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Abstract

Speaking and teaching are high priorities in any ministry setting where youth ministry,
family ministry or Christian Education students are employed. What attention is given to
preparation for this Kingdom task in youth ministry degree programs represented within
the membership of the Association of Youth Ministry Educators (AYME)? To answer this
question, this project examined books and papers reviewed or included in The Journal
of Youth Ministry since its inception. Additionally, 20% of AYME members were
interviewed as to their own approaches to teaching and their views on the importance of
teaching students to speak and teach. The resources used, the class time allotted, the
assignments given, and the outside-of-classroom required were in the scope of the
study. Also included was the assessment of teaching/speaking ability as part of
coursework and field work.



Training Youth Ministry Students to Teach
“Let my teaching fall like rain and my words descend like dew, like showers on new

grass, like abundant rain on tender plants.” Deut. 32:2 (NIV)

Who doesn’t want to be part of a learning experience that is both relevant and
stimulating? Those who teach youth ministry have high hopes that their students will
accomplish great things for the Kingdom and that those they serve, whether they be
children, youth, or adults, will not run for cover or fall asleep when their graduates get
up to speak. In this paper “youth ministry” is meant as a generic term for work that falls
under the umbrella of children’s, youth, or family ministries in church or parachurch.

Purpose and Methodology

The purpose of this research was to explore current practices and philosophies
utilized by Association of Youth Ministry Educators (AYME) members in the training of
youth workers to speak and teach. Individual interviews were conducted, transcribed,
and analyzed. Participants were asked to describe the classes that include any
instruction or experience in teaching others to teach, and the type of field work that is
required in which teaching is an expectation.

The following key research questions guided the interviews:

RQ 1) How do you model teaching to your students?

RQ 2) Please describe resources, tools, books, and methods that you are using

to teach your students to teach.

RQ 3) Describe one of your program’s key teaching focused assignments.

RQ 4) How do you evaluate students in their performance of teaching?



RQ 5) How do you evaluate the program and its effectiveness in instructing

teaching?

RQ 6) How do you integrate various disciplines into teaching students to teach?

RQ 7) What makes a great teacher? How do you define success in instructing

teaching?

Population

The 2018 directory of the Association of Youth Ministry Educators (AYME) was
used to locate members of formal academic institutions involved in preparing youth
ministry students for teaching, speaking, and preaching. AYME is a non-denominational
academic professional organization that strives to connect and support those who are
involved in formal and non-formal youth ministry education.'[1]

Data gathering occurred both at the international annual conference in October
2018 and through phone interviews in the following weeks. The AYME membership
includes a variety of denominations and non-denominational academic and parachurch
organizations. This study looked at specific demographic variables related to such areas
as program size, years in ministry training, and formal versus non-formal
methodologies.

Research Design: Individual Interviews

Data were gathered through individual interviews. The study utilized interviews
with 15 full-time, youth ministry professors teaching in formal academic institutions. The
vast majority of the represented schools were degree granting institutions, including
Master’s, BA, and certificate levels. The format was semi-structured qualitative

interviews of approximately one hour each. According to the criteria below, 20% of all



AYME members attending were identified by judgment sampling and then interviewed.
The interviews were conducted in person or via phone, recorded, and then transcribed.
The response rate for the individual interviews was 100 percent.

Sampling

Judgment sampling was used to select the research participants. Judgment
sampling, also known as purposive sampling, provides a selection of a few information-
rich cases for intense study that yield insight and in-depth understanding.?[2] The
sample was carefully conceptualized to represent the population and thus was a typical
case judgment sampling.3[3] Choosing key informants through typical case judgment
sampling provided the kind of critical cases*[4] that allowed “a deeper understanding of
the phenomena being studied.”[5]

Interviewees were selected using judgment/criterion sampling based on their
longevity in teaching, participation in AYME, number of program participants, and
expected richness of information. The criteria for the (judgment) sampling of individual
interviewees were as follows:

e Registered member and participant at AYME international conference
e Full time professor at academic institutions (this excludes non-formal teachers)
e Teaching youth ministry for at least two years
e Teaching primarily in a youth ministry degree granting area
e Teaching courses, labs, practica, or foundational courses directly related to
teaching and speaking
The rationale for interviewing AYME members was based on the nature of communities

of practice. Communities of practice necessitate a domain around which various



professions, professionals, and voices can gather.®[6] A community of practice is an
intentional community to create new knowledge and transfer implicit knowledge into the
explicit realm.”[7] It is not the vocational role that creates the community of practice but
the space, practice, tools, resources, and domain.?[8]

Literature Review

The context of teaching others to teach resides under the larger academic
discipline of education, which is a significant professional focus in the United States.
The Bureau of Labor Statistics estimates there are over 3.5 million
elementary/middle/secondary school teachers today and employment growth is
estimated to be at a six percent rate through 2024 .°[9] These teachers, both present
and future, have been or will be taught how to teach at the undergraduate and/or
graduate level.

