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Abstract 

 
 

The purpose of this study was to describe teacher perceptions of the middle school 

agricultural education curriculum and its relationship to secondary agricultural education 

enrollment in Georgia. The participants in this study were middle school agricultural education 

teachers who had a minimum of one year of teaching experience as a middle school agricultural 

educator. This descriptive and correlational study utilized a quantitative non-experimental survey 

research design. The data were analyzed and reported utilizing a variety of statistical procedures 

including frequencies, percentages, means, standard deviations, mean weighted discrepancy 

scores, t-tests, ANOVA, and regressions. The findings, conclusions, and resulting 

recommendation had six primary themes including agricultural educator professional 

development, the Georgia middle school agricultural education curriculum, curriculum 

development, middle school agricultural education program experiences (classroom/laboratory, 

SAE, FFA), matriculation, and professional diversity. 

 It was concluded that the middle school agricultural education curriculum has some 

specific areas for improvement to best meet the educational needs of the modern student. Every 

curriculum standard, across all grade levels, demonstrated a discrepancy between the level of 

importance placed on the curriculum standard and the student level of competency upon 

completion. These discrepancies were analyzed and reported in the form of mean weighted 

discrepancy scores (MWDS). These scores provided a list of curriculum standards ranked by
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MWDS and should be evaluated and addressed in order from highest to lowest. Teachers also 

perceived FFA experiences in middle school agricultural education to have the greatest influence 

upon a student’s secondary enrollment decision. It was recommended that teachers understand 

the value and importance of the agricultural education program model and ensure that it serves as 

the guide for the development of curriculum and experiences in middle school agricultural 

education. It was also recommended that professional development opportunities, for both pre-

service and in-service teachers, be provided to address curriculum concerns to ensure they meet 

student educational needs. Finally, it was recommended that additional studies be conducted to 

determine if the middle school agricultural education curriculum is meeting the needs of the 

modern student and its relationship to the recruitment and retention of students.  
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CHAPTER 1 

INTRODUCTION 

 

 

 Agricultural literacy is a growing issue across the United States as more and more 

individuals continue to become further removed from production agriculture. A more efficient 

agricultural industry combined with urban expansion has and will continue to greatly contribute 

to this phenomenon. The need for agricultural literacy is higher than it has ever been as fewer 

individuals are involved in production agriculture. Currently the number of individuals who are 

actively involved in production agriculture has fallen to under one percent (USEPA, 2012). 

Almost ninety percent of the United States population is two or three generations removed from 

direct involvement with the agriculture industry (Leising & Zilbert, 1994). The consistent decline 

in the number of individuals entering production agriculture in recent years has led to a society 

that does not possess the level of agricultural literacy required to make informed choices 

regarding consumer decisions and the ability to decipher between misleading and accurate 

literature about the agriculture industry.  

Most individuals are completely unaware of the social and economic value of the 

agriculture industry and how their choices as consumers affect farming practices and food 

security (Richardson, 1999). This is partially caused by the fact that Americans have long reaped 

the benefits of a successful agricultural system that can meet the needs of the country. Americans 

spend less than ten percent of their disposable income on food, which has contributed to a 

successful society (USDA, 2014). However, easy access to food in the United States has further 

increased the problems associated with agricultural literacy. The lack of knowledge about the
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agriculture industry has resulted in a greater number of policy makers and consumers not fully 

understanding how agriculture affects the economy and society, than any other time in the 

history of the United States (Fritz & Moody, 1997). “Increasingly, society will be faced with 

issues at the social, economic and political interface of agriculture, which will require some basic 

literacy of the human designed agri-food system” (Hess & Trexler, 2011, p. 1). It is critical that 

individuals have a basic understanding of agriculture and realize the role that it plays in their life. 

Agricultural literacy is the process of being able to make informed decisions about the 

agriculture industry and the role that it plays within the economy and environment, while also 

being able to accurately defend your position when challenged with misleading information and 

counter arguments from other individuals who do not share the same understanding (Powell, 

Agnew, & Trexler, 2008). 

 Agricultural literacy is critical to the future growth and development of the agriculture 

industry, as well as the image of modern agricultural practices. Agricultural literacy requires that 

an individual possess an understanding of the agriculture industry and be equipped to initiate 

conversations about the agri-food system (National Council for Agricultural Education, 1999). 

The definition of agricultural literacy has changed over the years and has been expanded to 

include an understanding of agricultural content specifically as it pertains to various cultures 

(Meischen & Trexler, 2003). However a study by Anderson, Velez, & Thompson (2014) utilized 

the following definition of agricultural literacy, which illustrates the most comprehensive view 

of an agriculturally literate person. 

Agricultural literacy entails knowledge and understanding of agriculturally related 

scientific and technology-based concepts and processes required for personal decision 

making, participation in civic and cultural affairs, and economic productivity. At a 
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minimum, if a person were literate about agriculture, food, fiber, and natural resource 

systems, he or she would be able to a) engage in social conversation, b) evaluate the 

validity of media, c) identify local, national, and international issues, and d) pose and 

evaluate arguments based on scientific evidence. (Meischen & Trexler, 2003, p. 44)  

This definition of agricultural literacy includes all of the qualities necessary of an agriculturally 

literate individual. Efforts should be made to ensure that this accurately describes the modern 

day consumer. This will help to promote a positive image of American agriculture and lead to a 

more informed consumer population.  

Another issue with agricultural literacy is that even though fewer individuals in society 

are directly involved in production agriculture, an increasing number of people are concerned 

about food production and what they perceive as proper growing methods (National Agriculture 

Research and Extension Users Advisory Board, 1991). This phenomenon provides an 

opportunity for special interest groups to shape the American perception of agriculture in order 

to promote personal agendas (Lichte & Birkenholz, 1993). Special interest groups are then able 

to create consumer concerns and ultimately alter consumer behaviors. The lack of agricultural 

literacy makes it difficult for consumers to determine truth from misleading information. This 

cycle creates consumer concerns and institutes greater challenges for the agriculture industry as a 

whole. Ryan and Lockaby (1996) found that agriculturally literate Americans are more likely to 

be involved in decisions and policies supporting the agriculture industry than those who lack 

agricultural literacy. These agriculturally literate individuals are critical in the support necessary 

to move the industry forward to meet the demands of the future.  

Greater connectivity and an increase in social media outlets have made it much easier to 

share and disseminate information quickly to a wide variety of people around the world. 
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Therefore, the ability to circulate misleading agricultural information combined with a 

population without a sound understanding of the agriculture industry can be disastrous for the 

industry as a whole. Rapid urbanization and advancements in technology have caused society to 

abandon their agricultural roots in order to keep pace with today’s modern lifestyle (Leising, 

Pense, & Igo 2001). Americans are no longer equipped with the knowledge necessary to 

decipher misleading information and this creates a situation where it becomes easy to paint a 

negative image of production agriculture, while also taking advantage of the modern consumer. 

Organizations have used this situation to increase consumer uncertainty over the years (Leising, 

Igo, Heald, Hubert, & Yamamoto,1998).  

The majority of citizens in the United States still have a simplistic view of agriculture and 

are only able to relate agriculture with farming and ranching (Blackburn, 1999). Most of these 

individuals do not even realize the important role that agriculture plays in their day-to-day life 

(Richardson, 1990). This lack of agricultural literacy must be overcome in order to protect the 

integrity of the agriculture industry as well as establish a population of well-informed consumers. 

As the world’s population steadily increases, it is critical to attract young people into the industry 

to meet growing demands. The future success of the agriculture industry lies in the hands of 

younger generations and they must be properly educated so that they understand the need for 

their role as an active participant in the food and fiber industry (Helsel & Huges, 1984). This 

focus on agricultural education will initiate a process of widespread agricultural literacy that will 

begin the school systems across the country.  

Agricultural education programs and students involved in agricultural activities through 

the FFA (National FFA Organization) continue to grow across the United States. This 

educational outlet is the perfect opportunity to educate young people about agriculture and 
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prepare them to enter the economy as informed consumers. This educational experience in 

agriculture would help to address the issue of agricultural literacy that currently faces today’s 

agriculture industry. However, in order for this educational outlet to be effective, students must 

first be drawn to the idea of learning about agriculture and how it plays a critical role in their 

lives and the economy. The methods that are utilized to teach students about agriculture have a 

significant influence upon their attitude toward learning the material (Okiror, Matsiko, & Oonyu, 

2011). It is critically important to gain a better understanding of how to attract students to this 

type of educational experience and how to effectively design the curriculum to facilitate 

enthusiasm and learning. This understanding will assist in the development of an agricultural 

education curriculum and FFA programs that will meet the needs of both the modern student and 

the overall goal of widespread agricultural literacy.  

Middle school agricultural education programs are some of the earliest forms of formal 

education in agriculture that a student can receive in the United States. Agricultural Education in 

middle school provides students with exposure to the agriculture industry and helps them to 

understand the requirements of careers within the field (Frick, 1993). The National FFA 

Organization formally introduced middle school agricultural education during the National 

Convention of 1988 (Rossetti, Padilla, & McCaslin, 1994). Middle school courses in agriculture 

and natural resources provide students with the opportunity to learn about the agriculture 

industry at a young age, while also serving as a recruitment tool for secondary agricultural 

education courses and FFA programs. Middle school agricultural education offers a unique 

opportunity to provide students with a hands-on learning opportunity in agriculture that will 

contribute to the solution of agricultural literacy and promote continued involvement in the 

agriculture industry from a diverse population.   
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Agricultural education courses allow students opportunites to explore a variety of 

agricultural careers. Career exploration is beneficial for the future of the student and the 

agriculture industry as a whole (Faulkner, Steward, & Baggett, 2006). Most elementary and 

middle school teachers agree that educational experiences in agriculture help students understand 

the important role that agriculture, food, fiber, and natural resources plays in their lives (Trexler, 

Johnson, & Heinze, 2000). Courses in agricultural education should provide students with 

educational experiences aimed at increasing agricultural literacy and providing students with the 

opportunity to explore the many career areas in the agriculture industry (Faulkner, Steward, and 

Baggett, 2006). This is important because students begin to formulate many career interests and 

long-term goals during this stage of life and therefore should have exposure to the opportunities 

available to them in the agriculture industry (Barrick & Hughes, 1993).  

Middle school courses in agricultural education are critical because they can ensure that 

students are taught correct information about the industry before they are bombarded with 

misleading facts and information later in life. This will help to establish a more informed 

population and help to maintain the positive image of American agriculture. Courses at this level 

may also help to recruit students into secondary agricultural education programs, thus continuing 

their understanding and involvement in the agriculture industry. Middle school courses in 

agriculture, combined with the FFA programs, provide students with the opportunity to learn 

about agriculture through a variety of different educational outlets. Students have the opportunity 

to participate in experiential learning opportunities that include classroom/laboratory 

experiences, supervised agricultural experiences, and involvement in FFA educational/leadership 

activities. These educational experiences are weaved throughout the curriculum and provide both 

rigor and relevance to a student’s education.  
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Agriculture courses also integrate academic concepts allowing students understand how 

to apply the concepts that they are learning in their academic courses in real world situations. By 

utilizing a variety of concepts and epistemologies from one content area such as agricultural 

education, a student’s educational experience can also be enhanced in another area such as math 

and science (Boix-Mansilla, Miller, & Gardner, 2000). This integrated educational approach may 

help a student to see the big picture and understand a concept from multiple perspectives along 

with developing a greater understanding of other content areas and how they are applied (Boix-

Mansilla et al., 2000). This cross-curricular approach will help enrich their understanding of 

agricultural concepts and the critical thinking process (Ivanitskaya, Clark, Montgomery, & 

Primeau, 2002).  

