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ABSTRACT

The purpose of this study was to examine SouthlDare work-based
certification program for career and technical edion (CTE) teachers. The mixed-
methods study included qualitative and quantitadinalyses to answer five research
guestions relating to the certification program seather retention: To what extent are
best practices evident in South Carolina’s CTE wmaked certification program? What
are the perceptions of CTE work-based teachersomhwpleted the certification
program? What are the first, second, and third yet@ntion rates for South Carolina’s
beginning teachers who received CTE work-basedfication from the years 2003-2004
through 2008-20097 Do third year retention rateyg gaross content areas? Do third year
retention rates vary based on teachers’ race amdege

A content analysis was used to determine how SGatblina’s work-based
certification program compared to the best prastfoeind in current literature. The
researcher came up with the following categoriedetscribe components of CTE teacher
certification programs: Academic Requirements, Tedd Content Requirements,
College Courses/Pedagogical Preparation, Supportefit Employment, and Other
Components. Results of the study showed that Soatblina’s program contains about
half of the elements that were identified in ediorsl literature.

In order to examine teachers’ perceptions of waakedal certification, interviews
were conducted using eight CTE teachers who coexgplgbuth Carolina’s work-based

certification program since 2002. Content areakudexd auto technology; cosmetology;



engineering; health sciences; heating and air tiongig; law enforcement; and welding.
Interview questions centered on a variety of tomctuding the types of courses taken
and the impact of the program on their decisioretoain in teaching. The results of the
interviews also provided insight about professiat@lelopment sessions,
mentors/master teachers, and career and technstiodgnt organization competitive
events.

The researcher used data provided by the Statariegnt of Education (SDE) to
determine retention rates for the first three yéarsll teachers who started between
2003-2004 and 2008-2009. Results revealed that¢esevho began in 2006-2007 had
the highest retention rates for all three year828h, 82%, and 77% respectively. The
most drastic decrease in a one-year retentioroigrred with teachers who started in
2003-2004 which represented a 16% decrease. Thagevthird-year retention rate over
a span of six years was 65%.

A Chi-Square Test of Independence revealed thataionship existed between
the third year retention rates and the contentsamégeacher certification. The study
showed that teachers who taught in the Medicalesdrdgreas remained in the classroom
at the lowest rate of 53% even though they reptedehe largest total number of
teachers at 133. Teachers who taught in the Hoisp@éad Tourism, Family and
Consumer Sciences, and Human Services contentlamdabe largest retention rate of
75% after the initial three years. There was r&igaificant relationship between
retention rates and race and gender.

The findings and conclusions of this study indeciat there is a lack of data for

alternative teacher certification programs—espgc@I'E programs. It is the

Vi



researcher’s desire that other leaders will find itformation helpful as they prepare

CTE teachers in South Carolina and beyond.
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CHAPTER 1
INTRODUCTION
Nature and Significance of the Problem
During the past three decades in America, thesebkan a tremendous reform
movement in the field of education which is largelfjuenced by the publication in 1983
of the National Commission on Excellence in Edwr@s reporA Nation at Risk.
This influential report observed that the Unitedt8$ was losing ground in
international economic competition and attributeel decline in large part to the
relatively low standards and poor performance efAimerican educational
system. The report recommended many of the chaauEequently enacted in
first-wave reforms: the strengthening of requiretadar high school graduation,
including the requirement of a core academic culuim; the development and
use of rigorous educational standards; more tinsehool or the more efficient
use of presently available time; and better prejaraf teachers (Gordon,
Daggett, McCaslin, & de Moura Castro, n.d., Ledig@aHistory and Reforms
Section, para. 7).
This educational reform has had a major impaceacher preparation programs, teacher
certification, professional development, curriculand instruction, teacher recruitment,
and teacher retention.
Prior to the mid-1980'’s, teachers traditionallyrest certification by completing a

bachelor’s degree at a college or university (Figzgr, 2009b; Sass, T.; 2011; Walsh &



Jacobs, 2007). Occasionally, teachers were pedriidtéeach on an emergency

certificate, but this was very rare. As changesecabout in society, educational systems
were affected in a variety of ways. These changesd teacher shortages in certain areas
which created the need to offer Alternative TeadcDextification Programs (ATCP)

which provided alternate routes to teacher cediiftsn. ATCPs were initially designed to
improve the quality of the education workforce afidviate teacher shortages by
attracting people who already had a bachelor'seediowever, some critics believe
ATCPs do not meet these objectives because thegvbdlternative certified teachers

are not very effective (Darling-Hammond, 2001; Féizer, 2009b).

Today’s schools employ teachers from two broadgmaies of certification:
traditional teacher certification programs andrali¢ive teacher certification programs.
These programs are state-approved courses of Statlnay be offered through
institutions of higher learning or through otheeagies. Traditional teacher certification
programs are offered at colleges/universities ayghérally serve undergraduate students
who have no prior teaching or work experience aad lto a bachelor’'s degree” (United
States Department of Education, Office of PostséapnEducation, 2011, p. 8).
Alternative teacher certification programs, somesmeferred to as alternative route
teacher preparation programs, “primarily serve @atds that are the teacher of record in
a classroom while participating in the route.” (téai States Department of Education,
Office of Postsecondary Education, 2011, p. 8)

Alternative routes allow people such as career ghi@and those who have been

out of the job market (e.g., stay-at-home mothans) who hold at least a college

degree to transition into teaching without the Bhid of leaving the paid



workforce or the expense and possible redundancytraitional teaching

programs (United States Department of Educatiorfic®©fof Innovation and

Improvement, 2004, p. 4).

These programs can range from six weeks to twesy&mcause of the wide variety of
programs, researchers have not been able to progitgstent data about the overall
effectiveness of ATCPs. These programs began in Mggey around 1986 and were
more prevalent in urban areas. Currently, thezeoger 125 programs in all 50 states and
the District of Columbia. These programs are adstémed through a variety of service
providers that certify approximately 62,000 newctesrs annuallyAlternative teacher
certification: A state-by-state analysieicates that more than 1/3 of new teachers
receive certification through alternative routesigritzer, 2009a).

Career and Technical Education (CTE), which wasésty known as vocational
education, is a specific area that has been affditehe educational reform movement
as well as alternative teacher certification. &tii, vocational education served a single
purpose: to prepare students to go into industrgrbyiding specific trades and skills
needed for the workforce (McCaslin & Parks, 20025$5& Bottoms, 2011). However,
the changes that resulted from educational refdtenea the expectations for CTE
teachers. Presently, CTE educators are chargedivatresponsibility of preparing
students for the dual purpose of post-secondargagun as well as the workforce.
Additionally, they are responsible for increasihg tigor of CTE programs as well as
integrating academics into their curriculum (Mc@agl Parks, 2002).

Traditionally, CTE teacher preparation programsenarailable at the

postsecondary level and led to bachelor’s degreassias such as family and consumer



sciences and business education. These programsdtteachers how to integrate
literacy and numeracy into the CTE curriculum anohpoted the use of teaching
strategies that actively engage students in instrucT he traditional teacher certification
programs also taught pedagogical concepts. Howthedecrease in postsecondary
programs offering traditional teaching degrees TiEGubjects has resulted in fewer
opportunities for CTE teachers to gain these skilisch are essential in the classroom
(Sass & Bottoms, 2011).

Currently, many CTE teachers at the secondary (evedle and high school)
face difficult challenges that are unique to thet® are recruited from the business
world. First, unlike teachers who complete traditibteacher certification, they must
have several years of work experience that qudigyn to teach specific content.
Second, often they do not have college degreeselwho have college degrees
typically do not have pedagogical training. In didahi to these challenges, they often
teach students with low academic ability and spemads (Levesque, Laird, & Hensely,
2008). CTE teachers who come from business anagindbhave the same expectations as
those prepared in traditional teacher certificapoograms; however, there are limited
opportunities for CTE teachers to receive adeqpidparation that will prepare them to
meet these expectations (Sass & Bottoms, 2011x€eTaed other issues and challenges
may have an impact on CTE teachers’ decisionsti&r @md remain in the classroom.
Purpose and related research questions

South Carolina’s CTE teachers are certified thiotngee methods: traditional
teacher certification through a college or uniigrggacher preparation program,

Program of Alternative Certification of EducatoPACE), and CTE work-based



experience certification. The study focused spealify on South Carolina’s CTE
teachers who obtained work-based certification. gimpose of this study was to
examine South Carolina’s work-based teacher cemtibn program for beginning CTE
teachers. This study determined the extent thathSDarolina’s program aligns with best
practices of CTE teacher certification programsdam the literature. The study also
gathered perceptions of teachers who completegridggam. Finally, the researcher
determined the retention rates for teachers whtest#he program between 2003-2004
and 2008-20009.

In order to examine South Carolina’s work-basedtifeeation program, the

researcher explored the following questions:

1. To what extent are best practices evident in S@attolina’s CTE work-based
certification program?

2. What are the perceptions of CTE work-based teaahleoscompleted the
certification program?

3. What are the first, second, and third year retentades for South Carolina’s
beginning teachers who received CTE work-basedficatton from the years
2003-2004 through 2008-20097?

4. Do third year retention rates vary across contezsds?

5. Do third year retention rates vary based on teath&te and gender?

Significance of the Study
One of the main goals of education is to provifiective instruction that will
help all students achieve success. This goal cdmatcomplished unless school leaders

recruit and retain teachers who possess adequatddage and skills. Jorissen (2003)



stated that “preparing highly-qualified teacherovidel competent and who have a
commitment to remain in teaching is an imperathad teacher educators and policy
makers must continue to address (p. 51).” Rese@@mephasize that retention is the
problem—not recruitment (Brown & Wynn, 2007; Wyr@arboni, & Patall, 2007).

National leaders have faced the challenge of retqueffective teachers for
several decades. The National Center for Educ&tatistics (n.d.) showed the following
retention rates for traditional certification rosiier 2008-2009: 1-3 years experience—
90.3%; 4-9 years experience—92%; 10-19 years expezi—95.6%. These figures
suggest that teachers leave at a higher rate dinangfirst three years than between
years 4-19. In other words, if teachers get tddlieth year, the chances of their having a
long career in schools are much improved.

One component of teacher certification that co@ddeha great impact on teacher
retention is teacher induction. According to reskars, it could take about 3-7 years for
beginning teachers to become effective as instrnatileaders in their classrooms
(Dillon, 2009). Induction can be defined as “a coef@nsive, coherent, and sustained
professional development process that is orgarbyealschool district to train, support,
and retain new teachers, which then seamlesslyeguigem into a lifelong learning
program” (Portner, 2005, p. 43) When teachers logp®rtunities to work with
colleagues, they learn about education as a caneebecome aware of day-to-day
practices which can promote teacher retention (Qa09; Dillon, 2009; Jorissen, 2002;
Nieto, 2009). Therefore, induction into a collalim@ school culture is important.
Comprehensive induction programs are likely toineg@mod teachers and train them to be

effective. These programs include a variety of congmts which may include but are not



limited to mentoring, professional development, apynities to network with peers, and
formal assessments (Dillon, 2009).

New teachers who are provided professional devedmpnsupport, assessment
and feedback are more likely to remain in the f@fl@ducation longer than those who do
not have the same opportunities (Joerger & Bre2@31). However, traditional
induction programs assume the teacher is knowlddg@dout pedagogy because these
programs generally presume that teachers compiietétional teacher certification
programs. Also, professional development in traddi induction programs typically
focuses on jargon that is beyond the knowledgeaxdhers who enter the profession
through alternate routes. These induction programsot necessarily appropriate for
alternatively certified teachers who are not faanilvith educational terminology and
procedures (Szuminski, 2003).

Induction programs for alternatively certified thacs should assist teachers as
they move from other professions into a teachirrgera A major challenge for these
teachers is that they learn how to teach whiletf@njob.” Because of the unique needs
of alternatively certified CTE teachers, educatideaders should provide high-quality
induction programs that incorporate specific sgeg to meet their needs. Failure to
provide adequate training and support could resutachers leaving the profession at a
high rate.

This study is significant because teacher turnavay have an effect, positive or
negative, on several factors in a school settiotyding student achievement, teacher
satisfaction and morale, teacher effectivenesscants (Brown & Wynn, 2007; Darling-

Hammond, 2003; Stockard & Lehman, 2004). The saatiressed beginning CTE



teachers in South Carolina’s who were certifiedtigh work-based certification which
included a majority of program areas.

First, teacher retention may have an impact omtiaity and sustainability of
CTE programs which could impact student achievemeasw retention rates create
hardships on school districts because they argaathgtrying to rebuild their staff
which consumes valuable resources and time. Ténsltcould prevent schools from
growing their programs to the point where theysaoked and stable.

Second, low retention rates may have an impachercdst of operating CTE
programs. The National Commission on Teaching amegrca’s Future (n.d.) estimated
that approximately $7.2 billion is spent on teadlienover yearly. This estimate
accounted for teachers who move out of a partidikdrict; however, it did not include
teachers who move within a district. In 2003 thadds and Staffing Survey (National
Center for Education Statistics, 2003) estimateddtal cost of teacher turnover in South
Carolina was approximately $74.5 million. This enous figure warrants further
investigation into the rate and impact of teacleéemtion in South Carolina’s career and
technology programs.

Finally, limited data exist on the retention of Cidachers. This study provided
valuable information that can assist CTE leadersaking decisions about the future of
their programs and will add to the scant resedrahdlready exists.
Limitations/Delimitations of the Study

This study was limited to beginning CTE teacharSouth Carolina who received
their initial certificate through the work-basedite between 2003-2004 and 2008-2009.

The data may not be generalized to represent theriexce of CTE teachers who



completed other certification routes because thetsire and components may be
different. Additionally, since the study was lindtéo South Carolina, findings may not
be consistent in other states.
Definition of Terms

Alternative routes to teacher certification or Altative teacher certification
program (ATCP)State-defined routes through which an individualonalready has at
least a bachelor’'s degree can obtain certificaboieach without necessarily having to go
back to college and complete a college, campusddaseher education program”
(National Center for Alternative Certification, 2)1 Some states, including South
Carolina, do not require a bachelor’'s degree t@imeccertified through alternative
routes.

Career and technology (or technical) education (GTeviously referred to as
“vocational education,” CTE can be defined as:

...organized educational activities that offer a ssme of courses that provides

individuals with the academic and technical knowke@dnd skills the individuals

need to prepare for further education and for carée current or emerging

employment sectors. Career and technical educatiades competency-based

applied learning that contributes to student's aoaid knowledge, higher-order

reasoning and problem-solving skills, work attitsidgeneral employability skills,

technical skills, and occupation-specific skillse(lAns Collaborative Resource

Network, n.d.).

Retention rateThe number of teachers who remain in teaching esetpto the

total number of first-year teachers for a specifredr.



Traditional route to teacher certificationThe pathway to teacher certification
that requires at least a 4-year degree in a tegulegaration program at a college or
university.

Overview of this Study

First, this study analyzed the content of Souttol#’s work-based teacher
certification program to determine the alignmenthvaest practices of CTE certification
programs according to the literature. Second, ésearcher examined perceptions of
teachers who completed the certification progransdmducting interviews. Third, this
study determined the retention rates of work-basadhers who started between 2003-
2004 and 2008-2009. The retention rates were detethiby using data provided by the
South Carolina Department of Education, Office afézr and Technical Education and
the Office of Educator Quality.

The researcher begins with the literature revi€éwalpter 2) which provides an
overview of the broad topic of alternative teactentification and discusses the
importance of teacher preparation. This is followgd historical overview of career and
technical education which explains some of thelehgks associated with this area of
teacher certification. The historical background help the reader to understand specific
terminology and concepts that are used througlnauliterature review. The literature
review continues with information about teacherparation/certification and teacher
retention. Finally, the researcher outlines spediipports that are necessary for new
CTE teachers to be successful. An appendix is geavto inform the reader about South

Carolina’s work-based certification program.
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CHAPTER 2
REVIEW OF THE LITERATURE

The purpose of this chapter is to present varigpgets of teacher certification
and teacher retention based on findings from edueatliterature. Teacher certification
is a very broad topic that encompasses all leveln pre-school through post-secondary
education. Teachers typically receive certificatiorough traditional routes or alternative
routes. This chapter will provide an overview deahative routes to certification and
will focus specifically on career and technical eation (CTE). It will also include a
historical review in an effort to provide the readehorough background of CTE.
Finally, the chapter will address the topic of ntten as it relates to teachers who receive
certification through alternative routes.
Alternative Teacher Certification

“Alternative Teacher Certification Program” (ATCB)a term that describes a
very broad range of services which can range framveek programs to two-year
programs. Because of the wide variety of prograesearchers have not been able to
provide consistent data about the overall effeciss of ATCPs. These programs began
in New Jersey around 1986 and were more prevatamtbian areas. However, there are
currently over 125 programs in all 50 states, aret 600 program providers certify
approximately 62,000 new teachers annually (Féisiri 2009a)Alternative teacher
certification: A state-by-state analysigdicates that more than 1/3 of new teachers

receive certification through alternative routesigkritzer, 2009a).

11



ATCPs are provided by colleges and universitieisape agencies, and school
districts. Most programs were created in respooseacher shortages which resulted
from eliminating temporary teacher licenses androticcur in high-need areas such as
science, math, and special education. They alsreaslthe need for diversity in terms of
race and gender (Grossman & Loeb, 2008).

