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St andards For National Board Certification
(Under the Direction of CLIFTON L. SM TH)

In response to national reports calling for reformin
education, the National Board of Professional Teaching
St andards (NBPTS) has established standards for career and
techni cal teachers to becone National Board Certified in
Career and Techni cal Education, which can be considered an
i nnovation. Since individual teachers have a great deal of
control over the inplenmentation of educational innovations,
their concerns toward these innovations are of significant
i nport ance.

The purpose of this study was to determ ne the stages
of concern of secondary career and technical educators in
the state of CGeorgia toward Career and Techni cal Education
St andards for Board Certification. The follow ng research

guestions were used to guide the study:

Research Question One

What is the sunmary group profile of secondary
career and technical education teachers in
Ceorgia toward the Career and Techni cal Education
Standards for National Board Certification as

nmeasured by the Stages of Concern Questionnaire?



Research Question Two

s the Georgia secondary career and techni cal
teacher’s peak Stage of Concern toward the Career and
Techni cal Education Standards for National Board
Certification as neasured by the Stages of Concern
Questionnai re dependent on the teacher’s (a) career
and technical teaching field, (b) years of teaching
experience and, (c) highest educational degree hel d?

The data was coll ected by sending the Stages of
Concern Questionnaire (Hall & CGeorge, 1979) to a random
sanpl e of 529 secondary Ceorgi a career and technical
education teachers. A pilot study was perforned to
determ ne contents of the survey package and a foll ow up
study was conpleted to confirmthat nonresponse bias had
not altered the results.

The data fromthe SoC Questionnaire indicated that
Georgi a secondary career and technical teacher’s highest
stage of concern is Stage (0) and there were no significant
di fferences based on career and technical education field,
years teachi ng, and hi ghest educational degree.
| NDEX WORDS: NBPTS, Career and Technical Education, and

St ages of Concern
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CHAPTER 1
| NTRODUCTI ON

The United States’ econony and wor kforce changed
dramatically in the last half of the 20th century. The
t echnol ogi cal revolution and gl obalization have altered the
skills needed for success in the workplace (National Board
for Professional Teaching Standards, 2000a; Wse, 1996).
Nat i onal reports suggest that Anerican high school students
are not reaching |levels of achi evenent needed to succeed in
t he new gl obal econony (Education Comm ssion for the
States, Task Force on Education for Econom c G owth, 1983;
Nat i onal Conmi ssion on Excell ence in Education, 1983).

Subsequent reports exam ned how students were educated
and focused on the rel ati onship between teacher preparation
and student achi evenent (Anmerican Association of Coll eges
for Teacher Education, 1985; Carnegie Forum on Education
and t he Econony, 1986; Hol nes G oup, 1986). One of the
greatest factors in determning a student’s performance is
the preparation of his or her teachers (Darling-Hanmond,
2000; National Commi ssion on Teaching and Anmerica’s Future,
1996). If one of society’s goals is to change the

educati onal outconmes for today’ s students, the nethods that



have been used to prepare teachers nmust be changed
(Hartley, Mantle-Brom ey, & Cobb, 1996).

One possi bl e approach to change teacher preparation is
t hrough the professionalization of teaching (Clifford &
Quthrie, 1988; Corrigan & Habernman, 1996; Darli ng-Hanmond,
1990; Wse, 1996). Vocations viewed as professions share
simlar characteristics such as a conmon know edge base,
rigorous training to acquire the know edge and skills
necessary to practice the profession, and hi gh standards
for entry into the profession (Shanker, 1996). Most
prof essionals (e.g., doctors, accountants, architects, and
| awyers) are each educated in simlar ways so that they
neet the sanme standards before they are admitted to their
respective practice. However, teachers do not all have the
sanme training and some do not even neet mninmum state
standards before they are allowed into the classroom The
Nat i onal Conmi ssion on Teaching and Anerica s Future (1996)
reported that nearly 25% of newy hired teachers |ack the
qualifications for their jobs and over 12% of new hires
enter the classroomw thout any formal training at all.
Even though no state will allow a person to wite wlls,
perform mani cures, or fix plunbing wthout conpleting

trai ning and passi ng an exam nation, over 40 states all ow



schools to hire teachers who have not net fundanental
requi renents.

In an effort to professionalize teaching, sets of
i nt erconnect ed standards have been devel oped by the
National Council for Accreditation of Teacher Education
(NCATE, 1997), Interstate New Teacher Assessnent and
Support Consortium (I NTASC, 1991), and the National Board
for Professional Teaching Standards (NBPTS, 2000). The
standards suggest different expectations for teacher
candi dat es, begi nning teachers, and acconplished teachers
and are interconnected because they are intended to outline
a continuum of teacher devel opnent throughout a career.
NCATE starts with standards for teacher education, |NTASC
continues through begi nning teacher |icensing, and the
conti nuum cul m nates in the NBPTS advanced certification
of master teachers (Darling-Hamond, 2000; Nati onal
Comm ssion on Teaching & Arerica s Future, 1996).

One challenge in creating standards for teachers is
the diversity of each discipline. General academc
educators (e.g. math, science, English) have traditionally
been held to different standards for certification or
| i censure than career and technical educators (agriculture
educati on, business education, famly and consuner sciences

education, health occupations education, marketing



educati on, technol ogy education, and trade and industri al
occupations education; Hartley et al., 1996).

Many groups have created standards for teachers. These
standards are intended to raise the |evel of preparation of
teachers and, since a teacher’s performance is a predictor
of a student’s performance (Lynch, 1996), raise the |evel
of a student’s achievenent. Therefore, a highly
acconpl i shed teacher should have the ability to devel op
hi ghly acconplished students.

One group that has created standards for highly
acconpl i shed teachers is the NBPTS. Janes Hunt, the chair
of the NBPTS, stated “The single nost inportant action the
nation can take to inprove the learning of children is to
strengthen the professionalismof teachers” (Hansa, 1998,
p. 252). Professionalizing the teaching field by setting
hi gh standards for acconplished teachers (Wse, 1996) is
one nethod to inprove teacher, and therefore, student
per f or mance.

The NBPTS (1997) bases all subject area standards on
five core propositions that are grounded upon years of
curul ative research on teaching and | earning. The NBPTS has
created propositions that guide standards for both general
academ c teachers and career and technical teachers. The

propositions are:



(a) teachers are conmtted to students and their

| earni ng, (b) teachers know the subjects they teach
and how to teach those subjects to students, (c)
teachers are responsi ble for managi ng and nonitoring
student |earning, (d) teachers think systematically
about their practice and |earn from experi ence, and
(e) teachers are nenbers of |earning communities.
(NBPTS, 1997, p. 1)

The Career and Technical Education Standards for
Nat i onal Board Certification, fornerly called Vocati onal
Education Standards for National Board Certification, have
been avail abl e since 1997. The NBPTS published specific
standards to identify a board certified teacher in career
and technical (originally titled vocational) education. To
be eligible, a teacher nust hold a baccal aureate degree,
must have a mnimum of three years of teaching experience,
and, where it is required, hold a state teaching |icense.
The 13 standards that a career and technical teacher mnust
neet are based on the NBPTS five core propositions that
al so guide those of a general educator and provide for the
wi de variety of fields enbraced by career and technical
education. The Career and Techni cal Educati on Standards for

Nati onal Board Certification are listed in Appendix A



Teachers and ot her professionals frequently are expected

to change the way they provide services for children. New

| egi sl ati on, procedural changes, theoretical devel opnents,
and phil osophical shifts all contribute to changes in the
way professionals think and act (Bailey & Pal sha, 1992).

Al t hough professionals can and do nmake internal changes to
how t hey practice, oftentines the call for change cones
fromexternal sources. These innovations are many tines
mandat ed t hrough adm ni strati ve channel s.

The National Board Certification process has been
descri bed since 1997. However, only recently have
eval uation procedures been finalized and published (NBPTS,
2000). Therefore, the adm nistrative channel through which
vocati onal teachers can access this innovation has been
established. By providing new ways for teachers to inprove
their skills, ultimately affecting students, the national
certification process is an innovation.

Under st andi ng and descri bing the process of change,
while at the sane tine maintaining sight of the individual,
is a challenging task for managers of the change process. A
nodel of the conpl ex process of change as it occurs through
t he adoption of innovations by individuals within fornmal
educational organi zations was first conceptualized by Hal

and Ceorge(1979). This nodel, the Concerns-Based Adoption



Model (CBAM, has as one conponent, a diagnostic tool for

assessing where the individual nmenbers of an organization

are inrelation to the adoption of an innovation. Concerns
about the change (the innovation) are considered to be an

i nportant di nension of the change process.

I ndi vi dual teachers’ concerns toward the innovation
are inportant because they have a great deal of control
over the inplenentation of the innovation (Hall & George,
1979). Since standards for teachers are one of the major
i ssues of current education novenents, determ ning concerns
of career and technical teachers towards the National Board
Standards for Career and Technical Education would be
i nportant for successful inplenentation of the standards as
an innovation. These diagnostic data then can be used to
devel op a prescription for needed interventions to help
facilitate the change effort (Hall, George, & Rutherford,
1998).

The CBAM di agnostic tool designed to neasure the
concerns of teachers toward an innovation is the
St ages of Concern (SoC) questionnaire. This instrunent
expl ores the concerns educators have about an
innovation fromthe first time they becone aware of it
until they have mastered it. Concerns are assuned to

progress in a sequence of stages. Early concerns first



deal with self. Concerns dealing wth tasks follow and
the final stage is concerns about the inpact of the
i nnovation on others (Hall et al., 1998).

The SoC questionnaire can be used as a diagnostic
tool for assessing concerns of teachers toward
adoption of the Career and Techni cal Educati on
Standards for National Board Certification innovation.
As stated previously, teachers’ concerns toward
i nnovations are of considerabl e inportance because
teachers have a great deal of control over the
i npl enentati on of educational innovations. Standards
for teachers have been identified as one inportant
factor in the effort to professionalize the teaching
profession and ultimtely inprove student perfornmance.

Pur pose of Study

The purpose of this study was to determ ne the stages
of concern of secondary career and technical educators in
the state of Georgia toward career and technical standards
i ntroduced by the National Board for Professional Teaching
St andards (NBPTS, 1997). Know edge of the stages of concern
about this educational innovation was neasured by the
St ages of Concern questionnaire (Hall et al., 1998), a

di agnostic tool of the Concerns-Based Adoption Model.



Research Questi ons
This study addressed the follow ng research questions:

Research Question One

What is the summary group profile of secondary
career and technical education teachers in
Ceorgia toward the Career and Techni cal Education
St andards for National Board Certification as
nmeasured by the Stages of Concern Questionnaire?

Research Question Two

s the CGeorgia secondary career and techni cal
teacher’s peak Stage of Concern toward the Career and
Techni cal Education Standards for National Board
Certification as neasured by the Stages of Concern
Questionnaire dependent on the teacher’s (a) career
and technical teaching field, (b) years of teaching
experience, and (c) highest educational degree hel d?
Assunpti ons

1. Attaining National Board Certification in Career and

Techni cal Education is an exanple of an educati onal

i nnovati on.

2. The National Board for Professional Teaching Standards

for Career and Technical Education reflect the know edge

and skills of a master teacher in career and technical

educati on (NBPTS, 2000).
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3. The teachers’ responses to the SoC questionnaire itens
are assuned to be honest.
Delimtations
1. The population of this study was limted to teachers
enpl oyed as secondary career and technical teachers in
CGeorgia during the 1999-2000 school year.
2. The NBPTS cl assified Career and Technical teachers into
ei ght categories that are not identical to the seven
categories identified by the Georgia Professional Standards
Conmi ssion (GPSC, 1997; NBPTS, 2000).
3. A low response rate of selected sanple (26%9 was attained
in this study.
Theoretical Franmework

Favor abl e student outcones are positively related to a
teacher’s formal education and professional training
(Darl i ng- Hamond, 2000; Lynch 1996). The Nati onal
Comm ssion on Teaching and Anerica s Future (1996) states
that “teacher expertise is the single nost inportant factor
in determ ning student achi evenent and that fully trained
teachers are far nore effective wth students than those
who are not prepared” (p. 12). The general areas of teacher
know edge identified by the literature suggest that

teaching is not common sense--certain bodies of know edge
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nmust be | earned (Darling-Hanmond, Wse, & Klein, 1995;
G ossman, 1990; Shul man, 1986).

Efforts to i nprove teacher preparation, and in turn
student achi evenent, have focused on professionalizing the
teaching profession (Clifford & Guthrie, 1988; Wse &

Lei nbbrand, 1996). Vocations that are viewed as professions
share simlar characteristics; a commobn know edge base,
rigorous training to acquire the know edge and skills
necessary to practice the profession, and hi gh standards
for entry into the profession (Shanker, 1996). Most
professionals (e.g., doctors, accountants, architects, and
| awyers) are each educated in simlar ways so that they
neet the sanme standards before they are admitted to their
respective practice. However, teachers do not all have the
sanme training and some do not even neet m ni num st andards
before they are allowed into the classroom According to
Shanker (1996), “Many of the attributes that characterize a
prof ession are not hall marks of today’ s teaching
profession” (p. 220).

If teaching is to be regarded as a true profession
Wi th appropriately prepared nenbers, four elenents nust be
present: (a) an accepted know edge base; (b) resources; (c)
conditions of practice; and (d) quality controls (Corrigan

& Haberman, 1996). O these four elenents, the need for
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quality controls through the establishnent of standards is
a re-occurring thenme in the professionalization of teaching
(difford & Guthrie, 1988; Darling-Hamond, 2000; Shanker,
1996; Wse, 1999).

Many groups and individuals have devel oped standards
for teachers in various stages of their teaching careers.
One such group, the NBPTS (2000), recently published
standards for highly acconplished teachers to becone Board
Certified in career and technical education.

A recent study (Bond, Jaeger, Smith, & Hattie, 2000)
has shown that a student whose teacher is National Board
Certified denonstrates greater learning skills than a
student whose teacher is not National Board Certified.
Therefore, high standards for acconplished teachers nmay
result in higher academ c achi evenent for their students.

Definitions

For this study, the follow ng definitions were
operational |y defined:

Concern. The nmental activity conposed of questi oning,
anal yzi ng, and antici pati ng consequences (Hall et al.,
1979) .

Concer ns- Based Adoption Moddel. A nodel based on

research about educational dissem nation and change (Hall &

George, 1979). The nodel is prem sed on the assunption that
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change is an ongoi ng, personal experience and was devel oped
for describing the concerns that professionals may have
about an innovation (Bailey & Pal sha, 1992).

| nnovation. Any process or product that is newto a
potential user (Hall & George, 1979).

St ages of Concern. Categories of concern identified by

adopters of innovations as refocusing, collaboration,
consequence, nanagenent, personal, informational, and
awareness (Hall et al., 1998).
Si gni fi cance of Study

St andards for teachers are a nmjor conponent of
education reforminitiatives (National Conm ssion on
Teaching and Anerica’s Future, 1996). Forner President Bill
Clinton addressed the issue of standards; specifically
nam ng the NBPTS for establishing nationally accepted
credentials for excellence in teaching (Rotberg, Futrell, &
Li eberman, 1998). In order to encourage teachers to accept
and adopt the national standards as their own, nethods for
provi di ng ways for teachers to obtain these credentials is
necessary. O specific significance is how those who are
bei ng encouraged to obtain the certification perceive these
met hods. NBPTS certification is an educational innovation.
There will be concerns about how the innovation affects

i ndi vidual s and the practice of vocational education.
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Unl ess these concerns are neasured, those who devel op the
processes by which the innovation is adopted may not be
able to set policy and inplenent the innovation.
Sunmary

Educators are facing reform novenents that wll
i nprove the performance of students. One conponent of the
education reform novenent is the professionalization of
teachi ng through the establishnent of accepted standards.

Many organi zati ons have proposed standards for
teachers (Darling-Hamond, 2000; |NTASC, 1991; NBPTS, 2000;
Nat i onal Conmi ssion on Teaching & Anerica’ s Future, 1996).
One highly recogni zed organi zation is the National Board
for Professional Teaching Standards. Recently, the National
Board for Professional Teaching Standards published the
Career and Techni cal Education Standards for National Board
Certification. Individual teachers can influence the
i npl enentation of this innovative certification process.
Their concerns about this innovation can determne if it is
adopted (Hall, 1979). One appropriate instrunent to neasure
the I evels of concern of career and technical teachers
toward the Career and Technical Education standards for
Nat i onal Board Certification is the Stages of Concern
Questionnaire, a diagnostic tool of the Concerns-Based

Adopti on Mddel (Hall et al., 1998).



