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Benz, Greg A.  Knowledge and Skill Core Competencies of CTE Coordinators in Wisconsin 

Abstract 

Despite having content guidelines for CTE Coordinators in Wisconsin since 2003, the 

knowledge and skill core competencies needed to lead CTE programs remains open to 

interpretation.  To identify these competencies, a focus group of experienced CTE Coordinators 

was conducted by to modify a list of CTE Coordinator focus areas, as well as knowledge and 

skill statements.  An examination of open CTE Coordinator position descriptions was coded for 

themes.  These themes were compared to the knowledge and skill statements to develop the 

results.  The results identified budgeting and finance, staffing, and equity as core knowledge 

statements.  They identified advocacy, using data to direct programming, developing CTE 

curriculum, and equity as core skill statements.  However, several items appeared to lead to gaps 

in knowledge and skills between the two groups, such as: leadership or management type roles, 

what makes CTE administration different, and classification of CTE Coordinators in Wisconsin.  

These differences suggested that CTE Coordinator preparation programs in Wisconsin may need 

to adjust curriculum, and that administrator preparation programs should include an awareness of 

the importance of CTE Coordinators to education. 
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Chapter I: Introduction 

 Career and Technical Education (CTE) has been a significant component of K-12 

education for well over 100 years (Gordon, 2014). Over the past 50 years, CTE has become an 

extremely complex system, having a primary focus of training individuals for a potential career 

(Miller, 1985).  As federal legislation surrounding CTE developed and adapted from serving the 

needs of the 20th century to focusing on the future needs of the 21st century, the body of 

knowledge that encompasses CTE has also evolved and expanded.  In turn, this has led to an 

increase in the required knowledge and skills of the local CTE administrator within secondary 

school districts (Clark & Cole, 2015). 

 At the same time that CTE was adapting to a new century, the accountability for school 

districts across the nation also changed.  The 1983 report A Nation at Risk called out the fact that 

American students were falling behind their counterparts in the world, specifically in the areas of 

math and science (Gardner et. al. 1983).  In 2001, Congress passed the No Child Left Behind Act, 

which included more accountability measures.  Most recently, Congress passed the Every 

Student Succeeds Act, which includes additional accountability measures as well as a federal 

definition of graduation rate (Hess & Eden, 2017).   

 Leadership in the educational setting changed with the A Nation at Risk report.  The term 

“accountability” suggested that the educational leader was responsible for the success or failure 

of the school which they lead (Gardner et. al. 1983).  The primary role of the principal evolved 

from a school manager to a teacher-leader impacting student learning outcomes.  Educational 

leadership typically incorporates skill and ability of the individual or team tasked to create and 

develop a vision of the future (Murphy & Shipman, 1998).  This could be considered standard 

criteria on a principal or superintendent job description.  Hand in hand with the creation of a 
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vision is the ability to successfully implement that vision (Dembowski, 2006).  According to 

Clark and Cole (2015) and the Wallace Foundation (2012), research suggests that school leaders 

impact student outcomes through their effects on personnel (staff) and organizational structures 

(culture/school climate).  Leaders use their knowledge and skills to influence the staff and 

culture, which ultimately affects student learning.  Based on the Wallace Foundation report 

(2012), one can infer that CTE administrators also use their knowledge and skills to impact CTE 

teachers, programs, and students.   

 Given that the research indicates educational leaders impact student outcomes through 

their effective leadership, the role of the CTE administrator would impact CTE students through 

their leadership.  Identifying the knowledge and skills required of an effective CTE Coordinator 

(in Wisconsin) can impact communities, workforce, and students in a positive way by better 

aligning student outcomes to future workforce needs.  However, the demands of CTE 

administrators, while often similar, are very different than that of a traditional educational leader 

(Clark & Cole, 2015; Riley, 2013).  With a focus on workforce development, a CTE 

administrator must also know about workforce issues along with other CTE specific information 

(Bryan, 1984; Clark & Cole, 2015; Zirkle, 1998; Zirkle & Jeffery, 2017).  Examples of other 

CTE specific information include, but are not limited to: federal Perkins funding legislation, 

local labor market data, school specific improvement goals and accountability, business and 

community partnership information, general educator effectiveness criteria, and instructional 

coaching (Clark & Cole, 2015; Fletcher Jr., Gordon, Asunda, & Zirkle, 2015; Malin & 

Hackmann, 2016; Riley, 2013).   

 The title of CTE administrator is different across the nation.  According to the State 

Office of the Superintendent in Washington State, the title is officially CTE Director and has its 
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own separate license (Office of Superintendent of Public Instruction [OSPI], n.d.).  In the state of 

Mississippi, the title is CTE Administrator.  However, it is an endorsement on an already existing 

administrator license which includes a supervisory capacity (Mississippi State University 

Research & Curriculum Unit, n.d.)  In Michigan, the position carries two different titles: Career 

Education Planning District, which is a consortium of school districts, and a local director of 

CTE, neither with a specific license (Michigan Department of Education Office of Career and 

Technical Education, 2019).  Michigan law allows for a school administrator designee to 

evaluate staff, which may also allow for a CTE administrator to supervise staff.  In Wisconsin, 

the title for CTE administrators is CTE Coordinator and it requires a specific license, which falls 

under the category of administrator but does not allow for supervisory evaluation of teachers 

(Wisconsin Department of Public Instruction, n.d.a).  Throughout the remainder of this paper, the 

term CTE Coordinator will be used when discussing CTE administration in Wisconsin.  When 

discussing CTE administration beyond Wisconsin, the term CTE Administrator will be used. 

 Regardless of the title, the CTE Administrator position necessitates additional and 

different knowledge than that of a principal, yet there are few new CTE leadership development 

programs.  The aging and retirement of current CTE Administrators, the decline of CTE 

administrator training programs, and the decline of CTE teachers, leading to a smaller pool of 

CTE administrator candidates, created the need for new CTE leadership development (Clark & 

Cole, 2015; Zirkle, 1998; Zirkle & Cotton, 2001; Zirkle & Jeffery, 2017).  With fewer CTE 

Administrators to fill the need, individuals with less CTE experience are being recruited to fill 

CTE Administrator positions, which makes identifying the knowledge and skills needed to 

perform the role of CTE Coordinator in Wisconsin more important (Clark & Cole, 2015; Zirkle 
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& Cotton, 2001).  Yet a clear understanding of what is included in the desired knowledge and 

skills remains undetermined. 

 A study by Worth and Gleckner (2018) sought to gather information from Wisconsin 

school districts regarding CTE programs.  They found many different individuals in schools are 

acting as leaders of CTE programs.  Some of these leaders are licensed CTE Coordinators, 

however the majority are CTE teachers who were identified by superintendents.  CTE program 

leaders typically are responsible for specific matters that pertain directly to CTE programs.   

 In Wisconsin, the Department of Public Instruction (DPI) has identified fifteen content 

guidelines for local CTE Coordinators--leaders of school district CTE programs in the state 

(Wisconsin Department of Public Instruction, 2003).  In addition, Wisconsin DPI developed 11 

administrator standards that guide all school administrators in the performance of their roles 

(Wisconsin Department of Public Instruction, 2019).  These guidelines and standards, while 

offering a framework for certification of CTE Coordinators, leave open to interpretation the 

desired knowledge and skills required to perform the job.  The content guidelines do not include 

specific knowledge or skill statements.   

Statement of the Problem 

 The role of CTE Coordinator in a secondary school has existed in the State of Wisconsin 

since 1965 (Sampson, 1980).  However, a clear definition of the specific knowledge and skills to 

perform the job successfully has been more difficult to identify and not included in the release of 

CTE Coordinator content guidelines in 2003.  Part of this lack of definition could be because 

CTE Coordinators face unique requirements necessary for the job, such as knowledge of federal 

regulations, labor market information, and marketing, amongst other things (Clark & Cole, 2015; 

VanderMolen & Zinzer, 2009). Local school district needs are also different depending on the 
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industry within the community, the mission and vison of the school community, and multiple 

other factors.  Despite the fact that the Wisconsin Department of Public Instruction (DPI) has 

laid out competencies for the position, there is much left to interpretation about the position.  

Clarity in the desired responsibilities of the CTE Administrator within a secondary school district 

in Wisconsin is needed. 

Purpose of the Study 

 The purpose of this study was to identify the knowledge and skills that are needed by 

current CTE Coordinators in Wisconsin within the comprehensive secondary school model.  The 

most recent updates to the 15 CTE Coordinator competencies from the Wisconsin DPI were in 

2003.  Since that time, the Strengthening Career and Technical Education for the 21st Century 

Act (Perkins V) was passed, making changes (Hyslop, 2018) that could impact the CTE 

Coordinator in Wisconsin.  Some of the changes in the act include but are not limited to: 

increased accountability, local needs focus, and continuous improvement.  The 2003 DPI CTE 

Coordinator competencies were identified long before the reauthorization of Perkins V, leaving a 

question of whether the competencies are still relevant. 

 The leader of a CTE program in a secondary setting may have many different duties and 

tasks assigned to them, based on district tradition, knowledge and skills of the individuals 

performing the task, and positions of leadership filled without any formal CTE knowledge.  

Whatever the path that leads a CTE Administrator to their role, understanding the foundational 

knowledge and skills needed for the position will provide clarity and consistency in the role 

within Wisconsin school districts. 

Research Questions 

 The following questions guided this study: 
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1. What is the foundational knowledge needed for a K12 CTE Coordinator in 

Wisconsin? 

2. What are the foundational skills needed for a K12 CTE Coordinator in Wisconsin? 

Significance of the Study 

 This research is a replication of a study being conducted in other states and has the 

potential to lead to the development of a national set of standards for CTE Administrators.  A 

clearer understanding of necessary current knowledge and skills of the CTE Coordinator will 

assist university programs that develop CTE Coordinators, and help them better understand the 

knowledge and skills that should be included as part of the curriculum.  This may also help to 

inform future DPI content guidelines for CTE Coordinators.   

Assumptions of the Study 

 Since the participants in this study represented different areas of the state and different 

school district sizes and demographics, it is necessary to assume that multiple realities exist and 

that multiple voices derive from those realities.  The responses provided by the individuals 

participating in this study were derived from the experience they own as CTE Coordinators.  

Individuals invited to participate in this study were allowed to decline the offer.  Because 

participants chose to partake in this study, it was assumed they answered honestly, their 

contributions were genuine, and they had a genuine interest in participating in this research. 

Limitations of the Study 

 This qualitative study consisted of a CTE Coordinator focus group in Wisconsin.  

Because the results of the study were focused on one state, results may not be generalizable 

outside of the state.  Nationally, states choose between delivering secondary CTE in either a 

comprehensive high school model or a technical high school model (Massachusetts General Law 
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Part I Title XII Chapter 74, 2019).  Wisconsin secondary schools are comprehensive high 

schools, so the findings from this study may not be generalizable to other states with a different 

delivery model for K12 CTE.  However, the methods employed in the collection of data can be 

replicated.  Participants involved in this study possessed varying experiences and degrees, which 

could impact the perceptions of responses.  Due to the size of the focus group (five participants), 

there is potential that not all areas of the state or sizes of school were represented. 

 This study also consisted of an examination of CTE Coordinator position descriptions.  

The researcher had no control of districts that posted open positions, therefore a potential exists 

that not all areas of the state or size of school was represented.  Results from the position 

description examination may not be generalizable due to the local focus of the study, however, 

methods to collect data can be replicated. 

Definition of Terms 

 The following terms are relevant to this research and are defined here for clarity:  

 Career and Technical Education (CTE). According to the Association of Career and 

Technical Education (ACTE), “CTE prepares students with technical, academic, and 

employability skills for success in the workplace and in further education” (Association for 

Career and Technical Education, n.d.a). 

 Career and Technical Education (CTE) Administrator.  An individual who is tasked 

with leading a CTE program or department.  This is not necessarily a licensed individual.  The 

term CTE Administrator is used in the study to reference a CTE program leader outside the state 

of Wisconsin. 
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 Career and Technical Education (CTE) Coordinator.  In Wisconsin, this is an 

individual who has completed formal training in leading CTE programs and teams, and has a 

CTE Coordinator license from the state of Wisconsin. 

 Vocational Education.  Vocational education is essentially the same term as CTE, used 

up until 2004 when it was officially changed to CTE.  For the purposes of this study, vocational 

education is used in reference to CTE historically. 
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Chapter II: Literature Review 

 CTE’s role in K12 education has a focus on meeting the needs of the workforce, starting 

with the realization that too few secondary graduates were prepared for work (Gordon, 2014).  

The federal government has continued to invest funds through legislation, such as the 

Strengthening Career and Technical Education for the 21st Century Act, for the purpose of 

supporting the work of CTE to address workforce needs (Gordon, 2014).  With this allocation of 

dollars, CTE Administrators must be knowledgeable about the requirements of the federal 

legislation to ensure that funds are spent ethically and in accordance with the legislation’s 

guidelines (Clark & Cole, 2015; Zirkle, 1998). 

 In 1983, the report A Nation at Risk identified teacher and school leadership as an area 

that needed attention to ensure American students were able to compete on a global scale 

(Gardner et. al. 1983).  More recent federal education legislation has expanded on topics that A 

Nation at Risk exposed, leading to school accountability measures across the nation.  This 

accountability has changed the structure of school leadership from that of a manager to one of a 

leader influencing others, thus changing the skills required to be a school leader (Dembowski, 

2006). 

 With the passing of the most recent federal legislation impacting CTE (Perkins V 

reauthorization), accountability measures and data have become more important, requiring CTE 

Administrators who possess the most current knowledge and skills to meet the Act’s aims 

(Hyslop, 2018).  With the evolution of knowledge required for CTE Administrators and the 

changing of skills needed to be a school leader, a different structure for school leadership may be 

needed to retool and maintain relevance for CTE programs. 
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 The leader of a CTE program in a secondary setting may have many different duties and 

tasks assigned to them.  Some skills are based on tradition, talents of the individuals performing 

the task, and the need to fill positions of leadership without any formal skill training or CTE 

knowledge/experience.  Regardless of whether the person serving as CTE Coordinator has 

formal training as a CTE Administrator, a traditionally trained principal, or a CTE teacher 

charged with leading a CTE program, the foundational knowledge needed to lead should be the 

same.  Whatever the path that leads a CTE Administrator to their role, the foundational 

knowledge and skills allows for other knowledge and skills as appropriate. 

 The purpose of this study was to identify the knowledge and skills that are needed by 

current CTE Coordinators in Wisconsin within the comprehensive secondary school model.  The 

following sections present a discussion of the state of CTE programs, school leadership, and how 

CTE and the change in school leadership has led to a gap of information in the foundational 

knowledge and skills required to be a CTE Administrator in the 21st century.  This chapter will 

address CTE evolution, the current state of school administration, responsibilities unique to CTE 

leaders, CTE Administrator certification and prior research, and an examination of distributive 

leadership as an alternative school leadership structure. 

CTE Evolution 

 From the turn of the 20th Century until today, CTE has evolved from a job preparation 

curriculum to a career preparation program of study.  This change was brought about in part by 

global events such as wars and globalization of the world economy, as well as federal legislation 

to help address the global events. 

 Impact of wars.  Events in the earliest parts of the 20th Century helped to usher in what 

today is commonly referred to as Career and Technical Education (CTE) (Gordon, 2014; Miller, 
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1985).  In 1917, just prior to the United States’ entry into World War I, the Smith Hughes Act 

was passed.  This act is considered the first federal investment in secondary vocational education 

and was intended to address the fact that many high school graduates were not prepared for a 

vocation (Gordon, 2014, Zirkle, 1998).  This act created a Federal Board of Vocational 

Education, which determined at the outbreak of World War I that the Army needed mechanics, 

radio operators and technicians, among other professions.  The training for these positions took 

place in specialized classes overseen by the Federal Board for Vocational Education (Gordon, 

2014).  Upon the end of the first World War, soldiers returning required retraining to reenter the 

workforce, which is when Vocational Education became widely accepted (Association for Career 

and Technical Education, n.d.b). 

 With the outbreak of World War II, the government needed skilled, trained individuals to 

ensure the military could meet the demands asked of it.  This time the federal government 

worked closely with vocational schools to address the issue (Gordon, 2014).  Massive amounts 

of training were needed to teach people the skills they would use to support the war effort.   

Funds to support that training would also be required (Gordon, 2014).  The Korean and Vietnam 

Wars also impacted the economy with the increased need for food and greater industrial 

production.  The influence of both World Wars, Korea, and Vietnam, necessitated the technical 

skills of a workforce in order to produce the mechanized equipment to wage war as well as 

address the economic factors of a post-war economy.  A rise in unemployment rate in the 

country increased with the return of veterans from war (Gordon, 2014).  This in turn led to an 

increase in Vocational Education programing as a way to train individuals as they returned from 

war (Association for Career and Technical Education, n.d.b).  In 1944, the Servicemen’s 

Readjustment Act, better known as the GI Bill, allowed for returning veterans to choose 
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educational training programs, with many of those veterans choosing vocational paths (Gordon, 

2014).  The pattern of economic need or wars on the economy and the federal allocation of funds 

to support vocational education continued for the remainder of the 20th Century.  At this time, 

Vocational Education was focused on job preparation and considered a pathway for students who 

were not college bound (Ferguson, 2018; Malkus, 2019). 

 Federal legislation.  Once the wars were won, a large number of skilled individuals 

entered the workforce and utilized the skills they learned in vocational education classes to 

power a post-war economy (Gordon, 2014).  With a booming economy, the federal government, 

with community endorsement, embarked on a series of legislation that would expand and grow 

vocational education programs (Ackland & Tiala, 2018; Clark & Cole, 2015; Gordon, 2014).  In 

1965, the Elementary and Secondary Education Act (ESEA) was passed under the Lyndon 

Johnson administration.  One of the sections of this act created local vocational leadership 

positions, which were called Local Vocational Education Coordinators in Wisconsin (Bryan, 

1984; Sampson, 1980).  This act continued to evolve and in 1984, the first Carl D. Perkins 

Vocational Education Act, also referred to as Perkins I, focused on improving skills for a labor 

force.  The Carl D. Perkins Vocational and Applied Technology Education Act, or Perkins II, 

was reauthorized in 1990, addressing the growing need for Vocational Education to integrate 

with academics.  The Carl D. Perkins Vocational and Technical Education Act of 1998, 

sometimes referred to as Perkins III, was the first policy that incorporated academic 

accountability measures as part of federal funds for Vocational Education and allowed states to 

craft plans for state programs.  The Carl D. Perkins Career and Technical Education 

Improvement Act of 2006, commonly called Perkins IV, first introduced the concept of programs 

of study (Gordon, 2014).  The most recently passed federal legislation that provided funding for 
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CTE programs at both the secondary and postsecondary level is known as The Strengthening 

Career and Technical Education for the 21st Century Act, or commonly referred to as Perkins V, 

focuses on promoting and strengthening career education systems (Hyslop, 2018). 

 Economic impact.  Wars and federal legislation were not the only influencing factor for 

CTE over the past century.  Globalization, or the flattening of the world economic forces, 

according to Friedman (2006), meant that economies needed to adapt and adjust to meet future 

needs.  Gordon (2014) identified that Career and Technical Education, with a focus on workforce 

preparation, would be a way to address this globalization.  He identified that workers, students, 

and teachers would need to be aware of global economies to adapt to the changing workforce 

trends.  Gordon (2014) states that the focus on skills such as critical thinking and integrating 

CTE with core academics, offered a way for CTE to reimage the concept to better prepare for 

lifelong learning. 

 Job preparation to career preparation.  Throughout the history of vocational 

education, a connection can be clearly seen between career and workplace instruction (Ackland 

& Tiala, 2018; Clark & Cole, 2015).  A more current view could be as a curriculum that assists 

in the transition from student to productive citizen with a focus on lifelong learning (Stone, 

2017).  Stone (2017) also makes a point to recognize that technology and skills needed in the 

world to be a productive citizen are changing constantly, thus necessitating that CTE also teaches 

students how be effective lifelong learners (Friedman, 2006).  Miller (1985) first identified the 

concept that Vocational Education makes academic instruction relevant and fosters the 

development of lifelong learning by making education purposeful and more meaningful. 

 Today, the delivery of the CTE programs in K12 schools falls to certified teaching staff 

in a licensed area.  Preparation for these licensed areas typically includes a focused curriculum 
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on the area of licensure (Foster, Foster, Hornberger, & McNally, 2015).  Typical license areas 

include, but are not limited to: 

o Agriculture education 

o Business education 

o Distributive or marketing education 

o Health education 

o Family and consumer science education 

o Technology education 

 Modern day CTE programs make education more meaningful in a number of different 

ways.  One example includes career pathways, which were introduced, as part of Perkins IV 

reauthorization in 2006.  These pathways connect K-12 education to postsecondary education 

and careers, and are based on the National Association of State Directors of Career and 

Technical Education Consortium (NASDCTEC) career cluster model (“Career clusters”, 2019).  

These clusters were, for the most part, identified by industry sector as a way to outline the 

different types of careers available to students in CTE programs.  Within these clusters lie 

programs of study, a coordinated, advancing sequence of academic and technical content at the 

secondary and postsecondary level (Hyslop, 2018).   

In the new Perkins V federal legislation, the concept of a Comprehensive Local Needs 

Assessment (CLNA) is a way for local school districts to determine program needs and priorities 

so that students and programs are functioning with high quality and addressing local need 

(Hyslop, 2018).   

 The Association for Career and Technical Education (ACTE, n.d.a) in 2018 released a 

framework for high quality CTE programs that supports Perkins V.  This framework includes 12 
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areas detailing some additional areas beyond those outlined in the Perkins V legislation.  The 12 

areas from ACTE are: 

o Standards aligned and integrated curriculum 

o Sequencing and articulation of courses 

o Student assessment 

o Prepared and effective program staff 

o Engaging instruction 

o Access and equity 

o Facilities, equipment, technology and materials 

o Business and community partnerships 

o Student career development 

o CTSOs 

o Work-based learning 

o Data and program improvement 

With some overlap of the Perkins V elements and the ACTE framework, these identified 

elements are intended to ensure that K12 CTE is still meeting the guiding principles of career 

training/skill attainment and career exploration, but that it will be doing so in a way that allows 

programs to meet the quality and success that the communities which they serve have come to 

expect. In the state of Wisconsin, the state Department of Public Instruction has identified a 

quality program that impacts all students as having the following elements: 

o A progressive sequence of CTE courses 

o A work-based learning experience 

o Attainment of an industry recognized credential 
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o Relevant dual-credit college courses 

o Related Career and Technical Student Organization (CTSO) activities that align with 

skills (Wisconsin Department of Public Instruction, 2019). 

 In gathering stakeholder feedback for the development of the State of Wisconsin Perkins 

V plan, the University of Wisconsin-Stout Emerging Center for Career and Technical Education 

and UW-Stout Applied Research Center (2019) reported several key themes that stakeholders 

identified as important for CTE.  The themes that emerged from this work reinforced that 

modern CTE serves two purposes: career preparation (skill attainment) and career exploration.   

 CTE has often been synonymous with the notion that it was a career preparation program 

for students who were not going to attempt any type of postsecondary schooling (Plank, DeLuca, 

& Estacion, 2008).  This has been true since the passing of the Smith-Hughes Act of 1917, when 

only 1 in 30 adults were seeking postsecondary educational attainment (Gordon, 2014).  

Vocational education in its early identity led directly toward employment after graduation and 

was focused on teaching the skills needed in those jobs (Ferguson, 2018; Plank, DeLuca, & 

Estacion, 2008).  This concept was only further enforced with the focus on school accountability 

of the late 1980s all the way up until the No Child Left Behind Act of 2001 (Gordon, 2014).  