Amidst the vast array of research in the field of teacher training and teacher
effectiveness, youth ministry educators can discover practices and procedures that
directly or obliquely overlap their concerns for developing the teaching abilities of youth
ministry students in their classrooms.

Research abounds as to the actual efficacy of teacher training and how to
increase this outcome. For example, Taylor and Tyler explore different approaches to
teacher evaluation and to what extent actual improvement result.'°[10] While teacher
evaluations may be one road to helping teaching effectiveness, Nighat and Bukhari, by
contrast, explore how a “transactional leadership style” directly impacts student learning

outcomes.'"[11] A study from Islamabad, Turkey, affirms this view. Strongne, Ward, and



Grant look at classroom practices of effective and ineffective teachers based on student
achievement scores.'[12]
Journal of Youth Ministry Reviewed Books

A helpful resource for research on preparing students to teach within the context
of youth ministry is the book review section of the Journal of Youth Ministry. Of the
approximately 150 books reviewed in the JYM since 2003, seven books are directly
relevant to this topic. All of the 150 reviews were categorized as to whether or not they
related to teaching others to teach. The categories were simply: no, yes, or maybe.

Table 1 includes the “yes” and “maybe” results.



Table 1: Reviewed Books in JYM Which Include (or may include) Teaching Youth
Ministry Students to Teach/Pedagogy/Conceptual Foundations/Social Science
Foundations

Title Author Date Comment Maybe | Yes
Making Disciples: Sylvia Wilkey | 2003 | Chapter 13 X
The Significance of | Collinson “Congruence of
Jesus’ Educational Discipling with
Methods for Today’s Educational Theories
Church in Today’s Church
Growing In The Life | Craig Dykstra | 2005 | Chapter 13, “My X
of Faith: Education Teacher We Made
and Christian Bread!” possibly about
Practices active learning

techniques

Deep Brain Larry Brendtro, | 2009 | A good background X
Learning: Evidence | Martin Mitchell book related to
Based Essentials in psychology and
Education, neuroscience insights
Treatment, and that impact teaching.

Youth Development

Effective Bible James Wilhoit, | 2012 | Though not mentioned X
Teaching, 2 Leland Ryken by any of the
Edition interviewees, this

resource covers the
whole scope of
teaching the Bible.

Slaying Biblical Matt Andrews | 2016 | Good material on X
llliteracy active learning
techniques




Teaching the Next | Terry Linhart, | 2016 | Excellent In all X

Generations: A general editor respects...a worthy
Comprehensive standard in the field

Guide for teaching on the subject of

Christian Formation teaching

Practicing Christian | Mark Maddix 2017 | More of a X
Education: An and James comprehensive guide
Introduction for Riley Estap Jr to church based

Ministry ministry. Chapter 14

"Teaching for
Discipleship” contains
some basics, such as
how Jesus taught.

In addition to book reviews, the JYM includes a number of articles related to pedagogy,
teaching, and foundational concepts of teaching. Each published issue of the journal

containing relevant articles is included in Table 2.



Table 2: Journal of Youth Ministry Articles Related to Teaching
All articles involving teaching, teaching to teach, Scripture engagement, pedagogy
methods, philosophy of education/teaching, etc.

Volume 1: Issue 1 (Fall 2002)

Senter, Mark H., lll. “Is the Sonlife Strategy the Strategy of Jesus?: Replicating Dann
Spader’s Study of a Harmony of the Gospel.”

Spader, Dann. “A Response to Senter’s ‘Is the Sonlife Strategy the Strategy of Jesus?’
Bergler, Thomas E. “The Place of History in Youth Ministry Education.”

Livermore, David A. “The Youth Ministry Education Debate: Irrelevant Theorists vs
Mindless Practitioners.”

Meyers, Patty. “Worship-Centered Teaching: Guiding Youth to Discover Their Identity in
Christ.”

Marchand, Christopher T. “Shaping the Spiritual Life of Students: A Guide for Youth
Workers, Pastors, Teachers, and Campus Ministers.”

Lindquist, Larry H. “Shaping the Spiritual Life of Students: A Guide for Youth Workers,
Pastors, Teachers, and Campus Ministers.”

Volume 1: Issue 2 (Spring 2003)

Linhart, Terence D. “Grounded Theory as a Scientific Methodology for Youth Ministry
Research.” Ribbe, Rob. “Educating for Life: Reflections on Christian Teaching and
Learning.”

Volume 2: Issue 1 (Fall 2003)

Robbins, Duffy. “Teaching Youth Ministry in a College Classroom: A Manifesto of
Adventure.”

Heflin, Houston. “Theories of Motivation and Youth Ministry’s Adolescent Learners.”

Volume 2: Issue 2 (Spring 2004)
Mohler, James W. “Youth Ministry Education and the Liberal Arts: The Need for
Integration.”

Volume 4: Issue 2 ( Spring 2006)
Haitch, Russell. “Teaching That Transforms: Worship at the Heart of a Christian
Education.”

Volume 5: Issue 1 (Fall 2006)
Ramirez, Eduardo M. “Advanced Strategic Planning.”