Components of Alternative Teacher Certification gteoms

The researcher reviewed several studies and fdwatchtvariety of elements may
be included in ATCPs. The most prevalent componeete the inclusion of induction
and mentoring. Programs also included teacherim@gin the academics and pedagogy,
opportunities for field experiences, common plagrtime, collaboration with other
teachers, networking opportunities, and universdieol partnerships. According to
educational literature, most alternative teachetifmation programs employed people
who were intelligent and knowledgeable in the scigeea, came from different
backgrounds, were committed to students, possgestcbaccalaureates degrees, were
highly competent, and had inherent ability to tegCheveland, 2003; Darling-Hammond
& Baratz-Snowden, 2005; Humphrey, 2007; Joriss60222003; Keller, Brady, Duffy,
Forgan, & Leach, 2008; Ng & Thomas, 2007; Scribfaétkiba 2009; Simmons, 2005).
Although research cited the inclusion of inductesyd mentoring as components of
ATCPs, only 21 of 105 alternative routes identifigdthe National Center for Career and
Technical Education required teachers to partieigatin induction or mentoring
program (Zirkle, Martin, & McCaslin, 2007).

Researchers have identified several advantagd$©Ps. The most common

advantages were that they provide real-world eepeg, and they address teacher

12



shortages. Other advantages were related to teacjualities: They are intelligent, find
teaching rewarding, are committed to teachingnaterimarily focused on salary and
other benefits, want to make a difference in ckitds lives, come from a variety of
backgrounds, have better retention rates thartiwadi certified teachers, are more
effective than traditional certified teachers, lanewledgeable of their content, have a
specific skill set, and are enthusiastic abouthear(Cleveland, 2003; Humphrey, 2007;
Scribner & Akiba, 2009; Simmons, 2005).

The following disadvantages were noted: lack dliqy few requirements for
entry to the profession, lack of commitment, lotergion rates, and no demographic
diversity. Teachers are viewed as temporary workess prepared, young, and
inexperienced. Studies also revealed that some ATderiminate against minorities
because they receive less effective preparationreord often work at the most
challenging schools (Cleveland, 2003; Humphrey,72@xribner & Akiba, 2009;
Simmons, 2005). As noted, the results of this neteaere inconsistent because some
characteristics that were viewed as strengths bgaades were indicated as weaknesses
by opponents of ATCPs.

Teacher Preparation for ATCPs

The National Education Association (n.d.)

believes that all teachers entering the professimuld be required to

demonstrate subject matter competence, pedagafitlal and teaching ability

before entering the classroom as a teacher-of-deédternative route programs
must maintain the same standards as other teaddaration programs and must

be equal in rigor and content (p. 4).

13



The main objective of ATCPs is to prepare teactels®e successful so they may
deliver services that will improve student achieeaitn According to Simmons (2005),
since candidates for ATCPs do not typically conoenfreducational backgrounds, it is
important for educational leaders to consider #aehers’ prior experiences. Therefore,
teacher preparation for alternative routes shaudtlde an orientation to education
terminology and jargon. Jorissen (2003) suppoittedrhportance of adequate teacher
preparation because developing teachers’ competende increase the chances of long-
term commitment to the profession.

Investigation of NC TEACH, a lateral entry progrémteacher certification,
provided insight about the importance of prepateaaghers for the classroom. A study
showed that although teachers had college degtessdid not have the pedagogical
knowledge and appropriate courses to be succe3sfelstudy resulted in the following
recommendations based on five themes:

(1) Organization/Disorganization: use master teecched instructors, utilize a

full-time coordinator at each location, use curteca from host site rather than

NC TEACH, and standardize certification requirensenotclarify expectations for

teachers to be licensed,;

(2) Coursework: ensure the professor is knowledgeatout teaching at the

middle and high school levels, offer courses dusagmer, use curriculum from

host site, and offer opportunities to receive @edtion and/or a master’s degree;

(3) Support: provide full-time site coordinatorpgide training on disciplinary

procedures, emphasize effective time managemeatlianuss high-stakes

testing;
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(4) Mentoring: provide full-time mentors with a 64dtio; and

(5) Time: discuss the time requirements; invitevpes teachers to discuss the

challenges involved in teaching; include time mamagnt in the coursework; and

provide or recommend software for generating leggans, calculating grades,
and performing other functions (Cleveland, 2003tiElpant Recommendations
section).

In a study for Public Agenda and the National Caghpnsive Center for Teacher
Quiality, researchers surveyed alternatively cediteachers from Teach for America,
Troops to Teachers, and New Teachers Project/BaiéinThey also surveyed new
teachers from traditional routes to certificati@mly half of the alternatively certified
teachers indicated they felt prepared to teach epegpto more than 80% who completed
a traditional teacher preparation program. Fiftysfpercent reported needing additional
time to work with a classroom teacher during predse (Rochkind, Ott, Immerwahl,
Doble, & Johnson, 2007).

In another study, 54% of alternatively certifieddbers indicated they needed to
spend more time with an experienced teacher prientering the classroom. Sixteen
percent did not spend any time with an experierteadher prior to starting their first job
(Honawar, 2007).

Results from the Public Agenda and the National Pefensive Center for
Teacher Quality study indicated that alternativeiited teachers had more negative
experiences than traditional certified teacheth@nfollowing areas that relate to teacher

preparation: administrative leadership and suppodisciplinary issues, good support
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and advice from colleagues, and good role models frooperating teachers (Rochkind
et al., 2007).

A specific area that employs teachers who complikéenative certification
programs is career and technical education (CTE)rder to gain an understanding of
CTE, the next section provides a historical review.

History of career and technical education

The origin of CTE, formerly known as vocational edtion, dates back to the
time when families owned businesses that utilizellsgpassed down from previous
generations. They provided products and servicasihre needed in the community. As
America’s economy began to grow, the economy shiftean age of industrialization
which required fathers to leave their family busses to work in factories. The
opportunity to pass their skills to the next getierawas diminished. As manufacturing
and production increased in the factories, it bexxcamdent that more skilled workers
were needed. This created a need for a structystes of preparing skilled workers in
America which led to the implementation of vocaibaducation (Gordon, Daggett, &
de Moura Castro, (n.d.); McCaslin & Parks, 2002).

The preparation of vocational teachers began @2 18th the Morrill Act land
grant college system that allowed individuals t@bepared in the areas of agriculture
and the mechanical skills. The rapid growth oflsllilworkers led to the creation of
organizations such as the National AssociatioriferPromotion of Industrial Education
and the Vocational Education Association of the dledwWest which were geared toward
preparing a skilled workforce. In 1917 the SmithgHas Act was established to provide

funds for teacher preparation at the secondary (evedle and high school) in home
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economics, agriculture, and trades and industris fEderal act was the first legislation
that focused on vocational education in Americaiblig high schools. This led to the
expansion of vocational teacher preparation thrabghGeorge-Deen Act of 1936 which
included distributive education (currently knownnaarketing), George-Barden Act
Amendments of 1956 for nursing and fishery, andafional Education Act of 1963 for
business/office education (Gordon et al. (n.d.)Qdslin & Parks, 2002).

Vocational education was the topic of conversationeducators as well as
governing bodies at various levels. There were thoq@nions about the purpose of
vocational education. The administering boardlod $mith-Hughes Act believed
vocational teachers should be knowledgeable abeuttrades, but they believed that
college courses were not necessary as part ofaimenty of vocational teachers at the
high school level. Everyone was not in agreemetividuals, such as John Dewey (as
cited McCaslin & Parks, 2002), believed all teastsrould receive training in general
education and content areas. Vocational teacheheiareas of agriculture, business,
family and consumer sciences (formerly home ecoosypand marketing (formerly
distributive education) were prepared based onthi@sry and historically received
certification through traditional teacher prepaatroutes which required them to receive
a college degree (Bottoms & McNally, 2005; Gordoale Gray & Walter, 2001;
McCaslin & Parks, 2002). However, trades and ingustachers typically did not have a
college degree and were recruited directly fromitideistry (Gray & Walter, 2001).

During the past thirty years, the focus of vocaticgducation has changed; thus,
the name was changed to career and technical eslucatCTE. CTE teachers today face

different expectations and demands that are intttamlprepare students for the
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challenges of the 2century. Teachers serve as guidance counseloasigethey help
with career choices and provide opportunities i@ to be successful in an age of
technological advancements. CTE teachers are refypeifior integrating academic areas
such as mathematics, science, and communicatioich \dquire them to teach higher-
level thinking and problem-solving skills as wedl 'amwork. Additionally, CTE are
subjected to increasing levels of accountabilitg ttulegislation at various levels.
(Bruening, Scanlon, Hodes, Dhital, Shao, & Liu, 200oerger & Bremer, 2001,
McCaslin & Parks, 2002). All of these demands havgacted the preparation of CTE
teachers.

A major piece of legislation that changed CTE ie kst three decades was the
Carl D. Perkins Vocational Education Act of 1984IPL. 98-524), known as the
Perkins Act. This act included two goals which eagbed to Congress that effective
CTE programs were necessary to the future of Araefiibe two interrelated goals were
intended to prepare a well-trained work force angdrepare adults for job opportunities
in CTE. As an amendment to the previous Act, iidl@ongress passed the Carl D.
Perkins Vocational and Applied Technology Educa#an (Pub. L. 101-392, also known
as Perkins Il) (Gordon et al., (n.d.).

In 1994 Congress passed the School-to-Work OppitigarAct (Pub. L. 103-
239) which created the structure to train a higikiyled workforce through partnerships
between employers and educators (Gordon et al.) nThis act focused on:

preparing students with the knowledge, skills,iaed, and information about

occupations and the labor market that would hedptimake the transition from

school to postschool employment through schooldbasel work-based

18



instructional components supported by a conneeatiyity's component. Key

elements of STWOA included (a) collaborative pash@s, (b) integrated

curriculum, (c) technological advances, (d) addptamrkers, (e) comprehensive
career guidance, (f) work-based learning, and &@gp-by-step approach (Gordon

et al., (n.d.), Legislative History and Reformstsmt, para. 10)

The Perkins Act was reauthorized in 1998 (Perkinsghd 2006 (Perkins 1V) and
strengthened the focus of improving academic siBlsrdon et al., (n.d.); United States
Department of Education, Office of Vocational anduk Education, 2008). Every
institution that receives federal funds under ResV must provide at least one CTE
program that “includes rigorous career and techmcatent aligned with challenging
academic standards and leads to an industry-revedjeredential or certificate at the
postsecondary level, or an associate or baccalaudegree (P.L. 109-270. Sec.
122[c][1])” (Sass & Bottoms, 2011, p. 1). Secondyel CTE teachers, which include
teachers at middle and high schools, have hadctease its emphasis on preparing
students for postsecondary education.

The Perkins IV legislation contains performancadatbrs for CTE programs
with the first being student attainment of rigor@aesdemic standards that are aligned
with No Child Left Behind (Sec 13[B][2][A][1]) (S&s& Bottoms, 2011; United States
Department of Education, Office of Vocational andu& Education, 2008). The Perkins
IV legislation also increased teachers’ accountgldbr student achievement (Gordon et
al. (n.d.); Sass & Bottoms, 2011; United Statesddmpent of Education, Office of

Vocational and Adult Education, 2008). These oanres over the past century have led
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to modern-day CTE which produces many teachersanas millions of students
throughout America.
CTE teacher preparation/certification

For many years, some CTE teachers have been pdegaite differently than
academic teachers because they have been requinagié¢ experience in their trade or
craft. Additionally, some of them were allowed ¢a¢h with only a high school diploma
(Gray & Walter, 2001). With educational reform andreased accountability, teachers
must prepare students with higher levels of thiglskills, academic skills, and technical
proficiency. Therefore, it is important that CTEdaers go through a certification
process that includes professional developmentandsework designed to prepare them
for classrooms of the 2kcentury. CTE teachers must receive high qualitining that
not only prepares them in their content area kad tdaches pedagogy that will help
equip students with high levels of technical anadsenic skills that will improve the
quality of the workforce and will help the natiamtiecome more economically
competitive (Bruening et al., 2001; McCaslin & PgrR002; Sass & Bottoms, 2011;
National Association of State Directors of Careecfinical Education Consortium,
2010).

Research indicated that the requirements for CaEhier certification varied from
one state to the next and even within states. M@edhe requirements were quite
different for CTE teachers who went through theitranal route versus those who went
through alternate routes (Zirkle, Martin, & McCasl2007). The majority of CTE
teachers in the areas of business, technolog\gudignie, family and consumer sciences,

and marketing education completed the traditiooat-fyear baccalaureate model
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typically used for elementary, middle school, arghlschool teachers (Gray & Walter,
2001; Zirkle, et al., 2007). State requirementdifaditionally prepared CTE teachers
generally included several components. First, thesehers needed at least a bachelor’s
degree. Requirements for a bachelor’'s degree vaoeustate to state. Variations
included a bachelor degree in education, majorgpegific area, and major in any area
with completion of a teacher preparation progragtddd, these teachers were required
to complete a teacher preparation program. Thiadljitionally prepared CTE teachers
were required to pass an entrance or exit examedhbtad their academic skills and
knowledge of teaching principles as well as knogkdf their content area and the
ability to perform in those areas (Zirkle, et @D07; Southern Regional Education Board
(SREB), 2012).

Teacher preparation is quite different for tradd enalustrial education and health
occupations. These areas typically use an altematieparation/certification model that
stresses work experience and occupational competarer academic credits completed
and degrees earned. Although a majority of healtupations teachers have degrees and
most newly hired trades and industry teachers §§fyitiave at least an associate degree,
the degrees are not necessarily required for @émipythe teaching profession (de Moura
Castro, (n.d.); Gray & Walter, 2001; Joerger & Bezn2001; Zirkle et al., 2007). Some
states have additional requirements such as peew® portfolios, and/or current
employment or offers for employment within the st@irkle et al., 2007).

South Carolina provides two routes to alternatieification for CTE teachers.
The Program of Alternative Certification for Edumat (PACE) is for teachers of

agriculture, business education, family and conswsuiences, and industrial technology.
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The Work-Based Certification Program is for alletiCTE content areas (See Appendix
A for a description for the work-based program).
Teacher Induction

Teacher induction is an important component offteacertification programs.
Induction can be defined as “a comprehensive, @rtteand sustained professional
development process that is organized by a schsipiad to train, support, and retain
new teachers, which then seamlessly guides theraihtelong learning program”
(Portner, 2005, p. 43). Sun (2012, p. 5) statefs tha

The overarching goal of a comprehensive inductimgam should be

developing and supporting new teachers so thegnare effective and make a

smooth transition into the teaching professiostdtes and districts are able to

achieve this goal, related outcomes such as imgrsitglent achievement and
reduced teacher turnover rates will follow.

According to Dillon (2009), it takes about 3-7 yg&wr new teachers to become
effective instructional leaders. Claycomb and Hawées cited in Sun, 2012, p. 4) found
“it can take up to five years for a teacher to meedully proficient and able to maximize
student achievement.” It is crucial that teachersolne inducted into a school culture
that provides collaboration among professionalseieachers have opportunities to
work with colleagues, they are allowed to grow &ain from veterans who are
successful in the field of education which encoasaigacher retention (Carr, 2009;
Dillon, 2009; Jorissen, 2002; Nieto, 2009).

Comprehensive induction programs include a vaonégomponents which may

include but are not limited to mentoring, trainipger networking, support from
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administration, socialization, time to collaboratéh other teachers, and formal
assessments (Dillon, 2009; Ingersoll & Kralik, 2D(Research showed that mentoring is
the most common component of induction programsit ##hile mentoring is an
important component of an induction program, corhensive induction is much more
than pairing a new teacher with a veteran one Bpegified period of time” (Sun, 2012,
p. 5). Induction and mentoring are not synonymous.

Ingersoll and Kralik (2004) emphasized that teaaheuction is not necessarily
the same as preservice and inservice training progr

“Preservice refers to the training and preparat@mdidates receive prior to

employment (including clinical training such asdsat teaching). Inservice refers

to periodic upgrading and additional training reeel on the job, during

employment. Theoretically, induction programs aveadditional training per se,

but are designed for those who have already coetpledsic training. These

programs are often conceived as a ‘bridge’ frondesti of teaching to teacher of

students” (Ingersoll & Kralik, 2004, p. 3).

Sun (2012) identified several elements as vitaioiacin induction programs.
They included: “multi-year support for new teachlasting at least two years, high-
guality mentoring utilizing carefully selected anéll-prepared mentors, regularly
scheduled common planning time with other teaclrgping professional development,
and standards-based evaluation of new teachensgihoat the process” (p. 5).

The American Federation of Teachers (2001) idesttifive characteristics of
induction statutes that led to successful indugtimgrams:

e All new teachers were included.
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The induction program continued at least one year.
All new teachers were paired with qualified mentors
New teachers had lighter teaching loads.

A summative review was conducted at the end optbgram.

The National Education Association (n.d.) supppdfcies that provided

comprehensive induction for beginning teachers sélexperiences should be designed

specifically to the needs and circumstances otheol, district, and state. The National

Education Association supports:

instituting formal systems of comprehensive tea@hduction for at least the
first two years of teaching, under the supervisibexperienced and/or
accomplished teacher-mentors;

creation of incentive grants to districts to depet@er assistance programs
that focus on the improvement of staff knowledge skills;

providing new teachers with a reduced course |logdoa less demanding
classroom/school assignments that permit themrtcjpeate in organized
professional development, induction activities, atahning during the school
day;

regularly assessing new teachers' classroom peafarenand basing their
professional learning directly on the results o tissessment;

increasing training, accountability, and supportdchool administrators,
particularly in schools/districts with high teachemover; and
implementing policies and providing funding to irape significantly the

teaching and learning conditions in schools/digngith high teacher
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turnover. These conditions include class sizesigay infrastructure, teacher
input into school policies, and school safety (NBacher Support, Induction,
and Retention section, para. 2).