Accountability continued to perpetuate the ‘college for all’ mentality, which further relegated 

CTE to a second-class program attracting “unmotivated youths with low expectations and 

outdated training” (Plank, DeLuca, & Estacion, 2008 p. 348).   

 This notion has since been changed as evidenced by the focus on accountability in the 

most recent federal Perkins legislation (Hyslop, 2018).  Previous Perkins legislation has included 

academic attainment as a core indicator.  These academic skills have, until Perkins V, only 

examined math and reading scores.  They now also include science scores as part of the core 



24 

indicators on academic attainment.  As seen by the ACTE (n.d.) Quality CTE Program of Study 

Framework, data is part of program improvement and should be used to drive program decisions.  

In Wisconsin, the Department of Public Instruction has incorporated CTE data into schools’ 

student management systems to offer a clearer picture of CTE students and how data and 

accountability can inform future CTE programs.  Accountability measures in CTE, such as the 

Perkins V requirements and the ACTE Quality CTE Program of Study Framework, lead CTE 

Administrators to make more informed decisions, which impacts student learning (Alvoid & 

Black, 2014)  

 Miller (1985) suggested that combining CTE courses and core academic courses may 

have an impact on whether a student drops out of school by connecting education and adulthood 

careers.  This statement also demonstrates how making that connection can address the economic 

globalization of workforce training.  In an examination of data from the 1997 National 

Longitudinal Survey of Youth, Plank, Deluca, and Estacion (2008) discovered that some CTE 

classes combined with core academics may decrease the risk of dropping out of school.  They 

identified that the lowest risk was approximately one CTE course to every two core academic 

courses.  In K12, a quality CTE program can have an effect on students labeled “at risk”, but it 

can also have an impact on all students (Stone, 2017).   

 Data from the State of Wisconsin (Table 1) illustrates that in the graduation year 2015, 

students who were CTE participants (took a CTE class) advanced at a rate ten percent higher 

than students who did not take any CTE classes.  Students who were CTE concentrators (took 

three or more classes in a chosen pathway) advanced at two percent higher than just the 

participants.  The data suggests that the connection between academic skills and the relevance of 
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education connected to the world beyond secondary education has an impact on the successful 

advancement of students to the next grade or graduation. 

Table 1 

Student Progress – 2015 Wisconsin High School Graduates 

 Universe Non-Participant CTE Participant CTE 
Concentrator 

% of Population 
Graduating 

89.8 82.8 93.4 95.5 

Note. Adapted from 2015 CTEERS Basic Facts-Comparison Spreadsheet 

 Perhaps the most critical role that CTE plays in K12 education is making the connection 

between academics learned in school and skills needed in the workplace (Stone, 2017; Wisconsin 

Department of Public Instruction, 2019).  Early Vocational Education at one point was even 

thought of as a national security issue, as having the skills necessary to produce goods and 

services that can be sold on a global stage impacted the economics of the country (Stone, 2017).  

One such way to make this connection is a program called Work-based Learning (WBL), which  

integrates classroom instruction with workplace skills outside of school (Advance CTE, 2016).  

Work-based learning links secondary learning, by supporting soft skill development, numeracy 

skills, and school completions, to worksites outside of school (Stone & Lewis, 2012).  According 

to Perkins V, WBL offers students a sustained interaction with industry that is aligned to 

curriculum and instruction (Hyslop, 2018). 

 Career and Technical Education has evolved since its inception from job preparation to a 

focus on educating individuals in careers by instilling lifelong learning.  Globalization, federal 

legislation and wars helped to usher in the evolution of CTE.  It has changed from a curriculum 

that was considered lesser than the core courses of English, math, and science into a curriculum 

with academic accountability and core integration that makes learning relevant.  Federal 
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legislation continues to support CTE through a career pathway model which offers a variety of 

learning experiences for students. 

The Current State of School Administration 

School administration is defined by VanderMolen and Zinzer (2009) as the process of 

planning, organizing and operating an educational activity for achieving the objective of the 

activity.  Dembowski (2006) calls it “the function of which is to implement policy within 

established systems, roles, and procedures” (p. 36).  Both definitions offer a similar picture that 

school administration involves planning, implementation, organization, and contextual 

knowledge of the climate of the school to achieve an educational objective. 

In the first two decades of the 20th Century, when schools began to centralize from one 

room schools to the multi-space educational settings of today, early industry leaders believed that 

the administration of the school was too large a task for teacher-leaders, and the school 

administrator position was developed (Fox, 2010).  In those early days, and more recently, the 

initial role of the school administrator was a site-based role that left leaders with few in the 

building to discuss school matters and little collaboration amongst peers (Alvoid & Black, 2014; 

Gurr & Drysdale, 2018; Sebastian, Camburn, & Spillane, 2017).  The predominant task for these 

early school administrators was that of a manager, which Dembowski (2006) identified as goal 

setting, organization, and governing abnormalities.  The school manager attempted to maintain a 

status quo while ensuring that regulations were followed and met. 

Moss and Liang (1990) set off to examine leadership development in Vocational 

Education.  However, in order to identify vocational educational leadership, they first had to 

identify what was general educational leadership.  They discovered that general educational 

leadership was accomplished in four broad tasks:  
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o Inspire a shared vision 

o Foster collaboration and ownership 

o Exercise power effectively and enable others to act 

o Set the correct (external) context for the organization (Moss & Lang, 1990, p. 27) 

 What they developed can be seen in future attempts to define school administration.  For 

example, in 1998, the Interstate School Leaders Licensure Consortium (ISLLC) developed a set 

of standards for educational leaders (Murphy & Shipman, 1998).  These standards were 

developed in response to the shifting educational demands of the previous 20 years dating back 

to the A Nation at Risk report.  Since the development of these standards, many states have 

adopted them or used them to guide the development of standards for licensure programs for 

school administrators (Clark & Cole, 2015; Murphy & Shipman, 1998). The six ISLLC standards 

can be found in Table 2. 

Table 2 

Comparison of Standards and Principles for School Administrators 

WI Admin Standards Wallace Foundation 
Principles 

ISLLC Standards 

Mission, Vision, and Core Values Shaping a vision of 
academic success for all 
students 

Facilitating, developing, 
implementing, articulation, and 
stewardship of a vision 

   
Ethics and professional norms - Acting with integrity, fairness, 

and in an ethical manner 
   
Equity and cultural 
responsiveness 

- Understanding the political, 
economic, social, legal, and 
cultural context of education 

   
Curriculum, Instruction, and 
assessment 

Improving Instruction Managing the organization, 
operations, and resources to 
promote learning 

   
Care and support Creating a climate 

hospitable to education 
Sustaining a school culture that 
is conductive to student 
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learning and professional 
growth 

   
Professional capacity of school 
personnel 

Creating a climate 
hospitable to education 

Sustaining a school culture that 
is conductive to student 
learning and professional 
growth 

   
Professional community Cultivating leadership in 

others 
Sustaining a school culture that 
is conductive to student 
learning and professional 
growth 

   
Meaningful engagement - Collaborating with families, 

community, and mobilizing 
community resources 

   
Operations and management Managing people, data 

and processes to foster 
school improvement 

Managing the organization, 
operations, and resources to 
promote learning 

   
School improvement Managing people, data 

and processes to foster 
school improvement 

- 

   
Ten Teacher Standards - - 
   
Note. The author aligned the standards and principles to show similarities (Clark & Cole, 

2015; Murphy & Shipman, 1998; Wallace Foundation, 2012; Wisconsin Department of Public 

Instruction Administrator Standards, 2019). 

 Around this same time, the Wallace Foundation (2012) developed five key 

responsibilities that a school administrator should be able to perform.  Those five responsibilities 

shared many of the same skills as the ISLLC (Table 2).  A clearer picture of the roles and duties 

of a school administrator began to form when examined under the context of these standards and 

responsibilities. 

 As an example, in Wisconsin, 11 administrator standards have been adopted by the 

Department of Public Instruction (Wisconsin Department of Public Instruction, n.d.a).  An 
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examination of the 11 standards reveals several connections to the ISLLC standards and to the 

Wallace Foundation responsibilities (Table 2). 

 Leader and manager.  Merriam-Webster defines a leader as a person who leads: such as 

a person who has commanding authority or influence.  This influence relies on the leader 

demonstrating the values or culture of organization (Kouzes & Posner, 2010a; Kouzes & Posner, 

2010b; Wheatley, 2006).  Leading a school or a program within a school requires the same trait-

modeling behavior. 

 Utilizing the standards from the ISLLC, the role of the school administrator of today is 

not the same as in the past.  Murphy and Shipman (1998) stated that schools will become 

knowledge-producers with students becoming more active in their education.  This suggests that 

the ISLLC standards include instruction as part of curriculum delivery, as education shifts from 

the delivery of curriculum (teachers as the knowledge authority) to focus on learning (teachers 

acting as educational facilitators). 

 With the focus of education today on accountability, the impact the school administrator 

has on students directly relates to their ability to impact staff and the school climate (Sebastian, 

Allensworth, & Huang, 2016; Clark & Cole, 2015; Dos & Savas, 2015).  Dembowski (2006) and 

Hermann (2016) identified that the once-important role of school administrators being managers 

of schools is shifting to becoming leaders of schools, which can be identified as predicting the 

needs of an organization, developing a vision for the organization, and motivating staff to make 

the vision come about.  Hess and Robinson (2006) support the concept of a leader having a 

vision and working to move an organization toward that vision.  One begins to see a call for both 

leadership and management in school administration (Dembowski, 2006; Wallace Foundation, 

2012). 
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 To better understand this shift, a definition of a manager must be examined.  According 

to Dembowski (2006), management is the focus on consistency and order, and it keeps an 

organization going well with little interference from the individual.  The American Management 

Association (AMA) describes a manager as someone whose power is derived from the position 

they hold and who is accountable for achieving organizational objectives through the actions of 

subordinates.  This definition fits well the picture of the single school administrator, a title for 

someone who maintains an organization.  Yet if not done in such a way as to minimize 

instructional interruptions, even the best manager will fail (Sterrett, Parker, & Mitzner, 2018). 

 Leadership in education can be defined as the ability to influence a group towards a 

defined goal; it is about predicting the needs of the future, discovering where the organization 

needs to go, and developing an approach to influence people to make it so (Dembowski, 2006; 

Zakaria, Jizat, & Zakaria, 2015).  Leadership is not always a title that is derived.  Anyone can 

assume the role of leadership regardless of the position which they hold, however, administrative 

positions tend to offer more opportunity for people to lead (Dembowski, 2006; Moss & Liang, 

1990).  In contrast to the calm waters of management, leadership often means being the change 

agent and navigating the fast-moving waters of a system full of change (Dembowski, 2006; 

Murphy & Shipman, 1998; Moss & Liang, 1990).  Educational leaders in the era of the ISLLC 

standards are charged with developing the vision of the school and implementing said vision.  

The ability to do so with accountability measures will require less and less management and 

more and more leadership (Murphy & Shipman, 1998). 

 The idea that schools need both managers and leaders becomes more and more critical to 

shape the vision of success for all students (Dembowski, 2006; Sebastian, Allensworth, & 

Huang, 2016; Wallace Foundation, 2012).  This impact on students is witnessed by the leader 
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and manager being able to empathize with staff, understand the school environment, support 

classroom instruction, be a part-time human resources individual, and equip staff with the tools 

necessary to move toward a shared mission and vision to improve teacher motivation and the 

school climate (Balyer, Ozcan, & Yildiz, 2017; Dembowski, 2006; Dos & Savas, 2015; Sterrett, 

Parker, & Mitzner, 2018; Wallace Foundation, 2012). 

 Dembowski (2006) indicated that the role of leader and manager complement each other.  

The leader acting as the change agent relies on the manager to ensure that processes are being 

preserved as change happens.  This would be similar to a school principal relying on the CTE 

Administrator to interpret spending Perkins funds for a teacher request.  The principal would rely 

on the expertise of the CTE Administrator to make the correct judgement if funds should be 

spent.  It could also be interchangeable.  The CTE administrator could be acting as the generalist 

and the principal acting as the specialist.  Depending on the situation, the function of the CTE 

Administrator and the principal could change to best reflect the organizational goals and vision.  

Regardless of who is acting as the generalist or the specialist, the roles complement each other 

and work towards demonstrating the culture of the organization. 

 Accountability impact.  The 1983 report A Nation at Risk, stated that society was being 

eroded and thus the nation risked falling behind other nations (Gardner et. al. 1983).  Along with 

calling for the enhancement of mathematics and science curriculum, it called for the immediate 

need to improve society, focusing on doing so by improving the teaching staff across the nation 

along with the teacher leadership (Gardner et. al. 1983).  This shift in focus essentially was the 

genesis of the change for school administrators from managers to leaders.  As globalization of 

world economies began, becoming a lifelong learner became more important (Gordon, 2014).  
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Globalization necessitated the increase in accountability and changed what it meant to be 

successful as a secondary school. 

 In 2001, the reauthorization of the ESEA, the No Child Left Behind law, drew an even 

sharper focus on school accountability, but this law also put the focus of school performance on 

the school administrator (Mitani, 2019).  This performance-based policy attempted to motivate 

educators and administrators to improve school and student outcomes.  With the spotlight on 

school administrators, schools actually had higher turnover rates of school administrators 

(Mitani, 2019). 

  With the change in legislation, several specific areas became school administrators’ 

focus for accountability: data, curriculum, pedagogy, and human capital (Alvoid & Black, 2014).  

This focus on accountability also caused school administrators to work much more intentionally 

to ensure that their teachers were performing at a high level (Sterrett et al. 2018).  One way 

administrators ensure a high level of performance by teachers was to be highly involved in the 

evaluation process.  However, a byproduct of this was an increased amount of time that 

administrators spent on the evaluation process for teaching staff, leaving less time for other tasks 

(Alvoid & Black, 2014). 

 A study of Chicago school administrators, it was discovered that with all of the 

requirements of teacher observations--preconference, post conference, and data management 

along with the actual observation of the teachers--administrators were spending an average of six 

hours on observation multiplied by the number of teaching professionals in the school (Alvoid & 

Black, 2014).  This additional time requirement, a lack of what administrators felt as training and 

support, and the advancing average age of the school administrators left many in the profession 

feeling that the job of school administrator was no longer sustainable (Mitani, 2019; Alvoid & 
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Black, 2014).  This resulted in a shortage of school administrators, leading to a potential 

catastrophe of school leadership (Alvoid & Black, 2014).  Accountability’s perhaps unintentional 

impact has left school administrators feeling unprepared and pressed for time to complete 

necessary tasks of the job (Alvord & Black, 2014). 

 In education, leadership was identified as someone who sets the vision of the school and 

influences individuals toward that vision.  Standards for educational leaders were developed to 

help identify how educational leaders can accomplish moving organizations towards goals.  It 

also takes some management as well as leadership skills to mobilize people to work together to 

meet organizational goals.  However, too much management or leadership will not be successful.  

With the globalization of the world economies, accountability has become essential to ensure 

school administrators are being successful with an effect of prioritizing leadership over 

management. 

Responsibilities Unique to CTE Leaders 

 From the earliest days of Vocational Education, the authors of the Smith-Hughes Act of 

1917 believed qualified supervisors were needed to ensure funds were used in a way to support 

Vocational Education (Zirkle, 1998).  Miller (1985) recognized that it was important for those 

individuals leading vocational programs to also have some professional work experience and the 

skills related to it.  The purpose of this leadership position, like all leadership positions, was to 

drive an organization towards an objective, in this case towards Vocational Education 

(Dembowski, 2006; Dos & Savas, 2015; Kouzes & Posner, 2010a; Mitani, 2019; Moss & Liang, 

1990; Zakaria et al. 2015). 

 CTE Administrator positions have much in common with other educational leaders.  

Examples of this can be found in the knowledge of content, moving an organization towards a 
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defined goal, and setting the vision of the program (Bryan, 1984; Clark & Cole 2015; 

Dembowski, 2006; Mitani, 2019; Zakaria et al. 2015).  The breadth of knowledge to effectively 

lead CTE programs goes beyond that of other school administrators because of its diverse field 

of study.  This leadership position looks different according to the literature, starting with the 

concept that the CTE Administrator must understand the purpose of career education, the federal 

Perkins legislation, academic integration, and the focus on CTE accountability (Bryan, 1984; 

Miller, 1985; VanderMolen & Zinzer, 2009; Zirkle, 1998).  Many of the skills that CTE 

Administrators need as identified by Bentley (1977) are not found on traditional educator 

administrator licensing programs (as cited by VanderMolen & Zinzer, 2009).  The skills 

identified specific to CTE Administrators include: 

o Organize an advisory committee to influence CTE programs  

o Determine community needs 

o Prepare CTE facilities 

o Purchase and install equipment 

o Locate and obtain funding and prepare proposals 

o Evaluate, recruit and train vocational personnel 

o Develop or select curriculum 

o Establish rapport with teachers 

o Develop budgets and fiscal management strategies for CTE programs 

o Perform periodic program evaluation 

o Promote and update programs 

 This list offers some items that are present in both CTE administration as well as the 

general school administrator.  However, because CTE is so closely aligned with business and 
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industry through curriculum, equipment, facilities, and workforce training, these items remain 

unique to CTE Administrators (Clark & Cole 2015; Moore, Crudup, & Vander Wall, 1992; 

Pawlowski, 2012; UW-Stout Emerging Center for Career and Technical Education Excellence & 

UW-Stout Applied Research Center 2019). 

 Offering a challenge for CTE Administrators is the scope of CTE programs.  Typically, 

these programs require additional support (funding and equipment) to teach industry standards 

(Ardon & Fraser, 2015).  Regardless of the size of the program, the need to purchase expensive 

equipment and to maintain that teaching equipment can be cumbersome, adding to what makes 

CTE administration unique from traditional school administrators (Ardon & Frasier, 2015; 

Arnett-Hartwick & Cannon, 2019). 

 Clark and Cole (2015), VanderMolen and Zinzer (2009), and Zirkle (1998) identified 

several areas of knowledge and skills that are unique to CTE Administrators.  The areas are 

business partnerships, Perkins funding, CTE data and accountability, and CTE curriculum. 

 Business partners.  Maintaining relevance in the role of CTE Administrator means 

knowing the craft as well as the intimate details of the community which one serves, along with 

frequent retooling (Bryan, 1984; Riley, 2013; Zirkle, 1998).  One way for CTE Administrators to 

maintain relevance is to form meaningful relationships with business and industry partners 

(Clark & Cole 2015; Moore, Crudup, & Vander Wall, 1992; UW-Stout Emerging Center for 

Career and Technical Education Excellence & UW-Stout Applied Research Center, 2019).  In 

the Wisconsin stakeholder report for the preparation of the Perkins V state plan, the topic of 

industry partners was discussed numerous times.  The stakeholders identified partners as critical 

to educating youth by making curriculum relevant and becoming champions of the program; they 
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understand the impact the CTE program has on the community through economic impact and the 

development of a business and industry mindset (Pawlowski, 2012). 

 One critical part of a CTE program that requires leadership, yet is seldom found and for 

the most part not learned through traditional school administration programs, is the interaction 

with advisory boards (Clark & Cole 2015; VanderMolen & Zinzer, 2009; Worth & Gleckner, 

2018).  An advisory board consisting of experienced industry individuals would help a CTE 

Administrator determine curriculum and program outcomes.  The nature of industry and 

workforce needs can change at a rate faster than CTE programs can (Pawlowski, 2012).  This 

potential for short CTE curriculum lifespans offers the opportunity for partners to become 

involved in programs and influence student outcomes.  The rapid change in industry and its 

impact on the community creates the opportunity for industry experts to also advise on the 

purchase of equipment.  In a study of new and veteran technology educators in Illinois, Arnett-

Hartwick and Cannon (2019) identified that the number one reason educators left the profession 

was due to a lack of equipment.  All of these areas offer ways for business and industry partners 

to be involved in CTE programs and drive the specific nuances of CTE programs that are 

different from school administrators.   

 Federal Perkins funding.  Unique to CTE Administrator positions are also intimate 

knowledge of specific federal funding and the ethical and responsible disbursement of those 

dollars (Fletcher Jr. et al. 2015; Gurr & Drysdale, 2018; Malin & Hackmann, 2016).  The 

Perkins Act is different from other federal programs because it provides funds to support the 

skills and development of students who participate in CTE programs (Malin & Hackmann, 

2016).  Part of this legislation is also integrating CTE coursework with core curricular areas such 

as math and science (Malin & Hackmann, 2016; Fletcher Jr. et al. 2015).  As each state is 



37 

responsible for the development of CTE plans regarding how to spend the funds, it becomes 

critical that the local CTE Administrator is knowledgeable of the state plan to ensure that local 

programs are following it (Bryan, 1984; Riley, 2013). 

 Established as part of the Perkins IV legislation in 2006 was the requirement to develop 

programs of study (POS; Cole, Foster, Foster, & McNally, 2014; Malin & Hackmann, 2016).  

According to Cole et al. (2014), a program of study is a sequence of courses designed to 

introduce, develop, and reinforce academic and technical skills in an occupational field or career 

cluster. When created, they consisted of a considerable amount of work gathering labor market 

data, knowledge of local capacity for the career, and integrating other core program areas such as 

English and math with CTE (Clark & Cole 2015; Malin & Hackmann, 2016).  CTE experts 

indicate the development of effective programs of study and leading a CTE program do not 

necessarily equate to knowing and understanding Perkins legislation; skills are required by 

effective CTE Administrators (Worth & Gleckner, 2018). 

 As CTE advances and continues to retool, new challenges arise.  In the summer of 2018, 

the federal government passed the Strengthening Career and Technical Education for the 21st 

Century Act, now referred to as Perkins V, which reauthorized federal funding for CTE (New 

report: 2017 state CTE policy review, 2018).  This reauthorized legislation has a focus on equity, 

which means bringing CTE to all.  Also, the Wisconsin state plan for Perkins V includes the 

attainment of industry-recognized credentials (IRCs) as part of a program of study.  An IRC 

according to ACTE is proof of an individual’s skill through a third party.  In the case of CTE, the 

third party is often a business and industry partner who may be an advisory committee member 

for a CTE program.  These IRCs are specific skill tests that demonstrate students are proficient 

as opposed to testing their knowledge only (Hyslop, 2018; Riley, 2013).  
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 CTE data accountability.  Prior to No Child Left Behind, the measure for success in an 

educational setting was graduation (Gordon, 2014).  NCLB focused a heightened emphasis on 

accountability academically.  Perkins IV, which was passed by Congress shortly after NCLB, 

focused on more than only financial accountability; it also included academic accountability. 

 The idea of accountability is not new to the world of CTE.  Dating back to the initial 

federal legislation that provided funding to enhance and promote Vocational Education, some 

sort of data collection has been required to ensure the federal monies are having an effect on 

Vocational Education.  Federal indicators were introduced as part of the Perkins IV legislation of 

2006 and continues to be a focus in the new Perkins V (Perkins Collaborative Resource Network, 

n.d.).  These indicators specifically monitor CTE concentrators (students enrolled in three or 

more CTE course) in areas such as math, science, work-based learning, and industry credentials.  

Stone and Lewis (2015) offer an example of how CTE can address the accountability measure of 

math.  They demonstrated that teaching math from an applied approach can impact CTE.  

“Teaching in occupational context” (p. 22) impacts students, specifically ones that traditionally 

struggle in academic classes.  The results from their research demonstrated that students taught 

with the contextualized model of math performed as well on ACT tests and WorkKeys tests as 

students who did not have contextualized instruction (Stone & Lewis, 2015). 

