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Teachers Who Think About Their Practice

By Robert A. Martin, Editor

The best educational re-

searcher, just like the best career
counselor, could very well be the
classroom teacher of agriculture.
What characterizes the teacher as
a model for research? Why would
a teacher want to be an investiga-
tor?

Stephen Brookfield
(1995) reminds us that
“when teachers are
asked about learning
more about teaching,
they often say that they

haven’t learned much in o

their work and that
things stay about the
same year to year.
However, when they
reply to specific ques-
tions probing how they S
have changed in the last .
twelve months, many

are surprised at how

much has happened to

them” (p. 75).

Teachers who think about their
practice do more than merely select
their technical content and deliver it
in familiar ways. Teachers who
think about their practice are
teachers who follow a process of
reflection. As identified by
Brookfield (1995), “thinking teach-
ers” are teachers who conduct
self-reflection activities, listen and
gather perceptions of professional
colleagues, gather student input and
review the Hterature for ideas and
approaches to improve their
practice. It is, in a sense, a per-
sonal investigation into the practice
of teaching.

Teachers who think about their
practice are models for their

. selfReﬂectmn |
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students. Students, regardless what

they may say, want to please their

teachers. If teachers act in a
manner that suggests they are trying
to improve their practice of teaching,
students will know and will recog-
nize the effort by their input and
their actions.

Teaching is often characterized
as being a lonely profession.
Whether or not this is true is more

Pract1ce
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dependent on the teacher than on
the circumstances in which the
teacher operates. Investigating our
practice means gathering input
deliberately and continually. Reflec-
tion is not a lonely act. It means
digging for input, discussing the
findings and thinking about what we
do or plan to do.

if we are to use the classroom,
laboratory or other site as a re-
search center for and about learning,
we must be willing to start with an
investigation of our teaching prac-
tice. For that to happen we need to
focus on the practices we use,
gather input from students and
colleagues and review information
about the practice of teaching and

ot " Colleague’s
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reflect on our practices. In doing
these steps we will provide a frame-
work for students to follow in their
own investigations and learning.

This issue of The Magazine has
some very interesting articles.
Thanks goes to Susie Whittington for
soliciting, collecting and organizing
these articles for the theme focused
on using the classroom as a way to
learn more about learning. Few
issues of The Magazine have
so sharply contrasted the issues
in this high stakes business we
call “Agricultural Education.”
What is the balance between
experiential learning and testing
as we seek to learn more about
learning in the classroom,
1aboratory or related sites?

- Please read this issue of The

' Magazine to learn more about
practices that impact learning in
agricultural education.
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What Could I Share About Teaching and Learning?

By M. Susie Whittington

From 1989 to 2000, T had the

pleasure of observing teaching in
nearly 70 college classrooms for well
over 600 hours. During that time, as
you can imagine, | witnessed teach-
ing that ranged from barely compe-
tent to masterful.

I always enjoyed the opportunity
to visit with the professors about their
backgrounds and previous teaching
experiences. Of course, their
backgrounds were as varied as their
level of mastery. As all of you know,
most college professors have had no
formal preparation in teaching, thus,
as Dr. Lowell Hedges would con-
tend, “they teach the way they were
taught”. However, among the “great
ones” there was a common theme:
they each had one significant influ-
ence in their lives for whom teaching
was a passion,

Although my observations of the
professors and my conversations
with them does not constitute a
scientific study, to me the finding is
still significant; in college classrooms
where teaching was superior, the
professor was influenced by at least
one masterful teacher.

What else did T learn? 1 learned
that in each classroom where 1
observed, no matter the level of
teaching mastery, the professor
wanted to learn more about teaching
“and wanted to improve his/her
classroom effectiveness. [ easily
learned, through the questions they
asked me, the follow-up phone calls

that came to me, and the requests I
received to review syllabi or critique
a new technigue, that the professors
were hungry for more.

What could 1 share with them
about what is “known” in teaching
and learning?

In this issue of The Agricultural
Education Magarine, we explore
“lessons from the classroom on
teaching and learning”. You may
want to begin reading this issue by
first reading Jamie Cano’s overview
of “what is known about effective
teaching” where he examines the
work of notable researchers in
education. T suggest that your follow-
on reading include the articles by
Buriak and Yendol Silva who chose
to position “teachers as researchers”
in their own classrooms. Buriak uses
his own laboratory as his quantitative
and qualitative investigation site and
implements changes accordingly.
Likewise, Diane Yendol Silva pre-
sents the “pedagogical content
knowledge (pck)” concept and walks
readers through the inquiry process
that teachers use to improve their
classrooms.

Recently, we have all heard
jargon related to achievement testing,
personality typing and fostering
learning communities. Youwill be
interested in reading the insights
provided by Jasper Lee, Tracy
Kitchel, and Anita Woolfolk Hoy and
Neil Knobloch on these current
education subjects.

We know that students grasp
concepts more readily when they
have a framework to which they can

attach the content. But, Anna Ball
and Shannon Washburn, and Rick
Rudd and John Ricketts wrote
articles that patiently lead us through
using “Bloom’s Taxonomy” and the
“Elements of Reasoning” to frame
agriculture subject matter (with
concrete examples) around a thought
process that students can use in our
classrooms.

And finally, if you are like me,
solid applications are a must. Billye
Foster and Jack Elliot share with us a
“final presentation” required by all
student teachers in their department.
Aren’t we all interested in ideas that
leave our students with more confi-
dence, and a sense of accomplish-
ment?

What could I share about what is
“known” in teaching and learning?
From the overview, to the research,
to the practical application, this is an
issue of The Agricultural Education
Magazine that begins to answer the
question,

M, Susie Whittington served as the
Theme Editor for the November-
December issue of The Agricultural
Education Magazine. Whittington is an
Associate Professor in Agricultural
Education at The Ohio State University.
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How to Successfully Publish in The A
azine

The Agricultural Education
Magazine has provided the profes-
sion a wide variety of ideas, prac-
tices and procedures that have
proven successful for thousands of
teachers, students and other profes-
sionals interested in Agricultural
Education. The authors who have
submitted their work for publication
in this journal have consistently
provided much food for thought and
many practices that work well in the
teaching-learning process. Potential
authors often ask questions regarding
the parameters for publication. The
following ten steps may prove useful
to you as you prepare your article for
The Magazine. If you have addi-
tional questions or concerns, please
contact the Editor, Please consider
writing an article for The Magazine.
Your profession needs to “hear”
about your ideas, successes, con-
cerns, and approaches fo teaching
and learning that work for you.

*  The best articles for The
Agricultural Education Magazine are
the ones that have a clear point and
share practices that can be used in
the “real world” of teaching agricul-
ture. The Magazine is a “hands-on”
practical approach journal. Articles
should share specific steps one can
take to make teaching and learning in
and about agriculture more enjoy-
able, efficient and effective. Philo-
sophical or theoretical articles are
appropriate if they have a specific
message and can be useful to the
practitioner in the field.

*  Refer to the latest issue of
The Magazine to determine the
dimensions of similar articles.

*  Final copy should be two
pages as shown in the journal. A
four page double spaced manuscript
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is approximately the proper article
length for submission.

*  Articles should be accom-
panied by a recent headshot photo
of the author(s).

* If the authox(s) has photos
and drawings etc. appropriate for
the “theme issue™ for which he/she
is submitiing an article, please make
sure the photos are of high quality
and they tell the story. Only
hardcopy (not digital) photos are
acceptable to the printing company.

*  Manuscripts should be sent
to the Theme Editors if at all
possible, however articles may be
sent to The Editor if that is the

. preference of the author(s). Theme

articles get first priority in article
selection for publication. General
articles will be used when space is
available,

*  Manuscripts are due to the
Editor of The Magpazine at least 60
days prior to publication. Follow the
published timeline carefully. Work
closely with the Theme Editor to
have a timely submission. The
Editor makes the final decision to
publish any article.

*  All manuscripts received by
The Editor are acknowledged.
Please make sure your address,
phone and e-mail addresses are
available and clearly identifiable.

*  Each author is asked to sign
a “release” form. This release form
gives permission to reprint your
article once it is published in The

Magazine.

*  Ifyour article is published,
you will receive a free copy of the
journal atong with a letter of con-

gratulations. Additional copies of The
Magazine may be available from the
Business Manager.

Editor: Robert Martin
(515-294-5504)
drmartin(@iastate.edu
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Dr. Brenda Seevers
bseevers@nmsu.edu

Theme: Innovative Curriculum
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What is Known About Effective Teaching?

By Jamie Cano

En the United States, research

on teaching has produced vast
amounts of information. The major-
ity of this research has been con-
ducted using causative factors, such
as classroom activities, curriculum
initiatives, or methods of instruction.
Since the 1970s, teacher behaviors
have been researched as they relate
to learner achievement. What is still
missing is research on how

teacher behaviors affect and

effect the curriculum, the school
environment, and their learners, In
spite of all the research efforts in
education, agricultural education
included, the most frequently

asked question continues to be:
What makes for effective teach-
ing?

While there are many charac-
teristics to describe effective
teaching, there is no single defini-
tive quality that can be attributed
to the success of teaching. Cur-
rent research studies reveal a
strong association between
specific instructional behaviors and
learner performance. Further, there
is a wealth of research manuscripts
on specific teacher behaviors and
gender/ethnic expectations. In all
that has been written, researchers
have attempted to identify specific
managerial, instructional, and per-
sonal attributes of teachers to
distinguish the effective teachers
from the mare ineffective teachers.
McDonald (1977} stated that it was a
combination of knowledge of subject
matter (content), knowledge of
teaching and learning theory, and the
utilization of various teaching meth-
ods that produced effective teachers.