Middle school agricultural education programs are becoming very popular and 

widespread across the country with over 1,500 middle school agricultural education teachers 

providing instruction to more than 70,000 middle school students enrolled in agricultural 

education courses (Rayfield & Croom, 2010). However, agricultural education as a whole still 

has a substantial growth potential. Agricultural education across the United States is currently 

only providing educational opportunities for a small portion of students who have agricultural 

education courses available to them (Myers, Dyer, & Breja, 2003). Middle school agricultural 

education courses and FFA programs have the potential to help solve this problem and could 

serve as a recruitment strategy for secondary programs. Middle school agricultural education 

programs have become very popular across the country and represent one of the fastest growing 

sectors of agricultural education (Hillison, 1994). This growth indicates the importance and value 

being placed upon these educational programs. Teachers and researchers in agricultural 

education may be able to work together to gain a better understanding of middle school 
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agricultural education programs and its relationship to the recruitment and retention of students 

in secondary agricultural education courses. This knowledge may lead to overall program growth 

and expansion of middle school and secondary agricultural education programs across the United 

States.  

Enrollment in agricultural education has fluctuated over the past few decades and is 

currently on the rise. It is essential to search for methods of reducing this fluctuation and 

maintaining a strong positive growth trend. Middle school programs have been identified as 

significant influences upon the overall growth, development, and stabilization of enrollment in 

secondary agricultural education programs. These programs serve a vital role in the recruitment 

and retention process and ultimately contribute to the overall success of agricultural education 

(Cupp & Weaver, 1994). Herren and Denham (1990) found that effective middle school 

agricultural education programs are essential in the recruitment of students within secondary 

agricultural education programs. However, the key to increasing enrollment at the secondary 

level is to provide and ensure quality agricultural education programs for students during their 

middle school education.  

Enrollment in agricultural education is an essential component of being able to 

effectively address the agricultural literacy issues across the United States. Many different 

factors contribute to enrollment issues, which can be detrimental to the overall goal and mission 

of agricultural education programs. Knight (1987) found a variety of factors that negatively 

affect enrollment in agricultural education programs including the emphasis on production 

agriculture, increasing academic requirements, perception of agriculture programs, and student 

stereotypes. It is important to address these issues because the image of agricultural education 

has a direct impact upon a student’s decision to enroll in a course (Willerman & Swanson, 1953). 
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The best way to determine how to increase enrollment, is to look to the target population for the 

answer. This is important because “agriculture is too important a topic to be taught only to the 

relatively small percentage of students considering careers in agriculture and pursuing studies in 

agriculture” (Reis & Kahler, 1997, p. 38). The key is a strong middle school curriculum that 

provides students with the experiences that have the greatest influence on enrollment in 

secondary agricultural education programs, while also ensuring the curriculum is designed to 

meet the changing needs of the modern learner.  

Middle grade adolescent learners are at a unique developmental stage where they are 

seeking a positive self-concept and a higher self-esteem. These learners will begin to attempt to 

find areas where they fit in and can assist them in defining who they are as a learner and a 

person. Providing agricultural education during these years is critical because it helps move the 

understanding of the agriculture industry from the abstract realm to a more concrete 

understanding. This educational process is aligned with the educational and psychological needs 

of this age group of students (Fritz & Bell, 1993). Educational experiences that occur during this 

formative period of a student’s life will ultimately affect their self-efficacy; altering their life 

course because of individual choices they will make and achievements attained (Bandura, 1986). 

This perceived efficacy and academic orientation will have a direct affect on their career 

decisions in the future (Bandura, Barbaranelli, Caprara, & Pastorelli, 2001). Students need to 

receive education in agriculture during this time so that they will be more informed consumers 

throughout their lives, but also to increase the possibility that they will continue enrollment in 

agricultural education throughout their educational careers.  

Doese and Miller (1988) determined that the majority of students in eighth grade had no 

intentions of enrolling in an agriculture course at the secondary level. Middle school programs 
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can help address this issue and increase the number of students who plan to enroll in a secondary 

agricultural education course. The first step in effectively recruiting and retaining quality 

students in agricultural education courses is to expose them to exploratory type courses in 

agriculture during their middle school education (Hedrich, 1985). These courses may provide 

students with an early understanding of agriculture and potentially lead to continued study. 

However, in order to accomplish this initiative, middle school agricultural education programs 

must meet the needs of each learner and be designed to provide students with the educational 

experiences they desire. This may provide students with a positive experience, which will 

ultimately lead to increased enrollment and retention of students as they transition into the 

subsequent secondary agricultural education program. This study described teacher perceptions 

of the middle school agricultural education curriculum and further describes its relationship to 

student enrollment in secondary agricultural education programs.  

Problem Statement 

 There is an evident lack of research on middle school agricultural education. This 

research gap is further widened when it comes to studying the relationship between enrollment in 

middle school agricultural education programs with students in grades six through eight and 

subsequent enrollment in secondary agricultural education programs with students in grades nine 

through twelve. This is a critical area for research in agricultural education specifically as it 

pertains to future program growth and development. The solution to this problem is critical in the 

advancement of agricultural education and the research initiatives established by American 

Association for Agricultural Education (AAAE). This study assists in the solution to research 

priority number four which is meaningful, engaged learning in all environments (Edgar, 

Retallick, & Jones, 2016). More specifically, this study focuses on the solution to the research 
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priority question, which states, “How can delivery of educational programs in agriculture 

continually evolve to meet the needs and interests of students?” (Edgar, Retallick, & Jones, 2016, 

p. 39). 

Middle school programs were established to provide introductory instruction in 

agriculture for students at a younger age. The goal of this instruction is to provide agricultural 

education to all students in an effort to increase agricultural literacy, but also to increase 

enrollment in secondary agricultural education programs. The idea is that if students are 

introduced to agricultural education at a younger age and have a positive learning experience, 

then they will be more likely to enroll in a course at the subsequent secondary program within 

that county. However, there has been little research effort on the middle school agricultural 

education curriculum and its relationship to secondary enrollment.  

 Many individuals recognize the true value and importance that courses in agricultural 

education can have on a student’s educational experience. The successful integration of an 

agricultural education curriculum within a school will help students to learn through experiential 

learning opportunities, a community-driven curriculum, and application to real-world problems 

(Wehlage, Newmann, & Secada, 1996). This is critical to the future success of every student 

regardless of his or her future career or educational goals. However, in order to reach more 

students, it must first be determined how to attract them into agricultural education programs and 

courses. Middle school agricultural education is the first step in this equation and must be 

carefully evaluated and studied to ensure continued effectiveness. Most students in Georgia have 

the opportunity to enroll in an agricultural education course during their secondary education. 

However, the majority of these students choose not to enroll when making their course selection 

at the end of their eighth grade year. If the goal of the middle school agricultural education 
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program is to recruit and retain students, then this issue must be further investigated and possible 

solutions identified.  

It is critical to determine what experiences have the greatest influence upon a student’s 

decision to continue enrollment as they transition from middle school to secondary agricultural 

education. It is also important to evaluate the middle school agricultural education curriculum to 

ensure that it is meeting the needs of the modern student. This will allow the agricultural 

education community to better understand the role of the middle school program and its 

relationship to enrollment trends in secondary agricultural education. The results of this study 

identified the areas of the middle school agricultural education curriculum that needed attention, 

as well as described the relationship that the middle school agricultural education curriculum had 

with secondary enrollment as perceived by middle school agriculture teachers. The results of this 

study may contribute to stronger middle school agricultural education programs that are tailored 

to the learning needs of the modern student, while also describing the perception of teachers 

regarding the experiences involved in increasing overall secondary enrollment in agricultural 

education across Georgia. The findings of this study can also be used by other states to meet the 

needs of their students and hopefully lead to increased enrollment in agricultural education 

programs across the United States.  

Purpose and Objectives 

 The purpose of this study was to describe teacher perception of the middle school 

agricultural education curriculum and its relationship to enrollment in secondary agricultural 

education programs. Seven research objectives were identified to guide the study: 

1. Describe the personal characteristics of middle school agricultural education teachers in 

the State of Georgia.  
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2. Describe the perceived importance of the Georgia Department of Education State 

Standards for middle school agricultural education curriculum by teachers. 

3. Describe the perceived level of student competence on the Georgia Department of 

Education State Standards for middle school agricultural education by teachers.  

4. Describe middle school agricultural education teacher’s perceptions on how 

classroom/laboratory experiences, FFA experiences, and SAE experiences are related to a 

student’s decision to enroll in a high school agricultural education course.  

5. Determine the mean weighted discrepancy score by the teacher’s perception of 

importance of the curriculum standard and the teacher’s perception of student 

competence on the standard.  

6. Describe mean weighted discrepancy scores by teacher’s personal characteristics.  

7. Describe teacher’s perceptions of the influence of the experiences by teacher’s personal 

characteristics.  

These research objectives provided the data necessary to gain a better understanding of the 

middle school agricultural education curriculum and its relationship to secondary enrollment in 

agricultural education. This study subsequently provided the information necessary to evaluate 

current middle school agricultural education programs to determine if they are meeting the needs 

of the modern student. Furthermore, this research assisted in closing the literature gap in 

enrollment issues and the role that middle school agricultural education has in that process. This 

provided teachers with the opportunity to evaluate the middle school agricultural education 

curriculum and indicate the level of importance and level of competence among each state 

standard within the curriculum. Teachers also provided their perception of the level to which 

each experience within middle school agricultural education influences continued enrollment as 
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a student transitions into high school. The collected data will be used to strengthen current 

programs and promote growth and development, while meeting the specific objectives and goals 

of agricultural education.  

Significance of the Study 

 Agricultural education is a unique educational experience that provides students with the 

opportunity to make critical links between academic learning and real-world application. 

Agricultural education helps students to have a successful future by developing their potential for 

premier leadership, personal growth, and career success (National FFA, 2016a). Agricultural 

education can even assist in developing a more agriculturally literate society that can make 

informed consumer decisions, while also fostering the growth and development of the agriculture 

industry as a whole. However, agricultural education can do nothing without developing a 

curriculum to meet the learning needs of the modern student and being able to attract students to 

enroll within the programs across the United States.  

 Enrollment in agricultural education is essential and without it, the goals and initiatives of 

the program will never come to fruition. Often times, research in agricultural education tends to 

focus upon program issues or teacher issues, but leaves out the critical component of student 

enrollment. Without enrollment within agricultural education programs, none of the other issues 

will even matter or occur. There is a lack of literature and research on student enrollment 

specifically focused upon the middle school agricultural education curriculum and how it fits 

into the enrollment equation. There is also a need for research surrounding the middle school 

curriculum in regards to student competency among curriculum standards. This study assisted in 

providing the agricultural education community with an understanding of the middle school 

agricultural education curriculum and its relationship to secondary agricultural education 
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enrollment. This was accomplished by listening to the middle school agricultural education 

teachers and allowing them to describe what they felt were the most important experiences and 

learning objectives in the middle school agricultural education curriculum and how competent 

students were upon completion of the courses. Teachers also reflected on the curriculum and 

experiences in middle school agricultural education and indicated their perception of how it is 

related to secondary enrollment. This knowledge can be put to use by researchers, state leaders, 

and teachers in agricultural education to aid in stabilized program growth, student retention 

strategies, and development of programs designed to meet the educational needs/desires of the 

modern student.  

 Today’s students are much different than past generations and it is critical to understand 

their individual learning needs in order to attract them to enroll in agricultural education courses. 

There is a lack of research/evidence on the effectiveness of agricultural education in attracting 

young people to all areas of agriculture (Mercier, 2015). Students today are progressive learners 

and society has made considerable changes specifically in regards to communication 

advancements and personal access to technological devices (Caton-Rosser, Looney, & 

Schneider, 2014). This means that learners today require high-level cognitive abilities and more 

individualized instructional design (Roberts, Harder, & Brashears, 2016). Millennials have 

always had access to the Internet, which has led them to be described as “detached from 

institutions and networked with friends” (Taylor, 2014, p. 112). It is evident that student interests 

have changed over the years and there is a need to explore the items that motivate students and 

determine how they align with agricultural education courses and the current curriculum 

(National Research Council, 2009). This understanding is critical in order to effectively recruit 

students into agricultural education courses and ensure that the curriculum is designed to meet 
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their needs. It is also essential to listen to the students and determine what their educational 

needs and desires are so that they will continue enrollment and assist in the spread of agricultural 

literacy in every community and solving the agricultural issues of the future.  