 Data from ACTE and Advance CTE identified 42 states of 49 who enacted policies 

related to CTE and accountability (New report: 2017 state CTE policy review, 2018).  Some 

states, including Wisconsin, now include career readiness as part of the Every Student Succeeds 

Act (ESSA) and for the first time focus accountability for schools on more than purely academic 

achievement. These accountability measures also connect to ACTE’s (n.d.) Quality CTE 

Program of Study Framework and can be used to guide CTE programs through local evaluation 
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processes.  In some states, accountability policies address aligning data sources so that long 

range data on CTE can be gathered.   

 Curriculum hierarchy.  In Wisconsin, state high school graduation requirements include 

minimum requirements for entrance into a traditional four-year university, however, no CTE 

credits are required for graduation (Wisconsin Department of Public Instruction, n.d.b).  CTE 

Administrators require knowledge and skills in order to continuously validate the existence of 

the curriculum (Plank et al. 2008).  The reputation of CTE remains that it is inferior to other 

curricular areas and because of that, CTE continues to fight for its place amongst school 

curriculum (Gordon, 2014; Moss & Liang, 1990).  In some cases, CTE programs are on the 

decline due in part to the notion that it is a curriculum that does not belong in secondary settings, 

which could be due partially to the philosophy of the local education system. 

 The struggle for validation could also be attributed to the fact that in some schools CTE 

instructors are difficult to find and positions go unfilled (Fletcher Jr., Gordon, Asunda, & Zirkle, 

2015).  This is in part due to the fact that many of the skills of CTE teachers are desired by 

business and industry alike (Wisconsin Department of Public Instruction, 2019). Wage 

comparisons for secondary CTE teachers and that of a private industry make it difficult to attract 

potential teachers; wages are typically higher in industry than in teaching.  This creates yet 

another unique circumstance for CTE administrators that is different than most K12 leaders.  In 

order to help fill these teaching gaps, states have been willing to look for other ways to certify 

teachers in established CTE fields such as agriculture, business, marketing, health science, 

family consumer science, and technology education.  Widening the knowledge gap between CTE 

Administrators and traditional K12 leaders is the concept of alternative licensing options for 
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certifying CTE teachers.  In most cases, that means offering credit for work experience (Fletcher 

Jr., Gordon, Asunda, & Zirkle, 2015; Moss & Liang, 1990).   

 This struggle for validation is in contrast to the “skills gap”, where many adults entering 

the workforce do not have the skills required of employers (Moss & Liang, 1990; Riley, 2013).  

The demand for a skilled workforce is evident, yet graduates of secondary school systems are not 

learning these desired skills (American Fastener Journal, 2016).  This validation issue also 

directly contrasts with the premise that CTE addresses the needs of the workforce (Gordon, 

2014).   

 Special populations.  Special populations have been a part of Perkins accountability for 

many years.  As part of reporting purposes, data on special populations and their involvement in 

CTE programs was a way to help ensure that all populations were receiving access to CTE 

programming.  With the increase in accountability for Perkins V, an increase in who exactly 

makes up a special population was also expanded.  The definition of special populations from the 

Perkins V legislation includes: 

o individuals with disabilities 

o economically disadvantaged families 

o individuals preparing for non-traditional fields 

o single parents 

o out-of-workforce individuals 

o English learners 

o homeless individuals 

o youth in or aged out of the foster care system 

o youth with a parent in or on active duty with the military (Hyslop, 2018) 
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 CTE encompasses unique intricacies that require CTE Administrators to acquire 

additional knowledge beyond that of a school administrator.  These identified unique 

characteristics have direct impacts on CTE program quality and helps to validate a CTE 

curriculum as a way to train the future workforce. 

CTE Administrator Certification and Prior Research 

 Like most professionals, teachers and administrators in the secondary setting are required 

to be certified by state departments of education or boards of education.  A certification or 

license allows an individual to practice their craft and ensures that the holder of such certification 

has learned and demonstrated specific skills that are associated with the practices (Zirkle, 1998).  

As education transitioned from the one room school house to the institutions we have come to 

expect today, it was thought that leaders or people in positions of control should be certified as a 

way to demonstrate they knew how to practice as a leader (Campbell et al. 1987, as cited in Fox, 

2010).  For the past century, school administrators must be certified in order to perform the task 

of leading their staff (Zirkle, 1998; Zirkle & Jeffery, 2017).  As part of the certification process 

for school administrators, two-thirds of states require a minimum of a master’s degree to 

complete the process (Zirkle, 1998; Zirkle & Cotton, 2001; Zirkle & Jeffery, 2017). 

 Clark and Cole (2015) and Riley (2013) stated that all of the responsibilities of a general 

school administrator are needed to lead a Vocational education program, along with all of the 

additional CTE related background and knowledge discussed in a previous section.  Clark and 

Cole (2015) also made clear that the knowledge required for CTE administration goes beyond 

that of the ISLLC standards.   

 Zirkle and Cotton (2001) also stated that shortage of CTE administrators is a complex, 

far-reaching issue.  The shortage of CTE teachers is also having an impact on the future of CTE 
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leadership.  With fewer CTE teachers, fewer people are meeting the minimum requirement of 

having three years teaching experience to earn a CTE administrator license (VanderMolen & 

Zinzer, 2009; Zirkle & Cotton, 2001).  Adding to the issue is also the aging population of current 

administrators (VanderMolen & Zinzer, 2009; Zirkle & Cotton, 2001; Zirkle & Jeffery, 2017).  

Retirements are at an all-time high and as already stated, CTE teachers are in short supply (Clark 

& Cole, 2015; Zirkle & Cotton, 2001).  An increased workload, stress, low salary, and/or 

increased accountability are also driving some current CTE administrators to leave the profession 

(VanderMolen & Zinzer, 2009). 

 In response to the decline in prospective CTE administrators, some states moved towards 

no longer requiring a separate CTE administration certificate (Riley, 2013; Zirkle, 1998; Zirkle 

& Cotton, 2001).  The idea of reducing certification requirements to help ease a shortage of a 

position is not new.  The ISLLC standards detail information regarding being an educational 

leader, but they do not speak to the need or requirement for content specific knowledge (Murphy 

& Shipman, 1998; Zirkle, 1998).   

 Dembowski (2006) identified that a leader creates a vision and advances that vision by 

influencing people around them.  This suggests that leaders have a vison of the greater view of 

an organization.  Kouzes and Posner (2010a; 2010b) and Wheatley (2006) state that the leader 

influences an organization by modeling the culture and values.  When identifying that states are 

removing CTE administrator certifications, it also suggests they may also be removing the 

certification of the individual responsible for the greater vision of the program.  Zirkle and 

Cotton (2001) identified that in states with robust CTE programs, teacher licensure for CTE 

administrators has remained as a requirement.  States with robust CTE programs have a pool of 
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people with CTE backgrounds who can step into the CTE leadership role.  States without robust 

programs are decreasing the requirements in order to find CTE Administrators. 

 Certification for CTE Administrators is not a requirement in many states.  According to 

Zirkle and Jeffery (2017), only 16 states required a specific CTE Administrator certificate in 

2017.  That number is down from a study conducted by Bowers (1979), when it was as high as 

34 states.   

 In states where certification is not required, Clark and Cole (2015) noted that a school 

principal or other administrator may be placed in charge of a CTE program.  This raised the 

concern that this individual may not have had any formal training related to CTE (Zirkle, 1998).  

Clark and Cole (2015) stated that without CTE knowledge, a leader could be doing a disservice 

to students, industry, and local communities by not leading a program effectively.  They also 

stated that a principal certification alone would not be enough to effectively lead a CTE program.  

This is through no fault of the leader; they simply were not prepared for the role of CTE 

Administrator.  

 CTE Administrator preparation programs are on the decline.  Zirkle and Jeffery (2017) 

identified 18 CTE administrator programs across eight states. In 2005, they noted 43 

colleges/universities had CTE Administrator preparation programs.  With the literature stating 

that part of a robust CTE program is requiring a well-trained CTE Administrator, this identifies a 

gap for CTE programs. 

 CTE Administrator Certification in Wisconsin.  The responsibilities of a CTE 

Coordinator in Wisconsin were first defined in 1965.  The Department of Public Instruction 

launched a pilot, in response to the newly-enacted federal Vocational Education Act of 1963.  

One stipulation of the pilot program was that a leader from within the school district be identified 
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to serve as the Local Vocational Education Coordinator.  Of the 60 school districts that submitted 

applications, 34 were selected, and thus the position was born (Samson, 1980).  This pilot was 

successful enough that in the 1967-68 school year, the first appointments of LVEC’s occurred 

(Bryan, 1984).  Until 2003 the term LVEC was used for the position.  In 2004, the term was 

changed in Wisconsin to Career and Technical Education Coordinator (CTEC), again in response 

to the federal Perkins Act of 2006.   

 In that initial pilot plan, the LVEC had a job description as director and consultant of the 

overall Vocational program (Samson, 1980).  The initial role of the individual fulfilling the 

LVEC position was to be the general advocate for Vocational Education, spokesperson for 

programming, and liaison between school districts and the Department of Public Instruction 

(DPI) (Samson, 1980).  Today, to be certified as a CTEC in Wisconsin, one must address the 15 

benchmark standards established by the Department of Public Instruction (Wisconsin 

Department of Public Instruction, 2003).  These benchmark standards help to clarify what a CTE 

Administrator in Wisconsin should know, but not what skills are needed to perform them.  The 

standards are: 

o Planning and advocating for CTE 

o Knowing and promoting CTE programs 

o Knowing and promoting CTE co-curricular programs 

o Knowing and promoting CTE work-based learning programs 

o Program evaluation and improvement 

o Developing relationships to support CTE program goals 

o Developing and managing budgets and grants 

o Gathering and analyzing CTE data 



45 

o Using standards to select and supervise personnel 

o Assessing needs and delivering professional development opportunities 

o Engaging in practices conductive to continuous improvement 

o Knowing the relationship between career development and CTE 

o Providing leadership in promoting postsecondary options for students 

o Integrating CTE academic standards into PK-12 curricula and assessment 

o Knowing the roles and responsibilities of working in profit-making business 

environments (Wisconsin Department of Public Instruction, 2003) 

 In Wisconsin when the LVEC position was first being developed, it was accepted that 

superintendents did not know what they did not know about Vocational Education, thus the 

position was created (Bryan, 1984).  The previous section described some of those unique 

differences specific to CTE.  In the most recent stakeholder feedback that was gathered as part of 

the development for the state plan in response to the Perkins V legislation, it was found that 

stakeholders desired CTE Administrators (regardless of certification) to have an understanding 

of the value that CTE offers (UW-Stout Emerging Center for Career and Technical Education 

Excellence & UW-Stout Applied Research Center, 2019). 

 In their study of CTE leadership in Wisconsin, Worth and Gleckner (2018) discovered 

when they sent surveys to superintendents asking who provided leadership for their districts’ 

CTE program, the responses were different from the information provided by Clark and Cole 

(2015) regarding CTE Administrator certification.  The majority of respondents in Wisconsin 

said that a CTE teacher was responsible for CTE program leadership, with principal, 

superintendent, and director of learning/curriculum rounding out the top four.  With literature 



46 

expressing that CTE Administrators have knowledge of the CTE content along with 

administrative knowledge, it appears that in many Wisconsin districts this is not the case. 

 CTE administrator research.  Several other studies tried to clarify what the role of the 

CTE Administrator was in school districts, regardless of their titles.  Valentine and Others and 

Colorado State University, F.C.D. of V.E. (1979) clarified the responsibilities for tasks 

performed by local Vocational directors in the state of Colorado.  In their report, they identified 

some key duties of Vocational administrators as: 

o Business and financial management 

o Program planning, development and evaluation 

o Facilities and equipment management 

o Instructional management 

o Student services 

o Personnel management 

o Community and school relations 

o Professional relations (Valentine, And Others, & Colorado State University, F.C.D. of 

V.E., 1979) 

 Moore, Crudup, and Vander Wall (1992) conducted a study in North Carolina of school 

administrators, CTE teachers, and local Vocational directors.  The purpose of the study was to 

identify the current and desired role of the local Vocational director.  The findings of this study 

indicated that directors needed to do a better job communicating what they were doing with 

principals and teachers.  An interesting finding from the study was that directors, principals and 

teachers all wanted the director to be active in the promotion of the program with the community 

(Moore, Crudup, & Vander Wall, 1992).  What was missing from this study was the focus on 
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accountability.  However, when examining the timing of this study, it took place prior to the 

implementation of Perkins IV and the No Child Left Behind Act, which focused much more 

heavily on accountability.  

 VanderMolen & Zinzer (2009) discovered some of the tasks that practicing CTE 

Administrators felt were important included, recordkeeping, personnel management, and school-

community relations.  Yet with this information, the practicing CTE Administrators stated that 

the majority of their time was spent on program planning, integration of academic and CTE 

curriculum, and student services (VanderMolen & Zinzer, 2009). 

 It is interesting to see that from the first study by Valentine and Others and Colorado 

State University, F.C.D. of V.E. (1979) through VanderMolen & Zinzer (2009) several of the 

tasks identified remained the same such as program planning, business partnerships, and 

community relations.  Moss et al. (1992) identified program promotion as a difference, yet when 

considering the community involvement, it could still be considered a focus on partnerships.  

 Certification for CTE Administrators appears to be important, given that the literature 

indicates CTE Administrators require knowledge and skills that are often above and beyond 

those required of a school leader.  Lack of a CTE Administrator appears to leave leadership 

positions in the hands of individuals who may not have the knowledge and skills needed to 

successfully perform the role, which may affect the quality and perhaps the existence of CTE 

programs. 

Distributive Leadership in K-12 Schools 

 With the responsibilities of school administration increasingly focused on accountability, 

the typically-vertical organizational structures that have existed in education for decades are 

changing to adapt (Alvoid & Black, 2014; Murphy & Shipman, 1998).  Gronn (2003) stated that 
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the idea of leader/follower is no longer adequate to describe the world of educational leadership.  

The evolving picture of school structure shows that the leadership of the school now falls to 

multiple individuals, some with and some without formal leadership titles (White & Smith, 

2012).  Naicker and Mestry (2013) recognized that because of the increasingly complex school 

structures of the current educational climate, organizational change will be required.  This 

change will also require that leaders be more flexible and examine the possibility of distributing 

leadership duties. 

 Distributed Leadership Theory is the reorganization of leadership from one leader to 

include many leaders across the organization (Hermann, 2016; Malin & Hackmann, 2016; 

Murphy, Smylie, Mayrowetz, & Louis, 2009; Spillane, 2006).  Spillane (2006), the expert in 

distributed leadership that all others point to, states titles are not necessary when reorganizing 

through this theory.  In a school setting, teacher leaders present an acceptable way to distribute 

leadership (DeFlaminis, Abdul-Jabbar, & Yoak, 2016; Spillane, 2006).  This can be 

accomplished by spreading leadership throughout an organization, including to both individuals 

and teams (Hermann, 2016; Spillane, 2006).  Distributive leadership can be described by two 

unique aspects: leader-plus and the leadership practice (Spillane, 2006).  The leader-plus aspect 

recognizes that a leader is critical to an organization but they rely on support to perform their 

role.  The leadership practice aspect focuses on the interactions of leaders and the followers, and 

the situations in which they operate (Harris, 2008; Spillane, 2006). 

 The leader-plus.  When describing the leader-plus aspect of distributive leadership, 

Spillane (2006) uses the example that Microsoft would not be where it is today without Bill 

Gates, but working alongside Mr. Gates was Steve Ballmer, who was the CEO of the company 
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Gates owned.  The leader depends on the partnership of trusted individuals to assist in executing 

the goals of the company.   

 However, none of this would be possible without the leader and partner knowing and 

understanding the common goals of the organization (Hermann, 2016; Spillane, 2006).  

Communication was a critical theme from the research of Hermann (2016) when she examined 

distributed leadership in four schools.  Regardless of who the partners were, an individual or a 

team of teachers, everyone must know the goal of the organization in order to work towards 

making that goal a reality, and communication was critical to achieving positive outcomes.

 Spillane (2006) has identified leadership function as one way to distribute leadership.  

Function, in this case, means a generalist or a specialist.  For example, a principal acting as a 

generalist would be responsible for the physical function of the school building while a 

specialist, such as a CTE Coordinator, would be responsible for subject area knowledge.  Figure 

1 demonstrates a function distribution of leadership. 
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Figure 1. Example of leader-plus function distribution. 

 Leadership distribution also depends on the subject matter being discussed (Spillane, 

2006).  School leaders prioritize subject areas differently based on previous experiences.  This 

could lead to an identified school leader being more involved in one subject area and less 

involved in others.  This could also be due to the lack of knowledge or understanding of a subject 

area, particularly when CTE’s differences are considered (Clark & Cole, 2015; Zirkle & Cotton, 
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2001).  The leader-plus aspect may help to minimize the lack of understanding by distributing 

leadership to a specialist such as a CTE Coordinator. 

 The concept of leader-plus is easy to visualize, yet how it is arranged may not be.  

Spillane (2006) provides three ways to arrange the leader-plus.  The division of labor 

arrangement clearly defines what leadership responsibilities are assigned to which leader.  For 

example, the assistant principal is responsible for all student discipline, while the CTE 

Administrator is responsible for the school adhering to Perkins requirements.  

 The arrangement of co-performance in a distributive leadership model suggests that 

leadership functions are performed simultaneously (Spillane, 2006).  For example, creating 

professional development for CTE teachers would be completed by a generalist such as the 

principal as well as by a specialist such as the identified CTE Administrator. 

 The third arrangement of leadership is the parallel performance model.  In this 

arrangement, two leaders perform the same or very similar tasks. The collaboration among 

administrators is key.  For example, with student accountability measures, the CTE Coordinator, 

in collaboration with the school administrator, can identify ways that the CTE faculty can 

address reading or math achievement in their curriculum and instruction.  The CTE 

administrator’s knowledge about the integrated nature of CTE curriculum can help them connect 

district student achievement targets to the CTE areas with coordination and purposeful 

duplication (Spillane, 2006).  At first this may seem redundant, but this purposeful redundancy is 

actually intentional.  A CTE Administrator working in parallel with a school principal could 

promote a vision of a new curriculum adoption, each reinforcing how the curriculum impacts the 

organizational vision.  
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 The goal of distributive leadership in any of the three arrangements is the same: moving a 

group of individuals towards the goals of the organization.  Spillane (2006) provides the example 

of the good cop/bad cop scenario.  They both work towards a common goal but take different 

approaches to achieve those goals.  A principal with an organizational goal to improve literacy 

rates for students in reading working with a CTE Administrator promoting technical literacy 

within CTE curriculum is an example of how goals drive distributive leadership. 

 Professional Learning Communities (PLC) are one way to think about distributive 

leadership with research supporting its impact on students.  DuFour and DuFour (2013) are the 

leading experts in PLC work and they define PLCs as a process where educators work 

collaboratively in groups to obtain results for student learning.  The research of Wilson (2016) 

suggests that school change occurs with PLCs and this also positively impacts school 

accountability by increasing student achievement.  PLCs typically lead to teams of educators 

working together towards a common goal with a focus on learning (Brown, Horn, & King, 2018; 

DuFour, DuFour, Eaker, & Many, 2013; Hoaglund, Birkenfeld, & Box, 2014).  Leadership and 

collaboration are two common themes that appear in PLC work (Brown, Horn, & King, 2018).  

Small groups of teams spread across a school is a structure for leader-plus distributive 

leadership. 

 The research of Hermann (2016) identified that collaboration is a critical part of 

distributive leadership.  The PLC structure sets up a way for teams to collaborate within a school 

setting.  The CTE Coordinator, along with a content area CTE teaching team (Family and 

Consumer Science, for example) could encompass a leader-plus distribution of leadership, with 

the CTE Coordinator serving as the generalist (CTE and its connection to the school as a whole) 

on the team and teachers serving as content experts (in the area of Family Consumer Science). 
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 Leadership practice.  In distributive leadership, leadership becomes a practice rather 

than a role (Naicker & Mestry, 2013; Spillane 2006).   Not as easy to visualize as the leader-plus 

aspect, leadership practice is the relationships that the leader builds with others as well as their 

interactions (Gurr & Drysdale, 2018; Naicker & Mestry, 2013).  This process draws attention to 

the network of groups that interact throughout the day to work towards a shared vision of success 

(Fusarelli et al., 2011).  Spillane (2006) and DeFlaminis, Abdul-Jabbar, and Yoak (2016), 

viewed distributive leadership as being spread across an organization like a web of influence, 

where some leaders worked from positions of authority and others having been elevated to 

leadership by their peers.  These interactions--the practice of leading--are what makes this web 

strong enough to diffuse leadership throughout the stakeholders of an organization (Fusarelli, 

Kowalski, & Petersen, 2011). 

 This web of small interactions has the potential to make a systemic change.  Wheatley 

(2006) describes an example of this in East Germany.  Many small interactions (protests, 

meetings, etc) throughout time occurred and impacted the entire political system of East 

Germany.  Eventually these small interactions, connected on some level by a web of 

relationships, led to the fall of the Berlin Wall. She considers this a quantum view.  Wheatley 

(2006) states that, “Acting locally allows us to be inside the movement and flow of the system, 

participating in all those complex events occurring simultaneously” (p. 45).  In this instance, 

local action is in the form of teams of leadership spread throughout an organization, and the 

events occurring simultaneously are the relationships explained by leadership practice. 

 Spillane (2006) identified three ways to distribute leadership through practice.  

Collaborated distribution includes leaders co-performing leadership routines through reciprocal 

interdependency.  In this case, leaders require input from other leaders in order to perform their 
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actions (Spillane, 2006).  This relationship could be described as a CTE Administrator and 

principal working to make a purchase of equipment for a CTE program.  The CTE Administrator 

would need the approval of the principal to make a purchase for the program.   

 In a collective distribution of leadership, leaders are working independently and separate, 

but toward the same goals.  In collective distribution, pooled interdependency is prominent 

(Spillane, 2006).  A CTE teacher needing to be coached in instructional practices would benefit 

from both a principal and a CTE Administrator acting as coach.  The principal would coach in 

pedagogy while the CTE Administrator would coach from a content perspective, both operating 

separately but working toward the same outcome of teacher improvement. 

 Coordinated distribution of leadership, relying on sequential interdependencies, involve 

leaders working separately on a sequence of tasks that are required to complete the routine 

(Spillane, 2006).  For a CTE Administrator in a school setting, this would manifest in the course 

proposal and selection process.  A CTE Administrator would identify a new course to propose 

and then work with the principal to follow the necessary steps to implement that new course. 

 Impact on schools.  Spillane (2006) believes that the practice of leadership, which 

requires making many decisions, must be strategic and also dynamic to meet the ever-changing 

needs of a dynamic organization.  Harris (2008) expands on this idea to say that in an 

organization where leadership is distributed, individuals actually increase their self-

determination in such a way that members of the team may actually be able to better anticipate 

the changing needs of an organization.  She makes the point that leadership is fluid and not fixed, 

allowing for leadership itself to be extended (Harris, 2008).  A CTE Administrator in a 

collaborative distribution of leadership structure may be able to anticipate a potential change in 
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curriculum due to labor market trends.  This individual then would be able to collaborate with 

the principal to begin reallocating resources, to adapt to the change rather than react to it.   

 Spillane (2006) states that the practice of leadership is generated by the interactions of 

leaders, followers, and the unique situations in which they engage.  These interactions become a 

way for an organization to operate.  It transforms from a top-down organization to an 

organization where trust, participation, and inclusivity make leadership feel more fluid and 

natural (Fusarelli, Kowalski, & Petersen, 2011; Harris, 2008; Spillane & Diamond, 2007).  This 

culture shift leads to distribution of information rather than governing information, and leads to 

trust and tolerance, which are essential to making the idea of distributive leadership work 

(Fusarelli, Kowalski, & Petersen, 2011). 