CHAPTER 2
REVI EW OF THE LI TERATURE

This chapter provides a review of literature and
rel ated research dealing with the historical preparation of
teachers, the reform novenents in teacher preparation, and
t he Concerns-Based Adoption Mddel. The maj or objectives for
this review were to:
1. Descri be the historical preparation of general
academ c and career and technical teachers in the United
St at es.
2. | dentify reformnovenents in the preparation of
general academ c and career and technical teachers in the
United States.
3. Descri be the Concerns-Based Adoption Mdel and rel ated
i nstrunent ati on.

Hi storical Preparation of Teachers

Many factors have had an effect on the preparation of
teachers in the United States. A succession of events,
i ncl udi ng wars, recessions, depressions, expansions,
t echnol ogi cal advances, and phil osophi cal agendas have
shaped the nethods in which educators are prepared for the

cl assroons in public education.

15
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Preparati on of General Educators

The preparation of teachers in the United States has
evol ved slowy. During the period that includes the
colonial days to the | ate-1800s, teachers were not required
to have formal training (U ban, 1990). The expectation for
teachers was the conpletion of formal school training
conparable to the I evel of teaching. For exanple,
el enentary school teachers were expected to have conpl et ed
el enentary school. Teachers were expected to instruct
students about norals and comrunity val ues, while al so
teaching basic skills in reading, witing, and mathenmatics
(Schwartz, 1996).

After the civil war, expectations for teachers changed
due to the needs of a devel oping industrial econony
(Schwartz, 1996). Educational |eaders and adm nistrators
attenpted to professionalize teaching in order to
accomodat e the change from an agrarian econony to an
industrial society (Img & Switzer, 1996).

The public normal schools were devel oped in the early
to md-1800s to neet the grow ng denand for teachers and to
provi de teachers for the conmon or public school (Goodl ad,
1990; Urban, 1990.) In nost normal schools, sufficient
training for elenmentary school teachers included severa

nmet hods courses in reading, mathematics, and soci al
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studi es, and student teaching. A very mniml nunber of

| i beral arts courses were required. Secondary school
teachers were recruited nostly fromliberal arts coll eges.
These recruits had nany nore courses in the arts and
sciences (Clifford & Guthrie, 1988). Urban (1990) also

poi nts out that nmany students who attended the normal
school s had no intention of teaching but had no other place
in the coomunity to gain a post-secondary education in
areas of their interest; therefore, they attended the
normal school by default.

During the early 1900s to the 1940s, the nornal school
expanded the curriculumfor teacher preparation to include
addi tional work in pedagogy, theories of |earning, and the
soci al sciences (Schwartz, 1996). Cifford and Guthrie
(1988) refer to this time as the formati ve years of schools
or coll eges of education and the start of professionalized
teachi ng. Through normal schools, the study of pedagogy was
advanced (Schwartz, 1996). The United States O fice of
Education’s first national survey of the education of
teachers, conducted in the 1930s, confirnmed the inportance
of normal schools in extendi ng pedagogi cal training
(difford & Guthrie, 1988).

Nor mal school s devel oped into four-year teacher’s

col l eges that granted bachel or’s degrees in education by
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the start of Wrld War Il (Sarason, Davidson, & Blatt,
1986). By the tine the war ended, teacher’s colleges had
becone part of the conprehensive state university system
and teacher preparation prograns were consolidated into
school s or coll eges of education offering bachelor’s,
master’s, and doctoral degrees (Schwartz, 1996). Teacher
education prograns slowy began to resenble traditional
arts and science prograns and consi sted of a general
education requi renent, a subject matter concentration, and
alimted culmnating clinical experience in the public
schools. By the early 1960s, teacher education prograns
general ly consisted of educational history and phil osophy
courses, child devel opnent courses, general and specialized
nmet hods courses, and student teaching (Goodl ad, 1990).

For over 100 years, the nodel for teacher education
has remai ned relatively constant (Clifford & Guthrie, 1988;
Img & Switzer, 1996; Luft, Zinmerer, & Kercher, 1988).
Teachers are prepared in regional public universities,
| i beral arts colleges, major public and private coll eges,
and regional private universities (CGoodl ad, 1990). Students
are granted bachelor's degrees in education after taking a
m x of courses that stress the fundamentals of the
discipline they will be teaching; education courses

concentrating on | earning, teaching and child devel opnent;
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and participation in sone type of supervised practice
experience (Darling-Hammond et al., 1995). The typical
baccal aureat e program consists of splitting time between
course work in the field to be taught (i.e., English,
science, etc.) and education courses that focus on pedagogy
(Scannel |, 1986). The Anerican Associ ation of Colleges for
Teacher Education (1985) describes the traditional four-
year teacher education nodel as one and one-half years of
general education, one and one-half years of teaching
field(s) content, and one year of professional studies and
clinical experiences.

Preparation of Career and Techni cal Teachers

The first major act designed to provide for career and
techni cal education was the Smth-Hughes Act of 1917
(Barl ow, 1976). The act provided funding for secondary
vocati onal education, currently named career and technical
education, in agriculture, trades, honme econom cs, and
i ndustry, and for teacher training in each of these fields
(Lanni e, 1971). To adm nister the provisions of the act, a
Federal Board for Vocational Education was created in July
of 1917.

The phil osophi cal argunments between Charl es Prosser
and John Dewey originally defined how career and techni cal

teachers were prepared. Prosser believed that tradesnen
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woul d be nore effective at teaching career and technical
education than professionally prepared teachers. Career and
technical instructors should be trainers rather than
educators (Wrth, 1980). Prosser believed that there was a
positive correl ati on between student |earning outcones and
teachers’ occupati onal experience. The nore work experience
a teacher had, the better the student would perform
Therefore, formal training to teach was not needed, or
requi red, for career and technical teachers.

In sharp contrast to Prosser, John Dewey believed that
prof essional training through institutions of higher
| earning was nore inportant than trade experience. Dewey
believed that a positive correlation existed between the
anount of tine instructors had spent in general education
courses and the abilities of their students (Lynch, 1996).

The Federal Board of Vocational Education, for which
Prosser was Executive Director (Wrth, 1980), intentionally
al i enated and di vi ded academ c education from career and
techni cal education by creating different guidelines and
standards for career and technical teachers (Walter, 1993).
One exanple of the division occurred in 1917 when the Board
established alternative neasures for certifying vocationa
teachers because it believed that career and technical

education teachers were incapable of neeting standards set
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by higher institutions of |learning (Lynch, 1996). Career
and techni cal education was defined as prograns |eading to
| ess than a baccal aureate degree (Lannie, 1971), so it
seened to nmake sense that career and technical teachers did
not need a coll ege degree either.

Prosser and the Federal Board were al so convinced that
career and technical teachers could not be properly
prepared by coll eges. One reason for this included
Prosser’s belief that the nost inportant factor in a
teacher’s success was trade experience, not college
education. Therefore, Prosser felt that coll eges were not
capable of contributing to the professional training of
career and technical teachers (Lynch, 1997). However,
Prosser and the Federal Board did seemto believe that a
few areas, such as agricultural and home econom cs
education, could be taught in institutions of higher
| earning (Lynch, 1996).

During the decades since the original actions of
Prosser and the Federal Board, the division between
traditional teacher preparation and career and technical
t eacher preparation has remai ned. Wile general (i.e.,
English, math, science) teachers nust have a coll ege degree
before entering the teaching profession, sone career and

techni cal teachers (i.e., trade and industrial) do not.
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Forty-three states allow alternative certification of
career and technical teachers (i.e., health occupations
teachers, technical occupations teachers, trade and
i ndustrial teachers) who have extensive occupati onal
experi ence but have not conpleted coll ege degree
requi renents (Hartley, Mantle-Brom ey, & Cobb, 1996; Lynch,
1996, 1997). Certain career and technical areas, such as
agricultural education, famly and consuner sciences
(formerly home econom cs education), marketing education,
busi ness educati on, and technol ogy educati on do depend on
col | ege-1 evel teacher preparation but still include
practical experience and enpl oynent experience (Lynch,
1996) .

In summary, the preparation of general educators over
t he past 200 years has evolved frombeing nearly totally
unstructured to having a definite structure based in
academ ¢ know edge and pedagogy. In contrast, the
preparation of career and technical teachers has taken a
different path that required consi derabl e experience in the
field to be taught--know edge of teachi ng nethods and
pedagogy was not considered a nmajor conponent of

preparation.



23

Ref orm Movenent of Teacher Preparation

Nat i onal reports, such as A Nation At Ri sk (National

Comm ssi on on Excellence in Education, 1983) and Action for

Excel | ence: Conprehensive Plan to I nprove Qur Nation’s

School s (Education Comm ssion for the States, Task Force on
Education for Economc G owth, 1983), brought attention to
the condition of education in the United States. In nmany
conpari sons of student academ c achi evenent, Anerican
students finished last and mllions of American adults were
functionally illiterate (National Comm ssion on Excellence
i n Education, 1983). College entrance exam nation scores
had declined for over a decade (Sikula, 1990).

A second round of national reports, including A Nation

Prepared: Teachers for the 21st Century (Carnegi e Forum on

Educati on and the Econony, 1986), Tonorrow s Teachers (The

Hol nes G oup, 1986), A Call for Change in Teacher Educati on

(Ameri can Associ ation of Colleges for Teacher Educati on,

1985), and I nproving Teacher Education: An Agenda for

Hi gher Educati on (Sout hern Regi onal Education Board, 1985,

were published in response to the first round of reports

initiated by A Nation At Ri sk. The focus of this second

group of reports was the redesign of teacher preparation
and forced educators to seriously consider the nethods in

whi ch teachers have traditionally been prepared (Goodl ad,
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1990; Kochan & Kunkel, 1998). In order to be effective,
teacher preparation prograns nust neet society’s changing
demands (Luft et al., 1988). According to Hartley et al.
(1996), if society’s goal is to change the educati onal
outcones for today’ s students, the nethods that have been
used to prepare teachers nust al so be changed.

The enphasis on teacher preparation is one reaction to
research fromthe past 30 years that a student will be nore
successful if his or her teacher is properly prepared
(Darling-Hammond, 1999; Hi ckok, 1998). The Nati onal
Comm ssion on Teaching and Anerica s Future (1996) states
that “teacher expertise is the single nost inportant factor
in determ ning student achi evenent and that fully trained
teachers are far nore effective wth students than those
who are not prepared” (p. 12). The general areas of teacher
know edge that are identified by the literature in this
field suggest that teaching is not comon sense--certain
bodi es of know edge nust be | earned (Darling-Hammond et
al ., 1995; Grossman, 1990; Shul man, 1986, 1987).

Ref orm Movenent of General Teacher Preparation

One of the main issues in education reformis the
training of teachers. In order to ensure quality in

teaching, the nmethods that are used in the preparation,



25

| i censi ng, and conti nui ng devel opnent of teachers should be
eval uated (Wse, 1996).

A general thenme in the literature dealing with teacher
preparation is the need to professionalize teaching
(AAifford & Guthrie, 1988; Corrigan & Haberman, 1996;

Dar | i ng- Harmmond, 1990; Wse, 1996). Shanker (1996) stressed
t he i mportance of enhancing the professionalismof today’s
teachers and stated that teaching will be considered a true
pr of essi on when (a) an acknow edged body of know edge
under pi ns teacher education, (b) training for those w shing
to enter is precisely defined, (c) know edge and training
to enter teaching can only be acquired through rigorous
training, (d) conditions in the workplace are determ ned

| argely by teachers thenselves, (e) evaluation of teacher
performance with an opportunity to renove teachers who do
not neet set |evels of performance, (f) continuous | earning
of teachers is required, (g) teacher induction is provided
in a rigorous and consistent manner, and (h) teachers have
the respect of society. Corrigan and Haber man (1996) nane
four critical elenents of a profession: (a) know edge base,
(b) quality controls, (c) resources, and (d) conditions of
practice. In order to professionalize teaching, Wse (1996)
supported a systemof quality assurance based on the

accreditation of institutions that prepare teachers,



performance-based initial licensing, and certification of
acconpl i shed teachers. The teaching profession would be
responsi bl e for devel opi ng and supporting these standards.

Ref or m Movenent of Career and Techni cal Educati on

Teacher Preparation

The mass of reformreports that focused attention on
education in the United States al so articul ated probl ens
within the Anerican education systemthat could threaten
the Anerican econony. Undereducated workers are not
prepared to join the ranks of the high tech workforce. The
skills that they need to survive in a know edge- based
econony and an increasingly nmulticultural society are not
bei ng taught in public schools (Darling-Hamond, 2000). As
a result, many of the reports “confirnmed that a gap existe
bet ween the current skills of the workforce and | evels of
those skills needed by industry” (Hartley et al., 1996, p.
23).

The literature suggested that there is a relationship
between the need to inprove the preparation of youth for
successful entry into the world of work and career and
techni cal education reform Reports such as Wrkforce 2000
(Johnston & Packer, 1987) and The Forgotten Half
(Comm ssion on Wrk, Famly, and Ctizenship, 1988)

enphasi ze the need to prepare students who will not earn a
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baccal aureat e degree for technically demandi ng jobs.
Traditionally, these are the students who are classified as
career and technical.

Research shows that the anmount of formal education a
t eacher possesses is a positive predictor of successful
student outcones (Lynch, 1996). Therefore, if the outcones
of career and technical students are to be inproved, the
preparation of career and technical teachers al so nust be
i nproved.

In order to inprove the preparation of career and
techni cal teachers, career and technical educators are
bei ng encouraged to professionalize their discipline. Lynch
(1996) identified the najor elenents of a profession as the
ability of its nenbers to

(a) establish requirements for the entry and

training in the field; (b) define the nature of

the work, the structure of the job, and the

authority that governs it; (c) identify and

codify a know edge base; (d) devel op and nonitor

accountability neasures; (e) enforce a code of

ethics with special concern for clients; and (f)

prepare practitioners to exercise a great deal of

aut onony. (p. 15)
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Lynch (1996) also stated that “an essential tenet in al
reformefforts is to make teaching . . . a respected
profession . . . and vocational teacher education should
enbrace it” (p. 15).

In sunmary, one inportant elenent of reformin al
t eacher preparation prograns, general academ c and career
and technical, is the professionalization of teaching. This
common goal for general academ c and career and technica
teachers may help to reverse the trend started nany years
ago by Prosser’s phil osophy to separate general academc
education and career and technical education.

National Standards for Educators

One of the main characteristics of a profession is the
establ i shment of standards (Wse, 1996). Roth (1996) stated
that “the current standards novenment in teacher education .

is emerging as the dom nant force of the near future”
(p. 271). Many groups have published standards for the
preparation, licensure, and certification of all teachers
(Darl i ng- Hamond, 2000).

Nati onal Standards for General Academ ¢ Educators

Teaching is viewed on a continuumw th pre-service
teachers at one end and master teachers at the other end.
Many organi zati ons have created standards to eval uate

teachers during each phase of their teaching careers.
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Nati onal Council for Accreditation of Teacher Educati on

Nat i onal Council for Accreditation of Teacher
Educati on (NCATE) serves as the accrediting organi zation
for schools of education and has been working for the past
50 years to i nprove standards for teacher education
(Gardner, Scannell, & Wsniewski, 1996). NCATE accredited
institutions must prove that that they prepare teachers to
teach to the standards devel oped by educators and
organi zations. Institutions also nmust prove that they
prepare teachers to neet new |icensing standards devel oped
by I NTASC and the NBPTS. About 500 of 1,200 teacher
educati on prograns have received professional accreditation
t hrough NCATE (Nati onal Conm ssion on Teaching & Anerica’s
Future, 1996).

Nat i onal accreditation is one of the main goals for
NCATE. Currently, there is not one accepted set of
standards for the licensing of teachers in every state.
Each state sets its own requirenents for initial teacher
| i censure. National accreditation could establish a
national standard instead of the nunerous individual
requirenents that vary fromstate to state (Gardner et al.,
1996). By requiring institutions to neet certain
gui delines, NCATE is able to reinforce the inportance of

the Interstate New Teacher Assessnent and Support
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Consortium (I NTASC) standards and the National Board for
Pr of essi onal Teachi ng Standards (NBPTS).

I nterstate New Teacher Assessnment and Support Consortium

Formed in 1987, the Interstate New Teacher Assessnent
and Support Consortium (I NTASC) is a consortiumof nore
than 30 states and professional organizations. |NTASC has
attenpted to identify the know edge and skills a teacher
needs to neet communities’ expectations that every student
| earn and perform

The | NTASC task force concentrated on establishing a
common core of teaching know edge and skills, including
"know edge of student |earning and devel opnent, curricul um
and teaching, contexts and purposes which creates a set of
pr of essi onal understandings, abilities, and comm tnents
that all teachers share” (INTASC, 1991, p. 2). After the
core requirenents were defined, |NTASC planned to
articulate additional standards for each specific
di sci pli ne.