Volume 5: Issue 2 (Spring 2007).
Mohler, James W. “Integration for the Sake of Life Transformation: Reflections on the
2006 Association of Youth Ministry Educators Conference.”



Root, Andrew. “Youth Ministry as an Integrative Theological Task: Toward a
Representative Method of Interdisciplinarity in Scholarship, Pastoral Practice, and
Pedagogy.”

Volume 6: Issue 2 (Spring 2008)
Strukova, Jana. “The Vocational Model of Confirmation.”

Volume 7: Issue 1 (Fall 2008)
Clark, Chap. “Youth Ministry as Practical Theology.”

Volume 8: Issue 2 (Spring 2010)

Kageler, Len. “A Cross National Analysis of Church Based Youth Ministries.”
McCorquodale, Charlotte, and Leigh Sterten. “Training Catholic Youth Ministry Leaders
Using Web 2.0 Tools.”

Volume 9: Issue 1 (Fall 2010)
Bergler, Thomas E. “Taming the Juvenilization of American Christianity: Developing
Youth Ministry Leaders Who Can Help the Church Grow Up.”

Volume 9: Issue 2 (Spring 2011)
Heflin, Houston. “Supervision and Success in Youth Ministry Education Internships.”
Going, Nancy. “The Way of Jesus: Adolescent Development as Theological Process.”

Volume 10: Issue 1 (Fall 2011)

Glassford, Darwin K. “Teaching the Faith, Forming the Faithful: A Biblical Vision for
Education in the Church.”

Kim, Eunsung. “Youth Pastor: The Theology and Practice of Youth Ministry.”
Lanker, Jason. “Living into the Life of Jesus: The Formation of Christian Character.”

Volume 12: Issue 2 ( Spring 2014)
Senter, Mark H., Ill. “History of Youth Ministry Education.”

Volume 14: Issue 1 (Fall 2015)
Kaethler, Andrew Brubacher. “Bonhoeffer as Youth Worker: A Theological Vision for
Discipleship and Life Together.”

Volume 14: Issue 2 (Spring 2016)

Kirby, lan. “Introducing Christian Mission Today: Scripture, History and Issues.”
Derouen, Johnny. “Youth Ministry Management Tools 2.0: Everything You Need to
Successfully Manage Your Ministry.”

Volume 15: Issue 2 (Spring 2017)

Mearse, Adam. “We Need to Talk: Evangelical College Students’ Perceptions on
Sexuality and Pedagogical Implications for Youth Workers.”

“The Pietist Vision of Christian Higher Education: Forming Whole and Holy Persons.”



Volume 16: Issue 2 (Spring 2017)

Hampton, James K., et al. “Survey of Youth Ministry Degrees: Considering the Present
to Inform the Future.”

Anderson, Gregory N., and Lani Frazier. “Leadership Strategies and Practices of Long-
Tenured Youth Ministers in Churches of Christ.”

Volume 16: Issue 3 (Fall 2018)

Morton, Dawn R. “Teaching the NEXT Generations: A Comprehensive Guide for
Teaching Christian Formation.”

Morton, Dawn R. “Practicing Christian Education: An Introduction to Ministry.”



Participant Responses to Key Research Questions
The analysis of the interview transcripts yielded an abundance of insightful
information. The following sections highlight the most significant findings associated
with each of the research questions. Responses to the seven research questions were
organized into the following key areas of inquiry:
1. Resources, Methods and Tools
2. Evaluation of the student and program
3. Perceived qualities of a great teacher
4. Modeling teaching
1) Resources, Methods and Tools
The literature review section highlighted available, reviewed, and published
resources focused on teaching. Only a few professors mentioned specific texts or

teaching models, however. Of those who did name a resource, Creative Bible Teaching

(Larry Richards) and its “Hook/Book/Look/Took approach was referenced most often.
Thomas Groome’s work on the five movements was also mentioned.

All of the interviewees had much to say about methods used in teaching students
to teach. Virtually all professors have some kind of internship/practicum experience, in
which teaching is an expectation. Some expressed practical experience in terms of
hours, such as 880 intern ministry hours required, or in the number of semesters
required.

All but one of the respondents identified a specific course focused on helping
students learn to teach. Course titles included: Instructional Bible Study, Teaching in the

Church, Foundations of Educational Ministry, The Catholic Educator, Teaching the



Bible, The Teaching Process, Foundations of Teaching in the Church, Methods of Bible
Study, Biblical Interpretation in Teaching, Transformational Communication, Learning
Liturgy and Technology, Educational Theories, and Curriculum Design. (The actual
practice of curriculum design as a teaching methodology was mentioned by several.)