 One of the key things identified leaders can do in a system of distributed leadership is 

promote and cultivate other individuals to positions where they can take on a leadership role 

(Sebastian et al. 2016; Wallace Foundation, 2012).  Distributive leadership offers the ability for 

each member of the team to use their expertise to affect organizational change (Elmore, 2000; 

Fusarelli, Kowalski, & Petersen, 2011; Milan & Hackmann, 2017; Moss & Liang, 1990; Naicker 

& Mestry, 2013).  Distributed leadership can also have a positive impact on school climate.  A 

study of the distribution of leadership by Leithwood and Jantzi (2000), as referenced by Harris 

(2008), noted that spreading leadership function impacts teacher effectiveness positively.  This 

may even promote systemic changes and lead to school transformations and organizational 

excellence (Fusarelli, Kowalski, & Petersen, 2011; Harris, 2008; Naicker & Mestry, 2013).   

 Wheatley (2006) suggests the spread of culture within an organization is similar to that of 

fractals.  Fractals in nature are geometric shapes that repeat, but no two fractals are the same.  

Wheatley offers the picture of broccoli--essentially the same shape from the full head to the 
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small floret, but no two heads look exactly the same.  She makes the case that the repetitive 

patterns of behavior evident within an organization, or its culture, are actually fractals.  In her 

research on distributive leadership in schools, Hermann (2016) found that principals model 

leadership.  In a distributive setting, this model would repeat as a pattern throughout the 

distributed teams, creating a fractal culture.  

 Hermann’s research also identified a key theme that in some cases a “situational 

decision” will be made and that would fall to the identified principal.  Distributive leadership 

theory spreads the concept of leadership amongst the individuals within an organization, 

however, this does not mean it advocates for the replacement of an identified leader.  The role of 

the identified leader in a distributive leadership situation is that of ensuring the alignment 

between the vertical and lateral leadership structure (Harris, 2008; Naicker & Mestry, 2013).   

 Distributive Leadership Theory does have some potential issues, especially when it is 

applied to the complexity of school systems.  It can vary significantly across curricular areas and 

teachers (Spillane, 2006).  Different agendas of individuals, contradictory priorities, and 

variations of leadership styles can also make distributive leadership difficult to accomplish 

(Harris, 2008; Furarelli et al. 2011).  Also complicating success is the involvement of 

policymakers and accountability measures adding pressure to school principals (DeFlaminis et 

al. 2016). 

 The literature strongly suggests that there is additional knowledge required to perform the 

role of a CTE Administrator (Bryan, 1984; Clark & Cole, 2015; Riley, 2013; VanderMolen & 

Zinzer, 2009).  The theory of distributive leadership in this case could assist with CTE 

administration in schools.  Relying on the expertise of the CTE Administrator may offer a better 

option, especially for school administrators with little or no CTE knowledge or experience. 
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Summary 

 Since the Smith-Hughes Act of 1917, Career and Technical Education has addressed 

workforce needs.  However, the focus for CTE has evolved from that of job preparation to the 

level of college and career ready.  This evolution through a framework of high quality has 

ushered in CTE programs that are better meeting the needs of local communities and impacting 

students positively. 

 School accountability has impacted the role of the administrator by changing the position 

from that of a manager (one who ensures compliance and resists change) to that of a leader (one 

who creates a vision and then moves a group of people toward that vision).  However, being both 

a manager and a leader are necessary to be a successful administrator (Dembowski, 2006; 

Sterrett, Parker, & Mitzner, 2018).  Through this vision and modeling of leadership, 

administrators are able to impact student learning and achievement (Kouzes & Posner, 2010a; 

Kouzes & Posner, 2010b; Wheatley, 2006). 

 The literature suggests that CTE programs are unique and require a leader who can 

navigate the intricacies of what makes the program different.  While some leadership 

characteristics are similar between CTE Administrators and general school administrators, 

knowledge about interactions with advisory committees and business partnerships, knowledge 

about the federal funding systems for CTE programs, knowledge required to implement 

curriculum with the CTE content teachers, and CTE data accountability and the knowledge to 

leverage that information to better inform CTE instruction are all part of what makes CTE 

different from the traditional school curriculum. 

 Certification of CTE Administrators varies across the nation.  With the literature stating 

that both knowledge of administration and knowledge of the unique information related to CTE 
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are needed to be a CTE Administrator, the lack of certification offers the potential for CTE 

programs to miss critical aspects of a quality program (Association for Career and Technical 

Education, n.d.a; Clark & Cole, 2015; Riley, 2013). 

 Distributive leadership--the sharing of leadership across an organization--offers a way for 

CTE administrations to work collaboratively with K12 school administrators (Spillane, 2006).  In 

the framework of distributing leadership by function, a generalist (school administrator) and a 

specialist (CTE Administrator), offer a way to share leadership knowledge and skills, specifically 

the knowledge of what makes CTE different from general administration, in a comprehensive 

secondary school (Harris, 2008; Spillane, 2006). 
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Chapter III: Method and Procedures 

 In 2003, the Wisconsin Department of Public Instruction developed an updated 

clarification of the role of CTE Coordinators by crafting content guidelines.  The guideline did 

not specifically address the knowledge and skills necessary to meet the guidelines.   

 The purpose of this study was to identify the knowledge and skills that are required by 

Career and Technical Education Administrators in the state of Wisconsin.  The study will 

address the following research questions: 

1. What is the foundational knowledge needed for a CTE Coordinators in Wisconsin? 

2. What are the foundational skills needed for a CTE Coordinators in Wisconsin? 

 This chapter will discuss the research methodology, selection of subjects for the focus 

group, the procedures for the focus group, measures to add validity to the study, procedure for 

data analysis, and limitations of the study. 

Research Methodology 

 The type of research that guides this qualitative study is that of a case study, is an 

appropriate choice of research method due to the fact that this project will examine contemporary 

phenomenon from a single case (Creswell & Creswell, 2018; Yin, 2018; Lichtman, 2013).  Yin 

(2018) also notes that case studies are appropriate when “the boundaries between phenomenon 

and context may not be clearly evident” (p. 15).  The approach of a case study for this research is 

appropriate due to the fact that an in-depth examination of the experiences of CTE Coordinators 

in the state of Wisconsin could inform the boundary between context (DPI CTE Coordinator 

content guidelines) and phenomenon (CTE Coordinator experiences). 

 A focus group consisting of experienced Career and Technical Education Coordinators, 

licensed in Wisconsin, and with a minimum of five years of experience in that position was used 
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to gather information to address the research questions.  A focus group was appropriate for this 

research according to Krueger and Casey (2015) because they are used to gather information 

from people who possess certain characteristics and are uniform.  A focus group creates an 

environment where permission is given to the participants to share their perceptions and points of 

view (Krueger & Casey, 2015).  In this case, the participants, with their years of experience 

practicing as a CTE Coordinator, had the knowledge and skills to help refine the core 

competencies and focus areas that will be presented to them from previous research. 

 This study replicated part of a study completed by researchers at Pennsylvania State 

University.  The original study was completed in three separate parts.  Phase I was a survey 

distributed to CTE directors to identify a set of knowledge and skill competencies necessary to 

perform their role.  From this survey, a list of focus areas with knowledge and skill statements 

were developed.  The second part of the original study involved focus groups of CTE directors to 

confirm the focus areas by accepting, adding, editing, or removing them.  They then ranked those 

focus areas in terms of importance, and determined the rank of knowledge and skill core 

competencies within a specific focus area.  The information from the focus groups in the original 

study was then used to complete a 3-part Delphi process. 

 The purpose of this study in Wisconsin was to gather information related to the 

knowledge and skill core competencies required of the CTE Coordinator position.  A University 

of Wisconsin-Stout (UW-Stout) Career and Technical Education faculty member replicated the 

first portion of the Pennsylvania study by sending a survey to licensed and provisionally-licensed 

CTE Coordinators in Wisconsin.  The UW-Stout survey gathered insights on knowledge and 

skills competencies from all practicing coordinators in the state.  Once the results of the initial 

survey were completed and examined, it was determined that the nine focus areas identified in 
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the Pennsylvania State study were appropriate to begin the work of Phase II.  Phase II, a focus 

group, was conducted as part of this dissertation study.  The focus group of Wisconsin CTE 

Coordinators examined the nine identified focus areas from the Pennsylvania State and 

Wisconsin studies to ensure that they were appropriate for the role in Wisconsin.  The CTE 

Coordinators examined the knowledge and skill core competencies from the Phase I initial 

coordinator survey to rank them within the focus areas.  The results of the focus group were then 

shared with the UW-Stout faculty researcher in order to complete the Delphi process.   

 An online collection and review of CTE Coordinator job descriptions was also 

conducted.  Position descriptions represent the traits that are desired by school districts and 

Cooperative Educational Service Area (CESA) when filling open CTE Coordinator positions.  

These characteristics reflect what the position authors believe the knowledge and skills of a CTE 

Coordinator should be for their district.  This process was not part of the original Pennsylvania 

State study, but was suggested as an added focus for the researcher by the original author of the 

Pennsylvania State study. 

Subject Selection and Description 

 The study focused on identifying the foundational knowledge and skills that are required 

to be a Career and Technical Education Coordinator in the state of Wisconsin.  For this study, a 

stratified purposeful sample was used as criteria for identifying the sample with the intent to 

gather an understanding of the knowledge and skills being used from different positions across 

the state of Wisconsin (Krueger & Casey, 2015).  The participants of the focus group were 

selected from a list of licensed individuals (with five or more years of experience) in the state 

published on the Wisconsin Department of Public Instruction website.  The researcher chose 

representatives from different geographic areas of the state, different sized school districts 
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(urban, suburban, and rural), and CESA representation.  The Program Director, Master of 

Science Career and Technical Education, UW-Stout, also provided input of CTE Coordinators 

who met qualifications to participate. The researcher also consulted with the assistant director of 

CTE for the Wisconsin Department of Public Instruction, who made suggestions to the list of 

invitees.   

 It should be noted that the researcher for this study is a practicing Career and Technical 

Education Coordinator licensed by the State of Wisconsin, familiar and knowledgeable with the 

individuals who participated in the focus group.  Also, the participants may have been familiar 

with the faculty researcher for the Pennsylvania State replication study. 

Focus Group Procedure 

 An email invitation letter was sent to identified individuals to participate in the day--long 

focus group.  Follow-up personalized phone calls were conducted after initial invitations were 

sent, encouraging individuals to participate and recognizing their experience and the value of 

their contribution to the focus group, which may have assisted in recruiting participants (Krueger 

& Casey, 2015).  During the invitation process, participants were also informed that the focus 

group would be audio recorded for data analysis.  Based on the responses of the individuals, the 

Mauston Western Technical College campus was selected as the location where the focus group 

was held.  

 Participants were incentivized to participate as well.  Krueger and Casey (2015) suggest 

several options that are non-monetary in nature to help participation in the focus group.  Food, 

building upon an existing community relationship, and valuing participant opinions are examples 

employed in this study.  Since the focus group encompassed the entire day, food was provided 

for a morning snack, a lunch, and an afternoon snack along with drinks.  Recognition of 
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participant opinions was used as a strategy during the day of the focus group as well as in the 

invitation process.  The feeling that the CTE Coordinators would have a role in systemic change 

to improve their profession was identified as an incentive.  It was also shared with the 

participants how the results of the focus group could help the DPI inform decisions as it relates 

to statewide CTE programing as well as the potential for influencing the curriculum of CTE 

Coordinator postsecondary programs.  

 The researcher followed protocol on the day of the focus group prior to the arrival of the 

participants. Participants were welcomed by the researcher, then given a consent form to read 

and sign.  The study consent form informed them about the study as well as any potential risks to 

participants, potential benefits to participants, and an explanation of how confidentiality would 

be preserved after data was collected.  Focus group members were able to opt out of the research 

process at any time.  The researcher placed an agenda (Appendix A) at the table locations of the 

participants, who were directed where to sit.  The tables were arranged into one long rectangular 

table with two individuals sitting at each side, the researcher seated at an end, and the scribe 

sitting at a desk near the participants.  Just prior to the focus group beginning, the agenda was 

emphasized and announced were the purpose of the research, expectations and norms, and 

reminder that participants of the focus group would be audio recorded for data analysis and to 

ensure that the researcher captured the essence of the focus group conversation.  Snacks and 

beverages were provided and participants were encouraged to take as they needed.  Before 

beginning, the researcher confirmed completion of the consent form and verbally reminded 

participants the focus group discussion was recorded.   

 The researcher was the facilitator of the focus group and the scribe was an employee of 

UW-Stout.  The focus group was conducted on the Mauston Campus of Western Technical 
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College in Mauston, Wisconsin.  The location chosen was centrally located to the focus group 

participants. 

 The intended information sought from the focus group was to ensure the focus area 

domains reflected Wisconsin.  Questions for the focus group covered the nine focus domain 

areas and specifically asked if the focus areas needed to be explained, edited, or deleted 

(removed).  Before moving on to the next focus area, consensus was sought from the focus group 

participants.  Once the nine focus area domains were agreed upon, each focus area knowledge 

and skill core competency was examined using the same process of add, edit, or delete (remove).  

Before moving on to the next topic, consensus of the group was made. 

 After a break for lunch, which was catered in from a local establishment, the afternoon 

resumed with examining the remainder of the knowledge and skill statements.  The focus group 

took longer to make revisions than originally anticipated and the schedule was adjusted to allow 

for ranking activities.  Once revisions were complete, the group began ranking the nine domain 

areas.  The goal of the ranking was consensus of the group and participants were able to suggest 

agreement, adjustment, and a rationale for their answer.  Because of the adjustment in the 

schedule, the researcher averaged the ranking of the focus areas to determine rank.  Once the 

nine focus areas were ranked, the knowledge and skill core competencies under each of the focus 

areas were ranked.  Participants were broken into two groups and given cards to sort with the 

statements on them.  Once the two smaller groups were complete with the task, the focus group 

came back together and worked to rank the knowledge and skill statements.  Because the initial 

modification of the knowledge and skill statements took longer than anticipated, less time was 

available to complete the ranking of the statements.  Instead of coming to consensus on rank, the 

researcher took the two smaller group rankings and averaged them to determine a rank.  
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 At the end of the focus group day, the facilitator provided a recap of the intentions of this 

study.  The facilitator concluded the focus group by asking if there were any other items that 

participants felt need to be addressed or shared related to the study, and thanked the participants 

for their time.  The audio recorders were turned off upon completion of the focus group. 

 Upon the conclusion of the focus group, the researcher and the scribe discovered that the 

recording device had malfunctioned.  Once it was discovered that the recording device 

malfunctioned, the researcher consulted with the scribe as well as the field notes collected during 

the focus group to capture several themes that were discussed.  In the days following the focus 

group, the researcher contacted the focus group participants to thank them for their time.  During 

those contacts, the themes that the researcher documented from the field notes were presented 

and the researcher asked for confirmation from participants. 

Position Description Procedure 

 Data was gathered from open job descriptions that were found on the Wisconsin 

Education Career Access Network (WECAN) from 2018 to 2020.  The WECAN website is open 

to the public and can be searched by school district, CESA, license type, and location.  The 

researcher used license type to search for open positions across the state and saved copies of each 

position description found.  In total, ten positions were used to gather data to answer the research 

questions. 

Validity 

 A transactional approach was used to address validity for this research (Cho & Trent 

2006 as cited by Lichtman, 2013).  This means that the researcher used focus group member 

checking--asking for clarification of ideas from members.  Clarification came from the facilitator 

paraphrasing statements that group members shared if statements were not clear.  Following up 
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with the focus group participants to confirm their initial themes was also used as a validation of 

the data.  When coding the results of the position descriptions, bracketing was utilized to assist in 

ensuring the researcher’s views did not interfere.  Krueger and Casey (2015) suggest that all of 

these systematic analysis procedures are protocol to help ensure that the results of the focus 

group are honorable and truthful. 

Data Analysis 

 For this research, the data analysis occurred through the key concepts framework.  Key 

concepts seeks to identify the core ideas of a subject as well as how the participants view the 

specific topic, in this case, of CTE knowledge and skills (Krueger & Casey, 2015).  Lichtman 

(2013) suggests that key concepts framework for data analysis seeks to identify themes from the 

process of coding and sorting data gathered.  The goal of the data analysis for this research was 

to take the large amounts of data gathered during the focus group process and engage in a 

process that allowed the researcher to understand that data (Lichtman, 2013).   

 Analyzing data in a key concept approach involves asking participants to assist in the 

identification of those concepts (Krueger & Casey, 2015).  In the focus area analysis and in the 

knowledge and skill core competencies analysis as part of the focus group, the attainment of 

consensus was how the research utilized the participants to assist.  The ranking and identification 

of the focus areas and knowledge and skill core competencies pointed out the key concepts based 

on the individual experience of the participants. 

 To track the changes the focus group suggested to the focus areas as well as the rankings 

of knowledge and skills, the statements from the survey were projected on a screen.  The scribe 

used Track Changes in Microsoft Word to track all suggested changes to statements.  That 
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document with the changes became the final outcome of the discussion, and the themes 

identified from the focus group were the perspectives that became reasons for changes made. 

 The key concepts framework was also used for the position descriptions which were 

coded and themes sought from the sorting of the data (Lichtman, 2013).  To code the position 

descriptions, the researcher used a spreadsheet to group like statements.  Those groups were then 

used to determine themes from the position descriptions.  The work of coding the position 

descriptions allowed the researcher to better understand the volume of data provided.  The 

themes from the positions were compared to the focus areas that the focus group modified. 

Limitations 

 This study consists of a CTE Coordinator focus group from a Midwest state.  Participants 

involved in this study came with varying experiences and educational backgrounds which could 

impact the perceptions of responses.  Due to the size of the focus group, not all areas of the state 

or sizes of school were represented.  The scribe used for the focus group was also the primary 

researcher completing the 3-part Delphi study for UW-Stout and is a UW-Stout assistant 

professor in CTE and the program director for the CTE Coordinator certifications program.  

Participants in the focus group may not have been comfortable sharing open and honest thoughts 

because of this.   

 As the focus group progressed, the researcher noticed that some voices in the room grew 

louder while others grew quieter.  While the researcher attempted to include quieter voices, it 

should be noted that this was a potential limitation of this research project.   

 The malfunctioning of the recording device changed the process of this research.  Due to 

the fact that no transcripts exist of the focus group work, the researcher had to refer back to 

memory and notes as well as the notes of the scribe to determine focus group themes.  Though 



68 

the themes were confirmed by the focus group participants, the loss of the recordings and 

subsequent absence of the transcripts to code were a limitation of this study. 

 Time became a limitation to this study.  The focus group took more time modifying the 

knowledge and skill statements than originally planned.  The extra time they took meant less 

time was available for ranking the statements later in the day.  With more time, the data may 

have been different if more discussion about statement ranking had occurred. 

 When searching for open CTE Coordinator position descriptions, the researcher was at 

the mercy of positions that were posted.  Due to this fact, position descriptions have a lack of 

diversity of representation from school district size.  Some of the more rural regions of the state 

were not represented in the position descriptions.  This may have led to a lack of voice from the 

entirety of the state. 
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Chapter IV: Presentation of the Findings 

 Though the role of the Career and Technical Education Coordinator in Wisconsin has 

been in existence since 1965, a current clear definition of the specific knowledge and skills to 

perform the jobs has not been developed.  With fewer individuals going into CTE teaching 

professions, fewer people are advancing to careers as leaders of CTE programs (Clark & Cole, 

2015; Zirkle & Cotton, 2001; Zirkle & Jeffery, 2017).  Due to this fact, the identification of 

foundational knowledge and skills is critical to training future CTE Coordinators in Wisconsin.  

 The purpose of this study was to identify the foundational knowledge and skills that are 

needed to perform the job of CTE Coordinator in the state of Wisconsin.  The research questions 

were: 

1. What is the foundational knowledge needed for a CTE Coordinator in Wisconsin? 

2. What are the foundational skills needed for a CTE Coordinator in Wisconsin? 

 A focus group was conducted with experienced and licensed CTE coordinators from 

around the state of Wisconsin.  The experiences and feedback of these individuals added insight 

to the research questions specifically as they related to the state of Wisconsin.  The invited CTE 

Coordinators represented a variety of district locations within the state, size (urban, rural, and 

suburban), and a CESA consortium.  Five individuals meeting these criteria participated in the 

focus group.   

 A collection of ten CTE Coordinator position descriptions was gathered from across the 

state.  The desired skills, talents, and traits of the position descriptions were coded for themes.  

These themes were then examined and compared to the themes and knowledge and skill 

statements from the focus group.  The data was analyzed and coded, resulting in the findings 

presented in this chapter. 
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Demographics 

 A list of 12 individuals were selected to receive an invitation to participate in the focus 

group.  Six invitations were voluntarily accepted, however, one person was unable to attend the 

day of the focus group, resulting in five participants.  The genders of the participants were three 

females and two males.  The coordinators who participated represented urban districts with a 

population near eighty thousand and forty thousand, a rural consortium of districts with a 

population near fifteen thousand, a recently retired coordinator with experience in a suburban 

district (population near nine thousand), and a CESA consortium representative from Wisconsin. 

 Of the five coordinators who participated, prior experience as business, marketing, 

technology education, and special education teachers were represented.  The combined Career 

and Technical Education Coordination license experience of the focus group represented 47 

years.   

 The demographics for the position descriptions were less reflective of diversity due to the 

nature of the collection process.  Only open positions posted on the statewide Wisconsin 

Education Career Access Network (WECAN) at the time of this study were used.  This website 

is where most education jobs in the state of Wisconsin are listed.  The resulting sample 

represented a consortium of schools, an urban district, and suburban school districts. 

Findings 

 The findings from this study are derived from a focus group that was conducted as part 

two of a three-part study which replicated a study completed by Pennsylvania State University.  

Findings also come from the examination and coding of CTE Coordinator position descriptions.    

 Themes from the focus group that were identified through field notes and observations 

were confirmed by the participants through follow-up communications.  Participants responded 
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positively that the themes mentioned were the intention of the focus group.  The confirmed 

themes were: 

o Curriculum and instruction are separate, with curriculum including topics being 

taught and instruction falling under the purview of the school administrator 

o Academic Career Planning is separate from the role of the CTE Coordinator, but CTE 

does support the process 

o Certifications can mean for students (industry certification) or for staff 

(licensing/teaching) and both require specific knowledge 

o Research is less important to the role of the CTE Coordinator; following best practice 

is critical to the role 

o Specific roles of the CTE Coordinator (including knowledge and skills) are dependent 

on the size of the district with the position 

o In Wisconsin, the CTE Coordinator is not always considered a school administrator, 

which creates some uncertainty and is dependent on the size of the district who 

employs someone in the position 

o The philosophy of the CTE Coordinator may be different than that of the employing 

district 

o The CTE Coordinator works to support teachers 

o Many of the knowledge and skill statements are connected (for example, knowledge 

of dual credit certification requirements is needed to use the skill of implementing 

and developing dual credit opportunities) 

 The focus group discussions and the themes that emerged from their work appeared to be 

from a perspective of completing a task.  As an example, when discussing budgets, the focus 
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group talked about regulations, controls, and accounts.  There was little talk about how to utilize 

those budgets to influence the direction of the programs.   

 The work of the focus group to identify knowledge and skill statements within focus 

areas was captured in an electronic document throughout the day.  The focus group work started 

with an examination of the nine focus areas that were determined by the three-part Pennsylvania 

State study.  The focus group modified all of the Pennsylvania State focus areas to reflect the 

position of CTE Coordinator in Wisconsin based on their combined experiences.  Table 3 

displays the original Pennsylvania State focus areas compared to the modified Wisconsin focus 

areas. 