Smith and Ingersoll (as cited in Alliance for Exeal Education, 2011) reported

that comprehensive induction combined:

e “high-quality mentoring with rigorous mentor select criteria,;

e common planning time for regular scheduled inteoactith other teachers;

e participation in seminars and intense professidesklopment; and

e ongoing communication and support from school lesldg€€omprehensive
Induction section).

Bach, Natale, Walsh, & Weathers (n.d.) identified following components of

comprehensive induction:

e structured mentoring from carefully selected teaskéo work in the same
subject area, are trained to coach new teachais;anhelp improve the
teacher’s practice;

e common planning time for new teachers to collateovath their mentors,
other teachers, and school leaders across alklevexperience;

e intensive professional development activities fewrteachers that result in
improved teaching that leads to student achievement

e participation in a network of other teachers owdgite local school; and

e standards-based assessment and evaluation oflegnning teacher to

determine whether he or she should move forwattédrteaching profession

(p. 12).
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Fulton, Yoon, & Lee (2005) identified the followirapmponents of systemic
teacher induction in the development of'2&ntury learning communities:

e orientation to and support of the educational comitgu

e development of teaching skills;

e shared expertise of professional,

e two- to three-year probationary;

e partnerships between various entities such asalsstunions, and teacher

preparation programs;

e careful selection of and continuous training fomtoes;

e structured time, incentives, and clear expectationmentors;

e opportunities to observe and be observed by odaahers;

e opportunities for self-assessment and reflection;

e assessment and evaluation of beginning teachers;

e reduced workload and less challenging teachingyassent for beginning

teachers;

e reduced workload for mentors;

e development of external supports; and

e impact (p. 5).
It is evident through the research that comprelerisduction programs may contain a
variety of elements that provide essential supfwohielp teachers become effective.
Induction for Alternatively Certified Teachers

Typical induction programs tend to focus on basigoational skills such as

developing lesson plans, obtaining resources, Esdroom management (Ingersoll &
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Kralik, 2004). Additionally, assistance for newdabars generally includes help with
instructional strategies and student motivationchtdare usually covered during training
sessions on pedagogy (Joerger & Bremer, 2001; &92005). Traditional induction
programs provide support, assessment and feedadkssional development, and
knowledge about education as a profession (Ingefsidtalik, 2004; Joerger & Bremer,
2001). However, traditional induction programs assuhe teacher is knowledgeable
about basic terminology and other basic pedagoagmiere learned in the teacher
preparation program. These programs are not nedgsgapropriate for alternatively
certified teachers who are not familiar with edimadl terminology and procedures
(Szuminski, 2003).

Induction programs for alternatively certified teacs should go beyond the
basics to include unique strategies that addressehds of teachers which would support
their effectiveness and commitment to teachingséh@ograms should assist teachers as
they move from other professions into a teachingera(Joerger & Bremer, 2001).
Alternative certified teachers need even more tsgis—and different types of
assistance—than teachers who complete a traditieaaher preparation program.

Elements of induction programs for CTE teachersighmclude “ongoing
personal support, assessment and feedback onriggmiformance and progress,
continuing education opportunities that meet curneeds, and positive socialization into
the profession” (Joerger & Bremer, 2001, p. 7)thé beginning of their first year of
teaching, alternatively certified CTE teachers #patly need:

e a mentor in the same or related instruction aresasupport group;
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e curriculum, identification of resources, a recofdhelpful tips, and
instructional materials from the previous instrusfo

e an orientation to career and technical studentrozg#ions;

e orientation to system workings, policies, and pthces;

e more preparation time before the beginning of cesirand

e access to a variety of workshops when needed (@o&&remer, 2001, p.

12).

New CTE teachers even need help with issues dealthgequipment and laboratories
and establishing community partnerships (JoergBré&mner, 2001).

SREB data indicated that as much as 75% of beggn@iTE teachers comes from
industry through alternative certification prograwmisich include very minimal
classroom teaching strategies (SREB, n.d.). Theddis Center for Career Education (as
cited in Cochran & Reese, 2007) developed the Neachier Institute, an induction
program that provides two years of mentoring supfeemew CTE teachers. It assists
professionals who enter the field of education fiadustry and lack a college degree in
education. The yearlong program develops pedadaskdbs, provides resources, and
generates a supportive network of professionaladtfition to providing mentors, the
program also utilizes experts from various contgetis such as trade and industrial
education that assist in successful implementaifdhe program. The second year of the
New Teacher Institute is geared toward classro@tmuntion and professionalism as well
as improving activities from the first year. Teachkave opportunities to participate in

activities that are specific to individual contamn¢as.
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The Southern Regional Education Board (n.d.) itabaolration with the NRCCTE
devised an induction model for new CTE teachers arecseeking teacher certification
through alternative routes. The model includesodgssional development component
and a support component. Professional developmedtl®s include instructional
planning and strategies as well as classroom assessnd management. The support
elements of the new program include assistance framed coaches, on-site
mentor/administrator, and electronic learning comityu This model, which was
referred to as “the most comprehensive and suadessidel available today for
strengthening the CTE teacher induction experiériBettoms, Egelson, Sass, & Uhn,
2013, p. 54) can be used by states, teacher pteEpapaograms, and school districts to
improve teacher quality.

Teacher Mentoring

The term “mentoring” is sometimes used synonymouwsly “induction” which
is not correct. Mentoring is one of the most impottcomponents of an induction
program, but is not the only component. The basiction of a mentor is to devote time
and effort toward helping a new teacher (Portn@052. Mentoring should be helful and
should provide opportunities for beginning teachersork closely with experienced
colleagues as they gain confidence to stand on dkai (Mihans, 2008).

Mentors need to be successful teachers who candp®give and encouraging to

new teachers. They need to be empathetic, homebsemsitive to the personal,

professional, and instructional needs of the newtter. On-going training will
help ensure that mentors will be effective on atiooral basis (Joerger & Bremer,

2001, p. 31).
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Joerger & Bremer (2001) stated that mentors neée t source of
encouragement and support for new teachers. Résesrealed several desired qualities
of mentors: models exemplary teaching, communica&dls builds trusting relationships,
possesses instructional leadership skills, proviggertunities for reflection, is willing
to listen, and provides emotional support (Billileys 2005; Brown, 2003; Schlichte,
Yssel, & Merbler, 2005).

Hicks, Glasgow & McNary (2005) identified severesearch-based strategies
that are important for mentors to use when suppgriew teachers. Mentors should
support them as they work with students; develgpigliine policies; plan curriculum and
pedagogy; plan assessments; implement instructstradkegies; develop plans for
assisting students with special needs and divexskegoounds; implement technology
integration; and establish effective parent/comnyur@lationships.

A review of research studies revealed that we $agfcient data in the area of
teacher mentoring in alternative teacher certificaprograms. Nevertheless, researchers
made several recommendations to improve the gulipyeparation for teachers who
choose alternative routes. According to WaymantdfpMantle-Bromley and Wilson
(2003), education leaders in ATCPs need to offefulpreparation programs before
entering the classroom. The researchers emphasiaelkaders need strong mentoring
programs as part of teachers’ preparation. SImn{@2085) also stressed that mentoring is
vital particularly in ATCPs because these teacHersot participate in student teaching
experiences. Although there is limited researcihéarea of alternative teacher
certification, particularly CTE, several researtidges have provided opportunities for

teachers and principals to give feedback about teetification programs.
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Briggs (2008) conducted a study of the perceptadradternatively certified CTE
teachers regarding mentoring and preparation desuvieceived during their first year of
teaching. Teachers reported that they appreciasednaner workshop which was
conducted before their first year as well as addél sessions related to classroom
instruction, classroom and lab management, andnggkiesentations. They also valued
visits from course instructors that occurred ptotheir first year and indicated they
would benefit from a greater number of visits. king$ from the study described the
topics related to mentoring that were most helgfulanning, time management, student
assessment, ways to prevent teacher burnout, hdealovith classroom management
issues, and working with political and cultural raakp of their individual school
buildings and school districts” (p. 13). Teachegarted that mentoring was most useful
when they met with mentors regularly, when the metgtught in a similar subject area,
when duplication of university coursework and meinigp materials was reduced, and
when paperwork was reduced.

In 2003 Jorissen conducted a study to receive tagdivom teachers who
indicated that it was crucial for ATCPs to haveeffiective mentoring component.
Teachers believed their mentoring experience pea/gssential feedback, enhanced
personal and professional progress, contributeldetio effectiveness as a teacher, and
promoted an effective classroom culture. Additibnakachers formed positive
relationships with mentors. Similar perceptionsewevident in other research studies
such as one conducted by Smith and Ingersoll (200®y reported that teachers who
had mentors in the same subject area and who oddieddl with other teachers were more

likely to stay in teaching after their first year.
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Teacher Retention for Alternative Certification €ears

One of the challenges facing education is teadtention. Data from the
National Commission on Teaching and America’s FU{INCTAF) indicated that the
annual retention rate for teachers from all cexdifion routes was 84.3% compared to
89% for other occupations. According to the NCTAE(), the average teacher had
fifteen years experience in 1987-88. However, by7208 the typical teacher had only
one to two years of experience. During the 20038®o0l year, 79% of teachers in
South Carolina had just one year experience wilg 23% had fifteen years experience
(NCTAF, n.d.). Data from an earlier study revedatsel following retention rates for
beginning teachers>lyear—86%; ¥ year—75.6%; 8 year—67.4%; % year—59.6%;
and 8" year—53.8%. These cumulative figures referrecéahers from all certification
routes. (National Center for Education Statistesigéed in Ingersoll, 2002).

There are currently insufficient data on long-tegtention rates for alternative
certified teachers. Although some studies have beaducted to determine the impact of
certification route on student achievement, theedittle data that indicate a relationship
between certification route and teacher retentaes (Sander, 2007).

One of the most widely recognized ATCPs is New YGity Teaching Fellows
which has certified approximately 8,500 teachelss Tepresents about 11% of all
teachers in New York City. Data showed that apprately 92% of entrants completed
the first year of the program; 75% taught at |¢laste years; over 50% taught at least 5
years (New York City Teaching Fellows, 2012). Arastivell-known program is Troops
to Teachers. Research showed that 78% of teaclersempleted the program planned
to remain in the profession in five years (Feizait& Haar, 2005). This difference

indicates that teacher retention data are incargi$br alternate certification programs.
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Why teachers stay in the profession

Various research studies have been conductedeff@m to determine the types
of things that influence teachers’ decisions toaenin the profession. The most
common factors were teachers’ salaries, workinglitmms, teacher preparation, support
from administration, autonomy, and support from toen(Mihans, 2008; Ng & Peter,
2010).

A study of approximately 500 teachers indicated tfenographics had some
effects on teacher retention (Stockard & Lehma420Another study by Easley (2006)
reported that demographics were not significatheretention of alternative certified
teachers at Mercer College. According to Margdi308), gender may be a factor in
teachers’ next career move within the field of edtion. More often males plan to move
from teaching into administration; whereas, femalesose to remain in the classroom.

Another area that may affect retention is satigfactData retrieved from the
Inter-University Political and Social Research aiwérsity of Michigan dealt with
factors that influence satisfaction and retentibfirst year teachers. This study was done
with public school teachers (not necessarily aliBwmely certified teachers). Most first
year teachers reported that they were satisfield théir job; over 50% would enter the
teaching profession again; 45% of teachers traresfa@o different schools, and 17%
changed professions. In a statewide sample, arlatgeber of younger people planned
to leave the profession than older people; in #iteonal sample men and non-Hispanic
Whites were more apt to leave. The results reddalat support and school
administration had little direct effect on retemtiteacher satisfaction had the most

significant impact on retention (Stockard & Lehma@04).
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A synthesis of several research studies retutmedollowing results about
reasons why teachers stay in teaching: leadersh@gul (most often); mentors; support
from administrators and teachers; efficient class;snonetary rewards; student success;
training in classroom management, instructionaltstyies, discipline, and safety;
collaboration with other teachers; integration iatprofessional culture; emotional and
personal ties to students; personal characterdgtiality of teacher education;
opportunities for growth; and moral ideals (Atw@008; Buchanan, Bleicher, Behshid,
Evans & Ngarupe, 2007; Costigan, 2005; Easley, 2006ssen, 2002; Justice, Greiner
& Anderson, 2003; Margolis, 2008).

A study of alternative certified teachers in Neavséy provided data about
retention. Nagy (2007) reported that about 88%tefr@ative certified teachers that
started in the spring said they would stay in tradgssion; 90% of those who began in
the summer said they would stay in the professi®gt of teachers who started in the
winter said they would continue. The results ofshely indicated that the highest
percentages of teachers that would remain repredeeachers who had less than two
years experience or more than six years, and 1384 t#achers surveyed would change
professions. Principal support played a role icheas’ decisions. Ninety percent of
teachers who reported they were very satisfied piittcipal support said they would
remain; 89% of teachers who indicated they wereeraidly satisfied would stay. The
study revealed that assistance from the principdlraentor was the best gauge of
teacher satisfaction which impacted their decistostay in education. SREB (2012)

found that “CTE teachers who are well trained amgpsrted in entering the teaching
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profession are more likely to remain in the fiefdlduild their teaching skills over time,
resulting in a better trained teaching force.”

Why teachers leave the profession

Review of research studies revealed several fmthat cause teachers to leave
the profession: lack of autonomy; increased ac@iilitly; low salaries; lack of parent
support; apathy; low morale; lack of motivatiormsdroom discipline, and training; poor
working conditions; limited autonomy; poor benefiteck of career growth; stress; and
lack of feeling rewarded (Costigan, 2005; Justical.e 2003; Margolis, 2008).

A study of new CTE construction teachers revediatl teachers who stayed after
their first year believed low salaries was the nanmdne issue that caused teachers to
leave; however, the teachers who left felt thadryalvas not important at all in their
decision. The stayers reported concerns with stutisaipline and poor administrative
support. Moreover, the leavers had additional corecabout challenges with special
needs students and students with lack of motivdtuecCandless & Sauer, 2010).

Of the research that was reviewed, two of the rmostmon reasons for leaving
the profession were lack of autonomy and increaseduntability. A study of New York
Teaching Fellows that was conducted by Arthur @asti(as cited in Dangel & Guyton,
2005) followed a group of Fellows for three ye#&ihough most of the teachers were
sincerely interested in teaching, they were venytéd in their ability to develop and
implement an innovative curriculum because theyeveenstrained by state-mandated
standards that did not meet the needs of theieatsdThey felt that the red tape of
public education hindered their professional groadla teacher and decreased

opportunities for students to be successful.

35



A survey of 88 teachers in South Carolina citeshiadstrative problems as the
most common reason for exiting the profession. Bedents’ reasons for this response
ranged from not maintaining effective disciplindipies to lack of consistent decision
making. Other reasons included failure to provideded resources, lack of supervision,
and lack of visibility (Eggen, 2001).

Because there are very limited data on retentimhadternative teacher
certification, particularly in CTE, it is recommesttithat researchers conduct extensive
studies that will assist educational leaders iningaklecisions about the future of
ATCPs. Justice et al. (2003) reported that leagleosiid conduct interviews with current
and former teachers to find out why they remaiteave the profession. Jorissen (2002)
and Margolis (2008) indicated that school leadauikl develop pre-service and
induction programs which provide opportunities ¢otlegial relationships among
professionals within the organization. They recomdesl additional studies to determine
the relationship between teacher satisfaction eachier retention.

The Teacher Quality Task Force established by AGfféred several
recommendations to address teacher quality andti@tessues:

e Create a system of reciprocity for teaching cedifes across state lines.

e Re-examine licensing requirements to ensure theyatra barrier.

¢ Atrticulate two-year and four-year higher educatoograms.

e Improve and increase professional development.

e Develop stronger induction and mentoring programs.

e Emphasize the importance of CTE courses to thecclum.

e Work to reopen formal teacher education programs.
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¢ Increase teacher salaries and money to suppontgmsg

e Provide grants to teachers for externships in lssimnd industry.

e Make it easier and more lucrative for businessatate expertise and

resources to education (DeWitt, 2010, p. 13).
These recommendations may be useful in assistirkgI€dders with teacher retention.
Impact of induction and mentoring on teacher retant

The United States Department of Education’s replminating Barriers to
Improving Teaching2000) found that attrition rates of first-yeardkars may be
reduced by up to two-thirds if teachers participata formal first-year induction
program that includes mentoring. Studies reveale@dresults about the impact of
mentoring on teacher retention which indicated thaher investigation is needed in this
area. A review of several studies supported thendlaat assistance for new teachers —
and in particular, teacher mentoring programs -elampositive impact on teachers and
their retention. However, there were limitationsdgse of factors that could not be
controlled (Ingersoll & Kralik, 2004). The resutifanother study that examined
beginning teachers’ perceptions of leadership, orérg, and climate revealed no direct
relationship between mentoring and teacher reterfthdynn et al., 2007).