 It is critical to understand the relationship that middle school agricultural education has 

on secondary agricultural education enrollment decisions. The understanding of this 

phenomenon will assist in the overall growth and development of agricultural education, which 

is essential to achieving the goal of establishing an agriculturally literate society. The number of 

students enrolled in agricultural education programs is critical to the support of key stakeholders. 

This support, both in monetary and political form, is essential for the growth, development, and 

overall success of agricultural education in Georgia and across the United States. Therefore, it is 

imperative to close the literature gap that exists regarding enrollment in agricultural education 

courses and the relationship that middle school programs has on that decision. Student 

enrollment is the foundation by which all of the goals, initiatives, and support of agricultural 

education are built upon. This is why it is imperative that the middle school agricultural 

education curriculum be carefully evaluated to ensure student needs are met and the probability 

of continued enrollment in agricultural education remains high.  

 Agriculture has a tremendous impact on Georgia’s economy providing approximately 

$74.35 billion each year. Agriculture is also the leading employer within the state of Georgia 

with one in seven individuals working within the field in some capacity. Georgia also has a large 

amount of farmland spread across the state with 42,257 farms operating on over 9.6 million acres 

of land (Georgia Farm Bureau, 2016). Georgia has a thriving agriculture industry that has been 

evident throughout the history of the state. Therefore, it is critical to the future success of 

Georgia’s economy that students receive quality instruction in agriculture so that they can fill the 
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growing demands of the agriculture workforce. Agricultural education provides students with the 

opportunity to explore potential careers in agriculture and gain the hands-on experience and 

knowledge required to be competitive within the field. Agriculture is the number one employing 

industry in Georgia and it is imperative that students understand the role that agriculture has on 

their life as well as the economy of the state and country. Students must be prepared to fill 

positions in agriculture in all areas from production to marketing. They must also be prepared to 

solve the complex problems that agriculture will face over the next few decades and the 

unknown problems of the future. This will require an extensive knowledge of the agriculture 

industry as well as how math and science are applied to solve problems.  

 This knowledge of agriculture and how to apply science and math will be critical in 

solving the world’s agricultural problems in the near future. The world population continues to 

grow at an alarming rate and is expected to reach 9.7 billion by the year 2050 (Buttriss, 2010). 

“As our global population grows to a projected nine billion people by 2050, the non agriculture 

population has little to no understanding of the complexities involved with sustaining a viable 

agriculture system” (Doerfert, 2011, p. 8). Predications indicate that it will be necessary to 

produce 50-100% more food in order to meet the demands of the population increase (Agree, 

2012). This growth will have to be done on less land and fewer resources than are currently 

available due to the necessary urban expansion required to support the population. It is essential 

that individuals are adequately prepared to meet the demands of the growing population 

specifically as it relates to the agriculture industry.  

Agricultural education programs must equip students with the knowledge and skills 

required to fill the positions necessary for an uncertain future. This requires an application-based 

approach to education that allows students to link academic learning to solving real problems. 
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Agricultural education not only accomplishes this goal, but will also assist in preparing students 

to enter a global marketplace with the knowledge and skills required to feed the growing 

population. This further justifies the need to understand how to attract students to agricultural 

education programs and provide them with a curriculum designed to meet these goals. This will 

aid in the spread of agricultural literacy and adequate food distribution, as well as preparing 

students to fill the positions necessary to ensure economic growth across the United States. Not 

every student will begin a career in agriculture, but everyone will become consumers and voters. 

Therefore, agricultural literacy is critical for the entire population and must be something that 

everyone values in order to ensure that the demands of the future can be met boldly. The formal 

education of a student is incomplete if they do not fully understand how agriculture including 

crops, plants, and animals are essential for life (Moore, 1987).  

 Enrollment and the trends associated with enrollment have generally been inconsistent 

throughout the history of agricultural education. This inconsistency has made it difficult to fully 

understand the phenomenon and how to properly shift to a more consistent trend. Breja and Dyer 

(1999) determined that enrollment trends among students in agricultural education have 

fluctuated greatly in the past, specifically as it relates to matriculation of students between 

middle school and secondary agricultural education programs. There is little research on the 

middle school agricultural education curriculum to determine the role that it plays in the overall 

enrollment trends of agricultural education. As middle school agricultural education continues to 

gain momentum, it is critical to focus research initiatives on how middle school programs factor 

into enrollment trends and overall student matriculation. Middle school agricultural education 

programs could play a critical role in the growth and development of agricultural education. 
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 Often times, enrollment has been viewed externally by looking at the factors/data that 

relate to enrollment decisions and matriculation. However, there is a lack of research that breaks 

enrollment/matriculation down and tries to gather data internally from the teacher. While factors 

affecting enrollment are important to investigate, research should begin to focus upon the 

educational experiences that teachers feel are the most important for their students. Teachers 

understand their students learning needs and can best reflect upon their needs and whether the 

curriculum is successfully meeting these needs. The educational needs of students are constantly 

changing with each new generation and it is counter-productive to apply strategies associated 

with data provided by previous generations of students. In order to truly understand enrollment 

and matriculation, data must be collected from current students on a consistent basis and applied 

appropriately. By investigating the issue from this angle, the teacher is able to provide critical 

information regarding their students and the overall effectiveness of the middle school 

agricultural education curriculum at meeting their needs, as it pertains to both the course and 

continued enrollment. This research approach will provide data on the issue from the individuals 

ultimately responsible for the education of the students on a day-to-day basis. Only the teachers 

of the current students in agriculture courses can provide the data necessary to understand the 

effectiveness of the current curriculum and what they feel has the greatest contribution to 

continued enrollment beyond the middle school program.   

 The challenges that the agriculture industry will face in the next few decades are far too 

great to ignore the role that agricultural education could have on the solution to these challenges. 

Students need to understand the careers in agriculture and how they can apply their interests 

within the field. Students must also realize the scientific nature of agriculture and how they can 

utilize the knowledge gained from both agricultural education along with their academic 
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curriculum to solve the problems of the future. However, before agricultural education can 

accomplish any of these initiatives, students must first enroll and remain in the courses.  

The significance of this problem is greater now than it has ever been before. The 

agriculture industry is in need of great leaders and problem solvers who can work together to 

ensure that the world can be fed. The agriculture industry is changing and so is the modern 

student. It is time to focus upon the educational needs of today’s agricultural education students 

and ensure that they are getting the type of educational experience that they need to continue 

their studies in agriculture. The students that are being educated today will determine the future 

of the world. It is imperative that agricultural education provides students with a quality school-

based agricultural education that will assist in widespread agricultural literacy, the development 

of an informed consumer base, and a workforce ready to meet the challenges that will face the 

agriculture industry in the near future.  

 The solution to this problem is critical in the advancement of agricultural education and 

the research initiatives established by American Association for Agricultural Education (AAAE). 

The AAAE periodically establishes a research agenda regarding contemporary issues in 

agricultural education that need solutions given current conditions within programs, education, 

and cultural shifts. This is a group of faculty and graduate students who conduct social science 

research within the context of food, agriculture, and natural resources. These individuals strive to 

bridge the gap between the scientific research and the general public who need to understand and 

apply this information on a daily basis. A selected panel of individuals within this field identified 

twenty-five priority research questions, which were further sub-divided into seven research 

priorities. These priorities serve as the current research agenda for agricultural education and 
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should guide research strategies and practices for the given years (Roberts, Harder, & Brashears, 

2016).  

 The significance of the study is further justified by this established research agenda. This 

study assists in the solution to research priority number four which is meaningful, engaged 

learning in all environments (Edgar, Retallick, & Jones, 2016). More specifically, this study 

focuses on the solution to the research priority question, which states, “How can delivery of 

educational programs in agriculture continually evolve to meet the needs and interests of 

students?” (Edgar et al., 2016, p. 39). This research priority and question was the focus of this 

study as it seeks to determine the educational needs and desires of students currently enrolled in 

agricultural education programs. The results of this study allow researchers to understand the 

educational needs and interests of students so that programs can be appropriately tailored to meet 

these specific needs. This can be used in the creation of new professional development 

opportunities for teachers so that they can better help students reach a high level of competency 

among all curriculum standards through new innovative strategies. It is critical to understand that 

the educational needs and desires of students have changed drastically in recent years and will 

continue to change each year into the future. Therefore, it is important to ensure that researchers 

maintain a current understanding of student needs and desires so that agricultural education 

programs will continue to attract students. The results and implication of this study are 

significant as it pertains to the research initiatives of AAAE and to ensure continued 

growth/enrollment. This consistent growth and development is essential for the future success of 

agricultural education.  

 This study provided teachers with the opportunity to share their perception of middle 

school agricultural education regarding the level of importance and the resulting level of 
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competence among students at the conclusion of the course/program. Teachers also described 

their perception of the experiences in the middle school agricultural education curriculum and its 

relationship to a student’s decision to continue enrollment beyond the middle school program. 

This information can be used to make recommendations to the agricultural education community 

regarding how to develop a quality middle school agricultural education program that will 

promote agricultural literacy, as well as effectively recruit and retain students.  

Middle school agricultural education presents students with a basic understanding of the 

agriculture industry, but it also serves a much greater purpose including promoting increased 

agricultural literacy, career exploration in agriculture, and above all serves as a recruitment tool 

for the secondary agricultural education program (Gibbs, 2005). It is hypothesized that teachers 

can provide critical data regarding the middle school curriculum and its relationship to secondary 

enrollment, which could then be used to evaluate and re-design as necessary. Previous research 

on enrollment in agricultural education has primarily focused upon enrollment patterns and 

barriers to enrollment (Breja, Ball, & Dyer, 2000). Therefore, a lack of focus upon why students 

decide to enroll in agricultural education and the connection to middle school agricultural 

education has left a gap that must be properly addressed. It is critical that the factors that 

contribute to enrollment and continued enrollment be evaluated to both meet the overall goals of 

agricultural education and to ensure a curriculum that is designed to meet the demands and needs 

of the modern student. This evaluation allows agricultural educators, researchers, and program 

staff to understand the educational needs of the modern agricultural education student and make 

the appropriate changes necessary to meet these needs. By better understanding the teacher 

perception of the middle school agricultural education curriculum, we can make the changes 

necessary to meet the needs of today’s learners and increase the probability of a positive 
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experience that will ultimately lead to increased and continued enrollment. This will also help to 

decrease the literature gap regarding secondary agricultural education enrollment and the 

significance of the middle school agricultural education program in that process. 

Definition of Terms 

1. Agricultural Educator: An individual who provides a variety of educational experiences 

within the field of agricultural education (Phipps, Osborne, Dyer, & Ball, 2008). 

2. Agricultural Education: Educational instruction in the field of agriculture that provides 

students with knowledge of the agricultural industry by developing their potential for 

premier leadership, personal growth, and career success through classroom/laboratory 

experiences, FFA involvement, and supervised agricultural experience programs 

(National FFA, 2016a).  

3. Agricultural Literacy: “Agricultural literacy entails knowledge and understanding of 

agriculturally related scientific and technology-based concepts and processes required for 

personal decision-making, participation in civic and cultural affairs, and economic 

productivity” (Meischen & Trexler, 2003, p. 44). 

4. American Association for Agricultural Education (AAAE): The AAAE is a professional 

society for faculty and graduate students who have specific research interest in 

agricultural communication, education, extension, and leadership. These individuals work 

closely together to conduct social science research within the areas of food, agriculture, 

and natural resources (Roberts, Harder, & Brashears, 2016).  

5. American Association for Agricultural Education National Research Agenda: The AAAE 

periodically establishes research priorities regarding contemporary issues in agricultural 

education. These priorities serve as the research agenda for agricultural education and 
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should guide research strategies and practices for the given years outlined by the agenda 

(Roberts, Harder, & Brashears, 2016).  