Table 3 

Comparison of Original Focus Areas vs Wisconsin Focus Areas 

Original Wisconsin Modification 
Management of Business and Finance Management of CTE Financial Resources 
  
Administration and Supervision of Curriculum Development and sustainability of CTE 

Programs 
  
Leadership of Instruction Leadership of CTE Curriculum 
  
Personnel Management Leadership and Support for CTE Personnel 
  
Management of Student Services Support of Student Career Development 
  
Physical Facilities Management CTE Facilities Management 
  
Management of Communication CTE Advocacy and Communication Liaison 
  
Professional Development & Leadership Professional Development Leadership 
  
Administration and Accountability Administration and Accountability 
  
Note: The focus group did not change the last category as they reported it reflected duties that 

were not clearly encompassed in the other focus areas. 
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 Much of the discussion of the focus group throughout the day included the recognition 

that Wisconsin has a comprehensive secondary school system as opposed to a system with 

separate CTE technical high schools such as Pennsylvania.  Many of the changes reflect this 

acknowledgement.  For example, the focus group changed Business and Finance to CTE 

Financial Resources.  Some of that reasoning has to do with the concept that in Wisconsin a CTE 

Coordinator would likely only be managing financial resources related to CTE.  An examination 

of the modified Wisconsin focus areas continued this trend to focus on CTE programs 

specifically. 

 Many of the knowledge and skill statements that were in the category of Administration 

and Supervision of Curriculum (changed to Development and Sustainability of CTE Programs) 

addressed working with advisory committees or business partnerships.  Much of this discussion 

also centered around supporting CTE staff with the growth and development of their programs.  

The word curriculum in the original version of the focus area was a cause of great discussion.  It 

was at this point that the notion of curriculum and instruction were two separate ideas.  The 

participants stated that curriculum was the content and responsibility of the CTE Coordinator.  

Instruction, they said, was the responsibility of the principal or school administrator; it strictly 

focuses on the practice of teaching. 

 The focus group separation of curriculum and instruction led to the change in the third 

focus area.  The original title included Leadership of Instruction.  They again directed the focus 

area towards curriculum, which they determined only related to curriculum and not instruction.  

As the group worked through the knowledge and skill statements under this area, they removed 

statements involving instruction.  For example, the statement “assist teachers in developing 

classroom management skills,” was moved to the focus area of Professional Development 
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because this was part of instruction and falls under the purview of the principal.  However, in the 

final list of statements, some involving instruction can still be found.   

 The difference of the Wisconsin comprehensive secondary school model when compared 

to a CTE technical high school in Pennsylvania was again prevalent when the participants moved 

on to the next focus area regarding CTE Personnel.  For example, the participants changed a skill 

statement from “prepare job descriptions…” to “assist in preparing job descriptions…”  The 

focus group discussions regarding this statement indicated that they would be assisting an 

administrator or perhaps a director of employee services in developing these job descriptions. 

This addresses the focus group theme that there is some difference in Wisconsin school districts 

about the classification of the CTE Coordinator (administrative position or not).  This modified 

focus area statement also is evidence that the focus group theme of supporting teaching staff is 

part of the knowledge and skills of a CTE Coordinator.   

 The theme of support continued in the modification of the original focus area 

Management of Student Services.  This was changed to Support of Student Career Development.  

Much of the discussion of this focus area centered around the Academic and Career planning 

process the state of Wisconsin mandates for all students grades six through twelve.  The theme 

from the focus group made it very clear that CTE and the CTE Coordinator supports the ACP 

process, but should not be the identified individual to lead it.  However, modification and 

additions to both knowledge and skill statements in this focus area made it clear that student 

career development as well as activities that support that development are part of the knowledge 

and skills of a CTE Coordinator. 

 The original title to the next focus area, Physical Facilities Management, was changed to 

CTE Facilities Management.  The participants of the focus group made it clear that they were not 
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part of the chain of command regarding physical facilities of the building, but they were involved 

and required skills and knowledge of CTE facilities.  This discussion reflects several of the 

themes from the focus group.  There was a long discussion on the size of the district impacting 

this statement.  Also influencing this focus area was the discussion on the philosophical view of 

the individual coordinator versus the educational philosophical view of the school district.  

Teacher support and program sustainability also influenced this focus area.  It was believed that 

the design of teaching space as well as the lab equipment within those spaces can impact the 

success and sustainability of a CTE program. 

 At the onset of the discussion of the Management of Communication focus area, it 

seemed like there was consensus that this area did not need to have any changes.  However, as 

discussion progressed it became clear that advocacy was also enough of a part of communication 

that the focus group settled on the modified name of CTE Advocacy and Communication 

Liaison.  

 The focus area originally called Professional Development and Leadership was changed 

by the participants to Professional Development Leadership.  This was a reflection of the focus 

group theme that the CTE Coordinator supports CTE teaching staff.  Several of the instructional 

knowledge and skill statements that were removed from the curriculum focus area were placed 

into this area.  In this area, best practices were discussed and determined to be a way to assist the 

CTE Coordinator when supporting staff.  A question was raised about the role of research in 

CTE.  The participants felt that best practice was enough to support staff. 

 The only area with no change to the name was Administration and Accountability.  This 

focus area became the catch-all for knowledge and skill statements that were not easily covered 

in the eight other areas.  Examples of statements in this area included: 
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o Knowledge: Understand how the state endorsed career pathways are utilized for 

instructional planning and decision making 

o Knowledge: Understand how to delegate responsibility and empower teachers 

o Skill: Ensure access and equity to programming and resources for students and staff 

within CTE programs  

o Skill: Develop and implement dual credit opportunities that support a CTE pathway 

 After confirmation of the focus group themes, the researcher began to examine the 

position descriptions.  One of the first things that became apparent was the differing titles of the 

positions.  Appendix B shows the position description requirements.  The ten position titles were: 

o CTE Coordinator/Coordinator of CTE (four positions) 

o Career & Technology Education Director 

o School to Career Coordinator (two positions) 

o Coordinator of College and Career Readiness 

o Coordinator for Career Programming 

o Director for Academy 

 Along with differing titles, it was also noticed that the identified desired license in 

Wisconsin for holding the positions varied.  Of the ten position descriptions, two did not include 

any mention of desired license type.  Appendix B includes positions with desired license types.  

Desired licenses for the positions were: 

o CTE Coordinator (two positions) 

o CTE Coordinator or Principal (two positions) 

o CTE Coordinator, Principal, and/or Director of Instruction 

o Any license in the field of Career and Technical Education 
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o Serve as LVEC 

o Business, Family Consumer Science, Marketing, Tech. Ed 

 The researcher then coded the job descriptions by searching for common tasks and 

coding those together.  The results of the position description coding can be found in Appendix 

C. The coding of the descriptions resulted in several categories.  Categories with less than five 

position descriptions were placed into an outlier category.  Results of the position description 

coding are presented in Table 4. 
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Table 4 

Position Description Coding Results 

  Position Descriptions 
   Small  Medium  Large 
Themes % 

Including 
Themes 

 
A B C  D E F G  H C J 

Program 
Leadership 100%  X X X  X X X X  X X X 

               
Communication 
and/or Marketing 90%  X X   X X X X  X X X 

               
Data/Reporting 90%  X X X  X X X X  X  X 
               
Curriculum 80%  X X   X X X X   X X 
               
Career Pathway 
Leadership 80%  X X   X X X X   X X 

               
Budget 80%  X X   X  X X  X X X 
               
WBL Coordination 80%  X X X  X X X    X X 
               
ACP Coordination 80%  X X X  X X X    X X 
               
Instructional 
Coaching 70%  X X X   X  X   X X 

               
Community 
Partnerships 70%  X  X  X X X    X X 

               
Event Planning 60%  X    X X X X   X  
               
Postsecondary 
Partnerships 50%  X    X X X     X 

Note.  Any category with less than five position descriptions identified were placed in the 

outlier category.  District size was based on total K-12 population 0-5,000 as small; 5,001-

10,000 medium; 10,001 and up as large. 
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 The position descriptions were grouped by size into small, medium, and large districts, 

making it easier to analyze them for any common themes present.  Easily identified was the fact 

that there were not any themes based on district size and there were minimal differences between 

positions. 

 Coding revealed themes developed from similar statements across the position 

descriptions with few differences based on school size.  The category of program leadership 

included statements that addressed program evaluation and program governance.  Several of the 

position descriptions also included statements about culture and creation of the vision of the 

program.  One position description stated that the person in the role “facilitates the 

establishment, maintenance, expansion, evaluation, and interpretation of the programs.”  Another 

example discussed leadership of the program such as “Co-lead CTE department meetings with 

CTE department chair which includes planning and development of staff development, creates 

agendas, prepare presentation, plan for guest speakers.” 

 Data and reporting were found in all but one of the position descriptions.  The reporting 

of the data could be to state agencies or to the local administration.  An example of a position 

description statement regarding local data was to “Assist with data analysis to determine if 

performance standards and benchmarks are met and, when necessary, make recommendation for 

improvements.”  A state data and district reporting example includes, that the position, “prepares 

all school to work projects and reports for submission to the Department of Public Instruction 

and other state and federal agencies, as appropriate.” 

 The majority of the position descriptions (nine of ten) included statements that addressed 

communication, marketing, and representation of CTE programs.  One example specifically 

stated that the coordinator would be reporting to the school board through periodic presentations.  
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Another example identified that the position would be responsible for “building awareness of the 

CTE program offering within our local community and workforce.”  One position description 

included a statement that if necessary the individual would coordinate with a professional 

marketing firm to share information about the program.  Several descriptions mentioned 

representation on district or school leadership committees as a liaison. 

 The next five themes from the position descriptions were all found in eighty percent of 

the school districts.  This demonstrates that these themes are common when districts are seeking 

CTE Coordinators. 

 Budgeting was a category most position descriptions included.  Some districts addressed 

the federal Perkins grant specifically by name.  Some descriptions simply noted that the position 

would be in charge of budgets: “Prepares the annual department budget requests, and monitors 

its implementation.”  Grant writing was also included in this category.  For example, “Writing 

state and federal grants with principals or student services staff members that are appropriate to 

enhance our school-to-career offerings” was included. 

 Much like the focus group, the researcher coded curriculum as something separate from 

program leadership.  One example of a curriculum statement from a position description was that 

the position, “Coordinates the articulation of K-12 career and technical education vertically and 

horizontally.”  Also in this category was a statement “coordinates the adoption of textbooks for 

the department.” 

 Work-based learning coordination was an expectation that eight of the ten position 

descriptions included.  This included local co-op programs, internships, and youth apprenticeship 

programs.  One example summed up most of the position descriptions by saying “establishing 

internships, job placement programs for students and apprenticeships.” 
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 Also found in eight of the ten position descriptions was mention of ACP coordination.  In 

some instances, it was to partner with others, such as “works collaboratively with the ACP 

Coordinator to develop advisory curriculum, lessons, and delivery.”  In another case, the position 

description specifically stated to “coordinate and expand the district’s academic and career 

planning process.” 

 Career Pathway Leadership was a category that eight of the ten position descriptions 

included.  This category included some items that related to working with student services or 

with master scheduling for students.  Examples of position description statements in the category 

included “Making recommendation in the development of the master schedule” and “annually 

audits and oversees the production of the high school academic guide.” 

 The category of Instructional Coaching was developed with the view of improvement.  

One district stated, “Observes teachers in their classroom as a resource for career and technical 

education curricula.”  One district simply stated, “Coaching of teachers as assigned.”  Yet 

another district identified that the CTE Coordinator would “mentor new CTE teachers as 

needed.”  The focus group identified instruction as the domain of the principal.  Yet the way 

Instructional Coaching was stated in the position descriptions suggested the authors saw this as 

part of the CTE Coordinator role.  Though it was only included in seven of the ten positions, it 

relates closely to program leadership. 

 A focus on community partnerships was listed in seven of the ten positions.  This 

included working with advisory committees, chambers of commerce, and other professional 

organizations.  Community partnerships included program support, possibly funding, equipment 

donations, and advisory committee representations.  These partnerships could include a direct 

link to curriculum, but it was not mandatory. One example stated a need for “forming 
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meaningful business and community partnerships.”  Another example included externship for 

staff, “develop and promote staff experiential learning externships through the establishment of 

community partnerships.” 

 Postsecondary Partnerships were coded by the researcher to mean direct work with the 

postsecondary institution, such as dual credit, articulation, and dual enrollment programs (like 

Start College Now).  In these instances, there presented a direct curriculum link to the 

postsecondary partnerships, which is why this was coded separate from community partnerships.  

In the position descriptions, postsecondary partners were identified by name much of the time.  

One description included, “Act as a liaison between district and the (Local) Technical College.”  

Another description included what was included in the work.  They wrote a statement that 

“includes the articulation of classes including those accepted for dual credit.” 

 Just over half of the position descriptions (60 percent) included statements that had the 

CTE Coordinator acting as a representative of the school district or of the department in some 

way.  One district identified that the person would “attend local, state, regional, and federal 

meetings/trainings as needed.”  One district went so far as to identify what meetings the CTE 

Coordinator would be required to participate in, including naming the Wisconsin Department of 

Public Instruction, a CESA, and the local technical college among other groups.  Serving as a 

liaison between local school districts was also included in the CESA position description. 

 Six of the position descriptions included statements that could only be called event 

planning.  For example, a statement said, “coordinates annual Youth Apprenticeship celebration 

event recognizing YA students and participating businesses.”  Also in this category were some 

career fair/job fair events.  One description stated that the individual would “direct the high 



83 

school career day event to include participation from area industry and postsecondary 

educational institutions.” 

 The results of the position descriptions showed some sought after categories amongst 

each position.  For example, every position description identified an attribute in the area of 

Program Leadership (Table 5).  Other themes were not as sought after, such as event planning 

and the establishment of a culture.  Missing from Table 5 are items that had less than five 

positions seeking those attributes.  A category with only two districts mentioning it was staffing, 

including “recruiting qualified teachers from industry certified program and colleges.”  
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Table 5 

Focus Area Modification Compared to Position Description Categories 

Wisconsin Focus Area CTE Coordinator Position Description 
Categories 

Management of CTE Financial Resources Budget 
  
Development & Sustainability of Curriculum Program Leadership, Curriculum 
  
Leadership & Support for CTE Personnel Instructional Coaching 
  
Support of Student Career Development Career Pathway Leadership, ACP 

Coordination 
  
CTE Facilities Management - 
  
CTE Advocacy & Communication Liaison Communication and/or Marketing, 

Representation of Department or District 
  
Professional Development Leadership - 
  
Administration & Accountability Data/Reporting 
  
 Postsecondary Partnerships 
  
 Event Planning 
  
 Community Partnerships 
  
 Work-Based Learning Coordination 
Note: Discussion of the focus areas by the focus group may have included items that are in the 

position description categories, but did not find it significant enough to break out as a stand-

alone focus area. 

 Once the position descriptions were coded, the researcher aligned the modified focus 

areas from the focus group to the categories from the descriptions (Table 5).  Categories from the 

position descriptions that did not match the focus areas were added to offer a clearer picture of 

what position descriptions sought. 
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Research Questions 

 The research questions for this study were addressed through the combined experiences 

of the focus group discussions, modifying the knowledge and skill statements as well as 

modifying the focus areas to address Wisconsin needs.  The themes confirmed from the focus 

group follow up also addressed the research questions, which were further informed by the data 

from coding the position descriptions and the comparison of those codes to the modified focus 

area statements. 

 Research question 1: What is the foundational knowledge needed for a CTE 

Coordinator in Wisconsin?  Through the focus group work, it was clear that participants 

identified knowledge statements as a need for understanding how something connected to CTE 

programs.  Many of the knowledge statements include the word understanding.  A comparison of 

the knowledge statements from the focus group to the position descriptions identified several 

common themes related to the knowledge needed to be a CTE Coordinator. Because this was 

phase two of a three phase study, the knowledge statements the focus group settled on were still 

a work in progress, which is why a complete list of statements are not included in these findings.  

It should be noted that due to an adjustment in the agenda of the focus group, ranking of 

statements was derived from an average of two sub-groups’ results from a card sort activity 

rather than consensus of the entire focus group.  The top five ranked knowledge statements from 

the focus group were: 

o Understand how to recruit qualified personnel for employment in CTE programs 

o Understand how to select qualified personnel for employment in CTE programs 

o Understand how to implement/maintain procedures for purchasing, receiving, 

dispensing, and accounting for CTE supplies, equipment, and services 
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o Understand how to comply with state and federal laws in CTE pertaining to identified 

special populations in the operation of the CTE programs 

o Understand the national and state career development standards that address the 

various stages of student career development 

 The focus group separated the recruitment and selection of personnel for potential 

employment into two different categories.  It was suggested that knowing how to recruit a 

candidate for an open position was different than knowing how to make an employment 

selection, thus leading to two different knowledge statements. 

 A difference discovered between the position descriptions and the work of the focus 

group centered around staffing.  The focus group discussion identified that the CTE Coordinator 

was part of the staffing process by way of licensing and in some cases evaluation.  When 

examining the position descriptions, it was noticed that only three of ten descriptions included 

staffing statements beyond Instructional Coaching.  They identified hiring practices as a desire, 

such as interviewing and recruitment of staff.  In this same staffing theme, it was clear from the 

focus group and positions, the CTE Coordinator works in collaboration with others to address 

staffing.  However, who the “others” are was not identified. 

 The feedback from the focus group as well as statements from the position descriptions 

suggest that a knowledge of finance and budgeting is required to be a CTE Coordinator in 

Wisconsin.  An example of a budget statement identified from the position description was to 

“Cooperate in the establishment and maintenance of procedures and controls for career and 

technical expenditure of school funding accordance with the adopted budget.” 

 General consensus of the focus group and position descriptions identified that Student 

Career Development is often desired as a CTE Coordinator in Wisconsin.  An Academic and 
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Career Plan was mandated in Wisconsin schools starting in 2017.  This process connects Student 

Career Development with the world beyond secondary school.  The focus group--though 

maintaining that ACP and CTE are separate--identified that “understanding the purpose of 

Student Career Development activities such as career and work-based learning opportunities” 

was necessary knowledge.  A position description supporting this example was to “Work closely 

with guidance to strengthen and coordinate school-to-career components of the Wisconsin 

Developmental Guidance Model (Advisor/Advisee Program, Career Center use, portfolios, 

etc.).”  

 Knowledge of laws pertaining to CTE and special populations was ranked in the top five 

of all statements by the focus group. This was a stark contrast to the position descriptions.  Only 

two of the ten examined position descriptions discussed special populations.  Ensuring that all 

populations (including special populations) are served by CTE curriculum also addresses equity.  

A focus on equity has always been part of CTE legislation, but Perkins V strengthens that focus 

to make it clear equity is part of CTE.  The two districts that did include equity in their position 

descriptions were also in the large district category. 

 The focus group identified advocacy with, the knowledge statement to, “Understand the 

internal and external stakeholder groups and their role in supporting CTE programs,” to address 

the idea of potential partners for CTE programs.  When coding the position descriptions, the 

researcher identified a specific category called Community Partnerships.  Seven of the ten 

position descriptions recognized that a focus on Community Partnerships was desired.  One 

position description addressed Community Partnerships by desiring to “assist career and 

technical education staff with the development, facilitation, and leading of local business and 

education partnership by career or content area.”  
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 Research question 2: What are the foundational skills needed for a CTE 

Coordinator in Wisconsin?  When examining skill statements, the focus group often settled on 

an action that needed to be completed. A comparison of the skill statements from the focus group 

to the position descriptions identified several common themes related to the skills needed to be a 

CTE Coordinator. Once again, because this was phase two of a three phase study, the skill 

statements that the focus group settled on were still a work in progress, which was why a 

complete list of statements are not included in these findings.  It should be noted that due to an 

adjustment in the agenda of the focus group, ranking of statements were derived from an average 

of the two sub-groups from the results of a card sort activity.  Discussion of these rankings was 

limited due to this adjustment.  Given, the top five ranked skill statements from the focus group 

were: 

o Manage and advocate for appropriate facilities, technology, and equipment needed in 

CTE programs 

o Locate data (i.e., local, state, national) and interpret labor market analysis to project 

and determine program needs for CTE 

o Provide recommendations for appropriate CTE instructional materials and resources 

aligned with student needs and industry standards, within the limitation of the budget 

o Promote and advocate the value of CTE to all stakeholder groups within the 

community 

o Ensure access and equity to programming and resources for students and staff within 

CTE programs 

 There were two differences in the work of the focus group and the position descriptions 

that bear mentioning.  One difference is Facilities Management.  Only two of the ten position 
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descriptions included attributes that addressed facilities.  It was clear after confirming with the 

field notes that the focus group identified facilities as being important to the knowledge of CTE 

Coordinators. 

 The second area where the position descriptions and the focus group work differed was in 

the area of equity.  The field notes from the focus group confirmed that they frequently discussed 

equity as an important skill, as evidenced by the fact that the statement was one of the highest 

ranked.  When analyzing the position descriptions, only two of the ten districts included an 

equity statement, large districts. 

 Both the focus group and the position descriptions suggested that the skill of Program 

Leadership, including Professional Development, was important for the position.  The discussion 

from the focus group made it clear that they identified Professional Development provided to 

CTE teaching staff as a way to impact CTE programs.  While the position descriptions did not 

directly address Professional Development, they did address the desire to develop and evaluate 

programs. 

 Another skill that seemed common from the focus group and the position descriptions is 

to develop and maintain a CTE curriculum.  One position description states to “determine the 

appropriate curricular programming to achieve career pathway goals for students in each 

program.”  The focus group agreed on a skill statement of “develop an understanding of the 

program approval processes for CTE program.”   

 Communication, promotion, and advocacy of CTE programs were skills desired by both 

the focus group and the position descriptions.  The focus group identified that CTE Coordinators 

should be able to “articulate CTE needs and program explanations with district administrators, 

representatives of industry, labor unions, and other community organizations,” while a position 
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description example of communications and advocacy says to “Build awareness of CTE program 

offerings within our local community and workforce.” 
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Chapter V: Discussion, Conclusions and Recommendations 

 Career and Technical Education (CTE) has been a significant component of K-12 

education for well over 100 years (Gordon, 2014).  Over the past 50 years, CTE has become an 

extremely complex system having a primary focus of training individuals for a potential career in 

the workforce (Miller, 1985).  Federal legislation has financially supported CTE in the nation 

since The Smith Hughes Act of 1917 (Ackland & Tiala, 2018; Clark & Cole, 2015; Gordon, 

2014; Miller, 1985) 

 Over that same time, accountability for school districts across the nation has also 

changed.  A Nation at Risk called out the fact that American students were falling behind their 

counterparts in the world, specifically in the areas of math and science (Gardner et. al. 1983).  In 

2001, Congress passed the No Child Left Behind Act, which included more accountability 

measures.  Most recently, Congress passed the Every Student Succeeds Act, which included 

additional accountability measures as well as a federal definition of graduation rate (Hess & 

Eden, 2017).  This increase in accountability has impacted educational leadership by pinpointing 

the focus on how administrators impact student learning through their influence within an 

organization. 

 Educational leadership typically incorporates the skill and ability of the individual or 

team tasked to create and develop a vision of the future (Murphy & Shipman, 1998).  According 

to Clark and Cole (2015) and the Wallace Foundation (2012), research shows that school leaders 

impact student outcomes through their effects on personnel (staff) and organizational structures 

(culture/school climate). Leaders use their knowledge and skills to make these impacts on 

students.  This explanation from the Wallace Foundation (2012) infers that CTE Administrators 

use their knowledge and skills to impact CTE teachers, programs, and students. 
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 In Wisconsin, the Department of Public Instruction (DPI) has identified 15 content 

guidelines for local CTE Coordinators who are leaders of school district CTE programs in the 

state (Wisconsin Department of Public Instruction, 2003).  In addition, Wisconsin DPI developed 

11 administrator standards that guide all school administrators in the performance of their roles 

(Wisconsin Department of Public Instruction, 2019).  These guidelines and standards, while 

offering a framework for certification of CTE Coordinators, leave open to interpretation the 

desired knowledge and skills required to perform the job. 