Also, in the 1970s, researchers
like Dunkin and Biddle, Gage, Good,

Brophy, and Evertson, attempted to
build a scientific foundation for
teaching by associating feacher
behavior with learner achievement.
What was learned in all these
studies was that when teachers
systematically structured their
behaviors, learner achievement
increased. It was concluded that
because of greater teacher effec-
tiveness and superior teaching
quality, there was a corresponding
resurgence in fearner achievement.

f-Engagmg all learners m_ﬁf:'__"
arning is our prlmary
_";-_f--mlssmn as: educators.
‘_:‘.-;_*All stakeholders-
i_”-_}'_--teachers, colleagues,
j_‘;f-;parents, and the larger
community-are
;"."_f_-:l'leeded to reach th1s

Brophy and Good teamed
together and reviewed a large
number of research studies involving
teacher behaviors and learner
achievement. The conclusion
reached by Brophy and Good (1974)
was that the most effective strategy
for optimal learning was the concep-
tual level, a level at which the
teacher and the learner were
matched cognitively. Other re-
searchers found significantly greater
interpersonal relationships between
teachers and learners who were
matched in their cognitive style,
versus those who were mismatched.
Three sources of increased learner
achievement were: a shared inferest
with the teacher, shared personality

characteristics with the teacher, and
a similarity in communication modes
with the teacher.

Research in sociology, psychol-
ogy, anthropology, and philosophy,
disciplines which are the foundation
for education, supported the premise
that teaching was a highly complex,
content-specific, inferactive activity in
which differences across classrooms,
schools, and communities were
critically important. Other studies in
teaching investigated cooperative

learning, social learning theory,
and information processing
strategies as a link between
teaching methods and learner
outcomes, The results were non-
consistent.

While the research in teacher
effectiveness is on-going, and by
no means complete, there are
significant factors which are
known to affect learner achieve-
ment as related to teacher effec-
tiveness. Educational research
has produced a number of teacher
behaviors that can be replicated
with success in classrooms of any
subject matter. The quality and

frequency of learner-teacher interac-
tions can directly affect the learner’s
ability to learn. Research studies
have documeanted the effects of the
teacher’s interaction with learners
and found the degree and frequency
of praise, use of classroom time, and
the amount of attention given to
groups or individuals to have signifi-
cant positive correlations to a
learner’s ability to learn.

The most noteworthy study of
the 1970s was the work by
Rosenshine and Furst. Rosenshine
and Furst (1971) examined the
relationship between teacher behav-
ior and learner achievement and
found eleven variables that signifi-
cantly impacted the teaching learning
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process. The five most significant
variables were: clarity, variability,
enthusiasm, task oriented and
business-like behaviors, and learner
opportunity to learn criterion material.
These variables have been one of the
“must know” of agricultural educa-
tion methods courses. Over time, the
Rosenshine and Furst variables have
been studied by other researchers,
with the results found to further
support the finding by Rosenshine
and Furst.

Other notable researchers like
Glasser (1986), stated that the
amount of attention the teacher gave
to helping the learner make plans, to
execute the plans, to revise the plans,
and to continually push the learner
for success were critical for the
achievement of the learner. Glasser
further emphasized that the teacher’s
interaction with the learners was
much different and stronger than
personal involvement with the
learners. Furthermore, Reinhartz and
Reinhartz (1988) concluded that
there was a strong relationship
between what a teacher expected
from a learner, and the resulting
learner’s achievement. Reinhartz
and Reinhartz identified the following
teacher behaviors as having a
significant impact in learning: length
of time after asking questions,
proximity of teacher to learners,
degree of benefit of doubt on exami-
nattons, degree of eye contact, level
of questioning, efforts to assist the
learners in their responses, and the
use of class time.

Most recently, Danielson’s
(1996) framework for teaching,
groups teachers’ responsibilities into
four major areas, which are clearly
defined and further divided into
components. The framework
provides a “road map” to guide
teachers through classroom experi-
ences, a structure to help experi-
enced teachers become more
effective, and a means to focus
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improvement efforts. The frame-
work is based on an analysis of
important tasks or behaviors required
of teachers, reviews of research, and
extensive field work that included
pilot testing the criteria. The
Danielson “model” is what hag
become known as PRAXIS IIL
Although PRAXIS III is geared
towards teacher licensure, the four
major areas, with their accompanying
components, are what some are
calling “the closest that education has
come” to identifying “effective
teaching.”

Briefly, the four major areas of
the Danielson model are: Planning
and Preparation, Classroom Environ-
ment, Components of Professional
Practice, and Professional Responsi-
bilities. The Planning and Prepara-
tion components are: demonstrating
knowledge of content and pedagogy,

. demonstrating knowledge of learners,

selecting instructional goals, demon-
strating knowledge of resources, and
assessing learner learning. The
components for Classroom Environ-
ment include: creating an environ-
ment of respect and rapport,
establishing a culture for learning,
managing classroom procedures,
managing learner behavior, and
organizing physical space.

The components for Professional
Practice include: communicating
clearly and accurately, using ques-
tioning and discussion techniques,
engaging learners in learning, provid-
ing feedback to learners, and demon-
strating flexibility and responsiveness.
Finally, the components for the
Professional Responsibilities area
are: reflecting on teaching, maintain-
ing accurate records, communicating
with families, contributing to the
school and district, growing and
developing professionally, and
showing professionalism.,

Engaging all learners in learning
is our primary mission as educators.
All stakeholders - teachers, col-

leagues, parents, and the larger
community - are needed to reach this
goal. It appears as if we know what
effective teaching is and how to
deliver it; the challenge is to fulfill our
obligation as educators.
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The Classroom as a Teaching Laboratory

By Phil Buriak

E have had the privilege of

sharing ideas about teaching with
many current, new, and prospective
high school agriculture teachers.
They have been prepared through
their university teacher preparation
programs and have gained knowledge
in their subject domain through
agriculture classes and personal
experiences. They have the tools and
experiences necessary to begin
teaching.

Teaching and learning are dy-
pamic processes. Teachers must
continue to grow into their profes-
sions. University agricultural educa-
tion departments and professional
associations often provide “inservice
activities” to improve teachers’
knowledge in their subject domain;
agricultural mechanics, aquaculture,
biotechnology, etc. To my knowledge,
little inservice is provided to improve
teachers’ understandings of the
teaching/learning process. So, how
do practicing high school agriculture
teachers improve their classroom
teaching beyond that of a beginner?
Where do they learn to be more
effective teachers?

High school agriculture teachers
have formal training in teaching
sufficient to begin as teachers. How
and where do they learn to master
their craft and become more effective
teachers?

Teaching is a craft

To learn a craf, apprentices
observe, work, and practice with a
master craftsman, usually over some
extended period of time. Now ask
yourself; how many master teachers
have I observed? How many master
teachers have I had the opportunity to
work with and to practice with for

some extended period of time,
particularly after I began to teach?
After student teaching, I'm certain
we have had almost no contact with
practicing master teachers. How then
can high school agriculture teachers
continue professional development in
the classroom?

Classroom as a laboratory

The classroom becomes a
teaching laboratory. Problems are
identified by the teacher and are
specific to the particular class. The
solutions identified focus on immedi-
ate application in the local setting,
Findings are evaluated in terms of
their local applicability, not their
generalizability to other classrooms in
other settings. “Is it valid for my
classroom?” is the only concern.
Exploration, explanation and effect
size are the measure of quality, The
purpose is to improve practice in my
classroom (to improve teacher
effectiveness), not to build theory.

Using the classroom as a teach-
ing laboratory aliows us to study
practical/real problems. We plan and
conduct “research’ and are most
likely to be affected by the findings.
We can extend our knowledge about
teaching and learning. We become
more responsible for our personal
professional growth and development
as a teacher in our classroom.

Classroom research can have
quantitative dimensions (objective,
numbeér based data), but, for the most
part, is qualitative research (subjec-
tive, word based data), following
qualitative methods and designs. Data
are collected by the researcher; the
teacher is a participant observer. The
teacher/researcher attempts to
understand that which is actually
occurring in a particular situation
under a particular set of conditions.
The teaching is the treatment.

Where do we begin?

Teachers should look to their
particular classrooms and begin to
ask questions. What do I do that
contributes to student learning?
What aspects of the course are most
difficult for the students to learn?
Why are students having difficulties?
What preconceptions do students
bring to the class that either helps or
hinders their ability to learn? How
might I modify a presentation or an
assignment or laboratory to improve
student learning? Can I design more
effective homework assignments?
Are my visuals appropriate and
effective?

Teachers need to critically
observe and reflect on what is
occurring in their classrooms, just as
would be done by university re-
searchers in their laboratories.
Explore and try to explain the
teaching/learning process. The
oufcome of classroom research is
always student learning. Again, the
teaching is the treatment. As the
teacher and the researcher, we have
the power to manipulate the treat-
ment and study its effect on student
learning. We are also the principle
instrument for data collection.

Using Data

Classroom researchers have both
qualitative and quantitative data
available to them. Since it is their
classroom, they have confrol. Ex-
aminations, quizzes, homework
assignments and laboratory reports
can all be designed and evaluated to
answer specific questions about
teaching effectiveness and learning.
Qualitative data can be collected
through careful and systematic
observation. Another source of
information/data are the students
themselves. Through journals and/or
e-mail reactions to specific questions,
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topics of interest, and simple process
analysis, the classroom researcher
can gain valuable insight into what
students are leaming, how they are
learning, where the difficulties might
be, and general perceptions of their
teaching/learning experience.

The classroom researcher can
then analyze the data. No need for
inferential statistics: statistical
inference (generalizability) is of little
value or concern. Simple descriptive
statistics, content analyses, and
subjective descriptions of observa-
tions and student inputs provide the
means to make decisions to mprove
the effectiveness of the
treatment...the teaching.

The Example: Using the class-
room as a clinical faboratory im-
proved effectiveness of instruction
(student achievement) in an introduc-
tory course in Technical Systems
Management, an agricultural engi-
neering technology course. Surface
drain design is the capstone activity
for the soil and water portion of this
course. This design activity requires
students to use knowledge and skills
in horizontal land measurement,
profile leveling, reading charts and
graphs, designing, and calculating
areas and volumes. Although no
single task is overly complex, many
tasks need to be correctly completed
and correctly sequenced to complete
the design problem.

Normally, the surface drain
design problem is presented during
two lectures. In each of the two
lectures, a sample problem is re-
viewed. Lecture is followed by lab,
where survey data are collected and
students design a drain. Sixty to
seventy percent of the students
successfully complete the design.
Why do thirty to forty percent of the
students have difficulty with the
surface drain design problem?

