Info-cib-spald-dec06item01
Attachment 2
Page 83 of 489

Chapter 3: Administrative and Support Services

Planning for career technical education at the school level needs to be conscious, comprehensive, and ongoing. While individual departments and instructors may be able to build strong CTE programs in a less-structured environment, only a whole-school CTE plan can ensure that these vital programs are effectively accessible for all students.

While the CTE plan can be a separate document, it is recommended by the California Department of Education’s Exemplary Career Technical Schools application process that the essence be carefully integrated into other school-wide plans, such as the Single Site Plan for Student Achievement, the school’s Safety Plan, WASC Plan, and any other official document representing the whole school. Comprehensive CTE planning also includes those elements required for federal funding, such as the traditional Perkins Plan.

Finally, CTE planning must reflect articulation beyond the single school site. Middle school course alignment will ensure a smooth transition between the introductory skill set mastered at that level and concentration courses at the high school. Lack of articulation can result in duplication of standards instruction or gaps in essential learning that can cripple effectiveness. Similarly, smooth transition to postsecondary training/education such as community colleges, apprenticeships, and trade schools can be greatly enhanced through curriculum alignment. 

Components of CTE Planning

CTE planning for administrative and support services, as well as curriculum and instruction, is a powerful tool for ongoing improvement. Plan components that are important to the success of a comprehensive CTE strategy are: 


1.
Universal access


2.
Financial support


3.
Internal and external review 


4.
Professional development


5.
Career awareness and guidance


6.
Student scheduling


7.
Student recruitment and enrollment

Also essential are course articulation and alignment, topics treated in depth in Chapter 4. Developing and implementing planned strategies for these elements ensures that a school’s CTE programs will grow and thrive.

Component 1: Universal Access

CTE planning must include a strong focus on all students’ readiness to succeed in academics and in the twenty-first century labor market. Actual entry into the labor market may be during school, after graduation, during or after postsecondary education/training, or even after degree completion and return to community college (reverse transfer). But a well-conceived CTE plan will provide a strong foundation, no matter when a student chooses to join the workforce. The school’s clear focus on exceptional achievement for all students will benefit everyone.
This focus on consideration and accommodation of the needs of every student is termed “universal access.” Universal access is more than just providing literal access to a course. Equality of opportunity extends to providing physical and instructional adaptations to meet students’ individual learning needs—whether those needs are primarily for support to complete basic classes or for additional challenge in the traditional system. An effective universal access approach for CTE requires planning, attention, and application of resources. Student differences are not always immediately obvious or easily addressed, and CTE instructors must identify and meet multiple and sometimes conflicting needs within a single class. 

Students needing additional support or alternative approaches. Students who are struggling or falling behind in CTE courses—or perhaps not enrolling at all—may be having difficulty for a number of reasons, including a variety of learning disabilities, limited English proficiency, issues related to gender equity/nontraditional careers, or lack of background knowledge/skills due to socioeconomic status.

Students with documented special needs. Students identified as having special needs will have 504 Plans or individualized education programs (IEPs), as required by law.
 These plans may call for modifications, either curricular or adaptive, to provide these students with equal learning opportunity. 
There are many resources available to CTE instructors to help implement IEPs or 504 Plans. Funding and space for adaptive technology and other physical accommodations will be provided as necessary to meet the specifications of an IEP or 504 Plan. Special education instructors at the school, local specialists, the child’s parents, and other members of the IEP team will assist CTE teachers in understanding how to best meet an individual student’s needs. 

Instructors who suspect that a student may have an undiagnosed learning disability should make a referral to the designated person on campus; this may be a school psychologist, special education teacher, counselor, or administrator. Teachers may request screening tests or a meeting of the student study team.

English learners (ELs). CTE instructors employ various instructional techniques to reach students who have different comprehension and fluency levels in English. CTE teachers may meet with the school or district’s EL teacher/specialist for support ideas, curricular modifications, or other advice.

CTE teachers must be prepared to address the needs of the increasing number of California high school students who are ELs. Strategies described in the California Department of Education’s publication Aiming High, Chapter 9, may be helpful. CTE instructors must also be especially sensitive to language and cultural issues affecting student performance and work to recognize when cultural differences or language barriers are inhibiting understanding.
 

CTE has a particular advantage over many traditional academic subjects in this area because of its strength in multiple modes of learning and assessment. In addition to language-based assessments such as written tests or oral examinations, students can demonstrate understanding through performance- or project-based assessments. CTE has the opportunity both to assess understanding in ways that are less dependent on English literacy and, simultaneously, to increase English language skills through instruction in the subject area. 

Gender equity issues. Schools need to proactively recruit students of both genders into CTE programs. The value of diversity and the importance of equity, as delineated in the foundation standards, is a key message that can be delivered by example during recruitment. Unspoken stratifications between students “destined” to become blue- or pink-collar workers and those “suited” to white-collar professions can develop early and affect student enrollment and performance in CTE as well as academic courses. Well-planned recruitment and retention efforts can help prevent these divisions from developing. Although significant inroads have been made, women in the workforce continue to dominate many of the careers with the lowest pay and fewest benefits and are the notable minority in many top-paid, high-status careers. 

Gender equity initiatives assist schools to better serve all students through improved compliance with gender equity and civil rights law, elimination of sex bias in teaching practices and curriculum, and support for instruction in gender-equitable CTE. The Columbia Education Center maintains a Web site at http://www.col-ed.org/smcnws/equity that lists many excellent gender equity and nontraditional CTE resources to assist schools, including:


1.
Midwest Equity Assistance Center at http://www.meac.org/index.html houses a comprehensive library of resources that individuals can borrow and use.


2.
The Equity Center at Northwest Regional Education Laboratory at http://www.nwrel.org/cnorse, provides technical assistance and support in implementing gender equitable career awareness/exploration.


3.
American Association of University Women at http://www.aauw.org provides programs, materials, and research briefs in gender equity.


4.
Campbell-Kidler Associates at http://www.campbell-kibler.com offers user-friendly reports, brochures, and pamphlets.

The following Web sites can provide support for young women considering nontraditional careers:


1.
HardHattedWomen.org. This organization was established to empower women to achieve economic independence in nontraditional careers through education, support, advocacy, and job placement and advancement. 


2.
Tradeswomen.org. Tradeswomen, Inc., is a nonprofit grassroots organization whose purpose is to promote and support women in nontraditional blue-collar jobs.

Economically disadvantaged students. Economically disadvantaged students may carry additional burdens into the classroom that aren’t easily visible. They may be needed at home to take care of younger siblings periodically on school days, making attendance an issue. They may have to help support the family financially and work long hours. They may come to school hungry, cold, without adequate medical/dental care, or with other problems that can impede their learning. These barriers can be identified at the classroom level and referred to a student study team or counselor for community assistance.

However, CTE teachers can make a significant impact on the other barrier that economically disadvantaged students frequently face: lack of background knowledge and skills. Research shows a well-documented connection between poverty and low academic achievement, a reality recognized by California’s “similar schools” API ranking. Even when studies are controlled for race/ethnicity, family structure, and mother’s education, only 37 percent of students born in or near poverty will pass a test that 63 percent of students not born in or near poverty pass. 