In-class presentations and in-class small group leadership are also important
methods in use by those interviewed. One respondent explained the in-class
experiences this way, “They have to do research and analyze an adolescent issue and
role-play that issue as if they were a teen that had struggled with it. They create a
handout of information on that issue which is distributed to the class. Then they have to
teach the rest of the class about that issue using the handout as a basis.”
2) Evaluation

Students

Curriculum writing was often cited as a means for the professor to evaluate
whether or not the students have internalized and incorporated previous learning related
to teaching praxis (such as learning style awareness). More than half the interviewees
mentioned curriculum writing, some as few as two or three lessons, others as many as
nine or ten lessons.
Most respondents also mentioned peer review as an evaluation strategy. After class
presentations are given, students themselves offer positive and constructively critical
feedback for the presenter. Reviews of video or audio recordings are also used as an
evaluative tool by several of the professors. Another aspect of review included coaching

by a mentor, such as an experienced youth pastor in a nearby church. The mentor was



asked to offer feedback to students related to their teaching, as well as other aspects of
the collage of skills one needs to successfully lead youth ministry.

Half of those interviewed mentioned the idea of a capstone assignment, or final
assignment, whose purpose is to demonstrate comprehensive understanding and
operationalization of concepts learned in class. For example, in one program, the
students 1) write a philosophy of teaching paper, 2) compile a portfolio of key resources
for teaching, 3) write an original four lesson curriculum series on a relevant topic or
scripture text, and 4) present one of these lessons to the class, for which they receive
peer and professorial feedback.

One interviewee spoke about an aspect of evaluation not raised by any of the
others: the personality of the student. For example, quieter/more introverted students
may have a more difficult time incorporating activities in their curricular designs. Some
students are not fans of small groups and active learning techniques when they are the
participant, they would much rather just sit and listen. When this professor sees, in a
capstone curriculum design assignment, this type of student incorporating active
learning components, it is amazing. While their lesson plans may not reflect as much
“fun” as those of their more outgoing/gregarious classmates, the fact that they write
active learning into their curriculum is, if not a miracle itself, is at least a sign they have
been listening in class and ascribing value to the notion that not every teenager has the
same learning/personality style as they do.

Evaluation is core to teaching the student to teach

One respondent stated, “we value what we measure.” Evaluation is not a

rearview mirror but a steering wheel that directs the trajectory of the learning. There



were two main camps in the interviews regarding evaluation. The difference between
the two groups was vast: those that do evaluation of student teaching and those that do
not.
The following is a list of areas evaluated:

e Discerning needs

e Developmental appropriateness

e Content

e Use of inductive Bible study

e Use of a structure like Thomas Groome’s five movements or Larry Richard’s

“Hook Book Look Took™

e Application of appropriate learning theories (discovery, learning styles)

e Use of Scripture and discipleship principles

e Forming questions

e Use of resources, media, tech, handouts

e \Written lesson plan
The following three areas were rarely mentioned, though significant:

e Evaluation of their self-evaluation or metacognitive processes

e Curricular coherence and plan

e Hospitality and space

Program Evaluation

While the student evaluation process is generally robust, according to those in
the study, effective program evaluation appears much weaker. How do professors know

if their program is effective in producing competent teachers? Most of the respondents



referred to individual student evaluations as a sign of program success, along with
additional anecdotal evidence. For example, professors listed the following as indicators
of success:

e Students doing well in ministry post-graduation

e Students continue in a faithful walk with Christ

e Reproducing: disciples become disciplers

e Former students’ desire to remain connected to you
Some of these are included in accreditation materials as part of the program evaluation
rubric. However, there is almost no data collection to support the majority of these
indicators. Few professors appear to tie their program evaluation to teaching, or have
data, metrics, or rubrics to evaluate their own overall success.

A number of best practices in evaluation have emerged through the interviews.
Ultimately, the robustness of an evaluative rubric, repetition of teaching, curriculum
creation, and direct multifaceted feedback is connected to the change in skill and
performance of the students.
3a) Characteristics of a Great Teacher

When participants were asked, “What makes a great teacher?” responses
centered around a few specific themes including: building and investing in relationships
with students inside and outside of the classroom; utilizing dynamic teaching
methodology; possessing a passion for students alongside a passion for the subject
matter; varying learning styles; providing honest and timely feedback to students; and is
personally committed to learning, growing, and co-constructing knowledge with

students.



Relationships

Overwhelmingly, participants named maintaining relationships with students as
being the primary mark of being a great teacher. One participant said, “Nothing you
teach matters if you don’t build a relationship with the people you teach.” Many
participants spoke of how the importance in relating well to students is the primary
difference between being “a great presenter” and a “really good teacher.” Another
participant shared, “| know that a great teacher is someone that values the thinking, the
thoughts, and the experiences of the learner... and welcomes all of that into the
classroom.” Other participants emphasized how important relationships are in knowing if
the teaching has connected with students, being both “heard and understood, while
allowing the teacher and student to learn from the other.”