A problem was identified by
observing laboratory reports and
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quizzes. A task analysis of the design
activity was completed and labora-
tory reports and quizzes were
compared to see if any one step was
preventing students from successfully
completing the design. No one step
was identified as a confounding step.
Students were then asked to commu-
nicate via e-mail, identifying difficul-
ties they were having with the
design. Again, no single step was
contributing to the difficulty, Stu-
dents understood the design when
explained in lecture, but did not
possess sufficient mastery to conduct
the design on their own. Why not?
Two principles of learning came
to mind. Students learn best when
new knowledge is connected to what
they already know; and, the rule of
seven, i.e., students have difficulty
learning more than seven bits of
information per session. Remember-

“ing that the teaching is the treatment,

a classroom experiment was
designed...the freatment was
modified.

Rather than deliver two lectures,
each reviewing a surface drain
design problem, the first lecture was
changed to the design of a driveway.
All students have previous knowl-
edge of a driveway (not true regard-
ing surface drains) and the steps in
designing a driveway closely approxi-
mate those of a surface drain. The
difference between the two designs
is one of cross-section. The drive-
way has a rectangular cross-section
with a constant top width. The
surface drain may be triangular,
trapezoidal, or parabolic in cross-
section with the top width varying as
a function of cut. Not only did the
driveway example present informa-
tion in a context students already
knew, but, it reduced the number of
steps in the design since cross-
section was less variable.

The second lecture then built on
the driveway design. The only new

information was the introduction of
the different cross-sections and the
accompanying area and volume
calculations. In addition, a “quick
time” video of a waterway in opera-
tion was shown so students could
better understand a surface drain
conceptually.

- The treatment was modified.
Data were again collected. Students
achieving mastery of the surface
drain design increased from 60 —
70% to 80 — 90%. Teaching effec-
tiveness improved. Students fearned
how fo design surface drains and the
teacher learned how to be more
effective in the classroom,

Benefits of classroom research

When teachers design and
conduct classroom research, ques-
tions about student learning come to
the forefront. Teachers are forced to
reflect on their teaching, By asking
questions and collecting data, teach-
ers may better understand the
teaching/learning process and
become better teachers.
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Recognizing the Complexity of Teaching:
Teacher Inquiry as a Vehicle for Learning

By Diane Yendol Silva

E he University of Florida

Stadies of Teaching (Jackson, 1968;
Lortie, 1975; Clandinin, 1986) de-
scribe teaching as complex work
characterized by simultaneity, multidi-
mensionality, and unpredictability. In
classrooms, competing goals and
multiple tasks are negotiated at a
breakneck pace, trade-offs are
contimally made, unanticipated
obstacles and opportunities arise.
Each howr of every day teachers
must juggle the need to create a
secure supportive environment for
learning with the press for academic
achievement, the need to attend to
individual students and the demands
of the group, and the challenges of
pursing multiple strands of work so
that students at varying places in their
learning move ahead and none are
left behind (Darling-Hammond, 1997,
p.69).

As a leader in the field of
teacher education, in this excerpt,
Linda Darling-Hammond captures
the complexity of teaching and
leads teacher educators to the
question, “How can we best
prepare teachers for the challenges
they will face teaching all children
in 217 century schools?”

To answer this guestion, teacher
educators begin by recognizing the
intellectual activity that teaching in
the 21 century requires. As a result,
prospective teachers must be pre-
pared for new challenges in order to
become effective professional
decision makers. Teacher instruc-
tional and curricular decision-making
rests on the teacher’s ability to
simultaneously consider individual and
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collective student needs, the school
and classroom context, the subject
matter of the lesson, the instructional
approach, and the teacher’s profes-
sional beliefs. This complex process
promotes the teacher’s construction
of pedagogical content knowledge
(PCK) necessary to educate all
children.

Building on Grossman (1990),
Shulman (1986, 1987), and
Magnusson, Krajcik, & Borko’s
(1999) work, PCK represents the
teacher’s ability to transform subject
matter knowledge into pedagogy by
constructing learning experiences
that organize and represent the
knowledge and processes of a
content area in light of particular
contexts and students.

The construction of PCK is an
inteflectnally demanding and complex
activity that is neglected by the
current focus on high stakes testing,
“teacher proof,” and highly scripted
curriculum. Teacher inquiry is a
powerful vehicle for helping prospec-
tive teachers move beyond this
scripted curriculum to develop PCK
that leads to enhanced student
learning. In fact, research suggests
that teacher inquiry has the power to
transform classrooms, schools, and
the teaching profession as knowledge
about teaching and learning are
generated from and used by those
closest to the children — classroom
teachers, and principals.

What is Teacher Inquiry and how
does it develop PCK?

The teacher inquiry movement
engages {eachers in developing PCK
as they identify key problems to
study, design a study, collect data,
interpret data, and make changes in
their classrooms. Teacher inquiry

shares similarities with action re-
search {Carr and Kemmis,1986).
This inquiry process: (1) generates
theories and knowledge grounded in
the realities of educational practice,
(2) encourages teachers to become
collaborators in educational research
focusing on their problems for
investigation, and (3) views teachers
as central to the research process
since they are more likely to facilitate
change based on the knowledge they
create.

When teachers study their
classrooms in order to develop the
PCK that can improve instruction
they begin by brainstorming ques-
tions. Teachers’ questions emerge
from their own classroom observa-
tions and felt difficulties. These
questions often represent four
general categories: (1) focus on
pedagogy, (2) focus on a particular
child/children in the classroom, (3)
focus on one’s own teaching beliefs,
and (4) focus on the curriculum.

Once a teacher inquirer has
defined a question of inguiry, the next
step requires developing an inquiry
plan for gathering the data. Since
meaningful teacher inquiry should be
a part of the teacher’s daily work,
developing a plan for data collection
means identifying ways data can be
naturally captured within the class-
room. To capture “action” in the
classroom, teachers observe and take
fieldnotes, tape record or videotape,
diagram the classroom, or have
others (administrator, co-teacher
researcher, paraprofessional, student
teacher, instructional support teacher,
cutriculum specialist, or university
researcher) take notes for them. As
a method of tracking student perfor-
mance in the classroom, many
teachers collect student work and
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other classroom, school, or scheol
district artifacts, Artifacts include
documents that may be related to the
research such as curriculum guides,
parent newsletters, and correspon-
dence to and from parents, principal,
and specialists.

To capture the “talk” that occurs
in the school and in the classroom,
teacher researchers conduct inter-
views. Interviews can be informal,
spontaneous, or more thoughtfully
planned. Depending on the teacher’s
inquiry, interviewing children in the
classroom as well as adults such as
parents, administrators, other class-
room teachers, and mstructional
support teachers can be a rich
source of data,

To capture the “thinking” that
occurs in the school and classroom,
teacher researchers often keep their
own journals reflecting on their own
thought processes as well as ask
students to journal about their
thinking related to the project at
hand. Additionally, more formal
mechanisms can be employed (such
as surveys and sociograms) to
capture the action, talk, thinking and
productivity that are a part of each
and every school day. Data collec-
tion is not separate from teaching,
but a part of what the teacher does
each day in the classroom.

As teachers collect data, they
simultaneously engage in data
analysis. Hubbard and Power (1993)
describe data analysis as “the
process of bringing order, structure,
and meaning to the data, to discover
what is underneath the surface of the
classroom” (p. 65). Analysis in-
volves reading and rereading the data
looking for categories or patterns to
appear. This inductive process
brings teachers closer to the happen-
ings within their classroom and builds
meaningful connections between
their work and opportunities for
enhancing their work with children,
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Throughout the inquiry process,
teachers also read relevant literature
related to their work, In essence, the
literature serves as another source of
data that systematically offers insights
mio the question the teacher pursues.
By utilizing the literature as a data
source, a teacher’s work becomes
connected to the thinking of others in
the field of education.

The final process of teacher
inquiry is writing up the results of a
particular inquiry and sharing the
findings with others. Some school
distriets, school-university partner-
ships, and other educational communi-
ties have teacher inquiry conferences
dedicated solely to providing a forum
for teachers to share their work.
Other foroms include sharing inquiry
work at faculty meetings or dissemi-
nating their work in journals.

. Where does Inquiry Take 21%
~ Century Teachers?

By participating in teacher inquiry,
teachers construct the pedagogical
content knowledge needed for real
change to take place for students in
their classrooms. The inquiry process
pushes teachers beyond the short-
sighted thinking of scripted and
“teacher proof” curriculum by
providing teachers with a tool for
understanding the learning needs of
all students. The ultimate goal of
creating an inquiry stance is to
prepare teachers for the complexity
of teaching and learning in the 21
century. This stance provides the
professional positioning where raising
questions becomes a central feature
of teacher work.

References
Carr, W., & Kemmis, S. (1986).

Becoming critical: Knowing through

action research. London: Falmer
Press.

Clandinin, J. (1986). Classroom

practice: Teacher images in action.
Bristol, PA: Falmer Press.

Darling-Hammond, L. (1997).
The right to learn: A blueprint for
creating schools that work. San
Francisco, California: Jossey-Bass,

Grossman, Pamela.L. 1990. The

Making of a Teacher: Teacher
Knowledge and Teacher Education.

New York: Teachers College Press.

Hubbard, R. S., & Power, B.
M. (1993). The art of classroom
inquiry: A handbook for teacher-
researchers. Portsmouth, NH:
Heinemann.

Jackson, P.W. (1968). Life in
classrooms. Austin, TX: Holt,
Rinehart, and Winston.

Lortie, D.C. (1975). School-
teacher: A sociological study, Chi-
cago: University of Chicago Press.

Magnusson, S., Krajcik, J., and
Borko, H. 1999. “Nature, Sources,
and Development of Pedagogical
Content Knowledge for Science
Teaching,” In PCK and Science
Education, J. Gess-Newsome and
N.G. Lederman, eds., 95-132.

Shulman, Lee S, 1987. “Knowledge
and Teaching; Foundations of the
New Reform.” Harvard Educational
Review, 57, 1-22.

Shulman, Lee S. 1986, “Those
Who Understand: Knowledge
Growth in Teaching.” Educational
Researcher, /5, 4-14.

Diane Yendol Silva is an Assistant
Professor at the University of Florida.

1




Gaining High School Achievement in Agriscience

By Jasper S. Lee

|V igh-stakes testing has emerged

as a major molder of practice in
schools today. Teachers want their
students to make good scores on
standardized achievement tests.
Students typically want the best scores
they can, Working together, teachers
and students can participate in learning
activities that promote higher scores.