A study of new teachers was conducted to deterthimeffect of comprehensive
teacher induction on the teacher retention. Thdirfigs indicated the treatment group
received more induction support; however, additiengports did not necessarily have
positive impacts on important outcomes after thst frear of implementation. The
teachers more often had a formal mentor, spent timeein meetings with a mentor,

received help in classroom management more frelyyeateived opportunities to
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review student work, and were able to communicatie parents. Despite the
aforementioned activities, there were no posithapacts on teacher retention (Isenberg,
Glazeman, Bleeker, Johnson, Lugo-Gil, Grider, DodiBritton, 2009).

Another study was conducted of 167 New York CitytiManatics Teaching
Fellows (NYCMTF) in their first and second yeartedching math in grades 5-12.
Teachers were recruited and trained to teach inllmiand high schools that were
typically hard to staff. The study was designedddress mentoring because it was
identified as the most critical on-site supporte ®Biudy examined several factors which
included math instruction, standards, and demoggeapi students as they related to
math teacher recruitment and retention in areds thé greatest need. The study
identified expected areas of support for appropmaentoring as well as actual support
that was provided. Mentors and supervisors wereebeg to provide:

e consultation with college-level program facultyhsol district personnel and

candidates regarding teaching load,

daily mentoring during the first 8 weeks,

time to meet with mentor,

plan for continual mentoring,

monthly observations and meetings with college ltgcand

ongoing support by college program faculty (FodBeantlinger, Haydar,
Smith & Gonzales, 2010, p. 406).
However, the actual support that beginning teactemsived revealed the following:

e Mentoring rarely met state and local standards.

e Sufficient time was not provided for mentoring aities.
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Mathematics Teaching Fellows were unable to idgmiiéntors by name or
explain mentor’s roles.

There was lack of coherence between NYCDOE (Nevk Y3ty Department
of Education) and university mentors for Teachieg/dws.

School personnel had multiple roles and did noviplenecessary and
consistent support.

Three out of ten Teaching Fellows had no DepartroeBducation mentoring
during their first year.

Only three out of ten Teaching Fellows were obsgweekly by mentor and
often did not include full-lesson observations.

One out of four had a full-lesson observation @ei@i-monthly or weekly
basis.

Focus and quality of the mentoring by the Departnoéiducation varied
greatly.

Nineteen Teaching Fellows received no help fromtaoren

Few did not receive mentoring untll&emester.

Feedback was not always helpful.

Eighty percent received significant mentoring freameone other than

Department of Education mentor (Foote, et al., 201@10-413).

Many teachers stated that the mentoring progranmstdt more heavily on moral and

emotional support rather than instructional supgdntfortunately, the program did not

have enough mentors to meet NYCTF demand, and NaWw &fd not continue to fund

new teacher mentoring. The results of this studyckaled that poorly-designed
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programs which are intended to provide supporhéw teachers could have a negative
impact on retention as well as ability to teachimaithough the study did not return
positive results, researchers concluded that imoludor alternative certified teachers is
important for practical and theoretical experien@asote et al., 2010).

Hayes (2006) conducted a study to examine thetsftd a mentoring program on
the retention rate of beginning teachers. A pastmiprbetween the Raytheon Teaching
Fellows Program and Wichita State University inédanath and science teachers from
two different programs—a traditional teacher cexdifion program and an alternative
teacher certification program. The results of tluelg indicated that 99.9% of the fellows
were still in the program after three years. Byvmtmg experienced teachers as mentors,
beginning teachers improved communication, profesdidevelopment, and self
confidence which can encourage teacher retentiaygs] 2006).

Briggs and Zirkle (2009) stated that many mentpand induction programs are
poorly designed and lack “practical and researgdedaopics for new CTE teachers”

(p- 3). Therefore, further research is neededftonm the field about the specific

induction activities that will ultimately result improved teacher performance and career
commitment (Briggs & Zirkle, 2009). While curremsearch does not yet provide
definitive evidence of the value of mentoring pags in keeping new teachers from
leaving the profession, it does reveal that theeniough promise to warrant significant
further investigation (Ingersoll & Kralik, 2004).

A new induction program designed by SREB in coltfabion with NRCCTE
found that teachers who met with their mentor oagular basis felt a greater level of

support which led to teachers remaining in thegssibn. The implementation of the
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program resulted in 70% of new teachers remaimrtgaching after the first year, and
89% returned after the second year. These teantes a commitment to stay in the
education profession for the next five years (Botcet al., 2013).

CTE Teacher shortages

As stated earlier, the Perkins IV legislation iraged the requirements and
expectations for CTE teachers. Another initiativatthas affected CTE is Common Core
State Standards which is an initiative coordindtedhe National Governors Association
Center for Best Practices and the Council of C8tete School Officers (2010). This
state-led effort was “developed in collaborationhweachers, school administrators, and
experts, to provide a clear and consistent framkwwnprepare our children for college
and the workforce.”

These changes have made it increasingly difficufind teachers who possess the
technical knowledge and skills as well as the acaceompetence to teach certain CTE
classes. This shift caused concern for state Ciidetdirs which prompted the National
Association of State Directors of Career Technifiication Consortium (NASDCTEC)
to publishTeacher Shortage Undermines CTitis publication discussed the problems
that schools face when seeking qualified CTE teached identified three key factors
that contribute to the teacher shortage: increa$&lE course enroliments, the decrease
in four-year teacher preparation programs, andnitreasing number of teachers
approaching retirement age (NASDCTEC, 2009).

The primary reason for increased student enrollnme@fTE is the increase in the
number of high school students who were born temarof the baby-boom era (Sass &

Bottoms, 2011). A variety of national surveys iredexd that nearly all students enroll in
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at least one CTE course and approximately 20%gakeral courses (Levesque et al.,
2008). In 2006-2007 the Office of Vocational andii Education at the United States
Department of Education (2008) reported that ogemillion students were enrolled in
CTE courses at the high school and postsecondagislelhis represented an increase of
almost 6 million students in only seven years. Wagonal Center for Education
Statistics (NCES, 2008) reported that in 2005 axipnately 22% of high school
graduates completed three or more credits in CTE9d@f0o completed at least one credit.
Ninety-four percent completed at least one CTEitire®009 (NCES, 2011).

Although America’s schools have increased acadeagjgirements in the past
twenty years, data indicated that enrollment in €dHrses has remained steady. As high
school enrollment increases, CTE enroliment alscegses which could contribute to
teacher shortages (Sass & Bottoms, 2011; USDOE)200

While the demand for CTE courses increased, theréeaver teachers to teach
them. One contributing factor is the declining n@mbf colleges and universities that
offer teacher preparation in CTE programs (Bruemingl. 2001; Kiker & Emeagawali,
2010). The ACTE Teacher Quality Task Force alseddhat one of the major issues
affecting the shortage of CTE teachers is thahtimaber and size of traditional
university CTE teacher preparation programs haveedsed (DeWitt, 2010).The
National Research Center for Career and Techndat&tion (NRCCTE) reported the
number of CTE teacher preparation programs drofnoed 432 to 385—an 11%
decrease—between 1990 and 2000 (Bruening et &1,)20

Data from the South Carolina Commission on High#dudation (2010) showed

that only four CTE teacher preparation programstexi at the college level in South
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Carolina: Agricultural Teacher Education at Clem&bmnversity, Business Education at
South Carolina State University and Winthrop Unsvgr, Family and Consumer
Sciences at Winthrop University, and Industrial Are@logy Education at South Carolina
State University. Further investigation of eachitngon by the researcher revealed that a
teaching degree in Family and Consumer Sciencésnger existed (Winthrop
University, 2013).

Another factor that may add to the teacher shonwagee increasing number of
teacher retirements. In 2010 more than one-thialdéachers in South Carolina who
left retired from the profession (Center for Edwecd&®ecruitment, Retention, and
Advancement, 2010). In 2009, the National Commissio Teaching and America's
Future (NCTAF) estimated that America could losewld/3 of our most experienced
teachers to retirement in the next four years @a2008). The NCTAF (n.d.) reported
that 300,000 veteran teachers retired between @0@42008. This led to a tremendous
decrease in experience in the classroom. In 198h&8/pical teacher had about 15
years of teaching experience, but by 2007-08 thie&y teacher had only 1 to 2 years of
experience (NCTAF, 2009).

Feistritzer (2011) indicated that the number othess with 5 or fewer years
experience increased from 18% in 2005 to 26% irl2Btbwever, the number of
teachers with 25 or more years experience decréased27% in 2005 to 17% in 2011.
She also noted that retirees were being replacddamhers who came through
alternative routes to certification. In 2011 ddtawed that for teachers with more than
25 years experience, 95% came through traditiandés to certification. However, for

teachers with 5 or fewer years experience, 39% tetegbalternative routes.
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In recent years, researchers noted an increabe imumber of CTE teachers with
alternative certification which may be another aador of a shortage in the number of
CTE teachers. Alternative certification has beenrttain pathway of entering the
teaching profession in some CTE areas like construchealth, and mechanical trades.
Additionally, alternative certification has increalsin CTE areas such as business
education and agriculture which were previouslyh®} graduates of four-year teacher
preparation programs (Sass & Bottoms, 2011).diffscult to estimate the number of
alternatively CTE teachers at the national levelwidver, Bottoms and McNally (2005)
(as cited in Sass & Bottoms, 2011) conducted aeguo¥ 12,000 teachers who were hired
between 2000 and 2004 in 30 states in the High@shdat Work network and found
that only 25% graduated from teacher preparatiognams. They concluded that most of
the teachers came through alternative routes.

The NASDCTEC (2010) published a four-part analgsigends in CTE based on
data collected from a survey of all state direct@se of these analyses focused on the
shortage of CTE teachers in the 16 career clustasaThe areas with the largest
shortages at the secondary level were in STEM (8eielechnology, Engineering, and
Mathematics); Health; Manufacturing; Agricultureade, and Natural Resources; and
Architecture and Construction.

Support Needed for CTE Teachers

Research showed that up to 75% of beginning CTéhta enter the profession
from industry and receive little to no teacher prgpion (SREB, n.d.) Itis evident in the
research that CTE teachers, especially those whoeatified through alternative routes,

need additional support. Teachers who enter the: theough alternative routes often do
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not receive traditional pedagogical training and/a@k the skills and knowledge that
are required to handle discipline problems, martage&lassroom, provide instruction for
students with special needs, challenge gifted sitsdand deliver personalized
instruction. In the field of education, many teashigave high expectations when they
begin teaching. However, many alternative certitfesmthers struggle to meet the
demands that come along with the job (Honawar, 2007

HSTW has conducted many surveys and research tg@ed has found that the
majority of new CTE teachers have not complete@dditional, four-year teacher
education program. This creates the need to praugeort and preparation in all areas
of pedagogy. An SREB project that was developeautin NRCCTE includes an
induction model that provides essential trainingalvhncludes mentoring, coaching,
guidance from school administrators, and an elaatnoetwork of practice (Sass &
Bottoms, 2011).

The needs of beginning CTE teachers are simildrdse of beginning secondary
teachers in general which include skills in classtananagement, instructional
strategies, motivating students, and time/resonraeagement skills (Joerger & Bremer,
2001). Additional assistance for new CTE teachkogikl include a mentor in a similar
content area, orientation to career and technattyggyent organizations, helpful materials
from previous instructor, orientation to schoolidd policies, access to professional
development, and adequate preparation time befdegieg the classroom. Similar to
these areas, alternative route CTE teachers suhaydigh Schools That Work sites
indicated the need for professional developmefum instructional categories:

“instructional planning, instructional strategie@ssroom assessment, and classroom
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management” (Sass & Bottoms, 2011, p. 15). Teackemted the need to learn
strategies for teaching through cooperative legxrlifferentiated learning, and applied
learning techniques.

Ruhland and Bremer (2004) studied traditionally alternatively certified CTE
teachers’ perceptions of their first year of teaghiTraditionally certified teachers were
more likely to report they were better preparededagogy; alternatively certified
teachers were more likely to report they were begitepared in knowledge of content
areas. All teachers needed additional ongoing stippclassroom management and
working with special needs students. These needs suailar to those sited in survey
data from CTE teachers at High Schools That WddssAdditionally, administrators
identified classroom management as the most congdabciency among new CTE
teachers. More than half of the school leadersatdd that teaching strategies was a
challenge for new CTE teachers. Forty-three perckatiministrators surveyed believed
that newly hired CTE teachers lacked the skilleaadle diversity and students with
special needs (Bottoms & McNally, 2005 as cite@ass & Bottoms, 2011).

As leaders plan strategies for recruiting, deveigpand retaining teachers, it is
crucial to consider why they chose the professtince most teachers choose education
because they want to make a difference in childréwés, non-monetary rewards may be
more meaningful than salaries or signing bonusks.slirvey conducted by Public
Agenda and the National Comprehensive Center facfier Quality (Rochkind et al.,
2007) indicated that 71% of alternatively certifl@dE teachers would choose a school

where administrators provide strong support ov&eheol that provided a higher salary.
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CHAPTER 3
METHODOLOGY
Introduction

Chapter 3 describes the design of the study anldiesphe procedures the
researcher used to conduct the study. The purddbesstudy was to examine the
preparation of South Carolina’s work-based cedifiareer and technical education
(CTE) teachers. First, the study determined thergxhat the work-based certification
program includes best practices of CTE teacheificatton programs. Second, the study
revealed perceptions of teachers who completegrtigram. Third, the study determined
the retention rates of South Carolina are beginteaghers (CTE) who completed the
work-based certification program. This chapterunels an overview of the study,
research design, population, instrumentation, daltaction procedures, methods of data
analysis, and limitations.

South Carolina does not calculate teacher retefio8 TE work-based certified
teachers. Therefore, this study is important bex#usill add to the limited research that
exists in the area of CTE teacher retention. Thearcher’s desire is that this information
will be helpful to CTE leaders as they seek to iowgrteacher quality and teacher
retention.

Overview of the Study
South Carolina’s career and technology teacheeswre certification through

several traditional and alternative routes. Thditi@nal route refers to teacher
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preparation programs at the collegiate level wistudents earn a bachelor’s or master’'s
degree and complete student teaching. Alternatiuees refer to the methods of
certification that allow candidates to obtain derdtion after earning a degree and/or
working in a related field. One alternative cecdfiion route for CTE teachers in South
Carolina is work-based certification which is thesis for this study (See Appendix A for
a description of the work-based certification peogj.

The purpose of this study was to examine the @stibn program for work-
based certified teachers and identify the extemthich the program contains evidence of
best practices based on literature. The studyméted the perceptions of a sampling of
South Carolina’s CTE teachers who have completedIRECT (Developing
Instructional Readiness for Educators of CareerTaahnology) Institute. Additionally,
the study determined the retention rates of begm@QITE teachers in South Carolina
who received their certification through the worksbd certification route.

To determine the retention rates, this study wagdid to South Carolina’'s CTE
teachers who received work-based certification f&83-2004 through 2008-2009. The
study provided annual retention rates for the fiiste years. The starting year, 2003-
2004, was chosen because the South Carolina DegrarohEducation lost data from the
previous year due to file corruption. This lackcohtinuity would cause problems with
the validity of the study. The ending year, 200820~as chosen because the South
Carolina Department of Education provided informatihrough 2011-2012. This
allowed the researcher to examine the retentias fatr three years (2009-2010, 2010-
2011, and 2011-2012). The researcher chose to gtedjree-year retention rates

because this is the number of years that it takesmplete the major components of the
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program. Additionally, research shows that it calcetup to five years for a teacher to
become proficient (Claycomb & Hawley, as cited imS2012).

In order to examine the certification program agigmtion rates of South
Carolina’s beginning CTE work-based certified tesshthe researcher explored the
following questions:

1. To what extent are best practices evident in S@attolina’s CTE work-based

certification program?

2. What are the perceptions of CTE work-based teaaheoscompleted the
certification program?

3. What are the first, second, and third year retentades for South Carolina’s
beginning teachers who received CTE work-basedficatton from the years
2003-2004 through 2008-20097?

4. Do third year retention rates vary across contesas?

5. Do third year retention rates vary based on teath&te and gender?

The researcher obtained permission from the Inigtital Review Board (IRB) prior to
conducting the study (See Appendix B).
Research Design

The researcher used mixed methods to conductullg.sThe researcher used
descriptive research methodology to collect datih s1$ frequencies and percentages
related to the retention rates of beginning CTEkamased certified teachers in South
Carolina. This method was selected because itrisans to organize, summarize and

distinguish characteristics of an entire collectowrpopulation (O’Rourke, Hatcher &
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Stepanski, 2005). Frequencies and percentagesusedeto describe the following
information: total number of teachers, CTE contefas, gender, and race.

In this study, the first question addressed besttpes from the literature. The
researcher used a qualitative approach in the &drancontent analysis to determine the
extent that best practices are evident in Soutbl®@ars CTE work-based certification
program. For the second question, the researcimelucted interviews using qualitative
research to determine teachers’ perceptions ahewvork-based certification program.
Finally, the researcher used quantitative anatgseiswer questions three, four, and five
which examined the retention rates for beginninde@rk-based certified teachers who
received initial certification from 2003-2004 thghu2008-2009. The retention rates were
calculated annually for the first three years. &mmple, the annual retention rates for a
teacher hired in 2003-2004 were calculated fromdtita that were provided for the next
three years: 2004-2005, 2005-2006, and 2006-200&refore, the data for 2006-2007
represented the third year retention rate. Theareber used Chi-Square Tests of
Independence to address the relation between tegatbation and CTE content areas as
well as race and gender.

Question 1: To what extent are best practices avide South Carolina’s CTE work-

based certification program?

