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IDENTIFICATION OF TOPICS TAUGHT IN PROFESSIONAL COURSES FOR
AGRICULTURAL TEACHER EDUCATION

Robin Claire McLean

ABSTRACT

The purpose of the study was to examine the teacher education curricula in exemplary

agricultural teacher education programs.  I identified eleven exemplary agricultural teacher education

programs through a call for nominations to a national listserv of the American Association for

Agricultural Education (AAAE).  Course syllabi and course checksheets provided by each of the selected

institutions were analyzed to determine patterns of professional course requirements and specific

professional topics at each of the universities.  Competencies were derived from assignments or topics

expressed in course syllabi.  Data analysis established common themes among the programs studied.

The resulting list of professional topics was examined to yield five overarching curricular areas:

Experiential Components, Foundations, Program and Curriculum Planning, Teaching and Methods, and

Technology.  Microlesson presentations and managing Supervised Agricultural Experience programs

were the only professional topics addressed in all programs studied.  The study also revealed that

professional course titles were very different at the participating institutions.  No institution covered all of

the topics.  Treatment of topics among institutions varied widely.

Although literature reveals that the field of education is trying to establish itself as a profession,

few of the programs studied offered courses focusing solely on professional development, professional

organizations, or professional ethics.  Many of the programs studied did address professionalism issues,

but it may have been provided in only one lecture.

Using the course syllabi provided by each exemplary university, I was able to identify 16 courses

taught in pre-service agricultural education and 118 common topics.  Not all topics were addressed at

each university nor were all courses presented.  Microlesson presentation and Supervised Agricultural

Experience Programs were the only two topics all universities addressed.  From the 118 general topics,

five general curricular clusters were established: teaching methods, program and curriculum planning,

foundations, experiential components, and technology.
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CHAPTER I:  INTRODUCTION

“Since 1839, when Horace Mann declared that teachers required special preparation, a debate

has raged over how American teachers should be prepared” (Cruickshank, 1996, p. 3).  This debate

continues today.  Scannell 1986 (in Luft, Zimmerer, & Kercher, 1988, p. 38) expressed that the teacher

education model has remained relatively unchanged for the past 50 years - a baccalaureate degree program

with the first two years pursuing general education and the remaining two years in subject area

coursework, and professional and pedagogical studies.  In 1995, the National Council for the

Accreditation of Teacher Education (NCATE), described four topic areas for teacher education: general

studies, content studies, professional/ pedagogical studies, and integrative studies.  However, some

universities do not focus on the integrative area where prior experiences are combined in practice.

Further, not all universities which base their teacher education components on NCATE’s recommendation

take the same approach to content within the areas (Cruickshank, 1996).

General Teacher Education

General teacher education today consists of general, content, and professional studies, as well as

field experiences. General studies contain coursework in social sciences, natural sciences, and humanities.

NCATE standards indicate that the general studies component should serve as one third of teacher

preparation requirements (Cruickshank, 1996).  Content studies are a crucial part of teacher education.

The challenge comes when pre-service teachers are engaged in subject matter courses with other

university students.  In such a setting, Howsam (in Cruickshank, 1996) expressed concern that content

knowledge will be obtained, but pedagogical skills to share such knowledge will be overlooked.  The

third component of general education is professional education, an area  NCATE (in Cruickshank, 1996)

viewed as having two components: professional studies and pedagogical studies.  Professional studies

include: psychology, sociology, historical foundations, and economic issues.  Pedagogical studies consist

of courses related to concepts and theories of effective teaching.

Change and reform are a common theme in teacher preparation.  Some of these reforms have

been introduced as a result of studies and reports, such as A Nation at Risk (United States National
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Commission on Excellence in Education, 1984), The Holmes Group Report (Griggs, Jones, & Slocum,

1988), and SCANS (United States Department of Labor, 1991).  Cruickshank (1996) studied 29 reforms

proposed for teacher education from 1963 through 1994.  Common themes throughout these reforms

included the need for curriculum to include: foundations of education; multicultural experiences; teaching

methods and techniques; motivation of students; knowledge of the profession as a whole; and self-

awareness.

In an attempt to improve teacher education programs, the Council for Basic Education conducted

a survey of practicing teachers in 1995 to seek what changes these teachers would have made in their pre-

service educational experience.  Three themes for change emerged:  “Require all teachers to know the

content of the subjects they teach;” “Teach pedagogy in the context of academic content;” and “Offer

prospective teachers many and varied school-based experiences” (Rigden, 1997, p. 78).  Rigden further

argued that to make teacher education more effective programs must have collaboration between

education faculty and arts and sciences faculty, as well as the input of practicing teachers.

Vocational Teacher Education

Currently, vocational teacher education programs vary nationwide.  Moss (1992) described

vocational teacher education curricula as being designed to “build the competencies needed for

professional roles as perceived primarily by state vocational agencies and as expressed by licensure

requirements” (p. 16).

Lynch (1996) discussed three models of delivery for vocational teacher education: alternative

certification programs, in-service programs, and college or university degree programs.  With alternative

certification, work experience is substituted for formal education.  Although this option is available,

formal education leads to greater success in teacher performance (Lynch, 1996).  In-service programs are

provided through school districts where the teacher is employed.  However, such programs tend to lack

the support and information needed to create change (Lynch, 1996).

At the university level, vocational education is taught through subject-specific models.  The

subjects are agriculture, business, marketing, health occupations, family and consumer sciences,
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technology, trade and industry, and technical.  University programs are currently faced with declining

enrollments (Lynch, 1996), and a reduction of program funding (Moss, 1992).  Students preparing to

become vocational educators, tend to be well prepared in their subject matter, have deficiencies in general

math and science education, and have been prepared to work with special needs students, computer

applications, and student organization advising.  Typically undergraduates in vocational education have

128 semester credits with 10 credits of student teaching (Lynch, 1996, p. 13).  Although a current

educational reform trend is the integration of academic and vocational courses, few programs address this

issue.

Vocational and academic integration is only one change that has been addressed in vocational

education. In addition to studies and reports issued in relationship to vocational education, changes in

demographics, the workforce, and economics have also influenced teacher preparation in vocational

education (Pratzner, 1988).  With these changes occurring, it is difficult to establish a common basis for

vocational teacher education (Lynch, 1991).  In addition to the challenges of reform, a recent trend in

vocational teacher education has been downsized departments or colleges and reduced funding, making in

difficult to keep abreast of the changes (Moss, 1992).

Lynch, Smith, and Rojewski (1994) studied six national reports related to teacher education and

determined that pre-service teacher education should include: pedagogical skills, team teaching,

workplace restructuring, and skills for scholastic and technological management.  Additionally, vocational

educators would need to be academically competent.  Glen and Walter (1990) stated that professional

courses in vocational teacher education need to include working with special needs students and adult

learners, computer literacy, and multicultural issues in addition to courses on instructional methods.

Agricultural Teacher Education

Although agricultural teacher training existed prior to 1917, funding was not appropriated for

teacher training in agriculture until the passage of the Smith-Hughes Act. Agricultural teacher education

has remained relatively unchanged since the Smith-Hughes Act.  In 1919, the Federal Board for

Vocational Education issued a study to explore the training programs in vocational agriculture.  In 1919,



4

coursework was divided into four components: agricultural studies (38%), sciences (28%), humanities

(20%), and professional studies (14%) (Prosser, 1919, p.16).  Professional studies included psychology,

principles of education, history of education, teaching methods, school organization, observation of

teaching, and practice teaching.  In 1924, the Federal Board for Vocational Education conducted a study

to look at the status of teacher training in agriculture.  This report cited two committee meetings held in

1922 which offered differing views on what teacher training in agriculture should include.  The North

Central States called for 50% technical agriculture, 25% science, 10% professional, and 15% general

culture while the Pacific region wanted 40% agriculture, 25% related science, 15% professional, and 20%

electives (Davis, 1924).

The four components of general teacher education - general, content, professional studies, and

field experiences - are also addressed in agricultural teacher education.  McCracken (1982) described the

coursework in agricultural teacher education to be comprised of 20-30% general education, 20-30%

professional studies, 30-40% technical agriculture, and 10% electives (p. 120).  Clouse and Brown

(1982) expressed that general education plays an integral part of agriculture teacher preparation, as it

helps students develop basic skills, solve problems, and become community leaders.

With concern over agricultural teacher preparation, the Teacher Education Committee of the

Agricultural Education Division of the American Vocational Association met in 1953 to discuss

guidelines for teacher training (McCormick & Peterson, 1982).  In 1958, the committee released a report

providing guidelines for teacher training programs. McCormick and Peterson (1982) highlighted the areas

addressed in the guidelines: recruitment, in-service training, research, providing teaching materials and

aids, and adopting curriculum to meet the changes in agriculture.  These guidelines expanded the role of

agricultural teacher education (McCormick & Peterson, 1982), however, current curricular practices were

not addressed.  In 1961, the Teacher Education Committee of the Agricultural Education Division of the

American Vocational Association issued a report addressing what the objectives of pre-service training of

vocational agriculture teachers should be, but it did not express specific course content (McCormick and

Peterson, 1992).  Crunkilton and Hemp (1982) discussed the standards for quality programs in

agriculture which were established in 1977 by the American Association of Teacher Educators in
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Agriculture.

Further studies of agricultural education curriculum options were conducted by an ad hoc

committee of the American Association of Agricultural Education, chaired by Herring (1992).  This

committee explored the changes occurring in agricultural education departments in the United States;

changes which included decreased program faculty, mergers, curriculum reorganization, and new program

options.  Barrick (1993) created a conceptual model for departments of agricultural education to aid in

describing the mission of agricultural education.