6. Career Development Event: (CDE) provide students enrolled in agricultural education 

with the opportunity to put the knowledge and skills that they have learned in their 

agricultural education course to the test against other students. These events teach 

students how to effectively communicate, think critically, and provide a real-world 

connection between classroom/academic concepts and application (National FFA, 

2016b).  

7. Curriculum: A set of experiences, courses of study, and activities which are outlined by a 

specific educational program that students must engage in order to accomplish the desired 

educational program objectives (Von Crowder, 1997).  

8. Experiential Learning: Educational approach, which helps students learn by strengthening 

the critical links between education, work, and personal development. Experiential 

learning provides students with the opportunity to think critically as they apply what they 

have learned to real situations (Kolb, 1984).  

9. Middle School Agricultural Education: Educational instruction in the field of agriculture 

that provides students with knowledge of the agricultural industry specifically designed 

for students enrolled in grades 6-8.  

10. Millennial: Individuals born between 1983 and 2002. This range was established based 

upon the increase in births that began in 1984 and the cultural and political shift that 

occurred prior to 2002 as a result of terrorism (Carlson, 2008).  

11. National FFA Organization FFA: (formerly known as Future Farmers of America) An 

intra-curricular educational experience for students in grades sixth through eighth that 
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provides experiential learning opportunities centered around leadership. FFA is one of the 

three components of the total agricultural education program and allows students to apply 

the knowledge and skills that were acquired in their agricultural education course 

(National FFA, 2016c).  

12. Georgia Performance Standards: A set of learning standards that must be covered within 

each content area. These standards are a concise and direct roadmap, which should be 

utilized to develop course instruction and facilitate teaching strategies (Woods, 2016). 

13. School-Based Agricultural Education (SBAE): Formal instruction in agriculture, which is 

offered within a public school setting. Instruction contains learning opportunities for 

students in each area of agricultural education, including classroom/laboratory 

instruction, FFA, and SAE (Phipps et al., 2008). 

14. Secondary Education: High school education or education commonly occurring between 

grades nine through twelve across the United States.  

15. Smith-Hughes Act (1917): Federal legislation that established agricultural education as 

courses in public school across the United States. This act also provided the funding 

required to start these programs and foster growth and development (Phipps et al., 2008). 

16. Supervised Agricultural Experience (SAE): A planned project/program that is completed 

outside the normal classroom/laboratory instruction time on a specific area of agriculture 

that is selected by the student. This provides students with a hands-on learning 

opportunity, which allows them to apply what they have learned in class to a real-world 

situation. Students must keep accurate and detailed records and the entire project/program 

is supervised by the instructor (Phipps et al., 2008).  
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17. Vocational Education: Educational experience that provides students with experiential 

and work-related experiences. Agricultural education was commonly referred to as 

vocational education prior to the 1980s.  

Limitations of the Study 

 There are specific limitations that have the potential to limit the study and the ability to 

generalize findings to the entire population under study. Most of these limitations are an intrinsic 

part of utilizing a questionnaire and were carefully monitored and addressed as needed to ensure 

the collection of reliable data. There are many factors that can limit any study, however the 

following were determined to be possible limitations to this study as it specifically pertains to the 

ability to impact the quality of collected data and answer the overall research question. 

1. Non-response error could limit the study by negatively affecting the internal validity of 

the questionnaire. This limitation was addressed by providing a clear rationale for the 

study to participants and follow-ups used as necessary to encourage all members of the 

sample to participate.  

2. There may be unknown conditions or issues at the schools selected to participate in this 

study that may affect the data collected.  

3. All participants in this study are agricultural educators from Georgia and teach according 

to the Georgia agricultural education curriculum. This limits the findings of this study to 

teachers within the State of Georgia, however the same methods and instrument design 

can be used in other states.  

4. One regression per standard in each grade level was conducted to best understand which 

teacher personal characteristics may contribute to differences in MWDS. Each regression 

considered the same teacher characteristics; therefore, with such a large number of 
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regressions this may contribute to increased Type I error inflation. This error inflation 

happens when evidence falsely supports the rejection of the null hypothesis (Duffy, 

2010). Despite this potential limitation, the regressions reveal crucial information to this 

study and provide an understanding of which teacher characteristics are related to 

discrepancies in MWDS.  

 

It is critical to understand the role that limitations can play in a study and how that can affect the 

data collected. The limitations outlined in this section are inherent to the specific problem and 

population under study. However, each limitation was carefully analyzed and addressed to 

ensure that the data collected were an accurate reflection of the population and contribute to the 

solution of the research problem. 

Basic Assumptions 

 When evaluating the assumptions of this study it is critical to understand that without 

them, the research problem itself could not even exist (Leedy & Ormand, 2010). The 

assumptions of this study are similar to any study that includes the utilization of a questionnaire 

to gather data on a specific population.  

It is assumed that all participants responded to each item honestly and appropriately. The 

researcher assisted in this area by providing clear and specific instructions to all questionnaire 

participants. This assisted in limiting misunderstanding and increased the probability of an 

accurate response from all participants. It was also assumed that all teachers who completed the 

questionnaire had taught at least one year of middle school agricultural education prior to 

completing the questionnaire. This was addressed by selecting participating schools where a 

teacher had been teaching for at least one year. The researcher assumes that the sample drawn for 

this study was an accurate reflection of the entire population under study. This was appropriately 
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addressed by using a simple random sampling method, which was calculated using Cochran’s 

(1977) sample size formula for continuous data and minimum return sample size. The 

assumptions outlined in this section are inherent to the specific problem and population under 

study. However, each has been carefully analyzed and addressed to ensure that the data collected 

are an accurate reflection of the population and contribute to the solution of the research 

problem.  

Chapter Summary 

 Chapter 1 provided a justification for the need and purpose of the study. Agricultural 

education plays an important role in the establishment of widespread agricultural literacy and an 

informed consumer base. This is essential in the recruitment and education of students who will 

be the leaders ready to solve the problems that will face the agriculture industry in the near 

future. This study focused on the middle school agricultural education curriculum and its 

relationship to the recruitment and retention of students as they transition into their secondary 

education.  

 The middle school agricultural education curriculum provides students with experiences 

in many different areas of agriculture through an experiential learning method. These 

experiences help students to understand the role of agriculture within their daily lives and helps 

them to begin to understand the possible careers in agriculture. However, the needs of the 

modern student are consistently changing and therefore, the agricultural education curriculum 

and the training of teachers must also change. This study examined the middle school 

agricultural education curriculum, as perceived by the teachers, to determine areas of weakness 

and possible professional development/training needs. It is critical to ensure that the curriculum 
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is best designed to meet the needs of the modern learner and that teachers are adequately 

prepared to meet these needs.  

 The significance of this study is based on the problem of agricultural literacy throughout 

the United States. Agricultural education programs are an excellent resource for combating this 

issue and efforts must be made to ensure that programs remain relevant for the modern student. 

The purpose of this study was to evaluate the middle school agricultural education curriculum 

and further examine its relationship to secondary enrollment as perceived by the middle school 

teachers. This study was also designed to close the literature gap that exists in regards to middle 

school agricultural education, the curriculum, and the relationship to secondary enrollment. This 

is critical in the development of individuals who are adequately prepared to solve the complex 

problems that will face the agriculture industry in the near future. The following chapter provides 

a description of relevant literature, as well as the theoretical foundations and conceptual model 

that served as the guide for this study.  
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CHAPTER 2 

LITERATURE REVIEW 

 

 

AAAE Research Agenda Research Priority 

 The American Association of Agricultural Educators (AAAE) is a professional 

organization comprised of university faculty and graduate students with specific research interest 

in agricultural communication, education, extension, and leadership. AAAE members seek to 

bridge the research gap between the scientists and the general public with the goal of developing 

solutions to current and future challenges facing the agricultural industry (Roberts, Harder, & 

Brashears, 2016). The need for solving these complex problems in agriculture led the 

organization to develop research priorities in 2006, which provided coordination and 

communication regarding research conducted by AAAE members (Osborne, 2007). A second 

version of the research priorities was published in 2010 (Doerfert, 2011). The most current 

version was developed in 2015 and is the third edition of the AAAE National Research Agenda 

(Roberts, Harder, & Brashears, 2016). 

 The National Research Agenda committee utilized a four-stage Delphi process to 

identify, categorize, and prioritize specific research priorities and questions to guide research 

practice for the years 2016-2020. The Delphi panel included ten active AAAE researchers and 

nine stakeholders who have specific interest and positions necessary to understand the challenges 

and problems that could potentially be addressed by AAAE research initiatives. The panelists 

identified twenty-five specific research questions that were divided into seven research priorities. 

Six of these research priorities were among those included in the second edition of the National 
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Research Agenda, with the addition of one new research priority. The priorities outlined in the 

newest edition of the research agenda should guide research practices in specific areas including 

(1) Public and Policy Maker Understanding of Agriculture and Natural Resources, (2) New 

Technologies, Practices, and Products Adoption Decisions, (3) Sufficient Scientific and 

Professional Workforce That Addresses the Challenges of the 21st Century, (4) Meaningful, 

Engaged Learning in All Environments, (5) Efficient and Effective Agricultural Education 

Programs, (6) Vibrant Resilient Communities, and (7) Addressing Complex Problems. Based 

upon expert opinion within the panel, ten priority research questions were designed for focused 

research efforts between 2016-2020. Research within agricultural education should consider the 

research priorities outlined within the agenda to guide and develop relevant research (Roberts, 

Harder, & Brashears, 2016).  

 The National Research Agenda serves as the guiding document for research among 

members of the American Association for Agricultural Education (AAAE). It is intended to be 

used by internal audiences including faculty and graduate students to guide research efforts for a 

five-year period. However, it can also be utilized by external audiences including university 

administration, funding agencies, and stakeholder groups to better understand the rationale for 

the focused research efforts within agricultural education. The research priorities presented in the 

agenda represent the identified needs and key issues facing food, agriculture, and natural 

resource systems relevant during that period of time (Roberts, Harder, & Brashears, 2016).  

 The agenda also serves a guiding document for research so that the profession can 

collaborate and collectively address the most pressing issues of the time. This establishes a 

nation-wide agenda that allows researchers from all states to conduct systematic and focused 

research that will provide mutual benefit for the entire profession and everyone involved in the 
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growth and development of the food, agriculture, and natural resource systems. The AAAE 

National Research Agenda served as a guiding document for the development of this study with 

specific efforts in research priority #4: Meaningful, engaged learning in all environments. This 

study sought to address this research priority by evaluating the current middle school agricultural 

education curriculum and ensuring that it is meeting the needs of the modern student. The study 

further contributes to this priority by describing teacher perception of the middle school 

agricultural education program and its relationship to continued enrollment as students enter their 

secondary education. This is critical because we must ensure that agricultural education 

programs continually evolve to meet the needs and interests of the modern student. This includes 

an evaluation of the curriculum to ensure that this is taking place. Ensuring that the curriculum 

meets the needs of students will ultimately lead to program growth and development, as well as 

increased enrollment in agricultural education programs (Roberts, Harder, & Brashears, 2016).   

 Research priority #4 in the AAAE National Research Agenda demonstrates the need for 

continued research efforts in the development of meaningful and engaged learning environments. 

Effective teaching has continued to be restrained by factors including time, materials, and 

technological advancements. There is currently a lack of research regarding how effective 

agricultural education is at attracting young people to all areas of agriculture. This research gap 

is further widened when it comes to curriculum development, program implementation, and 

student monitoring (Mercier, 2015). 

  A meaningful learning environment should incorporate the learner within the process, 

instead of simply being the recipient of information. Problem solving is an excellent strategy 

within this area that teaches students how to apply what they have learned. It is also important 

for agricultural education to prepare students for employment by teaching the necessary skills 
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including interpersonal communication skills, critical thinking skills, problem solving skills, and 

computing skills (National Research Council, 2009). Meaningful learning for the modern student 

should also include the opportunity to network and learn from one another. Technology and 

online communication is an important part of the lives of modern students and a critical 

component of a well-designed 21st century education, which includes collaboration, 

communication, critical thinking, and creativity (Greenwood, 2007).  