Content Analysis

For the first research question, the researchetwedad a content analysis to
answer the question, “To what extent are best gescevident in South Carolina’s CTE
work-based teacher certification program? In otdefo the content analysis, the

researcher utilized procedures from Krippendorffl(): (a) preparatory research, (b)
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units of analysis, (c) sampling strategies, (d)icg@ategories, (e) inferential procedures,
and (f) tabulation and reporting.

Preparatory Research

Information gathered from a review of the literawas used to identify best
practices related to new teacher induction progrdme researcher conducted searches
through various databases such as ERIC and EBS@@Ilkas search engines on the
internet such as Google. The researcher also gatliata from professional
organizations such as the Association of CareeiTaatinical Education as well as CTE
certification programs from other states. The f@tirce was entitlethctions States
Can Take to Place a Highly Qualified Career/Techhiteacher in Every Classroonsy
Gene Bottoms and Kathleen McNally (2005) who are éwxperts in the field of career
and technical education. The second source Wwagrbving Secondary Career and
Technical Education through Professional Developmalternative Certification and
Use of Technical Assessment Datkeveloped by the National Research Center for
Career and Technical Education (NRCCTE) in partripraith the Southern Regional
Education Board (SREB). The authors were HeathggB&ass and Gene Bottoms
(2011). The final source wasStudy of State Certification/Licensure Requireméonts
Secondary Career and Technical Education TeachkysChristopher J. Zirkle, Lindsey
Martin, and N. L. McCaslin (2007).

Unit of analysis

The unit of analysis was South Carolina’s work-lolasacher certification

program. The researcher retrieved the componertgsoprogram from the South
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Carolina Department of Education website and recbsupplementary information from
teachers and other individuals associated wittptbgram.

Sampling

The researcher did not conduct a sample becaus#yisy the collected works of
a particular author requires no sampling” (Kripperif) 2013, p. 121). Although the
certification document does not have a specifib@autt is a “body of texts that includes
all of its kind” (Krippendorff, 2013, p. 121).

Descriptive Coding

From a review of literature, the researcher idexdithe best practices that
comprise effective CTE certification programs asdigned each best practice to a
specific category. The researcher developed a gddim that lists the best practices by
category. The coding form also included a spacédibrer” which was used to identify
best practices that appeared in South Carolinarkdvased certification that were not on
the original list from the literature. As the resdeer read the certification documents
carefully, the coding form was marked to indicdte presence or absence of best
practices.

Tabulation and Reporting

Once the coding was complete, the researcheredreatiable with four columns.
The first column lists the best practices. The sdamlumn indicates whether the best
practice is present. The third column indicatestiwiethe best practice is absent. The
fourth column indicates if the data is unknown nclear. The researcher used tables to
represent the findings. This information will beadable for career and technology

leaders throughout the state and beyond.
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Question 2: What are the perceptions of CTE workedaeachers who completed the

certification program?

Interviewing

The second research question explored the pepospti CTE work-based
certified teachers who completed the certificapoogram. The researcher used a
qualitative research design in the form of an inew. A qualitative approach was
chosen because the researcher sought to providéstdwview about CTE teacher
preparation. This method is appropriate when “neseas are interested in the meanings
people attach to the activities and events in thend and are open to whatever
emerges” (Roberts, 2004, p. 111). Interviewingvadld the researcher to understand the
experiences of participants and to gain insighd their individual stories.

Data Collection

The researcher used a structured interview apbropasking the same questions
of each participant. One of the first steps theaesher took was to construct a set of
open-ended interview questions (See Appendix Q)dineered each aspect of the South
Carolina’s work-based certification program. Theearcher was careful not to include
information that was not related to the programe Tésearcher administered the
interview to “test” participants in order to clariny information prior to the real
interviews. The researcher obtained permissiomidrsaipport from the proper officials
for the teachers to participate. The researchdaaga the purpose of interviewing
graduates of the program and emphasized that sédsef the study will be valuable to

them as leaders of career and technical educati@outh Carolina.

53



Selection Process

The researcher sought participants for this stydgdmtacting the president of the
professional organization, Career and Technicacktion Administrators (CTEA), to
request that she email South Carolina’s CTE pradsipnd directors. The president gave
the researcher permission to email principals arettbrs asking them to provide email
addresses of CTE teachers who completed the wadebeertification program. The
researcher did not include teachers that workedardistrict in an effort to prevent
teachers from feeling obligated to respond in gag@manner because of working in the
same district. The researcher made initial contattt teachers via email and followed up
with a phone call to each teacher that consentpdicipate.

The researcher explained the purpose of the @sstudy and sought to establish
some type of connection with the participant. Upeceiving consent, the researcher
arranged a face-to-face meeting to conduct theviets. If a face-to-face meeting could
not be arranged due to distance, scheduling ctsflitc., the researcher conducted a
phone interview instead. The researcher intervieSveshchers from a variety of content
areas. The researcher concluded the interviewsadtermining that the information was
sufficient and the researcher was hearing the safmenation. Prior to the interviews,
the researcher asked each participant to sign seadform (See Appendix D) adapted
from the components of informed consent outlined®dman (2013). It included the
following parts: An invitation to participate, riskrights, possible benefits,
confidentiality of records, dissemination, and emthinformation. During the interview,
the researcher obtained information about the evatRTE content area. Information

about each teacher’s gender and race was gathreradlata provided by the South
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Carolina Department of Education. The researcheoaged the participant to agree to
be audio taped to ensure that information was nsinterpreted or recorded incorrectly.
The researcher proceeded with the interview antstribed the interview at a later time
via electronic format.

Data Analysis

The researcher organized the transcriptions treleic files and reviewed each
transcription thoroughly by marking the informatitbvat was significant. The researcher
identified commonalities among all transcriptiomsl @ategorized the information in an
effort to manage the data effectively. The researalsed a chart to record this
information and developed themes based on partitiiggponses. The researcher
interpreted the data that was gathered and proadedrative summary of the results.

Question 3: What are the first, second, and thérak yetention rate for South Carolina’s

beqginning teachers who received CTE work-basedfication from the years 2003-2004

through 2008-2009?

Population

The population that was used to determine thetieterates for this study
consisted of beginning CTE work-based certifiedhbeas in South Carolina who became
employed between 2003-2004 and 2008-2009. Thenadédor selecting this group of
teachers was that a large number of new CTE testlh&outh Carolina receive
certification through this route. Also, this popida included teachers at traditional high
schools as well as career and technology centesssathe state which allowed the
researcher to study a broad range of content dreaaly, although South Carolina

maintains data for teachers who are certified thihawaditional routes, it does not
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calculate the retention rate for work-based ceditieachers. This study will contribute to
the data that already exist and will provide insigiho an area that has rarely been
explored.

Data Collection

In order to calculate the retention rate, theasd®er contacted the South Carolina
Department of Education (SDE) to request informratibout career and technology
teachers who received work-based certification f&0-2001 through 2008-2009. This
required collaboration between two divisions at$i¥: The Office of Career and
Technology Education (OCTE) and the Office of Redeand Data Analysis (ORDA).

The OCTE searched for certificate numbers withpitedix “90” which is specific
to work-based teaching certificates and providetfmate numbers to the ORDA. The
ORDA manipulated the data and provided the follgnimformation in the form of
Microsoft Excel spreadsheets: certificate numbetial year of certification, district
identification number, school identification numpeace, gender, education level, area of
certification, position code, and total years eigrase.

The ORDA provided eleven separate spreadsheetxisarascending order by
certificate number which is aligned with initialgreof employment. The sheets covered
the years 2000-2001 through 2011-2012. The date alezady sorted into cohorts of
teachers based on their year of certification #lusinating the need for the researcher to
manipulate the data. Each spreadsheet containedlaive employment information for
each teacher. Here is an example of how the dataveanged. Let’s say that the first
spreadsheet was for 2001-2002 and listed informdtpcertificate numbers 90000-

90060. This was the first cohort of teachers. Téwad spreadsheet was for 2002-2003

56



and showed two cohorts: certificate numbers 900@IEO (first cohort) that were still
employed and certificate numbers 90061-90075 (skcohort) that received initial
certification. The third spreadsheet was for 200842and showed three cohorts:
certificate numbers 90000-90060 (first cohort) thate still employed, certificate
numbers 90061-90075 (second cohort) that wereestiloyed, and certificate numbers
90075-90140 (third cohort) that received initialtéeation. This pattern continued
through eleven spreadsheets and ended with in@réafication and employment data for
2011-2012.

The department did not provide initial certificatidata for teachers who started
in 2002-2003 because the source data file was p@diand could not be recovered by
the South Carolina Department of Education. Becabitiee lack of data for 2002-2003,
the research study began with the 2003-2004 sgleawlin order to maintain the validity
of the study.

Data Analysis

The data collection period for calculating the néiten rate for this study was
2003-2004 through 2011-2012. Prior to manipulatirginformation provided by the
state department, the researcher deleted teacherbad prior teaching experience in an
effort to maintain an even playing field. Becausachers with prior teaching experience
might have participated in initial certificationqgrams elsewhere, it might have had an
impact on their retention.

The third research question dealt with the firstad, and third year retention
rates of South Carolina’s CTE work-based certifesichers who received the initial

certification from 2003-2004 through 2008-2009. Tesearcher used features and
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formulas in Microsoft Excel to manipulate the dathe researcher first determined the
total number of teachers in each cohort for eaen geemployment by using the
“Count” feature to perform this task. Then, thesgsher used formulas to determine the
retention rates. For example, let's say that in32R004, there were 66 teachers
(certificate numbers 90075-90140) who received @biEk-based certification. If 54 of
those teachers were still teaching in 2004-2005fitkt year retention rate would have
been calculated by dividing the number of teachemsaining (54) by the number of
teachers who started (66). This would have resutteah 82% first year retention rate.
The researcher created an additional column indguit Excel to record the retention
status for each individual teacher. The researehtred “Y” if the teacher returned and
“N” if the teacher did not return. This informatievas used to determine the answers to
the third research question.

Questions 4 and 5: Do third year retention rateg aaross content areas? Do third year

retention rates vary based on teachers’ race amtdege

The fourth and fifth questions asked whether répantates vary based on CTE
content areas and teachers’ race and gender.teeottering the information from
Microsoft Excel into statistical software called SAhe researcher had to consolidate 55
content areas into 5 categories: 1) Architectumms@ruction, and Manufacturing; 2)
Graphics, and Information Technology; 3) Hospiyadihd Tourism, Family and
Consumer Sciences, and Health and Human Servic&eehanics and Repair; and 5)
Medical. A two-way classification table produced®%S allowed the researcher to
analyze the data. A Chi-Square Test of Independenasegenerated to determine the

relationship between teacher retention and thesifieation variables that represented (1)
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content area, (2) race, and (3) gender. The rdseracalculated Chi Square to determine
what proportion of CTE work-based certified teasheturned the following year; the
proportions based on content area, race, and gearttany relationships that existed.
The researcher referred to the SAS output to dater@ramer’s V as a measure of
association. The researcher estimated effect sidetermine the magnitude of the
difference between teachers that stayed and teatterleft based on content area, race,
and gender. The researcher reported the informgBaerated in SAS in the form of

descriptive narratives and tables.
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CHAPTER 4
RESULTS OF THE STUDY

As stated in previous chapters, this study wasgdesi to examine South
Carolina’s work-based teacher certification progfanmbeginning career and technical
education (CTE) teachers. This chapter presentetudts of the study and is organized
in terms of five specific research questions. Tineys determined the extent that the
teacher certification program includes best prastiaf CTE teacher certification
programs based on the literature. Additionally,shely revealed perceptions of teachers
who completed the program. Finally, the study paediretention rates of South
Carolina’s beginning teachers (CTE) who complebedwork-based certification
program and determined the relationship betweeamtien rates and content area, race,
and gender. The population for this study was weaked career and technical teachers
who received their initial certification from th€@@3-2004 school year through the 2011-
2012 school year.

The South Carolina work-based teacher certificapimmgram has specific
requirements which include a pre-service/in-serpicgyram called DIRECT Institute
(Developing Instructional Readiness for EducatdérSareer and Technology). Appendix

B provides details of the entire certification prag.
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Sources of Data

Several sources of data were used to conducstilniy. For the first research
guestion which utilized a content analysis, theaesher used various search engines,
databases, and professional organizations to gereltest of best practices of CTE
teacher certification programs. For the secondtgurethe researcher conducted
interviews of teachers who completed the work-baseatification program based on
those who responded to an emailed request. Dathddhird, fourth, and fifth research
guestions were used to calculate retention ratas.ififormation was retrieved from the
South Carolina Department of Education—Office oféea and Technology Education
and Office of Research and Data Analysis.

Question 1: To what extent are best practiceseewioh South Carolina’s CTE work-

based certification program?

The researcher reviewed best practices of careeteghnical teacher
certification programs by examining several soufaaformation. Best practices were
divided into the following elements: Academic Reagments, Technical Content
Requirements, College Courses/Pedagogical Prepay&upport, Current Employment,
and Other Components. Table 4.1 is a synthesiataftdken from three sourcésctions
States Can Take to Place a Highly Qualified Careechnical Teacher in Every
Classroom(Bottoms & McNally, 2005)Improving Secondary Career and Technical
Education through Professional Development: Alt¢ineaCertification and Use of
Technical Assessment Dgfsass & Bottoms, 2011); an8tudy of State
Certification/Licensure Requirements for Secondaayeer and Technical Education

TeacherqZirkle, Martin, & McCaslin, 2007). The table iddrds the recommended
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minimum requirements for a career and technicakvb@ased teacher certification
program.
Table 4.1

Analysis of South Carolina’s Work-Based Career &adhnical Teacher Certification
Program

BEST PRACTICE

4zmwumo o
—zmwnw >
zZsozxzcC

X

Minimum Academic

Requirements

With a Bachelors Degree:

e Bachelors in CTE or related
field

e PRAXIS | within 1 year

Minimum Academic X

Requirements

Without a Bachelors Degree:

e Associates or post-secondary
certificate

e PRAXIS | within 2 years

e Meet requirements for
admission to university
program or other approved
training program leading to a
Bachelors degree within 5
years

TCR (Technical Content

Requirements)

With or without a Bachelors

Degree: X

e 4,000 hours full-time recent
work experience AND

e Industry certification or
credential

OR

e Pass appropriate exams
(Industry exams, NOCTI—
National Occupational
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Competency Testing
Institute or PRAXIS |,
PRAXIS Il Subject
Assessment, or PRAXIS li
PLT—Principles of Learning
and Teaching)

College Courses/Pedagogical Preparation:
Prior to Year 1 X
During Year 1
End of Year 1
Curriculum/Instructional
Planning
Methods of X
Teaching/Instructional
Strategies
Classroom Assessment X
Classroom Management X
Career Counseling
Reflection and Revision
Philosophy
Practice
Career and Technical
Education

Support Component:
Induction Program or X
PreService/ln-Service
Program
Mentoring/Master Teacher X
Coaching X
Professional Learning X
Community
Administrative and school X
support

Currently Employed or Offer X

of Employment

Other components offered in e Career and Technology

SC that are not evident in best Student Organization

practices: (CTSO)

XXX

XX XX ([ X

The study revealed that South Carolina’s prograntains about half of the
elements that were identified in educational litiere. The study of best practices
indicated that teachers who enter the field wibaahelor's degree in CTE or a related

field should take and pass the PRAXIS | exam withimfirst year of teaching. This was
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not evident in South Carolina’s program which regsiiteachers to take the exam during
their first year; however, they are not require@d¢tually pass the exam until the fifth
year.

Table 4.1 also shows recommended best practicasdiag teachers without a
bachelor’s degree. None of the recommendations exadent in South Carolina’s work-
based certification program. South Carolina dodsequire teachers to have an
associate’s degree or post-secondary certifichteysteachers up to five years to pass
the PRAXIS I, and does not have requirements ftererg a university or other
approved training program leading to a bacheloggrde.

Technical Content Requirementdthough the program’s requirements differ based on
the content area, South Carolina’s program meetsiihimum recommendations for
technical content which addresses teacher’s ocounahtvork experience as well as
industry credentials.

College Courses/Pedagogical Preparatidime study of best practices indicated that
South Carolina’s work-based teacher certificatioogpam provides courses and
pedagogical preparation in curriculum/instructiopi@nning, methods of
teaching/instructional strategies, classroom ags&sts and classroom management. It
includes opportunities to receive these courseimgline first year as well as at the end
of the first year of teaching. However, the progmmes not always allow teachers to
receive training prior to the first year. If teachare hired in the spring or early enough
in the summer, they are able to participate in DIRHnstitute #1—Methods of
Teaching in July. If they are hired before schaaits, they can take the DIRECT

Institute #1 during the fall semester. Unfortungtdithey are hired after school starts,
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they do not have an opportunity to take the fmstitute until the following summer.
Teachers in this situation must take DIRECT Ingtitt2—Classroom and Lab
Management in the spring. This means they haveatbteaching without any formal
coursework. Also, it means they have to enrolhia institutes out of sequence.
Additionally, South Carolina’s program does notlir® courses or preparation in career
counseling, reflection and revision, philosophyqgtice, and career and technical
education (See Appendix B for details about the BIR Institute).

SupportAs indicated in Table 4.1, South Carolina’s progi@early includes two of the
three recommended components of the support elevhéedcher certification. The
program includes an induction/in-service progranwvall as a mentoring component.
However, it does not include provisions for coaghamd a professional learning
community. Because administrative and school su@yerbeyond the control of South
Carolina’s work-based program, it is unknown whethés component is evident.
Current Employmenihis element is evident because South Carolinark\wased
teacher certification program requires CTE teachelse employed or have an offer of
employment prior to being admitted to the program.