As with other areas of vocational education, agricultural education has also been exposed to

proposals for reform.  A study specific to agricultural education was the National Academy of Science

Committee on Agricultural Education in the Secondary Schools Understanding Agriculture: New

Directions for Education (1988).  This study provided recommendations for change in agricultural teacher

education.  Other studies evaluating the effectiveness of courses taken by agricultural education majors

were conducted by Deeds and Hash (1991), McGhee and Cheek (1990), and Oliver, Finch, Schmidt, and

Yu (1991).

Swortzel (1995) studied what a program of study for agricultural teacher education should be

composed of for pre-service teachers in Ohio.  This study proposed a teacher education program for

agricultural education based on a review of textbooks related to agricultural teacher preparation and the

needs of program graduates in Ohio.  Swortzel’s study addressed issues that had not been viewed in other

studies, including the relationship between science and agriculture, strong basic agricultural education

courses, and a multicultural component.

Informal studies were also conducted at the individual university level to discover what

improvements could be made in pre-service agricultural education programs.  At the Pennsylvania State

University, Whittington (1997) debriefed agriculture student teachers by asking “What do you wish you

would have been better prepared for?” (p. 18).  Answers to this question included topics related to

discipline, student motivation, societal issues in the classroom, parents, and activities besides teaching

which occur.
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Statement of the Problem

A concern exists among agricultural teacher educators related to what pre-service teachers need

to know.  This concern was most recently addressed by Connors and Mundt (1997) when they asked,

“What should be taught in methods courses?” (p. 10).  Although methods courses are only a small

component of pre-service education, it is evident that a need exists to define what courses and topics need

to be addressed in agriculture teacher preparation.

Eighty-eight agricultural teacher education programs exist across the country (Camp, 1994).

Yet, no current data exists to describe the nature or structure of existing programs or to document specific

curriculum included in agricultural teacher education programs.  Common topics and courses in pre-

service agricultural education programs may exist but have not been explored.

Purpose and Objectives

The purpose of the study was to examine the teacher education curricula in exemplary

agricultural teacher education programs.

The objectives of this study were to:

• identify exemplary programs in agricultural education,

• collect course checklists and course syllabi from exemplary programs,

• determine patterns of professional course requirements in those programs,

• determine patterns of specific professional topics in those programs.

Limitations

The following were limitations of the problem for this study:

• Data was collected only from exemplary programs.

• Exemplary programs were determined by peer nominations within the profession.

• Field experiences of pre-service agricultural education students were not considered.

• Varying course syllabi styles (objectives, topics, assignments) resulted in a need to extrapolate data.

Definition of Terms

• AAAE is the American Association for Agricultural Education, an organization dedicated to
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professional advancement of agricultural education nationwide (AAAE, p.16)

• AAAE Listserv is an electronic, computer-based discussion group with membership limited to those

individuals involved with AAAE.

• AATEA is the American Association of Teacher Educators in Agriculture and was the predecessor of

AAAE.

• Agricultural Teacher Education refers to any university program which prepares and assists

teachers of agriculture in the secondary schools (Herren & Donahue, 1991).

• Competencies are the tasks, skills, attitudes, and values needed to successfully earn a living (Finch

& Crunkilton, 1993).

• Curriculum is the set of experiences and activities which a student has in a school setting (Finch &

Crunkilton, 1993).

• Exemplary programs are defined as agricultural teacher education programs which are nominated

by their peers based on perceptions of program traits such as unique programs, strong programs, or

innovative courses.

• Profession is a career which requires specialized knowledge and academic training beyond high

school.

• Professional agricultural courses are courses in pre-service agricultural education which include

foundations of agricultural education, program and curriculum planning and development, teaching

methods, FFA, and supervised agricultural experience (SAE).  Courses which pertain specifically to

content, such as agricultural mechanics or horticulture, and student teaching were not considered as

professional courses for the purposes of this study.

• State of the art is defined as strengths, innovations, and commonalties of nominated programs.

• Syllabi is the summary outline for a course of study.
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CHAPTER II:  RELATED LITERATURE

A long standing debate exists over how teachers should be prepared.  In 1839, Horace Mann

expressed a need for special preparation for teachers (Cruickshank, 1996); a need still expressed today,

yet with uncertain details of what this training should include. Although debate exists over how teachers

should be trained, the model for teacher education has remained relatively unchanged for the past fifty

years - a baccalaureate degree program with the first two years pursuing general education and the

remaining two years in subject area coursework, and professional and pedagogical studies (Scannell  in

Luft, Zimmerer, and Kercher, 1988).  With this debate over what teacher preparation should include, the

National Council for the Accreditation of Teacher Education (NCATE) described four topic areas for

teacher education: general studies, content studies, professional/ pedagogical studies, and integrative

studies.  The integrative area is an application of prior experiences to practice and is not focused on at

some universities. Although NCATE proposed four components, not all universities following NCATE’s

recommendations for teacher preparation present the components with the same approach (Cruickshank,

1996).

General Teacher Education

Cries for quality teacher education were heard in 1965 when Lyndon B. Johnson stated “the three

R’s of our school system must be supported by the three T’s -- teachers who are superior, techniques of

instruction that are modern, and thinking about education which places it first in all our plans and hopes.”

(Burrow & Farmer, 1988, p. 1)  Burrow and Farmer (1988) noted “Education is one of the primary

resources for social and economic changes and improvement” (p. 4).  For this reason, if social or

economic areas falter, education is reviewed and reformed. However, Smith (1980, cited in Lakin and

Reynolds, 1983) expressed that “one of the most baffling and stubborn constraints upon reform of teacher

education is the absence of common beliefs” (p. 14).

There are four main areas included in general teacher education today - general, content, and

professional studies, and field experiences, sometimes classified as part of the professional studies

component. Social sciences, natural sciences, and humanities form the general studies component, which
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should serve as one third of teacher preparation requirements as indicated by NCATE standards

(Cruickshank, 1996, p. 7). Content studies are a vital part of teacher education.  Concern and challenge

are raised however when pre-service teachers are engaged in subject matter courses with other university

students, who are not education majors.  Howsam (in Cruickshank, 1996) expressed concern that in such

a setting pedagogical skills to share the content knowledge obtained will be overlooked.  NCATE (in

Cruickshank, 1996) viewed the professional component of general education as having two components:

professional studies and pedagogical studies. Psychology, sociology, historical foundations, and economic

issues were included in professional studies while pedagogical studies consisted of courses related to

concepts and theories of effective teaching.

The move for teacher education curricula reform in the 1980s was “similar to that of the post-

Sputnik era and, indeed, to that of reform efforts stretching back to the 1890s” (Goodlad, 1988, p. 107).

Familiar cries were heard in the call for reform: insufficiency of a proper general education and academic

major, teaching methods courses cutting into a four year curriculum, and mentoring serving as the best

method for teacher training (Goodlad, 1988).  Since mentoring is thought to be a positive means of

teacher training, it is generally agreed that one of the most influential components of teacher education is

student teaching.  Yet, the problem with this is “many student teachers observe neither the best nor an

adequate array of alternative practices, and they are often inadequately introduced to the total school

organization” (Goodlad, 1988, p. 110).  Goodlad (1988) further stated that “Programs for preparing the

nation’s teachers must involve future teachers not only in knowing how schools are organized and

conducted, but also in the normative issues that pertain to organization, grouping and tracking, balance

and symmetry in the curriculum, students’ rights to learn, and more” (p. 111).

With concerns over teacher education, the Holmes report was issued in 1986. In summarizing the

Holmes Group Reform, Burrow and Farmer (1988) said there were five main proposals:

• intellectually sound education for teachers;

• realizing the variable levels of knowledge, skills, and commitment in pre-service teachers;

• honest entry standards;
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• connecting public schools and the schools training teachers;

• creating a better school atmosphere for teachers (p. 13).

In The Changing Nature of Teacher Preparation , Schwartz (1996) described today’s teacher as

one who

needs to be well educated, sensitive, intelligent and capable of

learning from theory and example . . . familiar with the principles of learning

and other pedagogical theory, and they should possess skills in analysis,

synthesis and presentation.  They should also have knowledge of their subject

area.  They should have opportunities - vast opportunities - to practice, train

and apply their knowledge and skills under the supervision of a variety of

masters (p. 11).

There are many changes occurring that will have an effect on teacher education.  Imig and

Switzer (1996) described one such change to be information technologies.  This new technology will alter

the interactions between student and teacher, causing a need for pre-service teachers to be prepared to use

this technology to their advantage.  Another development changing the face of teacher education is recent

attempts to “articulate clearly the knowledge base that serves as the foundation for, and drives the

development of, a particular program” (Imig & Switzer, 1996, p. 223).

Another change which impacted teacher education was the passage of Public Law 94-142

(Education of All Handicapped Children Act) in 1975.  The Act said that “all children are expected to be

educated in the ‘least restrictive’ environment in which an appropriate education can be delivered to

them” (Lakin & Reynolds, 1983, p. 13).  In Curricular Implications of Public Law 94-142 for Teacher

Education, Lakin and Reynolds (1983) identified what they considered to be 10 cluster areas of important

skills for teachers in regard to the passage of PL 94-142.  These 10 clusters include:

• curriculum selection, development, modification, and evaluation in order to ensure students

are engaged in appropriate work and activities;

• functional skills education;
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• student management with student involvement;

•  effective dealing with other professionals and parents;

• planning and implementing student interactions to promote responsibility, respect and

appreciation of diversity;

• organizing the classroom to fulfill varying student needs;

• ability to accept shared responsibility for each student;

• having an ongoing assessment and observing the progress of each student;

• “the ability to perform according to contemporary roles, responsibilities, and ethical

commitments expected of teachers, and knowledge of the regulations and laws governing

schools, pupil and parental rights, teacher self-protection, and intelligent professional

behavior” (Lakin & Reynolds, 1983, p. 14-15).