 The purpose of this study was to identify the foundational knowledge and the 

foundational skills needed to be a Career and Technical Education Coordinator in the state of 

Wisconsin.  The research questions for this study were: 

1. What is the foundational knowledge needed for a CTE Coordinator in Wisconsin? 

2. What are the foundational skills needed for a CTE Coordinator in Wisconsin? 

 To inform the research questions for this study, a focus group was conducted to modify a 

list of focus areas as well as knowledge and skill statements from a previous study to reflect what 

knowledge and skills would be needed for a licensed CTE Coordinator in the state of Wisconsin. 

The focus group consisted of five licensed and experienced CTE Coordinators and relied on their 

experience to help inform the focus group data, which included modified focus areas as well as 

knowledge and skill statements. 

 The second part of this study involved an examination of posted CTE Coordinator 

position descriptions from across the state of Wisconsin.  The researcher gathered and examined 

a total of ten CTE Coordinator position descriptions.  The position descriptions were coded into 

themes based on the qualities the employers were seeking when the positions were posted.  

Creswell and Creswell (2018) state that codes may be expected, surprising, or unusual.  In the 
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case of this study, many codes were expected.  The categories were then compared to the 

modified focus areas to determine common themes between the focus group and the position 

descriptions.  A comparison of the focus group modified focus areas and the position description 

categories was performed to help inform the research questions of the study.  Modified 

knowledge and skill statements from the focus group were also examined and compared to the 

skill attributes from the position descriptions.  This comparison was also used to help identify 

answers to the research questions. 

Summary and Discussion 

 From the focus group knowledge statements, an average ranking of the statements led to 

the highest ranked statements being matched with the most common themes appearing in the 

position descriptions.  This comparison led to the identification that the foundational knowledge 

required to be a CTE Coordinator in Wisconsin includes but is not limited to: 

o Knowledge of finance and budgeting 

o Knowledge of student career development 

o Knowledge of stakeholder/partnerships 

 The knowledge of finance and budget was the highest ranked statement in the focus 

group.  It was also a desired attribute in the majority of position descriptions.  Bentley (1977, as 

cited by VanderMolen & Zinzer, 2009) identified that developing budgets related to CTE 

programs was necessary to the CTE Administrator position.  Current CTE Coordinator content 

guidelines identify that developing and managing budgets and grants are essential to the position 

(Wisconsin Department of Public Instruction, 2003).  This suggests that the CTE Coordinator 

content guidelines drafted in 2003 may still be relevant 17 years later.  However, specific 

knowledge and skills were not identified at that time.  This statement connects to other 
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knowledge and skill statements as well.  The focus group and the position descriptions identified 

knowledge of federal Perkins law as part of the CTE Coordinator’s position, which also connects 

to budgeting and finance due to the funds allocated through this legislation. 

 Knowledge of Student Career Development appears to align with what Ackland and Tiala 

(2018), Clark and Cole (2015) and Sone (2017) identified as career orientation, workplace 

instruction, and a focus on lifelong learning.  Part of the Wisconsin Department of Public 

Instruction’s (2003) CTE Coordinator content guidelines identify that knowing the relationship 

between career development and CTE is necessary.  This knowledge was desired by both the 

focus group work as well as from the position descriptions. In some instances, the wording used 

by the focus group and the position descriptions was very similar.   

 The focus group discussed staffing and ranked staffing statements as the two highest 

knowledge statements.  When examining the position descriptions, it was noticed that only two 

positions included any wording about staffing.  Clark and Cole (2015) identified that a lack of 

CTE Administrators could be caused in part by a lack of CTE teachers.  It is possible that the 

focus group of experienced CTE Coordinators identified hiring and retaining qualified staff as 

one of their greatest needs at the time.  It may also be possible that hiring and retaining quality 

staff signifies advocacy for the program from the CTE Coordinator.  Further research on this 

may be warranted. 

 The next highest ranked area of knowledge that both the focus group and the position 

descriptions identified was that of stakeholders and business partners.  Only three of the position 

descriptions did not include connecting with business and industry partners; the focus group 

discussed this often.  CTE administrators frequently work with these stakeholders by way of 

partners acting as advisory board members to CTE programs (Clark & Cole, 2015; VanderMolen 
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& Zinzer, 2009; Worth & Gleckner, 2018). While general school administrators may work with 

stakeholder partners, it is often not as programmatically focused as CTE advisory committees. 

 From the focus group modification as well as the examination of the position 

descriptions, it was identified that the foundational skills that are required to be a CTE 

Coordinator in Wisconsin include but are not limited to: 

o Communication and advocacy for CTE programs 

o CTE curriculum development 

o Professional development leadership related to CTE 

 Communicating and advocating for the CTE program ranked high from the work of the 

focus group.  The focus group felt so strongly about advocacy that they added it to the title of 

one of the Wisconsin focus areas.  It also frequently appeared in the examination of the position 

descriptions.  Moore, Crudup, and Vander Wall (1992), when conducting a study about CTE 

Administrators, identified that communication was desired by teachers as well as general school 

administrators for the role.  Valentine (1979) and VanderMolen and Zinzer (2009) in their 

studies of CTE leadership identified community relations as a highly-desired task.  Community 

relations could also be explained as Communication and Advocacy.  It would appear that 

Communication and Advocacy has been part of the desired role of a CTE Administrator for over 

40 years. 

 CTE curriculum development was the second highest ranked desired skill according to 

the focus group participants.  Position description examination noticed that curriculum was listed 

eight of ten times.  While curriculum development and renewal take place across all curricula 

areas, CTE curriculum tends to require more attention to stay up-to-date with industry practice.  

This is due to the fast pace of change in industry as well as the rapidly changing demands of the 
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local labor market (Ackland & Tiala, 2018; Ardon & Fraser, 2015; Clark & Cole, 2015; Foster, 

Belcher, Foster, & Hornberger, 2017; Gordon, 2014; Hyslop, 2018).  The literature stated that 

industry and workforce needs change and develop faster than CTE programs can.  If CTE is to 

prepare students for industry, it must stay up-to-date to meet those demands. 

 The work of the focus group identified facilities as an important part of the CTE 

Coordinator in Wisconsin.  This was evidenced by the knowledge and skill statements that were 

modified to address how the coordinator supports facilities.  However, an examination of the 

position descriptions identified that only two of the ten examined addressed facilities.  This was 

interesting considering that Arnett-Hartwick and Cannon (2019) identified that the number one 

reason for technology education teachers to leave the profession was equipment, which can be 

considered facilities.  Facilities and equipment often connects to industry, and experiential 

learning like CTE requires constant attention to facilities (Ardon & Fraser, 2015; Arnett-

Hartwick & Cannon, 2019).  Pawlowski (2012) also noted that industry and workforce needs 

change at a faster rate than CTE programs can.  The researcher wonders if this focus on facilities 

could be seen as a way to support CTE teachers, CTE curriculum, and advocate for the CTE 

program. 

 Program Leadership, which includes Leadership of Professional Development related to 

CTE, was identified by the position descriptions as well as the work of the focus group.  Every 

position description included statements related to Program Leadership, and the focus group 

identified this as a highly-ranked skill needed for CTE Coordinators.  With the increasing focus 

on accountability through the most recent Perkins legislation, it would seem that educating CTE 

staff of these new measures would be important.  As part of Perkins V, Hyslop (2018) noted that 

in addition to math and reading skills, science skills are now part of the accountability measures.  
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Stone and Lewis (2015) discussed how teaching math from an applied approach can impact 

CTE, and the same could apply to reading and science.  Their study proposed that “teaching in 

occupational context” (Stone & Lewis, 2015, p.22) would impact students who traditionally 

struggle in academic classes.  Shifting the focus of a CTE teacher from teaching technical skills 

to that of integrating core academic subjects as recommended by Stone and Lewis (2015) would 

require Professional Development training.  Fox (2010) identified that the ability to teach adult 

learners through the organization and implementation of Professional Development was a critical 

skill for school administrators.  Using the example of math, the school administrator would need 

to teach teachers how to instruct students about math from an applied approach.  Professional 

Development organized by a CTE Coordinator to instruct CTE staff on new policy requirements 

would ensure the CTE programs continue to be relevant and up-to-date as well as positively 

impacting student outcomes. 

 Much of the focus group discussion involved the Academic and Career Planning (ACP) 

requirement in Wisconsin.  According to the Wisconsin Department of Public Instruction, ACP 

is intended to better equip students and parents to make more informed choices about 

postsecondary options (Wisconsin Department of Public Instruction, n.d.c).  A clear theme from 

the focus group was the concept that CTE supports the ACP process by working to reinforce 

Student Career Development, but it should not hold the sole responsibility of implementing 

ACP.  This seems to support the original intention of ACP as a way to inform students and the 

public about options beyond high school.  The literature has identified that CTE over time 

evolved from job preparation to college and career ready (Ackland & Tiala, 2018; Clark & Cole, 

2015; Gordon, 2014; Hyslop, 2018; Miller, 1985).  Stone and Lewis (2015) indicate that to be 

college and career ready students must have academic skills, technical skills, and employability 
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skills.  When these skills are added to the ACP process, it brings postsecondary options into 

clearer focus. 

 The ACTE Quality CTE Program of Study Framework (n.d.) as well as the quality 

indicators established by Perkins V all help the picture of college and career ready and how the 

three sets of skills (academic, technical, and employability) combine through CTE.  A sequence 

of courses--where students are completing in-depth studies that may connect to postsecondary 

institutions through dual credit opportunities--set the stage for both academic and technical skill 

attainment.  When added to a work-based learning program, CTE appears to help address college 

and career readiness.  This tends to support that CTE is a part of the ACP process.  The position 

descriptions discussed the ACP process also. However, in some of the positions, it stated that the 

CTE Coordinator would lead or co-lead the school ACP plan, which is in direct contrast with the 

theme from the focus group. 

 Postsecondary partnerships were mentioned in only half of the position descriptions, 

while it was a topic of discussion among the focus group more frequently.  Given that dual credit 

is considered part of an element of a quality program, it was surprising to find that postsecondary 

partnerships was not more prevalent in the position descriptions.  This may be a gap in CTE 

background knowledge by the authors of the position description, offering another example why 

individuals with CTE specific knowledge are needed to ensure a quality curriculum. 

 When the focus group discussed ACP and talked about CTE not being solely responsible 

for ACP delivery, it could be inferred that they felt ACP and Student Career Development should 

be the responsibility of the entire organization.  Leaders work together to ensure that the 

organization works towards achieving a vision (Dembowski, 2006).  Spillane (2006) stated that 

in a distributive leadership model, leaders together work towards a common vision.  Kouzes and 
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Posner (2010a; 2010b) stated that leaders model for others the culture and values of an 

organization.  When examining this leadership description through the lens of the literature and 

ACP, it may be that the focus group was discussing ACP not as a program but as a culture of the 

school. By being part of a school’s culture, all curricular areas would have a role to plan in 

supporting ACP.  If this is the case, then the CTE Coordinator working alongside a leader 

sharing their knowledge of Student Career Development would seem to match the voices of the 

focus group.  When ACP is viewed as a culture of a school, it is important that distributed 

leadership also be in place. 

 One of the discussions from the focus group that incurred the most passion revolved 

around the perception of the group that the CTE Coordinator in Wisconsin is an often undefined 

role.  Abundant discussion centered around whether the position is an administrator, quasi-

administrator, or teacher-leader role, and how the size of the school district or CESA consortium 

impacted this classification, as well as the foundational knowledge and skills.  This too can be 

seen in the examination of the position descriptions.  Some sought administrator licenses and 

experience, while others sought only for the individual to hold a teaching license in the area of 

CTE.  This lack of clarity appears to support what Worth and Gleckner (2018) found when they 

surveyed superintendents in Wisconsin.  Responses to that survey indicated that CTE program 

leadership was the responsibility of CTE Coordinators, CESA representatives, and CTE teaching 

staff, with the majority of respondents identifying CTE teachers as program leaders.  With 

studies by Clark and Cole (2015) and Riley (2013) stating that a CTE Administrator needed both 

CTE knowledge as well as general administrator knowledge, having a CTE teacher as the 

program leader introduces a potential gap in CTE program administration. 
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 Considerable discussion from the focus group centered on task-oriented statements that 

often included following policies and procedures.  The identification of finance and budgets as 

high ranking knowledge supports this.  Less predominant in the discussions were ideas such as 

moving a group towards a common goal and creating a vision for the CTE program.  The 

discussion from the focus group throughout the day focused much on managerial tasks, such as 

knowing the requirements of Perkins legislation and how to meet those requirements, while the 

position descriptions appeared to focus more on leadership; Instructional Coaching of new 

teachers is just one example of this leadership focus.  Dembowski (2006) and Sebastian, 

Allensworth, and Huang (2016) state that both manager and leader qualities are needed when 

seeking an administrator.  It is possible that this gap in leader versus manager could be due to the 

different ways CTE Coordinator positions are structured.  Perhaps in some instances, the CTE 

Coordinator is only allowed to focus on managerial tasks, with the principal acting as the leader.  

It may also be possible that this focus on managerial tasks stems from the CTE Coordinator 

preparation program that participants of the focus group enrolled in, while the authors of the 

position descriptions were focused more on leadership tasks.  It may also be worth examining the 

level of knowledge of position description authors and CTE initiatives. For example, perhaps the 

authors were not as aware of the depth of CTE Coordinator involvement in finances. 

 Curriculum and Instruction encompassed a long discussion point with the focus group.  

One of the themes from this discussion was the idea that curriculum and instruction are separate.  

They identified that curriculum and program decisions are overseen by the CTE Coordinator.  

The focus group identified instruction as practice and that the principal was responsible for this.  

From the position descriptions, curriculum was one category and Instructional Coaching was 

another.  Separate or together, the theory of distributive leadership accounts for this explanation 
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in a two-administrator design.  Spillane (2006) identified the leader-plus concept with duties split 

by function.  Instruction in this instance could be left to the principal, who is the generalist, while 

the curriculum would be left to the specialist of the CTE Coordinator.  In this instance, leaving 

the specialty of CTE under the leadership of the CTE Coordinator would seem logical, given the 

knowledge that CTE programming requires different knowledge that goes beyond that of a 

traditionally trained school administrator (Ardon & Frasier, 2015; Arnett-Hartwick & Cannon, 

2019; Clark & Cole 2015; Moore, Crudup, & Vander Wall, 1992; Pawlowski, 2012; UW-Stout 

Emerging Center for Career and Technical Education Excellence & UW-Stout Applied Research 

Center 2019).  A school administrative design with leadership distributed in a leader-plus system 

may also explain why the focus group identified curriculum as one of their top ranked skills. 

 The focus group separation of curriculum from instruction was surprising.  They 

identified curriculum as a responsibility of the CTE Coordinator and instruction as the 

responsibility of the principal.  Curriculum, what is taught, would not be good without 

instruction, the way to teach.  Stone & Lewis (2015) offered the earlier example of math 

curriculum taught through an occupational approach (instruction).  This suggests that the two are 

connected.  Perhaps the non-supervisory role of the CTE Coordinator in Wisconsin has led to 

this perception of curriculum and instruction being separate.  If the focus group participants were 

considering staff evaluation as part of instruction, then this may explain why they separated the 

two with identification of who would oversee each area.  It may also explain the lack of staffing 

in the position statements particularly if the authors viewed CTE Coordinators as not having staff 

evaluator ability. 

 One of the themes from the focus group was that oftentimes knowledge and skill 

statements were connected.  The field notes from the focus group identified many suggestions 
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related to this.  It was interesting that one of the top knowledge statements and one of the top 

skill statements were connected.  Knowledge of Student Career Development and the skill of 

developing a CTE curriculum may not appear related at first; however, upon examination, the 

two are connected.  Ferguson (2018), Gordon (2014), Miller (1985), and Plank, DeLuca, & 

Estacion (2008) identified that CTE plays a role in workforce preparation and development.  It 

would be difficult to accomplish this through a CTE curriculum that did not connect the creation 

of curriculum to a delivery that is appropriate to a student’s career development.   

Conclusions 

 The focus of this study was to determine the knowledge and skill core competencies 

needed by CTE Coordinators in Wisconsin.  The key knowledge and skills core competencies 

were identified by the focus group and an analysis of CTE Coordinator position descriptions. 

From this research, the results of the focus group as well as the coded themes from the position 

descriptions identified some information that led to several conclusions.  

 Leaders and managers.  The CTE Coordinator has responsibilities that involve both 

leadership aspects and management aspects.  The focus group as well as some of the data from 

the position descriptions often focused on management tasks.  Yet all of the position descriptions 

included program leadership statements indicating a focus on leadership.  Dembowski (2006) 

states that an effective school administrator, in this case a CTE Coordinator, demonstrates traits 

of both a manager and a leader.  Sterrett, Parker, and Mitzner (2018) stated that without both 

traits a leader may fail.  It is clear that both traits are necessary for CTE Coordinators in 

Wisconsin to be successful. 

 Leading is also about setting the vision of the organization and influencing a group of 

people towards that vision (Dembowski, 2006; Hermann, 2016; Hess & Robinson, 2006; Moss & 
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Liang, 1990).  This vision is necessary to give direction and focus for the leader and the 

organization.  As a school leader, the CTE Coordinator does this for the CTE program.  Hess and 

Robinson (2006) noted that leaders may also anticipate future needs of the program.  This 

proactive approach is critical when the CTE program updates curriculum rapidly to meet local 

industry needs. 

 The focus group discussed Perkins funds frequently during the work addressing the 

knowledge and skill statements.  One statement addressed using proper account codes and 

purchasing procedures when spending funds.  This supports the conclusion that the focus group 

viewed their work from a managerial perspective.  However, with additional accountability 

included in Perkins V legislation and the introduction of the local needs assessment (Hyslop, 

2018), it would appear that more leadership may be required.  Just as accountability increased 

leadership in school administrators, Perkins V accountability may require more leadership from 

CTE Coordinators. 

 All of the CTE Coordinators from the focus group completed the same preparation 

program.  It is possible that the managerial view of the focus group was reflective of the 

preparation program.  If the program included more managerial traits rather than leadership 

traits, this could explain the views of the focus group.  With more accountability in Perkins V, it 

may be necessary for CTE Coordinators to act with more leadership traits and that CTE 

Coordinator preparation programs include more leadership in their curriculum and outcomes. 

 Distributive leadership benefits schools.  Another conclusion is that a distributive 

leadership model would be beneficial for principals and CTE Coordinators, and could be very 

effective in providing quality CTE programs.  CTE content requires specific knowledge that is 

beyond that of a traditional administrator (Clark & Cole, 2015; Riley, 2017).  Business 
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partnerships, Perkins, CTE data accountability, CTE curriculum, and special populations were all 

identified as differences from traditional administration.  The position descriptions and the focus 

group identified these topics, suggesting that the specialized intricacies of CTE require special 

attention from a professional with background knowledge.  While school administrators require 

knowledge about their local communities, curriculum, school accountability, finance, and special 

populations, their focus in these areas is more general and pertains to the entire school rather 

than focusing on a specific area. 

 CTE Coordinators, through the emphasis on workforce education, typically have positive 

relationships with business and industry partners, community partners, teachers, and workforce 

organizations.  This knowledge of building partnership networks suggests that they also know 

how the partnership between core academic areas integrate with CTE curriculum and the positive 

impact that has on students and schools, particularly through CTE specific and general 

educational accountability measures.  This supports the concept that the CTE Coordinator 

understands the educational system as a whole and can support the overall vision of the school, 

while at the same time influencing CTE programs to help achieve that vison. 

 Supporting the vision of the organization is a leadership trait that aligns well with the 

concept of the leader-plus through distributive leadership (Spillane, 2006).  Distributive 

leadership supports the division of function by generalist and specialist, who work together to 

ensure a vision of the school is achieved (DeFlaminis, Abdul-Jabbar, & Yoak, 2016; Spillane, 

2006).  The CTE Coordinator, with the background CTE knowledge, acts as the specialist while 

the school principal, with the general knowledge of school administration, works as the 

generalist.  Together the positions complement each other and help to model organizational 

values while working to achieve a vision.  It is also possible that the two positions, CTE 
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Coordinator and principal, can switch functions as well, yet still work together to achieve a 

vision. 

 Varying perspectives about the role of CTE Coordinator.  There are varying 

perspectives or understanding about the role and responsibilities of the CTE Coordinator in 

Wisconsin, yet DPI has a set of content guidelines that all CTE Coordinator candidates must 

meet in order to get the license.  The focus group discussed this topic frequently.  One of the 

statements that they modified regarding evaluation of staff included a “when applicable” clause.  

They recognized that evaluation of staff is not a given with the position.  It was also noted from 

the focus group themes that district size and location may impact the different knowledge and 

skill statements.  This suggests that district size may impact how the position is viewed.  A 

separate theme from the focus group also included that there exists confusion as to how this 

position is viewed, saying that it may be administrative, instructive, or a hybrid of both.  The 

position descriptions also demonstrated a varying perspective or understanding.  The positions 

were titled five different ways and asked for many different licenses.  Yet the themes from the 

position descriptions were relatively similar.   

 The varying perspectives may be related in some way to the fact that the title of CTE 

Coordinator is not universal across the nation.  Michigan, Mississippi, Washington state, and 

Wisconsin all call the CTE Administrator something different (Michigan Department of 

Education Office of Career and Technical Education, 2019; Mississippi State University 

Research & Curriculum Unit, n.d.; Office of Superintendent of Public Instruction [OSPI], n.d.; 

Wisconsin Department of Public Instruction, 2003).  It may be possible that varying titles across 

the nation could contribute to varying perspectives locally. 
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 It is possible that the differing views may be explained by the idea that CTE Coordination 

looks different due to the nature of CTE (Bryan, 1984; Miller, 1985; VanderMolen & Zinzer, 

2009; Zirkle, 1998).  This may explain the lack of understanding by school administrators 

regarding the role of the CTE Coordinator.  The role may be so broad that it leaves open to 

interpretation the expectations.  When this is added to the lack of awareness of the CTE 

Coordinator content guidelines, it may become a situation where school administrators do not 

know what they do not know related to CTE and how unique CTE knowledge can positively 

impact school outcomes.    

 Another explanation for this different perspective may be due to the classification of the 

CTE Coordinator license in the state of Wisconsin.  The Wisconsin Department of Public 

Instruction (2003) identifies the CTE Coordinator as an administrative license, however, 

supervisory duties for the position are not allowed without the holder of the license also having 

an additional administrator license (principal, director of instruction, superintendent).  The way 

the CTE Coordinator license structure is designed, it allows for an open interpretation of the CTE 

Coordinator role, even such that individuals with little or no CTE background knowledge are 

acting as CTE Coordinators.  Clark and Cole (2015) and Zirkle (1998) identified the importance 

of having a certified CTE Administrator and the impact it has on a high-quality program.  The 

differing perspectives of CTE Coordinators across the state may be influencing the quality of the 

state CTE programming and the workforce in the state. 

 While the role of the school administrator has changed from a managerial focus to a true 

leadership focus (Dembowski, 2006), the title of principal has always carried a clarity of the 

position.  There is not a varying perspective or understanding of that role.  This leaves a question 
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as to why there is varying perspective or understanding of the role the CTE Coordinator and how 

that affects K12 education. 

Recommendations 

 The foundational knowledge and skills required to be a CTE Coordinator are extensive.  