Other Componentsinally, the study revealed that South Carolinatsksbased teacher
certification program includes a component thatinesg teachers to participate in a
career and technology student organization. Thstiwa only component that was not
evident in the researched based literature.

Question 2: What are the perceptions of CTE workedaeachers who completed the

certification program?
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The researcher interviewed 8 teachers from 7réiffecontent areas of which 6
were White, 2 were Black, 5 were female, and 3 weage. Six of them have been
teaching from 2 to 12 years. Two of them previoualyght school before the work-based
certification program was developed in 2002. Adaated in Table 4.2, their levels of

education varied from high school diploma to bachegldegree, and their occupational

work experience ranged from 5 to 29 years at the tf initial teacher certification.

Table 4.2

Description of Teachers Who Were Interviewed

Content Area | Race| Gender Year Started Level of Years of
. Occupational
Education Work
Experience
Prior to
Teaching
Health Sciences W F 2002 Bachelor of 10
Science in
Nursing
Auto Tech W M 2003 High School 28
Diploma
Health Sciences W F 2005 Associatesin 20
Nursing
Cosmetology B F 2006 High School 25
(previously taught | Diploma and
in the 1980s) 2 year of
technical
school
Welding W M 2007 Bachelor of 29
(previously taught | Science in
in the 1970s) Industrial
Education for
Industry
Engineering— | W F 2010 Bachelor of 5
PLTW (Project Architecture
Lead the Way)
Law B F 2011 Masters in 16
Enforcement Human
Resources
Heating and Air] W M 2011 Associates in 18
Conditioning Heating
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Ventilation
and Air
Conditioning

Additional results of the study indicated thattalichers were still teaching in the same
content areas and the same schools as when th®ds#also, the interviews revealed
that all teachers took the required exams: tradenexindustry certification exams, and
basic skills tests (PRAXIS and Work Keys).

One of the researcher’s goals for conducting wr@rs was to find out the types
of courses that teachers took to fulfill the regments of the work-based certification
program. There was a wide range of responsesrtblaidied courses in methods of
teaching, psychology, math for classroom teaclotaissroom management, and
integrating technology into the curriculum. Teacheesponses indicated that they took
courses through traditional methods, virtual meth@ehd sessions at the Education and
Business Summit which is a state conference dedifprecareer and technical educators.

Another purpose for conducting interviews was ttedaine whether the work-
based certification program had an impact on teatdecisions to remain in the
profession. One teacher stated “my decision to memalirectly related to the DIRECT
program.” The teacher indicated that “without DIREtbere would have to be
something else.” One teacher stated clearly tleaptbhgram did not influence the
decision. The teacher stated “no, the program didnfluence my decision...a mentor at
school and a friend in curriculum really influenaeé.” One teacher responded: “My
initial answer is no. The program made me the teatttat | am, but it really did not
make me stay.” Another teacher stated “time inwkstéhe program was a good reason
to stay.” One comment was “just being with the stud kept me in the profession—not

necessarily the DIRECT program.” One teacher rdgitedidn’t have much influence
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one way or another...lots of busy work...coming fromustry it didn’t have a lot of
value...it would be more useful for someone conangof college.” When asked whether
the work-based certification program influenceddieision to remain in the teaching
profession, another teacher stated “not necessaitilgave me a support structure
including peers and a mentor....people to know withemeducation community.”
Another teacher felt that “it didn’t have much urghce one way or another.”
Finally, the researcher wanted to get suggestionsrfproving the work-based
certification program in South Carolina. Teachaw/ed the following comments:
e “l do not see any improvements. The state depauttimes a handle on it.”
e “Should try to fit the program to the teacher’s aeeather than fitting the teacher
to the program.”
e “More observations need to take place within tHeosts; more opportunities for
hands-on.”
e “The associates at state department did not haviebknowledge so | was
always directed back to my mentor.”
e “The DIRECT program should be in sequence.”
e ‘|t was confusing because the state and districe lthfferent

requirements...would help if there was consistency.”

“Great job...They have the right instructors.”

To display the results of the interviews, the resleer developed Table 4.3 which
includes three components of the work-based caatibn program: Professional
Development, Mentor/Master Teacher, and Careeactinology Student

Organizations (CTSO).
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Table 4.3

Interview Results

Themes What was most What was least Suggestions for
helpful? helpful? improvement
Professional Classroom managementTypes of learning | Need to add a
Development (contextual, section on
Sessions Lesson planning project-based educational
learning, etc.) terminology like
Instructional strategies IEPSs, etc.
Presenters who
Assessment were not in CTE Instead of playing
games, maybe
All were helpful Teambuilding show some type of
games that they | video to show
National speakers were played teaching
helpful techniques
A lot were not
Breaking off into areas | helpful Need to offer
by discipline. satellite classes in
DIRECT Institute | locations other tha
The order of the instructor who was| Columbia
DIRECT Institute was | not well prepared
appropriate Need to provide
The DIRECT enough time to
Institute going out | process the
of order information
learned in the
summer before
teaching
Decrease the
amount of written
work you have to
do if you miss a
class
Mentor/Master | Mentor in same school | One master teacherProvide mentors in

Teacher Visits

Mentor at another
school was great

Mentor in same conten
area

had only been
teaching one year
longer

Mentor assigned
but was not much
help; friend was

2 visits to mentor

more helpful

the same CTE are:

Be sure the master
teacher is really a
“master” teacher

Provide a master
teacher who
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teacher...still talks to
one of them in
curriculum area

Master teacher visit
with an experienced
teacher

2 master teacher visits
at 2 different locations

Observing mentor to
learn terminology and
see what the class
looked like

Paperwork, documents
templates from mentor

Seeing someone else
present a topic

One-on-one
conversations

Very beneficial to see
nurse interacting with
students; observed how
the teachers planned fg
the day

Best advice from the
mentor was “don’t
reinvent the wheel”

Teacher was not
well prepared

Mentor did not
keep in touch

=

teaches similar
demographics

Allow new
teachers to observ
the mentor and
other teachers

112

Career and
Technology
Student
Organization
Competitions
(HOSA—
Health
Occupations
Students of
America;
SkillsUSA)

Competitions prepared
teacher to work with
students on necessary
skills

Excellent opportunity tg
see other competitions

Competitions at
community college

Engineering

Competition was
behind closed door|
so the instructor
could not really seg
anything

Could not get
paperwork needed
from people
running the contest

(2]

NA
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competition at
university

Took students to
observe....reinforced
the curriculum....good
to see if students were
at the same level as
other high school
students

Networking with peers

Implemented skills
tasks into the
program....without the
competitions that woulg
not have happened

Two of the eight teachers felt that all of the p#ional development sessions were
helpful. Only one teacher indicated that a lothe&f sessions were not helpful. One
teacher felt that the mentor assigned through thdivased program was not helpful.
One teacher did not gain anything from the comipetgvents. Three teachers did not
remember the competitive event or were not requoezbmplete that assignment.

Question 3: What are the first, second, and ty@ak retention rate for South Carolina’s

beqginning teachers who received CTE work-basedfication from the years 2003-2004

through 2008-2009?
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Table 4.4 shows the results of the study for teactieat began in 2003-2004.
Table 4.4

Retention of Work-Based Certified Teachers Wha&tar
Teaching in the 2003-2004 School Year

Total Number of
School Number of Teachers Retention
Year Teachers Who Left Rate
2003-2004 44
2004-2005 34 10 7%
2005-2006 27 7 61%
2006-2007 26 1 59%

Of the 44 teachers who began, 34 teachers retaftexcthe first year resulting in a
retention rate of 77%. Twenty-seven teachers retuaiter the second year resulting in a
retention rate of 61%. Twenty-six teachers returaféer the third year resulting in a
retention rate of 59%.
Table 4.5 shows the results of the study for teexcthat began in 2004-2005.
Table 4.5

Retention of Work-Based Certified Teachers Wha&tar
Teaching in the 2004-2005 School Year

Total Number of
School Number of Teachers  Retention
Year Teachers Who Left Rate
2004-2005 78
2005-2006 65 13 83%
2006-2007 59 6 76%
2007-2008 50 9 64%

A total of 78 teachers started teaching, and afteryear 65 of those teachers remained

in the classroom. This represents an 83% retenditen For the second and third years,
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the numbers of teachers that returned were 59 @mdspectively. This resulted in 76%
and 64% retention rates after the second and ykiads respectively.
Table 4.6 shows the retention rates for the 2008 Z¢hool year.
Table 4.6

Retention of Work-Based Certified Teachers Wha&tar
Teaching in the 2005-2006 School Year

Total Number of
School Number of Teachers  Retention
Year Teachers Who Left Rate
2005-2006 64
2006-2007 51 13 80%
2007-2008 44 7 69%
2008-2009 41 3 64%

Of 64 teachers that started, 51 remained aftefirdteyear, 44 after the second year, and
41 after the third year. The retention rates w&8 869%, and 64% respectively.
Table 4.7 shows the retention rates for teaclatsstarted in 2006-2007.
Table 4.7

Retention of Work-Based Certified Teachers Wha&tar
Teaching in the 2006-2007 School Year

Total Number of
School Number of Teachers Retention
Year Teachers Who Left Rate
2006-2007 71
2007-2008 65 6 92%
2008-2009 58 7 82%
2009-2010 55 3 7%

Results of the study indicated that 71 teacheraieand 65 remained after the first year

resulting in a 92% retention rate. After the secpedr, 58 teachers or 82% returned to
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the classroom. The third year results showed thae&chers remained which resulted in
a 77% retention rate.
Table 4.8 provides information about 62 teachdre started in 2007-2008.
Table 4.8

Retention of Work-Based Certified Teachers Wha&tar
Teaching in the 2007-2008 School Year

Total Number of
School Number of Teachers  Retention
Year Teachers Who Left Rate
2007-2008 62
2008-2009 50 12 81%
2009-2010 43 7 69%
2010-2011 35 8 56%

Fifty of those teachers returned after the firgiryd3 returned after the second year, and
35 returned after the third year. These figuresasgnt retention rates of 81%, 69% and
56% respectively.
Table 4.9 shows that 69 teachers started in 2008-2
Table 4.9

Retention of Work-Based Certified Teachers Wha&tar
Teaching in the 2008-2009 School Year

Total Number of
School Number of Teachers Retention
Year Teachers Who Left Rate
2008-2009 69
2009-2010 59 10 86%
2010-2011 52 7 75%
2011-2012 47 5 68%
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Fifty-nine teachers returned after the first y&dnis resulted in an 86% retention rate.

After the second year, 52 teachers or 75% remam#te classroom. The third year

resulted in 47 teachers returning which represe®®8d of the total number that started.
Table 4.10 shows the retention rates for the timste years for all teachers who

started between 2003-2004 and 2008-2009.

Table 4.10
Retention for Initial Three Years of Teaching\Work-Based Certified
Teachers
Total 1st Year 2nd Year 3rd Year
Number of Retention Retention  Retention
Teachers Rate Rate Rate
2003-2004 44 7% 61% 59%
2004-2005 78 83% 76% 64%
2005-2006 64 80% 69% 64%
2006-2007 71 92% 82% 77%
2007-2008 62 81% 69% 56%
2008-2009 69 86% 75% 68%
Averages 83% 72% 65%

Teachers who began in 2006-2007 had the highesttien rates for all three years of
92%, 82%, and 77%. The most drastic decrease meaear retention rate occurred with
teachers who started in 2003-2004. From the feat yo the second year, the amount
decreased by 16% from 77% to 61%. The averageti@tenates for teachers who started
in 2003-2004 through 2008-2009 were 83% for tha frear, 72% for the second yeatr,
and 65% for the third year.

Question 4: Do third year retention rates vary ssmontent areas?

The researcher used a Chi-Square Test of Indepeede determine if a
relationship existed between the third year retentates and the content areas of teacher

certification. The third year retention rates bytamt area are displayed in Table 4.11.
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Table 4.11

Third Year Retention Rates by Content Area

Content Area Total Number of Reéeaggon
Number of Teachers
Teachers Who Left
Medical 133 63 53%
Architecture, Construction, and
Manufacturing 91 25 73%
Hospitality and Tourism, Family and
Consumer Sciences, and Human
Services 75 19 75%
Mechanics and Repair 61 18 70%
Graphics and Information Technology 27 9 67%
Unknown 1 1 0%

Note.y”= 17.0286p = .004,Cramer’s V= .20.

Results of the study indicated that there wasatiogiship between retention rates and

CTE content areg’= 17.0286p = .004 with a small effect siz€tamer’s V= .20).

Teachers who taught in the Medical content areasireed in the classroom at the lowest

rate of 53% even though they represented the latgé number of teachers at 133.

Teachers who taught in the Hospitality and TouriBamily and Consumer Sciences, and

Health and Human Services content areas had theskaretention rate of 75%.
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Question 5: Do third year retention rates vary dameteachers’ race and gender?

Table 4.12 shows the results of a Chi-Square Tidstdependence which was

used to determine if a relationship existed betwiberthird year retention rates and the

teachers’ race.

Third Year Retention Rates by Race

Number
Total of Retention
Race Number Teachers Rate
of Who
Teachers Left
White 299 109 64%
Black 73 22 70%
Other 8 4 50%
Unknown 1 0 100%

Missing Information 7
Note.y’ = 2.3222p = .50,Cramer’s V= .08.

Results of the study indicated that there was netationship between retention rates
and racey’ = 2.3222p = .50 with a small effect siz&€¢amer's V= .08).
Table 4.13 shows third year retention rates by.race

Table 4.13

Third Year Retention Rates by Gender

Number
Total of Retention
Gender Number Teachers Rate
of Who
Teachers Left
Male 208 66 68%
Female 172 69 60%

Missing Information 8
Note x°= 12.8902p = .09,Cramer’s V= .09.

Of the 299 White teachers 64% remained and of @8lBileachers 70% remained.

Results showed that 68% of males remained and 6@é&tnales remained. There was
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not a significant relationship between retenticiesand gendey’ = 12.8902p = .09
with a small effect sizeQramer’s V= .09).

In summary, the study resulted in several findiredated to work-based teacher
certification in South Carolina. First, the programludes about half of the elements of
best practices based on literature. Second, eifjatt€achers who completed the
program provided comments about their experiendeisd, the average retention rates
for all teachers that started between 2003-20042808-2009 were 83% after the first
year, 72% after the second year, and 65% aftahiteyear. Fourth, there was a
relationship between teacher retention and comtesat. However, there was no
relationship between teacher retention and racegander. The next chapter discusses

the results of the study and provides recommenagfior future research.
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CHAPTER 5
CONCLUSION
The purpose of this study was to examine Soutbl®ars work-based
certification program for career and technical edion (CTE) teachers. The mix-
methods study included qualitative and quantitaéinalyses. This chapter presents a
summary of findings, conclusions, recommendationgblicy and practice, and
recommendations for further research. The chapterganized by the five research
guestions relating to the certification program seather retention.
Summary of Findings and Conclusions

Question 1: To what extent are best practices avideSouth Carolina’'s CTE work-

based certification program?

A content analysis was used to determine how SGatblina’s work-based
certification program compared to the best prastfoeind in current literature. After
reviewing several sources, the researcher camatbphe following categories to
describe components of CTE teacher certificatimgm@ms: Academic Requirements,
Technical Content Requirements, College Coursesfitagical Preparation, Support,
Current Employment, and Other Components. Restittsecstudy showed that South
Carolina’s program contains about half of the eletm¢hat were identified in educational

literature.
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Academic Requirements

The first best practice of CTE certification progiadealt with academic
requirements. Teachers who enter the program witichelor’'s degree are not required
to pass PRAXIS I until the fifth year whereas h@stctices recommend they pass it in
the first year. The PRAXIS | examines teachersidskills in reading, writing, and
math. This academic requirement is important bexéemchers need to be competent in
these areas if they are to deliver content effettiand prepare students for thé'21
century. As indicated in the literature review, CiB&achers are charged with the
responsibility of preparing students for careersal as post-secondary education. This
means that teachers must be knowledgeable indbeient areas as well as in academics.
Additionally, federal legislation mandates thatctears increase rigor and integrate
academics into the curriculum. This is a reasonakpectation because if teachers have
earned a bachelor’s degree, they should possessdlkdemic knowledge that is measured
by this exam. Therefore, it would not likely makditierence whether the PRAXIS exam
is taken after the first year or the fifth year.

Best practices indicate that teachers without &élac’s degree should hold at
least an associate’s degree or post-secondarficartin. This recommendation may be
difficult to attain for several reasons. Firstisialready difficult to find CTE teachers
especially for certain content areas for a vartdtyeasons including federal and state
legislation such as Perkins standards and Commoa &ate Standards. This
requirement could add to the teacher shortageathedidy exists. Second, best practices
recommend that teachers without a bachelor’'s desireeld pass PRAXIS | within two

years. This may be difficult for some CTE teachein® did not go beyond high school.
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Additionally, it could present problems for teacheho have been out of high school for
several years. Third, the literature suggestsdéaification programs should expect
teachers to meet the requirements for admissianbi@chelor's degree program within
five years. This may be difficult due to the voluofeexpectations that new CTE teachers
have to meet. Despite the challenges that may, éiistrecommendation could increase
teachers’ commitment to the profession becauségittnshow that the teacher has a
desire to improve his/her knowledge. This committreauld have a positive impact on
teacher retention.
Technical Content Requirement

South Carolina’s work-based certification progrdmgres with best practices in
that teachers must demonstrate competency indaeer field through work experience
and technical credentials. A study of best prastiesealed that CTE teachers should
have at least 4,000 hours full-time recent workegignce and industry
certification/credential or pass appropriate ex@imdgustry exams, NOCTI—National
Occupational Competency Testing Institute or PRAKIBRAXIS |l Subject
Assessment, or PRAXIS Il PLT—Principles of Leamgnieind Teaching). South Carolina
meets this requirement because most of its work¢basrtified teachers must have at
least three years experience which exceeds 4,00@.hadditionally, all work-based
certified teachers in South Carolina must passapiate industry exams and/or basic
skills exams (PRAXIS | or Work Keys).