Robert Marzano has identified two key strategies that directly address the knowledge gap: silent sustained reading and vocabulary instruction. He conducted a meta-analysis of research studies to identify steps to effective vocabulary instruction that can tangibly help level the playing field for economically disadvantaged students. Because specialized vocabulary is a part of virtually every CTE course, economically disadvantaged students will particularly benefit from these strategies:


1.
The teacher provides a description, explanation, or example of the new term.


2.
Students pronounce the word and restate the explanation of the new term in writing in their own words.


3.
Students create a nonlinguistic representation of the term (diagram, pictogram).


4.
Students periodically do activities that help them add to their knowledge of vocabulary terms, such as comparing or classifying terms, revising initial descriptions, etc.


5.
The teacher periodically asks students to discuss the terms with one another.
 

This approach can substantially help economically disadvantaged students to bridge the background knowledge gap. It can also increase the retention and depth of understanding of essential CTE vocabulary terms for all students. 

Gifted and talented students. The general public may assume that career selection and training come easily for gifted and talented students: students simply identify their special talent and then practically learn it on their own. This is far from the case. Indeed, “Gifted and talented students often have problems beyond those of most other students who consider college and career choices.”
 

One problem some gifted students face is multipotentiality or the ability to develop any number of career options from their wide variety of interests, aptitudes, and abilities.
 Having a broad range of interests and opportunities available sometimes increases the complexity of decision making and focusing on an industry sector for goal setting and training development. Multipotentiality is most often found in those who are academically talented and those who have two or more outstanding but very different abilities, such as ballet and mathematics.

For gifted and talented students with multipotentiality, CTE is one way to explore and narrow their possible career choices. “Wheel” or “sampler” courses in middle school may help the multipotential gifted student focus on two or three industry sectors. A subsequent CTE concentration course may well offer sufficient exposure for the student to decide whether to continue forward in that pathway or explore another. CTE courses which provide job shadowing experiences or CTSO opportunities for mentoring and competition can sharpen the decision-making process. And gifted students needn’t settle on a single CTE sector. Counselors may wish to encourage students with significant multipotentiality to explore two very different areas, with the recognition that one may emerge as the career choice while the other becomes avocational. 

Other gifted students may not be faced with multipotentiality but instead be designated as early emergers: children or early adolescents who have extremely focused career interests.
 A passion for an idea and an early commitment to a career area is not negative, but it does signal the need to provide training in the skills necessary to exercise that talent. Students can use CTE courses for that training, and counselors should encourage parents to allow students to explore their passion in this way without making the student feel pressured to perform in the interest area. Sometimes early emergers are so passionate about their career focus that they ignore their other courses. CTE instructors can be central to re-establishing balance for these students, helping them understand the relationship of the required coursework to success in their area of expertise or insisting that they do adequately in other courses to have special privileges in the CTE course.

Differentiated instruction. Differentiated instruction reflects teacher understanding and anticipation of the differences in students’ readiness, differences in their interests, and differences in their learning profiles. Based on that understanding, the instructor creates different learning options or different paths to learning so all students have equal opportunity to master the standards. The most common ways of differentiating instruction are:


1.
Pacing


2.
Varying the complexity of instruction


3.
Grouping based on types of learning issues


4.
Grouping based on type of instruction


1.
Pacing. Pacing refers to the speed at which the material is covered. CTE instructors can adjust the pace of the class or of groups within the class to conform to student needs, providing extra learning time after school or more direct instruction during class to groups or individuals who require more time to understand the material. Instructors offer supplemental instruction for students who can move ahead earlier with extra projects or enriched materials. The additional instructional time can accommodate more practice, multiple explanations, or slower overall pacing.


2.
Varying the complexity of instruction. Complexity is the depth and detail in which a subject is covered; varying complexity complements pacing and helps instructors manage classes of students functioning at different levels. Gauging complexity and adjusting instruction accordingly can be challenging. Using materials that have been prepared with differentiation in mind can help teachers manage without increasing their workload in insupportable ways.



Accelerated learners can be encouraged to delve into greater detail on specific topics. If their understanding and interests trend more toward the larger picture, they might be encouraged to look at the abstract concepts behind the standards or the ways in which the material connects to other areas of study. For students who are encountering difficulties, differentiation may entail identifying and focusing on the key skills and main ideas in the material. 


3.
Grouping based on types of learning issues. It may aid instructional planning to group students into four major groups based on the degree and/or type(s) of difficulties they are experiencing; these groups are:
 


a.
Proficient


b.
Strategic


c.
Intensive


d.
Advanced


a.
Proficient. The proficient group is made up of students who are making adequate progress but may experience minor or occasional difficulties. Addressing the problems in a timely manner can prevent these students from falling behind. For example, students who do poorly on a quiz can join a review group that meets after school or during the next day’s class period, while those not having problems with the concept use the time to work on their performance task for the unit. Often just one or two review sessions are all that “proficient” level students need to get back on track. 


b.
Strategic. The strategic group contains students who may be performing at a below-average level, but whose learning difficulties can still be addressed by the regular CTE teacher within the classroom environment. CTE tutoring or targeted assignments may be helpful to such students, as well as course study groups or other opportunities for extended learning time. Some students in the strategic group may need accommodations to the physical environment of the classroom or to the curriculum or instruction as specified in their 504 Plan or IEPs. The district will provide resources to assist individual instructors in complying with any required modifications.


c.
Intensive. The intensive group is made up of students who are seriously at risk, as indicated by ongoing, severe low performance on one or more measures. Referral to full course interventions (for example, in reading), a Student Success Team, or a special education specialist (if the student does not already have an IEP) may be helpful in getting these students the more intensive assistance they need.


d.
Advanced. Advanced students who master the material easily or quickly may require greater challenges or faster pacing to remain engaged. More challenging assignments or enrichment opportunities that such students can pursue may assist in maintaining their interest or focus. If the “4” level on the CTE performance task rubric represents “advanced,” instructors can build in high expectations for understanding and skill that will appropriately challenge these students. 



There is a great need to plan for the instruction of accelerated or advanced learners in CTE courses. Traditionally, high schools have assumed that “advanced” students would continue on to traditional, four-year postsecondary education, and that their college or university programs would deal with their career development and training. But all students eventually end up in the workforce, and the critical adaptation and application skills that CTE imparts are important for success in all careers, regardless of the “color of the collar.” Instructors must plan to adapt their teaching to reach students at all levels of understanding and ability, not just to those who encounter difficulties.


4.
Grouping based on types of instruction: Flexible grouping can make it much easier to address the needs of a wide spectrum of students. There are five separate types of flexible grouping:
 


a.
Whole-class instruction is appropriate when the skill or concept being taught is appropriate for the majority of students.


b.
Identified need and skill-based groups are organized based on the common needs of a group of students.


c.
Cooperative groups are structured by the teacher, represent a heterogeneous blend of students and ability levels, and focus both on the group and on individual achievement of a specific learning goal.


d.
Groups based on interests or topics provide choice and control to students, thus enhancing their motivation and enthusiasm for the topic.


e.
Groups based on subject knowledge are developed by placement or prior familiarity with the material being taught. 