 Two of the primary challenges that face agricultural education today include the need for 

a substantial increase of the next generation to be interested in food and agriculture and the wide-

spread need to educate those that lack the understanding of the food and agriculture systems 

(Mercier, 2015). In order to face these challenges with success, educational systems must change 

the way things have always been done in order to be prepared to meet the educational needs of a 

changing student and American society. Today’s diverse classrooms require an evaluation of the 

current curriculum and attention to teaching practices. Traditional educational practices need to 

be reorganized in order to meet learner needs with any level of success. An increased 

understanding of learning and teaching environments is necessary in the development 

agricultural education programs that can meet the educational needs of the modern student, while 

also preparing them to solve the complex agricultural problems of the future (Woolfolk, 2010).  

 Research priority #4, which served as the guiding priority for this study is based upon a 

sound literature base that demonstrates its value in the teaching and learning process. It is critical 

for educators to determine the best methods to teach and distribute agricultural information to 

students necessary for retention and application (Frick, Birkenholz, & Machtmes, 1995; Pense & 

Leising, 2004). Bain (2004) stated “best teaching cannot be found in particular practices . . . but 
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in the attitudes of the teachers, in their faith in their student’s abilities to achieve, in their 

willingness to take their students seriously and let them assume control of their own education,  

and in their commitment to let all policies and practices flow from central learning objectives” 

(p.78-79). The needs and interests of students have changed and it is essential to maintain an 

understanding of these changes and ensure that curriculum is tailored to address all learner needs 

(National Research Council, 2009).  

Doyle (2011) described the teacher’s role in the teaching and learning process as an 

architect of learning, rather than the spokesperson of knowledge. Engaged learners must be 

immersed in the learning process, which is guided by the teacher. This process of evaluating 

current education systems and curriculum is essential in the development of meaningful learning 

environments for all students. The agricultural education curriculum must be evaluated to ensure 

that the needs of the modern students are being met within an educational environment that will 

lead to the growth and development of both the student and the entire food, agriculture, and 

natural resource system (Roberts, Harder, & Brashears, 2016). 

Secondary Agricultural Education Enrollment 

 The research base surrounding student enrollment in agricultural education is primarily 

focused upon ways to increase enrollment in post-secondary agriculture programs (Fanno & 

Cole, 1999). There is a lack of research on methods that can be used to sustain and increase 

enrollment in secondary agricultural education programs (Myers, Dyer, & Breja, 2003). Most of 

the existing research/literature has focused on enrollment patterns and barriers to enrollment 

(Breja, Ball, & Dyer, 2000; Conroy, 2000; Croom & Flowers, 2001; Gliem & Gliem, 2000). 

There is little current research regarding factors that influence student enrollment in secondary 
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agricultural education programs and there is a specific lack of research regarding the relationship 

that middle school agricultural education programs have on that situation.  

 The only existing literature regarding factors/experiences affecting enrollment focuses on 

enrollment patterns/barriers and does not include middle school agricultural education as a major 

contributing factor. A variety of different factors have been found to contribute to a student’s 

enrollment decision within this area. Marshall, Herring, and Briers (1992) found that course 

characteristics, personal identity, agricultural interest, application of knowledge, and the role of 

significant others all affected student enrollment. The role of significant others in enrollment 

decisions can be very influential and incorporate many individuals including parents, school 

counselors, family, and teachers. Among these individuals, it has been determined that parents, 

agriculture teachers, friends, and former agricultural education students have the greatest impact 

upon student enrollment decisions (Reis & Kahler, 1997). Research has also indicated that 

minority students are less likely to enroll because of negative perceptions surrounding 

agricultural education and agriculture in general (Jones & Bowen, 1998). Sutphin and Newsom-

Stewart (1995) found that males were more likely to enroll in an agricultural education course 

due to peer pressure than were female students and females were more likely to enroll to develop 

life/team building skills.    

New requirements for graduation and college admission have caused a rise in the number 

of students who are utilizing elective credits to take additional academic or advanced placement 

courses (Phipps et al., 2008). Additionally, this has caused agricultural education courses to be 

viewed more as an option for those students who are not academically inclined or plan to pursue 

post-secondary educational opportunities (Hoover & Scanlon, 1991). Riesenberg and Lierman 

(1990) found that the four factors that had the greatest impact on student enrollment in 
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agricultural education programs were scheduling conflicts, student attitudes regarding 

agriculture, new elective course offerings, and academic vs. technical debate.  

 Student attitudes and perceptions toward agriculture play a key role in secondary 

agricultural education enrollment. Hoover and Scanlon (1991) found that elevated high school 

requirements, negative image of agriculture, perceived course value, and the influence of 

significant others all affect a student’s decision to enroll in an agriculture course. Five conceptual 

domains that impact agricultural education enrollment include career preparation, academic 

rigor/enhancement, societal pressure, skill development, and activity centered learning (Sutphin 

& Newsom-Stewart, 1995). Each of these factors ultimately affect a student’s perception of 

agriculture and agricultural education. This perception will then have a significant impact on a 

secondary enrollment decision. The perceived value and overall image of agriculture and 

agricultural education is important and necessary to increase the probability of enrollment 

(Hoover & Scanlon, 1991).  

 Agricultural education has struggled with program perception issues for many years. This 

issue is based upon the misconception that agricultural education programs are designed to 

prepare students specifically for careers in production agriculture. The notion that agricultural 

careers are for individuals with limited academic abilities has further increased the 

misconceptions surrounding agricultural education (Warmbrod, 1968). Parents play a crucial role 

in this process and the idea that agriculture is for students with limited abilities or for someone 

else’s child can have major impacts on enrollment. Kotrlik (1987) found that parents were the 

primary influence upon a student’s decision on whether or not to enroll in a secondary 

agricultural education course. Herr (1987) determined that students seek the advice of parents, 

teachers, friends, and counselors before deciding to enroll in an agriculture course. It is important 
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to understand what influences a student to enroll in an agricultural education course. 

Misconceptions regarding the purpose of agricultural education must be reduced in order to 

ensure that students are not being deterred from enrolling.  

 Motivation and socio-cultural factors also contribute to secondary enrollment decisions. 

Reis and Kahler (1997) determined that students were motivated to enroll in agricultural 

education courses due to interest in agriculture, living on a production farm, or being interested 

in the experiences offered through agricultural education involvement. Other factors, including 

socio-cultural factors, have shown a strong correlation with agricultural education enrollment 

decisions (Sutphin & Newsom-Stewart, 1995). Studies have indicated that minority students, 

including African American and Hispanic Students, maintained a similar perception of 

agriculture and agricultural education. These students tend to maintain a negative perception of 

the agriculture industry, which ultimately affects their decision to enroll in an agricultural 

education course (Talbert & Larke, 1995). Many minority students associate agricultural 

education with production agriculture and maintain the belief that there are few career 

opportunities available in the agriculture industry (Jones & Bowen, 1998).  

 There is a lack of existing research regarding the factors that affect secondary enrollment 

in agricultural education. This lack of research/literature is further exacerbated when looking at 

the relationship that middle school agricultural education has on this phenomenon. This issue is 

too critical to ignore and research needs to be conducted to address this issue. Middle school 

agricultural education programs play an important role in the recruitment and retention of 

students as they transition into the secondary program. It is essential to ensure that the middle 

school agricultural education curriculum is designed for the modern student and understand how 

this relates to secondary enrollment. This study described the relationship that experiences in the 
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middle school agricultural education curriculum had on secondary agricultural education 

enrollment in an effort to close this research gap. 

Agricultural Education 

 Agricultural education has experienced many changes during its history as a subject 

within public school education, however the fundamental philosophy has remained consistent 

(Phipps et al., 2008).  

Agricultural education may be defined as systematic instruction in agriculture and natural 

resources at the elementary, middle school, secondary, postsecondary, or adult levels for 

the purpose of (1) preparing people for entry or advancement in agricultural occupations 

and professions, (2) job creation and entrepreneurship, and (3) agricultural literacy. 

(Phipps et al., 2008, p. 3)  

School-based agricultural education (SBAE) programs provide students with career and technical 

education as well as agricultural literacy objectives. Agricultural education programs provide 

students with an educational experience that reflects the dynamic and evolving agricultural 

industry (Phipps et al., 2008).  

Agricultural education has been a fundamental component of formal education since the 

late 1800s. During this time period, agricultural education was primarily provided in elementary 

schools. This instruction was very basic and incorporated topics focusing on school gardens and 

the study of nature and the environment. However, a shift toward becoming more knowledgeable 

regarding agricultural practices began to take place in the early twentieth century and a heavier 

emphasis was placed on agricultural education for the general public (Bricker, 1914).  

Agricultural education has consistently incorporated a systematic problem-based 

approach to prepare students for a complex and ever changing industry. Therefore, the 
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curriculum in agricultural education is flexible and changing to meet the needs of the modern 

learner and the current problems facing the industry. Agricultural education provides students 

with the opportunity for practical application of knowledge within real-world situations, which 

assists in the successful transfer and retention of information and skills. The emphasis on 

learning by doing is an essential part of preparing students for success within the industry. 

Educational experiences are often in the form of problems and questions that are being faced by 

individuals currently working within the industry. This educational method assists in keeping the 

curriculum relevant and practical, while also providing the opportunity for core subject 

integration (Phipps et al., 2008).  

Agricultural education programs also provide students with career guidance and 

exploration. Students learn to navigate the broad industry of agriculture and determine the role 

that it plays within their life and potentially discover a future career interest. Throughout this 

experiential education process, students develop as leaders and responsible citizens. Agricultural 

education develops each student and helps them to acquire interpersonal, subject area, and 

problem-solving knowledge and skills. This learning process takes students from a basic 

awareness of agriculture to an in-depth understand and development of skills and proficiency 

within the field. Students learn to utilize research and inquiry to develop potential solutions to 

problems. Teaching and learning in agricultural education is an experiential pursuit that prepares 

students to be problem solvers within the industry (Phipps, et al., 2008).  

Experiential learning has been a cornerstone for agricultural education since its inception 

in the public school system. Referred to at this time as vocational education, agricultural 

education incorporated classroom instruction, hands-on experiential learning, work related 

experience, and application through youth organizations (Friedel, 2011). These educational 
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programs were instituted upon what now serves as a component of the FFA motto: “Learning to 

do and doing to learn” (National FFA, 2016a). These early forms of agricultural education were 

laying the foundation for the substantial growth and spread of agricultural education throughout 

the United States. However, this growth did not come without the criticism of those who were 

opposed to early education practices in agriculture. Many argued that the current level of 

agricultural education was too basic and did not provide students with a fundamental 

understanding of the industry necessary for future growth and development (Davenport, 1908). 

 The arguments in favor of a more fundamental and scientific-based approach to 

agricultural education spurred the growth of agricultural education programs in secondary 

schools across the United States. Society, as a whole, began to see the need for an agriculturally 

literate population and supported the growth of the new programs. During the early 1900s, 

agricultural education began to grow at a rapid rate with specific focus upon secondary programs 

(Hillison, 1986). In 1906, school-based agricultural education was being offered in less than one 

hundred secondary schools across the United States (Robinson & Jenks, 1913). However, by 

1915 agricultural education was being offered in 3,675 secondary schools, which served over 

73,000 students across the country (True, 1929). The growth of agricultural education continued 

to rise quickly and by the end of the 1914-1915 school year agricultural education programs 

were being offered in 4,390 secondary schools, which provided quality instruction to 85,573 

students across the United States (Camp, 1987). Federal legislation played a critical role in the 

growth and development of agricultural education during this time period. Legislative and 

federal support began to grow and ultimately led to the passage of a series of Acts, which 

publicly demonstrated this support.  
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 Federal support for agricultural education was publicly demonstrated by the passage of 

the Smith-Hughes Act in 1917. This act established federal funding and support for SBAE, 

which provided the resources necessary to grow and develop agricultural education programs 

across the country. Much of the success and growth that agricultural education has experienced 

over the past one hundred years can be attributed to this single piece of legislation (Camp, 1987). 