Because one of the purposes of CTE is to prepadests for their careers, the
technical content requirement is important. It assuhat teachers are knowledgeable and

skilled in their content area. Prior work experietlows teachers to utilize their
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industry contacts as advisory committee membeiesstggpeakers, work-based learning
partners, and program sponsors. Successful camplettindustry credentials
demonstrate that teachers are competent to prepatents for similar credentials upon
their completion of CTE programs. As indicatedhe Chapter 2 literature review, every
institution that receives federal funds under ReslV must provide at least one CTE
program that “leads to an industry-recognized anédkor certificate at the
postsecondary level” (Sass & Bottoms, 2011, p. 1).
College Courses/Pedagogical Preparation

The work-based teacher certification program intB@arolina includes only
five out of ten components in the area of collegerses and pedagogical preparation.
One of the greatest challenges that work-basedt€aéhers face is that they do not
complete teacher preparation programs prior torigtéhe classroom. Best practices
show that teachers should receive instruction @agegy prior to their first year of
teaching. South Carolina’s pre-service/in-serviagmm called DIRECT (Developing
Instructional Readiness for Educators of CareerTauhnology) is a component of
work-based certification. It requires instructiongedagogy during the first year but not
prior to the first year. It would be difficult t@equire this training prior to the first year
because some teachers are not even hired unbetjfianing of school. This requirement
would prolong the process of teacher certificatiddnch means principals may have to
staff their classes with substitute teachers.iff taquirement was implemented in South
Carolina, it could increase the teacher shortagewtould impact student achievement.

DIRECT offers professional development in four arebpedagogy:

curriculum/instructional planning, methods of teagtinstructional strategies, classroom
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assessment, and classroom management. Howevermtkdased certification program
does not include courses or preparation in car@enseling; reflection and revision;
philosophy; practice; and career and technical @tlut. Career and technical education
includes topics such as CTE history, career clastamtent standards, safety, equipment,
and other topics that introduce teachers to CTIEaBge South Carolina’s program does
not include this component, it would be left ughe individual school district to cover
these areas. Some teachers may receive more agl@geparation than others depending
on the level of support and emphasis that are gavene district or school level.

Practice is another crucial component in the afemltege courses and
pedagogical preparation. This refers to teachersmgapportunities to do some form of
“student teaching” rather than being placed diyeictio a classroom without delivering
classroom instruction. The work-based program intls€arolina includes courses in
methods of teaching and instructional strategiesvéver, these are generally offered
from a theoretical standpoint versus practical iappbn.

Support

The support component of CTE best practices is wepprtant because some
teachers identify lack of support as one of theaaa for leaving the profession. South
Carolina’s work-based certification program incladeo out of four elements of
support. DIRECT incorporates the induction prog@rpre-service/in-service program
and mentoring/master teacher component. DIRECTided very specific criteria that
teachers must meet each year for the first fivesyélehe program does not include

coaching nor professional learning communities.aBise administrative and school
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supports are beyond the control of South Carolinagk-based program, it is unknown
whether this component is evident.
Current Employment

Results of the study showed that best practicesmewend that teachers are
currently employed or have an offer of employm&auth Carolina’s program meets this
recommendation.
Other Components

The inclusion of career and technology studentrpggdions is only component
that exists in South Carolina’s work-based cedtfien program that is not clearly
evident in best practices. DIRECT requires teacteeattend a competitive event and
complete a written assignment in an effort to beedamiliar with the organization. This
encourages teacher to promote the student orgemmgédb their students as a way to
build leadership skills, character, and scholarshifhough student organizations are not
listed as a separate best practice, the literguggests this component as a part of
recommended coursework in career and technicalatidac

Question 2: What are the perceptions of CTE workedaeachers who completed the

certification program?

The researcher conducted interviews with eight @E€hers who completed
South Carolina’s work-based certification progrante 2002. Content areas included
auto technology; cosmetology; engineering; heaténges; heating and air conditioning;
law enforcement; and welding. Six were White, twerevBlack, five were female, and
three were male. Six of them have been teaching #d@o 12 years. Two of them

previously taught school before the work-basedftztion program was developed in
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2002. Teachers’ levels of education varied fronhtsghool diploma to bachelor’s
degree, and their occupational work experienceegaifigpm 5 to 29 years at the time of
initial teacher certification.

Teachers took a variety of courses to fulfill teguirements of the work-based
certification program. These courses included nmithad teaching, psychology, math for
classroom teachers, classroom management, andatitegtechnology into the
curriculum. They took courses through tradition&thods, virtual methods, and sessions
at the Education and Business Summit which ista stanference designed for career
and technical educators. These courses shoulddsathers to incorporate academics into
the curriculum while providing rigorous classroamstruction which aligns with the
expectations of Perkins legislation.

Teachers’ responses varied when asked “Is there@nponent(s) of the
program that influenced your decision to remaitheteaching profession?” Only one
teacher indicated the program influenced the dacit remain in teaching. Other
teachers felt that it had no impact or did notuafice them to remain in the profession.
Teachers provided suggestions for improving th@m which included designing the
program to fit the needs of teachers rather thangrto make every teacher fit the
program. They also felt that more observations Ehoccur in the schools, teachers
should take the DIRECT Institute sessions in tloper sequence, and requirements for
the state and districts should be consistent. Gihggestions included:

e Add a section on educational terminology like IE€ts,

e Show videos that demonstrate teaching techniques.

e Provide more opportunities for hands-on activities.
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e Provide mentors in the same CTE area.

e Provide a master teacher who is really a “mastather.

e Provide a master teacher who teaches similar deapbaps.

e Allow new teachers to observe the mentor and ddemhers.

Most of the teachers’ suggestions are consistethttive best practices identified in the
first research question and could be incorporatemthe work-based certification
program with minimal cost or additional time.

The results of the interviews provided insight attbuee additional components
of the work-based program. Teachers provided migsdonses about the helpfulness of
professional development sessions, mentors/mastehérs, and career and technology
student organization competitive events. Most teexfound the professional
development sessions and mentors/master teacherdelpful. Most teachers were
assigned to an experienced mentor/master teaahweMer, one master teacher had only
been teaching one year longer than the new teagheording to the literature, it is
critical that teachers receive assistance fromxaergenced teacher who has the
necessary skills to train them effectively. Halttloé teachers either felt the competitive
events were not helpful, could not remember thegwe were not required to participate
in an event.

Question 3: What are the first, second, and ty@a retention rate for South Carolina’s

beqginning teachers who received CTE work-basedfication from the years 2003-2004

through 2008-2009?

To determine retention rates, data provided byStiag¢e Department of Education

(SDE) were entered into a Microsoft Excel spreadsHeetention rates for the first three
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years for all teachers who started between 2003-20d 2008-2009 revealed that
teachers who began in 2006-2007 had the highesttien rates for all three years of
92%, 82%, and 77% respectively. The most drasticedese in a one-year retention rate
occurred with teachers who started in 2003-200&whepresented a 16% decrease. The
average third-year retention rate over a spanxojesars was 65%.

It is difficult to conclude whether this is a reaso be concerned because there
are insufficient data about retention rates fograklitive certification teachers. A study of
the literature showed that approximately 75% of Newk City Teaching Fellows
remained after three years. The data for Troog®txhers indicated that approximately
78% plan to remain at least five years; howeverlata was provided about the actual
retention rate.

Question 4: Do third year retention rates vary ssmontent areas?

Using SAS statistical software, a Chi-Square Déshdependence revealed that a
relationship existed between the third year retentates and the content areas of teacher
certification. The study showed that teachers veluglt in the Medical content areas
remained in the classroom at the lowest rate of B8éf though they represented the
largest total number of teachers at 133. The Médmatent areas included Health
Science Technology and Dental Laboratory Technidia2010 NASDCTEC identified
Health Science as one of the CTE areas with thetegeteacher shortage. The low
retention rate and large teacher shortage maytiieuded to the increased need for
health care workers in the United States. Teachbosare trained in these areas may
choose to go back into the workforce because dfdriggages and opportunities for

advancement that may not be available within th®askcsystem.
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Teachers who taught in the Hospitality and TouriBamily and Consumer
Sciences, and Human Services content areas héaglest retention rate of 75% after
the initial three years.

Question 5: Do third year retention rates vary dameteachers’ race and gender?

A Chi-Square Test of Independence determinedthieaé was not a significant
relationship between retention rates and race andeg. Third year retention rates by
race indicated that 64% of White teachers remaametl70% of Black teachers remained.
The retention rate for males was 68% and the reterdte for females was 60%. It is
difficult to conclude whether these rates alignvather alternative teacher certification
programs because of the limited data that exist.

Recommendations for Policy and Practice

CTE leaders and lawmakers at the state, distimzt,school levels have the ability
to make a positive impact on the preparation atehten of work-based certified
teachers in South Carolina. They can take stepsdtate and change the current
teacher preparation program by utilizing existiagaurces in terms of human resources,
time, and financial resources. The following recoemehations are provided for
policymakers and practitioners:

e South Carolina Department of Education should eatalthe CTE work-based
teacher certification program for effectiveness arake changes that will
benefit new teachers in the developmental stagdseofcareer. They should
provide evidence of best practices that exist éngtogram and should include

a plan to incorporate best practices that are moarent.
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One of the concerns that was revealed during tieevilews was that the
mentor/master teacher was not truly a master tealfhbis is a widespread
problem, it could have a negative impact on thé&feztion program as well
as teacher retention. South Carolina DepartmeBtiatation should provide
training for CTE master teachers to ensure expgeatare communicated
clearly and consistently.

Districts should require new CTE teachers to wottk\&n experienced
teacher at least one week prior to teaching their cdasses. The experienced
teacher should be a master teacher and/or menéosimilar content area.
The new teacher should have opportunities to obsthier experienced teacher
during classroom instruction as well as time to tmath the experienced
teacher. This could require the use of a substiazeher for a week, but the
benefits for the new CTE teacher would outweighdtevbacks of this
arrangement. Additionally, state and district leadmuld consider developing
a pool of retirees who are willing to maintain thegrtification in order to
teach classes until new teachers receive the reegdsaining.

Currently, CTE work-based teachers are not requogrhss the basic skills
test until the fifth year of teaching. Leaders dbaequire teachers to pass the
basic skills assessment prior to teaching or rey than the first year. There
are several reasons for this recommendation. Ee&athers who do not
possess adequate basic skills could have a veatimegmpact on student
achievement. How can they incorporate academiostlirgir curriculum if

they lack the very same skills? Second, if theydbmeet the requirements at
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the end of the fifth year, the school has to stetrecruitment and hiring
process from the beginning which is time-consunang expensive. The lack
of continuity could prevent the CTE course of stérdyn thriving and
growing to its full potential.

This study provided retention rates for work-basedified teachers who
began in 2003-2004 through 2008-2009. The Soutbli@arDepartment of
Education, Office of Career and Technical Educationld duplicate this
study by calculating retention rates on a reguéeis They could study data
trends to determine whether changes need to be m&JjEE programs.
Districts and/or schools should conduct exit intams that determine
information such as why the teacher left, whatgdlams are for the future,
how the preparation program was useful, and whalddoe improved.
Interviews should be designed to reveal informa#ibaut teachers’ intentions
to return to industry as a profession.

The professional organization, Career and Techiidatation
Administrators (CTEA), could conduct a survey ofralistrators to
determine the challenges they face when prepaemgQTE teachers. The
survey could solicit information that would providata about specific
content areas.

School districts should assign a person to work wéw CTE teachers. This
person should have background in CTE and shoulduwminnduction classes

and provide support in the classroom in the formolidervations and
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coaching. To the extent possible, they should pi@eupport that meets the
specific needs of the teacher and should avoicha-%ze-fits all” design.
School administrators should set a regularly scleetiime to meet with all
new teachers. They should provide time for teactwersflect and ask
guestions in a non-threatening environment. Theylkhprovide additional

support for teachers who go through alternativéfaztion routes.

Recommendations for Further Research

The findings and conclusions of this study indeciitat there is a lack of data for

alternative teacher certification programs—espgc@I'E programs. This study can

contribute to the body of literature and can bedusethe basis for further study. The

following recommendations are offered:

For this study, the researcher interviewed eighit @achers who completed
the work-based certification program. Becausewlais a very small sample,
state leaders could duplicate this study with gdagroup of teachers that
would make the study more reliable. They could almasider conducting a
study of all beginning CTE teachers--including thegho completed
traditional teacher preparation programs to deteenfithere are differences
in teachers’ perceptions based on certificatiorie:ou

Researchers could conduct additional studies tichide CTE teachers
throughout the state who left the profession. Thigld include interviews or
surveys administered to a large number of peopies dould reveal valuable
information such as what was effective in theimgamtion program, why they

left the profession, and suggestions for improvemen
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e This study focused on retention rates by contezd,aiace, and gender. The
researcher recommends that this study is expandeet¢rmine if retention
rates vary by school district and/or geographieglan.

e The study revealed that teachers in the Medicaitefthad a lower retention
rate than other clusters. Could this mean that lieye the profession to
return to industry? One question that remains érésearcher’'s mind is “why
are some content areas harder to fill than othéfe@%e questions might be
answered by conducting additional studies to datexiwhether there is a
connection between the supply of workers in busimesl industry and the
number of teachers that seek position in simiksd§.

As a principal of a career and technical center researcher will be able to
incorporate findings from this study at the schewkl that will help new teachers make a
successful transition from industry to the clasaro®he researcher sets aside a regularly
scheduled time to meet with new teachers to discgsrtant topics such as long-range
planning, instructional strategies, and classroesessment. Additionally, the researcher
has requested assistance from the district leveldeide a coach that works with new
CTE teachers throughout the district. One of theomzhanges the researcher will
incorporate in the future is regular communicatioth the mentor in an effort to ensure
the new teacher receives adequate support. Tharchee plans to calculate the retention
rates for teachers at the school and compare theatds at the state level. Also, the
researcher will provide more time for the new tesicb observe experienced teachers at

the school level in addition to other schoolssIthie researcher’s desire that other leaders
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will find this information helpful as they prepa@¥ E teachers in South Carolina and

beyond.
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APPENDIX A
WORK-BASED CERTIFICATION PROGRAM

South Carolina’s Career and Technology EducatidrE)Geachers may receive
teacher certification through traditional pathwaysch lead to a bachelor’s degree.
Traditional certification is available in specifabject areas: agriculture, business
education, family and consumer sciences, and industchnology. Additionally, the
state provides an alternative path for other arBlais. alternative route known as CTE
Work-Based Certification allows teachers to receiragit for work experience in lieu of
requiring a bachelor’s degree. Participants in ¢kigification program are required to
provide go through several steps over a five-yeaiod. The components of CTE Work-
Based Certification include verification of workpetience and the DIRECT
(Developing Instructional Readiness for EducatdrSareer and Technology) Institute.
DIRECT includes provisions for professional liceredaxaminations and coursework.

After approval of all required documents, the Géfaf Educator Certification,
Recruitment, and Preparation will provide a stateinoé eligibility which allows
participants to search for a job. A teaching cedif will be issued after the office
receives verification of employment applicant &8T& teacher from a public school

district in South Carolina.
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Table A.1 shows the requirements relating to wobegience.
Table A.1

Work Experience

Career and Technology Education & Work Experience Qalification Matrix

CTE Bachelor's Bachelor's Master's Master’'s Doctorate
Quialification +18 +30
Level —

Education Level Work Experience in Area of Certification

108

l
© High 4 Years of 5 Years of 6 Years of
= School Related Related Related NA NA
c Diploma Work Work Work
-% or GED Experience Experience Experience
(&)
£ 30 3 Yearsof 4 Yearsof 5 Years of
S Semester Related Related Related NA NA
S Hours in Work Work Work
L Area Experience Experience Experience
= (Major)
n
I—
5 60 2 Years of 3Yearsof 4 Yearsof
o Semester Related Related Related NA NA
>  Hoursin Work Work Work
& AreaOR  Experience Experience Experience
X  Associates
% Degree
c_:6 90 1 Yearof 2Yearsof 3 Yearsof
®  Semester Related Related  Related NA NA
§ Hours in Work Work Work
Z AreaOR  Experience Experience Experience
2 Associates
+30
c 6 Months 1 Year of 2 Years of
@ o of Related Related  Related
> & Bachelor's  Work Work Work
8 & Degree Experience Experience Experience NA NA
(or (or (or



Degree in AredAND Minimum of 21 Semester
HoursIN Certification Are:

internship). internship). internship).
Can be Can be Can be
non- non- non-
continuous. continuous. continuous.
6 Months 1 Year of
of Related Related
Bachelor's Work Work
+ 18 Hours Experience Experience NA NA
(or (or
internship). internship).
Can be Can be
non- non-
continuous. continuous.
6 Months
of Related
Master's Work NA NA
Degree Experience
(or
internship).
Can be
non-
continuous.
6 Months
of Related
Master’'s NA NA NA Work NA
+30 Hours Experience
(or
internship).
Can be
non-
continuous.
6 Months
of Related
Doctorate NA NA NA NA Work
Experience
(or
internship).
Can be
non-
continuous.