While grouping is an excellent facilitator of differentiation, what students are taught has a greater effect on their achievement than how they are grouped.
 Rigorous content is still the most important factor in generating positive student outcomes.

Component 2: Financial Support

The CTE Plan should include a robust strategy for financial support, including: 


1.
Use of federal funds and state allocations


2.
Application for federal, state, and private discretionary grant funds


3.
Local business support, community philanthropy, and fundraising


4.
General fund


5.
Specific funding for facilities


6.
Specific funding for equipment 


1.
Use of federal funds and state allocations. Federal CTE funding has traditionally been available by application. Beginning with the Smith-Hughes Act of 1917 and currently embodied in the Carl D. Perkins Vocational and Technical Education Act of 2006, this CTE-supportive legislation has most recently focused on integrating academics and CTE; sequencing CTE courses; creating quality programs that prepare students for high skill, high wage, high demand occupations; and requiring accountability for funding use and achieving core indicator performance levels. Success has been measured by meeting benchmarks in academic and skill attainment, school completion, placement and retention, and nontraditional program participation and completion.



Districts have traditionally used federal funding to: 


a.
Strengthen the academic and career technical skills of CTE students through CTE-academics integration in a coherent sequence of courses to ensure maximum learning in both areas.


b.
Provide students with experience and understanding of all aspects of an industry.


c.
Develop, improve, or expand the use of technology in CTE.


d.
Provide professional development to teachers, counselors, and administrators.


e.
Develop and implement CTE evaluations.


f.
Initiate, improve, and expand quality CTE programs.


g.
Provide services and activities sufficient in size, scope, and quality to be effective.


h.
Link secondary and postsecondary CTE.



State funding also supplies a noncompetitive allocation through the Agricultural Education Vocational Incentive Grant Program (California Senate Bill 813 [1983] and Education Code, Chapter 9, Vocational Education, Article 7, Sections 52460–52462) providing funds to upgrade and maintain existing high-quality, comprehensive agricultural CTE programs. Funding is based on the size of staff, number of students, and the school’s state quality criteria rating. Matching funds are required. 


2.
Application for federal, state, and private discretionary grant funds. The first step in applying for competitive federal, state, and private funds is to find out when grants are available. CTE educators can be notified of state education grant announcements by signing up for this free e-mail service at www.cde.ca.gov/fg/fo/af/joinlist.asp and of federal grants by enrolling at www.grants.gov. Other support available on the Department of Education’s Web site is an excellent guide to writing grants at www.cde.ca.gov/fg/fo/we and a guide to finding funding not sponsored by the Department at www.cde.ca.gov/fg/fo/of/ap.



Three grants that have provided significant support for CTE programs throughout California are the federally funded (a) Smaller Learning Communities grant, (b) the state-funded Specialized Secondary Program, and (c) California Partnership Academies grants. These are briefly summarized below. 


a.
Information on Smaller Learning Communities (SLC) is available at http://www.ed.gov/programs/slcp/index.html. Many SLC schools in California have included career academies in grades ten through twelve or eleven through twelve as one of their strategies to personalize large high schools and increase student achievement. Funded grantees (see “Awards” page on Web site) can be a good starting place for further information.


b.
California’s Specialized Secondary Program (SSP) has also funded a variety of innovative CTE programs throughout the state that provide students with advanced learning opportunities. The program emphasizes the acquisition of technology skills and their use as a tool for instruction and learning. A few of the CTE programs funded through SSP include the International Business Academy (Arroyo High School), Health Career Plus (Southwest High School), Biotechnology Program (Carlmont High School), Academy of Criminology and Justice (Otay Ranch High School), and Mountain Valley Farm Program (Hayfork High School). See the full program description at http://www.cde.ca.gov/ci/gs/hs/sspgen.asp.


c.
California Partnership Academies (CPA) program, an effective school-business partnership, provides academic and CTE training to high risk students and others in 290 programs across the state. The CPA model, a school-within-a-school program in grades ten through twelve, integrates academics and CTE and establishes viable partnerships with businesses. Emphasis is placed on student achievement in a curriculum focused on a career theme and coordinated with related academic classes. Features include: 

•
A voluntary student selection process that identifies interested ninth graders, at least half of whom must meet “at-risk” criteria

•
A team of academic and CTE teachers led by one member with released time and having a common prep period, who work together to plan and implement/operate the program using complementary, highly integrated curriculum

•
A variety of motivational activities with private sector involvement to encourage academic and occupational preparation, such as a mentor and internship program, enhanced curriculum, classroom speakers, field trips, and postsecondary options



Academies generally create a close family-like atmosphere, integrate academics and CTE, and may offer paid or unpaid internships to students on track for graduation. Grants require 100 percent match from the district and business partners. Academies have been carefully evaluated and shown to have positive impacts on school performance. See the full program description at http://www.cde.ca.gov/ci/gs/hs/cpagen.asp.


3.
Local business support, community philanthropy, and fund-raising. CTE programs excel in generating local business and community support. Innovative fund-raising strategies, such as auctioning a student-built home, tax preparation services, and cake sales, enrich many programs with opportunities rarely available otherwise. 



In addition to fund-raising, certain groups generously support some programs and some high schools feature CTE Booster Clubs. Advisory committees may also generate resources for CTE, in addition to their other essential functions. Some CTE programs that have a lengthy history in the community are now forming alumni programs with annual dues, recognition dinners, and other opportunities for support and involvement. Service clubs sometimes adopt CTE programs, supporting them with ongoing resources and funding.


4.
General fund. Use of general fund monies to support CTE is common in many districts. Because CTE is the primary delivery method for districts to meet their Education Code mandate to prepare students for success in the world of work, school boards can demonstrate their commitment to education for careers through adequate general fund allocations for CTE. 


5.
Specific funding issues: Facilities. Resources for facilities renovation or expansion present a challenge. Schools and districts generally prefer to construct classrooms and other facilities that have the maximum possible flexibility of use. While many CTE courses can operate the school-based portion of their programs in a traditional classroom, others cannot. If the district is planning an application for a large construction or modernization project, Education Code Section 17070.95 requires certification that the district has consulted with the CTE advisory committee (established pursuant to Education Code Section 8070) about facilities needs, and that it has considered the need for vocational and career technical facilities to adequately meet its program needs. While the advisory committee is clearly only advisory, it is an important element of the planning and approval process for facilities.



Another possible source is Qualified Zone Academy Bonds (QZABs). Available periodically through federal funding pass-through, these bonds offer no-interest funds to be paid back in 20 years. Money can be used for equipment or facility renovation for CTE programs with strong business connections. See www.cde.ca.gov/ls/fa. 