Methodology

Many participants also mentioned that a great teacher places importance on
creating learning environments that are well paced and full of dynamic teaching
methodology. One participant stated, “A great teacher is one that welcomes the
humanity and the agency of the learner without diluting roles, roles are still clear... The
teacher has a responsibility of bringing information and understanding at the same
time.” Dynamic teaching was defined by one participant as a “weaving of different
components... such as storytelling and then communicating it well.” Another participant
emphasized the need to balance methodology while navigating distractions and “not
stumbling over words.” One participant described the importance of using teaching
methodology, humor, and activity for better “intertwined” relationships which in turn

M G

create a sense of “community,” “connections,” and “excitement” while “pulling learners



into things.” A few participants also mentioned teaching practical life skills as an
important part of being a great teacher, specifically the types of life skills students can
“pull out of your pocket” that will help students to also be “effective teachers and
professors.”

Content and Passion

Several participants, while reflecting on what makes a great teacher, relayed
stories of colleagues who possessed a clear purpose and a mastery of information, yet
students did not find them approachable or engaging. Those same participants
emphasized how important it is to have a balance of both passion for students and
passion for the material. A few participants were quick to point out that a great teacher
is not just one who gives a polished presentation. One participant said: “l think good
teaching is paying more attention to what students get than what | give... good teaching
means... | understand where a lesson is going... I'm not just barking out a ton of
information but... I'm looking for a transformative point, something I’'m expecting to
change based on what I'm teaching and the students that | teach.”

Learning Styles

Several participants said being a great teacher includes understanding different
learning styles and utilizing those throughout a classroom experience. One participant
shared that a great teacher is one who is “assessing their learners, understanding their
learners and teaching, and are not stuck in one learning style but is able to fluently go
between learning styles so the maximum amount of student connection and learning is
possible.” Another participant named teaching in a variety of different ways as a

“‘multimodal experience.” One participant described a great teacher as one who “works



hard” to move information “from short term to long term memory and gives folks hooks
on how to recall information.”

Honest Feedback

Respondents also mentioned honest feedback as a quality of a great teacher.
One participant emphasized the need to “engage personally and professionally in giving
high quality feedback to their students and timely feedback” so as not to lose “learning
mobility.” Feedback was described as not just being on assignments, but personally
speaking words of encouragement or suggestions for growth outside of class time.
Another participant emphasized the importance of feedback with a “sprinkling of mercy
and gentleness.” One participant focused feedback on helping students see how they
have “changed or grown,” and are “making progress” that they might not recognize on
their own.

Learning and Co-constructing

A significant theme emerged among the research participants, the desire to
continue to grow and learn as an educator in their abilities, use of technology and tools,
and growing in the subject matter. Two qualities of a great teacher one participant
named were “humility and teachability.” Another suggested that a great teacher is one
who seeks to be “a learner with their students... seeks to inquire... taking the
knowledge that they have... even the vision that they might have and put it as an
offering to the classroom.” One interviewee stated that a great teacher “co-constructs”
knowledge with the students, so in turn a great teacher “never does the same thing with
the same set of people because they welcome what the classroom, what the learners

are actually bringing to the conversation.”



3b) Defining Success

Defining success was an area of inquiry. How might success might be described
in terms of instructing teaching? Themes from the responses centered around: when
graduated students return to visit; when students make connections and see growth;
when students apply learning outside the classroom; and success is seen as long-term
fruit and slow growth.

Returning

Success in instructing teaching can be seen in the student who returns after
graduating and shares what they learned. One participant described the scene of a
student returning who said, "l have gotten a lot out of this... you said this, you did this."
They concluded with, "I think that is what keeps you in teaching."

Connections and Growth

Students making connections to other parts of their lives and growing in their
faith are markers of success mentioned by some of the respondents. One participant
said it is a sign of success when a student starts to "use their own language and its
becoming more internalized." They continued, it is a "sign that something is happening
with the way they are making sense of not only the content, but also themselves." One
participant described a success marker in teaching this way, "there is a transformative
element... students actually feel like they have changed... they realize they have grown
in some aspect of what we have been talking about intellectually or otherwise." One
respondent described success as students making connections, when they have
"increased ability to listen to other people while they are teaching... really pay attention

to the learners. | would call that a success."



Qutside the classroom

Several participants said success in teaching is when "ideas move outside the
classroom." One professor explained, when this happens, "l feel like | have done
something right, rather than getting stuck in the classroom." Another participant
described it as a sign of success in instructing teaching when a student asks to get
coffee outside of class and continue a dialogue about a classroom topic. This professor
said, "when | get to that point, it is no longer an assignment or a class...they are actually
thinking about this in real time, and that to me is sacred space." One participant shared
their greatest compliment is when, "l hear a student say, 'l got a chance to share on this
topic and | remembered your class... and it helped me to help somebody else.™ One
respondent described success, as "when they (students) are out teaching and they are
really helping people grow in their faith" and additionally "when they are not in our care,
they are still growing in their faith."

Slow Growth

A few participants shared that success in this area is not an instant or even a
timely process, encouraging the focus to be on long-term fruit that one may not
personally witness or directly experience. One participant described the phenomenon in
teaching like to a stream of water:

| think a lot of times... the focus is on what they (students) are taking out of it... we

are throwing things in the water upstream and somewhere downstream that is

going to show up in the way that people are living and thinking and studying... |
think for me, an image that | use a lot is that I'm dropping things in the water with
students who are going to be leaders in ministry. Not because | want to affect their
lives, but because | want to affect the lives of the leaders that they are going to be
working with. Even more than that, the people who are going to be sitting in the

class of these leaders that | get to teach... I'm looking for is what is going to come
out in the water, and | don’t know that | will ever really see that.