Changing demographics will also have an impact on teacher education.  Robert Lichter (cited in

Garcia & Pugh, 1992), executive director of the Dreyfus Foundation predicted that by the year 2000

whites will compromise 55.9% of the population, instead of the 75.5% they constituted in 1980.  This

will have a significant impact on education as the educators of the future must meet the needs of the

increasing minority population.  How are pre-service teachers being prepared for this multicultural

classroom of the future?  According to Garcia and Pugh (1992), the exposure to multiculturalism that pre-

service teachers gain is part of other courses and curriculum. Furthermore, Garcia and Pugh (1992)

expressed that in order for pre-service teachers to embrace the idea of multiculturalism, these teachers

must feel the course is relevant to them and will aid them in becoming better teachers.  Suggestions

Garcia and Pugh (1992) offered for teacher education included making equity an important factor in

teacher education programs; focusing on student needs; thinking globally even on local and regional

issues; and taking a serious interest in the demographic predictions for the next century.  Education

students need to be part of an innovative move to make students more “culturally and globally informed”

to better serve diverse populations (Garcia & Pugh, 1992, p. 219).  The biggest challenge Garcia and
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Pugh (1992) saw for including multicultural education is the fact that currently multiculturalism is too

political.

Another call for teacher education reform involved content area.  Many sources expressed a need

for increased general education in teacher education programs.  Why is this important?  Cruickshank

(1984) said that it is these teacher education students who will turn around and be responsible for the

general education of the nation’s youth. He continued that teachers are “expected to serve as models of

well-educated persons for youth and for the community at large” (p. 8). Teachers may be asked questions

outside of their disciplines, so it is important that they have basic knowledge.  Furthermore, teachers will

be cooperating with each other in a school setting and general education helps to give a common ground.

Cruickshank (1996) also expressed the need for professional training for pre-service educators to

help the teaching field reach a “true professional status” (p. 15).  The challenge for professional course

development is a lack of consensus related to the knowledge and skills needed to teach effectively.  When

defined by Cruickshank, professional studies are referred to as those courses which are “the historical,

economic, sociological, philosophical, and psychological foundations of education” (p. 17).

In the 1980s, Barrow and Farmer (1988), Pratzner (1988), Scannell (cited in Luft, Zimmerer,

and Kercher, 1988) and others called for a change in teacher education which would create a five year

program.  A program of this nature would allow for more general education.  This program would consist

of a four year baccalaureate program, culminating with a fifth year of field study, and professional courses

resulting in a Master’s degree.

As a result of the constant desire to improve teacher education, the Council for Basic Education

conducted a survey of practicing teachers in 1995 to gain input from these teachers related to changes they

would have made in their pre-service educational experience.  The study resulted in three themes for

change:  “Require all teachers to know the content of the subjects they teach;” “teach pedagogy in the

context of academic content;” and “offer prospective teachers many and varied school-based experiences”

(Rigden, 1997, p. 78).  In addition to input provided by practicing teachers, Rigden (1997) argued that
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programs must have collaboration between education faculty and arts and sciences faculty to make teacher

education more effective.

Vocational Teacher Education

The quality, scope, size, and topics addressed in vocational teacher education programs currently

vary nationwide.  However, vocational teacher education curricula has been described as a program

designed to teach the competencies expressed by state vocational agencies and licensure requirements to

prepare pre-service teachers for professional roles (Moss, 1992).

The delivery of vocational education programs exists in three models - alternative certification

programs, in-service programs, and college or university degree programs -  which have varying degrees

of success (Lynch ,1996).  The least successful tends to be  in-service programs provided through school

districts where the teacher is employed, because these programs tend to lack the support and information

needed to create change (Lynch, 1996).  Alternative certification allows work experience to substitute for

formal education.  However, Lynch (1996) expressed that formal education leads to greater success in

teacher performance.

Vocational teacher education taught at the college or university is taught through one of seven

subject-specific models related to agriculture, business, marketing, health occupations, family and

consumer sciences, technology, or trade and industry.  The challenge with such programs is that they are

currently faced with declining enrollments (Lynch, 1996), and reduced program funding (Moss, 1992).

With the university model, undergraduates typically have 128 semester credits with ten credits of student

teaching (Lynch, 1996, p. 13).  These vocational education students, tend to be well prepared in their

subject matter, but have deficiencies in general math and science education.  Additionally, their training

prepares pre-service vocational teachers to work with special needs students, computer applications, and

student organization advising. However, few university programs address the current educational reform

trend of integration between  academic and vocational courses.

Vocational and academic integration is only one reform that has been addressed in vocational

education. Other changes and challenges involve both departmental structure and the courses being
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taught.  One problem, faced by vocational education departments in the recent past has been elimination

or reduction of the department.  Dykman (1993) expressed concern that vocational teacher education

department elimination is not just a problem faced by small departments.  Large vocational teacher

education programs are also having to face reduction in some form, such as aggregated courses,

eliminated faculty positions or not rehiring when professors retire, and moving programs to other

colleges, or decreasing programs offerings.  The causes for this problem include: low teacher education

enrollments; reduction of funds from university, state, and federal levels; the image of vocational

education; and misconceptions of vocational teacher education by college deans.  Moss (1992) noted

common problems observed in vocational teacher education programs over the last 15 years included a

decline in faculty numbers; the reallocation of funds internally;  and the loss of external funding caused

mainly by changes in the current Perkins Act because “the state agency holds a smaller percentage of

federal dollars for discretionary purposes and because the agency is itself receiving reduced funding from

the state, there is far less money available for allocation to vocational teacher education activities” (p.17).

Adams, Pratzner, Anderson, and Zimmerer (1987) described a study conducted by the University Council

for Vocational Education (UCVE).  The study evaluated UCVE’s 18 member universities in relationship

to changes in vocational teacher education between 1981 and 1985 and found that faculty and full-time

support staff, state and university financial assistance and grants, and doctoral program graduates

decreased at a majority of the institutions during that period.

Although some educators may see these challenges as a set-back, some departments have found

the problems to be beneficial in promoting department efficiency and pursuing new innovations in teacher

preparation.  According to Dykman (1993), at Colorado State University, one positive result of this trying

time was the creation of a methods course which focuses on integration between academic and vocational

classes.

Downsized vocational teacher education departments have created one challenge for vocational

education programs.  Another challenge or problem, depending on the view taken, in the structure of

vocational education stems from diverse administration for vocational education programs nationwide.  A
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study by Lynch (1991) revealed that vocational teacher education is “administered in eight different

colleges or schools and six departmental administrative structures” (p. 3).  This diversity presents a

problem because there is no vocational education knowledge base that has been agreed upon as essential

in teacher preparation.  The organization of vocational teacher education programs still tend to follow

historical identity given to them by federal legislation. Lynch (1996) reported that 428 colleges and

universities in the United States, Puerto Rico, Guam, and Washington, D.C. had some form of vocational

teacher preparation program.

Another reason for a change in vocational teacher education is the varying teacher certification

requirements among states, as well as the changing requirements and availability of alternative

certification in states. Yet another problem with vocational education is expressed by Lynch (in Dykman

1993), “There has never been  a good conception of what a vocational teacher ought to know and how to

train that person” (p. 25).

Adams, Pratzner, Anderson, and Zimmerer (1987) stated that the National Commission on

Secondary Vocational Education noted great diversity in the composition and effectiveness of pre-service

vocational education.  Field experience was a variable component.  Some programs used it as a primary

means of preparing teachers and others used it in conjunction with general education and pedagogy, if

they used it at all.  An average of three years work experience in the vocational area one plans to enter is

needed for admission to a program in vocational education and state certifications require three to six

years of experience (Pratzner, 1988, p. 28).  Pratzner (1988) expressed that the general public expects

teachers to have a greater specialization in their subject area than they currently possess.

Sims (1993) mentioned the concern that pedagogical skills such as lesson plans, classroom

management, and student interactions (motivation factors and questioning) are not emphasized as much as

needed in vocational teacher training.  The typical course of study for vocational teacher preparation in

Florida is composed of 45 general semester credits, 20 professional credits, and at least 30 credits in their

area of specialization (Sims, 1993, p. 57).  Sims listed four components of professional development:

Planning and Development; Implementation and Management; Evaluation; and Professional
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Advancement.  Florida has 38 instructional goals for pre-service vocational teachers.  Some of these

include:

• implementing community relation programs;

• evaluating program effectiveness and its relationship to community goals;

• identifying and creating lessons for special needs students;

• knowing what skills, knowledge, attitudes, and ability students need to complete the

vocational program successfully;

• preparing and selecting materials that will meet course objectives;

• supervision of vocational student organizations;

• instruction of adult learners;

• meeting course objectives through the use of electronic media and technology;

• integrating academics;

• using instruction which develops critical thinking and problem solving;

• effective use of a group setting in teaching;

• keeping up to date professionally;

• reinforcing positive class attitudes, as well as helping develop student  self-esteem;

• encouraging lifelong learning;

• relating classroom and lab activities to the students future;

• evaluating daily student progress and helping students develop self evaluation  (Sims, 1993).

What should vocational teacher education programs include?  Lynch, Smith, and Rojewski

(1994) conducted a study where they performed a non-exhaustive examination of themes in educational

reports that dealt with secondary vocational education from 1988-1993.  Reports studied were generated

by the following groups: the Southern Region Education Board; the Council of Chief State School

Officers; the National Assessment of Vocational Education; the National Center on Education and the

Economy; SCANS (Secretary’s Commission on Achieving Necessary Skills); the William T. Grant
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Foundation Commission; and state reports.  The theme of improving pre-service teacher education by

either redesigning or strengthening current programs was included in reports from the Southern Region

Education Board, the National Assessment of Vocational Education, and the William T. Grant

Foundation Commission, as well as state reports in Georgia, Oregon, and Wisconsin.  Areas of emphasis

for these redesigned pre-service teacher education programs should include: new pedagogical skills, team

teaching, workplace restructuring, and skills for scholastic and technological management.  The

researchers also noted that there is a need for vocational education teachers to be academically competent

(Lynch, Smith, & Rojewski, 1994).