6.
Specific funding issues: Equipment. Maintaining and replacing equipment is an ongoing budgetary challenge in many CTE programs. In addition to using state and federal allocations or grants for equipment, some schools have turned to their advisory committees, parents, or alumni for assistance with donated or deeply discounted equipment and free labor on repairs. Others have joined countywide or regional buying consortia to get the best prices possible. Still others are buying well-maintained used equipment locally or from online sources such as eBay or Craigslist. 

Component 3: Internal and External Review

Importance of consistent cyclical assessment/improvement. Perhaps the single greatest strategy to ensure improvement over time is a consistent cycle of internal and external review. Indeed it is virtually impossible to create lasting improvements without this concerted effort. Thus planning for cyclical assessment, data analysis, data-based decision-making, and subsequent alterations in practice and policy becomes the bedrock of effective change for improvement.

Data-based decision-making. It is important to base CTE program decisions on solid information about program needs and performance. Consideration of CTE program performance should include an annual review of at least the following school-level data, much of which is required for Perkins reporting: 


1.
Percent of students completing a CTE course and percent completing a CTE sequence of two or more courses


2.
Percent of CTE sequence completers who graduate


3.
Percent of CTE sequence completers placed in apprenticeship, military training, postsecondary education and training, or employment


4.
Enrollment and completion of students in non-traditional careers compared to the total CTE population


5.
CTE students’ CST, CAHSEE and local test scores compared to the total school population


6.
Level of district and other fiscal support for CTE

The school will also want to examine data at the course and individual program level, including ethnic/racial, special needs, gifted/college bound, and gender enrollment, to clarify the extent to which their efforts to recruit all students into CTE are being successful. It is especially important to consider equity enrollment issues in those courses leading to high-demand, high-skill, high-pay jobs.

The purpose of the annual data-based review is to consider CTE performance in light of the goals set in the CTE Plan, adjust the plan as needed to reflect the last year’s performance, set new goals, and create the action plan to address those goals. Thus, the data-based review, the formative assessments, and the creation of the CTE Plan are all a part of the CTE program improvement cycle and are included in the school’s annual strategic planning efforts.

Formative Analysis. Formative analysis allows the school and CTE departments to examine what is actually occurring in classrooms and how it might be improved to accelerate student mastery of CTE standards. Analysis meetings may include business and industry representatives and other community partners, but all meetings should include the CTE department teachers and the site administrator in charge of curriculum. The sessions should be integrated with the school’s inquiry and improvement cycle.
A typical formative analysis session might focus on a single CTE pathway. Stakeholders meet to:


1.
Review the program sequencing, the foundation and pathway standards to be addressed in each course, the benchmarks for achievement in each standard, and the emphasis on individual standards, as reflected in the pacing guide.


2.
Analyze information and materials provided by the instructors and advisory group members attesting to the relative level of implementation and level of student mastery of the standards addressed in each course.


3.
Make recommendations for mid-course alterations, if needed.

Questions raised might include the following: 


1.
Will the program offer all the courses listed in the course of study over a two-year period? 


2.
Are current courses following a pacing guide that ensures adequate time for mastery of key foundation and pathway standards?


3.
Do the foundation and pathway standards chosen adequately reflect industry standards? 


4.
To what extent are academic and CTE teachers collaborating in the program?


5.
To what extent have the students as a whole demonstrated mastery of each foundation and pathway standard taught to date, and what evidence shows this mastery? 


6.
What implications do responses to Questions 2 and 5 have for the balance of the year? 


7.
If problems are evident, what is the cause? Lack of materials? Incorrect benchmarks? Faulty pacing guide? Ineffective instructional strategies? 


8.
What precisely needs to be done to address the cause(s) of the problems, who will do it, and by when?

This process will provide not only for an effective improvement cycle but also provide key data for the promotion of CTE. By regularly collecting a variety of information on CTE program performance and analyzing the results, schools will have powerful data to demonstrate how:


1.
CTE courses are up-to-date and aligned with industry standards, so businesses can be assured that entry-level workers are well prepared for the real world of work.


2.
CTE instructors are using research-based strategies in classroom instruction and applying best practices.


3.
Students underachieving in math and/or English/language arts are getting important, standards-based skill instruction in these areas supportive of passing the California High School Exit Examination through CTE courses.


4.
Rigorous CTE courses are preparing students to be successful in high-wage, high-demand jobs, and postsecondary training and education. 

These outcomes will corroborate the information collected in the data review and formative analysis and may bolster arguments for maintenance or expansion of CTE programs, funding from the school or community groups for further staff development or CTE projects, or increased community or business support. The process of tracking and analyzing data on a regular basis gives schools a built-in source of longitudinal data to use in compiling reports, writing grant proposals, and disseminating information about CTE program successes to students and parents during recruitment and enrollment efforts.

Component 4: Professional Development

CTE staff recruitment and hiring. Recruitment and hiring of excellent teachers is key to increasing CTE course rigor and improving student achievement. Indeed, the skill of the teacher is generally cited as being the primary factor in student learning, as many studies published by the Education Trust have shown.
 The California Standards for the Teaching Profession
 detail the level of competency all teachers should demonstrate in the classroom. Clearly, it is the responsibility of all stakeholders to ensure that CTE teachers meet the following requirements by having: 


1.
Depth of knowledge, experience, and application in the industry sector


2.
A deep understanding of the foundation standards


3.
Mastery of effective instructional strategies

As in most disciplines, recruitment and hiring is easier in some CTE industry sectors than in others—and in some years more than others. For example, during technology sector downturns in Silicon Valley, information technology teachers are easier to attract in the Bay Area than when business is soaring. Even in sectors and years of relatively easy recruitment, CTE programs benefit from the most aggressive, creative recruitment strategies possible. For example, in addition to EdJoin and similar Web sites known to professional teachers, CTE recruitment efforts might include the following:


1.
Advertising on general employment sites, such as Craigslist.org or Monster.com


2.
Offering workshops for students in teaching colleges and pre-service programs


3.
Conducting local hiring campaigns with posters and newspaper or other low-cost advertisements


4.
Collaborating with surrounding district and county schools to hold hiring fairs


5.
Supporting pre-service and in-service CTE leadership preparation


6.
Working with CalTeach programs to grant a credential to excellent candidates


7.
Providing two-year new teacher induction programs


8.
Offering a pay differential to attract excellent teachers from industry

Professional development goals. In CTE professional development, it is important to begin with the end in mind, especially because available professional development time is extremely limited and there are many critical uses for it. 

CTE teachers need to ensure that their clearly defined professional development needs are included in the CTE Plan. Then these needs should be reiterated to the principal or district personnel who make professional development decisions, usually a year in advance. Teachers requesting professional development based on the plan should consider proposing definitive outcomes for the training they wish to pursue. Outcomes focus on the results of the training and are measurable so teachers can prove that the professional development really made a difference in the quality of CTE instruction. 

