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Introduction

Self-regulation is considered to be a component of metacognition, which has been defined as “The awareness of and knowledge about one’s own thinking” (Zimmerman, 2002, p. 65). Zimmerman & Martinez-Pons (1986) suggested students are self-regulated learners when they are active in the learning process by planning, organizing, and self-evaluating. In a 2002 article, Zimmerman suggested research has shown self-regulatory processes lead to success in school, but few teachers ask students to self-evaluate their work or assess their beliefs about learning, which results in students who are not prepared to learn on their own. In a 2012 study with 28 teachers Seraphin, Philippoff, Kaupp, & Vallin found it was common for both new and established teachers to be unfamiliar with metacognitive strategies.
Statement of the Problem and Research Questions
Agriculture is an ever-evolving industry that is facing new challenges every day. New employees will likely need problem solving capabilities upon their hiring. As a part of Career and Technical Education (CTE) in America, agricultural education has a need to prepare students for both post-secondary academic pursuits and the workforce. Self-regulation may be an avenue to help students develop needed thinking skills, as Kuiper (2002) suggested self-regulation strategy use can foster critical thinking skills. Cleary, Platten, & Nelson (2008) suggested that even though schools value the evaluation of students’ self-regulation processing, these processing skills are rarely evaluated by school personnel in a comprehensive manner. 
Three questions guided this study: (1) how do rural [STATE] high school agriculture teachers make meaning of self-regulation and the processes needed to facilitate self-regulation, (2) in what ways do teachers self-regulate for their own professional growth purposes, and (3) what strategies do teachers use to foster self-regulation in their students?

Philosophical Overview and Methods

Symbolic interactionism was determined to be appropriate as a philosophical overview for this study as the researcher sought to investigate agriculture teachers’ comprehension and implementation of self-regulation by seeking to understand how they make meaning of their professional environment, and how those meanings influence their perspectives. Importantly, “the fundamental methodological principle of symbolic interactionism [is] researchers have to see the world from the angle of the subjects they study” (Stryker, 1976, p. 259). Data were collected using a semi-structured, in-depth interview method following a basic interpretivist approach. Merriam (2002) postulated basic interpretive studies seek to understand how participants make meanings, as “mediated through the researcher as instrument” (p. 6). Interviews were designed in accordance with the Seidman (2013) technique which utilizes a series of three, approximate 90 minute interviews and were conducted using a semi-structured technique. To enhance the trustworthiness of the study four teachers were selected to participate, with two being male and two being female to account for possible gender differences. Participants also met the conditions of having more than five years of experience and less than 20 years of experience, and also having been currently employed in a rural high school agricultural education program.
Analytic Framework


Zimmerman (1989) suggested that in order to qualify specifically as self-regulated learning, “students’ learning must involve the use of specified strategies to achieve academic goals on the basis of self-efficacy perceptions” (p. 329). Self-regulation involves more than just knowledge of a particular skill; it also involves the understanding to be able to implement that skill knowledge appropriately with the behavior skill, self-motivation, and self-awareness that are needed (Zimmerman, 2002). The researcher utilized the Zimmerman & Campillo (2003) model of Self-Regulation as an analytic framework. Presented in the model are three cyclical phases, including the Forethought Phase, Performance Phase, and the Self-Reflection Phase. 

Findings and Discussion
Participants often attributed their success (or lack thereof) to motivation and effort when discussing their experiences as learners, emphasizing the need to be motivated. When they reflected on themselves as students, they were more likely to focus on their behaviors and actions than they were to focus on their cognitions that lead them to those actions, often overlooking the metacognitive processes that influenced their behaviors. Participants frequently described meanings that relate to the first phase of the Zimmerman & Campillo (2003) model of self-regulation, the forethought phase. This may be attributable to a lack of formal training in metacognitive strategies, which potentially impacts teachers’ understanding of the underlying cognitions involved with self-regulation. 
However, participants frequently described utilizing self-regulation processes while undergoing professional development (PD). In order for participants to employ self-regulation strategies, they cited the need for the learning to be deemed valuable and easily accessible for immediate use in their classrooms. They described entering a new PD situation relying heavily on the forethought phase of the self-regulation model, and then if their motivational needs were met, their descriptions aligned with proceeding through the three phases. 
When attempting to facilitate growth in their students, participants highlighted growth strategies that mostly targeted student motivation (more specifically student outward appearance) when they had a student who was struggling. These attempts to facilitate the first phase of the self-regulation model through focusing on motivation, while possibly neglecting the second (performance) and third (self-reflection) phases of the model, could suggest that even though students may become self-efficacious and motivated they still may not know how to utilize the processes in the second and third phases of the self-regulation model
Recommendations

This study aimed to provide a base level appreciation of four rural State high school agriculture teachers’ awareness of self-regulation. Findings from this study can inform future research that explores self-regulation instructional strategies that hold promise for teaching teachers and students how to cognitively process self-regulation components. Future exploration concerning self-regulation and metacognition can incorporate several approaches, two of which include focusing on teachers’ acquisition of the cognitions needed for self-regulation, and the other focusing on students’ acquisition of self-regulation processes. A crucial step in research involves investigating strategies that hold promise for increasing educators’ formal knowledge and comprehension of underlying cognitions required for self-regulation to occur. Reducing the divide between teachers’ personal utilization and their perceived incomplete understanding of facilitating self-regulation processes could advance the field of agricultural education toward finding effective ways to facilitate these processes within students. 
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