A pumber of educational practices
are used in agricultural education
throughout the United States. These
are typically and commonly accepted
as “ways to teach” in agricultural
education. Are these practices effi-
cient? Do they lead to high student
achievement?

The commonty accepted “ways to
teach” include, among others, the three
major program components: classroom
and lab instruction, supervised experi-
ence, and FFA. Within each of these,
specific techniques are used. Some of
the techniques have been used for
many years; others have emerged in
the last few years. No research has
been done to identify the most efficient
“ways 1o teach” by looking at student
test scores on a nationwide basis. The
instruction has typically involved
considerable psychomotor learning in
labs, part-time jobs, and student
project ownership, Efforts to help
students internalize the related theory
and principles, 1.¢., the background
knowledge, have often been minimal.
11 is this background knowledge that
standardized tests typically assess.

Teachers in schools where
the Agri-Science Achievement test
{AAT) was administered were asked to
provide background information about
themselves and their schools. This
information has been used to identify
selected attributes leading to high
student test scores.

The AAT was developed to
measure mastery of technical informa-
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tion in agriculture. Emphasis was on
basic, science-based agriculture
classes. The AAT has two forms:
Basic and Advanced. The Basic Form
is for administration after the first
course in science-based agriculiure.
The Advanced Form is designed to be
administered after the second course
or later.

Each form has sixty test items,
developed using state curriculum
guides, blue prints, and other compe-
tencies/outcomes of agricultural
education. Anational panel of test item
validators was used to help assure
validity and reliability. Tests were field
tested in a number of schools and then
administered nationally.

The number of students enrolled
in a high school is related to test
scores. Students in high schools with
enrollments of 1,000 or fewer students
had, on the average, 37 percent higher
test scores on the Basic Form of the
AAT than those in high schools with
over 1,000 students. Interpretation:
Students have higher test scores in
schools with 1,000 or fewer students.

The number of students in class
sections appears not {0 be ag important
in fest score achievement as has been
thought. If an enrollment of 12
students is selected as the breakpoint
between small and large classes, the
difference in student scores is negli-
gible on the Basic AAT. On the Ad-
vanced AAT, students in smaller
classes scored 18 percent higher.
Interpretation: Class size is not as
important with introductory or basic
classes as it is with advanced classes,
where students in smaller closses have
higher test scoves.

Alternative, or block, scheduling
has been implemented in high schools
nationwide since the early 1990s.
Advanced agriculture classes have
long involved double-period schedul-
ing, and this has provided benefits in
student achievement. The findings of

this research tend to support block
scheduling over traditional scheduling.
Students in schools that used block
scheduling scored 10 percent higher
on the Basic AAT. No information is
reported for the advanced classes due
to the small number of schools on
traditional scheduling that used the
Advanced AAT, Interpretation: Stu-
dents in classes on block scheduling
have higher test scores in basic classes
tham those in classes with traditional
scheduling.

Teacher experience, education,
and gender attributes are included in
this article as related to student test
score achievement. The reader should
remember that emphasis on science-
based agriculture emerged rapidly
since the late 1980s. Teachers who
entered teaching at or before that time
were likely prepared in traditional
ways without atiention {o methods of
teaching science-based classes.

The national average number of
years of teaching agriculture is slightly
over 14 years. This was used as the
breakpoint in teacher experience.
There was no difference in student
test scores on the Basic AAT in classes
based on the number of years their
teacher had been teaching. Student
test scores on the Advanced AAT in
classes taught by teachers with over
14 years of experience were 10,3
percent lower than those with 14 or
fewer years of experience. Interpreta-
tion: Students of teachers who are
relatively new in teaching may have
higher scores than the long-experi-
enced feachers in science-based
agriculture classes.

The students of teachers with a
baccalaureate degree as their highest
level of education score almost equally
with those who have a master’s
degree or higher. Of course, teachers
with advanced degrees have been
teaching longer and may lack specific
preparation in how to teach science-
based agriculture. Interpretation: The
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educational level of the profession-
ally-prepared teacher does not appear
fo be a major factor in student test
score achievement,

Increasingly, agriculture classes
are being taught by female teachers.
The number of female teachers has
steadily increased since the mid-
1970s, when agriculture teaching was
dominated by males. On the Basic
AAT, students of female teachers
scored 5.4 percent higher than those
of male teachers. With the Advanced
AAT, students taught by male teachers
scored 5.4 percent higher than those
of female teachers. Interpretation:
Student achievement varies little by
gender of the teacher though students
of female teachers tend to have higher
test scores in introductory classes and
students of male teachers tend to have
higher test scores in advanced classes.

Teachers reported the primary
instructional strategies used in the

classes. The highest average score on .

the Basic AAT was in classes primarily
taught by class presentations and
discussion. Combinations of strategies
were next and closely followed by
laboratory-based instruction. Students
with primarily computer-based
instruction scored 27.2 percent below
those taught with classroom presenta-
tions and discussion, On the Ad-
vanced AAT, students primarily taught
with laboratory-based instruction
achieved higher scores than those
taught with other approaches. Inter-
pretation: Instructional strategies that
Jocus on student mastery and helping
students internalize and articulate
information yield the best achieve-
ment on standardized tests.

Textbook use is an important part
of the learning process in some
classes, They are not used in other
classes, In terms of student test score
achievement on the Basic AAT,
students in classes using textbooks
scored 12.1 percent above those in
classes not using textbooks. The
scores of students of female teachers
using textbooks averaged 31.1 percent
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higher than those without textbooks.
Interpretation: The use of modern,
science-focused agriscience textbooks
results in markedly increased student
test score achievement.

Supervised experience (SE) is an
important educational component in
agricultural education. The findings
were reported in terms of the percent-
age of students who have SE. The
classes were divided into two groups:
those with 50 percent or below of the
students having SE and those with
over 50 percent of the students having
SE. On the Basic AAT, students in
classes with 50 percent or below
having SE scored 13.5 percent above
those in classes with more than 50
percent of the students having SE. On
the Advanced AAT, there was little
difference in student test scores and
emphasis on SE though the nod goes
to students in classes where it appears
that less time is devoted to SE. Of

. course, SE is closely related to

achievement of FFA activities, These
have benefits to students that go
beyond gaining high achievement test
scores. Interpretation: Students in
classes where there is greater emphasis
to on-task learning content have
higher achievement fest scores. (It is
the author’s personal observation that
some teachers allocate class time to
SE to the detriment of student content
mastery. A balance is needed to assure
that SE emphasis does not take away
from emphasis on subject matter.)
Achievement tests have been
widely used in American education to
assess student mastery of information.
These tests have become increasingly
important in determining accountability
of teachers and school systems.
Relating test data to characteristics of
the instructional environment should
provide useful information for teach-
ers to improve the scores of their
students. The findings should also help
teacher educators redirect the ap-
proaches used in preparing future
teachers for their roles as teachers.
The research reported here

appears to challenge some of the
traditions in agricultural education,
such as heavy supervised experience
and student organization work. It also
challenges the use of computer-based
learning approaches. It appears the use
of classroom time for supervised
experience, student organizations, and
compuier-based approaches takes
away from student achievement on
standardized tests. More research
relating student achievement to
attributes of the educational environ-
ment is needed.

Overall, students will achieve
higher test scores if taught using on-
task approaches that push for mastery
of the content. Student-focused
instruction is important in gaining
mastery. Providing students with
appropriate learning tools and using
these tools in a resource-rich instruc-
tional environment promotes higher
achievement test scores. A part of the
process involves teachers taking
responsibility to keep current in the
technical areas of agriculture as well
as those professional areas that yield
good educational results.
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Lessons from the Classroom and Research on
Learning: Fostering Communities of Learners

By Anita Woolfolk Hoy and Neil
Knobloch

4
i_' ostering Communities of

Learners (FCL) is “a system of
interacting activities that results in a
self-consciously active and reflective
learning environment” (Brown &
Campione, 1994, p. 292). This instrac-
tional program, grounded in psycho-
logical learning theories, has
implications for agricultural education
at many levels.

Especially given our space
limitation, it is tempting to reduce the
complex processes and understand-
ings of FCL into a simple set of steps
or procedures. But the inventors,
Brown and Campione, caution us that,
in considering FCL, our emphasis
shouid be “on functionality, philosophy,
and principles, not on procedures” (p.
315). Thus we will not atfempt to give
a complete description of FCL, but
rather give an overview of some key
principles and-possible applications in
agricultural education.

At the heart of FCL is a three-
part process: Students engage in
independent and group research on
one aspect of the class inguiry topic—
for example, animal adaptation and
survival. The goal is for the entire
class to develop a deep understanding
of the topic. Because the material is
complex, class mastery requires that
students become experts on different
aspects of the larger topic and share
their expertise. The sharing is moti-
vated by a consequential task—a
performance that matters. The task
may be a traditional test or it may be
a public performance, service project,
or competition. Thus the center of
FCL is research, in order to share
information, in order to perform a
consequential task (Brown &
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Campione, 1994).

This inquiry cycle may not seem
that new, but what sets FCL apart,
among other things, is having a
variety of research-based ways of
accomplishing each phase, and
careful attention to teaching students
how to benefit intellectually and
socially from each step. Research
can take many forms such as
reading, studying, attend-
ing research seminars,
guided writing, consulting
with experts face-to-face
or electronically, or peer
and cross-age tutoring. In

reflection and deep disciplinary
content surround and support the
research, share, perform cycle.

FCL teachers create a culture of “

thinking (Tishman, Perkins, & Jay,

1995) —self-conscious reflection ”
about important and complex disci-

plinary units. As Brown and

Campione (1994) point out, we

“cannot expect students to invest

Reflection

order to do research,
students are taught and
coached in powerful

comprehension-monitoring
and comprehension-
extending strategies such

as summarizing and
predicting for younger
students and for older
students, forming analo-
gies, giving causal expla-
nations, providing evidence, and
making sound arguments and
predictions. Students are taught
explicitly how to share information
by asking for and giving help,
majoring (developing special interest
and expertise in an area), learning
from each others’ exhibitions,
participating in jigsaw cooperative
groups (Aronson, in press), and
joining in whole class cross-talk
sessions to check the progress of the
research groups.

Performing consequential tasks
includes publishing, designing,
creating solutions to real problems,
as well as exhibitions, performances,
tests, quizzes, and authentic assess-
ments that can hardly be distin-
guished from ongoing teaching.