Possible goals for CTE professional development and their accompanying outcomes include:


1.
Implementing best practices in classroom instruction. This is an area of importance to the whole school, with outcomes designed for all teachers. Because the school or district frequently sponsors this type of professional development, they will also develop the outcomes, which might include items such as the following:


a.
Teachers will demonstrate use of graphic organizers and other nonlinguistic representations in their daily instruction, as demonstrated by a review of their weekly lesson plans.


b.
Teachers will increase the diversity of their instructional strategies in the areas of modeling and demonstration, as reflected in classroom observations or walk-throughs.


c,
Professional development in reading across the curriculum will result in students’ increased ability to comprehend course texts and materials, as indicated by California Standards Test reading scores and teacher surveys. 


2.
Integrating foundation standards into CTE courses. This professional development goal, targeted directly to CTE teachers, needs to have clear projected outcomes, beneficial to students and the school, to persuade administrators of the importance of the additional training. Examples of such outcomes might include:


a.
CTE teachers will coordinate with academic teachers to produce at least one interdisciplinary project per class per semester.


b.
CTE teacher lesson plans will reflect the integration of foundation and pathway standards in each unit and performance task.


c.
All CTE teachers at the school will use at least two specific strategies from the foundation standards training in their classes each week, as demonstrated by their lesson plans.


3.
Staying current with business and industry innovations. Because this form of professional development varies extensively according to industry, discipline, educational background, and specialty, each CTE teacher will need to develop a personal outcome from this experience to bring back to the classroom. Such an individual outcome may be structured as follows:



As a result of my professional development activity, an externship with Pacific Gas and Electric, I will revise my curriculum in the areas of (teacher fills in details here) to update my instruction to align with current practice in the field.

Making Time for CTE Professional Development and Collaboration. “Time has emerged as the key issue in every analysis of school change appearing in the last decade.”
 Teachers will probably need “more than 20 percent of their work time for learning and collaboration if they are to be successful in implementing ambitious reform initiatives.”
 To generate enough time for CTE teachers to collaborate and have access to professional development, schools may integrate these activities into the regular school calendar rather than restricting them to professional development days. 
Researchers and practitioners offer a number of strategies to create more time for professional development, including:


1.
Using buy-back days. Schools frequently schedule nonstudent days for “buy-back” professional development. Teachers cannot be required to attend, but daily rate compensation is an enticement generally offered. Often buy-back days are scheduled on holidays, such as Columbus Day, or at semester break.
 


2.
Releasing students on other days. Schools that have instructional minutes in excess of the legal requirement of 64,800 instructional minutes/year (or the school’s required total, if greater) may schedule some morning or afternoon non-student periods for professional development at no additional cost. However, this approach provides relatively small blocks of time and may be resented by parents unless it occurs on a regular schedule.


3.
Purchasing teacher time by using permanent or semi-permanent substitutes. The advantages are clear in this approach: it provides professional development during the school day and guarantees substitutes who know the high school campus, the students, and the CTE curricula. The disadvantages are equally obvious: teachers must leave their classes with substitutes, substitutes can be difficult to procure in California, and the cost is relatively high. 


4.
Providing compensation for weekend or summer work. This is an excellent mechanism for generating longer blocks of time. The downsides are that it is sporadic, and some teachers will not participate, even with compensation. Obviously, there are also budget implications.


5.
Scheduling common preparation periods. While this can create scheduling challenges, a school may benefit tremendously from scheduling common preparation periods for teachers within one or two industry sectors or pathways each year on a rotating schedule. This is a no-cost option.


6.
Restructuring time by permanently altering the school schedule. In California this is increasingly common practice. Schools create a block of time each week by lengthening classes by a few minutes four days a week. The additional minutes—say, moving from a 50-to 55-minute period—are then “banked” and used for a staff development/teacher collaboration period once a week. In the case of a five-minute increase, the total would be 5 minutes x 6 periods/day x 4 days = 120 minutes or two hours/week for professional development. 



This time is best provided in high school as a “late arrival” day, with school starting, for example, at 9:30 instead of 7:30 on a Tuesday, Wednesday, or Thursday. (Monday or Friday late arrival increases absentee rates.) Late arrival is often preferable to early release (e.g., sending students home at 1:30 instead of 3:30), as teachers are much fresher in the morning, and students will sleep in rather than creating interesting activities for themselves in the afternoon. This may have implications for busing, union contracts, and facilities maintenance, but it is a no-cost option working well in many districts.


7.
Making better use of available time and staff. For example, if there are two teachers in the Food Service and Hospitality pathway, each one might be released on the other’s prep period for several days to complete a specific task, such as curriculum alignment, with the classes being covered by a period substitute. Additionally, technology allows for audio and video-conferencing, which saves time and travel. And online courses can address CTE teachers’ mastery of industry content and instructional skills.

Professional development collaboratives. CTE professional development can be significantly enhanced through partnerships with a variety of entities in the business/industry, professional organizations, the community, and educational organizations. 
•
Business and industry partnerships. The school or district arranges for teachers to participate in professional development activities, such as through intersession or summer paid “externships” offered by businesses within their fields. These approaches help CTE teachers stay current in their industry sector, and they provide the district with cost-effective professional development.

•
Professional organization partnerships. Other good sources for professional development are industry sector professional organizations. For example, the California Industrial and Technology Education Association (CITEA) provides specific standards-based professional development in various venues, such as annual regionalized in-service days, the CITEA annual conference, and regional meetings each year. The California Agriculture Teachers Association (CATA) offers similar services, and other organizations, such as the California Business Education Association (CBEA), provide professional development through their Web sites and annual conferences.

•
Community partnerships. Many community organizations and businesses have educational programs or will offer lectures on specific topics. For example, the American Diabetes Association might cover diagnosis, prevention, and treatment of diabetes in a Health Occupations classroom presentation, or Jet Propulsion Laboratories may present an interactive discussion of careers in Aviation/Aerospace Transportation. Schools can either schedule a day in which many different organizations offer such information, or structure a day around a single organization or educational concept. While the students receive the benefits of tested programs and information direct from the source, teachers receive the benefits of professional development. This is a no-cost option, but it is primarily useful as an augmentation to the mainstream program. 

•
Educational partnerships. Schools partner with local professional development providers, including colleges or universities and non-profit organizations, to provide classes on-site. In this option, teachers usually pay for Continuing Education Units or regular college units that count toward salary schedule placement. This approach can address such professional development needs of CTE teachers as learning to integrate foundation standards into CTE content and improving instructional skills.

Professional development topics crucial to CTE instruction. Four topics deserve additional depth in the discussion of professional development, given their critical nature to the successful implementation of standards-based education in CTE:


1.
Pathway and foundation standard integration


2.
Instruction and assessment integration


3.
Data-based decision making


4.
Up-to-date industry skills

1.
Pathway and foundation standard integration. Most districts have some internal professional development capacity or work with their county office of education on issues such as the implementation of standards. However, many are not as well equipped to meet the specific needs of CTE educators in relation to integrating foundation standards into their CTE courses.