Pratzner (1988) expressed that the Holmes Group and Carnegie Forum recommendations will

impact vocational education, especially the proposal for higher standards for preparation.  Educational

reforms are causing new teachers to be involved in new roles, with changing responsibilities, such as

becoming more involved participants in school management.  Reform movements have impacted

vocational teacher education, but the extent of reform impact is not clear.  According to Lynch and Griggs

(1989), as of 1988,  forty-six states had called for change in their teacher education programs as a result

of reform movements (p. I14).  The changes that have been implemented in the states were inconsistent -

some called for increased liberal arts, others increased subject matter, others increased pedagogy, and still

others increased field experience.

Federal vocational laws currently call for a reinforcement of basic academic skills in vocational

areas, as well as better education for special needs students, but according to Pratzner in Vocational

Teacher Education: Implications for Secondary and Post-secondary Policy and Practice (1988), little

attention is given to these areas in teacher education.  In “Vocational Teacher Education: Changes and

Challenges” Pratzner (1988) stated his belief that changes in teacher education will be driven by

demographics, economics, and the educational setting. Pratzner (1988) saw economically stimulated

changes to involve the “changes in skills and skill levels of workers resulting from sociotechnological

changes at work,” and changes in the workplace as “learning environments for continuing and recurrent

education.” (p. 50)  The influence of economics on teacher education will create a need for pre-service



18

educators to have knowledge of general skills and be able to incorporate the teaching of basic skills, as

well as higher order thinking into their classrooms.  Changing demographics create a need for vocational

teachers to be prepared to work with diverse populations, including students with special needs.

Lynch (1996) also stated that changes in demographics, the workforce, and the economy will

have an influence on teacher education.  He called for the inclusion of areas such as: academic and

vocational integration; operations of school-to-work programs; working with at-risk learners;

implementing computers in education; creating curriculum to serve the changing job market; student

leadership development; and awareness of multiple career paths in vocational teacher preparation.

Washburn and Cheek (1992) appeared to agree with both Lynch and Pratzner about areas to be included

in the vocational teacher education program, as they also expressed the need for training in diversity,

economics, culture of work, and entrepreneurship.  Another area Washburn and Creek (1992) stated

vocational teacher education needs to include is issues related to Tech-Prep.

Moss (1992) also saw the future of vocational teacher education changing - a change including

expanding the mission of vocational teacher education to “include the study of all forms of education for

work and family as a lifelong process” (p. 18).  Glen and Walter (1990) saw curriculum design as the

current challenge for vocational teacher education programs.  The curriculum needs to be all inclusive and

meet university requirements while not overwhelming students in the program.  Burrow and Farmer

(1988) contended that it is important for pre-service vocational educators to study under instructors who

can serve as effective models for teaching and who have expert knowledge of the subject. Adams,

Pratzner, Anderson, and Zimmerer (1987) suggested changes to improve vocational teacher education

including:

• program and curricula which would prepare pre-service teachers for new teaching roles, titles,

and responsibilities;

• curricula to ready teachers for “greater autonomy, participation, and decision making in

school management;”
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• courses allowing vocational teachers to strengthen and intensify basic skills and higher order

thinking in vocational courses;

• courses to prepare teachers to meet the needs of diverse populations;

• programs to form “knowledge and skill in concepts generic to work in America today” (p.

26).

The goal of teacher education should be to create professional teachers who are better suited to

gain respect (Lynch, 1991).  In order to achieve this professional status, Lynch (1991) proposed eight

areas where teacher education can be reformed.  These areas included:

• emphasize the value of post-baccalaureate studies for teachers;

• make the training process as intellectually demanding as training for other professions;

• have more efficient and effective methods courses;

• increase the opportunities for field experience and work in public schools;

• allow practicing teachers to give advice on teacher education courses;

• have a liberal arts preparation combined with many courses in the subject they will be

teaching;

• design alternative programs for people with the qualities of a good teacher who are unable to

engage in a traditional teacher education program;

• recruit proficient, qualified students, including minorities.

Pratzner and Ryan (1990) stressed the need for vocational teacher education courses to increase

academic requirements and expressed the need for a better balance between “academic and liberal arts,

pedagogical and professional skills and knowledge, and occupational skills” (p. 791).   In addition, they

expressed a need to expand upon basic skills preparation and work with special needs students.

According to Glen and Walter (1990), professional courses in vocational teacher education will need to

include areas such as working with special needs students and adult learners, computer literacy, and

multicultural issues, along with the instructional methods courses.
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Agricultural Teacher Education

Agricultural teacher education has remained relatively unchanged since the Smith-Hughes Act of

1917 appropriated funds for teacher training in agriculture.  In 1919, two years after the Smith-Hughes

Act passed, the Federal Board for Vocational Education issued a study to explore the training programs in

vocational agriculture.  At that time, coursework was divided into four main components: agricultural

studies, sciences, humanities, and professional studies (Prosser, 1919, p. 16).  The 1919 study was

followed by a 1924 study which looked at the status of teacher training in agriculture.  Different regions

of the United States cited varying responses related to what teacher training in agriculture should include.

The North Central States called for technical agriculture, science,  professional, and general culture while

the Pacific region wanted agriculture, related science, professional, and electives (Davis, 1924).  Although

the content areas were similar, the percentage of training each area was to represent varied.  The Pacific

region called for more professional training and slightly less agricultural training than the North Central

States.

Today, the four components of general teacher education - general studies, content studies,

professional studies, and field experiences - are also addressed in agricultural teacher education.  The

content of agricultural teacher education is similar to those areas addressed in the Federal Board for

Vocational Education  studies of 1919 and 1924 - comprised roughly of  30-40% technical agriculture,

20-30% general education, 20-30% professional studies, and 10% electives (McCracken, 1982, p. 120).

The general education component has been described as an integral part of agricultural teacher education

by Clouse and Brown (1982), as it helps students develop basic skills, solve problems, and become

community leaders.

Concern about agricultural teacher preparation has existed since the passage of the Smith-

Hughes Act.  Meetings, committees, and research have addressed concerns about guidelines, components,

and training of agricultural educators. A meeting of the Teacher Education Committee of the Agricultural

Education Division of the American Vocational Association resulted in a report issued in 1958 providing

guidelines for teacher training programs. These guidelines expanded the role of agricultural teacher
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education  and  addressed recruitment, in-service training, research, providing teaching materials and aids,

and adopting curriculum to meet the changes in agriculture (McCormick and Peterson, 1982). However,

current curricular practices were not addressed.  A 1961 study of the Teacher Education Committee of the

Agricultural Education Division of the American Vocational Association addressed what the objectives of

pre-service training of vocational agriculture teachers should be, but it did not express specific course

content (McCormick and Peterson, 1992).  In 1977, the American Association of Teacher Educators in

Agriculture discussed the standards for quality programs in agriculture, but they also did not address

current practices (Crunkilton and Hemp, 1982).

Herring (1992) chaired an ad hoc committee of the American Association of Agricultural

Education which studied agricultural education curriculum.  Additionally, the  committee explored

changes, such as decreased program faculty, mergers, curriculum reorganization, and new program

options, occurring in agricultural education departments throughout the United States.

Agricultural teacher education programs face many of the same challenges as other disciplines of

vocational teacher education.  Like vocational teacher education as a whole, agricultural teacher education

is threatened by the potential for larger departments to absorb agricultural education programs.  A typical

university agricultural education program, as described by Newcomb (1993), is small with three to four

faculty members, a limited number of undergraduates, and minimal financial support.  These factors

create a vulnerable program which has the potential to be merged with other education departments, have

their money taken from them, be placed in departments the dean sees as growing, or even to be abolished.

Another concern for agricultural teacher education programs mentioned by Nelson (1986)

involved program enrollment issues that result from decreasing enrollment in colleges of agriculture,

increasing high school graduation requirements, and increasing university-wide teacher education

requirements. Fuller (1990) shared Nelson’s concern about decreased enrollments and contended the

problem in recruiting students for college agricultural education departments relates to the association of

agricultural education teacher preparation with high school vocational education, an area which doesn’t
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prepare students for four-year colleges.  With this stigma, admissions requirements discriminate against

students engaged in agricultural education courses at the high school level.

With a growing concern over the competence and quality of teachers, Raven and Warmbrod

(1989) conducted a study entitled Comparison of the Academic Preparation and Performance in

College[,] of Agricultural Education Majors and Other Agricultural Majors.  Five-hundred and one

Ohio State University College of Agriculture first-quarter freshman in 1981-1983 were the subjects for

this study.   The authors found that agricultural education graduates had “significantly more units of

vocational agriculture and total college credits than other agricultural graduates” (Raven & Warmbrod,

1989, p. 78).  At the college level, although agricultural education majors had more credits upon

graduation, these credits came from professional teacher education courses.  They had “fewer classes in

technical agriculture, business and mathematics” (p. 80) than other agricultural graduates.

Like other areas of education, agricultural education was subject to the reform movement of the

1980s. The National Academy of Science (NAS) Committee on Agricultural Education in the Secondary

Schools (1988) found that many agricultural teachers are being trained in a manner that continues to

emphasize traditional agricultural areas such as production.  To better prepare teachers, university

programs should include agribusiness marketing, public policy, economics, science and technology, and

international agriculture (NAS, 1988).  With changes in agriculture, technology, and society, in the recent

years prior to 1988, the commission found greater emphasis to be placed on communication skills, basic

science, computers, mathematics, humanities and social sciences, international agricultural systems,

problem-based instruction, and high technology agriculture (NAS, 1988).  Recommendations of the report

included: a continued focus on “applied learning, but strengthened instruction in science, technology,

economics, agribusiness marketing and management, international agriculture, and public policy ;” (NAS,

1988, p. 47) and a need for the connection of agricultural teacher education programs with other college

programs, cooperative extension, and private organizations involved with agriculture.  The report also

expressed a need to recruit capable students for teacher education programs.  The commission said that
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reformers criticized teacher education programs because the programs “showed teachers how to teach but

not what to teach” (p. 61).