The standards are intended to describe the
requi renents for beginning teachers and also to guide the
careers of all teachers by describing the goals toward
whi ch they should strive. According to Anbach (1996), "the
approach used by INTASC is based on a holistic conception

of career devel opnent for teaching professionals” (p. 208).
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The standards devel oped by | NTASC focus on what a
teacher should know and be able to do. Therefore, the
chal l enge for the group was to devel op standards that were
performance based. The standards were devel oped in response
to the National Board for Professional Teachi ng Standards
five guiding propositions and are intended to be Board-
conpati bl e (I NTASC, 1991).

The 10 | NTASC standards are as follows:

1. The teacher understands the central concepts,

tools of inquiry, and structures of the discipline(s)

he or she teaches and can create | earning experiences

t hat nake these aspects of subject natter neani ngful

for students.

2. The teacher understands how children and youth

| earn and devel op and can provi de | earning

opportunities that support their intellectual, social,

and personal devel opnent.

3. The teacher understands how |l earners differ in

their approaches to |l earning and creates instructional

opportunities that are adapted to | earners from

di verse cul tural backgrounds and with

exceptionalities.

4, The teacher understands and uses a variety of

instructional strategies to encourage the students
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devel opment of critical thinking, problemsolving, and
performance skills.

5. The teacher uses an understandi ng of individual
and group notivation and behavior to create a |earning
envi ronnent that encourages positive social
interaction, active engagenent in |earning, and self-
not i vati on.

6. The teacher uses effective verbal, non-verbal and
medi a communi cation techniques to foster active
inquiry, collaboration, and supportive interaction in
t he cl assroom

7. The teacher plans and manages instruction based
upon know edge of subject matter, students, the
comunity, and curricul um goal s.

8. The teacher understands and uses formal and

i nformal assessnent strategies to evaluate and ensure
the continuous intellectual, social, and physical

devel opnment of his/her | earners.

9. The teacher is a reflective practitioner who
continually evaluates the effects of her/his choices
and actions on others and who actively seeks out
opportunities to grow professionally.

10. A teacher communicates and interacts with

par ent s/ guardi ans, famlies, school coll eagues, and
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the comunity to support the students' |earning and
wel | being. (Darling-Hammond et al., 1995, p. 43)

Nat i onal Board for Professional Teaching Standards (NBPTS)

The Carnegi e Task Force on Teaching as a Profession in
its 1986 report, A Nation Prepared, called for the creation
of a national board to set professional teaching standards
for experienced teachers. The NBPTS was created the next
year with the support of state governors, teacher unions,
school board nenbers, business executives, foundations,
coll ege officials, and university officials.

Dr. Lee Shul man, president of the Carnegi e Foundati on
for the Advancenent of Teachi ng, described the creation of
the NBPTS as an outconme of the Carnegie initiative for
reform of the teaching profession. The National Board was
designed to be parallel in several ways to the Nati onal
Board of Medi cal Exam ners (Shul man & Sykes, 1986). Shul man
(1986) stated that the NBPTS woul d base standards on three
factors:

(a) Standards will be closely tied to the findings of

scholarship in the academ c disciplines that formthe

curriculum (such as English, physics, and history) as
wel | as those that serve as foundations for the
process of education (psychol ogy, sociol ogy, or

phi | osophy); (b) standards nust possess intuitive
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credibility (or “face validity”) in the opinions of

the professional community in whose interests they

have been designed; and (c) standards nust relate to

t he appropriated normative conceptions of teaching and

t eacher education. (p. 5)

The Board is conprised of 63 nenbers who formthe
Board of Directors (NBPTS, 1997). Teachers make up the
majority of the Board' s nenbers. O her nenbers include
scholars in child devel opnent, curricul um devel opnent,

t eacher education, and the rel evant subject disciplines
(Shapiro, 1995). The Board’'s mission is

(a) to establish high and rigorous standards for

what acconplished teachers should know and be

able to do; (b) to devel op and operate a national

voluntary systemto assess and certify teachers

who neet these standards; and (c) to advance

rel ated education reforns for the purpose of

i nprovi ng student |earning in Anerican school s.

(NBPTS, 1997, p.1)

The goal of the NBPTS is to inprove student |earning
by strengt hening teaching. Unlike other professions, such
as physicians and | awers, that have clear and objective-
based standards for acconplished practice, teaching has

never defined the know edge, skills, and acconplishnents
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that add up to teaching excellence. In order to arrive at
this goal, the NBPTS has set or is in the process of
setting advanced standards in nore than 30 certificate
fields (NBPTS, 2000).

VWi | e many organi zations focus their efforts on
m nimal requirenments for entry into the teaching
prof essi on, the NBPTS focuses on naster teachers. Inits
m ssion, the Board clearly states that it is focusing on
acconpl i shed teachers (NBPTS, 2000). If teaching is seen as
part of a continuum wth teacher education at the start,
begi nni ng teacher licensing requirenents in the mddle, and
advanced certification at the finish, the NBPTS is
concerned with the | ast.

The NBPTS bases all subject area standards on five
core propositions that the Board feels should apply to any
t eacher.

(a) Teachers are commtted to students and their

| earni ng, (b) teachers know the subjects they

teach and how to teach those subjects to

students, (c) teachers are responsible for

managi ng and nonitoring student |earning, (d)

teachers think systematically about their

practice and | earn from experience, and (e)



teachers are nenbers of |earning commnities.

(NBPTS, 2000, p. vi)

The process of beconming a board certified teacher
requires a substantial commtnent on the part of the
applicant. The first step in the assessnent process
requires the applicant to submt videos, portfolios
centered on student work, and ot her exanples of their
teachi ng. The second step requires applicants to conplete
vari ous exercises at an assessnent center, such as
eval uati ng teachi ng methods, assessnent of teaching
materials and texts, and eval uating student | earning based
on student needs, teaching nethods, and subject matter
(Rotberg, Futrell, Hatwood, & Lieberman, 1998). Also, a fe
of over $2,000 is required by the Board (NBPTS, 2000)

Participation and success rates for teachers seeking
Board certification are currently |ow Between 1993 and
1997, 911 teachers nati onwi de passed certification
requi renents. The average success rate from 1993 to 1996
was 35% In 1997, the success rate rose to 45% (Rotberg et
al., 1998). In 1998, nore than 1,800 teachers had attained
Nat i onal Board certification (Diez & Blackwell, 1999). By
the end of 1999, there were over 5,000 National Board
certified teachers (Coeynman, 2000). In 2000, the nunber of

Board certified teachers doubled to nearly 10,000 (NBPTS,
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2000b) . However, this is less than 1% of the 2.5 mllion
teachers in the United States (U S. Departnent of
Educati on, 2001).

In order for participation to grow, the Nationa
Comm ssion on Teaching & Anerica s Future reconmends that
states and | ocal education agencies set goals and enact
incentives for National Board Certification in every
district with the intention of certifying over 100, 000
teachers during the next 10 years (National Comm ssion on
Teaching & Anerica s Future, 1996).

The Acconplished Teaching Validation Study (Bond et
al ., 2000) provided evidence that Board Certified teachers’
students showed greater understandi ng of what was being
taught than students whose teachers were not Board
Certified. Also, teachers who were certified by the NBPTS
significantly outperforned their peers who were not Board
Certified on key dinensions of teaching expertise (NBPTS,
2000b) .

Monetary rewards for Board Certified teachers are
currently low For exanple, Georgia offers teachers a 5%
raise if they are Board Certified (Ezzard, 2000). Sone
states, such as North Carolina, provide a pay raise and
one-tinme bonus (Kantrowtz & Wngert, 2000) for teachers

who are Board Certifi ed.



St andards for Career and Techni cal Educators

Many organi zati ons have suggested nethods to
specifically inprove career and technical education. Many
of these nethods include the creation of standards for
career and technical education teachers.

The National Center for Research in Vocational Education

( NCRVE)

NCRVE s (1997) m ssion was to strengthen education to
prepare all individuals for lasting and rewarding
enpl oyment. One of its najor efforts is to research
performance and standards in career and technical
education. Through this research, accountability could be
establ i shed that woul d put teaching one step closer toward
pr of essi onal i zati on.

University Council for Wrkforce and Hunan Resource

Educati on (UCWHRE), fornerly University Council for

Vocat i onal Educati on (UCVE)

UCWHRE is a nonprofit organization representing the
nation’s | eading universities. The Council provides
| eadership for teaching, research, and service initiatives
in career and technical education. The purposes of UCWHRE

are to:
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1. Provide a forumfor surfacing and debati ng

the contenporary issues significant to career and

t echni cal educati on.

2. Devel op positions on energing trends and

i ssues that have inplications for inproving the

policies and practices of career and technical

education in the near future.

3. | nprove the capacity of institutions of

hi gher education to shape the direction of career

and techni cal education through teaching,

research, and service.

4, Pronot e awar eness and under st andi ng of the

significant issues in career and technical

education and the University Council’s position

regardi ng these issues as well as the capacity of

hi gher education. (UCWHRE, 1998)

The University Council for Vocational Education and
the National Association of State Directors of Career and
Techni cal Education Consortiumformed a joint task force
that published its report in 1995. The report reconmmended
t he devel opnent of entry-level standards for teachers.

In 1995, UCWHRE co-sponsored a national summt in San
Di ego where educators discussed reform of career and

techni cal teacher education. One of the major points



di scussed was the devel opnent and use of standards for
career and technical educators (Lynch, 1997).

Nat i onal Board for Professional Teaching Standards (NBPTS)

In June 1997, NBPTS added eight additional fields
as areas within which career and technical teachers
shoul d be able to seek National Board Certification as
acconpl i shed career and techni cal education teachers.

The five core propositions from NBPTS undergird al
subj ect areas, including the new standards for career and
techni cal education. The requirenents for National Board
Certification in Career and Technical Education are
organi zed into 13 standard statenents and are as foll ows:

1. Acconplished career and technical educators are
dedi cated to advancing the | earning and well being of
all students. They personalize their instruction and
apply know edge of human devel opnent to best

understand and neet their students’ needs.

2. Acconplished career and technical educators conmand a

core body of general career and technical know edge
about the world of work in general and the skills and
processes that cut across industries, industry

speci fic knowl edge. They draw on this know edge to

establish curricular goals, design instruction,
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facilitate student |earning and assess student

progr ess.

Acconpl i shed career and technical educators
efficiently manage their classroons and create an
environment that fosters denocratic val ues, risk
taking and a |love of learning. In this environnent,
students devel op know edge, skills and confidence

t hrough contextualized | earning activities,

i ndependent and col | aborative | aboratory work, and
si mul at ed wor kpl ace experi ences.

Acconpl i shed career and technical educators create an
envi ronment where equal treatnent, fairness, and
respect for diversity are nodel ed, taught, and
practiced by all. They take steps to ensure quality
career and technical |earning opportunities for al
students.

Acconpl i shed career and technical educators foster
experiential, conceptual and performnmance-based
student | earning of career and technical subject
matter and create inportant, engaging activities for
students that draw upon an extensive repertoire of
net hods, strategies, and resources. Their practice is
al so marked by their ability to integrate career and

techni cal and academ c di sci plines productively.
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Acconpl i shed career and technical educators utilize a
vari ety of assessnent nethods to obtain useful

i nformati on about student |earning and devel opnent,
to assist students in reflecting on their own
progress and to refine their teaching.

Acconpl i shed career and technical educators devel op
student career deci sion-making and enployability
skills by creating opportunities for students to gain
under st andi ng of workpl ace cul tures and expectati ons.
Acconpl i shed career and techni cal educators devel op
in students an understandi ng of the conpeting denands
and responsibilities that are part of the world of
wor k, and gui de students as they begin to bal ance
those roles in their own |ives.

Acconpl i shed career and techni cal educators devel op

i n students self-awareness and confidence, character,
| eadershi p and sound personal, social and civic

val ues and ethics.

Acconpl i shed career and technical educators regularly
anal yze, evaluate, and strengthen the effectiveness
and quality of their practice through |ife-Iong

| ear ni ng.

Acconpl i shed career and technical educators work with

col | eagues, the community, business and industry, and
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post secondary institutions to extend and enrich the
| earni ng opportunities available to students and to
ease school to work transitions.

12. Acconplished career and technical educators work with
col | eagues and the | arger educational conmunity both
to i nprove schools and to advance know edge and
practice in their field.

13. Acconplished career and technical educators work with
famlies and comunities to achi eve common goals for
the education of all students. (NBPTS, 1997, p. 1)

The NBPTS ordered the standards to facilitate
understanding and not to assign priorities. The priority of
the NBPTS was to organi ze standards around student |earning
(NBPTS, 1997). Since the field of career and techni cal
education is extrenmely varied, the Board created clusters
of career and technical areas that shared sim|ar bodies of
know edge but were not so broad that expertise about any
one of themis not beyond the grasp of any of the teachers.
The eight areas are: (a) agriculture and environnental
sciences; (b) arts and communi cations; (c) business,

i nformati on managenent and entrepreneurship; (d) famly and
consuner sciences; (e) health services; (f) human services;
(g) manufacturing and engi neering technol ogy; and (h)

t echnol ogy education (NBPTS, 1997, p. 13).
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In summary, many organi zations are setting standards
for teacher education, beginning teacher |icensing, and
advanced certification. Their conbined efforts are creating
a continuum of teacher devel opnent from preservice to
advanced teaching. One group that is focusing on
acconpl i shed teachers is the NBPTS. The NBPTS has devel oped
standards for general and career and technical educators to
identify acconplished teaching. The standards for career
and technical educators are attracting attenti on because of
the rel ati onship between career and technical education and
preparing students for the world of work in a gl obal
econony.

The Concerns-Based Adoption Model

The Concer ns-Based Adoption Mdel (CBAM is based on
research findings fromstudi es conducted by the University
of Texas Research and Devel opnment Center during the |ate
1970s and early 1980s about educational dissem nation and
change (Hall & CGeorge, 1979). The nodel is prem sed on the
assunption that change is an ongoi ng, personal experience
and was devel oped for describing the concerns that
prof essi onal s may have about an innovation (Bailey &

Pal sha, 1992). The definition of the concept of “concerns”

foll ows:



The conposite representation of the
feelings, preoccupation, thought, and
consideration given to a particular issue or task
is called concern. Depending on our personal
make- up, know edge, and experiences, each person
perceives and nentally contends with the given
issue differently; thus there are different kinds
of concerns. The issue may be interpreted as an
outside threat to one’s well being, or it may be
seen as rewardi ng. There nmay be an overwhel m ng
feeling of confusion and | ack of information
about what “it” is. There may be rum nations
about the effects. The demand to consider the
i ssue may be self-inposed in the formof a goa
or objective that we wi sh to reach, or the
pressure that results in increased attention to
the issue nmay be external. In response to the
dermand, our m nds expl ore ways, neans, potenti al
barriers possible actions, risks, and rewards in
relation to the demand. Al in all, the nenta
activity conposed of questioning, analyzing, and
anti ci pati ng consequences is concern. An aroused

state of personal feelings and thought about a



demand as it is perceived is a concern. (Hall et

al., 1979, p. 5)
The Stages of Concern About the Innovation is one dinensio
of the CBAMthat is grounded in conceptual literature and
field experience which attenpt to describe the personal
aspects of change (Hall & George, 1979). The Stages of
Concern About the Innovation explores the concerns
partici pants have about an innovation fromthe first tine
t hey becone cognizant of it until they have nastered it.
The Stages of Concern (SoC) are (a) Stage 0O--Awareness (b)
Stage 1--Informational (c) Stage 2--Personal (d) Stage 3--
Managenent (e) Stage 4--Consequence (f) Stage 5—
Col | aboration and (g) Stage 6--Refocusing. The definition

of each stage is explained in Figure 1.
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n

# Stage Descri ption

0 Awar eness Littl e concern about or involvenent with the

i nnovation is indicated.

1 Infornational A general awareness of the innovation and interest
| earning nore detail about it is indicated. The
person seens to be unworried about hersel f/hinself
relation to the innovation. She/he is interested in
substantive aspects if the innovation in a selfless
manner such as general characteristics, effects, an

requi renents for use

2 Personal I ndividual is uncertain about the demands of

in

in

d




3 Managenent

4 Consequence

5 Col |l aboration

6 Refocusing
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i nnovation, her/his role in relation to the reward
structure of the organization, decision naking, and
consi deration of potential conflicts with existing
structures of personal conmitnent. Financial status
i nplications of the programfor self and col |l eagues

may al so be refl ected.

Attention is focused on the processes and tasks of
usi ng the innovation and the best use of information
and resources. Issues related to efficiency,
organi zi ng, manhagi ng, scheduling, and tine demands

are ut nost.