If providers are not locally available for professional development in integrating foundation and pathway standards, some universities and private providers have this capacity. For example, Sonoma State University worked with the California Department of Education to create the Focused Approach to Standards and Testing (FAST), a one- or two-day research-based workshop specifically designed to help teachers outside the academic core subjects incorporate fundamental CAHSEE English/language arts and mathematics standards into their curriculum. Follow-up activities are provided for school curriculum leaders. Educational consulting groups also have professional development and coaching in the integration of academic foundation standards and CTE content standards. For example, consultants from the Southern Regional Education Board’s High Schools That Work assist schools/districts in this area, as does the ETS Pulliam Group. Another good source for professional development in integrating foundation and pathway standards may come from the industry sector teacher organizations, as mentioned above.



A significant study done by the University of Minnesota demonstrated the high value of providing CTE teachers with professional development targeted directly to the academic foundation standards they are asked to integrate into their pathways.
 Research over the last decade has demonstrated the causal connection between the depth of teacher preparation in the field and the achievement of students in the classroom. For the most effective integration of CTE and academic topics and the highest achievement of students, CTE teachers need to be prepared via professional development to provide excellent instruction in both CTE pathway and foundation standards.



Additionally, the professional development offered in foundation academic standards must be tailored to reflect the interpretation of the district/school. For example, many CTE sector foundation standards include Writing Standard 1.6 in grades eleven through twelve: “Develop presentations by using clear research questions and creative and critical research strategies. . . . ” When the English teachers of a school unpack this standard, they may choose a precise methodology for framing “clear research questions” that they then agree to use throughout the department. 



To ensure that student learning is effectively reinforced, CTE teachers must use the same terminology and approach as the English teachers in addressing this standard. Thus, it is important that the professional development be offered by someone knowledgeable about the practices of the academic faculty at the school, not just someone who understands the topic. And, as in all professional development, it’s important for CTE teachers to be involved and in control of the focus for the training—in this case, which foundation standards will be reviewed and refreshed. 

2.
Instruction and assessment integration. While most CTE teachers have taught and assessed lab assignments and performance tasks for years, few have integrated standards into this pattern. The type of foundation and pathway standards-based assignments and integrated rubric-based assessments discussed in Chapters 1 and 2 and exemplified in Part II may be new concepts also worthy of time in the professional development calendar. 



Creating standards-based assignments with rubrics is not an intuitive process, and it requires a significant change in the way teachers plan lessons, create assignments, and assess student work. Staff development is simply essential to help teachers make this transition.


3.
Data-based decision making. To increase CTE course rigor and positive student outcomes, instructors must have the capacity to make data-based decisions. Using rubrics can produce a wealth of information about individual student skill mastery as well the level of mastery of the class as a whole. To ensure that all students receive the support they need to be successful, teachers need to make instructional and curricular decisions based on data from student performance. A strong staff development plan can bolster their skills in this area. 


4.
Up-to-date industry skills. CTE teachers must have the opportunity to maintain their industry skills to match current workplace demand and to make implementation of pathway standards reflect current industry realities. In some industries with extremely rapid change, this may mean annual renewal and upgrade of an instructor’s skill base.

Component 5: Career Awareness and Guidance 

Career development. Career development is integral to comprehensive guidance and counseling programs that help students explore career options and identify educational paths to reach their goals. Counseling and guidance are required components of ROCP, and they are included formally or informally in most CTE programs, especially those in academy structures. 

The California Career Resource Network (http://www.californiacareers.info) is a California state agency established to provide career information, resources, and training materials to middle school and high school counselors, educators, and administrators. The California Department of Education works with the California Career Resource Network to expand career development resources and training for career guidance paraprofessionals in the state’s educational agencies.

Career guidance. Regardless of the structure of the school or the delivery modes for counseling, career guidance is essential for reinforcing and strengthening the impact of existing CTE instruction and programs. Career guidance gives students a picture of the larger context of their studies and the opportunities available to them in the working world.

Effective counselor-led career guidance programs promote awareness of various careers and help students explore options. The guidance activities also promote self-knowledge, as students learn about their own interests and aptitudes. And they help students plan for, transition to, and succeed in postsecondary education and training and in their chosen career paths.
 Indeed, counselors have a unique role and responsibility to provide the information and resources to help students build skills to identify, train for, and manage their careers.

However, to carry out this important task, counselors need CTE-specific training and information to guide all students through appropriate choices and scheduling. Counselors need a deep understanding of CTE course sequencing and integrated two- and four-year programs, as well as clarity about CTE programs, industry sectors and pathways, and career options. With these tools, they can use industry-sector resources to help students plan their education with a career technical goal in mind. Counselors need to be aware of what CTE courses meet “a–g” requirements and how to get CTE courses accredited in that process (see http://www.ucop.edu/a-gGuide/ag/a-g/new_course_cert.html). And counselor skills must include the ability to assess student interests, strengths, and weaknesses and help students identify suitable career areas for study.
School counselors cannot be solely responsible for CTE enrollment and promotion; teachers and administrators also play crucial roles. In California high schools, the average school counselor to student ratio is 478:1, almost twice that recommended by the American Counseling Association,
 and students’ counseling needs are diverse. It is critical for schools to integrate career guidance into all aspects of student life in order to reach all students effectively. This means that all participants in the education process—including parents, faculty, school staff, district and county office staff, and the students themselves—have important roles in career guidance.

Counselor or advisor information about CTE. School counselors or advisors can be key figures in the advancement of CTE as they have significant influence over student course selection. However, counselors are seldom experienced in CTE themselves, whereas they are very familiar with academic course work. Furthermore their ability to counsel students effectively about CTE options may be impeded by some common misconceptions about the relevance and rigor of CTE courses. 

In the Major Needs of Career and Technical Education in the Year 2000, a project of the National Dissemination Center for Career and Technical Education, the image of CTE among students, teachers, counselors, and administrators was cited as a recurring concern.
 Counselors, particularly, play a key role in scheduling students and advising them on how best to plan for their goals after high school. When counselors are unaware of CTE benefits, as many are, students are guided toward other educational options even when CTE may in fact be more appropriate to their goals and needs. 

Counselors need a new image and understanding of what CTE is and why it is a viable choice for all students. While pre-service is a logical point to address counselor education about CTE, in-service professional development and other strategies must help existing counselors understand the important role CTE plays in meeting the overall mission of secondary schooling.

A related need is for counselor understanding of CTE course sequencing. A counselor who would never put a student in trigonometry without the prerequisite study of geometry may not be aware that advanced/capstone CTE courses have important foundations in introductory and concentration courses.

The California Department of Education’s counseling/guidance guidelines align well with the American School Counselor Association’s National Model for School Counseling Programs, which provides school counselors and school counseling teams with guidelines to design, coordinate, implement, manage, and evaluate their programs for students’ success. It provides a framework for delivery of the ASCA National Model Student Competencies, including the following guidelines for career development:


1.
Students will acquire the skills to investigate the world of work in relation to knowledge of self and to make informed career decisions.


2.
Students will employ strategies to achieve future career goals with success and satisfaction.


3
Students will understand the relationship between personal qualities, education, training, and the world of work.

These guidelines for the counselor’s role and other CTE information need to be provided to practicing school counselors in every possible arena. CTE stakeholders must make a concerted effort to ensure that this is accomplished. District or county staff can create a “think tank” or CTE action team to develop approaches to this task and use those approaches to create an action plan for each site. 