In A Reflection of Change in Teacher Education, Shinn (1993) looked at agricultural teacher

education five years after Understanding Agriculture: New Directions for Education.  Shinn (1993)

reported that although some reports cite a decline in full time equivalent faculty numbers between the

publication of the NAS Committee report in 1988 and the publication of his article in 1993, professor

assignments to agricultural education departments had increased.  Shinn (1993) did agree with other

reports about the increase in departmental name changes during the same time frame.  In those five years,

Shinn (1993) further noted that faculty of these departments are participating in more activities not

directly related to teacher education. If Agriculture and Extension Education departments are to remain

functional, Seevers (1994) posited the need for these departments to restructure and meet the needs of

preparing students for the changing society and workplace.  Most importantly, Seevers (1994) described

future agricultural educators as people who need to develop links between traditional agriculture of the

past and future developments in the field.

According to Nelson (1986) “Teacher education in agriculture has been defined most often in

terms of vocational education laws of the time rather than by the development of a viable scholarly

definition of the profession” (p.3).  Russell (1981; in Barrick 1993) said “agricultural education is

probably more in line with education [in] and about agriculture in a variety of settings rather than limited

to a narrowly focused mission of vocational or occupational education” (p. 11).  McGhee and Cheek

(1990) contended teacher preparation programs have a strong influence on the quality of education in

public high schools, therefore it is essential that we have quality teacher education programs.

McGhee and Cheek (1990) published the results of a follow-up study of University of Florida

Agricultural Education graduates from 1975-1985.  The study revealed that the students placed the most

value on their student teaching experience.  These students indicated a perceived need for an increase in

the technical agriculture programs offered but felt that pre-professional and agricultural education courses

could remain the same.
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A similar study was conducted by Deeds and Hash (1991).  The purpose of this study was to

gather the opinions of program graduates on the necessity of the courses they took in the field they

entered. This study was conducted using a survey mailed to a randomly selected sample of agriculture

students enrolled in 1977 in the 1862 Land Grant Colleges of Agriculture in the southern states.  Skills

that were reported as most essential included oral communication, motivating and managing others, using

problem solving techniques, and group leadership skills.  Skills the Deeds and Hash (1991) study

indicated as least needed included computer skills and basic statistical techniques and the least needed

agricultural knowledge areas were landscape design and plant materials selection, policy, world food

problems, and forest products and resources (p. 66).  The most needed agriculture knowledge areas were

production efficiency and production systems, economics, and agricultural chemicals and their uses

(Deeds & Hash, 1991, p. 66).  The conclusion indicated that curricula in agricultural teacher education

should include communications and people skills, as well as time management and goal setting strategies.

A study by Oliver, Finch, Schmidt, and Yu (1991) analyzed the transcripts of undergraduate

agricultural education students.  The introduction to this study expressed many questions about

agricultural teacher education.  These questions included:

• How many courses and experiences in general or liberal studies, teacher

preparation studies, and teaching content area studies should be included

in a program?

• To what extent are current programs providing a reasonable and

acceptable set of courses and experiences?

• What is the optimum mix of preparation studies and experiences for

vocational teachers? (p. 178)

Twenty - two universities which had vocational teacher education programs were included in the

study.  It was found that on average 57.7 semester hours or 39.3% of the total credits were in general

studies, 55.7 semester hours or 37.9% of the total credits were in the teaching major, and 26 semester

hours or 17.7% of the total credits were in education courses.  The remaining credits were designated as
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other.  Agricultural education majors took less credits than the average in education and general studies,

but more in the teaching major.  Agricultural education majors also had more credits in science than other

vocational teachers (Oliver, et. al., 1991).

Harper, Buriak, and Hilton (1994) conducted a study to determine what experts believed the role

of agricultural mechanization should be in teacher education programs.  The Delphi technique was used to

collect the opinions. The survey resulted in experts concluding agricultural mechanization is an important

part of agricultural teacher education.  Agricultural mechanization at the teacher education level should be

“principle driven rather than competency driven” (Harper, Buriak, & Hilton, 1994, p. 6).

Required courses in the Agricultural Education Department at New Mexico State University

include technical hours in varied disciplines, professional development courses, teaching methods, and

leadership.  Seevers (1994) indicated that the methods courses not only included the traditional teaching

strategies and techniques, but also issues pertaining to interpersonal communication, legal issues in

education, resource development, multicultural education, and lifelong learning.  Students also have field

experience  and participate in presenting a three hour community education workshop.  To experience the

unique aspects of human relations, students participate in role playing, perform situational analyses and

work through case studies.  A highly recommended elective course for agricultural education students at

New Mexico State University is a class on cultural diversity offered through the College of Education

(Seevers, 1994).

In Modeling Experiential Education in Instructor Preparation, Riesenberg and Mundt (1994)

described the capstone semester, termed the professional semester, for agricultural education students at

the University of Idaho.  In this semester, students have one week of field experience prior to seven weeks

of on-campus training.  They then student teach for 10 weeks and return to campus for two weeks of

evaluating the experience.  The first field experience is designed so students can explore the school,

community and program where they will be student teaching.  During this time, students are able to

establish what they want to teach.  When they return to campus, they take an agricultural education course

focusing on methods of teaching, program planning, facilities organization and management, and
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professional seminar (Riesenberg & Mundt, 1994).  During student teaching, students create portfolios

which include journal entries, lesson plans, and perceptions others give them about the program.  This

portfolio has an instrumental role in the discussion during the final phases of the capstone course.  The

time spent on campus after student teaching allows students to “reflect . . . about both their positive and

{negative} experiences . . .  clarify their philosophy and beliefs . . . [and generate] self-directed change in

the . . . teaching practice and interactions with students, parents, and colleagues” (Riesenberg & Mundt,

1994, p. 21).

Much of agricultural teacher education is determined by state guidelines.  For instance, the North

Carolina State Department of Public Instruction(1993) published Guidelines and Competencies for

Approved Teacher Education Programs.  This guide detailed suggested competencies for agriculture

teachers, including:

• awareness of agriculture’s occupational importance;

• a written philosophy relating to agricultural education;

• the ability to collect and analyze various types of data;

• effectively conducting public relations;

• course planning for both classroom and laboratory;

• familiarity with the FFA, its history, contests, and related information;

• working knowledge about Supervised Agricultural Experience programs;

• the ability to design and use assessment instruments;

• the use of techniques to facilitate the greatest amount of learning for all students.

Barrick (1993) proposed a model of what agricultural education departments should look like. A

Conceptual Model for a Program of Agricultural Education in Colleges and Universities proposed an

agricultural teacher education program consisting of four areas: teaching and learning; human resource

development and management; communication; and research methodology and data analysis.  Although

the actual major of agricultural education is a part of the teaching and learning component, the other areas
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provide courses such as leadership development and communication, that are integral parts of teacher

development.

Today’s agricultural educators need to be able to connect science and business to their

agricultural curriculum.  According to Swortzel (1995), agricultural educators of the future will need to

fill six roles: “facilitator of learning, understander of the learner, program developer, administrator,

professional educator, and role model and mentor” (p. 5).

From his experience and research, Swortzel (1995) concluded that there are four primary sources

for defining the skills, attitudes, ability, and knowledge an agricultural educator should possess.  These

sources are The Ohio Agricultural Education Service Manual of Operations (1978), Handbook on

Agricultural Education in Public Schools (Phipps & Osborne, 1988), Standards for Quality Vocational

Programs in Agriculture/ Agribusiness Education (1977) and Methods in Teaching Agriculture

(Newcomb, McCracken, & Warmbrod, 1993).

Swortzel (1995) proposed a teacher preparation program that would include 46 hours (or 35% of

total coursework) in general education - mathematics and statistics, natural science, arts and humanities,

and social sciences (p. 36).  Technical agriculture courses would represent 31% of the total coursework

(41 credits) and would include opportunities for practical experience (Swortzel, 1995, p. 39).  A

professional agricultural education component would be 11 credits (8% of total) and include courses

labeled: “Foundations of Agricultural Education, Curriculum Development in Agricultural Education,

Program Planning in Agriculture Education, Leadership Development and Work Experience in

Agriculture, and Laboratory Management in Agricultural Education” (p. 41).  These professional courses

would cover topics including: the philosophy, history, development, and goals of agricultural education;

trends in agricultural education; how to prepare unit plans, develop lesson plans, and design curriculum;

effectively working with varying cultural, learning and personal styles; the role of public relations,

advisory committees, supervised experience, adult  education, FFA, and community in the agricultural

program; and effective laboratory management for the varying lab settings one might encounter as a

teacher.
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This proposal by Swortzel differs from other proposals in its call for a better understanding of

the relationship between science and agriculture, strong basic agricultural education courses, early field

experience to gain exposure in diverse settings, and a multicultural component.
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CHAPTER III:  INVESTIGATIVE PROCEDURES

The purpose of the study was to examine the teacher education curricula in exemplary

agricultural teacher education programs.

The objectives of this study were to:

• identify exemplary programs in agricultural education;

• collect course checklists and course syllabi from exemplary programs;

• determine patterns of professional course requirements in those programs;

• determine patterns of specific professional topics in those programs.

Selecting Participants

In order to obtain data for this qualitative study, an initial e-mail letter was posted on the

national listserv of the American Association for Agricultural Education (AAAE) based at Purdue

University’s computing center.  The e-mail message requested teacher educators to nominate colleges and

universities in the field of agricultural teacher education which they believed either excelled in teacher

preparation or stood out as innovative programs. Respondents were requested to list up to three schools

they view as exemplary programs in the field, as well as to state brief reasons for their selections.  They

were also requested not to nominate their own program.  Eleven programs which received two or more

nominations were used in the study.  The number of nominations needed to be considered exemplary was

set at two because many programs were nominated by one person and none were nominated by more than

three people.