The work of the focus group identified just over 90 knowledge and skill statements to forward to 

the next phase of the study.  The data offered some interesting observations including some 

recommendations and areas that need more research. 

 Recommendations from this research.  The recommendations are: 

o Curriculum for the CTE Coordinator licensure program should be revised to include 

additional leadership traits and knowledge about distributive leadership.  This could 

be accomplished in two ways--by adding leadership to part of a required 

administration course and by infusing leadership throughout the delivery of the entire 

program curriculum. 

o School administration licensure programs should add to their program curriculum to 

include what makes CTE different than other curricula.  Administrator curriculum 

should also examine distributive leadership as a way to work with CTE Coordinators 

to advance a school vision.  

o Supervisory abilities should be added to the CTE Coordinator role.  This could be 

accomplished two ways.  The first would be to lobby policy makers in the state of 

Wisconsin to change the classification of the CTE Coordinator administrative license 

to include supervisory abilities.  The second would be to add an additional 

certification to the CTE Coordinator licensure program.  Because the research 

identified curriculum as such a prevailing part of the knowledge and skills of a CTE 
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Coordinator, adding a Director of Curriculum and Instruction certificate to the CTE 

Coordinator program would appear to be the most logical choice. 

 Recommendations for further research.  The recommendations for further research on 

this topic include: 

o A qualitative study to clarify how much time a CTE Coordinator spends performing 

management tasks and leadership tasks.  This study could help identify how CTE 

Coordinators divide their time between leadership and management, and who or what 

influences how their time is spent.  Information from a study such as this could help 

identify why the focus group discussed items from a managerial point of view while 

the position descriptions sought leaders. 

o A quantitative study using a survey of position description authors to identify the 

titles of the authors (administrative assistant, human resources, school principal), who 

influenced the criteria added to the position descriptions (one person, a team), and 

how the criteria added to the position descriptions were determined (CTE Coordinator 

content guidelines).  By identifying these authors, a clearer interpretation of the 

differing views of the CTE Coordinator may be clarified.  With information about the 

position description authors, it would be possible for an organization such as DPI to 

more clearly articulate the CTE Coordinator content guidelines to school personnel. 

o A quantitative study that surveys school administrators using the ACTE Quality CTE 

Program of Study Framework as a guide to determine their understanding of the role 

of the CTE Coordinator and how it impacts CTE programming within districts.  This 

information would also allow for organizations such as DPI to mold an awareness 
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campaign of the CTE Coordinator content guidelines as a way to clarify the varying 

perspectives of the position.  

  



110 

References 

Ackland, P., & Tiala, S. (2018). High school counselor & administration perceptions toward 

CTE's role in STEM education (Master's thesis). University of Wisconsin-Stout, 

Menomonie, WI. 

Advance CTE. (2016). Removing legal barriers around work-based learning. Retrieved from 

https://www.careertech.org/sites/default/files/WBL_casestudy_Legal_2016.pdf 

Alvoid, L., & Black, W. L, Jr. (2014, July 1). The changing role of the principal: How high-

achieving districts are recalibrating school leadership. Center for American Progress. 

Retrieved from https://www.americanprogress.org/issues/education-k-

12/reports/2014/07/01/93015/the-changing-role-of-the-principal/ 

American Fastener Journal. (2016, February 3). The Skills Gap. Retrieved from 

https://www.bluetoad.com/publication/?m=7618&i=289198&p=50&pre=1 

Ardon, K., & Fraser, A. L. (2015). Expanding access to vocational-technical education in 

Massachusetts (White Paper No. 136). Retrieved from Pioneer Institute for Public Policy 

Research website: http://files.eric.ed.gov/fulltext/ED565736.pdf 

Arnett-Hartwick, S. E., & Cannon, J. (2019). Problems faced by secondary technology education 

novice and veteran teachers. Journal of Research in Technical Careers, 3(1), 1-12. 

doi:10.9741/2578-2118.1055 

Association for Career and Technical Education. (n.d.a). High-quality CTE tools. Retrieved from 

https://www.acteonline.org/professional-development/high-quality-cte-tools/ 

Association for Career and Technical Education. (n.d.b). History of CTE. Retrieved from 

https://www.acteonline.org/history-of-cte/ 



111 

Balyer, A., Ozcan, K., & Yildiz, A. (2017). Teacher empowerment: School administrator’s roles. 

Eurasian Journal of Educational Research, 17(70), 1-18. doi:10.14689/ejer.2017.70.1 

Bowers, E. (1979). Women in vocational education administration: A nationwide analysis. 

Retrieved from National Center for Research in Vocational Education website: 

http://files.eric.ed.gov/fulltext/ED181316.pdf 

Brown, B. D., Horn, R. S., & King, G. (2018). The effective implementation of professional 

learning communities. Alabama Journal of Educational Leadership, 5, 53-59. Retrieved 

from https://eric.ed.gov/?id=EJ1194725 

Bryan, J. P. (1984). The relationship of the roles, duties, and responsibilities of the local 

vocational education coordinator (lvec) and the director of community education in 

Wisconsin (Master's thesis). University of Wisconsin-Stout, Menomonie, WI. 

Career clusters. (n.d.). Retrieved from https://www.careertech.org/career-clusters 

Clark, R. W., & Cole, B. (2015). A look at leadership: An examination of career and technical 

administrator preparation in the United States. Career and Technical Education 

Research, 40(1), 63-80. doi:10.5328/cter40.1.63 

Cole, B., Foster, J., Foster, P., & McNally, K. (2014). Your first year in CTE: 10 things to know. 

Alexandria, VA: Association for Career and Technical Education.  

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed 

methods approaches (5th ed.). Thousand Oaks, CA: SAGE.  

Deal, T. E., & Peterson, K. D. (2016). Shaping school culture (3rd ed.). San Francisco, CA: John 

Wiley & Sons.  

DeFlaminis, J. A., Abdul-Jabbar, M., & Yoak, E. (2016). Distributed leadership in schools: A 

practical guide for learning and improvement. New York, NY: Routledge.  



112 

Dembowski, F. (2006). The changing roles of leadership and management in educational 

administration. International Journal of Educational Leadership Preparation, 1(1), 1-58. 

Retrieved from http://cnx.org/content/m14280/latest/Dembowski.pdf.pdf 

Dos, I., & Savas, A. C. (2015). Elementary school administrators and their roles in the context of 

effective schools. SAGE Open, 5(1), 1-11. doi:10.1177/2158244014567400 

DuFour, R., DuFour, R. B., Eaker, R., & Many, T. (2013). Learning by doing: A handbook for 

professional learning communities at work. Bloomington, IN: Solution Tree Press.  

Elmore, R. F. (2000). Building a new structure for school leadership. Retrieved from Albert 

Shanker Institute website: https://files.eric.ed.gov/fulltext/ED546618.pdf 

Ferguson, M. (2018). Washington view: The past, present, and future of CTE. Phi Delta Kappan, 

100(2), 64-65. doi:10.1177/0031721718803575 

Fletcher, E. C., Jr., Gordon, H. R. D., Asunda, P., & Zirkle, C. (2015). A 2015 status study of 

career and technical education programs in the United States. Career and Technical 

Education Research, 40(3), 191-211. doi:10.5328/cter40.3.191 

Foster, J., Belcher, G., Foster, P., & Hornberger, C. (2017). Beyond your first year in CTE: 10 

additional things to know. Alexandria, VA; Association for Career and Technical 

Education. 

Foster, J., Foster, P., Hornberger, C., & McNally, K. (2015). Your first year in CTE: 10 more 

things to know. Alexandria, VA: Association for Career and Technical Education.  

Fox, K. F. (2010). The high school principal: Case studies of an emerging role in educational 

leadership and administration (Doctoral dissertation). Retrieved from 

https://digital.library.unt.edu/ark:/67531/metadc33150/ 



113 

Friedman, T. L. (2006). The world is flat: A brief history of the twenty-first century. New York, 

NY: Farrar, Straus and Giroux. 

Fusarelli, L., Kowalski, T., & Petersen, G. (2011). Distributive leadership, civic engagement, and 

deliberative democracy as vehicles for school improvement. Leadership and Policy in 

Schools, 10(1), 43-62. doi:10.1080/15700760903342392 

Gardner, D. P., Larsen, Y.W., Baker, W.O., Campbell, A., Crosby, E.A., Foster, C.A., Jr., 

…Wallace, E. (1983). A nation at risk: The imperative for educational reform: An open 

letter to the American people: A report to the nation and the Secretary of Education. 

Retrieved from https://files.eric.ed.gov/fulltext/ED226006.pdf 

Gordon, H. R. (2014). The history and growth of career and technical education in America 

(4th ed.). Long Grove, IL: Waveland Press.  

Gronn, P. (2003). The new work of educational leaders: Changing leadership practice in an era 

of school reform (1st ed.). Thousand Oaks, CA: SAGE.  

Gurr, D., & Drysdale, L. (2018). System leadership and school leadership. Research in 

Educational Administration & Leadership, 3(2), 207-229. doi:10.30828/real/2018.2.4 

Harris, A. (2008). Distributed leadership: According to the evidence. Journal of Educational 

Administration, 46(2), 172-188. doi:10.1108/09578230810863253 

Hermann, K. R. (2016). The principal's role; Distributed leadership (Doctoral dissertation). 

Retrieved from 

https://digitalcommons.odu.edu/cgi/viewcontent.cgi?article=1007&context=efl_etds 

Hess, F. M., & Eden, M. (2017). The Every Student Succeeds Act: What it means for schools, 

systems, and states. Educational Innovations.  



114 

Hess, R. T., & Robinson, J. W. (2006). Priority leadership: Generating school and district 

improvement through systemic change. Lanham, MD: Rowman & Littlefield Education.  

Hoaglund, A. E., Birkenfeld, K., & Box, J. A. (2014). Professional learning communities: 

Creating a foundation for collaboration skills in pre-service teachers. Education, 134(4), 

521-528. Retrieved from 

http://search.ebscohost.com.ezproxy.lib.uwstout.edu/login.aspx?direct=true&db=ehh&A

N=97061258&site=ehost-live&scope=site 

Hyslop, A. (2018). Perkins V: The official guide to the strengthening career and technical 

education for the 21st century act. Alexandria VA: Association for Career and Technical 

Education.  

Kouzes, J. M., & Posner, B. Z. (2010a). The leadership challenge. San Francisco, CA: John 

Wiley & Sons.  

Kouzes, J. M., & Posner, B. Z. (2010b). The truth about leadership: The no-fads, heart-of-the-

Matter facts you need to know. San Francisco, CA: John Wiley & Sons.  

Krueger, R. A., & Casey, M. A. (2015). Focus groups: A practical guide for applied research 

(5th ed.). Thousand Oaks, CA: SAGE.  

Lichtman, M. (2013). Qualitative research in education: A user's guide (3rd ed.). Thousand 

Oaks, CA: SAGE.  

Malin, J. R., & Hackmann, D. G. (2016). Enhancing students’ transitions to college and careers: 

A case study of distributed leadership practice in supporting a high school career 

academy model. Leadership and Policy in Schools, 16(1), 54-79. 

doi:10.1080/15700763.2016.1181191 



115 

Malkus, N. (2019). The evolution of Career and Technical Education 1982-2013. Retrieved from 

American Enterprise Institute website: http://files.eric.ed.gov/fulltext/ED596295.pdf 

Massachusetts General Law Part 1 Title XII Chapter 74. (2019). Retrieved from: 

https://malegislature.gov/Laws/GeneralLaws/PartI/TitleXII/Chapter74 

Michigan Department of Education Office of Career and Technical Education. (2019). Career 

and Technical Education Administrator Manual. Retrieved from 

https://www.michigan.gov/documents/mde/CTE_Administrator_Manual_-

_OCTE_2017_603580_7.pdf 

Miller, M. D. (1985). Principles and a philosophy for vocational education. Ohio State 

University Center on Education, Columbus, OH. 

Mississippi State University Research & Curriculum Unit. (n.d.). CTE administrator 

endorsement. Retrieved from https://www.rcu.msstate.edu/Professional-Learning/CTE-

Administrator-Endorsement.aspx 

Mitani, H. (2019). Principal turnover under no child left behind accountability pressure. 

Teachers College Record, 121(2), 1-44. Retrieved from 

https://www.tcrecord.org/Content.asp?ContentId=22562 

Moore, G. E., Crudup, S., & Vander Wall, J. W. (1992). The actual and desired role of local 

vocational directors: A comparison of perceptions. Retrieved from 

https://files.eric.ed.gov/fulltext/ED348514.pdf 

Moss, J., Jr., & Liang, T. (1990). Leadership, leadership development, and the national center 

for research in vocational education. Retrieved from The National Center for Research in 

Vocational Education website: https://files.eric.ed.gov/fulltext/ED325645.pdf 



116 

Murphy, J., & Shipman, N. (1998). The interstate school leader’s licensure consortium: A 

standards-based approach to strengthening educational leadership. Retrieved from 

https://files.eric.ed.gov/fulltext/ED420698.pdf 

Murphy, J., Smylie, M., Mayrowetz, D., & Louis, K. S. (2009). The role of the principal in 

fostering the development of distributed leadership. School Leadership & Management, 

29(2), 181-214. doi:10.1080/13632430902775699 

Naicker, S. R., & Mestry, R. (2013). Teachers’ reflections on distributive leadership in public 

primary schools in Soweto. South African Journal of Education, 33(2), 1-15. 

doi:10.15700/saje.v33n2a715 

New report: 2017 state CTE policy review. (2018, January 25). Retrieved from Advance CTE 

and The Association for Career and Technical Education website: 

https://ctepolicywatch.acteonline.org/2018/01/new-report-2017-state-cte-policy-review-

.html 

Office of Superintendent of Public Instruction. (n.d.). Career and technical educator (CTE) 

director certificate. Retrieved from https://k12.wa.us/certification/CTE/DirectorCTE.aspx 

Pawlowski, B. (2012). The need for CTE partnerships. Techniques, 87(2), 16-19. Retrieved from 

http://search.ebscohost.com.ezproxy.lib.uwstout.edu/login.aspx?direct=true&db=ehh&A

N=75328131&site=ehost-live&scope=site 

Perkins Collaborative Resource Network. (n.d.). About accountability. Retrieved from 

https://cte.ed.gov/accountability/about-accountability 

Perkins V. (n.d.). Strengthening career and technical education for the 21st century act. Retrieved 

from https://www.napequity.org/public-policy/frontline-legislation/strengthening-career-

and-technical-education-for-the-21st-century-act/ 



117 

Plank, S. B., DeLuca, S., & Estacion, A. (2008). High school dropout and the role of career and 

technical education: A survival analysis of surviving high school. Sociology of 

Education, 84(4), 345-370. doi:10.1177/003804070808100402 

Riley, T. (2013). Paradigm shift from administration of career and technical education programs 

to leadership. Review of Higher Education and Self-Learning, 6(22), 22-28.  

Samson, H. E. (1980). The leadership role of the LVEC. Madison, WI: Wisconsin Department of 

Public Instruction.  

Sebastian, J., Allensworth, E., & Huang, H. (2016). The role of teacher leadership in how 

principals influence classroom instruction and student learning. American Journal of 

Education, 123(1), 69-108. doi:10.1086/688169 

Sebastian, J., Camburn, E. M., & Spillane, J. P. (2017). Portraits of principal practice: Time 

allocation and school principal work. Educational Administration Quarterly, 54(1), 47-

84. doi:10.1177/0013161x17720978 

Spillane, J. P. (2006). Distributed leadership. San Francisco, CA: Jossey-Bass.  

Spillane, J. P., & Diamond, J. B. (2007). Distributed leadership in practice. Teachers College 

Press.  

Sterrett, W. L., Parker, M. A., & Mitzner, K. (2018). Maximizing teacher time: The collaborative 

leadership role of the principal. Journal of Organizational and Educational Leadership, 

3(2). Retrieved from https://digitalcommons.gardner-webb.edu/joel/vol3/iss2/2/ 

Stone, J. R. III, & Lewis, M. V. (2015). College and career ready in the 21st century: Making 

high school matter. Teachers College Press.  



118 

Stone, J. R. III, (2017). Introduction to pathways to a productive adulthood: The role of CTE in 

the American high school. Peabody Journal of Education, 92(2), 155-165. 

doi:10.1080/0161956x.2017.1302207 

Stubbs, S. A., & Stubbs, J. A. (2017). Strategies used to enable cte programs to be high 

performing in Kentucky. Research in Higher Education Journal, 33(X), 1-9. Retrieved 

from https://eric.ed.gov/?id=EJ1161498 

UW-Stout Emerging Center for Career and Technical Education Excellence, & UW Stout 

Applied Research Center. (2019). Stakeholder engagement report for the strengthening 

career and technical education for the 21st century act (Perkins V). Retrieved from 

Wisconsin Department of Public Instruction website: 

https://dpi.wi.gov/sites/default/files/imce/cte/CPA/2019_08_Final_Report_on_Perkins_V

_Stakeholder_Engagement_for_DPI.pdf 

Valentine, I. E., And others, & Colorado State University, F.C.D. of V.E. (1979). Role 

clarification and determination of the responsibilities for administrative tasks performed 

by local vocational administrators in Colorado. Final report. Retrieved from 

http://search.ebscohost.com.ezproxy.lib.uwstout.edu/login.aspx?direct=true&db=eric&A

N=ED178723&site=ehost-live&scope=site 

VanderMolen, J., & Zinzer, R. (2009). Job tasks performed by career preparation system 

administrators in one midwestern state: Implications for leadership development. Journal 

of Industrial Teacher Education, 46(1), 104-135. Retrieved from 

https://ir.library.illinoisstate.edu/jste/vol46/iss1/8/ 

  



119 

Wallace Foundation. (2012). The school principal as leader: Guiding schools to better teaching 

and learning. Retrieved from https://www.wallacefoundation.org/knowledge-

center/pages/the-school-principal-as-leader-guiding-schools-to-better-teaching-and-

learning.aspx 

Wheatley, M. J. (2006). Leadership and the new science: Discovering order in a chaotic world. 

Oakland, CA: Berrett-Koehler Pub.  

White, T. H., & Smith, B. P. (2012). Career and technical education secondary female teachers: 

Leadership attributes. Journal of Career and Technical Education, 27(2), 20-37. 

doi:10.21061/jcte.v27i2.557 

Wisconsin Department of Public Instruction. (2003). Licensure program guidelines for 

Wisconsin institution of higher education and alternative program. Career and Technical 

Education Coordinator. Retrieved from https://dpi.wi.gov/tepdl/epp/guidelines 

Wisconsin Department of Public Instruction. (2019). Wisconsin guide for conducting the 

comprehensive local needs assessment. Retrieved from 

https://dpi.wi.gov/sites/default/files/imce/cte/CPA/2019_10_14_Guide_web_Meri.pdf 

Wisconsin Department of Public Instruction. (n.d.a). Changes to graduation requirements (2013 

act 63) - Guidance. Retrieved from https://dpi.wi.gov/graduation/requirements 

Wisconsin Department of Public Instruction. (n.d.b). Wisconsin educator standards. Retrieved 

from https://dpi.wi.gov/licensing/programs/educator-standards 

Wisconsin Department of Public Instruction. (n.d.c). Academic and career plan (ACP) frequently 

asked questions (FAQ). Retrieved from 

https://dpi.wi.gov/sites/default/files/imce/acp/pdf/2020_03_09_ACP_FAQs.pdf 



120 

Wilson, A. (2016). From professional practice to practical leader: Teacher leadership in 

professional learning communities. International Journal of Teacher Leadership, 7(2), 

45-62. Retrieved from https://eric.ed.gov/?id=EJ1137497 

Worth, R., & Gleckner, J. (2018). Career and technical education / perkins evaluation-survey 

results. Retrieved from 

https://dpi.wi.gov/sites/default/files/imce/cte/CTE_Perkins_Survey_Results_3.28.18_Fin

al_002.pdf 

Wraga, W. G. (2000). The comprehensive high school in the United States: A historical 

perspective. Retrieved from https://files.eric.ed.gov/fulltext/ED443170.pdf 

Yin, R. K. (2018). Case study research and applications: Design and methods (6th ed.). 

Thousand Oaks, CA: Sage.  

Zakaria, N. Z., Jizat, N. M., & Zakaria, N. (2015). Leadership skills among technical and 

vocational educators. Journal of Education and Practice, 6(16), 50-55. Retrieved from 

https://files.eric.ed.gov/fulltext/EJ1079940.pdf 

Zirkle, C. (1998). Vocational administration requirements, certification, and preparation. The 

Journal of Vocational Education Research, 23(3), 239-251. Retrieved from 

https://www.researchgate.net/publication/234753745_Vocational_Administration_Requir

ements_Certification_and_Preparation 

Zirkle, C., & Cotton, S. (2001). Where will future leadership come from? On the status of career 

and technical education administration. Tech Directions, 61(5), 15-18. Retrieved from 

https://eric.ed.gov/?id=EJ636613 



121 

Zirkle, C., & Jeffery, J. O. (2017). Career and technical education administration: Requirements, 

certification/licensure, and preparation. Career and Technical Education Research, 42(1), 

21-33. doi:10.5328/cter42.1.21 

  



122 

Appendix A: Focus Group Agenda 

CTE Essential Knowledge and Skills Focus Group 
December 16, 2019, Mauston Western Technical College Campus 

 
8:00 Start (Introductions, Consent Documents) 
 
8:05 Examination of 9 Focus Areas 
 
8:50 Examination of K & S Statements 
 8:50 Focus Area 1 
 9:10 Focus Area 2 
 9:30 Focus Area 3 
 9:50 Focus Area 4 
 10:10 Focus Area 5 
 10:30 Focus Area 6 
 10:50 Focus Area 7 
 11:10 Focus Area 8 
 11:30 Focus Area 9 

 
11:50 Lunch 
 
12:00 Ranking the 9 Focus Areas 
 
1:00 Card Sort of Statements 
 
1:45 Ranking Focus Area 1 Statements 
 
2:00 Ranking Focus Area 2 Statements 
 
2:15 Ranking Focus Area 3 Statements 
 
2:30 Ranking Focus Area 4 Statements 
 
2:45 Ranking Focus Area 5 Statements 
 
3:00 Ranking Focus Area 6 Statements 
 
3:15 Ranking Focus Area 7 Statements 
 
3:30 Ranking Focus Area 8 Statements 
 
3:45 Ranking Focus Area 9 Statements 
 
4:00 End  
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Appendix B: Position Description Desired Requirements 

 

 

  

District F 

Tit le: 

Educational Level: 

Experience: 

License: 

CTE Coord inat or 

M ast er or higher 

5 yrs CTE or college career re.3d iness at local stat e, 

and/ or federal level 

CTEC 5093 
,_ ___________________________ .. 
District I 

Tit le: 

Education Level: 
Experience: 

License: 

Coordinat or of Career and Technical Education 

Informat ion not list ed 
lntormat ion not list ed 

Ho ld or eligible t o hold Wiscsonsin DPI license in 

Career and Technical Educat ion Fields. 
,_ ___________________________ .. 