Some ideas for involving school counselors and building their awareness and understanding appear below, partially adapted from the CTE National Dissemination Center’s In Brief #15:
 


1.
Secure the principal’s permission to have a counselor on CTE advisory committees.


2.
Invite counselors to CTE department meetings, showcase meetings, and partner meetings.


3.
Share success stories of students in CTE programs and graduates of CTE programs with counselors.


4.
Include counselors on any appropriate e-mail lists or internal mailings.


5.
Provide workshops on in-service days and invite counselors.


6.
Hold a counselors’ meeting featuring student-made materials and student presentations about each course.


7.
Hold Counselors’ Nights or Administrators’ Nights.


8.
Ensure that a CTE representative is on all major school committees to advocate for CTE. 


9.
Respond to calls for presentations from the California Association of School Counselors or write an article for the association’s newsletter (http://www.schoolcounselor-ca.org). 

Component 6: Student Scheduling 

The career development process begins with guidance about course and program selection and career information that can allow students to identify and work toward career goals. CTE is a uniquely powerful and effective tool for career exploration and development, but it usually requires a program of study over several years. Counselors must be prepared to guide students through integrated two- and four-year programs and CTE sequences of study as well as through traditional year-by-year academic courses. 

In the examples below, four-year course programs are shown for students with varying circumstances and goals:


1.
Students completing a full CTE program and planning to attend community college or enter the workforce directly


2.
Students requiring academic intervention in high school but wanting to complete a full CTE program


3.
Students fulfilling UC/CSU “a–g” requirements and a CTE sequence of courses


1.
Students completing a full CTE program. Students can easily complete a full CTE program as well as their high school graduation requirements. The course of study below demonstrates a typical pattern for a CTE major.

Example 1: Student graduating with a CTE major in business and planning to attend community college

	Grade 9
	Grade 10
	Grade 11
	Grade 12

	English 9 
	English 10 
	English 11 
	English 12 

	Arts
	World History 
	US History
	Govt/Econ 

	Algebra I 
	Geometry 
	Accounting 1
	Accounting II

	Physical Science
	Biology 
	Marketing I
	Marketing II

	Physical Education
	Physical Education
	Business Finance
	Business Law

	Introduction to Business
	Computer Applications
	Advanced Computer Applications
	Virtual Enterprise



2.
Students requiring academic intervention. An increasing challenge to enrolling students in coherent CTE pathways is what some educators call the “squeezing out” of CTE coursework by required academic intervention. As schools fail to improve quickly enough to exit the Immediate Intervention/Underperforming Schools Program (II/USP) or to keep up with the rising requirements of adequate yearly progress (AYP) under the No Child Left Behind Act, they are required (in the case of II/USP) or highly recommended (in the case of AYP) to enroll lower-achieving students in mathematics and reading intervention courses, particularly in the ninth and tenth grades. 



For example, in II/USP schools that do not make the required gains, a School Assessment and Intervention Team (SAIT) helps schools plan for and implement the required state program for intervention:


a.
Three periods of reading/day for students reading two or more years below grade level


b.
Two periods of English/language arts for students reading between grade level and 1.9 years below grade level


c.
Algebra I and one Algebra support class for students underperforming in mathematics by two or more years (Note: Districts have discretion and may count these two classes as meeting a two-year math requirement.)

With these interventions in place, a student struggling in both reading and math might have five periods in ninth grade devoted just to these two disciplines. Obviously, this has significant implications for the availability of time for CTE and other courses. However, CTE remains feasible in the context of four-year student programs, even for academically challenged students in SAIT schools. This is demonstrated in the sample course schedule below, which includes all the state requirements for graduation, typical local requirements (e.g., the fourth year of English) and completion of the intervention requirements. 

Example 2: Student who is two years behind in both reading and math who takes two years to exit from reading and has a CTE emphasis in the Public Utilities pathway of the Energy and Utilities Sector.

	Grade 9
	Grade 10
	Grade 11
	Grade 12

	Reading
	Reading
	English 9
	English 11

	Reading
	Reading
	English 10
	English 12

	Reading
	Reading
	US History
	Govt/Econ

	Algebra I
	Biology
	Physical Science
	Arts

	Algebra I support
	World History
	Physical Education
	Electronic Repair and Maintenance

	Physical Education
	Technology Core
	Basic Electronics
	Advanced Electronics


Clearly, CTE courses can become an important part of an intervention student’s coursework, even when that student must take the maximum intervention possible (Example 2) or even when she or he wants to complete “a–g” requirements in addition to intervention (Example 3 below). 


3.
Students completing “a–g” courses. Students who want to complete both a sequence of CTE courses and “a–g” requirements can do so even if both reading and mathematics intervention courses are required, as shown in Example 3, or while actually exceeding college entrance requirements, as shown below in Examples 4 
and 5. The schedules in Examples 3, 4, and 5 assume a simple six-period day with no summer school or other supplemental coursework. Students who take advantage of summer school or community college courses, or attend a school that has more courses per year can complete courses significantly beyond those shown in the example. 

Example 3: Student who is two years behind in both reading and math who exits reading in grade nine, completes the “a–g” requirements, and completes a sequence of CTE courses in the Child Development pathway of the Education, Child Development, and Family Services Sector.

	 “a–g” Subject Areas
	UC reqs (units)
	
Grade 9
	
Grade 10
	
Grade 11
	
Grade 12

	(a) History/
Social Science
	2
	
	World History
	U.S. History
	Government (sem)

	(b) English
	4
	
	English 9
English 10
	English 11
	English 12

	(c) Mathematics
	3
	Algebra 1
	Geometry
	Algebra II
	

	(d) Lab Science
	2
	
	Biology
	
	Chemistry

	(e) Language other than English
	2
	
	
	Spanish I
	Spanish II

	(f) Visual/
Performing Arts
	1
	
	
	Graphic Arts
	

	(g) College Prep Elective
	1
	
	
	
	Economics (sem)
Developmental Psychology of Children 

	CTE program courses
	
	
	
	Child Development and Parenting
	Advanced Child Development

	Other 
	
	Reading

Reading

Reading

Algebra 1 support

Physical Education
	Physical Education/
Health
	
	


Example 4: Student who is not required to take reading and math intervention and wants to complete a full CTE course sequence in the Machine and Forming Technology pathway of the Manufacturing and Product Development industry sector, as well as completing the “a–g” requirements for UC/CSU. This example reflects the student completing 17 “a–g” courses, when only 15 are required, including the following: (a) 2.5, rather than minimum 2; (b) 4; (c) 4, rather than minimum 3; and (d) 3, rather than minimum 2.