Attention focuses on inpact of the innovation on
students in her/his i mediate sphere of influence.
The focus is on relevance of the innovation for
students, evaluation of the outcones, including
performance and conpetenci es, and changes needed to

i ncrease student outcones.

The focus is on coordinati on and cooperation with

ot hers regardi ng use of the innovation

The focus is on exploration of nore universa
benefits fromthe innovation, including the
possibility of major changes or replacement with a
nmore powerful alternative. Individual has definite

i deas about alternatives to the proposed or existing

formof the innovation

Source: Measuring the Stages of Concern About the Innovation: A Mnual

for Use of the SoC Questionnaire, (p.7) by G E Hall, A A GCeorge,

and W L Rutherford, 1998, Austin, TX Southwest Educationa

Devel oprment Laboratory. Copyright 1998 by Sout hwest Educati onal
Devel oprment Laboratory. Reprinted with permi ssion by the Southwest
Educati onal Devel opnmental Laboratory (Appendix C)

Figure 1

St ages of Concern About the Innovation
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Concerns are assunmed to progress in an approxi mation
of the sequence of stages described. Early concerns first
deal with self. Concerns dealing with tasks follow and,
finally, concerns about the inpact of the innovation on
ot hers.

SoCis a tool used by researchers, evaluators, and
change facilitators to gather information about individuals
as they are involved in change. Hall and George (1979)
stressed the role of the individual as key in
under st andi ng, studyi ng, and nanagi ng t he change process in
organi zations. In order to understand the fate of a new
programin any given situation, it is essential to focus on
the individuals involved. The personal side to
organi zati onal change i ncludes separate individuals that
experience a wi de range of enotions and personal feelings
when confronted wth new i deas or innovations.

Devel opnent of the Stages of Concern Questionnaire

The first pilot instrument to assess the concerns of
i ndi vidual s about a specified innovation was designed in
1973 and consi sted of an open-ended concerns statenent and
a forced ranking. By 1974, the primary nmethod to identify
stages of concern was a qui ck-scoring pencil and paper
questionnaire consisting of 195 itens. The questionnaire

was reduced to 35 itens by selecting fromanong the
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strongest itens representing each of the factors (George,

1977; Hall et al .,

1979). The 35 statenents on the Soc

Questionnaire arranged according to stage are shown in

Figure 2.
St age # St at enent s
Stage 0O 3 I don’t even know what the innovation is
Awar eness 12 | am not concerned about this innovation
21 | amconpletely occupied with other things.
23 Although | don’t know about this innovation, I
am concerned about things in the area.
30 At this tine, | amnot interested in |learning
about this innovation.
Stage 1 6 | have a very linited know edge about the
I nf or mati onal i nnovati on.
14 | would like to discuss the possibility of using
t he i nnovati on.
15 | would like to know what resources are
available if we decide to adopt this innovation
26 | would like to know what the use of the
i nnovation will require in the i mediate future.
35 | would like to know how this innovation is
better than what we have now.
St age 2 7 I would like to know the effect of
Per sonal reorgani zati on on ny professional status.
13 | would like to know who will make the deci sions
in the new system
17 | would like to know how nmy teachi ng or
adm nistration is supposed to change.
28 | would like to have nore information on tinme
and energy commitnents required by this
i nnovati on.
33 | would like to know how ny role will change
when | amusing the innovation.
Stage 3 4 I am concerned about not having enough time to
Managemnent organi ze nyself each day.
8 I am concerned about conflict between ny
interests and nmy responsibilities.
16 | am concerned about ny inability to nanage al
t he i nnovation requires.
25 | am concerned about tine spent working wth
nonacadem c problens related to this innovation
34 Coordination of tasks and people is taking too

much of ny tine.
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Stage 4 1 I am concerned about students’ attitudes toward
Consequence this innovation.
11 | am concerned about how the innovation affects
st udents.
19 | am concerned about eval uating my inpact on
st udent s.
24 1 would like to excite ny students about their
part in this approach.
32 | would like to use feedback from students to

change t he program

Stage 5 5 | would like to help other faculty in their use
Col | aborati on of the innovation.
10 | would like to devel op working rel ationshi ps

with both our faculty and outside faculty using
this innovation.

18 | would like to fam liarize other departnments or
persons with the progress of this new approach.

27 1 would like to coordinate my effort with others
to maxim ze the innovation' s effects.

29 | would like to know what other faculty are

doing in this area.

Stage 6 2 I know of some ot her approaches that night work
Ref ocusi ng better.
9 I am concerned about revising ny use of the
i nnovati on.
20 | would like to revise the innovation’'s
i nstructional approach.
22 | would like to nmodify our use of the innovation
based on the experiences of our students.
31 | would like to deternine how to suppl enent,

enhance, or replace the innovation.
Not e: Measuring the Stages of Concern About the Innovation: A Manual
For Use of the SoC Questionnaire (p. 25) by G E Hall, A A Ceorge,
and W L. Rutherford, 1998, Austin, TX: Southwest Educati onal
Devel oprment Laboratory. Copyright 1998 by the Sout hwest Educati onal
Devel oprment Laboratory. Reprinted with permi ssion by the Southwest
Educati onal Devel opnental Laboratory (Appendix C).

Figure 2

Statenents on the Stages of Concern Questionnaire Arranged

According to Stage

The questionnaire was adm nistered to school faculty
menbers to establish reliability. During the next two

years, the 35-item SoC Questionnaire was used in studies of
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11 different educational innovations and nunmerous validity
studies. Many refinenments also were nade after devel opnent
of the SoC Questionnaire in order to interpret the data
accurately and to nmake high internal reliability very
likely (George, 1977; Hall et al., 1979).

Studi es Using the Concerns-Based Adopti on Model

The CBAM has been used to study a variety of
i nnovati ons. However, the CBAM has been used primarily in
educati onal settings with innovations of instruction,
cl assroom configuration, and instructional adm nistration.
The CBAM was utilized by Theriot (1997) to exam ne the
| evel s of concern of secondary and postsecondary acadenic
faculty, career and technical faculty, counselors, and
adm nistrators at the M ssissippi pilot sites regarding
Tech Prep as an educational innovation. Theriot reported
that Tech Prep initiatives in Mssissippi had focused for
nore than four years on secondary schools while
post secondary schools had not received as nuch attention.
The findings indicated that postsecondary personnel had
| ess awar eness and | ess concern about Tech Prep as an
educational innovation. Al so, secondary personnel were nore
concerned about the consequences of Tech Prep than

post secondary personnel .
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Long (1994) also utilized the CBAMto describe the
i npl ementation of Tech Prep prograns in Virginia. The
prograns sel ected had been in operation for at |east two or
nore years. The subscores on the SoC were placed in order
by hi ghest to | owest nean scores for each of the four
participating groups. The highest Stage of Concern for
adm ni strators, career and technical teachers, and
counselors was Stage 5 (Col |l aboration). Academ c teachers
hi ghest stage of concern was Stage 4 (Consequence).

Cooper (1996) used the CBAMto determ ne concerns,
know edge | evels, and instruction and training needs of K-8
mat hemati cs teachers wth reference to the inplenentation
in 1994 of the Curriculum and Eval uation Standards for
Mat hemati cs. The Curricul um and Eval uati on Standards for
Mat hemati cs were designed by the National Council of
Teachers of Mathenmatics (NCTM to set standards and to
gui de reform of school nmathematics. The results of the
research showed the teachers to be typical nonusers of the
NCTM St andards and identified classroomteachers’ peak
stage was Stage 0 (Awareness).

Sunmary

Nat i onal reports indicate that reformis needed in the

educati onal community and one nethod to achieve reformis

t hrough the professionalization of teaching. One way to
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prof essionalize teaching is through the establishnent of
and adherence to accepted standards for the preparation,

i censure, and certification of teachers. The standards
proposed for teachers by the NBPTS explain in detail what a
teacher should know and be able to do. Since teachers have
traditionally been prepared using varying criteria,

especi ally between general educators and career and
techni cal educators, the standards published by the NBPTS
represent one nethod for reform ng and changing the
preparation of teachers.

Attention nust be given to educators who will be
responsi ble for inplenenting the innovation. Research
studi es on innovation adoption theory can be hel pful to
facilitators involved in inplenenting innovations.

The Stages of Concern About the Innovation nodel can
provide informati on on the concerns of educators. By
under st andi ng these Stages of Concern and determ ni ng where
the educator’s concerns are in relation to the Stages of
Concern, strategies can be inplenented to enhance
successful adoption of the innovation of National Board

St andards for Career and Techni cal Teachers.



CHAPTER 3
RESEARCH METHOD

The purpose of this chapter is to describe the
research net hodol ogy used in the study. The chapter
i ncl udes the purpose of the study, sanple popul ation,
sanpl e selection, instrunentation, data collection
procedures, and anal ysis of the data.

To acconplish this study, a descriptive research
design was utilized. Defined by Gall et al. (1996) as “a
type of quantitative research that involves making carefu
descriptions of educational phenonena” (p. 374),
descriptive research uses data to answer questions
concerning the state of the sanple studied. The primary
concern of nost descriptive studies is determ ning “what
is.” Gall et al. stated “that sone of the nost influential
calls for reformof the educational system have used
findings of descriptive research to make their case”

(p. 372).
Pur pose of the Study
The purpose of this study was to determ ne the Stages

of Concern of secondary career and technical educators in

54
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the state of CGeorgia towards Career and Techni cal Education
Standards for National Board Certification.
Sanpl e Popul ati on

The popul ation for this study was Georgi a secondary
career and technical educators enployed during the 1999-
2000 school year in grades 9-12 in the fields of
agriculture education, business education, famly and
consuner sciences education, health occupations educati on,
mar keti ng education, technol ogy education, and trade and
i ndustrial occupations education. As identified by the
Georgi a Departnent of Education, the popul ation size was
3,981. This included 383 agriculture education teachers,
1, 206 busi ness education teachers, 722 famly and consuner
sci ences education teachers, 172 health occupations
education teachers, 118 marketing education teachers, 588
t echnol ogy education teachers, and 792 trade and i ndustri al
occupati ons education teachers. The 14 participants in the
pil ot study, discussed later, were elimnated fromthe
avai l abl e sanpling frame. Therefore, the popul ation size
was adj usted to 3, 967.

Sanmpl e Sel ection

A proportional stratified random sanple fromthe

popul ation identified fromthe Georgia Departnent of

Educati on was used in order to obtain a sanple that was
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representative to allow for inferential statistics to be
generalized to the entire population (Gall, Borg, & Gll,
1996). A sanple that is proportionally stratified is one in
whi ch all menbers of the accessible popul ati on had an equal
chance of being sel ected.

Using Krejcie and Morgan’s (1970) forrmul a and
calculation chart, a required m ninum sanple of 351 was
needed to be representative of the popul ation and
strengthen external validity. The sanple drawn of 529 was
approximately 50% | arger than the m ninum Because
secondary career and technical teachers in Georgia were
classified into seven fields by the Georgia Professional
St andar ds Commi ssion, proportional stratified sanpling was
used to insure that the proportion of each field in the
sanple was the sanme as their proportion in the popul ation
(Gall et al., 1996). The foll ow ng nunber of teachers in
each field was needed: 51 agriculture education teachers,
160 busi ness education teachers, 96 fam |y and consuner
sci ences education teachers, 23 health occupations
education teachers, 16 marketing education teachers, 78
t echnol ogy education teachers, and 105 trade and i ndustri al
occupati ons education teachers. Due to roundi ng deci mal s
above .5 up to the next whole nunber, a total of 529

teachers was identified as nenbers of the sanple. The
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percentage of teachers in each field in the state of
Ceorgia and in the sanple is reported in Table 1.
Table 1

Teaching Field Percentages in Total Possible Popul ati on and

Sanpl e

Tot al Sanpl e
Teaching Field Possi bl e

n % n %
Agricul ture Education 383 9.6 51 9.6
Busi ness Educati on 1,206 30.3 160 30.3
Fam |y and Consuner Science Ed 722 18.1 96 18.1
Heal t h Occupati ons Educati on 172 .3 23 .3
Mar keti ng Educati on 118 .0 16 3.0
Technol ogy Educati on 588 14. 8 78 14.8
Trade and I ndustrial Education 792 19.9 105 19.9
Tot al 3,981 100.0 529 100.0

Since the sanpling frane was | arge and accessi bl e,
Gall et al. (1996) suggested using systematic sanpling.
Systematic sanpling is easier than sinple random sanpling
because using a table of random nunbers is not required
(Roj ewski, 1997). For each teaching field, the field s
popul ati on was di vided by the nunber needed for the sanple.
Next, a nunmber smaller than the nunber attained by the
di vision was randomy sel ected. Then using this nunber x,
every xth nane was selected fromthe |list of career and

techni cal teachers provided by the Georgia Departnent of



Education until the required nunber of teachers had been
attained (Gall et al., 1996)
I nstrunentati on

The Concer ns-Based Adoption Mdel (CBAM is based on
research findings fromstudi es conducted by the University
of Texas Research and Devel opnment Center during the |ate
1970s and early 1980s about educational dissem nation and
change (Hall & George, 1979). The nodel is prem sed on the
assunption that change is an ongoi ng, personal experience
and was devel oped for describing the concerns that
prof essi onal s may have about an innovation (Bailey &
Pal sha, 1992).

The Stages of Concern About the Innovation is one
di rension of the CBAMthat is grounded in conceptual
literature and field experience which attenpt to describe
t he personal aspects of change (Hall & George, 1979). The
St ages of Concern About the Innovation explores the
concerns participants have about an innovation fromthe
first tinme they becone cognizant of it until they have
mastered it.

The Stages of Concern Questionnaire about the
| nnovation (SoC), based on the Concerns-Based Adoption
Model (Hall & George, 1979), was selected to identify the

concerns of secondary career and technical teachers toward
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Career and Technical Standards for National Board
Certification. Many studi es regardi ng educati onal

i nnovati ons have used the SoC with favorable results (Aneke
& Finch, 1997; Cooper, 1996; Long, 1994; Theriot, 1997).

St ages of Concern

The SoCis a 35-item questionnaire using a Likert-type
scale with responses ranging fromzero (irrelevant) to
seven (very true). Each of the seven Stages of Concern (see
Figure 1, Chapter 2) is represented by five itens included
on the questionnaire (Figure 2, Chapter 2). An individual’s
Li kert responses are totaled for these five questions. The
range for each of the seven scales is 0-35.

Perm ssion to use and reprint the SoC (Appendi x B) was
granted fromthe O fice of Institutional Comrunications and
Pol icy Services, Southwest Educational Devel opnent
Labor at ory.

Reliability

According to Gall et al. (1996), the reliability of an
educational neasurenent is defined as “how nuch nmeasurenent
error is present in the scores yielded by the test. (Note
inthis definition that reliability is a property of a
test’s scores, not of the test itself.)”(p. 254). One
wi dely accepted nethod of estimating reliability invol ves

the conputation of a reliability coefficient which varies
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bet ween scores of .00 (no reliability) and 1.00 (perfect
reliability).

The itens on the Stages of Concern survey were
sel ected carefully so that:

high internal reliability was very likely. One of the

necessary conditions for an itemto be included was

that responses to it correlate nore highly with
responses to other itens neasuring the sane stage than
wWith responses to itens on other scales. As a result,
high internal reliability was assured. (Hall et al.,

1998, p. 10)

In 1974, the reliability of the questionnaire was
determ ned using a two-week, test-retest study. The test-
retest correlations ranged from.65 to .86 for the seven
stages and the internal reliability ranged from.64 to .83
(Hall & George, 1979).

Validity

Validity is defined by the Anerican Educati onal
Research Associ ation, Anmerican Psychol ogi cal Associ ati on,
and National Council on Measurenent in Education (1985) as
t he “appropri at eness, neani ngful ness, and useful ness of the
specific inferences made fromtest scores” (p. 8). Gll et
al. (1996) also describe validity as the degree that a test

nmeasures what it clainms to neasure.



Hal | and George (1979) confirnmed that a series of
validity studies indicated that the SoC questionnaire
nmeasured the seven stages of concern as identified and
conceptual i zed during longitudinal studies. Hall et al.
(1998) utilized investigations that invol ved
“intercorrelation matrices, judgnents of concerns based on
interview data, and confirmation of expected group
di fferences and changes over tine” (p. 12) to insure the
validity of the SoC questionnaire. A series of validity
studies utilizing educational innovations, such as team
teaching and instructions nethods, were conducted, all of
whi ch provi ded evidence “that the SoC questionnaire
neasures all the hypot hesi zed Stages of Concern” (Hall et
al., 1998, p. 20).