Collecting Data

The department chairs for the selected schools were mailed letters (Appendix A) requesting them

to provide the researchers with copies of graduation checklists or similar documents and syllabi of all

courses they considered to be teacher professional development courses.  This letter included the reasons

why each particular program was selected.  A general list of reasons for selection can be found in

Appendix B. General education courses, such as educational psychology, and technical preparation

courses such as agricultural mechanics skill courses were not included in this study.  After one month,
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follow-up letters  (Appendix C) were sent to the schools whose department chairs had not responded.  A

telephone follow-up was used in conjunction with the written follow-up.  An additional e-mail follow-up

was also provided.  Of the 11 nominated programs, 10 submitted packages of materials, for a 91%

response rate.  The eleventh agricultural education programs was undergoing significant internal turmoil

and was unable to submit meaningful materials.

When the list of professional teacher education courses for each of the nominated programs was

composed, an e-mail was sent to each department chair to confirm the professional course list and credits

awarded for each course.  Eight of the ten nominated programs responded with either confirmations or

changes to be made to course titles or credits awarded.

Data Analysis

Exemplary Programs

 An initial e-mail letter was posted on the American Association for Agricultural Education

(AAAE) Listserv based at Purdue University.  The e-mail message requested teacher educators to

nominate colleges and universities in the field of agricultural teacher education which they believed either

excelled in teacher preparation or stood out as innovative programs. Eleven programs which received two

or more nominations were used in the study.

Common Courses

Course titles and descriptions were used to develop a comprehensive list of courses taught by the

10 responding agricultural teacher education programs.  This list was created by reviewing the list of

professional course titles and the course syllabi contributed from each of the exemplary programs.  A list

of course titles was recorded for all programs.  After generating this list, the syllabi was evaluated and key

components of each course were written to describe the course. With course definitions and actual content

established, course titles were edited to reflect content commonalties.  Modified titles allowed for the

creation of a comprehensive, unduplicated course listings to allow cross-university tabulations.  Courses

which were unique to individual agricultural education programs or topics remained unmodified.

Developing a list of common courses was challenging, as the content of a single course at one
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university may be discussed in different courses at another university.

Common Content

The course syllabi provided by each university were analyzed to determine the professional

development content (competencies, topics, objectives, or lesson titles) offered at the various universities.

Topic identification varied between universities.  Some syllabi listed student performance objectives;

others specific topics; others gave assignments and laboratory activities.  Syllabi were read and reread to

identify which topics were included in each course analyzed.

The initial analysis of syllabi generated a list of topics covered for each course.  The second

analysis verified the topics which were covered and ensured that no topics were overlooked in the course.

From this analysis, a content list was compiled and arranged in alphabetical order by topic for further

analysis and comparison among agricultural education programs.  Hereafter, the term topic will refer to

content items identified as competencies, problems, topics, or lessons in the course syllabi analyzed.

Similar topics were edited and combined to form a single topic when possible.  Any topic

represented at over 50% of the universities was considered to be a generally included topic in agricultural

teacher education.  For a more meaningful data set, topics were grouped into curricular area clusters.
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CHAPTER IV: FINDINGS

The purpose of the study was to examine the teacher education curricula in exemplary

agricultural education programs.

The objectives of this study were to:

• identify exemplary programs in agricultural education;

• collect course checklists and course syllabi from exemplary programs;

• determine patterns of professional course requirements in those programs;

• determine patterns of specific professional topics in those programs.

Exemplary Programs

Eleven exemplary agricultural teacher education programs were identified through the study, see

Table 1.  These programs were chosen on the basis of peers responding to the call for nominations.

TABLE 1:  EXEMPLARY AGRICULTURAL EDUCATION PROGRAMS

Table 1
Exemplary Agricultural Education Programs
(Alphabetical Order by State)

The University of Arkansas
California Polytechnic State University, San Luis Obispo
The University of Florida
The University of Illinois
Iowa State University
The University of Missouri, Columbia
North Carolina State University
The Ohio State University
Oklahoma State University
Texas A & M University
Utah State University

One university was a non-respondent and therefore was not included in further analysis.

Subsequent analysis will not refer to specific institutions.

Common Courses

The course offerings analyzed from the 10 responding exemplary programs were varied.  Using
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the course syllabi from each program, I developed a list of 16 courses, see Table 2.  The number of

courses interpreted as professional development at each university ranged from three to nine, with

Methods of Teaching Agriculture and Program Planning in Agricultural Education being  the most

common courses taught.   Although FFA is an integral component of agricultural education, it was

interesting to note only one program had a course focusing solely on FFA Advisement and only one other

had a course related to agricultural youth organizations.  Additionally, only seven programs mentioned

student teaching as part of the professional development experience.

TABLE 2: IDENTIFIABLE COURSES TAUGHT IN SELECTED AGRICULTURAL TEACHER EDUCATION PROGRAMS

Course A B C D E F G H I J #
Methods of Teaching Agriculture X X X X X X X X X 9
Program Planning in Agricultural Education X X X X X X X X 8
Ag Ed. Seminar, Orientation or Introduction X X X X X 5
Foundations and Philosophies of Ag Ed X X X X X 5
Field Experience X X X 3
Personal & Professional Leadership Development X X X 3
Supervised Agricultural Experience (SAE) X X X 3
Computers in Ag Ed X X 2
Contemporary Issues and Emerging Technologies X X 2

Principles of Teaching in Laboratory Settings X X 2
Principles of Teaching X X 2
Programs for Out-of-School Groups X X 2
Agricultural Youth Organizations X 1
Curriculum Assessment and Development X 1
Ethics in Ag Education and Extension X 1
FFA Advisement X 1
Total Number of Courses in Program 6 5 3 7 7 2 6 5 4 5
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Common Content

Analyzing the professional development course syllabi submitted resulted in 118 topics.  Forty-

four topics were covered in at least half of the programs, see Table 3.  The remaining topics discussed in

less than half of the programs can be found in Appendix D.

TABLE 3: COMMON TOPICS TAUGHT IN SELECTED AGRICULTURAL TEACHER EDUCATION PROGRAMS,
ALPHABETICAL BY NUMBER REPORTING

Topic # of universities reporting
Microlesson Presentations
SAE

10
10

Advisory Councils or Committees
Diverse Populations and Special Needs
FFA
Philosophical Issues
Problem Solving
Professionalism and Professional Organizations

9
9
9
9
9
9

Awards
Early Field Experience or Shadowing
Lesson Plans
Student Evaluation

8
8
8
8

Adult Agricultural Education
Ag. Education History and Evolution
Career Development Events
Computers and Telecommunications
Curriculum Design
Effective Teaching
Motivation and Positive Classrooms
Needs Analysis or Assessment
Summer Program

7
7
7
7
7
7
7
7
7

Classroom Management  (other than student behavior)
Fundraising
Integration of Academics & Ag. Ed.
Laboratory Management
Legislation
Questioning Techniques
Role of an Agricultural Educator
Student Behavior Management
Teaching Resources

6
6
6
6
6
6
6
6
6
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Budgeting
Certification Issues
Community relations
Computer Curriculum and Lesson Design
Demonstration
Developing a Teaching Plan or  Calendar
Equipment and Facilities
FFA Advisors
Instructional Objectives
Personal Educational Philosophy
Principles of Teaching and Learning
Program of Work or Activities
Teacher Record Keeping
World Wide Web

5
5
5
5
5
5
5
5
5
5
5
5
5
5

The only topics addressed at all universities were microlesson presentation and SAE.  Although

not included as a separate topic at most of the universities, FFA was a topic at nine of the universities

studies.  Issues related to teacher certification were only addressed at half of the universities.  The most

commonly discussed teaching strategy was problem solving.

The most frequently addressed curricular areas were program and curriculum planning and

teaching and methods. Further analysis and a logical grouping of the topics revealed that five curricular

cluster areas existed: teaching methods, program and curriculum planning, foundations, experiential

components, and technology, see Table 4.  These curricular clusters were derived through an examination

of the nature of the topics.
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TABLE 4:  CURRICULAR AREAS

Experiential Components Foundations Program and Curriculum
Planning

• Awards
• Career Development Events
• FFA
• FFA Advisors
• Fundraising
• Program of Work or Activities
• SAE

• Agricultural Education History
and Evolution

• Certification Issues
• Diverse Populations and

Special Needs
• Legislation
• Personal Education Philosophy
• Philosophical Issues
• Professionalism and

Professional Organizations
• Role of an Agricultural

Educator

• Adult Agricultural Education
• Advisory Councils or

Committees
• Budgeting
• Community Relations
• Developing a Teaching plan

or calendar
• Equipment and facilities
• Instructional Objectives
• Laboratory Management
• Needs Analysis or

Assessment
• Summer Program
• Teacher Record Keeping
• Teaching Resources

Teaching and Methods Technology
• Classroom Management
• Curriculum Design
• Demonstration
• Effective Teaching
• Lesson Plans
• Microlesson presentations
• Motivation and Positive Classrooms
• Principles of Teaching and Learning
• Problem Solving
• Questioning Techniques
• Student Behavior Management
• Student Evaluation

• Computers and
Telecommunications

• Computer Curriculum and
Lesson Design

• World Wide Web

University Program Courses

The courses provided by the nominees as professional development courses for agricultural

education varied in title, credit value, and number of courses offered, see Table 5.  Credits for courses

which were taught in a quarter system were converted to semester hours for the purpose of this analysis.

The professional agricultural education courses at some universities were not considered to be

professional courses for this study; however, they were included to illustrate the diverse thinking in
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relationship to what constitutes a professional development course of study.  The number of professional

education courses ranged from five to 15.