(South Carolina Department of Education, n.d.)
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In the computation of experience credit, the follogvconditions will apply:

Full-time equivalents (FTESs) of the 190-day schgadr will be utilized as the
basis of computation. The minimum experience toredited shall be one-
tenth FTE per year; the maximum experience to edited shall be FTE per
year. A school day is defined as a minimum of sewaurs.

One year of experience may be credited providedeiheher is employed in a
full-time position for a minimum of eight-tenth$).of the contract year but in
no case fewer than 152 days.

Partial-year experience may be utilized to comjfuiteyears of experience
provided the sum of the partial experience meetsdljuirement stated in
number 1, above.

Summer school teaching credit will be calculatethatrate of two (2) days of
summer school as the equivalent of one (1) regaaool day provided the
teacher works one (1) session for four (4) hoursgdpg or at the rate of one
(1) regular school day provided the teacher wonks (2) sessions for eight
(8) hours per day. Effective July 1, 2001 summaéostteaching credit may

be added to partial years of experience.

For an individual to receive experience credit,édacator must verify full-time

or part-time employment in one of the following edtional positions:

Experience K — 12 Educator is defined as: A protess position in Head
Start, K — 12, School Administration, Adult Educetj Home Bound, and
Teacher’s Aide in a public, private, or parochianeentary or secondary

school.
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e Additional Professional Education Experience igroef as: A professional
education position in a city, county, state, orefiedl educational system that
supports the primary education program of schoelday adult population. A
professional education or training position in evg@tely funded education
program for school-aged or adult populations. Aijpms description is
required.

e Experience as a Higher Education Academic Profeatis defined as: A
professional position in a regionally accreditestitaition of higher education
or an institution with teacher education programgraved by the South
Carolina State Department of Education.

For professional instructional personnel in higbgucation settings, the Table

A.2 is used to compute experience credit basecorester hours taught.
Table A.2

Computation of credit earned for higher educatiettiags

Semester Hours FTE Years Credit
Taught Within Earned
School Year July 1 —
June 30
3 1.0 0.1
6 1.0 0.2
9 1.0 0.3
12 1.0 0.4
15 1.0 0.5
18 1.0 0.6
21 1.0 0.7
24 1.0 1.0

(South Carolina Department of Education, n.d.)
A total of 24 semester hours per school year (Iuhdune 30) is considered full time

teaching. Example: If an educator taught 12 semésia's in the fall of 2003 and 12

111



semester hours in the spring of 2004, he/she wealive full time credit. This can be in
any combination of semesters (12 hours in the 3alipurs in the spring, and 3 hours in
summer school), or a combination of different aqgdie. Summer school at the end of the
academic year will be added to the total semestershitaught during the year just
completed.

DIRECT Institute

Candidates seeking CTE Work-Based Certificationtroamplete the DIRECT
Institute which is a pre-service/in-service progridwa monitors licensing and
examinations and provides professional developrtieatigh workshops, mentor visits,
and other assignments.

Professional Licensure/Examinations

Candidates for certification through CTE Work-Bas€zertification must verify
competence in their subject areas as well as canpetin basic skills (literacy and
numeracy). The CTE subject area determines whethehers must provide a
professional license/certification or whether tineyst take one of two CTE competency
tests: Competency Trade Exam or Industry CertifboalExam.

Prior to employment, applicants for certificationspecific CTE areas must
provide verification of a current, nationally acteglicense, registration, or certificate.
The CTE subject areas and licensing agenciessdeel Ibelow:

e Health Science Technology - State Board of Nur&egistered Nurse’s

license or an approved nationally recognized linem®r registry

e Information Technology (Networking) - Active, natially recognized

certification in Information Technology Networking
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e Information Technology (Programming) - Active, matally recognized

certification in Information Technology Programming
e Cosmetology - South Carolina Board of Cosmetolatggructor’s license

e Barbering - South Carolina Board of Barber Exansriastructor’s license
Instead of the professional licenses listed aba@ther CTE teachers must complete
some type of examination to verify competence @irttespective areas.

Applicants for CTE certification in the followingeas must successfully
complete &Competency Trade Examinationwhich must be taken during the first year
of certification and passed by the end of the ség@ar (June 30) of certification. These
examinations are administered in August and Fepreach year.

e Culinary Arts

e Brick Masonry

e Cabinet Making

e Digital Art and Design (Commercial Art)
e Media Technology

e Diesel Mechanic

e Drafting

e Electronics

e Graphic Communications

e Industrial Maintenance

e Protective Services (Fire Fighting)

e Protective Services (Law Enforcement)
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Small Engine Repair

Applicants for CTE certification in the followingeas must pass andustry

Certification Examination by June 30 of the second year of certificatiore TTE

subject areas and licensing/certifying agenciesisterl below:

Environmental Control Systems - Municipal Assodatof South Carolina
(MASC) as a mechanical or air conditioning journ@ynor North American
Technical Excellence (NATE) Heating, VentilatingdaAir Conditioning
Exam

Automotive Collision Repair - Certification by tiNational Institute for
Automotive Service Excellence (ASE) as master siolli repair/refinishing
technician

Automotive Technology - ASE certification as anambtive technician in the
areas of suspension and steering, brakes, eldtdhazdronic systems, and
engine performance

Carpentry - National Center for Construction Ediggtaind Research
(NCCER) National Craft Assessment Commercial Caryezxam

Electricity - National Center for Construction Edtion and Research
(NCCER) National Craft Assessment certificatioraasndustrial electrician
or MASC certification as a journeyman electriciaragesidential journeyman
electrician

Machine Tool Technology - Candidate must attairs@llen National Institute
for Metalworking Skills (NIMS) Level | credentials

Plumbing - MASC certification as a journeyman plenb
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e Sheet Metal - MASC certification as a sheet metafineyman
e Welding - American Welding Society (AWS) certificat as a certified
welder or a certified welding educator

All CTE Work-Based Certified teachers must takegpabasic skills examination
prior to receiving a professional certificate. Tieas must take the test during the first
year of certification and must pass the exam by Bof the fifth year of certification.
The PRAXIS | exam is required for culinary artsaltle science, and information
technology. All other certification areas have tiption of WorkKeys or PRAXIS 1.

Coursework

In order to receive a professional certificate,didates for CTE Work-Based
certification must complete required courseworlobeflune 30 of the fifth year of
certification. Teachers must complete six semdsiars of approved education
coursework in specific areas. One semester hagussalent to fifteen contact hours or
twenty renewal credits. Time spent in daily worlkggior mini-sessions cannot be
combined to meet this requirement. Approved coucsk\areas are:

e Methods of Teaching

e Curriculum Design/Development

e Classroom and Laboratory Management

e Testing and Measurement Assessment

e Behavioral Psychology

e Integrating Technology into the Classroom

e Induction — First Year Teaching
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Additional or advanced coursework in a CTE teacheertification/content area
cannot be used. In lieu of the approved coursewmels listed above, a school district
may request from the Division of Educator Qualityld eadership, approval to allow
CTE teachers to complete alternative courses apptepo their professional
development needs as determined by their ADEPT/SAk&mal performance
evaluation. (South Carolina Department of Educatiod.)

CTE teachers may receive credit for courses comgbieir a variety of methods.
Teachers in Culinary Arts, Health Science, andrinfition Technology must possess an
associate’s degree or higher to receive initidifoeation. All other areas must take
coursework using the following options. First, thregy be granted credit for courses
completed before entering the CTE Work-Based Geatibn program if received from
an accredited college or university. Credit willdgranted if:

e the course was in addition to the coursework reguior initial CTE entry,
e the coursework was in the appropriate professiedatation areas,
e an official transcript is provided for verificatipand

e the coursework was completed within two years oéngng the Induction

certification.

Second, teachers may receive credit by takingsesuirom regionally accredited
colleges or universities. Third, teachers may reeprofessional education credit through
district professional development courses. Thefinfis must approved by a college or
university or the Office of Educator Certificatior renewal credit. Fourth, CTE may
receive credit for online courses taken at an aliie@ college or university.

Additionally, teachers can earn credit for onlimeisework through South Carolina’s
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Educational Television, Instructional TelevisiordaLearningSC PD. Fifth, CTE
teachers my obtain credit for taking “Educatorgndustry” offered though the South
Carolina Education and Business Summit which isrefl during the summer of each
year. Sixth, CTE teachers may earn credit by attgncbncurrent sessions at the South
Carolina Education and Business Summit. Teacheosalthose this option may receive
one semester-hour credit for every twenty Educatimh Business Summit renewal
credits. These credits can be accrued for a maxiofuive years.

Professional development sessions include Methbdieaching, Classroom and
Lab Management, Curriculum, and Assessment. Sesai@held on five consecutive
days in July, five Saturdays in the fall, and f@aturdays in the spring and must be
completed by the end of the second year of ceatific. During the first year of
certification, teachers must complete a mentot visa veteran teacher assigned by the
Office of Career and Technology Education. Durimg ¥isit, teachers are required to
collect samples of lesson plans, student assessphemg-range plans, class syllabi,
recruitment materials, and other helpful informatideachers are encouraged to
maintain contact with their mentors in an effortégeive support throughout the year.
During a Direct Institute sessions, teachers ayaired to do a three minute presentation
about one instructional strategy they observednduthe visit. In addition to the
professional development sessions, teachers mogilete a competitive event
assignment by the end of the second year of aati@in.

Another component of the Direct Institute requiteschers to attend and/or
participate in a CTE competitive event in the spraf the second year of certification.

Teachers may choose from any Career and Techn&taglent Organization (CTSO):
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Family, Career and Community Leaders of AmericaGE8); Health Science Students
of America (HOSA); ProStart (Culinary Arts); andilBtUSA (Engineering and
Industrial Technology). The purpose of this assigniis for teachers to learn about
extended learning opportunities that are availahlto encourage them to incorporate

CTSOs in their curriculum.

118



APPENDIX B

IRB PERMISSION

e

UNIVERSITY OF
SOUTH CAROLINA
Crece oF RESEARCH COMPLIANCE
January 29, 2014
Mrs. Shemy Rivers
Coliege of Education
Education Administration
Wardlaw

Columbiz, 5C 25208

Re: Pro00031805

Study Tiie: A Study of ihe Freparabon and Refention of Work-Basad Certiffed Caresr and Techmical
Education (CTE) Teachers in South Caroding

FY¥1: University of South Carclina Assurance number: FWA 00000404 / IRE Registration number. DD000240
Dear Mrs. Rivers:

In accordance with 45 CFR 46.101(b)(2), the referenced study received an exemption from Human
Research Subject Regulations on 1/24/2014. No further action or Institutional Review Board (IRB)
oversight is required, as long as the project remains the same. However, you must inform this office of
any changes in procedures involving human subjects. Changes to the current research protocol could
result in a reclassification of the study and further review by the IRB_

Because this project was determined to be exempt from further IRB oversight, consent document(s), if
applicable, are not stamped with an expiration date.

Research related records should be retained for @ minimum of three years after termination of the
study.

The Office of Research Compliance is an adminisiraiive office that supporis the USC Insiitubonal

Review Board. If you have quesiions, please contact Arkene McWhorter at arlenemi@sc edu or
(803) 777-7095.
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APPENDIX C

INTERVIEW QUESTIONS

Thank you for taking time to participate in thisarview process which is designed to get
your perception of South Carolina’s Career and heldgy Work-Based Certification
Program. The interview will focus on the variousnmnents/requirements of the
program which include:

Prior to Initial Certification:

1.
2.
3.

Education
Work Experience
Professional Licensure (in some content areas)

DIRECT Institute—Pre-Service/ In-Service Prograrags 1-5 of licensure)

1.

No g

Professional Development Sessions—Methods of Tegchkilassroom and Lab
Management, Curriculum, and Assessment

2. Mentor Visits
3.
4. Examination—Competency Trade Examination or InduSertification

Competitive Event Assignment

Examination

Performance Evaluation (ADEPT)

Coursework

Basic Skills Examination—PRAXIS | or Work Keys

=

oo

Which subjects do you teach?
How long have you been teaching career and tedhguicecation in South
Carolina?
When did you begin the work-based certificationgoaon? When did you
complete the program?
Are you still teaching the same subject as whencgoapleted the program? If
not, what were you teaching then?
Are you still teaching in the same school as wham gompleted the program?
When you entered the program...

a. What was your level of education? If you had a degwhat was your

major?

b. How many years of work experience did you have?

c. Did you possess a professional license? If so, whie?
Which professional development sessions were nedpfli and why? Which
were least helpful and why? What would you addedetd from the sessions?
Describe your mentor experience. Was your assigrator in the same school
as you were? Did your mentor teach the same suthigcyou teach? What was
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the most helpful aspect of your mentoring expemesied why? What was least
helpful and why? What would have made your expeganore successful?

9. How did the competitive event assignment enhance yo
knowledge/understanding of your student organin&tiére you a sponsor of a
student organization? If so, which one?

10.Were you required to take a competency trade examon? If so, which one?

11.Were you required to take an industry certificatexam? Is so, which one?

12.Which courses did you take to complete the requeremof the program? (This
does not include the DIRECT Institute). What methddl you use to complete
the courses? (ie. Online courses, Educators instngllBusiness and Education
Summit, etc.)

13.1s there any component(s) of the program that @rfaed your decision to remain
in the teaching profession? Explain.

14.What suggestions do you have for improving theeraaed technical work-based
certification program in South Carolina?
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APPENDIX D
CONSENT FORM

A Study of the Preparation and Retention of Worls&hCertified Career and Technical

Education (CTE) Teachers in South Carolina

Sherry Kennedy Rivers

Introduction and Purpose
You are invited to participate in research studydrected by Sherry Kennedy Rivers. |
am a doctoral candidate in the Educational Leadeestd Policies Department at the
University of South Carolina. | am conducting agi@sh study as part of the
requirements for my Ph.D. degree in Educational iistration, and | would like to
invite you to participate. The purpose of the stigdp examine the work-based
certification program for beginning career and techl teachers in South Carolina. This
form explains what you will be asked to do if yoecitle to participate in this study.
Please read it carefully and feel free to ask amgstjons you like before you make a
decision about participating.

Description of Study Procedures

The study will consist of an interview designedy&t your perception of South
Carolina’s work-based teacher certification progfancareer and technical teachers
(DIRECT Institute). | will ask a series of questsaiat seek to ascertain your opinion
about the strengths and weaknesses of the progreequest that you allow me to audio
tape the interview in an effort to ensure thataliails are recorded accurately. It is
preferable to conduct the interview in person; heaveif we cannot make arrangements,
the interview can be conducted via telephone. AftErviewing all subjects, | will
compile the results which will be reported in mgs#rtation.

Risks of Participation

There are no known risks associated with partioigan this research except a slight risk
of breach of confidentiality, which remains desgiteps that will be taken to protect your
privacy. In order to minimize the risk of this ocgng, | will take several precautions.
First, the interview will take place in a locatitrat is private and free from interruptions.
Second, | will destroy any audio, electronic, arrdten records of our interview to
eliminate the chances of information being transféto other parties.

Benefits of Participation

Taking part in this study is not likely to benefdu personally. However, this research
may help us to provide suggestions for improvirgwork-based teacher certification
program in South Carolina.
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Costs
There will be no costs to you for participatinglims study (other than for any parking or
gas expenses you may have).

Confidentiality of Records

The only document with your name on it will be thansent form, and it will be stored
separately from your study information. Your resgeswill only be identified by a
participant number, which will not be linked to yadentity. Therefore, no one, not even
the researchers, will be able to determine whiébrmation you supplied. Study
information will be stored in locked filing cabirseaind in password protected computer
files at the University of South Carolina. The riésof the study may be published or
presented at meetings, but your identity will netrbvealed.

Contact Persons

For more information concerning this researchf gou believe you may have suffered a
research related injury, you should contact Shiéenynedy Rivers at 803-419-7612 or
emailsherryrivers@bellsouth.net

You may also contact my advisor, Dr. Zack Kelelea803-777-2822 or email
kelehear@mailbox.sc.edfiyou have any questions about your rights assaarch
subject, you may contact: Thomas Coggins, Dire€@dfice of Research Compliance,
University of South Carolina, Columbia, SC 2920Boie - (803) 777-7095, Fax - (803)
576-5589, E-Mail - tcoggins@mailbox.sc.edu

Voluntary Participation

Participation in this study is voluntary. You ared not to participate or to withdraw at
any time, for whatever reason, without negativeseguences. In the event that you do
withdraw from this study, the information you haleeady provided will be kept in a
confidential manner.

Signatures /Dates

| have read the contents of this consent form awe lheen encouraged to ask questions.
| have received answers to my questions. | giveansent to participate in this study,
although | have been told that | may withdraw gt ame without negative
consequences. | have received (or will receive)@y of this form for my records and
future reference.

Participant Date

As a representative of this study, | have explaioetthe participant, the procedures, the
possible benefits, and the risks of this reseanathys the voluntary nature of the study;
and how privacy will be protected.

Sherry Rivers Kennedy Date
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