Pi | ot Study

A pilot study was perforned to determne if
prospective participants understood the directions in the
cover letter and had the necessary information to conplete
the SoC questionnaire and denographi c questions. A
conveni ence sanple (Gall et al., 1996) was chosen for the
study for three reasons: (a) the sanple was suited for the
study because it contai ned nenbers of all seven career and
technical teaching fields, (b) a list of all nmenbers was

avai l able from GM nnett County Schools, Georgia, and nade
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avai |l abl e to the researcher because the researcher was
currently enpl oyed by Gum nnett County Schools, and (c) the
pil ot study needed to be conpleted in a very short tine
span due to the public school cal endar.

Fourteen secondary CGeorgia career and technical
education teachers, two fromeach of the seven career and
techni cal areas, were drawn fromthe popul ati on. The
teachers were sent a survey package that consisted of a
cover letter (Appendix D), the Stages of Concern
Questionnaire w th denographi c questions (Appendi x E), an
i nstrunment feedback form (Appendix F), and a return
envel ope.

Seven of the teachers in the sanple, one from each
area, also were sent an overview of the Career and
Techni cal Education Standards (fornerly Vocational) for
Nati onal Board Certification (Appendix G . The other seven
teachers in the sanple did not receive the overview. The
cover letter directed the teachers not to conplete the
St ages of Concern questionnaire.

Teachers were asked if, with the information provided,
they were able to determ ne what standards were being
measured. O the 14 pilot survey packages sent to the
sanple, a total of 12 were returned. Five of the returned

pil ot surveys were fromteachers who received the overview
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and all seven were returned fromteachers who did not
recei ve the overview

O the five teachers who received the overvi ew and
returned their pilot surveys, all reported that with the
information provided they were able to identify the
standards bei ng neasured. In contrast, only one out of
seven teachers who did not receive the overview reported
that they were able to determ ne what standards were being
measured. Therefore, it was concluded that infornmation
about the standards bei ng neasured was needed by the
participants in order to conplete the questionnaire.

Col |l ection of Data

Based on the results of the pilot study, the overview
of the Career and Technical Education Standards for
Nat i onal Board Certification (Appendix G was included in
the survey packet. O her docunents nailed to nmenbers of the
sanpl e included: a cover letter with a guarantee of
confidentiality (Appendix H), directions for conpleting the
SoC questionnaire (Appendix I), the SoC questionnaire with
denogr aphi ¢ questions included (Appendix E), and a self-
addr essed st anped envel ope.

Each questionnaire was color coded to inprove tracking
of respondents and identify career and technical teaching

field: agriculture education was |ight green, business



64

education was purple, famly and consuner sciences
education was pink, health occupations educati on was

sal non, marketing education was |ight blue, technol ogy
education was yellow, and trade and industrial occupations
educati on was gol denrod. Al so, the questionnaires were
nunbered starting with one in the lower right corner of the
first page to track non-respondents.

A followup post card (Appendix J) was sent to the 398
participants who had not returned the questionnaire within
two weeks in order to increase the return rate. During the
two weeks after the foll owup post cards were sent, an
addi tional 30 questionnaires were returned. A second
foll ow-up mailing was not feasible because the school year
ended and the only contact address for the sanple was the
school * s address.

Twenty-ni ne questionnaires were returned by the post
of fice because of incorrect addresses, incorrect names, and
incorrect teaching field information in the |ist of
secondary career and technical teachers provided by the
Ceorgia State Departnment of Education. This reduced the
sanple to 500. The 130 usabl e questionnaires provided for a

response rate of 26% (130/500).
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Response Rate

An adequate response rate is essential for any
meani ngful interpretation (Gll et al., 1996). Initially, a
40% to 50% response rate was expected. However, a response
rate of only 26% was achi eved. Recent literature suggests
that the response rate in research surveys is declining,
and the typical response rate for nmail surveys i s now
approxi mately 20% ( Col onbo, 2000). One possi bl e reason for
the decline in response rates is the overall increase in
unsolicited or junk nmail. Colonbo (2000) stated that “it is
therefore not surprising that legitimate survey research
finds it difficult to penetrate this clutter” (p. 85).

A total of 529 questionnaires was nailed to a
proportional systematic random sanple. Total questionnaires
returned were 159 of 529 for a response rate of 30% But,
29 were returned either by the post office for insufficient
addresses or by the teachers thensel ves. These teachers
i ndi cated that they were no |longer in the career and
techni cal education field. This reduced the response to 130
out of 500 for a response rate of 26% The percentage of
respondents in each teaching field closely approxi nated
their percentage in the total teaching population in

Ceorgia (Table 2).
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Table 2

Conpari son of Survey Respondents to Total Teaching

Popul ation in Ceorgia

Sanpl e Popul ati on

n % n %
Agricul ture Education 8 6.2 383 9.6
Busi ness Educati on 38 29. 2 1, 206 30.3
Fam |y and Consuner Sciences 33 25. 4 722 18.1
Heal th Gccupati ons 5 3.8 172 4.3
Mar ket i ng Educati on 7 5.4 118 3.0
Technol ogy Educati on 20 15.4 588 14.8
Trade and | ndustri al 19 14.6 792 19.9
Educati on
Tot al 130 100.0 3,981 100.0

Nonr esponse Bi as

Nonr esponse bias is caused when respondents in a
survey answered differently than nonrespondents woul d have
had t hey responded (Sarvela & McDernott, 1993). To insure
t hat nonresponse bias had not affected the data, a follow
up study of nonrespondents was perforned. A conveni ence
sanple (Borg et al., 1996) of seven Atlanta area
nonr espondents was chosen for the study for three reasons:

(a) the list fromthe DOE did not include school phone
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nunbers and | had access to the Atlanta area tel ephone
directory with school phone nunbers |isted, (b) the |ist
fromthe DOE did not include honme phone nunbers or hone
addresses for the teachers, and (c) requesting teachers to
return | ong di stance phone calls was considered
unrealistic. One nonrespondent from each of the seven
career and technical education teaching fields was
contacted by tel ephone and asked verbally to respond to al
of the questions on the Stages of Concern Questionnaire.

The peak Stage of Concern for the nonrespondents was
Stage 0 (Awareness), the sane as for the full study (see
Chapter 4).

Sanpling Error

Li ke nost decisions related to research design, there
is seldoma definitive answer to how | arge a sanple should
be. Several aspects of the sanpling process nust be
followed to provide an adequate sanple and protect the
quality of the data:

1. The sanple frame nmust not exclude people whom you
want to descri be.

2. The sanpling process nust be random giving each
menber of the popul ati on an equal and known probability of

sel ecti on.



3. The size and design of a random sanpl e, together
with the distribution of the data collected, determ ne the
sanpling errors. Those sanpling errors are the chance
variations that occur when collecting data fromonly a
sanpl e of a population (Fow er, 1993).

Even with good designs a researcher needs to consider
all sources of error—ncluding sanple frane, nonresponse,
and nonresponse errors—when eval uating the precision of
survey estimates. Nonresponse issues were discussed above.
The percentages of responses fromeach teaching field were
presented in Table 2.

The means and standard devi ations of the raw scores
derived fromeach of the seven stages of concern were used
to calculate the epsilon values (the specified anount that
the sanple nean varies fromthe popul ation nean) with a
sanpl e size of 130. Table 3 presents the results of these
cal cul ati ons. These val ues represent the confidence
i nterval around each sanple nmean with 95% confi dence. No
margin of error is greater than 1.39, nor is the percent
error greater than 4. Therefore, the epsilon value is
wi thin an acceptabl e range.

In this study, the sanple did not exclude anyone that
was to be described and the sanpling process was random

In addition, the margin of error was determ ned to be
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acceptable. Therefore, the snmall sanple size does not seem
to be a negative factor in the study.
Table 3

Margi n of Error

St age M SD E % Error
0 16. 13 6. 61 + - 1.14 +/- 3.26
1 24.59 5.61 +/- 0.96 +/ - 2.74
2 26. 25 7.29 +/- 1.25 +/ - 3.57
3 19. 63 7.61 +/- 1.31 +/- 3.74
4 21.79 7.04 +/- 1.21 +/- 3.45
5 20. 59 8. 06 +/- 1.39 +/- 3.97
6 16. 29 7.03 +/- 1.21 +/- 3.45

Protecti on of Human Subjects

Perm ssion to conduct the study and use the
guestionnaire was granted fromthe Human Subject Ofice,
Ofice of the Vice-President for Research at the University
of Georgia (Appendix K). Since the questionnaire was
confidential, names of the participants were not requested.
However, all of the questionnaires were coded to identify
participants who did not respond and for follow up
pur poses.

Anal ysis of the Data

The SoC questionnaire (the dependent variable shown in

Appendi x E) consisted of 35 statenents expressing a |evel

of concern about an innovation. Marking a Likert-type scale
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of zero to seven indicated the degree to which each concern
was true to each respondent. A score of O indicated little
or no concern, |ow nunbers indicated | ow concerns, and high
nunbers up to 7 indicated high concern (George, 1977).
Scores had a possible range of 0-35 for each of the seven
St ages of Concern.

After the scores were sumred for each stage, the raw
score was converted into a percentile score. The percentile
scores of each stage for each individual were conpared to
determ ne the individual’ s highest Stage of Concern.

Hi gh score interpretation was directly based on the
St ages of Concern About the Innovation definitions (see
figure 1, chapter 2). Hall et al. (1998) stated that

Stage scores are directly related to the stage

definitions with the relative intensity of concern

being indicated by the percentile score. The higher
the score, the nore intense the concerns at that

stage. The |l ower the score, the |less intense the

concerns at that stage. Hi gher and | ower are not

absol ute, however, but relative to the other stage

scores for that individual. Thus, a 51st percentile

for one person may represent her/his highest score
and, therefore, her/his nost intense Stage of Concern,

while a 51st percentile stage score for another person
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may represent her/his | owest stage score—a stage where

there is not a great deal of concern. (p. 31)

The hi ghest Stage of Concern was identified as the
peak Stage of Concern. If a respondent had a tie for peak
stage, the nore advanced stage becane the peak stage.

Teaching Field

An i ndependent variable for anal ysis was teaching
field. Seven teaching fields were included on the SoC
questionnaire: (a) agriculture education, (b) business
education, (c) famly and consumer sciences education, (d)
heal t h occupations education, (e) marketing education, (f)
t echnol ogy education, (g) and trade and i ndustri al
occupati ons educati on.

Years of Teachi ng Experience

A second i ndependent variable for analysis was years
of teaching experience in current vocational field. Since
the National Board requires that a teacher have a m ni num
of three years of teaching experience to be eligible for
Nat i onal Board Certification in Career and Techni cal
Education (2000), respondents were divided into two
categori es based on years of experience: (a) two or |ess
years of experience and (b) three or nore years of

experi ence
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Educati onal Degree

A third i ndependent variable for analysis was highest
educational degree currently held. The seven possible
degrees a respondent held were: (a) high school diplong;

(b) post-secondary technical school diplom, (c) two-year
associ ate degree, (d) bachelor’s degree, (e) nmaster’s
degree, (f) specialist’s degree, and (g) doctoral degree.

The National Board for Professional Teaching Standards
requires that a teacher nmust hold a m ninum of a bachelor’s
degree to be eligible for National Board Certification.
Because of this requirenent, analysis was done conparing
t he peak Stages of Concern of respondents with varying
educati onal degrees.

Three conparisons were conpleted to determine if a
respondent’ s educati onal degree affected his or her peak
Stage of Concern: (a) respondents with |l ess than a
bachel or’ s degree (do not neet education requirenent set by
the NBPTS and therefore are ineligible for National Board
certification) conpared with respondents with a bachelor’s
degree or higher (do neet education requirenent set by the
NBPTS and therefore eligible for National Board
certification); (b) respondents conpared across each of the

hi ghest educati onal degree held; and (c) respondents with a
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bachel or’ s degree conpared with respondents with a graduate
degr ee.

The Statistical Package for the Social Sciences
Version 9 (SPSS) was used to anal yze the data.

Research Question One

What is the sunmary group profile of secondary
career and technical education teachers in
Ceorgia toward the Career and Technical Education
Standards for National Board Certification as
nmeasured by the Stages of Concern Questionnaire?
A summary profile using nean percentile scores was
devel oped for the entire study sanple. This profile
hi ghlights the peak Stage of Concern of the group.

Research Question Two

s the CGeorgia secondary career and techni cal
teacher’ s peak Stage of Concern toward the Career
and Techni cal Education Standards for National

Board Certification as neasured by the Stages of
Concern Questionnaire dependent on the teacher’s

(a) career and technical teaching field, (b)

years of teaching experience and, (c) highest

educati onal degree hel d?

The peak Stage of Concern for each respondent is the

dependent variable. For each independent variable, a chi-
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square anal ysis was conducted to determne if the peak
Stage of Concern is dependent on a certain |evel of the
i ndependent vari abl e.
Sunmary

The research design and plan for data anal ysis were
outlined in this chapter. The popul ati on and sanpling
procedures for a mail survey were described. Response rate
and nonresponse bias were discussed. The nethod to
determ ne the peak Stage of Concern fromthe Stages of
Concern questionnaire was expl ai ned, and the analysis for
each research question was described. Results of the
anal ysis for two research questions are reported in Chapter

4.



CHAPTER 4
RESULTS

The purpose of this study was to determ ne the Stages
of Concern of secondary career and technical educators in
the state of Georgia toward career and technical standards
i ntroduced by the National Board for Professional Teaching
St andards. Know edge of the Stages of Concern toward this
educational innovation, Career and Technical Education
St andards for National Board Certification, were neasured
by the Stages of Concern Questionnaire (Hall, George, &
Rut herford, 1998).

Description of the Sanple

Each respondent provided information regardi ng nunber
of years of teaching experience and hi ghest educati onal
degree attained (Table 4). The majority of teachers (89%
had three or nore years of teaching experience (Appendi x
L). More than one-half (57% of the teachers’ highest
degree attai ned was above the bachelor’s |evel (Appendi x
M.

The percentage of respondents’ highest degree earned
and years of teaching experience also closely approxi nmated

their percentage in the overall U. S. teaching popul ation,
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the U S. vocational education teaching popul ation, and the
state of CGeorgia teaching popul ati on. Appendi x N provides
the conparison of this study’s sanple to U.S. and Georgi a
teachers by degree and years of teaching experience.

Tabl e 4

Description of Sanpl e

n %
Teaching Field
Agricul ture Education 8 6.2
Busi ness Educati on 38 29.2
Fam |y and Consuner Sciences 33 25. 4
Heal t h Cccupati ons 5 3.8
Mar keti ng Educati on .4
Technol ogy Educati on 20 15. 4
Trade and I ndustrial Education 19 14.6
Teachi ng Experience (0-41 years)
<3 14 10. 8
3 or nore 116 89. 2
Hi ghest Degree Earned
Hi gh School D pl oma .0
Techni cal Degree .0
Two Year Associ ate Degree .6
Bachel or’ s Degree 50 38.5
Mast er’ s Degree 52 40.0
Speci al i st’ s Degree 19 14. 6
Doct oral Degree 3 2.3




Reliability of the |Instrunent
Cronbach’ s al pha was cal cul ated for the seven Stages
of Concern and the total instrument. The val ues are

reported in Table 5. A mgjority of the scal es have val ues
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wi thin the acceptable range (.73-.90). Two, however, failed

to produce adequate reliabilities (Awareness and
| nf or mati on) .
Table 5

Reliability of the Stages of Concern Questionnaire

St age of Concern Nunber of Cr%ﬂﬁﬁi:’s

'teM  pefficient
0 Awar eness 5 57
1 | nf or mat i onal 5 56
2 Per sonal 5 84
3 Managenent 5 77
4 Consequence 5 73
3 Col | abor ati on 5 87
6 Ref ocusi ng 5 76
- Overal | 35 90

Hall et al. (1998) reported in the technical manual
for neasuring the Stages of Concern that they received
simlar Cronbach values with a group of teachers that fit

the sane description of this study’s respondents. Even
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t hough the teachers’ Cronbach val ues were | ow for Stage O
(Awar eness) and Stage 1 (Information), followup interviews
of the respondents provided a significant degree of
correspondence between results of the SoC questionnaire and
the interviews. In addition, Hall et al. (1998) reported
that previous studies with the majority of respondents
havi ng hi gh Stage 0 (Awareness) concerns al so reported | ow
al pha coefficients.

Hal |l et al. (1998) suggested that respondents with a
peak Stage of Concern score of Awareness (0) can be
classified as nonusers. Nonusers’ |ack of concern toward
the innovation could possibly result inlowreliability
estimates for sone of the scales.