Asnoted in Figure 1, thoughtful

Research | Share P Consequential
h Information |~ 7] Task
F )
Deep Disciplinary
Content

Figure 1. Fostering Communities of Learning Model,

intellectual curiosity and disciplined
mquiry on trivia” (p. 306).
“A main ploy of an FCL class-
room is to trap students into thinking
deeply” (Brown & Campione, 1994,
p- 302). Consequential tasks engage
students to understand deep disciplin-
ary content through applications of
the knowledge and reflection of the
research-share-perform process.
Consequential tasks also provide the |
foundation for a variety of assess- k
ments. Assessments should be l
guided, transparent, and as authentic
as possible. Students should be
presented with problems just one step
beyond their existing competence and
then provided with assistance for the
students to reach independent
mastery. Moreover, students should
be fully informed of the purpose of

The Agricultural Education Magazine

the assessment and be partially
responsible for their own evaluation.

The study of agriculture provides
many opportunities to apply the
principles and model of FCL. Here
we focus specially on the notion of
consequential tasks that “trap
students into thinking deeply.” Some
consequential tasks require students
to perform for experts, teach others,
act upon personal stake, solve
biological and social problems, or
respond to the needs of interdepen-
dent relationships. Table 1 identifies
examples of consequential tasks and
how they can be applied in agricul-
tural education.

Clearly this is just an overview of
arich and exciting instructional
program—one that appears to have
positive effects on student learning.
The concept of a consequential task
challenges all educators to think
deeply about what we ask students to
do. Valuable and important tasks
stimulate student interest and curios-

ity, encourage effort and engage-
ment, lend themselves to meaningful
assessment, and prepare students
for life outside the classroom.
Consequential tasks, such as caring
for other living things, have been a
strength of much of our work in
agricultural education. By attending
to this and other aspects of FCL,
we may continue to enhance the
learning of our students,
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Tuble 1. Examples of consequential tasks and theiv applications in agricultural education. o S

CONSEQUENTIAL TASKS

APPLICATIONS

Performing and Teaching
e Yor experts
e As experts

Leadershlp

« Students demonstrate parhamentary pmcedures for experts such as FFA ofﬁcers sc!:tool

board or civic group.

¢ Students become experts on a topic or task and teach younger students such asata
farm safety camp or agricultural literacy program.

Acting upon Personal Stake
e Student interests

e Ownership & financial risk

e Seif-development

Agriculturai Business

» Students play a board game called The Farmmg Game® with no paper money and Lhey :
keep financial statements that must be balanced at the end of the year (round) before they- :

can proceed to the next year.

» Students create a cover letter and resume, post it on the Internst, and réceive feedback
from prospegtive employers in the community to schedule an interview.

Solving Biological and Social Problems Animal Science

¢ Plant or animal project
¢ A plan to minimize social conflict
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e Students receive a guppy fish that they take home and care for during the course, They
can keep the fish if it lives, but they must pay for it if it dies. They keep journals of their
project which must include the concepts and knowledge learned in class. .

« Students work on a real case that affects them and their community such as a large
livestock confinement that is proposed to be built within a mile of the school or theu:
home, They present their plans to local stakeholders. '
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Teaching Students to Think: Practical
Applications of Bloom’s Taxonomy

By Anna L. Ball and Shannon G..
Washburn

2loom’s Taxonomy is a staple

of teacher education. We’ve all
been familiarized with Bloom’s
knowledge, comprehension, applica-
tion, synthesis, analysis, and evalua-
tion levels. Bloom challenged
educators, through this hierarchical
classification system to, “think about
the objectives they write, the ques-
tions they ask, and the test items
they construct” (Eggen & Kauchak,
1994). Given the rapid advances in
technology and information access,
an abundance of educational litera-
ture (Secretary’s Commission on
Achieving Necessary Skills
(SCANS), 1991; National Research
Council (NRC), 1996; and Goals
2000y has been produced charging
educators with the tasks of providing
a workforce of individuals with
adequate analytical, problem solving,
and critical thinking skills. While we
may not review every objective,
classroom activity, or test question
and cross-reference it with Bloom’s
Taxonomy, we are certainly mindful
that teaching and learning should
extend beyond the knowledge level,
challenging our students to think and
solve problems in real-world applica-
tions.

Agricultural Education as a
discipline has reveled in its “hands-
on” and “applied”, approaches to
teaching and learning which suggests
teaching that extends well beyond
the knowledge and comprehension
levels of Bloom’s Taxonomy. Are
we really doing this? Do all facets
of our teaching truly challenge
students at advanced levels of
thinking? For example, are we
asking students to conduct experi-
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ments in the greenhouse testing the
effects of plant nutrient deficiencies
as a viable “hands-on™ activity, but
then giving them an exam that asks
them to recall only the most basic
knowledge-level facts? The value of
the activity that challenged students
at the evaluation level of the
taxonomy is significantly diminished
when students are assessed at the
knowledge level. Furthermore, do
our classroom objectives, teaching
strategies, and methods of assess-
ment align with one another and are
they congruent with our cognitive
goals for instruction? For example,
do we lecture to students regarding
concepts that we ask them to apply
on a performance-based examina-
tion? This type of misalignment
between teaching methods and
assessment strategies creates not
only a frustrating environment for
students, but also a situation for
student failure.

In practice, Bloom’s ideas are
often limited to their application while
writing course objectives for adminis-
trative approval. How often do we
look past this superficial use of
Bloom’s theory and critically examine
the levels at which we expect
students to perform? How often do
we review whether we are challeng-
ing students to move to higher levels
of thinking and learning? Agricultural
education has promoted itself as the
“hands-on™ and “applied” learning
program in schools. By resting on
these laurels, we run the risk of
failing to challenge our students
beyond the application level. Appli-
cation of knowledge has its place in
agricultural education and we have
established our ability to help students
do the things we teach them to do.
However, by failing to move beyond
the doing level, we are not equipping

students to think through difficult
situations when we aren’t there to
help them.

The notion that we’re not !

frequently moving beyond Bloom’s
application level is a concern. We
need to continue to move “up”
Bloom’s ladder and bring analysis,
synthesis, and evaluation info our
students’ experience. What we may
not realize is that we already possess
the skills as effective “hand’s-on”
teachers to step to the higher rungs
of Bloom’s ladder. Take a walk
through the halls of your high school
and peer into the classrooms of
some of the outstanding teachers in
the school. What will you see? Will
the students be sitting quietly hanging
on every word of a 50 or 90-minute
lecture? No! Effective teaching is
“hands-on,” it is “applied,” and it is
“experiential.” In essence, effective
teachers, regardless of the discipline,
engage their students in the learning
process, and they strive to challenge

their students at levels of cognition
beyond simple recognition and recall
of facts. While we often say that
we teach using hands-on learning,
this term does not define agricultural
education alone; it simply describes a
host of effective teaching tech-
niques.

We often hear about the need to
integrate “academic” content within
our curriculum. Cross-curricular
instruction can do more than make
our administrators happy and make
us look good in the school newslet- :
ter. The true benefit of teaching '
across the cutriculum is that it has
the potential to make connections for
students to the “real world” of their
fives — school! What better way to
help our students attain the synthesis
or analysis levels of Bloom’s Tax-
onomy than by challenging them to
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make mental connections between
what happens in their other courses
and what we are teaching.

Finally, to help our students
prepare for their ultimate entry into
the challenging world of work, we
need to equip them with the ability to
evaluate difficult situations and arrive
at creative solutions to unprecedented
problems. This ability can be taught
to students, and in agricultural
education, we have the ideal topic
and environment in which to do so.
We should make an effort to take
advantage of our daily opportunities
to challenge students to solve prob-
fems and make decisions when

appropriate, These situations may
include: resolving conflict among
peers, proposing solutions to environ-
mental or political issues, anticipating
the “loolk” of agricultare 25 years
from now, or finding ways to “build a
better mousetrap” in the agricultural
mechanics lab.

We, as agricultural educators,
need to determine ways in which to
utilize Bloom’s Taxonomy in our
teaching to challenge our students at
the levels of cognition that have
become increasingly valued in the
ever-changing workforce of the 21
Century. We should challenge
ourselves to critically analyze our

':ij _'w111 be diffex ent‘? What wzll be the same-'? What challcnges wﬂl anse as éresult"

: __10 Encourage sludents to explore the global- challenges aud-}mphcatmns of loca

i lssues -

) “Note me “Increasmg Opportumt;es for Students to Thmk in College Class-
rooms: A Faculty Intercession Program,” by M. S, Whittington, 1999, NACTA Journal

43 (2), p. 32. Adapted with permission.
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teaching methods and our assess-
ment strategies. We should reach
beyond the assumption that we are
merely “applied” because we are
agricultural education. Finally, we
need to examine the alignment
between instructional objectives,
instructional strategies, and assess-
ment technigues within the appropri-
ate level of Bloom’s Taxonomy to
increase the efficiency and effective-
ness of our teaching, to decrease
students’ levels of frustration with
misaligned expectations, and ulti-
mately, increase the success of
students’ thinking at higher levels of
cognition.
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Utilizing the “Elements of Reasoning” to Teach

By Rick Rudd and John Ricketts

I remember a student in my high
school agricultural education program
named Isaac. He was a confident
and opinionated young man who never
missed a chance to enter an argument
or state his opinion. I recall a day
when he adamantly argued that he
could drive his ATV up a 90 degree
incline. When I placed a framing
square on the table and demonstrated
what 90 degrees looked like he was
still clinging to his position as he
stated, “I can drive up a 90 degree
incline if I get up enough speed first.”
Although Isaac surely does not
represent every student, his poorly
developed reasoning skills do reflect a
problem with our middle and high
school students across the country, in
career and technical, and non-career
and technical education programs,

/

Figure 1. Elements of Reasoning
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1' . Purpose/

Teaching students to think “in”
and “about” agriculture is a chal-
lenge for all agriculture teachers at
every level of instruction. From the
agricalture in the clagsroom teacher
to the middle and high school
teacher, to the university professor,
we all need to spend time thinking
about how we can teach students
sound reasoning skills,

We would like to propose a tool
for use in secondary agricultural
education programs that could help
the Isaacs (and Irenes) in our
classes. This tool, a modified
version of the Elements of Reason-
ing (Paul, 1995), is widely utilized in
education and has proven to be
invaluable when teaching students
reasoning skills they can apply in
agriculture and in life (Figure 1).