TABLE 5: PROFESSIONAL EDUCATION TITLES AND CORRESPONDING SEMESTER CREDITS OF SELECTED

AGRICULTURAL TEACHER EDUCATION PROGRAMS

Institution A
Agricultural Youth Organizations (3)
Classroom Management Concepts (3)
Curriculum Development in Agriculture (2)
Ethics in Agriculture (3)
Methods (3)
Methods in Agriculture Labs (3)
Professional Development (1)
Program Development (3)
Program Management (3)

Institution B
Computer Applications & Info. Tech in Ag Ed (3)
Conducting Summer Programs in Ag Ed (1)
Experiential Learning in Agriculture (2)
Intro. to Teaching Agricultural Education (3)
Methods of Teaching Agriculture (3)
Planning Ag Ed Programs (3)
Senior Seminar in Ag Ed (1)

Institution C
Computers in Agricultural Education (5)
FFA and Supervised Agricultural Programs (10)
Instructional Processes in Agricultural Education (5)
Instructional Programs in Agricultural Mechanics (5)
Introduction to Agricultural Education (3.3)
Program Development in Agricultural Education (5)

Institution D
Foundations in Agricultural Education (5)
Introduction to Teaching Agriculture (5)
Planning Instructional Programs in Ag Ed (8.3)
Teaching Agriculture in Public Schools  (5)
Teaching Agriculture  (5)

Institution E
Curriculum and Program Planning in Ag Ed (3)
Development and Philosophy of Ag Ed (3)
Emerging Technologies in Agriculture (3)
Instructional Techniques in Agricultural Educ. (3)
Special Methods in Teaching Agricultural Educ. (2)

Institution F (credits not provided by university)
Education of Exceptional Learners
Educational Psychology
Measurement and Evaluation
Teaching Methods

Institution G
Early Field Based Experience in Ag Ed (1)
Foundations of Public Ag Ed Programs (2)
Introduction to Instructional Technology (3)
Methods of Teaching Agriscience/ Agribusiness (3)
Multicultural Nonsexist Education (2)
Planning Ag Ed Programs (3)
Presentation and Sales Strategies for Ag Aud. (3)
Principles of Secondary Education (3)
Senior Seminar
Social Foundations of American Education (3)

Institution H
Introduction to Agricultural and Leadership
Education (1)
Topics in  Agric. and Leadership Education (2)
Course Building in Ag Ed (2)
Methods of Teaching Adults in Ag (2)
Seminar in Ag Ed (1)
Field Experience in Ag Ed (3)

Institution I
Adolescent and Behavioral Development (2)
Aiding in the Secondary Schools (1-2)
American Schooling and its social context (3)
Capstone Seminar (3-4)
Designing Curriculum and Instruction in Agr. (3)
Educational Administration for Teachers (2)
Field Experience (1-2)

Institution J
Content Area Reading/ Writing (6.7)
Education of Exceptional Individuals (5)
Educational Psychology for Teachers (5)
Evaluation of Student Achievement (5)
FFA Advisement (1.7)
Field Experience (1.7)
Foundations of Education (5)
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Intro. to Special Education for Regular Educ. (3)
Learning and Development (2)
Personal Financial Management (2)
Rationale and Structure of Agriculture Programs (3)
Teaching Agriculture Subjects (3)
Teaching Reading in the Content Area (2-3)

Methods of Teaching Agriculture (8.3)
Orientation to Ag Ed (3.3)
Principles of Teaching in Lab Settings (3.3)
Principles of Technology for Teachers (6.7)
Program Planning in Ag Ed (6.7)
Teaching Strategies (3)
Technology Practicum (3.3)
SAE Principles (3.3)
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CHAPTER V:  CONCLUSIONS, DISCUSSION, AND RECOMMENDATIONS

The purpose of the study was to examine the teacher education curricula in exemplary

agricultural education programs.

The objectives of this study were to:

• identify exemplary programs in agricultural education;

• collect course checklists and course syllabi from exemplary programs;

• determine patterns of professional course requirements in those programs;

• determine patterns of specific professional competencies in those programs.

Conclusions

Based on the examination of curriculum materials and course syllabi submitted, agricultural

teacher educators are aware of exemplary teacher preparation programs.  Securing nominations based on a

call to the AAAE Listserv, was a viable means for participant selection.

Analysis of the course checksheets and professional development course syllabi revealed that the

definition of professional development courses in agricultural education programs differs among

universities.  There is no generally accepted definition of professional preparation courses.

There was a disparity among the topics offered in the agricultural education programs studied.

Of the 118 professional topics identified, a high of 65 topics were addressed at one institution and a low

of 21 at another.  This presented a range with a high of 55% of the topics being addressed in a program

and a low of 18% being addressed by others.

Few of the teacher education programs studied covered all of the same topics.  There were only

two topics, microlessons and supervised agricultural experience, which were presented in all 10 of the

exemplary programs.  Treatment of topics also varied among universities.

Common course content can be categorized into five curricular clusters: teaching methods,

program and curriculum planning, foundations, experiential components, and technology. These five areas
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could serve as core components in many combinations of courses.  Of the 44 common content areas

addressed in at least five of the programs studied, 30% related to teaching methods, and 27% could be

classified as program and curriculum planning.

Discussion

Faculty nominating programs based on their knowledge of the program’s faculty and not solely

the program’s attributes was a concern about using the AAAE list-serve to obtain nominations for

exemplary programs.  Overt peer perceptions of faculty reputation may have contributed to determining

programs which were nominated as exemplary programs.

Literature reveals that the field of education is trying to establish itself as a profession yet few of

the programs studied provided courses which focused solely on professional development, professional

organizations, and professional ethics.  Although most institutions addressed professionalism in their

courses, it may only have been mentioned in one lecture. If a profession truly is a field requiring

specialized knowledge and agricultural education is to be viewed as a profession, agricultural teacher

educators will need to come to a consensus on the definition of professional development courses,

professionalism, and the specialized knowledge needed.

With varied structures and approaches to course content among institutions, establishing a core

set of courses taught at the typical university is challenging. Since FFA is an integral component of

agricultural education, I would have expected to see the concept of advising an FFA chapter taught at all

of the exemplary programs, yet this did not occur.  I also viewed certification/ licensure as an important

concern for pre-service teachers; however, only half of the programs studied addressed this topic in their

courses.  Additionally, although there is a trend to use portfolios for assessment, only one university

addressed the topic.  It is possible such topics many have been covered in general education courses

provided at the university.  For topics not addressed in the classroom, informal experiences could be

offered to provide information on the topic.

The curricular cluster areas established in this study can serve as a basis for program

development.  I believe with concern over downsized agricultural education departments, such programs
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will best be developed through inter-institution consortia.  Through this team effort, a comprehensive

program of study can be designed.  Exposure to elements in all of the curricular clusters will be crucial for

the development of well rounded agricultural educators.  The curricular areas established closely parallel

the course titles Swortzel proposed for a professional agricultural education component.

Crunkilton and Hemp (1982) reported the results of a 1977 AATEA ad hoc committee study

addressing professional agricultural education standards, the most recent study I could locate on the topic.

Eighty-two percent of the universities responding to the 1977 study supported all of the professional

standards addressed.   When universities rated their current programs addressing the topic, however,

fewer than half rated themselves as good.  The current study supports their findings indicating that teacher

educators may be aware of what topics need to be addressed in professional agricultural education, but do

not have the resources to adequately address them.  This may account for the different approaches to

topics in the programs studied.  Some of the topics addressed today that were not addressed 20 years ago

include: career development events, computers and telecommunications, motivation and positive

classrooms, and integration of academic and agricultural education .  The only topic addressed in 1977

not expressed as a current professional competency was organizing and operating a multiple-teacher

department.

Since Davis (1924) and the Federal Board for Vocational Education published Teacher Training

in Agriculture, course content has become more specific.  The 1924 sample course plans described

courses which incorporated home projects (a forerunner to current supervised agricultural experience

program), school fairs, using teaching aids, the farm shop, and the role of the agriculture teacher all in one

class.  Although some topics are still taught in a single course at present, courses tend to have a common

theme, such as teaching methods or laboratory management.

The course content derived from studying the syllabi provided includes some of the same

components Florida expressed as instructional goals for pre-service vocational teachers and North

Carolina suggested as competencies for agriculture teachers.
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Recommendations

• In future studies to identify exemplary programs in agricultural teacher education, a priori  criteria

should be established for selecting exemplary programs.  Before being confirmed as a study

participant, nominated schools should supply a sheet of supplemental information.  The additional

information would ensure that the programs were selected based on their credentials and not solely the

reputation of faculty.  Another way to ensure the validity of exemplary programs for such a study

would be to increase the nominations required for a university to be selected.  This may require more

than one call for nominations to the AAAE Listserv.

• Further studies should be conducted to define the professional content of agricultural teacher

education.  A more detailed study addressing professional development course titles at all universities

having agricultural teacher education programs could provide a clearer definition of professional

agricultural education.

• Further research is needed to discover what professional agricultural education topics are offered in

general education programs.

• Research to determine the amount of time spent on various topics should be conducted.

• Topics not addressed in course syllabi, such as FFA advisement, may be identified in student teaching

assignments and experiences.  A study should be conducted to analyze the commonalties in student

teaching experiences at these exemplary universities.

• The identification of five curriculum cluster areas, teaching methods, program and curriculum

planning, foundations, experiential components, and technology, can serve as a basis for five courses.

The topic areas and curriculum clusters identified in this study can be used to revise current

agricultural teacher education programs.

• Since this study only addressed professional course requirements for pre-service agricultural

education, a study is needed to evaluate experiential components of pre-service agricultural education,

the skills and attitudes of pre-service agricultural education students, and technical agriculture courses

needed.
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• A study to identify professional topics for the future of for pre-service agricultural education is

recommended, now that the current state of professional topics are known.
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Appendix A: Information Request Letter
April 18, 1997

Dr. «FirstName» «LastName»
«JobTitle»
«Address1»
«University»
«City», «State»   «PostalCode»

Dear Dr.  «LastName»:

   Several weeks ago we asked for members of the American Association of Agricultural Education to
nominate teacher education programs that they considered exemplary and innovative.  The agricultural
teacher education program at «University» was one of less than a dozen that were nominated by your
peers.  Reasons for your nomination include «Reasons».