	“a–g” Subject Areas
	UC reqs (units)
	
Grade 9
	
Grade 10
	
Grade 11
	
Grade 12

	(a) History/Social Science
	2
	
	World History
	U.S. History
	Government (sem)

	(b) English
	4
	English 9
	English 10
	English 11
	English 12

	(c) Mathematics
	3
	Algebra 1
	Geometry
	Algebra 2
	(see below)

	(d) Lab Science
	2
	
	Biology
	Chemistry
	Physics

	(e) Language other than English
	2
	Spanish 1 
	Spanish 2
	
	

	(f) Visual/
Performing Arts
	1
	Graphic Design
	
	
	

	(g) College Prep Elective
	1
	
	
	
	Statistics (c/g) Economics (sem)

	CTE Pathway courses
	
	Technology Core
	Machine Shop
	Metal Fabrication
	Advanced Machine & Tool Technology

	Other 
	
	Physical Education
	
	Physical Education/
Health
	CADD


Simultaneous satisfaction of the “a–g” requirements and CTE pathway courses is made easier if one or more of the pathway courses have been approved by UC as satisfying the “a–g” requirements. Many CTE courses with strong academic components have been “a–g” approved. Examples include courses in agriculture, engineering, biotechnology, animation, graphic design, business economics, and more. Some pathways and pathway courses lend themselves to CSU/UC “a–g” approval, while others are not so appropriate. 

Another strategy that can assist in allowing students to take full courses of both “a–g” and CTE classes is to offer more than six classes per day/year. For example, some schools offer a “4-by-4 block” that allows students to complete eight courses per year, adding tremendously to a student’s ability to meet these simultaneous goals.

Example 5: By capitalizing on dual designation courses (CTE courses that also meet “a–g” requirements), the CTE agriculture student in the example below meets all “a–g” requirements and completes high school with a CTE program of 4.5 courses. This example reflects the student completing 20 “a–g” courses, far beyond the required 15, including the following: (a) 2.5, rather than minimum 2; (b) 4; (c) 4, rather than minimum 3; (d) 3, rather than minimum 2; (e) 3, rather than minimum 2; (f) 2, rather than minimum 1; and (g) 1.5, rather than minimum 1.

	“a–g” Subject Areas
	UC reqs (units)
	
Grade 9
	
Grade 10
	
Grade 11
	
Grade 12

	(a) History/Social Science
	2
	
	World History
	U.S. History
	Government (sem)

	(b) English
	4
	English 9
	English 10
	English 11
	English 12

	(c) Mathematics
	3
	Algebra 1
	Geometry
	Algebra 2
	(see below)

	(d) Lab Science
	2
	
	(see below)
	Chemistry
	Anatomy and Physiology

	(e) Language other than English
	2
	Spanish 1 
	Spanish 2
	Spanish 3
	

	(f) Visual/
Performing Arts
	1
	Painting
	
	
	Advanced Painting

	(g) College Prep Elective
	1
	
	
	
	Statistics (c/g)

	CTE Pathway courses
	
	Intro to Agriculture
	Ag Biology (d)
	Animal & Plant Physiology (g)
	Ag Economics (g)(sem)

Veterinary Technician

	Other requirements
	
	Physical Education
	Physical Education/
Health
	
	


Component 7: Student Recruitment and Enrollment

Research clearly demonstrates the inherent value of CTE for students, regardless of their postsecondary plans. Schools, too, benefit from CTE enrollment, particularly for at-risk students who thrive under the added motivation and hands-on learning and often credit CTE courses and instructors for motivating them to graduate. 

Additionally, the link between a workforce that is trained in applied, practical problem solving and increased productivity for employers is well established. And the discussion above clearly indicates that virtually every student’s schedule can accommodate a sequence of CTE coursework. Given these significant advantages to multiple stakeholders, one might assume that every student would be enrolled in and completing full CTE pathways.

However, the major challenge to maintaining full, coherent CTE pathways continues to be enrollment. The public misconceptions that all students should go to a four-year college, that CTE does not prepare students for success in postsecondary education and training, and that CTE preparation is not sufficient to ensure good career options must be proactively challenged. CTE is addressing these issues internally by increasing course rigor through an intense focus on both the pathway and foundation standards. But it is also essential to get the word to parents and students that CTE offers a valid and substantial path to success.

Disseminating CTE information. Part of the school’s CTE recruitment plan should address the variety of sources of CTE information. To increase enrollment while maintaining universal access to CTE opportunities, all students and parents must first be made aware of CTE programs, sequences, and courses, postsecondary articulation opportunities, employment potential, and services, including referrals. This will require publication of the information in all languages appropriate to the school and in a variety of venues (e.g., posted on the Web site, published in brochures, provided on tape or CD for non-literate families, sent as an enclosure with the annual course selection letter, etc.)

In some California high schools, CTE has done an excellent job of marketing its courses, using such strategies as:


1.
Operating middle school feeder classes


2.
Having CTE students present information about CTE programs in eighth grade classes


3.
Holding or participating in CTE-focused summer camps, such as Health Occupations related day camps


4.
Including a CTE teacher presentation in the meeting held by high school counselors for parents of eighth-grade students


5.
Having current CTE students create a marketing video that is used in various venues;


6.
Conducting after-school programs that highlight CTE


7.
Presenting highly visible CTE student displays or activities at school events


8.
Having students distribute student-made brochures, serve as tour guides for CTE facilities, and staff well-marked information tables during evenings such as eighth grade visitation day, eighth Grade CTE Activity Night, Back-to-School, and College/Career Night


9.
Mailing flyers to all incoming ninth grade students and their families


10.
Conducting pathway planning for all current students prior to registration


11.
Having counselors train CTE students to assist with eighth-grade orientation and registration


12.
Inviting business and industry representatives at parent nights


13.
Keeping the full faculty and staff apprised of CTE program data

These strategies need to be reviewed by the school site, adjusted/augmented to meet local needs, and formulated into a comprehensive marketing plan for CTE. This task is best assumed by CTE teachers and the counseling department, with the full approval of the site administration. 

In addition to counselors, parents, and students at the high school, another key target for information and education is middle school staff. The more information and orientation they have about the available courses and programs, the more they can convey to eighth grade students and their families. 

Impacted programs. The opposite of the enrollment issues described above is overenrollment, producing impacted programs. This often happens when a particularly popular course can only be offered in a limited number of sections due to staffing, facilities, or other issues. If programs are oversubscribed, with more students wanting to enroll than there are slots available, schools must develop an equitable method of student selection. Although some magnet schools and career academies have established minimum requirements (e.g., a 3.0 grade point average and “proficient” on the CST Algebra I) to limit student applications, a more equitable process is to advise students of the rigor of the CTE program, allow all to apply, use a lottery for selection, and establish a waiting list. Those on the waiting list are then admitted as slots become available. 

Conclusion

To be recognized as fulfilling half of the high school mandate in California, CTE must be a visible and vital part of the school’s central planning efforts—as part of the Single Site plan, the WASC plan, or a stand-alone but equally validated plan. The plan must address a variety of issues related to the infrastructure of the school, including financial support for CTE, internal and external review of CTE programs, and a substantial professional development program.

However, perhaps most important is the planning directly related to student awareness and understanding of career preparation. Career awareness and guidance programs are essential for the school to meet California’s requirement to prepare students for the workplace. Universal access and well-informed counseling—accompanied by a well-designed recruitment and marketing plan—will help all students recognize the value of CTE. 
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