The uses of this tool vary from
problem solving to writing essay
questions, from thinking through

_2 Informatlon/
Facts!Data

\

4 Data :
Interp retatlon

3 Assumptlons}

decisions to posing an argument.
When we make full use of this
teaching tool, we can expect our
students to enhance their critical
thinking skills, make better decisions, P
evaluate information more thoroughly,

and develop better reasoning skills.

We propose that agricultural educa- '
tion teachers take the fime to teach
students how to use the elements of
reasoning in their classrooms and
laboratories and then hold students
accountable for using the elements of
reasoning by evaluating their use of
this thinking framework.

The seven elements of reasoning
are purpose and objectives, informa-
tion, facts, and data, assumptions,
data interpretation, concepts and
theories, points of view, and conclu-
sions, implications, and consequences, E
Each element is considered in the ;
reasoning process. Students are
taught the framework and its use and
are then encouraged to apply it to real
situations,

Let’s look at an agriscience
example to demonstrate how a
teacher might utilize the “Elements of
Reasoning”. Students are faced with
a greenhouse management problem
where they need to decide on the
plants to produce for the next year.
The students are interested in profit
maximization as well as producing
plants that are easy to grow. After
posing the problem to the students,
the teacher could lead them through
the decision making process by
utilizing the elements of reasoning,

To begin, the teacher would
clarify that the students understand
the problem, situation, or question to
be answered. It is particularly
important to keep the purpose of our
thinking at the forefront of the
reasoning process in order to avoid
getting side-tracked. From this point,
it is possible to address the remaining
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Students in the Cresent
High School agricultural
education courses
designed and built a scale
model for cattle working
pens. Students then built
the full scale pens.

(Photo courtesy of
Thomas R. Dobbins)

six elements in any way that makes
the best logical sense. For the
purpose of this discussion, we will
move clockwise through the ele-
ments.

After clarifying the purpose of
our thinking, we could collect infor-
mation, facts, and data about the
question at hand. What types of
plants can be raised in our green-
house? What is the growing season
for these plants? Which plants offer
high profits while requiring the lowest
labor and financial inputs? What
kinds of plants would consumers
buy? The students will also want to
collect market data from previous
years, consumer demand information,
information about the kinds of plants
that thrive In the area, and other
information that will aid in their
decision.

Next, the feacher would identify
assumptions about the purpose or
question. What do we presume to
know about the situation without
having specific data to support the
assumption? In this example, we
would assume that we can raise
plants in the greenhouse, that we
have access to feritlizer, water, and
raw materials for production. We
probably would also assume that we
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have the expertise to raise the plants
selected.

In the data interpretation ele-
ment, students would be asked to

* - assimilate what they have found and

begin to formulate a decision.
Perhaps plants are eliminated at this
stage while moving others to a
“short-list” for production.

The students would then identify
concepts and theories related to the
question that would help them arrive
at a decision. The concepts and
theories for this problem would likely
include supply and demand, growth
requirements for the plants, and
greenhouse management,

Seeking the opinions of others is
the primary concern of the element
“points of view.” We want to
consider the positions of others
facing the same decision. Asking for
expert advice, looking at case studies,
and studying management plans
proposed by others are all examples
of this element.

Finally, we want students to
come to a conclusion or final decision
based upon what they have been able
to leamn through the elements of
reasoning. In identifying their
conclusion, they should identify the

potential consequences of implement-
ing their decision.

The elements of reasoning serve
as an extremely useful tool in teach-
ing agricultural education students
decision-making and reasoning skills.
Teachers can use this model as an
instructional framework, a decision
making tool, or for evaluating con-
ceptual understanding,.
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The Final Presentation

By Billve Foster and Jack Elliot

Teaching is a much broader

challenge than many people think.
Even within the ranks of educators
there is often the myth that itis a
simple process. Teaching, real
feaching, requires commitment and
dedication, and understanding of the
students, the school and the commu-
nity in which an educator works.
The process of pulling all of these
things together is very time consum-
ing. Understanding the importance
of that process is a Jesson in experi-
ential learning,

John Dewey expressed a
definition of the value of experience
when he penned,

Experiencing like
breathing is a rhythm of
intakings and
oulgivings ... William James
aptly compared the course
of a comscious experience to
the alternate flights and
perchings of a bird’...Each
resting place in experience

The presentations include:

~PowerPoint Overview.

il :_-'-'_~ Classro m management procedures mcludmg behaworal expectat1ons for thelr students
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is an undergoing which is
absorbed and taken home
the consequences of prior
doing, and unless the doing
is that of utter caprice or
sheer voutine, each doing
carries in itself meaning that
has been extracted and
conserved (LW 10:62)
(Campbell, 1995).

Those who choose to foliow the
path of the educator, regardless of
their discipline, usually find thatan
ounce of preparation is worth its
weight in gold.

Student teachers at The Univer-
sity of Arizona, enrolled in Instruc-
tional Materials Development and
Methods for Teaching Agricultural
Education courses prepare a one-
hour, individual presentation for the
faculty at the end of the fall semes-
ter. At each presentation, the student
presents all of the collected and
prepared materials needed for his/her
assigned lessons. Student teachers
meet with their cooperating teachers
in August prior to the beginning of the
semester, During that meeting they

= course asmgnments gradlng seales late pohcy, classroom expectatlons et '

__~Coliected reaha for speclﬁc umts and Storage systems for the reaha s

-'_-E'NGradmg system ut111z1ng M1crosoft grade book template for EXCEL

are given the units they will be
teaching the following spring.

Students are presented with a
rubric at the beginning of the semes-
ter in order to begin preparations for
their presentations.

The final presentation ensures
that all student teachers are prepared
to enter their student teaching
experience with the necessary tools
to aid in their success. By having
these materials completed and ready
for use, the student teachers go to
their cooperating centers with a
roadmap for each class. While they
may change and revamp their lessons
during their student teaching, they
begin with a solid plan to utilize in the
classroom. This step permits the
students to be involved with the
community, supervise SAEs, and
attend evening school functions
rather than spending all of their out-
of-school time preparing lessons from
scratch.

At the beginning of the fall
semester the student teachers
receive a rubric detailing the require-
ments for the final presentation.
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The final presentations
ensure that all student
teachers are prepared
to enter their student
teaching experience
with the necessary
fools to aid their
success. A student
here displays some of
the materials
presented. (Photo
courtesy of Billye
Foster.)

Throughout the semester, the stu-
dents complete various assignments
that are components of the final
presentation. At the end of the
semester, they schedule an individual,
hour long interview with the faculty
to complete their final presentation.
This presentation simulates a profes-
sional interview. The students come
in professional dress, prepared to
demonstrate and/or explain various
components found in their collected
paraphernalia.

At the end of the fall semester
the students are prepared to enter
the classroom in February. The
student teachers arrive at their
cooperating centers with more
confidence, a sense of accomplish-
ment, experience in writing objec-
tives, and lessons that are relevant to
their cooperating center and to their
chosen career. They can step into
their schools with all their units
complete and teach a full day.
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Moreover, these student teachers can
focus on other areas of teaching
agricultural education besides lesson
planning,

By being adequately prepared for
their classroom responsibilities, the
student teachers glean valuable time
to interact with their communities.
Sarah Osbom Welty, the 2001
National Association of Educators
(NAAE) Region VI Vice-President,
noted in a recent issue of Making a
Difference, “As agricultural teach-
ers, it is our job to educate others
about agriculture and to get the
students involved in their communi-
ties. We are in a unique position to
help build bridges between the school
and the community. By getting
students involved in the community,
we can also get the community
involved in the school. When that
happens, everyone wing!”

The completion of expected
lesson plans, prior to reaching the

cooperating teaching site, allows
student teachers to have the luxury
of spending more time with their
seasoned, cooperating teachers and
to begin to understand what working
together really means. The Final
Presentation becomes another link in
the chain of preparing a more
qualified pre-service teacher and
subsequently an enhanced learning
environment for today’s students.
Through the process of this type of
experiential learning, student teachers
develop a greater appreciation for the
value of being prepared.
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Putting Personality Type Theories in the

Driver’s Seat

By Tracy Kichtel

When teachers design their

curriculum for the first time, what
thoughts are going through their
minds? What is the driving force
behind what is decided? Hedges
(1997} suggests four questions in
terms of curriculum development:
who to teach, what o teach, when to
teach, and how long to teach. We
know the questions and many of us
know the answers for the most part.
What drove any of us to make the
decisions we did? Possibilities might
have included our environment, our
background or perhaps, in addition to
those, our personality.

There are many kinds of person-
ality instruments. The basis of a more
popular series are the theories by Carl
Jung, in his book Psychelogical
Tvpe. From those theories, the
mother-daughter team of Briggs and
Myers developed the Myers-Briggs
Type Indicator (MBTT). Based upon
Jung and the MBTI, David Keirsey
developed his theories of Tempera-
ment, which lead to a more entertain-
ing typology system called True
Colors (True Colors Communication
Group, 1998).

Perhaps you were previously
exposed to some sort of “type”
instruments in methods class, at an
FFA conference, or at a teacher
inservice. The point is that you were
probably exposed to personality types,
and were told you could leave the
room being able to... do what?

When 1 administered the MBTI
and/or True Colors instruments to my
students, I was finding that a majority
of the class possessed types that
preferred hands-on activities. This
could explain several problems |
faced as a first-year teacher, such as

some minor discipline problems.
Now I make a conscious cffort to
include more hands-on activities in
my curriculum. It may not be my
strong point, but I do it to meet the
needs of my students.

Looking within your curriculum,
how can you utilize knowledge of
personality types? To begin, you
could wvse the theories to help your
students in general and your FFA
officers understand others better. If
you understand personality typing,
then yvour students can learn some
basic information on how other
people are different and how to deal
with other personality types.

When team-teaching the speech
class, we used True Colors to help
the class understand different people
in the audience. We discussed why
doing an audience analysis is so
important in knowing who you are
speaking to. Another example is the
junior agribusiness class. The MBTI
and corresponding workshop assisted
students in searching for a Super-
vised Agricultural Experience project
and a possible career direction.