Several of the respondents acknowledged that the indicators of teaching success

will be evident years, if not decades, later as their students influence others.

Overall, the following qualities were discussed as marks of a great teacher:

Passion for subject: views their teaching as an offering
Recognize partnership with Holy Spirit
o Sense of calling
Lifelong learning quest; desire to grow
Humility
Teachability
o Learns alongside students
o Adaptable
Personal relationships with students
Creates an environment that welcomes risk
Concerned with student learning- engagement
o Recognizes learner differences
o Pacing with students-discerning whether or not they are learning

o Provide timely and quality feedback (on assignments and personally)

4) Modeling teaching to students

When participants were asked the question, "How do you model teaching to your

students?" responses centered around these themes: wishing to focus on modeling

teaching more than they do; hoping for students to imitate quality teaching from purely

observing; intentionally creating an environment where learning is fostered; utilizing

practical experiences and examples; utilizing multimodal teaching with a blend of



discussion, lecture, and mixed methods; focusing on different learning styles; and by
focusing on content rather than methodology.

Not as much as | could

A consistent theme spoken candidly by many with sincere humility and chagrin
was that they wished to be intentional, specifically in the area of modeling teaching for
students. One participant responded, "l probably don’t put as much direct thought into
that as | should. | mean | feel slightly convicted with you saying that right now, but |
don’t know that | feel like I'm directly modeling how to teach." Throughout the remaining
interview, however, it was clear that this professor demonstrated more intentionality in
this area than they originally acknowledged. This desire for modeling was evident
among many of those interviewed.

Do as I do

One of the most common ways participants model teaching for students is by
personally demonstrating and living out the craft of teaching through their own lives and
practice. One participant said, "It is do as | do, because we are trying to show them in
that class how it can be done well so we model it throughout the semester for them."
Another participant revealed, "I'm also very reticent of the fact that chances are that if
my students experience something positive in that encounter, that they will probably
turn around and replicate it in their own teaching... so | am pretty careful and attentive
to the ways that | am actually engaging the material with students because I'm hoping

that they are catching more than just facts and figures."



Creating an environment

Several participants noted that modeling reaches beyond information. One
shared, "My teaching is not just the content as far as words or text or whatever, but the
content is really the whole experience, how | carry myself, as | think about the rhythms
of the classroom, as | think about the space that | create, as | talk about different topics,
the tone, the posture, the climate, the keynote presentation, the way that | foster
discussion... I'm always thinking about how it is effective in the classroom." Another
respondent emphasized the importance of "a posture" that goes beyond pedagogies,
"I’'m thinking a lot about how I'm situating learning in the learner, trying to pay attention
to and giving opportunities for feedback... trying to foster an environment when they
know that it is a safe place to respond, ask questions, ask for clarification, and disagree
with each other." Another participant shared about the importance of honoring the
narratives and backgrounds of students' stories as they are "spilling into the classroom"
as they reveal the big "why they are there." One professor shared a similar moment, "
know... something is happening in the room where we have developed a climate of trust
where the conversation is really talking about things that are important to them." One
participant spoke of how "high risk" the classroom can be to share, acknowledging that
creating an environment where sharing occurs can be "rare," that it is something that
cannot be "assumed" or "forced," and is "more of an art than a science, but | am very,
very committed to fostering that and working towards that as much as | can."

Practical Experience and Examples

Overwhelmingly, interviewees talked about modeling teaching for their students

by creating opportunities for them to have practical experiences to hone their skills in



and outside of class. One participant told about an applied ministry skills class where
students practice in live time many of the church functions, including preparing and
performing the Lord's Supper; visiting a funeral home, church camp, and homeless
shelter; staging a mock wedding rehearsal and wedding; baptizing someone; and
performing hospital visitation. This professor said, "If you are going to work at the
church, you are going to be doing all these things at some point in your ministry career,
and we don’t want you to be a deer in the headlights when that comes up." Some
respondents gave examples of using their own ministry experiences as examples of
what to do and not to do. Others talked about giving students the opportunity to teach
inside and outside the classroom. The format of this type of teaching ranged from
informal exercises imitating the teaching style the professor just demonstrated, or formal
teaching practicum hours with supervision or coaching.

Several of those interviewed spoke of their desire for students to pick up good
teaching habits informally through their own modeling of, "the way that I'm asking them
to teach." A few participants talked about giving students their own lesson plans and
discussing the reasons they utilized specific elements. One participant shared how
explanations and dissection of teaching methods expands throughout the curriculum as
students progress into more advanced level courses.