Anal ysi s of Research Questions

Respondents to the questionnaire were asked to
conplete the SoC questionnaire (see Appendix E). The SoC
guestionnaire consisted of 35 statenents expressing a |evel
of concern about an innovation. Marking a 0-7 Likert-type
scale indicated the degree to which each concern was true
to each respondent. A score of zero indicated little or no
concern, | ow nunbers indicated | ow concerns, and high
nunbers up to seven indicated high concern (George, 1977).
Scores had a possible range of 0-35 for each of the seven

St ages of Concern.
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After the score was sumred for each stage, the raw
score was converted into a percentile score. The percentile
scores at each stage were conpared to determ ne the highest
St age of Concern for each individual. The hi ghest Stage of
Concern was identified as the peak Stage of Concern. If a
respondent had a tie for peak stage, the nore advanced
stage becane the peak stage.

Research Question One

What is the sunmary group profile of secondary
career and technical education teachers in
Georgia toward the Career and Techni cal Educati on
Standards for National Board Certification as
nmeasured by the Stages of Concern Questionnaire?
The group’ s peak Stage of Concern was for the
Awar eness Stage (Stage 0). A high Stage 0 score indicates
that the respondents have little concern or invol venent
with the innovation (Hall et al., 1998). Two scores tied
for the second hi ghest peak stage of concern. The
I nformational Stage (Stage 1) was the higher of the two
tied scores with a percentile score of 84.62. A high Stage
1 score suggests that the respondents are interested in
havi ng nore general information about the innovation and
what it will do (Hall et al., 1997). The Personal Stage

(Stage 2) had only a .61 |ower percentile score (84.01)
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than Stage 1. A high Stage 2 score indicated that
respondents were uncertain about the demands of the

i nnovation, ability to neet demands of the innovation, and
his or her role with the innovation. Figure 3 shows the

summary group profile in graphic format.
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St ages of Concern

Figure 3. Sunmary group profile of Georgia secondary career

and techni cal teachers.

The frequency and percentage of respondents’ highest
Stage of Concern are reported in Table 6. As was
illustrated in Figure 3, the |argest nunber of respondents

fell into Stage 0 (Awareness).



Tabl e 6.

Percentage of Sanple in Each Stage of Concern

St age n %
0 Awar eness 60 46. 2
1 | nf or mat i onal 18 13.8
2 Per sonal 36 27. 7
3 Managenent 10 7.7
4 Consequence 0 0.0
5 Col | abor ati on 4 3.1
6 Ref ocusi ng 2 1.5

Research Question Two

s the CGeorgia secondary career and techni cal
teacher’s peak Stage of Concern toward the Career
and Techni cal Education Standards for National
Board Certification as neasured by the Stages of
Concern Questionnaire dependent on the teacher’s
(a) career and technical teaching field, (b)
years of teaching experience and, (c) highest

educati onal degree hel d?

Career and Techni cal Education Teaching Field

The first part of research question two focused on

whet her a difference existed in the SoC peak scores of

Georgi a secondary career and technical teachers based on
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teaching field. The percentage of respondents at each peak
Stage of Concern at each experience level is reported in
Tabl e 7.

More than three-fourths of the cells in this cross
tabul ati on have an expected frequency of |ess than five;
therefore, any interpretation of a chi-square analysis is
i nappropriate. A visual exam nation holds that for npbst of
the fields there is not a ngjor difference in the peak
St age of Concern of Career and Techni cal Education teachers
based upon teaching field. However, a | arger than expected
percent age of health occupations teachers are at the
Informati on Stage than the total group. Al so, marketing
teachers are nore likely than the group to have a peak
Stage 2 (Personal) score. Trade and Industrial teachers are
nore likely to have a peak Stage 0 (Awareness) score than
the total.

Years of Teachi ng Experience

The second part of research question two focused on
whet her a difference existed in the SoC peak scores of
Ceorgi a secondary career and technical teachers with three
or nore years of teaching experience and Georgia secondary

career and technical teachers with less than three years of



Table 7

Peak Stage of Concern by Career and Techni cal Education Teaching Field

Career and Techni cal Education Teaching Field

Agriculture Business Famly Heal th Marketing Technology  Trade and Tot al
Education Education and Qccupations Educati on  Educati on I ndustri al

Consurrer Educat i on Educati on

Sci ence

Educat i on
Peak Stage
of Concern n % n % n % n % n % n % n % n %
0 Awar eness 4 50.0 19 50.0 14 42.4 1 20,0 2 28.6 9 45.0 11 57.9 60 46.2
1 I nformational 0 0.0 4 10.5 7 21.2 2 40.0 2 28.6 2 10.0 1 5.3 18 13.8
2 Per sonal 2 25.0 14 36.8 6 18.2 1 2000 3 42,9 b5 25.0 5 26.3 36 27.7
3 Managenent 2 25.0 1 26 4 12.1 1 2000 O 0.0 1 5.0 1 5.3 10 7.7
4 Consequence 0 0.0 O 000 0 00 O 0.0 O 0.0 O 0.0 0 0.0 0 0.0
5 Col | aboration O 0.0 O 000 1 30 O 0.0 O 0.0 2 10.0 1 5.3 4 3.1
6 Ref ocusi ng 0 0.0 O 000 1 30 O 0.0 O 0.0 1 5.0 0 0.0 2 1.5
Tot al 8 6.2 38 29.2 33 254 5 3.8 7 5.4 20 15.4 19 14.6 130 100.0

€8
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t eachi ng experience. The percentage of respondents at each
peak Stage of Concern at each experience level is reported
in Table 8.

There were 58% of the cells of the chi-square analysis
with expected frequency less than 5. As a result, no
interpretation of the chi-square analysis could be nade.

A visual exam nation of the data, though, suggests
that there is little variation in the percentage of
experienced and | ess experienced respondents at the
Awar eness (0) stage. There is a slight difference (0-15%
for Stage 1 (Informational). Those with nore experience are
nore likely to be at this Stage of Concern. Mre
respondents are at the Personal Stage (2) than at Stage 1,
but there is not a major difference in the percentage of
the two groups at this stage. The nore advanced stages had
only 10% of the study sanple and nerit no discussion.

Hi ghest Educati onal Degree

The | ast part of research question two focused on
whet her a difference existed in the SoC peak scores of
Ceorgi a secondary career and technical teachers with a two-
year associ ate degree, bachelor’s degree, naster’s degree,

specialist’s degree, or doctoral degree.



Tabl e 8

Peak Stage of Concern by Years of Teachi ng Experience
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Experi ence Level in Years
Peak Stage 0-2 3 or nore Tot al
of Concern
n % n % n %
0 Awar eness 7 50.0 53 45.7 60 46.2
1 | nf or mat i onal 0 0.0 18 15.5 18 13.8
2 Per sonal 5 35.7 31 26.7 36 27.7
3 Managenent 2 14.3 8 6.9 10 7.7
4 Consequence 0 0 0 0 0 0
5 Col | abor ati on 0 0 4 3.4 4 3.1
6 Ref ocusi ng 0 0 2 1.7 2 1.5
Tot al 14 10.8 116 89.2 130 100%

The first presentation of the data is teachers with

| ess than a bachelor’s degree conpared to teachers with a

bachel or’ s degree or graduate degree.

Table 9 has this

breakout. Two-thirds of the cells had an expected frequency

of <5. Therefore, any interpretation of a chi-square

anal ysis is inappropriate.

A visual exam nation of the table shows that there are

few differences in percentages across the cells.

However ,

al t hough only six respondents have | ess than a bachelor’s
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degree, 50% of themare at the Personal (Stage 2) Stage of
Concern.
Table 9

Peak Stage of Concern of Teachers Wth Less Than a

Bachel or’ s Degree Conpared to Teachers with a Bachel or’ s/

G aduat e Degree

H ghest Educati onal Degree

Bel ow Bachel or
and Tot al
Peak Stage Bachel or
of Concern G aduate
n % n % n %
0 Awar eness 2 33. 3 58 46. 8 60 46.2
1 | nf or mat i onal 0 0.0 18 14. 5 18 13. 8
2 Per sonal 3 50.0 33 26.6 36 27.7
3 Managenent 1 16.7 9 7.3 10 7.7
4 Consequence 0 0.0 0 0.0 0 0.0
5 Col | abor ati on 0 0.0 4 3.2 4 3.1
6 Ref ocusi ng 0 0.0 2 1.6 2 1.5
Tot al 6 4.6 124 95.4 130 100.0

The second anal ysis of this independent variable is by
hi ghest educati onal degree currently held. Table 10 has
this breakout. Alnost three-fourths of the cells have an
expected frequency less than five. As a result, no

interpretation of the chi-square analysis could be nade.
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A visual exam nation of the data shows that 79% of the
respondents have either a bachelor’s or a nmaster’s degree—
their percentages at each peak Stage of Concern mrror each
other and the total. The | argest peak Stage of Concern is
Awar eness (0), followed by Personal (2) and | nformational
(1). As noted in Table 9, respondents with less than a
bachel or’s degree are nore likely to be at the Personal (2)
Stage. The majority of respondents with a doctorate (n=2)
are at the Awareness (0) Stage, with their bachel or,
specialist, and nasters counterparts.

The third presentation of the data is respondents with
a bachel or’s degree conpared to respondents with a graduate
(i.e. master’s, specialist, or doctoral) degree. The
results are shown in Table 11. Forty percent of the cells
have an expected frequency |less than five. Therefore, no
interpretation of the chi-square analysis could be nade.
However, a visual exam nation of the data shows that there
are few differences between the two groups.

Sunmary

The peak Stage of Concern for Georgia secondary career
and techni cal teachers was Stage 0 (Awareness). The
majority of the cells in each chi-square test yielded an
expected frequency less than five. As a result, no

interpretation of the chi-square analysis could be nade.



Table 10

Peak Stage of Concern by Highest Educati onal Degree Currently Held

Hi ghest Educati onal Degree Currently Held

Associate Bachelor’s Master's Specialist’s Doct or al Tota

Peak Stage Degr ee Degr ee Degr ee Degr ee Degr ee

of Concern n % n % n % n % n % n
0 Awareness 2 33.3 24 48.0 25 48.1 7 36. 8 2 66. 7 60 46.
1 Informational 0 0.0 6 12. 0 9 17.3 3 15.8 0 0.0 18 13
2 Personal 3 50.0 14 28.0 13 25.0 5 26. 3 1 33.3 36  27.
3 Managenent 1 16.7 3 6.0 4 7.7 2 10.5 0 0.0 10 7
4 Consequence 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 0 0
5 Col |l aboration 0 0.0 2 4.0 1 1.9 1 5.3 0 0.0 4 3
6 Refocusing 0 0.0 1 2.0 0 0.0 1 5.3 0 0.0 2 1.
Tot al 6 4.6 50 38.5 52 40.0 19 14.6 3 2.3 130 100
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Table 11

Peak Stage of Concern of Teachers with a Bachel or’ s Degree

Conpared to Teachers Wth a G aduate Degree

Degr ee

Peak Stage Bachel or G aduat e Tot al

of Concern n % N % n %
0 Awar eness 24 48.0 34 45.9 58 46. 8
1 | nf or mat i onal 6 12.0 12 16.2 18 14.5
2 Per sonal 14 28.0 19 25.7 33 26. 6
3 Managenent 3 6.0 6 8.1 9 7.3
4 Consequence 0 0.0 0 0.0 0 0.0
5 Col | abor ati on 2 4.0 2 2.7 4 3.2
6 Ref ocusi ng 1 2.0 1 1.4 2 1.6
Tot al 50 40.3 74 59.7 124 100. 0

However, after visual exam nation of the data, there
seened to be no major differences between CGeorgi a secondary
career and technical teacher’s peak Stage of Concern based
on career and technical teaching field, years of teaching

experi ence, or highest educational degree held.



CHAPTER 5

DI SCUSSI ON

| ntroduction

The purpose of this study was to determ ne the stages
of concern, as neasured by their responses on the Stages of
Concern questionnaire, of CGeorgia secondary career and
techni cal educators toward career and technical standards
i ntroduced by the National Board for Professional Teaching
St andards (NBPTS, 1997). Wthin the context of educational
reform this purpose conprises three conponents: (a)
preparation of secondary career and technical teachers, (b)
post - preparation standards for those teachers, and (c)
stages of concern with an innovation in education. In this
chapter, educational reformthat warrants the di scussion of
the three conponents of the purpose of this study is
presented in terns of the findings of the study.
Educati onal Reform

A Nation At Ri sk, when presented in 1983, caused a

hubbub in education that has | asted al nost 20 years. The
ram fications have been threefold: (a) student achievenent,
(b) teacher preparation, and (c) staff devel opnent. Each of

t hese has been dealt with by a nunber of organizations and
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| evel s of governnent in an attenpt to standardize what
occurs in a classroomto, in theory at |east, “level the
playing field” for all students to, again in theory, raise
the | evel of achievenent of all students.

St udent Achi evenment

This attenpt at standardi zation has resulted, for the
nost part, in nunerous tests adm nistered to students to
“measure” their achievenent at, typically, 4'" 8'" and 11'"
grades. Standardi zed testing, for better or for worse, is
one aspect of educational reformthat has remained in the
forefront of controversy, as it takes a great deal of tine
away fromdirect instruction and frequently inposes the
topics of instructionin alimted way. In the present
study, student achievenent is a conponent of the debate
about increased standards in teacher certification because
of the argunent by Lynch (1996), for exanple, that a
teacher’s performance predicts student perfornance.

Teacher Preparation

A teacher’s performance usually results froma
teacher’ s preparation and subsequent teaching environnent.
Li censure for teachers is normally adm nistered at the
state |l evel and consists of preparation through coursework,
field experience, and student teaching. Oten, national

standardi zed testing is required. Wen teachers are in
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demand because of a |lack of |icensed teachers, as they are
at present, districts are forced to hire individuals who

| ack specific preparation, and the state issues energency
or provisional licensure. The term“license” as opposed to
“certification” is used in this discussion to avoid
confusion with Board Certification, the topic of the
present study.

The Hol mes Group (1986) has nmade recommendations to
col | eges/ school s of education for designing their teacher
preparation prograns, and many have responded by
redesigning their prograns. One difficulty is that,
what ever the programcurriculum it nust include the
requi renents of the state in which the college operates. In
addition, the financial reward for teaching in a tinme of
very | ow unenpl oynent is relatively mnimal, so the
notivation for coll ege-age students to becone teachers is
al so decreased. Moreover, the nunber of requirenents for
entry into the profession continues to increase and
i ncl udes coursework, testing, unpaid field experience, and
unpai d student teaching.

Efforts to inprove teacher preparation and,
si mul t aneousl y, student achi evenent have focused on the
prof essionalization of the teaching profession (Clifford &

GQuthrie, 1988; Wse & Leinbbrand, 1996). Professions share
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simlar characteristics: (a) a common know edge base, (b)
rigorous training to acquire the know edge and skills
necessary for professional practice, and (c) high standards
for entry into the profession (Shanker, 1996). Typically,
col l ege and university teacher preparation prograns provide
a common know edge base in educati on—{a) know edge of the
child through courses in psychol ogy, (b) understandi ng of
the field of education through foundations and history of
educati on courses, and (c) nethods courses for |earning the
practical “howto” aspects of classroomfunctions. These
prograns al so provide rigorous training, requiring field
experiences and student-teaching as | ong as one year.

Speci fic coursework, good grades, passing scores on
standardi zed tests, and successful field and student

t eachi ng experiences conprise the high standards for entry
into the teaching profession. Sonme states require a
master’s degree for |icensure. The overwhel mng majority of
participants in the present study all had at |east a

bachel or’s degree (95.4%, and nore than half (56.9% had
educati on beyond the bachel or’s degree.

Staff Devel opnent

Staff devel opment, the continuing training of teachers
while they retain positions in the field, pertains to the

i ssue of quality control (Corrigan & Habernman, 1996) in the
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t eachi ng profession, the subject of the present study. Such
training or re-training of teachers normally consists of
wor kshops, sem nars, and coursework suggested frequently by
an adm ni strator based on the needs of the district, and
many teachers fromthat district may receive the training
at the same tine. The primary difference is that the
notivation for continuing education in the context of the
field of education differs fromthat in other professions.
In nedicine, law, or accountancy, for exanple, additional
education is determ ned by the needs of the professional to
do his or her job better. The professional decides. In

addi tion, success, defined by an increase in inconme, often
acconpani es the additional training.

St andards for the preparation, |icensure, and
certification of all teachers have been devel oped (Darling-
Hanmond, 2000). Board Certification goes beyond entry into
t he profession and nakes additional demands on,
theoretically, the successful professional. Staff
devel opnent, defined in the present study as Board
Certification, currently |lacks a nonetary reward in many
districts. Further, it costs noney for teachers to pursue
it--a difficulty for many already poorly paid teachers. If
teachers are successfully teaching in the classroom are

not as well-paid as nost professionals, and would have to
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spend their own noney to add Board Certification for which
areward is either not present or in doubt, why should they
pursue it?
| nnovation in Education

Teachers with nmany years of experience will say, “Wuat
goes around, cones around” in discussions of innovation in
education. In a typical 30+-year career in secondary
education, for exanple, a teacher has seen open cl assroons,
core curriculum electives, tighter discipline, |ooser
di sci pline, departnentalization, cooperative teaching,
cooperative |earning, and so on. Elenentary teachers have
seen cursive witing, whole |language, ITA (Initial Teaching
Al phabet), varied science progranms, old and new math, and
so on. The real stable force in the school is the teacher.