Beyond directly exposing your
students to personality typology, you
can use it when you design activities
for groups. The more you are aware
of personality types, the easier it
becomes to type your students. So,
instead of pairing two students who
are structured with two kids who are
flexible by nature, mix the pairs so
you add different strengths fo their
team. For example, in working with
record books, T give examples for the
students to work through in groups.
First, [ try to make certain 1 have an
“expert” in the field relating to the
example. Secondly, I make certain to
mix the groups in terms of their
personality type. If a group of
students does not prefer structure,

and they work together on record
books, that require a great deal of
structure, what wonld you guess the
outcome to be? It would likely lead
to off-track conversations and very
little work. Mixing the personality
types helps to keep the entire group
focused.

These items are only a few
examples of how personality typology
can be utilized in the classroom. As
a side note, this arficle was written
with personality typing in mind. [
started off with a big picture per-
spective, in terms of personality type,
uses in curriculum and then pro-
gressed toward more specific
examples within particular units. So
instead of wondering how to develop
your curriculum, let personality types
drive you in making decisions for
your classroom, SAE, and FFA
chapter that meet the needs of your
students.
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My Agricultural Education Story

By Andrea B. Spencer

My Agricultural Education
story is one told through the eyes of
an agricultural education teacher’s
spouse, though my story does not
begin here, I was an active member
in my own home chapter, a FFA
World AgriScience Study foreign
exchange student, a national finalist
in AgriScience and earned my
American FFA Degree. I maintain
close ties to the FFA and Ag Educa-
tion by serving on the Jowa FFA
Alumni Board and the lowa FFA
AgriScience Fair committee. But
nothing or no one has influenced my
decision to seek a career as an
agricnltural education instructor more
than my hushand and his work.

When we first moved to our new
home, we decided that his work with
students needed to keep him as close
to school as possible, So I made the
sacrtfice to commute to work.

Things did not start out well for
my husband. That first week of
teaching was a nightmare. I was not
prepared for the emotions T had to
deal with when he came home at
night. The students constantly
compared him to their last agriculture
teacher and he felt unprepared. But,
he remained firm and eventually
mutual respect was established. For
the first time ever, the officers
started FFA meetings by using
opening ceremonies and the word
“official dress” actually had meaning.

The chapter grew and became
more successful,though the commu-
nity and school administration did not
seem to support the program. 1
watched as my husband became
unhappy with his career decision.

He considered leaving the profession
all together.

Late in the summer following his
second year of teaching, two excel-
lent programs opened. He had a
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tough time choosing between the
two. He opted for the program and
chapter he felt needed him most.

The students had been involved in the
interview process and it was clear
that they wanted to learn. So we
packed up our belongings and headed
west. We bought a small acreage
and our home is a place for students
to gain hands-on experience. The
move to this rural community has at
times been a challenge. But the
people are friendly. You know you
live in a quaint small town when the
phone company secretary has your
phone number memorized. We are
happy here.

So, what was the program like
when we arrived? It seemed poor.
Tt had taken only one year with a
teacher who didn’t care, to run it into

- . the ground. My husband inherited an

office, classroom, aquaculture lab,
and a room full of junk. There was a
thick layer of dust on everything
{except the fish; they just had slime).
Tt took the two of us the rest of the
summer to clean out the office and
classroom. A new computer was
hooked up in the office and things
were off and running. Aquaculture
was a new endeavor and not all that
interesting to my husband. He
accidentally killed over 100 fish one
fateful weekend. But, the corn in the
test-plots flourished the next year.
Three days into the school year 1
found myself in a hospital waiting
room while my husband had his
appendix removed. During the two
weeks he was out of commission, 1
helped him prepare lesson plans. At
the end of the two weeks, the
students knew me better than they
knew my husband. After all, there
was an officer meeting and a chapter
meeting to attend to and the soils
team needed training.

Things are running more
smoothly now. My husband is now

entering his third year at this school
and is more excited than you could
ever imagine. The FFA chapter will
double this year. His freshman class
is 20 strong, they are excited about
agriculture. A working alumni chapter
has been established, and parents and
alumni now call the agriculture room
to ask how they can be of assistance.
Oh, and that junk room I mentioned —
this summer we converted it to an
officer leadership development
center and the aquaculture lab has
been converted to a large plant
science lab. This year, we took six
National AgriScience Fair finalists
along with a national band and a
national choir member, to Louisville

The secret to success? Great
students, a good school administration
and a supportive community help.
The drive of the agriculture teacher
plays an important role. When our
family calls to contact us, they
usually try the phone number at
school. As for weekends, Saturdays
are mainly reserved for FFA events,

T guess when agriculture is in
both your systems and you both enjoy
working with students and watching
them grow, it’s hard not to work
together. After all, there’s the soil
judging team to be trained, Agri-
Science projects to start, the test-
plots will need to be harvested and
the chapter reporter, wants photogra-
phy lessons. There’s a chapter
meeting this week, and the home-
coming float construction to super-
vise, the member auction to attend,
Stacey wants help with her public
speech, and then there’s the fresh-
man etiquette banquet I promised to
prepare and the cookies to bake for
the 8™ grade exploration class...]
think vou get the picture.
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A Call to Action for Project Food, Land & People

By Blance Haning

,éwmject Food, Land & People
(FLP,,,) is a national curriculum
project for grades PreK-12. It is an
educational program designed by
educators for educators, It accom-
plishes what three other national
curriculum projects, Project Wild,
Project Wet, and Project Leqrning
Tree fail to do, namely, it integrates
wildlife, water, and trees with food,
land, and people. It appropriately
infegrates human activity with some
of the changes in the earth’s ecosys-
tems. An early and continuous
exposure to holistic views of the
natural world, together with convey-
ance of an obligation of personal and
collective responsibility for the
indefinite perpetuation of this world,
must become indispensable dimen-
sions of everyone’s education.

The Project began in Colorado
soon after the release of Project
Learning Tree when a few voices
from the wildernesses of resource
conservation, agricalture, education
and environmental concerns ex-
pressed the need for an organized
resource of educational information
on food and land. This resource
needed to be highly appealing and
useful for teachers. These voices
eventually became a task force
whose goal addressed the relation-
ships between food chains/webs and
food production, along with the
_effects of human populations and
their use or misuse of soils, In 1988,
FLP was born. Its goals, verbatim
from the workbook Project Food,
Land & People, Resources for
Learning, are:

+  Stimulate an understanding,
through educators and among student
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populations of the interdependence of
food, land, and people.

+  Create opportumties for
awareness, critical thinking, and
skills,

+  Develop responsible action-
oriented behavior.

¢«  Create dynamic instructional
materials designed by educators for
the use of educators.

+ Develop a broad-based
coalition of private and public entities.

The mission statement and
guiding principles of FLP further
elaborate these basic goals. FLP has
private and public sponsors as well as
a foundation that support its efforts.
FLP has recently become restruc-
tured into FLP USA, FLP World
Learning Center and FLP Inferna-
tional,

FLP Lessons

There currently are 40 lessons in
FLP, prepared for grades PreK-3
through grades 9-12. Titles include
such topics as plants, seeds, fruits
and vegetable, tomatoes to ketchup,
insects, tillage, fiber to fashion, cows
or condos, apple cores to healthy soil,
sound diets, food safety, bees,
population patterns and population
growth. The 463 page loose-leaf
worlkbook is available from Food,
Land & People, 1990 N. Alma
School Road, #136, Chandler, A7,
85224 or by phone (602-936-7959) or
ordered through the FLP web-site.
The workbook was highly rated by
the North American Association for
Environmental Education’s
(NAAEE) Environmental Education
Materials: Guidelines for Excellence
whose criteria involve fairness and
accuracy, depth, emphasis on skils
building, action orientation, instruc-
tional soundness and usability. The

lessons have been intensively re-
viewed, illustrated and evaluated.
There is opportunity to add lessons to
the notebook as well as to tailor
lessons for specific regions or states.
The FLP web-site provides complete
information about the project, educa-
tor resources, sponsorship opportuni-
ties, the newsletter, and links that
inform about state education stan-
dards and FLP lessons. A schedule
for Facilitator Workshops is avail-
able. The FLP Conceptual Frame-
work shows the convertibility of the
FLP lessons to a college course.
Evaluation reports and participant
comments about Facilitator Work-
shops document that teachers’
weakest points often include agricul-
tural topics and methods; hence, the
call to action.

Alllessons include the following:
title, objectives, critical-thinking and
problem-solving skills, list of needed
materials, vocabulary list, advice on
getting started, procedural guidelines,
suggestions on evaluating learning
outcomes, extensions and variations
on the lesson, related FLP lessons,
additional resource materials and
estimated teaching time. FLP leaders
have translated some lessons into
Spanish. New topics such as con-
sumer econormics, nutrition, pest
management, grazing issues and
global trade have been added.

Involvement

There presently are 16 states,
called State Affiliates, with FLP
licenses. To date, these reside in
agencies other than the departments
of public instruction, Tn North
Carolina, the Soil and Water Conser-
vation Service holds the license and
conducts the facilitator workshops.
FLP, of course, encourages each
state to correlate the FLP lessons to
their individual state standards or
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core curricula, thereby enriching the
state standards.

Personal involvement begins with
enrollment in a state affiliate-con-
ducted facilitator workshop that
includes 16 hours of active engage-
ment,

Anideal workshop involves:

(1) sponsorship so that there are
no costs to participants,

(2) a “retreat-type” setting
where people can relax while they
learn and conceptualize and plan; and

(3) incorporation of one or more
field trips that complement the FLP
thrust.

Continuing education (CU)
credits are available as well as credit

towards Environmental Educator
Certification. Contact FLP to learn
the person in charge of your state
affiliate or if you are interested in
helping to build a coalition in your
state. Ideally, regional participants
will co-plan and then conduct FLP
workshops for teachers in their area,
Through this approach, PreK-12
teachers are educated about “agricul-
ture”. They take this information
back to their classrooms and teach if,
often in very ingenious ways.