Multimodal Teaching: A Blend of Dialogue, Lecture, and Mixed Methods

A common response to this question related to modeling was the utilization of
many different teaching methods while facilitating the class. One participant summed up
the sentiments of many by stating, "I’'m emphasizing multiple teaching methods... I'm

not just relying on lecture and power point slides... click, click, click and an hour goes by



and all I have been doing is talking." The same participant continued by stating, "I'm
trying to be aware of engaging students in dialogue and conversation and discussion,
small groups, using technology like Poll Everywhere which allows students to text in
response. You know, just different things that try to engage our learners and our
students in a variety of ways." One professor named the struggle of having lower level
courses that are more content and lecture driven.

On the topic of modeling teaching through dialogue, one participant explained, "I
know that | have accomplished something when | feel like they really are beginning to
not only dialogue with me, but... a step after that is that they are really dialoguing with
each other, and | am almost taking a side seat." Several professors made reference to
older colleagues and their traditional lecture style, who began teaching when only slide
projectors and overheads were available, compared to the multitude of audiovisual
options utilized today. To avoid being lecture driven, as one participant described "the
Socratic method with PowerPoint mixed in," many mentioned focusing more on
"discussion," "question and answer," and "small group work."

One interviewee talked about teaching students to facilitate small groups during
class while students are actually experiencing them. Another respondent expounded on
this by saying,

| often ask them to disagree or push back. | try to help them find their voice in

that. We do a lot of... talking to your neighbor, having conversation that gets their

words ready for class dialogue... trying to draw in their experience... make sure
that they have a hospitable environment for thinking and engaging in material.... |
hope that... is a model — for how they understand the craft of teaching in ministry

that we aren'’t just dispensers of ideas and information, but we are helping people
engage in the text.



One participant said, "l seek to create a space where people can be real inquirers, so
like | see my goal as seeking relation, new understanding, helping develop their ability
to think critically from a different perspective. That doesn’t happen unless we are able to
have real back and forth with one another. "

Different Learning Styles

Teaching to different learning styles was suggested as one way of modeling
teaching to students. One participant explained, "Basically I try to teach to at least...
four learning styles of collaborative, analytic, common sense, and dynamic learners."
This same participant shared that in addition to "40-60% lecture" there is an intentional
focus on "building in discovery learning whenever | can in my courses... a break down in
small group discussion... an activity... a case study... an application project or there are
all sorts of other kinds of different things." While talking about the use of both "different
learning styles" and "faith development", one respondent stated, "l can’t just then lecture
that. That would make no sense, so we do a lot of discussion. | will break them up and
they will do group work projects together." This professor continued, "In our theology
class | brought in art supplies and had them create what the Holy Spirit would look like
instead of just put it in words, because it is so hard to put in words. So we did that first
and then we talked about how we would describe the Holy Spirit to somebody... they
had already thought abstractly with art." Another participant talked about flipping the
classroom as a way of modeling teaching for their students, including recording content
for students to watch in advance of class. During the actual class, the professor said

they "are doing problem solving... developing structures and developing ways of



approaching things. We do simulations a lot... and psycho motor approaches to
learning."

Content more than Methodology

Some of those interviewed indicated a preference for focusing on content when
they model teaching. One participant said, "I'm more interested in content than
methodology... methodology is important, but | feel like methodology is over-
emphasized at...the cost of content." "More than methodology," another respondent
shared, "I'm trying to directly model a disposition of theological inquiry like a lived,
embodied sense of that... I'm not... thinking 'the way | want them to teach is in this
more... explanatory or maybe more experiential way so therefore I’'m going to do
experiential things.' | think it for me, is more... "l want them to be these kinds of
theological thinkers." | think the only way you can think theologically is to watch
someone think theologically, so | think I'm modeling that."

Types of modeling

A key finding in this research project was an understanding of the various
approaches to modeling teaching. Participants named five broad elements in the
modeling process.

e The teacher: Focused on the person of the teacher, participants primarily named
modeling as “living it”; personal formation, or exemplifying traits such as honoring
learners, humility, and curiosity. The focus here was to “be what you teach.”

e The process: A number of interviewees mentioned tying their modeling directly
to various educational philosophies, methods or learning theories. This often

included using methods tied to a learning theory that was under discussion.



Students would experience the method through intentionally chosen methods.

The focus here was to “do what you teach.”

e The content: A third modeling area emphasized was “handling the content well”
or “presenting theological inquiry.” A group of interviewees discussed modeling
exclusively in its relationship to the content. This area is distinctly different from
the focus on the teacher as model. Several participants mentioned that they did
not explicitly model pedagogy but focused on the content areas of pedagogy.
The focus here was “to teach the truth/theory.”

e Metacognition: A fourth area of modeling is primarily concerned with thinking
about the teaching act. Primary were reflection, evaluation, and metacognitive
questions such as “Why did | do it this way?,” or “What mistakes did | make?”
This group focused on “teaching thinking about teaching.”

e The environment: Two respondents spoke extensively of the environmental
issues related to modeling teaching. Their comments focused on issues of
space, hospitality, classroom culture, students finding a voice, relationships with
one another, trust, and the subject of inquiry. These focused on the culture, or
modeling an “ethos of teaching.”