There were many individuals who contributed to the development and passage of the Smith-

Hughes Act, but among the most influential included Carroll Page, Dudley Hughes, Hoke Smith, 

and Charles Prosser. These four men had a vision for agricultural education and worked together 

to ensure SBAE would be made available across the United States. It is important to understand 

that all four men played a significant role in the development of this critical piece of legislation. 

Often times Hoke Smith and Dudley Hughes receive the primary recognition for the Act as it 

was named after them. However, it should be noted that Hoke Smith and Dudley Hughes 

actually had more of a background role in the passage of the act, whereas Page and Prosser were 

more influential (Camp, 1987). Nevertheless, these four men had an understanding of how 

agricultural education could make a difference in the lives of students and they demonstrated this 

belief by working tirelessly to provide federal support for agricultural programs. Without the 

Smith-Hughes Act, it is likely that agricultural education would not be where it is today.  

 The passage of the Smith-Hughes Act signified support for agricultural education, which 

fostered the growth and development of agricultural education programs by providing federal 

funding to create new programs. This was particularly critical in states where there was a lack of 

support or money necessary to back these programs. These states were then able to utilize the 

money provided by the Smith-Hughes Act to create agricultural education programs. The federal 

recognition of the need for agricultural education also led to individual state acceptance. (Phipps 



 42 

et al., 2008).  The act also provided guidelines that must be followed in order to receive the 

federal support. These guidelines ensured a level of consistency among states and sought to 

provide students with specific educational opportunities. The act outlined three specific 

guidelines that must be adhered to in order to receive the federal support: 

1. Students were to be properly and adequately prepared for needed employment. 

2. Students were required to be in secondary school and not already enrolled in college 

courses. 

3. Programs were to be designed for students who were over fourteen years old and who 

were currently working or planning to work on or in a particular farming enterprise 

(Phipps et al., 2008).  

The Smith-Hughes Act outlined specific components that were to be enacted in order to 

comply with federal regulations and to continue receiving federal funds in the future. Each 

component of the act was designed to foster successful implementation of agricultural education 

programs and to ensure that funds were being utilized appropriately. The act required the 

development of a Federal Board for Vocational Education, which would supervise program 

administration and approve state fund allotments/expenditures (Phipps et al., 2008). The Smith-

Hughes Act also divided the country into four regions and selected an individual within each 

region to serve as the supervisor. Each supervisor, known as regional agents, would work closely 

with each state to ensure overall program growth/development, disseminate information, and 

evaluate/audit state programs. Each agent played an instrumental role in the design of effective 

vocational education programs (Phipps et al., 2008).  

The Smith-Hughes Act also required each state to create a state board in order to receive 

their federal funding allotments. The board was to be comprised of a group of key individuals 
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who would work together to supervise and support the growth and development of vocational 

education within their state. These individuals were responsible for developing and submitting 

plans for their state regarding vocational education to the federal board. These plans were to 

serve as a guide for the state as they further developed vocational education throughout their 

individual state. The plans were to be very detailed and thorough, including areas such 

vocational education plans, equipment inventories, teacher needs/assessments, individual 

qualifications, and unique training plans. The plans were then submitted for approval and 

indicated the states support of vocational education and how federal funds were to be utilized 

(Phipps et al., 2008). This team of individuals, from the federal to the state level, worked closely 

to ensure funds were spent appropriately, but also that high quality educational programs were 

being offered to students across the United States. This began the early formation of individuals 

working together to promote the advancement of agricultural education programs. These 

individuals, along with the requirements and plans set forth by the Smith-Hughes Act, indicated 

a new level of support for vocational education and laid the framework for growth and 

development into the future.  

 The Smith-Hughes Act was only the beginning for the development of vocational 

education and agricultural education. This act spurred the development of many other programs 

and initiatives geared toward the advancement of vocational education. It led to an increase in 

federal spending/support for vocational education, the development of a youth leadership 

organization for agricultural education students, and fostered a community of individuals in 

support of vocational and agricultural education. By 1919, every state had accepted the 

requirements of the act and supported vocational education with state legislation (Malpiedi, 

1987). Federal spending for vocational education was rising considerably and had increased 
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almost 2.5 million dollars within the first ten years after the passage of the Smith-Hughes Act. 

Each individual state also matched the federal funding in support of agricultural educator salaries 

and the development of a state supervisory board (Malpiedi, 1987). It is important to realize the 

impact that the Smith-Hughes Act had upon the continued development and support of 

vocational education and agricultural education. It provided the necessary resources and funding 

that is required to establish a quality educational experience for students. The effects of this act 

can still be seen in agricultural education programs today and much can be contributed to the 

formulation and passage of this key piece of legislation.  

 The act also led to the establishment of many new teacher-training opportunities for 

individuals interested in becoming agricultural educators. These schools began to grow rapidly 

from forty schools in 1918 up to sixty-one schools by the end of 1921. This growth also spurred 

the creation of the first youth leadership organization in 1926. This group was called the Future 

Farmers of Virginia and provided students with the opportunity to take what they were learning 

in the classroom and apply it in a real situation. Students also learned leadership skills that would 

apply to all work settings. This small club of farm boys would lay the foundation for a nation-

wide you leadership organization within agricultural education and change the landscape of 

youth development within agriculture from that point forward (Malpiedi, 1987).  

The development and spread of the Future Farmers of America (FFA), which was 

founded in 1928, was a direct result of the work and inspiration of the Future Farmers of 

Virginia. The new national organization provided unique experiential learning opportunities for 

all students enrolled in agricultural education courses. During the initial decade of vocational 

education, substantial growth and support had been successfully established. The country began 

to see the need for vocational and agricultural education and federal support and finances were 
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provided to establish programs across the United States. Youth leadership organizations were 

developed and a new generation of students were born and they had a passion for learning about 

agriculture and applying their knowledge and skills to local farms and the workforce (Malpiedi, 

1987).  

 Agricultural education and the need for a more informed population regarding 

agricultural practices and consumer choices continued to grow and spread across the country. 

There was an increased demand for teaching individuals about better farming practices during 

the dust bowl. This led to the passage of the Bankhead-Jones Act of 1935, which more than 

doubled the funding that was provided to land-grant universities to address this problem. These 

funds were utilized for research, teaching, and disseminating information for better farming 

practices, which eventually made its way into the nation’s secondary agricultural education 

courses. This demonstrated the first cycle of agricultural research being disseminated into 

secondary schools in an effort to develop a more informed population in regards to agriculture 

and agricultural practices (Mercier, 2015).  

Throughout the past several decades, federal legislation has continued to support 

agricultural education in a variety of different ways. The Carl D. Perkins Vocational and 

Technical Education Act of 1984, which was later changed to the Carl D. Perkins Career and 

Technical Education Act in 2006, provided continued federal support and provided specific 

guidelines for states to follow in order to receive the funds. These funds also have a specific 

portion that must be matched and provided to each state. During the 2015 fiscal year, the Perkins 

Act required the U.S. Department of Education provided $1.12 billion in support of Career and 

Technical Education programs across the United States. Each state received a specific portion of 

these funds according to state population and per capita income. States are provided with some 
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freedom to utilize these funds as they see fit and can be distributed to local school systems for 

further use. These funds can then be utilized to purchase specific equipment for students, 

curriculum resources, professional development opportunities, etc. (Mercier, 2015). It is 

important to understand the importance that the Carl D. Perkins Career and Technical Education 

Act had upon the continued growth and success of agricultural education since 1984. This piece 

of legislation continues to financially support agricultural education programs across the United 

States and indicates federal support for educational opportunities/experiences in agriculture.  

Agricultural education has grown substantially over the years and the National 

Association of Agricultural Educators (NAAE) estimates that around one million students are 

currently enrolled in agricultural education courses/programs across the United States. Twelve 

thousand agricultural educators teach these courses and even more teachers are beginning to 

incorporate agriculture into their lessons outside formal agricultural education courses. In the 

past, most agricultural education programs were offered in rural settings. However, recent 

initiatives and support have helped to provide students with these educational opportunities in 

urban settings as well (Mercier, 2015).  

Agricultural education courses are designed based upon a three-ring model that includes 

classroom/laboratory instruction, FFA, and supervised agricultural experiences (Dailey, Conroy, 

& Shelley-Tolbert, 2001). Each component of the agricultural education program works together 

to provide students with a high quality educational experience (Phipps et al., 2008). Students 

receive classroom/laboratory experiences during the day-to-day instruction that occurs in their 

agriculture course. The knowledge and skills that are learned in the classroom can then be put to 

the test in event/competitions offered in the FFA. FFA experiences also help students develop 

leadership skills and learn from other students who share the same interests in agriculture. 
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Agricultural education students also design a supervised agricultural experience program during 

each course. This program is intended to provide students with real-world application of the 

knowledge and skills that they have acquired (Phipps et al., 2008). 

 The experiences that students have in agricultural education come from each of these 

three components. The three components of agricultural education served as the variables for the 

study. Students will have various perceptions of the experiences they have during their unique 

involvement in agricultural education courses/programs. Each of these experiences will come 

from the three components of agricultural education, thus providing the study with the identified 

variables of interest. The three components of agricultural education collectively affect a 

student’s perception of agricultural education and could possibly have subsequent affects on 

future enrollment decisions or continued interest in agriculture. Student needs and interests in 

agricultural education have changed over the years and it is important to listen to the student and 

ensure that educational programs are tailored to meet the changing needs of a new generation of 

learners.  

 Modern agricultural education courses provide quality instruction to students of all ages 

including elementary, middle, secondary, post-secondary, and adult learning opportunities and 

outreach courses. The primary purpose of the courses and programs in agriculture is to create 

more informed consumers and develop a generation that is able to support agriculture and meet 

the challenges of the future (Phipps et al., 2008). Agriculture is essential to life and an informed 

population is essential for the future growth and success of society. “Agricultural education 

prepares students for successful careers and a lifetime of informed choices in the global 

agriculture, food, fiber and natural resources systems” (National FFA, 2016c). 
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FFA 

 The National FFA Organization, formerly known as Future Farmers of America, was 

founded in 1928 and provides students with a unique youth leadership opportunity. The primary 

purpose of this organization is to allow students to apply what they have learned in the classroom 

in a real setting, while also developing leadership skills. It is intended for all students enrolled in 

agricultural education to have some level of involvement in the FFA, which is why it maintains 

its position among the three components of agricultural education (Phipps et al., 2008). 

The National FFA Organization was founded by a group of thirty-three high school 

students who were attending the American Royal Livestock Show in Kansas City, MO. The 

organization has grown and changed drastically over the years including a merger with New 

Farmers of America in 1965 and opening membership to females in 1969. Along with these 

changes, the mission of the FFA has also shifted to meet the needs of a changing society. The 

early focus of the organization was to provide farm boys with the opportunity for self-expression 

and leadership development. This focus was intended to provide these farm boys with confidence 

and pride in their farm heritage. However, this mission has changed over the years alongside a 

changing society.  

Today, the FFA encourages members to develop unique talents and explore their own 

interests and careers within the field of agriculture. This changing mission and a shift in the 

American population also led to the organizational name change in 1988 from the Future 

Farmers of American to the National FFA Organization (Mercier, 2015). The name changed to 

reflect the new American student population and the fact that most new members were not 

intending to become future farmers. Thanks to the many agricultural advancements that occurred 

during this time period, most individuals did not have to enter the field of agriculture unless that 
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was their passion and career goal. Students were beginning to focus on new career areas in 

agriculture including agricultural science, technology, and leadership.  