FLP Facilitators can market FLP
or one or more of its lessons through
means other than conducting teacher
workshops. For example, displays or
hands-on activities can be provided

Project Food, Land & People lessons are available for students
grades Pre-K through grades 9-12, in a variety of areas of
agricultural literacy. (Photo courtesy of Jasper S. Lee, Demorest,

Georgia,}
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on Earth Day, during National Ag
Week, in 4-H and FFA programs, at
educator meetings and at state/
county fairs or in science museums.
A more informed population and
future agricultural educators need our
involvement.

Summary

Project Food, Land & People
is a worthy national curriculum
project. Its vision is “futures in which
all people recognize the interdepen-
dence of agriculture, the environment
and human needs; and work coop-
eratively to promete informed
consumer choices and sustainable
agricultural practices”
(www.foodlandpeople.org). Only
science and education can bring this
about. Agricultural educators should
investigate whether or not their state
is officially affiliated with Project
FLP and work to assist its adoption
or extend its reach. FLP is a project
in which we can both teach and
learn. We can teach teachers the
science involved in the FLP topics
and assist them in {finding ways to
incorporate these topics into their
regular science lessons, As science
curricula are largely predetermined at
all grade levels in public schools, we
can also help teachers integrate the
lesson topics into history, composition,
mathematics, arf, poetry, geography,
civics, and social science studies. In
doing 50, we too will learn.
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From the College Classroom to the High School
Classroom: Theory to Practice

By Leanne McGee, Thomas Dobbins and
Donnie King

?he demands on agriculture

teachers’ time are ever increasing;
however, teachers must take the time
to embellish their learning strategies
as well as their technical knowledge
to survive in today’s educational
system,

Four teachers from upstate
South Carolina were interviewed for
this article concerning learning
theories and practice.

Mr. Glenn Stevens, of Belion-
Honea Path High School, in Honea
Path, SC has been teaching for 17
years with a program of 184 stu-
dents. His program varies from
livestock production to agricultural
mechanics to wildlife management
and he is also responsible for one
greenhouse.

Mr. David Nixon, of Crescent
High School, Crescent, SC, has been

teaching agriculture for four years.
He is part of a two-teacher program
with 116 students. The program is
traditional with a focus on agricultural
mechanics, livestock production, and
forestry.

Mr. Jason Wigington, of Travel-
ers Rest High School, in Travelers
Rest, SC, has ten years of experi-
ence and a program consisting of 118
students. His program is mainly
focused on production and horticul-
ture, with one greenhouse.

Barry Burdette, of Golden Strip
Career Center, in Greenville, SC, is in
his eighteenth year of teaching, in a
primarily horticultural program
consisting of 38 students with one
large greenhouse. Burdette’s
students are actively involved with a
variety of landscaping projects.

For this set of interviews, several
educators throughout the state were
asked to identify questions they felt
were relevant to finding answers to
learning theories and practices.

Teacher presentations and use of student-oriented texthooks in a North Carolina
school promote mastery learning and higher achievement test scoves. (Photo

courtesy of Jasper S. Lee, Demorest, Georgia.
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After collecting all of the questions
considered to be important by our
panel, the information was merged
into nine questions that were used in
the interviews. Below is a listing of
the questions with a brief summary
of the responses:

¥ Do you read professional
journals and magazines that contain
research in agricultural education?

All of the teachers responded
that they do read some type of
Jjournal or magazine related to the
classes they teach, although they
are not able to read as much as
they would like, due to time con-
straints. Fach of the feachers
indicated they spend much of their
time preparing for classroom and
laboratory activities.

¥ Do you feel the available
research from professional journals
and magazines is applicable to you as
a classroom teacher? If not, why?

The teachers indicated that a
considerable portion of published
research is not applicable to their
classroom settings due to the fact
that most of the classes have
several different learning levels
represented. All of the teachers
reported that their classes were
composed of students ranging from
those with special needs to the top
students in the school. Therefore,
it is very difficult to administer
teaching methods that apply to all
Students at one time.

% Are the teaching methods
that we demonstrate in collegiate
teacher education programs appli-
cable to today’s classroom settings?

Two of the teachers said that
they still use what they learned
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about methods at the university
level. The other two said that
what they were taught in teaching
methods is not being taught
today. They believe new teachers
are not prepared when they
graduate from the university.

¥ What training did you
receive from the university in regard
to laboratory instruction?

All four teachers felt that they
needed to have move training in
regard to laboratory instruction,
They indicated that they needed
more training in the areas of
woodworking, turf grass manage-
ment, agricultural mechanics, and
animal science. Also, they said
that it would have been good to
have a lab that focused on safety.

*  How do you apply learning
theories to your everyday teaching?

These teachers assess their
students’ different learning levels.
Administering tests that will allow
the teachers to understand the
students’ learning levels can be
useful. However, these teachers
indicated that most of the learn-
ing theories are common sense
and a lot of the teaching methods
are based on trial and error.

¥ What is the benefit of
studying learning theories as a part
of your pre-service or in-service
education?

Each of the teachers indi-
cated that by being aware of
different kinds of learners you
can try to adjust your teaching fo
the various learning styles and by
doing this vou would become o
more effective teacher.

¥ What teaching tool has
been the most beneficial to you to
help students understand the
importance of your lesson/lectures?

Each teacher indicated that
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experiential learning (hands-on
training) and relating the lectures
to real life situations represent the
best way to help students learn.
They indicated that experiential
learning afforded students the
opportunity to make connections
between the classroom and labo-
ratory. A prime example used by
one teacher was teaching cattle
management by allowing the
students to design and build model
cattle management facilities out of
phwood and dowel sticks. After
the model facilities are built. the
students are then taken to see
actual working facilities fo rein-
Jforce the learning objective,

¥ Do you believe that the
learning style of a student plays an
important part in how a student
learns, and why?

All of the teachers believed

b "'Zeaming styles play an important

part in how students learn. Some
students learn better in the class-
room than they do in the lab and
vice-versd.

X Do you try to learn the
learning styles of your students? If
so, how?

Each of the teachers attempt fo
learn the different learning styles
of the students. One of the teach-
ers believed that you should learn
what works and does not work
with vour students, However, he
Sfurther stated that teachers teach
in the same style regardiess,
because that is what is comfori-
able to them. The other teachers
indicated that you should adminis-
ter a learning style questionnaire
and talk with your students to try
to learn the different learning
styles.

Agriculture teachers at the
secondary level have a tremendous

responsibility in working with students
who have a variety of learning styles
and intellectual capabilities within the
same classroom. All of our students
must be challenged. At the collegiate
level, our instruction must prepare our
future teachers to deal with the
variety of learning styles they will see
in their classrooms. Our success at
the collegiate level will be measured
in the future by how well we are able
to prepare our students to be adaptive
experts. Can they find the appropri-
ate balance between theory and
laboratory practice? Will they have
the flexibility and capabilities to adapt
their teaching styles to meet the
educational needs and learning styles
of their students? We must maintain
our focus on the preparation of
teachers.

Leanne McGee is a Graduate Student at
Clemson University.

Thomas R. Dobbins is an Assistant
Professor at Clemson University.

Donnie King is an Associate Professor
at Clemson University.
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Agricultural Education Magazine will

be: A Focus on The Curriculum
in Agricultural Education

We are soliciting articles that share
ideas and activitics being used by
agricultural educators at every level of
the profession. Please consider
developing an article on one of the
following sub-themes, Articles may
be submitted to theme editors or to
Robert Martin, Editor of The Agricul-

tural Education Magazine.

January - February 2002, Issue

Theme: Innovative Curriculum Ideas
& Practices in Agricultural Fduca-
tion. What are some innovative
approaches being used to enhance the
curriculum? What does the “new”
curriculum look like? What are the
unique practices in curriculum design
and delivery that are being used today?
The key component is ihnovation.
How has innovation in the curriculum
made a difference?

Theme Editor:

Dr. Brenda Seevers

New Mexico State University
Phone: 505-646-1135

e-mail: bseevers@nmsu.edu

Dealine has passed for this issue.

March - April 2002, Issue
Theme: The Role of Science in the

Agricultural Education Curriculum.
How has an emphasis on science
changed the curriculum at the level of
delivery? What innovative practices
are teachers using that add “science”
to the agricultural education curricu-
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hum? Has an emphasis on “science”
improved the curriculum? If so, how?

Theme Editor:  Dr. Barbara Kirby
North Carolina State University
Phone: 919-515-2614

email: barbara_kirby@NCSU.edu

Articles Due to Theme Editor:
February 1, 2002

Articles Due to Editor:
February 15, 2002

May - June 2002. Issue
Theme: The Role of Career Education

in the Agricultural Education Curricu-
lum. To what extent is career educa-
tion emphasized in the curriculum in

.. Agricultural Education? Istherea

career education plan or does if just
happen? How do we help students
learn using career education as a
focus?

Theme Editor:  Dr. Connic Baggett
The Pennsylvania State University
Phone: 814-863-7415

email: bbc@psu.edu

Articles Due to Theme Editor:
April 1,2002

Articles Due to Editor:

April 15,2002

July - August 20602, Issue
Theme: The Role of Community

Resources in. fhe Agricultural Educa-
tion Curriculum. How do we use
community resources in making the
curriculum real? Why are community
resources important? What difference
do they make in the curriculum?

Theme Editor:  Dr. Lloyd Bell
University of Nebraska

A Focus on the Curriculum in Agricultural
Education: 2002 Themes

Phone: 462-472-8739
email; lbelll{@unl.edu

Articles Due to Theme Editor;
June 1, 2002

Articles Due to Editor:

June 15, 2002

September - October 2002, Issue
Theme: The Role of Research in the

Agricultural Education Curvicufum.
Does research in Agricultural Educa-
fion impact the curriculum? If so,
how? What does research tell us
about the curricnlum? What are some
examples of a linkage between
research and our curriculum?

Theme Editor:  Dr. Greg Miller
Towa State University

Phone: 515-294-2583
email: gsmiller(@iastate.edu

Articles Due to Theme Editor:
August 1, 2002

Articles Due to Editor:
August 15, 2002

November - December 2002, Issue
Theme: The Latest Trends in Teaching
Agricultural Education. What trends
are helping shape the curriculum and
how we teach and help students learn?
Where are we going? How will we
know when we get there?

Theme Editor:  Dr. Tracy Hoover
The Pennsylvania State University
Phone: 814-863-7436

email: tsh102@psu.edu

Articles Due to Theme Editor:
September 15, 2002

Articles Due to Editor:
October 1, 2002
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