District E 

Tit le: Career & Technology Education Direct or 

Educational Level: Bachelor 

Experience : 

I License: 

Dist rict B 

Title : 
Education Level: 
Experience : 

I License: 

4 Years experience 
CTE Coordinat or 
Principal 

Career & Technical Education Coordinator 

School t o Career Coordinator 

Informat ion not list ed 
lntormat ion not list ed 

Informat ion not list ed 
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District C 

ntle: Coordinator of College and Career Readiness 
Education level : Masters 

Experience: 

license: 

S years (combined as teacher/administrator) 
Principal 
CTE Coordinator 

District D 

Tit le: Coordinator for Ca reer Programming 
Education level: Information not l isted 

Experience: 

license: 

Experience developing advisory teams from 

career fields 

Serve as lVEC ---------·· .. - ----------, ...--DI~ ct A D~ ~H 

Title: School to Career Coord inator 
Education l evel: Information not list ed 

Experience: Information not list ed 

license: Information not listed 

-

Title: Coordinator, Career and technical Education 
Educaion Level: Bachelor 

Experience: 

license: -

Grant Writing, facilitating and developing 
professional Development 

CTE Coordinator or abili ty to obtain license 

-
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District G 

Title: Career Technical Education Coord inator 

Education Level: Bachelors 

Experience: 

License: .. 
Information not listed 

Business, FCS, Marketing, Tech Ed. -

District J 

Title: Director for the Academies 

Education Level: Master (Doct orate preferred) 

Experience: 

License: 
• 

10 years teaching, supervisory, and/or 

administrative experience in CTE/Vocationa l 

education and/or •••••••••• Education model 

CTEC, Principal and/ or Director of Instruction 
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Appendix C: Position Description Coding 

  District  F Medium 

Program 

Leadership 

Leads the development, implementation, supervision, and evaluation of the 
college and career readiness program. 
 
Advises instructional practice in career and job performance skills at the 
Alternative High School. 
 
Demonstrated skill in identifying problems and solutions. 
 
Works with principals, instructional leaders, and staff in developing and 
implementing the philosophy of the college and career readiness programs. 
 
Demonstrated passion for students and for college and career readiness 
programs. 

Curriculum Recommends adoption of new instructional materials, methods, and 
programs for the college and career readiness program based on best 
practice, community values, enrollment projections, and future needs of 
students. 

Coaching  Observes teachers in their classrooms as a resource for career and technical 
education curricula. 

Budget Develops, coordinates, manages, and administers the Carl D. Perkins Grant 
and school to work budgets. 
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Communication 

and/or 

Marketing 

Keeps abreast of current research, innovations, and trends in the area of 
college and career readiness; provide pertinent information to the 
Leadership Team and Board as needed and requested. 
 
Demonstrated skill in organizing ideas and presenting them with clarity 
and conciseness. 
 
Serves on District committees as appropriate and requested. 
 
Attends local, state, regional, and federal meetings/trainings as needed 

Career 

Pathway 

Leadership 

Annually audits and oversees the production of the ****** Academic 
Guide 

Work with 

Postsecondary 

Works collaboratively with ********** Technical College and aids in 
student advancement from District programs into TC programs. 

Event Planning Coordinates the 8th Grade Heavy Metal Tour in conjunction with ******* 
Technical College. 
 
Works with the ******* counseling deaprtment to host the annual 
******* College and Career Fair. 
 
Coordinates annual Youth Apprenticeship celebration event recognizing 
YA students and participating businesses. 
 
Collaborates with the secondary counseling departments to coordinate 
college recruitment visits. 

Data/Reporting Prepares all school to work projects and reports for submission to the 
Department of Public Instruction (DPI) and other state and federal 
agencies, as appropriate (Carl Perkins and CTEERS). 

WBL 

Coordination 

Coordinates the Youth Apprenticeship and Youth Mentorship programs at 
the high school and work sites. 
 
Enrolls and approves student completion of work experience credits. 

 External 

Partnerships 

Works collaboratively with the Partners in Education (PIES) representative 
of the ********* County Business Council Foundation. 

Staffing 
 

ACP 

Coordinator 

Works collaboratively with the ******* ACP Coordinator to develop 
****** Advisory curriculum, lessons, and delivery. 

Outlier Leads and manages the ***** Career Center. 
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Equity 
 

 

  District E Medium 

Program 

Leadership 

The CTE Director will identify each career area within the department, and 
develop career pathways for students. 
 
Observe, support and enforce the mission, policies and programs of the 
District and all applicable laws and regulations. 

Curriculum Determine the appropriate curricular programming to achieve career 
pathway goals for students in each program. 
 
Create a system to successfully merge Middle/Intermediate School Career 
Classes into High school CTE curriculum. 

Coaching  Supervising and evaluating all teaching and administrative CTE staff 
providing quarterly updates to the Superintendent. 

Budget 
 

Communication 

and/or 

Marketing 

Effectively market the CTE Program through the use of students, 
informational brochures and a professional marketing firm if necessary. 

Career 

Pathway 

Leadership 

Working with School Principals to develop scheduling for programs. 

Work with 

Postsecondary 

Develop and maintain a successful partnership with ******** Technical 
College including the articulation of classes including those accepted for 
dual credit. 

Event Planning Direct the High School Career Day event to include participation from area 
industry and postsecondary educational institutions. 

Data/Reporting Demonstrate accuracy, thoroughness, and promptness in submitting 
reports, inventories, evaluations, and other information requested. 

WBL 

Coordination 

Establishing internships, job placement programs for students and 
apprenticeships. 
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 External 

Partnerships 

Establish advisory committees in each department to maintain career 
pathways for students and establish productive relationships/partnerships 
with local businesses. 

Staffing Recruiting qualified teachers from industry certified programs and 
colleges. 

ACP 

Coordinator 

 

Outlier (FACILITIES) Determine the physical needs of each department including 
the layout of shops/rooms, and appropriate equipment for each department 
that students can expect to use in private industry. 
 
(FACILITIES) Keep the supervisor informed on operations, needs and 
problems in the building. 

Equity Assist the Board of Education with its commitment of equal education 
opportunities for all students and equal employment opportunities for all 
employees. 
 
Maintain strict confidentiality regarding students with disabilities and other 
sensitive student information at all times in all settings. 

 

  District I Large 

Program 

Leadership 

Collaboratively develop and evaluate programs 
 
Commitment to developing and maintaining a school culture focused on 
students’ best interest in academic performance as well as social and 
emotional development 

Curriculum Serve as Project Lead the Way (PLTW) program coordinator 
 
Collaboratively develop, evaluate, and update curricular offerings across 
Middle and high schools (including charters) 

Coaching  Coaching of Teachers as assigned 
Budget Manage Carl Perkins grant 

 
Oversee Technical Incentive Grant 
 
Oversee aspects of district budgets for secondary school programs 

Communication 

and/or 

Marketing 

Build awareness of CTE program offerings within our local community 
and workforce 
 
Respond to and address parental concerns as needed 
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Career 

Pathway 

Leadership 

Collaborates with the director of student services and counselors on 
Wisconsin Technical Excellence Scholarship 
 
Collaborates with the director of student services and counselors on course 
selection 
 
Collaborates with the director of student services and counselors on 
Youth/Course options 

Work with 

Postsecondary 

Act as liaison between district and the ********** Technical College 

Event Planning Coordinate Financial Fitness 101 with 50 business volunteers and 400 high 
school students 

Data/Reporting 
 

WBL 

Coordination 

Oversee work-based learning (Co-op and Youth Apprentice) in three 
departments 

 External 

Partnerships 

Increase business and community involvement 
 
Serve as a member on area business committees and partnerships 

Staffing 
 

ACP 

Coordinator 

Collaborates with the director of student services and counselors on 
Academic and Career Planning (ACP process) 

Outlier Successful experience as a secondary teacher 
 
Previous supervisory and leadership experiences 

Equity Understanding of diversity as an integral component of the school’s 
organizational systems 

 

  District B Small  

Program 

Leadership 

Co-Lead CTE department meetings with CTE Department Chair which 
includes planning and development of staff development, create agendas, 
prepare presentations, plan for guest speakers 

Curriculum Roster students for PLTW teachers, approve changes throughout the 
semester as needed/requested 

Coaching  New CTE teacher mentoring and evaluations as needed 
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Budget Annual Perkins Grant development and submission which includes 
working with CTE team members on approved purchases, monthly 
reconciliation submission to business office. 
 
Tech Incentive Grant development, submission, and expense 
allocation/approvals 
 
Approve PLTW program fees annually (Middle and High School) 

Communication 

and/or 

Marketing 

Maintenance of high school website related to CTE 
 
Post any related CTE acknowledgements, reminders, updates, etc. on social 
media venues (Facebook, Twitter) for all CTE areas 
 
Promote and advocate for CTE in the district and community 
 
Ad-hoc committee participation as needed or requested by CTE team 
and/or administration 
 
Attend monthly high school Leadership Team meetings and annual School 
Improvement Institute in summer 
 
Attendance at local, state, and national conferences -- sharing information 
back with CTE team members 
 
Monthly meetings with local CTE Coordinators 

Career 

Pathway 

Leadership 

Course handbook annual updates which includes coordinating request for 
course updates in October from teaching staff 
 
Work with counselor on Technical Education Scholarship annually 
 
Assist with class registration meetings in February (present on ECCP, 
SCN, Online, YA) 
 
Start College Now and Early College Credit Program (formerly Youth 
Options) 

Work with 

Postsecondary 

 

Event Planning 
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Data/Reporting Annual CTEERS submission which includes collecting data from current 
junior and senior students 
 
Annual Perkins Follow-up Report submission which includes collecting 
data from previous 
graduating class 

WBL 

Coordination 

Youth Apprenticeship Coordinator 
 
Employability Skills and Youth Leadership Coordinator 
 
Coordination and supervision of summer school teacher assistants 

 External 

Partnerships 

 

Staffing 
 

ACP 

Coordinator 

Co-lead ACP tier 1 team 

Outlier Proctoring certification exams as needed and collecting data on earned 
certifications for grant submission 
 
Coordinate off-site Health Science opportunities (CNA classes, Health 
Immersion classes) 
 
Support all CTSO and CTSO advisers which may include judging, 
coordination, chaperoning, etc., as needed 

Equity 
 

 

  District C Small 

Program 

Leadership 

Coordinate and expand the district’s Career and Technical Education 
(School-to-Work) programs 
 
articulate career pathways  
 
have a track record of setting measurable goals to improve student learning 

Curriculum 
 

Coaching  the ability to develop teacher leadership to work collaboratively 
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Budget 
 

Communication 

and/or 

Marketing 

 

Career 

Pathway 

Leadership 

 

Work with 

Postsecondary 

 

Event Planning 
 

Data/Reporting Extensive knowledge of data-driven school improvement is preferred 

WBL 

Coordination 

capstone internship/job shadowing experiences  

 External 

Partnerships 

forming meaningful business and community partnerships 

Staffing 
 

ACP 

Coordinator 

coordinate and expand the district’s Academic and Career Planning process 

Outlier 
 

Equity 
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  District D Medium 

Program 

Leadership 

Evaluate student enrollment in each pathway and determine adjustments 
necessary to course options to ensure the success of each program 
 
Lead professional development responsibilities for staff and business 
partners 
 
Ability to perform duties with an awareness of all district requirements and 
School Board policies 
 
Establish professional culture expectations within *******  to reflect 
effective principles of collaboration, transparency, and accountability 

Curriculum Develop curriculum goals for career based programming at *********** 
High School 

Coaching  
 

Budget Establish a budget for career programming courses, utilizing Carl Perkins 
funding, as well as ***** budget allocations to support staff and students 

Communication 

and/or 

Marketing 

Develop and manage effective parent communication strategies 
 
Ability to effectively present information and respond to questions from 
administrators, staff, and the community 
 
Ability to apply knowledge of current research and theory in a specific 
field 
 
Ability to speak clearly and concisely both in written and verbal 
communications. 
 
Ability to write reports, business correspondence, and procedure manuals. 

Career 

Pathway 

Leadership 

Develop plans and oversee implementation of Academic and Career 
Planning in partnership with the Coordinator of Secondary Education and 
****** staff 

Work with 

Postsecondary 

Work in partnership with local universities and institutions  to ensure 
****** is utilizing all available resources for students 

Event Planning Organize opportunities to connect students to events that exist within 
career programming inside and outside ******* High School 

Data/Reporting Ability to define problems, collect data, establish facts, and draw valid 
conclusions 

WBL 

Coordination 

Develop partnerships with businesses that would be capable of providing 
work placements for students with disabilities 
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 External 

Partnerships 

Develop and maintain partnerships with CAPS (Center for Advanced 
Professional Studies) schools as part of the CAPS Network 
 
Recruit, train, and retain business partners ensuring curriculum input, 
mentorship opportunities, internships, guest teacher roles, and/or gifting of 
assets and/or financial support 

Staffing 
 

ACP 

Coordinator 

Develop plans and oversee implementation of Academic and Career 
Planning in partnership with the Coordinator of Secondary Education and 
staff 
 
Work successfully with counselors and IB/AP coordinator to ensure 
successful integration of students’ Academic and Career Plan 
 
Monitoring the implementation of ACP: developing and presenting the 
annual reports related to ACP and E4E for Board and DPI approval 

Outlier 
 

Equity 
 

 

  District A Small 

Program 

Leadership 

Lead evaluations of the K-12 Career and Technical Education Program 
 
Develop a comprehensive needs assessment system to maintain, delete, 
update and establish instructional Career and Technical Education 
programs 
 
Coordinate Career and Technical Education staff in-service education and 
promote professional growth along with Career and Technical Education 
team leaders 
 
Provide for the ongoing review, evaluation and development of rules, 
guidelines and practices consistent with decisions by the Board and District 
Administrator 
 
Interpret district policies and procedures to employees as it relates to 
School-to-Career 
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Curriculum Gather, select and analyze employment trends and provide staff with 
data/information for program planning across the district 
 
Research and develop proposals involving Career and Technical Education 
curriculum development, improvement and expansion. 
 
Coordinate the articulation of K-12 Career and Technical Education 
vertically and horizontally 

Coaching  Conduct instructional staff evaluations of Career and Technical Education 
staff in compliance with state and local requirements. 

Budget Writing state and federal grants with principals or student services staff 
members that are appropriate to enhance our School to Career offerings 
 
Cooperate in the establishment and maintenance of procedures and controls 
for career and technical expenditure of school funds in accordance with the 
adopted budget 
 
Develop, coordinate and administer Career and Technical Education 
budgets 
 
Write Carl Perkins Grant for ****** School District, including prioritizing 
requests, maintaining budget, ensuring compliance with state and federal 
requirements, and management of grant when awarded 
 
Coordinate the Carl Perkins Grant for a multi-district consortium including 
being the main contact for the Department of Public Instruction for all 
districts within the consortium 

Communication 

and/or 

Marketing 

Maintaining communication with employers of School to Career, including 
Youth Apprenticeship, students, parents and school personnel so that 
problems are minimized and quickly resolved. Examples include: follow-
up contacts, answer questions, dependability issues, maintain positive 
relations/open communication, identify and resolve issues with 
employer/supervisor 
 
Serve as a resource person to various district staff and publics.  He/she 
shall make periodic reports to the Board and District Administrator, 
Director of Instructional Services on issues and disseminate current 
information 
 
Represent the ******** School District at CESA **, Wisconsin 
Department of Public Instruction, ******* College, University of 
Wisconsin, ****** County and the ******** Consortium regarding 
activities and grants including School-to-Career (including Youth 
Apprenticeship), Transcripted Credit, Carl Perkins, and other opportunities 
as they arise. 
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Career 

Pathway 

Leadership 

 

Work with 

Postsecondary 

 

Event Planning 
 

Data/Reporting Be responsible for the collection, review and submission of all forms and 
reports relative to School-to-Career to local, state and federal agencies 

WBL 

Coordination 

Coordinating and following through with all School to Career, including 
Youth Apprenticeship, applications. This includes completing YA 
paperwork accurately, quarterly evaluation meetings with YA students, 
employers, and parents and submitting end of year paperwork to the 
appropriate agency 
 
Facilitate School to Career, including Youth Apprenticeship, development 
implementation and evaluation on an annual basis 
 
Manage Summer Intern Program, including  being the teacher of record for 
all interns, being the main contact for all interns and summer school 
teachers, and complete End of Program paperwork for all interns. 

 External 

Partnerships 

Assist Career and Technical Education staff with the development, 
facilitation, and leading of local Business and Education Partnership by 
career or content area 
 
Attending related ******** Area Chamber of Commerce meetings and 
Business Education Partnership meetings to make connections with local 
businesses 

Staffing 
 

ACP 

Coordinator 

Work closely with guidance to strengthen and coordinate School-to-Career 
components of the Wisconsin Developmental Guidance Model 
(Advisor/Advisee Program, Career Center use, portfolios, etc.) 

Outlier 
 

Equity 
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  District H Large 

Program 

Leadership 

Facilitates or assists individual districts in the development and 
implementation of new initiatives related to CTE and career counseling. 
 
Assists districts in meeting pathway requirements including sequence of 
courses, work-based learning, industry recognized credentials, and CTSO. 
 
Provides technical assistance, consultation, and professional development 
to districts. 
 
Manages consortium-wide projects, purchases, and professional 
development. 

Curriculum 
 

Coaching  
 

Budget The coordinator writes and submits the federal Carl Perkins Grant 
Application on behalf of approximately 20 consortium districts. 

Communication 

and/or 

Marketing 

Acts as liaison between local districts and regional and state entities. 
 
Stays abreast of related initiatives and networks and translates that into 
valuable relationships and information for consortium districts. 

Career 

Pathway 

Leadership 

 

Work with 

Postsecondary 

 

Event Planning 
 

Data/Reporting Ensures compliance with federal guidelines through fiscal management, 
technical assistance, submission of reports, research assistance, 
professional development, and assistance with program development. 
 
Conducts data review and analysis related to College and Career Readiness 
data. 

WBL 

Coordination 

 

 External 

Partnerships 

 

Staffing 
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ACP 

Coordinator 

 

Outlier 
 

Equity 
 

 

  District G Medium  

Program 

Leadership 

Works with and assists the Associate Principal for Teaching and Learning 
and the Director of Secondary Education: in the development and revision 
of curriculum, the improvement of instruction and the planning of staff 
development programs. 
 
Leads and implements vision and goals 
 
Prepares PLC agendas and minutes and conducts department meetings a 
minimum of once a month and submits minutes of all such meetings to the 
Associate Principal of Teaching and Learning and the Principal 
 
Inspires, engages, and motivates members of the department 

Curriculum Completes an annual review of course offerings and course competencies 
and recommends revisions, as needed 
 
Implements the present curriculum and makes recommendations for 
curriculum revisions 
 
Coordinates the adoption of textbooks for the department 
 
Participates in articulation meetings with sender school personnel 

Coaching  Mentors, or secures a mentor for, new teachers in the department 
 
Serves as a teacher coach 

Budget Prepares the annual department budget requests, and monitors its 
implementation 

Communication 

and/or 

Marketing 

Keeps the Board of Education informed of Departmental activities through 
periodic presentations to the Board 
 
Attends regularly scheduled meetings for instructional leaders 

Career 

Pathway 

Leadership 

Makes recommendations in the development the master schedule 
 
Attends Freshman Orientation and Freshman Enrollment nights 
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Work with 

Postsecondary 

 

Event Planning Coordination of special events and celebrations 
Data/Reporting Monitors data 

WBL 

Coordination 

 

 External 

Partnerships 

 

Staffing Interviews candidates for vacant positions using various means to identify 
the best qualified candidate, and makes recommendations for employment 
to the Principal 

ACP 

Coordinator 

 

Outlier Assists substitute teachers, obtaining internal substitutes when necessary 
 
Coordinates the purchase of supplies and equipment with the Business 
Office 
 
Completes an annual inventory of department supplies, equipment and 
instructional materials 
 
(FACILITIES) Makes recommendations for facility improvements 
 
(FACILITIES) Facilitates check out annually 

Equity 
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  District J Large 

Program 

Leadership 

Considerable knowledge of federal, state, and local laws, policies, and 
regulations pertaining to public education, CTE, and student safety 
 
Ability to identify problems and provide assistance to staff at district, 
school and community levels 
 
Ability to demonstrate the district’s core values: integrity, high 
expectations, commitment, respect, dedication to teamwork and a passion 
for a student-centered environment 
 
Facilitates the establishment, maintenance, expansion, evaluation, and 
interpretation of the ***************** and Pathway programs 
 
Leadership and accountability for *************instructional programs 
through visits to schools and class observation to assess the need for 
revision and/or development of new programs 
 
Thorough knowledge of content, materials and presentation 

Curriculum Thorough knowledge of current trends and developments in Career and 
Technical Education (CTE) and Project Lead the Way (PLTW) and in the 
broader field of education including current instructional theory and 
practice 
 
Ability to plan, organize, and coordinate training and instructional 
programs 
 
Collaborate with principals and teachers to discuss the implementation of 
curricula goals in conjunction with the Deputy Chief of Schools for 
Secondary Transformation 
 
Assist with the development of *********** evaluation in collaboration 
with the Deputy Chief of Schools for Secondary Transformation. 
 
Convenes regular meetings with CTE Coordinator, Academy Coaches, and 
********* leadership teams to guide instruction and monitor curriculum 
development. 
 
Work closely with the Deputy Chief of Schools for Secondary 
Transformation in progress monitoring of the academy model, it’s 
framework, and accreditation of school-based academies with the National 
Career Academy Coalition’s National Standards of Practice. 
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Coaching  Thorough knowledge of effective teaching methods and of techniques and 
processes for training teachers to become more effective in the ******** 
model of education 
 
Provides guidance for and support of the ******** Coaches 

Budget Author, refine and submits grants aligned to the goals of the 
************* and CTE programs. 
 
Prepares budgets for ************* and CTE programming, as well as 
approves and monitors expenditures. 

Communication 

and/or 

Marketing 

Ability to communicate effectively, both orally and in writing 
 
In conjunction with the Chief of Schools and Deputy Chief of Schools for 
Secondary Transformation, provide advocacy at the local, state, and 
national levels as it applies to the ************* 
 
Serves as liaison to the ********* Area Manufacturers and Commerce and 
the Commerce and Manufacturers Association of *******  in conjunction 
with the Chief of Schools and Deputy Chief of Schools for Secondary 
Transformation 

Career 

Pathway 

Leadership 

Collaborates with the Director of Student Services on the implementation 
of Academic and Career Planning. 

Work with 

Postsecondary 

Oversees Postsecondary Education and Training program partnerships in 
articulating the ************** and CTE programming 
 
Responsible for determining and establishing articulation and other 
working partnership agreements with Postsecondary Education/Training 
providers in addressing the needs of all students 

Event Planning 
 

Data/Reporting Assist with data analysis to determine if performance standards and 
benchmarks are met and, when necessary, make recommendations for 
improvements 

WBL 

Coordination 

Coordinates and recommends policy, develops and refines procedures for 
******** experiential and workplace learning activities 



143 

 External 

Partnerships 

Develop and maintain close working relationships with community 
organizations, state agencies, area employers, and labor organizations in 
collaboration with the Chief of Schools and Deputy Chief of Schools for 
Secondary Transformation 
 
Establishes *********** Career Pathway Advisory Committees.  Serves 
as the catalyst in the identification of advisory committee growth and 
development 
 
Develop and promote staff experiential learning externships through the 
establishment of community partnerships 
 
Establish partnership agreements and Memorandums of Understanding 
(MOU) in support of the ********* with community partners based on 
best practice and student-centered decision making. 
 
Serve as a binding partner with the Convening Organization for the 
******** in the development and maintenance of the ******** Steering 
Committee as it pertains to its bylaws, membership and operational 
integrity. 

Staffing Provides leadership in the selection, supervision, and evaluation of 
assigned ************ personnel and staff 
 
Drives ************ development, maintenance, and implementation of 
necessary in-service education and evaluation procedures for the 
********** personnel and staff 

ACP 

Coordinator 

Lends expertise and counsel in the maintenance of the Academic and 
Career Plan as related to ************ and CTE programming 

Outlier 
 

Equity Ability to maintain strict confidentiality and strong judgment 
 
Collaborates and communicates with the Chief Academic Office and their 
departments to ensure equitable access for all students within the 
*************system 

 