 The FFA continued to grow throughout its history and received a Congressional charter 

in 1950, which was also referred to as Public Law 81-740. This charter helped to strengthen the 

connection between the FFA and agricultural education courses in secondary schools throughout 

the United States. This was a critical piece of legislation because it allowed FFA to be 

considered an intra-curricular program instead of extra-curricular like most other school clubs 

and sports. This officially made FFA a part of agricultural education and an essential experience 

for all students enrolled in these courses. Today the National FFA Organization has 

approximately 650,000 members registered in 7,665 chapters (Mercier, 2015). The overall 

growth and development of the National FFA Organization is outstanding and it has been 

continuing to grow despite major shifts and changes within the agriculture industry.  

 The National FFA Organization strives to instill leadership and provide personal 

development opportunities for all members across the country. Leadership is very important in 

today’s global marketplace and will be essential for the future of all members. Leadership is “the 

process of persuasion or example by which an individual induces a group to pursue objectives 

held by the leader or shared by the leader and his or her followers” (Gardner, 1990, p. 141). 

Maxwell (1993) provided a much more simplistic definition of leadership and referred to it as 

influence. Leaders make a difference in their communities, families, and employment (Kouzes & 

Posner, 2002). The FFA provides educational experiences for students to help them to learn 

leadership skills, which will assist in these areas. It is important to understand that leadership can 

be taught and learned systematically (Kouzes & Posner, 2002). Some individuals argue that 

leaders are born, however research indicates that it is more about practice and self-reflection than 
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genetics (Bennis, 1989). This has led to the development of a curriculum geared toward 

providing quality leadership experiences for students. The National FFA Organization strives to 

ensure that all students have these opportunities so that they can learn the skills necessary to 

become an effective leader.  

The FFA is a unique educational opportunity for students that extends education far 

beyond the walls of the classroom.  Students are provided with experiential learning 

opportunities that provide experiences in leadership, group dynamic, influence, and goal 

setting/attainment. The development of these skills assists students in becoming community 

leaders throughout the country.  Communities of informed consumers and leaders in agriculture 

assist in the spread of agricultural literacy and accomplishing the overall goals and initiatives of 

agricultural education. Student development is a key component of the mission of the National 

FFA Organization and provides students with many critical leadership skills including 

interpersonal skills, confidence, character development, decision-making, healthy choices, and 

much more. These key leadership skills not only provide quality educational experiences for 

students enrolled in agricultural education, but they also prepare students for a successful future 

in a global marketplace (Phipps et al., 2008). FFA is the most effective component of the total 

agricultural education program in regards to preparing students for a successful future and career 

(Staller, 2001). This is due to the fact that the FFA seeks to equip students with the leadership 

skills necessary for future success and provides them with the experiences necessary to fully 

develop these skills.   

Successful FFA chapters provide many unique educational experiences for students 

enrolled in agricultural education. These program must be strong in a variety of areas including 

FFA knowledge, membership diversity, shared member responsibility, capable officers, 
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challenging program of activities, workable constitution and bylaws, proper equipment, regular 

chapter meetings, adequate financing, and school/community support. An active chapter will 

seek to improve these areas, which are necessary for growth and development. Successful 

chapters require participation from active members who are involved in all areas. Chapter 

members should be provided with opportunities to participate in activities and offer new ideas. 

This will help to establish enthusiasm among members, which will ultimately lead to successful 

programs and a healthy chapter. A combination of challenge, work, fun and rewards helps to 

foster increased member involvement along with overall growth and development (Phipps et al., 

2008).   

 FFA members are provided with many different educational outlets to develop and 

sharpen key leadership and career skills. One of the educational opportunities that allows 

students to apply what they have learned in the classroom in a real-world experience is called a 

career development event (CDE). These are typically competitive events where student will put 

their knowledge and skills to the test as they compete against FFA members from other schools 

in the same content area. CDEs provide students with excellent experiential learning 

opportunities that are necessary for leadership development and future career success. These 

events support the learning that is taking place in the agricultural courses, while also 

demonstrating the importance and relevance of academic integration in agriculture. Each event 

has some level of academic integration, which allows students to make critical connections 

between academic learning and real-world application (National FFA, 2016b).  

These events also provide a unique opportunity to work closely with academic content 

areas and teachers to show students the relevance of what they are learning in a cross-curricular 

format. This is important for students and it also provides more rigor and relevance to the 
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agricultural course. These events test the knowledge and skills of students, both individual and 

on teams, in twenty-four agricultural career areas that includes everything from public speaking 

to welding. While each event may be different in content area, all students will be provided with 

experiential learning opportunities in the development of critical thinking skills and 

communication ability, which will prove valuable to their future as they enter a competitive and 

ever changing workforce (National FFA, 2016c). 

The National FFA Organization also prepares youth to become advocates and leaders in 

agriculture by providing an opportunity to serve the organization as an officer. FFA officers, at 

all levels, are essential to the function and leadership of the organization. Members have the 

opportunity to seek an officer position in the organization at all levels from the local to national 

level. This position provides students with the opportunity to develop key leadership skills and 

learn how to effectively work with a team. There are six constitutional officers in the FFA, but 

states and local chapters have the ability to add additional positions as necessary to accomplish 

local needs. Officers in the FFA learn to lead by example and encourage fellow members to be 

involved in programs/meetings, travel opportunities, and competitions. Officers should have the 

intrinsic motivation to be a leader, be responsible, and be willing to work with others to 

accomplish shared goals (National FFA, 2016d). Officer positions are another way that the FFA 

provides educational experiences for students that will help them to be successful in the future. It 

also provides further hands-on learning opportunities for those students who are interested in 

agricultural leadership.  

The National FFA Organization prepares students for successful futures in leadership and 

public service. A significant number of past FFA members have gone on to be influential leaders 

from the local to the national level. These individuals utilized the knowledge and leadership 
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skills that they learned in the FFA to make a positive impact on society. Former members of the 

FFA that have gone on to make significant leadership contributions include former President 

Jimmy Carter, senators, representatives, governors, astronauts, and educational leaders (Brannon, 

Holley, & Key, 1989). The FFA provides students with many leadership skills that will aid in 

future success including public speaking skills, effective decision-making, interpersonal 

relationships, resource management, and teamwork (Rutherford, Townsend, Briers, Cummins, & 

Conrad, 2002). These skills will be valuable for students throughout their careers and help them 

to become leaders in agriculture or any sector of their choosing.  

 Travel opportunities and leadership conferences through the FFA are a critical 

component of youth leadership development. Leadership events can either be date specific 

events such as conventions or conferences that occur annually and throughout the year. 

Conferences and conventions are typically held on the state and national level, which provides 

students with the opportunity to travel and meet new people. There are even leadership 

opportunities for students to travel to other countries. These experiences are a fundamental 

component of the National FFA Organization and provide students with excellent leadership 

development opportunities (Phipps et al., 2008).   

 FFA membership occurs at a unique stage of life for student learners. It is important to 

understand students and their unique developmental stage in order to effectively recruit and 

involve students in the FFA. Students join FFA during one of the most challenging stages of life 

where their need for sense of belonging, intimacy, and love are enhanced (Croom & Flowers, 

2001). A sense of belonging becomes critically important as a student progress through the 

stages of life (Maslow, 1943). The FFA provides an opportunity for students to secure a position 

within a group and satisfy many emotional and developmental needs. By understanding the 
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developmental needs of students, teachers and individuals within the field of agricultural 

education can better provide experiences for students that are specifically tailored to their unique 

needs.  

 The National FFA Organization provides students with many experiences and skills that 

will prove valuable to their future. The experiences that a student has in the FFA will ultimately 

affect their perception of agricultural education and their decision to continue enrollment. FFA 

experiences in middle school agricultural education served as a variable within this study 

because it plays a critical role in a student’s overall experience in middle school agricultural 

education. This study described the teacher’s perception of the experiences in the middle school 

agricultural education curriculum and the relationship to secondary enrollment. FFA experiences 

are part of middle school agricultural education and were described in relation to secondary 

enrollment. There is currently a lack of research regarding middle school agricultural education 

experiences in the FFA and how they relate to secondary enrollment. This study also sought to 

fill the research gap and make efforts to answer the research question/objectives.  

Supervised Agricultural Experience 

 Supervised agricultural experience (SAE) programs are a fundamental component of 

agricultural education courses across the country. SAE is defined as “the application of the 

concepts and principles learned in the agricultural education classroom in planned, real-life 

settings under the supervision of the agriculture teacher” (Talbert, Vaughn, Croom, & Lee, 2007, 

p. 418). An SAE provides further educational value by connecting theory to application. SAEs 

provide students with hands-on learning opportunities that focus upon their individual interests in 

agriculture. This educational experience allows students to apply what they have learned in the 
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classroom to a real situation. This process helps to reinforce what is taught in the classroom, 

while also teaching skills that can only be learned in an experiential setting (Phipps et al., 2008).  

“SAE programs consist of planned, sequential agricultural activities of educational value 

conducted by students outside of class and laboratory instruction” (Phipps et al., 2008, p. 438). 

SAE programs should be both cumulative and relevant to the specific educational goals of the 

student. It is intended for all students to have an approved SAE and that is why it has maintained 

its position as one of the three components of the agricultural education program (Phipps et al., 

2008).  

 The origin of the SAE can be linked to Stimson’s home project method, which was 

implemented in the early 1900s prior to the passage of the Smith-Hughes Act (Hillison, 1986). 

Stimson maintained a belief that students could not simply learn by sitting in an agricultural 

classroom. This belief was further justified by the fact that most programs did not have adequate 

supplies and resources for everyone in the class to be involved at all times. He felt that students 

should have experiential learning opportunities so that they could link coursework to economic 

and global relevance (Stimson, 1919).  

 Stimson proposed that students would utilize home farms and equipment in order to carry 

out specific tasks and educational initiatives/goals. Throughout the project, students were 

expected to keep accurate records regarding invested time and money, as well as any returns on 

investment. The overall goal was for students to build upon the previous years work and 

experience. Therefore, the projects would become more involved and increase in scope 

throughout their secondary education. Stimson also intended for the project to be a family 

endeavor that would ultimately disseminate new agricultural methods and knowledge to families 

throughout the community. The agriculture educator also had a key role in the development and 
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execution of a quality home project. Teachers were to make regular home visits to monitor 

student progress and also to offer support and guidance. This process provided students with a 

unique opportunity to apply what they were learning in class to their own farms at home 

(Stimson, 1919). While the home project method has changed over the years, the fundamental 

components and rationale for the project remains the same. Stimson had a vision for the home 

project method and it has remained a critical component of agricultural education throughout 

history.  

 The famous philosopher John Dewey developed the idea that education should be based 

upon personal experiences specific to the individual learner. Therefore, Dewey challenged 

educators to work toward providing unique educational experiences for students that were 

tailored to meet their individual learning needs (Dewey, 1938). Agricultural education responded 

to this new philosophy by implementing supervised agricultural experience programs across all 

programs (Phipps et al., 2008). SAE programs have changed over the years but the fundamental 

nature of the experience remains the same.  

The Vocational Education Act of 1963 was designed to encourage off-farm SAE 

programs and foster new innovative types of SAE programs. However, the wording of the Act 

seemed to de-emphasize the need for SAE inclusion in agricultural education programs (Boone, 

Doerfert, & Elliot, 1987). This caused a decline in the participation of SAE programs, which has 

continued to drop (Moore, 1979). For this reason, along with others, SAE quality and overall 

participation have dramatically changed since its first inclusion (National Research Council, 

1988). However, SAE still maintains an equal portion of the agricultural education three-ring 

program model and is an effective educational experience for students enrolled in agricultural 
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education courses. All students are expected to have some level of involvement in an approved 

SAE program during their enrollment in agricultural education (Phipps et al., 2008).  

 SAE programs provide students with an experiential learning approach within the field of 

agriculture. The educational experience that students have in their SAE programs can be linked 

to Kolb’s experiential learning model as well as the educational philosophy of John Dewey 

(Phipps et al., 2008). Kolb believed that educational experiences should provide opportunities for 

students to develop their own knowledge and understandings. This led to the development of 

Kolb’s experiential learning model which identifies a cyclical learning process where learners 

move from concrete experience to reflective observation, abstract conceptualization, active 

experimentation, and then back to some new unique concrete experience that begins the process 

over again (Kolb, 1984). Kolb’s experiential learning model shares many similarities to Dewey’s 

educational philosophy specifically in the areas of reflective learning methods, problem solving 

skills, and the utilization of the scientific method (Dewey, 1938). SAE programs continue to 

incorporate many of the aspects of these two educational philosophers. Experiential learning is 

the foundation of every SAE program and will continue to be a cornerstone for the educational 

experiences that each student will have in their program.  

