivably demonstrate some, most, or even
all of the standards we require with little or
no input from a teacher-education pro-
gram. . .shouldn’t we be able to validate that
knowledge and skill?” (p. 10). These ques-
tions remain to be answered as teacher de-
velopment in all arenas changes to meet
the demands of the marketplace.
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