Most participants in the study named one of the above areas of emphasis, and some

identified two modeling practices. Several explicitly connected effective teaching to

either modeling the process, or thinking well about teaching. However, most reflected
on their personal teaching practices aimed at engaging students in the learning

process as opposed to forming effective teaching processes in the life of the learner.



Being a good teacher was described generally as being creative, using a variety of
engaging methods and learning styles, and being a good example.

While this is a reasonable goal in the practice of teaching, the authors believe more is
required than “being a good teacher” when formally teaching the teaching process. A
more robust approach is described by one participant,

| will teach them the components of that process and then | will model that style

of teaching for them. So any type of teaching, whether it is a community and

space model, instructional model, a contemplative model, | always teach the

components of the model first. Then | will model the lesson and then give them a

copy of the lesson plan. And then | ask them to teach a lesson in that particular

style being true to that particular model. And then after they teach say for

example we do contemplative, then | will give them the opportunity to create a

creative lesson when they are not so stuck to a specific model. But they may use

a variety of models in creating their creative lesson plan. So | always make sure |

model for them what I'm asking them to do.

This quote demonstrates a far more developed, explicit and reflective practice than that
of another respondent, who stated they just do “different things that try to engage our
learners and our students in a variety of ways.”

There are professors who can describe what they do in the classroom, but
cannot explicitly state how they are modeling teaching beyond the demonstration of
various methods. Often the methods named, such as case studies or dialogue, were not
explicitly connected to teaching those methods or the theories undergirding their use.
Modeling teaching was often simply described as “doing lots of methods well so
students have a good example.”

The following three key best practices for modeling teaching emerged from the
research:

e Be explicit and intentional

o Clearly name the model being taught and how it is being used



o Name movements of lessons to reinforce the elements of the teaching

o

process.
-Discuss the model/theory after demonstration. Reflect in light of the

theory and compare to other theories of teaching.

e Modeling teaching is modeling being a youth pastor

o

o

Teaching youth ministry is to model teaching. There was a fundamental
assumption by many interviewees that leading youth ministry and being a
youth minister has teaching at its core.

“I'lived it so | was a full time in next generation ministry for the years prior
to coming into the classroom so a lot of stories. A lot of examples from my
own personal world.”

“Whatever | do as a teacher is in some ways giving them a snapshot of

what their future as teachers or ministers will be.”

e Teaching must be lived/embodied

o

The students will copy the person of the teacher and not necessarily the
content area.

Explicitly modeling teaching is teaching well.

All interactions with students, before and after class and other informal
settings matter and are part of the teaching act.

Caring about the whole person of the learner and not only the body of
content. To exude passion for the material, the teaching process and the

people involved was the most robust approach described.



Summary & Conclusions

If one thinks of teaching others to teach as a type of conceptual puzzle, the
research team believes we have found and properly placed many of those puzzle
pieces through this research project.

It is surprising how few (7) of the 150 JYM reviewed books dealt with the subject
of teaching. We acknowledge that the process is dependent upon the books that are
published and the reviews submitted by members. The JYM has published a significant
number of articles related to the teaching/learning process, however. Of the 16 volumes
(each with Spring and Fall issues) published since the journal’s inception in 2002, all but
three issues included at least one paper about teaching or pedagogy.

The process of interviewing AYME members about teaching others to teach was
an encouraging experience, and the team was impressed with how intentional many
AYME members are on this subject. This intentionality was revealed in the responses to
each of the research questions. Virtually all of the participants place a high value on
modeling good teaching, as well as developing the relational component that sets the
stage for good teaching. The vast majority of the programs represented in the research
require some form of internship or practicum experience that takes place in real-world
ministry settings. It is gratifying to learn that most of the interviewees have at least one
teaching course in their curriculum.

On the topic of evaluating student learning, respondents often mentioned rubrics,
peer review, curriculum design, capstone assignments or portfolios. Program evaluation

does not appear to be as well developed, though most expressed a desire to know



whether or not their students were succeeding post-graduation. A key strategy for
measuring program outcomes is through maintaining relationships with former students.
A few of the participants spend minimal time on teaching students to teach, engage in
little explicit modeling of the process, and require few experiences for students outside
the classroom. These contexts tend to be in graduate or seminary settings. In these
settings, course offerings are fewer and the programs are more general in approach.

A number of best practices have been identified through the research, as
reflected in the previous sections. To assess the value of these practices in preparing
students to teach well, it would be beneficial to study graduates in various stages of
their vocations following graduation. How are they implementing the teaching process in
their ministry practice? How is their teaching received by those in their ministries? What
have they done to hone the craft of teaching since graduation? How would they assess
the teaching preparation they received through their education?

Teaching is at the core of the daily activity of the educator and the disciple-maker
both. Those preparing ministers and youth workers have a high calling to adequately
equip their students for effective teaching. This paper has surveyed the philosophy,
tools, specific methods, evaluative practices and experiential aspects of preparing
ministers for teaching in order to provide a baseline for future discussion, improvement

and research.
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