The field of career and technical education differs
somewhat in that the content nust always be as current as
possi bl e. For exanple, one would not teach autonobile
mechani cs using an Edsel or typing on a manual typewiter.
As a result of this evolving curriculumcontent, teachers
in vocational fields nmust be nore responsive than others to
i nnovati on.

St ages of Concern
The Stages of Concern questionnaire (Hall & George,

1979) used in the present study assunes that concerns
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progress in a series of stages from awareness through
mastery (acceptance and understanding). It is founded on
two basic prem ses: (a) Change happens and (b)

Prof essi onal s are concerned about (resistant to) change
(Bail ey & Pal sha, 1992). The innovation in question is the
Career and Techni cal Education Standards for National Board
Certification (NBPTS, 1997). To becone Board Certified, a
career and technical education teacher nust fulfill a
nunmber of requirenents including neeting 13 standards which
are eval uated by NBPTS.

In the present study, the career and technical
teachers surveyed fell in the first three stages of
concern—a) Awareness (46.2%, (b) Informational (13.8%,
and (c) Personal (27.7% . By peaking in the Awareness
stage, they indicated greater agreenent with the foll ow ng
st at enent s:

1. 1 don’t even know what the innovation is.

2. | amnot concerned about this innovation.

3. 1| amconpletely occupied with other things.

4. Although I don’t know about this innovation, | am
concerned about things in the area.

5. At this time, | amnot interested in | earning about

this i nnovati on.
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In the absence of an itemanalysis, the teachers appear to
be saying that they do not know about the certification,
and they really have other things to do. Wile they may
have sone interest in the area of Board Certification
generally, they don’t know enough about it. They are
classified as non-users.

The second (Informational) and the third (Personal)
st ages, where fewer teachers peaked, respectively, the
concerns are, basically, “I need to know nore to nmake a
judgment” and “1 want to know how this will affect how | do
ny job and what constraints will be made on ny job, ny
incone, and ny tinme.” The group in the Awareness stage
| acks i nformation, and the subsequent two groups want to
know nmore about how Board Certification will change their
| ives and their teaching.

The reliability of the SoC for Stage 0 and Stage 1 was
| ow .57 and .56 respectively. CGenerally, tests that yield
Cronbach’s Al pha Coefficients with a reliability of .80 or
hi gher are considered sufficiently reliable (Borg et al.,
1996) .

Since the majority of the career and technical
teachers fell in Stage 0, the strength of the results could
be questioned. Hall et al. (1998) report that | ow

reliability scores for Stage 0 and Stage 1 are comon
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Nurmerous foll owup interviews perforned by Hall provided
evidence that the results of the SoC were accurate despite
| ow Cronbach’s Al pha scores. Hall et al., (1998) also
suggest that respondents with a peak Stage of Concern score
of Awareness (0) can be classifed as non-users and their

| ack of concern could possibly result inlowreliability
estimates for Stage 0. Therefore, the lowreliability
results do not seemto have negatively inpacted the results
of this study.

The results of this study are al so supported by the
rel ati onshi p between a person’s concerns about an
innovation and tinme. Hall et al. (1998) report in the
techni cal manual that a person’s concerns about an
i nnovation develop toward the later stages with tinme. Wen
the study was done in spring of 2000, the Career and
Techni cal Education Standards for National Board
Certification had been finalized and eval uati on net hods had
been published for only a few nonths. Since the career and
techni cal education teachers had very little time in which
to be exposed to the Board Standards for Career and
Techni cal Education, their |ow | evel of concern could be
expect ed.

Previ ous studies of |evels of concern about Tech Prep

as a curriculuminnovation in vocati onal education at the
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secondary | evel indicated concern about consequences and
col | aboration, stages 4 and 5, respectively (Long, 1994,
Theriot, 1997). The primary difference between those and
the present study is that Board Certification is not a
curriculuminnovation; it is a professional innovation
primarily affecting the teacher with, perhaps, sone
eventual inpact on the students. On the other hand,
concerns anong el ementary mat hematics teachers about a
curricular innovation, the Curriculumand Eval uation

St andards for Mathematics devel oped by the National Counci
of Teachers of Mathematics (NCTM), were simlar to those of
the present study (Cooper, 1996). In that case, teachers
were non-users of the standards, nost likely |acking the

i nformati on necessary to pass judgnent on or express
concern about the innovation.

Level of concern regarding Board Certification is not
related to years of teaching experience or |evel of
education, although sonme differentiation appears by
curriculumarea. In terns of years of teaching experience,
t he nunber of years was divided between 0-2 (10.8% of the
teachers) and 3 or nore (89.2% of the teachers). The reason
for this choice of experience categories is that Board
Certification requires a mninmumof three years of teaching

experience. States or school districts that offer tenure,
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however, nornmally award it after three years of teaching,
and perhaps that woul d have been a nore appropriate
benchmark. In either case, no major difference was evident
between the two groups in stage of concern. In terns of
| evel of education, no difference was evident in peak stage
of concern about Board Certification, although a bachelor’s
degree is a mninmumrequirenent.

Finally, sone difference in |level of concern was
evi dent anong teachers in Health Cccupations Education and
Mar ket i ng Education. These teachers peaked at the
Informational (Stage 1) and the Personal (Stage 2) |evels,
respectively. This finding may result fromthe smaller
nunbers in these two groups—enly 3.8% and 5.4% of the total
nunber of teachers, respectively; however, the next
smal | est group, Agriculture Education (6.2% of teachers),
peaked simlarly to the other groups—Busi ness Educati on
(29. 2% of teachers), Fam |y and Consumer Science Education
(25.4% , Technol ogy Education (15.49%, and Trade and
I ndustrial Education (14.6% . The |argest group, Business
Educati on, peaked prinmarily at Stage 0 — Awareness (50.0%
and Stage 2 — Personal (36.8%. This was simlar to the
groups other than Health Cccupati ons and Educati on and

Mar ket i ng Educati on.
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Concl usi on

These findings suggest that Board Certification has
not been well-publicized in Georgia, teachers who are aware
of Board Certification have not been convinced of a need
for it, and teachers hesitate to concern thenselves with an
i nnovati on about which they (a) know nothing, (b) know
little, or (c) nmust sacrifice their time or their noney to
i npl ement. The issue of know edge can be dealt with through
a publicity canpaign put forth in Georgia by NPBTS and/ or
Georgi a’s Departnent of Education. Both organizations, if
they believe Board Certification is an appropriate goal for
career and technical educators, nust encourage teachers to
attain that goal. If teachers are being asked to sacrifice
time and noney—+two |imted cormodities for teachers—to
attain the status of Board Certification, then a reward
system nust be established. This m ght take the formeither
of a bonus or a salary increase or an increased opportunity
for a sabbatical. Further, some honor or designation that
t he teacher has such certification should be held as a
standard for teachers in the sane and other fields.

Does Board Certification for career and technical
educators nake a difference for students? Recent reports
(Bond et al., 2000; NBPTS, 2000b) suggested that students

of Board Certified teachers show greater understandi ng of
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t he subj ect being taught than students taught by teachers
who are not Board Certified. In addition, Board Certified
teachers significantly “outperforni teachers who | ack that
certification. Such findings should be closely exam ned to
support their validity.
| mplications for Practice

The following are inplications for practice to
i ncrease the | evel of concern of Georgia career and
techni cal education teachers toward Nati onal Board
St andar ds:
1. Workshops sponsored by professional organizations such
as the Georgia Associ ation of Career and Techni cal
Educat ors (GACTE) and ot her rel ated organi zati ons shoul d be
conducted to increase awareness of Career and Techni cal
Educati on Standards for National Board Certification.
2. State staff devel opnent courses could be devoted to
fam liarizing and assisting career and technical teachers
wi th Career and Techni cal Education Standards for National
Board Certification as well as with the overal
certification process required by the Georgia Departnent of
Educat i on.
3. School district-level staff devel opnent courses shoul d

be devoted to famliarizing and assisting career and



103

techni cal teachers with career and techni cal education
standards for National Board Certification standards.
4. Organi zations such as the Ceorgia State Departnent of
Educati on, the Georgia Professional Standards Board, and
| ocal school boards should provide instructional materials
regardi ng Career and Techni cal Education Standards for
Nati onal Board Certification to adm nistrators who are
likely to be involved in supporting career and technical
education teachers during the certification process.
5. Currently, when a teacher successfully conpletes an
under graduat e teacher preparation program he or she is
eligible for a teaching certificate. Coll eges of education
shoul d incorporate in either a master’s degree programor a
specialist’s degree program el ements of the career and
techni cal education standards for National Board
Certification so that upon conpletion of the degree, the
graduate is prepared to stand for Board certification.
Reconmendati ons for Further Study
1. Further research should be done to determ ne the nost
effective nethods available to nove secondary career and
techni cal educators from unawareness and nonuse of the
i nnovation, Career and Technical Education Standards for
Nati onal Board Certification, into full know edge to

achi eve begi nning and nore highly sophisticated use.
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2. A followup study should be done in a reasonable tine

period to see if career and technical education teachers

St ages of Concern About the Innovation, Career and

Techni cal Education Standards for National Board

Certification, have changed.
3. Further research should be done investigating

correl ati ons between conpensation and teachers’

attai nment of National Board Certification

Sunmary
This study shows that Ceorgia secondary career and

techni cal teachers are not engaged with the innovation,
Career and Technical Standards for Board Certification.
Currently, Ceorgia secondary career and technical education
teachers are generally unaware of the innovation or just
becom ng aware. If attaining Board Certification is defined
as a goal by the Georgia Departnent of Education, then a
reward system needs to be devel oped to support teachers in
this quest. In this way, Board Certification will truly be
a foundation for positive reformrather than nerely one

nore failed attenpt at change.
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. Acconpl i shed career and technical teachers are

dedi cated to advancing the | earning and well being of
all students. They personalize their instruction and
apply know edge of human devel opnent to best

under stand and neet their students’ needs.

. Acconpl i shed career and technical teachers conmand a
core body of general career and technical know edge
about the world of work in general and the skills and
processes that cut across industries, industry

speci fic know edge. They draw on this know edge to
establish curricular goals, design instruction,
facilitate student | earning and assess student

pr ogr ess.

. Acconpl i shed career and technical teachers efficiently
manage their classroons and create an environnment that
fosters denocratic values, risk taking and a | ove of

| earning. In this environnment, students devel op

know edge, skills and confidence through
contextualized |l earning activities, independent and
col | aborative | aboratory work, and sinul ated workpl ace
experiences.

. Acconpl i shed career and technical teachers create an
envi ronment where equal treatnent, fairness, and
respect for diversity are nodel ed, taught, and
practiced by all. They take steps to ensure quality
career and technical |earning opportunities for al
students.

. Acconpl i shed career and technical teachers foster
experiential, conceptual and performnce-based student
| earni ng of career and technical subject matter and
create inportant, engaging activities for students

t hat draw upon an extensive repertoire of nethods,
strategi es and resources. Their practice is also

mar ked by their ability to integrate career and
techni cal and academ c disciplines productively.

. Acconpl i shed career and technical teachers utilize a
vari ety of assessnent nethods to obtain useful

i nformati on about student |earning and devel opnent, to
assi st students in reflecting on their own progress
and to refine their teaching.
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. Acconpl i shed career and technical teachers devel op

student career deci sion-nmaking and enployability
skills by creating opportunities for students to gain
under st andi ng of workplace cultures and expectati ons.

. Acconpl i shed career and technical teachers develop in

students an understandi ng of the conpeting denmands and
responsibilities that are part of the world of work,
and gui de students as they begin to bal ance those
roles in their own |ives.

. Acconpl i shed career and technical teachers develop in

students sel f-awareness and confi dence, character,
| eader shi p and sound personal, social and civic val ues
and et hics.

Acconpl i shed career and technical teachers regularly
anal yze, evaluate, and strengthen the effectiveness
and quality of their practice through Iife-Ilong

| ear ni ng.

Acconpl i shed career and technical teachers work with
col | eagues, the community, business and industry, and
post secondary institutions to extend and enrich the

| earni ng opportunities available to students and to
ease school to work transitions.

Acconpl i shed career and technical teachers work with
col | eagues and the | arger educational comunity both
to inprove schools and to advance know edge and
practice in their field.

Acconpl i shed career and technical teachers work with
famlies and communities to achi eve common goal s for
the education of all students. (NBPTS, 1997, p.1)
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Joyce Pollard, Ed.D.
Director

Office of Institutional Communications and Policy Services
Southwest Educational Development Laboratory

211 E. Seventh Street
Austin, TX 78701-3281

Dear Dr. Pollard:

I am requesting permission to reprlnt/reproduce (1n the case of

videotapes) the fellowing:

Soc Duestionnaire

_ I intend to use | the reprlnted/ reproduced information in the
follow1ng way/ with the designated audience (pIéase attach
examples): To measure the Stages of Concern of Georgila

Secondary Vocational Teachers toward Vocational Standards for

Naticonal Board Certificatien (I am a doctoral student at the

University of Georgia. Dr.

In the case of a wvideoctape,

Cliff Smith is my committee chair}.

I agree to duplicate the tape in its

entirety without editing, splicing, or obliterating SEDL’'s
copyright. "I further agree to use or distribute the copies at
ne cost to the designated audience(s). Finally, I agree to
give appropriate attribution {citations or reference) to the
Southwest Educational Development Laboratory.

Name : Jacgueline §. Huffman

Address: 3515 Morning Ivy Way

Suwanee, GA 30024

\u

Telephone

Numbers: (770) 945-0283 (home)
(678) d4B2-1025 ({office)
{(678) 482-1024 (fax)

E-mail: jacqueline huffman@gwinnett.kl2.ga.us

m

APPROVED: %’Z‘?& X-W.DATE:
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memorandum

SOUTHWEST EDUCATIONAL DEVELOPMENT LABORATORY, 211 EAST 7TH STREET, AUSTIN, TEXAS 78701-3281

TO:

Ms. Jacqueline Huffman

FROM: Dr. Joyce S. Pollard, Director 2@4"\
Office of Institutional Communi€atiens

SUBJECT:  Permission to reprint and distribute SEDL materials

DATE: 10/23/00

Thank you for your interest in using the Figure L2 and Figure I11.2 in Measuring
Stages of Concern About the Innovation: A Manual for Use of the SoC
Questionnaire distributed by the Southwest Educational Development Laboratory
(SEDL).

SEDL is pleased to grant permission for use of the material cited above for the purpose
of: one-time reprinting and distribution for educational, non-profit use only. Meeting the
following conditions shall constitute your permission to use the material cited above.
This permission shall terminate if the conditions of this agreement are not met.

1.

No adaptations, deletions, or changes will be made in the material without the prior
written consent of the Southwest Educational Development Laboratory.

If you are using figures from the publication named above, a) you must not alter the
figures, but reproduce them in their entirety, in a way that complies with appropriate
professional style guidelines, your graduate school, or your publisher; and b) a note
on each figure should read: “This figure reproduced with permission of the Southwest
Educational Development Laboratory, Austin, Texas.”

This permission is non-exclusive, non-transferable, and limited to the use specified
herein. SEDL expressly reserves all rights in this material.

You must give appropriate credit: reprinted with permission of Southwest
Educational Development Laboratory, or attribute Southwest Educational
Development Laboratory as appropriate to the professional style guidelines you are
following.

This permission applies to print reproduction and does not extend to any electronic
media, except for reproduction of the dissertation by University Microfilms.

Thank you again for your interest in SEDL’s materials. If you have questions, please
contact Lori Foradory or me at (800) 476-6861.
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March 20, 2000

[Click here and type recipient’s address]
Dear (field):

I am currently a Marketing teacher at North Gwinnett High School and a doctoral student
at the University of Georgia. As part of my doctoral program, | will be conducting a
survey of randomly selected secondary vocational teachers in the state of Georgia. To
ensure that the questionnaire and other materials in my survey are clear, | am conducting
a pilot study. Results from this pilot study will determine if the survey is able to begin as
planned.

| would be extremely grateful if you would agree to evaluate my proposed research
materials. As a fellow vocational teacher, I know how busy you are so | am not asking
that you complete the Stages of Concerns Questionnaire or the demographic information
sheet. Instead, please take a few moments to look over all of the materials enclosed in this
envelope and only complete the document feedback form. The entire process will take
less than 10 minutes to complete.