   We are seeking to determine the current state of the art in agricultural teacher education.  Since your
teacher education program is considered to be one of the leaders in the field, it is important that we secure
your input for our undertaking.

   The current study will be Ms. McLean’s thesis and will be entitled “Teacher Preparation in Agricultural
Education.”  It will serve as part of a larger study which we hope will ultimately establish a consensus
framework for teacher preparation in agricultural education.

   Please provide a copy of your department’s teacher preparation course checklist, as well as the most
recent student syllabi for each of the courses you consider to be professional preparation courses for
teachers (such as Methods, SAE, FFA, Curriculum, etc.), to the above address by May 10, 1997.  On your
checklist, please highlight the courses you consider to be professional preparation courses.

   We believe this study will be very useful to all of us in Agricultural Education as we continue the
ongoing process of refining and revising our teacher education curriculum.  If you have any questions
regarding this study, contact Ms. McLean at (540) 231-3773 or “rmclean@vt.edu.”

   Thank you in advance for your time and participation.

Sincerely,

Robin C. McLean William G. Camp
Graduate Assistant Professor

Appendix B: Reasons for Nominations of Exemplary Programs

Curriculum/ Program
• Competency based learning
• Comprehensive instruction
• Constructivist philosophy
• Curriculum
• Innovative teaching strategy
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• Internship block
• Student teaching combined with a reflective summary

 

 Faculty/ Staff
• Commitment to preparation of agricultural teachers
• Commitment to students
• Cooperation and support from field staff
• Dedicated staff
• Faculty
• Student-faculty interaction

 

 Outcome
• Graduates produced
• Number and quality of teachers produced

 

 Other
• Facilities
• Leadership
• Organization
• Quality blend of old and new
• Research
• Use of model sites
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Appendix C: Follow-up Letter

May 14, 1997

Dr. «FirstName» «LastName»
«JobTitle»
«Address1»
«University»
«Address2»
«City», «State»   «PostalCode»

Dear Dr.  «LastName»:

   In late April, we mailed a letter to you requesting information regarding your department’s teacher
preparation course checklist, as well as the most recent student syllabi for each of the courses you
consider to be professional preparation courses for teachers.  As mentioned in our previous letter, the
agricultural teacher education program at «University» was one of fewer than a dozen that were
nominated by your peers in the American Association of Agricultural Education.

  We are requesting this material so Ms. McLean can conduct research for her thesis related to the current
state of the art in agricultural education.  We realize the end of the semester is a hectic time, but would
appreciate it if you could provide a copy of your department’s teacher preparation course checklist, as
well as the most recent student syllabi for each of the courses you consider to be professional preparation
courses for teachers (such as Methods, SAE, FFA, Curriculum, etc.), to the above address at your earliest
convenience.  On your checklist, please highlight the courses you consider to be professional preparation
courses.

   We believe this study will be very useful to all of us in Agricultural Education as we continue the
ongoing process of refining and revising our teacher education curriculum.  If you have any questions
regarding this study, contact Ms. McLean at (540) 231-3773 or “rmclean@vt.edu.”

   Thank you in advance for your time and participation.

Sincerely,

Robin C. McLean William G. Camp
Graduate Assistant Professor
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Appendix D:  Additional Topics Covered in Professional Agricultural Education Courses

Additional Topics Taught in Less Than Half of the Selected Agricultural Teacher Education
Programs (Alphabetical order by number reporting)
Agricultural Education Mission and Goals
Agricultural Education Structure and Components
Ag in the Classroom & Elementary School Agric.
Banquets
Characteristics of Great or Effective Teachers
Discussion
Ethics
Experimental Simulations
Fair Activities
FFA History
Field Trips
Futuristic Agricultural Education Issues
Officer Development
Parliamentary Procedure
Planning Community and Chapter Programs
Public Relations
Visual Aids
Vocational Education History
Young Farmers

4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4

Committee Use
FFA Alumni
Inventory and Supplies
Job Preparation - Resumes, Interviews, etc.
Learning Styles
Lectures
Personal Assessment
Press Releases and Newsletters
Recruiting Students
Role Play

3
3
3
3
3
3
3
3
3
3

4-H
Beginning Teacher Problems
Interest Approach
International Issues in Agricultural Education
Land Labs
Leadership Development
Legal Responsibilities and Liability
Levels of Cognition
Middle School Agriscience
National FFA Contacts
Professional Relationships
Program Evaluation
Record Books
Resource People
Shop and Lab Safety
Small Group Techniques
Student Notebooks
Youth Characteristics

2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
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Agriscience Experiments
Agricultural Literacy
Bulletin Boards
Case Studies
Comparative Agriculture
Conducting an Agricultural Survey
Decisions and Dollars
Drug Abuse
Electronic Communications
Food for America
Grange
Identifying Competencies
Identifying and Managing Obligations
Independent Study - Teaching Methods
John Dewey
Learning Environments
Lifelong Learning
Local Program Success
Myers Briggs Profiles
National Adult Conferences
Performance Based Teacher Evaluation
Politics and Agricultural Education
Portfolio Components
Roshenshine and Furst Variables
Rufus Stimson
Strategic Plan for Agricultural Education
Tech Prep

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
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VITA

Robin Claire McLean
e-mail: Ag4Robin@aol.com

Objective I desire to combine my knowledge of agriculture and my people skills in a career
as an Agriscience Teacher.  I have a special interest in horticulture and FFA.

Education Virginia Polytechnic Institute and State University
Masters of Science, Vocational and Technical Education, May 1998
Cumulative GPA - 3.8/4.0

Cornell University
Bachelor of Science, Agricultural Education, May 1996
Specialization in Horticulture
Cumulative GPA - 3.4/4.3

Experience Penns Grove High School, Carney’s Point, NJ
Agriscience Instructor January 1998 - present
• Design lesson plans for 90 minute block classes
• Instruct 50 high school freshmen
• Supervise FFA activities and coach FFA contest teams
• Coordinate fund-raisers
• Participate in in-service activities to revise agriscience curriculum

National Vocational Agricultural Teacher’s Assn., Alexandria, VA
Communications Intern August 1997 - November 1997
• Wrote press releases for award recipients
• Created articles for the NVATA Annual Report
• Planned scripts for awards presentation

Agricultural Technology Program,  Virginia Tech, Blacksburg, VA
Graduate Assistant August 1996 - December 1996
• Taught classes
• Presented student feedback
• Designed program displays
• Assisted in planning 1998 National Postsecondary Agricultural Students

Conference
• Evaluated student work experience

National FFA Organization, Alexandria, VA
Made for Excellence Conference Staff August 1995 - March 1997
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• Presented personal development conferences to high school youth
nationwide

• Designed innovative ways to discuss leadership and self-esteem
• Delivered keynote speeches reaching over 4000 students

Experience Moravia High School, Moravia, NY
(continued) Student Teacher September  - December 1995

• Assisted in advising FFA Chapter
• Created unit lessons for and instructed

Animal Science, Aquaculture, Basic
Agricultural Skills, Conservation, Food
Science, and Horticulture Classes

• Observed and critiqued Supervised
Agricultural Experience Programs

• Supervised student participation in
community service activities

• Organized field trips
• Worked with community businesses to

incorporate their resources into the
classroom

Department of Vegetable Science, Cornell University, Ithaca, NY
Horticulture Teaching Assistant Spring Semesters 1995 and 1996
• Presented demonstrations to class
• Supervised laboratory activities
• Assisted in test design and grading

Penn State Cooperative Extension, West Chester, PA
4-H Assistant June 1995 - August 1995
• Designed a 4-H Ambassador Training Program
• Produced monthly newsletter
• Supervised 4-H Camp
• Assisted with county fair
• Planned summer activities

New York State FFA Leadership Training Camp, Croghan, NY
Leadership Training Coordinator Summers 1993 and 1994
• Trained and supervised State FFA Officers
• Designed and presented three leadership curricula for grades 7-12
• Organized leadership contests
• Assisted with camp record keeping

Plant Science Greenhouses, Cornell University, Ithaca, NY
Greenhouse Assistant August 1992 - June 1996
• Maintained plants by pruning, weeding, watering and fertilizing
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• Controlled pests and recorded pesticide use in database
• Propagated plant material via cuttings and seed
• Transplanted plant materials

Honors and Corresponding Secretary, Omicron Tau Theta , Virginia Tech
Activities Vice President, Alpha Tau Alpha,  Virginia Tech

Senior Service Award Finalist, Cornell University
President, Cornell Collegiate FFA
Member, Alpha Zeta Fraternity, Cornell University
Cornell University College of Agriculture and Life Sciences Ambassador
Intern, Cornell Instructional Materials Services
American FFA Degree
Cornell University Speech and Debate Team

Professional American Vocational Association
Organizations American Association of Botanical Gardens and Arboreta

National Education Association
New Jersey Education Association
National Association of Agriculture Educators
Virginia Vocational Agriculture Teacher’s Association

Certification New Jersey Provisional Teaching Certificate, issued 1/06/98
New York State Certificate of Qualification in Agriculture, issued 9/01/96
EPA Agricultural Worker Protection Standard Training, issued 1/23/96

Publications Camp, B. C., Dean, A. M., McLean, R. C., & Towne, A. (1997) Agricultural
Education Frameworks: Natural Resources Management. Richmond: Virginia
Department of Education
McLean, R. C., & Camp, W. G.  (1998, February).  Exemplary Agricultural
Teacher Education Programs in the United States. Paper presented at and
published in Proceedings, Southern Agricultural Education Research Meeting,
Little Rock, AR, 9 pp.
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