Answers will remain confidential, as | am interested in the aggregate data only and not
individual responses. Information, as it relates to you, will not be shared.

Thank you in advance for participating in my study. Your time and responses are greatly
appreciated!

Sincerely,

Jacqueline Huffman
Marketing Coordinator
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STAGES OF CONCERN (SoC) QUESTIONNAIRE ITEMS

0 1 2 3 4 5 6 7
Irrelevant  Not true of me now  Somewhat true of me now Very true of me now
1. 1 am concerned about students’ attitudes toward this innovation. 01234567
2. | know of some other approaches that might work better. 01234567
3. ldon’t even know what the innovation is. 01234567
4. 1 am concerned about not having enough time to organize myself each day. 01234567
5. I would like to help other faculty in their use of the innovation. 01234567
6. | have avery limited knowledge about the innovation. 01234567
7. 1'would like to know the effect of reorganization on my professional status. 01234567
8. I am concerned about conflict between my interests and my responsibilities. 01234567
9. | am concerned about revising my use of the innovation. 01234567
10. 1 would like to develop working relationships with both our faculty and outside faculty 01234567
using this innovation.
11. 1 am concerned about how the innovation affects students. 01234567
12. 1 am not concerned about this innovation. 01234567
13. 1 would like to know who will make the decisions in the new system. 01234567
14. 1 would like to discuss the possibility of using the innovation. 01234567
15. 1 would like to know what resources are available if we decide to adopt this innovation. 01234567
16. | am concerned about my inability to manage all the innovation requires. 01234567
17. 1 would like to know how my teaching or administration is supposed to change. 01234567
18. ;F\)/\F/)c;g:ic(i:rl]i.ke to familiarize other departments or persons with the progress of this new 01234567
19. | am concerned about evaluating my impact on students. 01234567
20. | would like to revise the innovation’s instructional approach. 01234567
21. | am completely occupied with other things. 01234567
22. ;tnvg:r:(tjs_“ke to modify our use of the innovation based on the experiences of our 01234567
23. Although I don’t know about this innovation, | am concerned about things in the area. 01234567
24. 1 would like to excite my students about their part in this approach. 01234567

(Turn Over)
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0 1 2 3 4 5 6 7
Irrelevant  Not true of me now  Somewhat true of me now Very true of me now
25. | am concerned about time spent working with nonacademic problems related to this
. . 01234567
innovation.
26. | would like to know what the use of the innovation will require in the immediate future. 01234567
27. 1 would like to coordinate my effort with others to maximize the innovation’s effects. 01234567
28. | would like to have more information on time and energy commitments required by this
. - 01234567
innovation.
29. 1 would like to know what other faculty are doing in this area. 01234567
30. At this time, | am not interested in learning about this innovation. 01234567
31. 1 would like to determine how to supplement, enhance, or replace the innovation. 01234567
32. 1 would like to use feedback from students to change the program. 01234567
33. 1'would like to know how my role will change when | am using the innovation. 01234567
34. Coordination of tasks and people is taking too much of my time. 01234567
35. 1 would like to know how this innovation is better than what we have now. 01234567

Copyright, 1974
Procedures for Adopting Educational Innovation/CBAM Project
R&D Center for Teacher Education, The University of Texas at Austin

DEMOGRAPHIC INFORMATION

1. Current vocational teaching field:

Agriculture Education

Business Education

Family and Consumer Sciences Education
Health Occupations Education

Marketing Education

Technology Education

Trade and Industrial Education

2. Total years teaching experience in current vocational field: (including this year)

3. Highest educational degree currently held:
High School Diploma
Post-Secondary Technical School Diploma
Two-Year Associate Degree
Bachelor’s Degree
Master’s Degree
Specialist’s Degree
Doctoral Degree
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INSTRUMENT FEEDBACK FORM|

After reviewing the material in this packet, please answer the following questions:

1.

Please identify the concepts that are being measured, or asked about, in the
guestionnaire.
CONCEPTS BEING MEASURED:

With the information provided, were you able to determine what standards are being
measured with the questionnaire? (Please circle) Yes No

If no, what additional information is needed to enable you to determine what

standards are being measured?

Could you have completed the questionnaire with the information provided?
(Please circle) Yes No

Were the directions clear and specific? (Please circle) Yes No

If no, which specific information in the directions needs to be clarified?

Name of Reviewer
School
Teaching Field

Thank you for your time in completing this feedback form.

Jacqueline Huffman
North Gwinnett High School
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OVERVIEW OF
THE NATIONAL BOARD FOR PROFESSSIONAL TEACHING STANDARDS AND
THE VOCATIONAL EDUCATION STANDARDS
FOR NATIONAL BOARD CERTIFICATION

The Carnegie Task Force on Teaching as a Profession in its 1986 report, A Nation
Prepared, called for the creation of a national board to set professional teaching
standards. The National Board for Professional Teaching Standards (NBPTS) was created
the next year with the support of state governors, teacher union and school board
members, business executives, foundations, college and university officials. The Board is
comprised of 63 members, mostly teachers, who form the Board of Directors (NBPTS,
1997). The Board’s mission is:

» to establish high and rigorous standards for what accomplished teachers
should know and be able to do

» to develop and operate a national voluntary system to assess and certify
teachers who meet these standards

» to advance related education reforms for the purpose of improving student
learning in American schools (NBPTS, 1997).

The NBPTS bases all subject area standards on 5 core propositions that the Board
feels should apply to any teacher:

Teachers are committed to students and their learning.

Teachers know the subjects they teach and how to teach those subjects to students.
Teachers are responsible for managing and monitoring student learning.

Teachers think systematically about their practice and learn from experience.
Teachers are members of learning communities (NBPTS, 1997).

ko E

The requirements recommended by the VVocational Standards Committee
for National Board Certification are organized into the following thirteen standard
statements and provide for the wide variety of fields embraced by vocational
education:

1. Accomplished vocational teachers are dedicated to advancing the learning and
well being of all students. They personalize their instruction and apply
knowledge of human development to best understand and meet their students’
needs.

2. Accomplished vocational teachers command a core body of general
vocational knowledge about the world of work in general and the skills and
processes that cut across industries, industry specific knowledge. They draw
on this knowledge to establish curricular goals, design instruction, facilitate
student learning and assess student progress.




10.

11.

12.

Accomplished vocational teachers efficiently manage their classrooms and
create an environment that fosters democratic values, risk taking and a love of
learning. In this environment, students develop knowledge, skills and
confidence through contextualized learning activities, independent and
collaborative laboratory work, and simulated workplace experiences.

Accomplished vocational teachers create an environment where equal
treatment, fairness, and respect for diversity are modeled, taught, and
practiced by all. They take steps to ensure quality vocational learning
opportunities for all students.

Accomplished vocational teachers foster experiential, conceptual and
performance-based student learning of vocational subject matter and create
important, engaging activities for students that draw upon an extensive
repertoire of methods, strategies and resources. Their practice is also marked
by their ability to integrate vocational and academic disciplines productively.

Accomplished vocational teachers utilize a variety of assessment methods to
obtain useful information about student learning and development, to assist
students in reflecting on their own progress and to refine their teaching.

Accomplished vocational teachers develop student career decision-making
and employability skills by creating opportunities for students to gain
understanding of workplace cultures and expectations.

Accomplished vocational teachers develop in students an understanding of
the competing demands and responsibilities that are part of the world of work,
and guide students as they begin to balance those roles in their own lives.

Accomplished vocational teachers develop in students self-awareness and
confidence, character, leadership and sound personal, social and civic values
and ethics.

Accomplished vocational teachers regularly analyze, evaluate, and strengthen
the effectiveness and quality of their practice through life-long learning.

Accomplished vocational teachers work with colleagues, the community,
business and industry, and postsecondary institutions to extend and enrich the
learning opportunities available to students and to ease school to work
transitions.

Accomplished vocational teachers work with colleagues and the larger
educational community both to improve schools and to advance knowledge
and practice in their field.
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13. Accomplished vocational teachers work with families and communities to
achieve common goals for the education of all students.
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April 24,2000

«NAME»

«SCHOOL»
«ADDRESS»

«CITY», «<STATE» «ZIP»

Dear:

I am currently a Marketing teacher at North Gwinnett High School and a doctoral student at the
University of Georgia. As part of my doctoral program, | am conducting a survey of randomly
selected secondary vocational teachers in the state of Georgia. Your feedback will assist in
describing the concerns of secondary vocational teachers towards VVocational Education
Standards for National Board Certification. Since Governor Barnes has included Board Standards
as one part of Georgia’s education reform plan, your concerns are important. | have enclosed a
brief overview of the standards for you to review.

As a fellow teacher, | know how valuable your time is. Realizing this, the stages of concern
questionnaire will only take about 10 minutes to complete. Your response is critical so please
return the completed questionnaire and demographic information form in the enclosed self-
addressed, stamped envelope today (if possible!) but no later than May 8, 2000.

Answers will remain confidential as | am interested in the aggregate data only and not individual
responses. Information, as it relates to you as an individual, will not be shared. The questionnaire
has been numbered to allow me to know who has returned the questionnaire, not to track
responses. Your participation is voluntary and you are of course free to withdraw without penalty.
There are no risks, discomforts, or stresses involved in completing this survey.

Thank you so much for participating in my research of Board Standards for VVocational Teachers.
Your time and responses are greatly appreciated. You may contact me at North Gwinnett High
School (770) 482-1025 or at home (770) 945-0282 or my committee chair Dr. Cliff Smith at
(706) 542-4208 should you have any questions or concerns regarding my study.

Sincerely yours,

Jacqueline Huffman
Marketing Coordinator

Enclosures

For questions or problems about your rights, please call or write: Ms. Julia Alexander, Human Subjects Office,
University of Georgia, 606a Boyd Graduate Studies Research Center, Athens, Georgia 30602-7411;
Telephone (706) 542-6514; e-mail address IRB@uga.edu
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DIRECTIONS FOR COMPLETING

THE STAGES OF CONCERN (SoC) QUESTIONNAIRE

The purpose of this questionnaire is to determine what people who are using or thinking
about using various programs are concerned about at various times during the innovation
adoption process. The items were developed from typical responses of school and college
teachers who ranged from no knowledge at all about various programs to many years
experience in using them. Therefore, a good part of the items on this questionnaire may
appear to be of little relevance or irrelevant to you at this time. For the completely
irrelevant items, please circle a “0” on the scale. Other items will represent those
concerns you do have, in varying degrees of intensity, and should be marked higher on
the scale.

For example:

This statement is very true of me at this time. 012345 6@
This statement is somewhat true of me now. 0123 @6 7
This statement is not at all true about me at this time. @2 34567
This statement is irrelevant. @1 234567

Please respond to the items in terms of your present concerns, or how you feel about your
involvement or potential involvement with Vocational Education Standards for Board
Certification. We do not hold to any one definition of this innovation, so please think of it
in terms of your own perceptions of what it involves. Since this questionnaire is used for
a variety of innovations, the name Vocational Education Standards for Board
Certification never appears. However, phrases such as “the innovation,” “this approach,”
and “the new system” all refer to Vocational Education Standards for Board Certification.
Remember to respond to each item in terms of your present concerns about your
involvement or potential involvement with Vocational Education Standards for Board
Certification.

Thank you for taking time to complete this task.

Copyright, 1974
Procedures for Adopting Educational Innovations/CBAM Project
R&D Center for Teacher Education, The University of Texas at Austin
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May 15, 2000

Dear Fellow Vocational Educator,

A few weeks ago, you should have received a survey package asking
you to complete a short questionnaire about your concerns toward
Vocational Education Standards for Board Certification. If you
have already returned the questionnaire, thank you so much! If
you have not, please take a moment to complete the questionnaire
and return it in the envelope that was provided or fax it to the
number below. Ifyou did not receive the package or need another
sent to you, please contact me and | will send another package to
you.

| know that you are very busy and your time is valuable. | cannot
thank you enough for your participation!

Sincerely,
Jicqui Hutfman

Jacqueline Huffman

Marketing Coordinator

North Gwinnett High School

Phone: (678) 482-1025

Fax: (678)482-1024

Email: jacqueline_huffman@gwinnett.k12.ga.us
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fm\:‘; Institutional Review Board

, 606A Gradi SIt-fld.l Subjec;ls O

. . - uate ies Research Center

The University of Georgia Athens, Georgia 306027411

- - (706) 542-6514; 542-3199
Office of The Vice President for Research Fax No. (706) 542-5638

DHHS Assurance 1D No. ; M1047
APPROVAL FORM

Date Proposal Received: 2000-04-06  Project Number: H2000-10539-0

Name Title SS Number Dept/Phone Address Email
Occupational Studies .
Ms. Jacqueline Huffman MI 259417788  Rivers Crossing gﬂs Morning Ivy Way
678-482-1025 uwanee GA 300

Title of Study: STAGES OF CONCERN OF SECONDARY VOCATIONAL TEACHERS TOWARD THE NATIONAL BOARD
STANDARDS FOR VOCATIONAL CERTIFICATION

45 CFR 46 Catégory: Administrative 2 Modifications Required for Approval and Date Completed:

Approved : 2000-04-03  Begin date : 2000-04-03  Expiration date : 2000-08-31
NOTE: Any research conducted before the approval date or after the end data collection date shown above Is not covered by TRB approval, and cannot be retroactively approved.

Number Assigned by Spoasored Programs: Fumding Agency:

Form 310 Provided: No

Your human subjects study has been approved as indicated under IRB action above,

Please be aware that it is your responsibility to inform theIRB...

.. . of any significant changes or additions to your stndy and obtain approval of them before they are put into effect; ...
. . . that you need to extend the approval period beyond the expiration date shown above; . . .

or,...

... that you have completed your data collection as approved, within the approval period shown above, so that your file
may be closed.

For your convenience in obtaining approval of changes, extenﬂing the approval period, or closing your file, we are
providing you with a blue Researcher Request form. Detach this blue form, complete it as appropriate, sign and date it,
then return it to the IRB office. Keep this original approvai form for your records.

Copy:
Br. Clifton L. Smith

A

Tulia Alexander, MLA.,
Chairperson, Institutional Review Board
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Career and Techni ca

Educati on Teacher’s

Teachi ng Experience in Current Field

Career and Techni cal Education n % <3 % >=3 %
Teaching Field

Agricul ture Education 8 6.2% 112.5% 7 87.5%
Busi ness Educati on 38 29.2% 4 10.5% 34 89.5%
Fam |y and Consuner Sciences 33 25. 4% 2 6.1% 31 93. 9%
Heal th Cccupati ons Education 5 3.8% 1 20. 0% 4 80. 0%
Mar ket i ng Educati on 7 5.4% 2 28.6% 5 71. 4%
Technol ogy Educati on 20 15. 4% 2 10. 0% 18 90. 8%
Trade and | ndustrial Education 19 14. 6% 2 10.5% 17 89. 5%
Tot al 130 100% 14 n/a 116 n/a
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Career and Techni cal

Educati on Teachers

by Hi ghest Degree Attai ned

Two Year Bachelor's Master's Specialist's Doct or al
Teachi ng Associ at e Degr ee Degr ee P Dear ee Degr ee
Field Degr ee 9
N % N % N % N % N %
Agriculture
Educati on 0 0% 2 4% 3 6% 3 16% 0 0%
Busi ness
Educati on 0 0% 13 26% 19 37% 6 32% 0 0%
Fam |y and
Consunmer o o o o o
Sci ences 0 0% 19 38% 11 21% 2 11% 1 33%
Heal t h
CQccupati ons 1 17% 3 6% 0 0 1 5% 0 0%
Mar ket i ng
Educati on 0 0% 1 2% 5 10% 1 5% 0 0%
Technol ogy
Educati on 0 0% 5 10% 10 19% 3 16% 2 67%
Trade and
(')C”dus”.'a' 5 83% 7 14% 4 8% 3 16% 0 0%
cupati ons
Educati on
Tot al 6 100% 50 100% 52*101% 19 *101% 3 100%
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Comparison of Teachers in Study Sanple to U.S. and State of Georgia Teachers by Degree and

Years of Teachi ng Experience

Percent of Teachers by
Percent of Teachers By Highest Degree Earned Years of Teaching
Experience
Selected
Characteristics Toel
Less 3 or
No Degree Associate Bachelor’s Master’s Specialist Doctor than mor e
3
All Teachers 2,561,294 06 02 520 420 46 07 97 903
(United States)
All Secondary 1,230,013 09 03 482 444 51 11 97 903
Teachers
(United States)
Secondary \Vocational/ 113,269 73 23 452 399 47 05 6.8 932
Technical Teachers
(United States)
All Georgia Teachers 74,907 * * 489 425 77 2 133 86.7
Sample 130 00 46 385 400 146 23 108 89.2

*not reported

SOURCE: United States Department of Education Office of Educational Research and Improvement, 2001
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