 SAE involvement assists students in a variety of different academic and economic areas 

beyond their immediate direct benefit from the experience. Studies have shown a positive 

relationship between SAE involvement and overall student achievement in other areas (Cheek, 

Arrington, Carter, & Randell, 1994; Noxel & Cheek, 1988). Specifically, SAE involvement has 

shown to increase student achievement in the area of science (Ramsey & Edwards, 2004). SAE 

programs also have a positive influence on agricultural education enrollment and FFA 

membership (Retallick & Martin, 2008). Several studies indicate that SAEs have a positive 
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impact on the local economy and provide a positive return on investment (Retallick & Martin, 

2005; West & Iverson, 1999). SAE programs are critical experiential learning opportunities for 

students enrolled in agricultural education courses that provide benefits far beyond the 

experience itself.  

 The SAE program has evolved over the years and now incorporates programs in four 

unique areas including ownership/entrepreneurship, placement, exploratory, and research (Figure 

1). Students determine what area they want to focus on based upon their own individual interests 

and learning needs.  

 
Figure 1. Types of SAE Programs and Settings Where Students May Gain Supervised 

Experience (Phipps et al., 2008).  

 

SAE programs are a critical component of any effective agricultural education program and 

provide a necessary link between classroom experiences/theories and application (Figure 2). 

SAE programs allow student to apply what they have learned in the classroom and make critical 

links between academics and real-world application. This connection is essential in establishing 

rigor and relevance within the agricultural education program. This also assists in the true 
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understanding of classroom concepts, which will remain with the student far beyond their 

secondary education (Phipps et al., 2008).  

 
Figure 2. SAE Programs Blend Theory and Experience (Phipps et al., 2008).  

 

Student involvement with their SAE provides many benefits that will foster future success 

including:  

development of decision–making skills, including career and personal choices, improved 

self–confidence and human relation skills, application of knowledge learned in the 

classroom, knowledge of a variety of occupations and careers, development of time 

management and record–keeping skills, document of experience needed on job 

applications, discovery of areas of personal interest, practice of responsibility and 

development of independence, and development of pride through personal 

accomplishment. (Talbert, et al., 2007, p. 420– 421) 

 Research indicates a weakness surrounding student participation in SAE projects or 

programs (Dyer & Osborne, 1995). Studies also indicated that many students participate in a 

wide variety of SAE projects, but the majority fail to combine them to form a specific SAE 

program (Phipps et al. 2008). Several factors have been identified as potential causes of lack of 

SAE participation including lack of teacher time, lack of facilities, decrease in student 

desire/participation, student dislike for maintaining records, student participation in other 
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activities, and economic factors (Foster, 1986). Another issue with student participation in SAE 

is the connection to their future plans and their rationale for being in an agriculture class. Many 

students enroll in agricultural courses to learn about agriculture and have no specific plans to 

pursue careers related to entrepreneurial or placement SAE programs. This often means that 

students lack the connections and resources to easily develop and carry out a successful SAE 

program without extensive teacher support and time investment (Phipps et al., 2008). While most 

agricultural teachers support the effective implementation of SAE programs, may have 

significant difficulty with student participation and successful programs (Osborne, 1988).  

 Teachers must implement strategies for the development of quality SAE programs. This 

requires the understanding of the changing nature of agriculture and being open to new models 

of SAE programs. With the majority of today’s students lacking a production agriculture 

background, there is a greater need for nonproduction-oriented SAE programs. This situation is 

further complicated by the fact that these newer types of SAE programs are generally harder to 

plan and facilitate than traditional production programs. Teachers must plan carefully to ensure 

high-quality SAE programs among all students regardless of the selected type. Five 

characteristics have been identified in the development of high-quality SAE programs including 

(1) connecting classroom instruction to real application, (2) program experiences must be 

programmatic, (3) program must motivate students to learn, (4) program supervision is required, 

and (5) programs must be evaluated. These characteristics are essential in student motivation and 

enthusiasm regarding SAE programs. This enthusiasm is critical in the successful 

implementation and acceptance of SAE programs within the agricultural education curriculum. 

Students must view SAE programs as a fun and interesting educational opportunity, instead of an 

academic punishment or negative aspect of being in an agriculture class (Phipps et al., 2008).  
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 Student motivation has been identified as the most critical component in the development 

of successful SAE programs. Students have indicated that SAE programs tend to feel more like 

homework than a voluntary educational experience. However, research has demonstrated that 

student interest drastically improves when teachers instruct students on the potential and value of 

a successful SAE program at the beginning of the process (Phipps et al., 2008). The number of 

classroom hours spent on SAE instruction and the utilization of SAE examples in class has a 

positive relationship with SAE program quality among students (Case & Stewart, 1985; Gibson, 

1988). Teachers should begin instruction on SAE programs early in the semester and provide 

students with systematic instruction on SAE programs so that students understand the true 

educational value. Teachers can also use a variety of other strategies to increase student 

motivation including student involvement in planning SAE programs, positive reinforcement, 

recognition of SAE accomplishments, and taking a personal interest in student SAE programs.  

 Agricultural education teachers play a critical role in the development of successful SAE 

programs (Dyer & Osborne, 1995). Teachers must be willing to put in the time to plan, 

supervise, and evaluate student SAE programs. Teachers have reported SAE programs as one of 

the most difficult areas of agricultural education to successfully teach and implement. Teachers 

further identified record keeping and finding time to adequately supervise SAE programs as 

barriers (Miller & Shield, 1984). It is important for teachers to incorporate all stakeholders of the 

SAE program in order for it to be successful including local school administration, 

parents/guardians, students, and other involved stakeholders as it pertains to the type of SAE.  

It is important for school administrators to understand the role and value of SAE 

programs in agricultural education. Teachers should present the experiential learning value of 

these programs and the fact that effective implementation of programs will occur outside of the 
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classroom and the normal school day. Teachers should also work closely with parents of students 

to help them understand the full benefit of SAE programs and the connection to the agricultural 

education curriculum. Parents have often viewed SAE programs as an intrusion on both family 

time and privacy due to the nature of the educational experience, time, and supervision required. 

However, proper education for students and parents will ultimately lead to enthusiasm and 

support for the program. Teachers must also work closely and build lasting relationships with 

employers and stakeholders outside of the school environment that will be working with 

students. These individuals need to understand the rationale behind SAE programs and ensure 

that students are being provided with the best possible learning experience. By working with 

each group of stakeholders, teachers can further assist in the successful implementation of SAE 

programs that will provide the best experiential learning experience for students (Phipps et al., 

2008).  

Supervised agricultural experience programs provide students with many experiences that 

enhance their classroom learning, as well as providing them with skills that will benefit them far 

beyond their secondary education. The experiences that students have with their SAE program 

will have an impact upon their perception of agricultural education their subsequent decision to 

continue enrollment. SAE programs in middle school agricultural education served as a variable 

within this study because it plays a crucial role in a student’s overall experience in middle school 

agricultural education. This study described the teacher’s perception of the experiences in the 

middle school agricultural education curriculum and the relationship to secondary enrollment. 

SAE experiences are part of middle school agricultural education and were described in relation 

to secondary enrollment. There is currently a lack of research regarding middle school 
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agricultural education SAE experiences and how they relate to secondary enrollment. This study 

also sought to fill the research gap and make efforts to answer the research question/objectives. 

Classroom/Laboratory Instruction 

 Classroom and laboratory experiences in agricultural education provide students with a 

fundamental understanding of the agriculture industry, while also integrating core academic 

concepts throughout the curriculum. Today’s agricultural education courses prepare students to 

enter a global marketplace with the knowledge and skills necessary to be successful (Phipps et 

al., 2008). The classroom is the backbone of a successful agricultural education program and 

provides students with the instruction necessary to take advantage of the other components of 

agricultural education. All students in agricultural education programs will have quality 

classroom and laboratory experiences, which is why it is an essential component of the 

agricultural education model.  

 Agricultural Education courses have changed over the years to meet the demands of 

society along with the shifts in learner needs. The students that are in today’s agricultural 

education courses are much more progressive than in the past and societal/learning needs have 

changed drastically with advancements in communication and technology access (Caton-Rosser, 

Looney, & Schneider, 2014). This means that students now require high-level cognitive learning 

and a much more personalize instructional design (Roberts, Harder, & Brashears, 2016). Student 

interests and motivation for learning have also changed over the years and it is important to 

understand and appropriately address these learning needs (National Research Council, 2009). 

Students do not have one simple learning style that they use at all times and styles shift over time 

alongside society changes (Roberts, Harder, & Brashears, 2016). Today’s students tend to utilize 

a blend of different learning styles, which are dependent upon their individual motivations and 
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interest in the subject/content (Richlin, 2006). It is important to understand how student learning 

has shifted over the years so that educators can design effective instruction in agricultural 

education courses that will best meet the learning needs of each student.  

 Agricultural education courses have placed a heavier emphasis on academic integration 

in recent years. This new emphasis is partially due to an increase in mandated standardized 

testing along with increased graduation requirements. This educational shift has created the need 

to establish more relevance and rigor among agricultural education courses. Agricultural 

programs have greater competition with other elective and academic courses than they did in the 

past. The course competition that is happening at the secondary level is also being driven by the 

increase in college entrance requirements. Therefore, it is essential that classroom/laboratory 

experiences provide students with opportunities to develop their resume and procure skills that 

will contribute to their post-secondary educational plans. This will be essential in recruiting and 

retaining quality students while also ensuring that they are adequately prepared for their future 

and a global marketplace.  

 Science integration is a cornerstone of a quality agricultural education program. 

Agriscience courses help students make critical connections between scientific concepts and real 

application. Science is naturally embedded within the agriculture curriculum and must simply be 

extrapolated by the teacher and presented systematically to the class. “Agriscience is instruction 

in agriculture emphasizing the principles, concepts and laws of science and their mathematical 

relationship supporting, describing, and explaining agriculture” (Buriak, 1989, p. 18). 

Agriscience laboratory activities provide students with the opportunity to construct scientific 

knowledge, skills, and value through hands-on learning experiences (Warner, Arnold, Jones, & 

Myers, 2006). Agricultural educators must be have a basic understand of the scientific principles 
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necessary to facilitate an educational environment, which will help students utilize the scientific 

method and develop inquiry skills (Enderlin & Osborne, 1992). The integration of math and 

science in agriculture courses adds rigor and relevance to the curriculum, which assists with 

positive program perception and increased course validation among students and parents.  

 Agricultural programs across the United States have developed and implemented plans to 

meet changing demands, while also ensuring the overall educational initiative of agricultural 

education. Johnson (1995) found that agricultural education teachers felt that integrating science 

concepts in agriculture would provide justification for science credit and increase overall 

enrollment. Teachers also felt that offering science credit in agricultural courses would prove 

valuable to the post-secondary plans of each student and promote a positive image of agricultural 

education programs. Science has been a fundamental component of agricultural education dating 

back to the passage of the Hatch Act (Budke, 1991).  

In recent decades, many key individuals including policy makers, educators, and 

employers have indicated their support for the integration of academic content in career and 

technical courses in an effort prepare students for a changing economy and job market (Stasz & 

Grubb, 1991). However, the key is to promote agricultural education and extrapolate the 

academic content that is imbedded within every lesson in a way that all students and parents can 

understand. This will allow all individuals involved in the educational process to understand the 

rigor and relevance of agricultural education courses and the positive impact they can have on 

student success far beyond their secondary education.   

 The brain-based theory provides justification for science integration in agricultural 

education courses. This theory maintains the idea that different disciplines are related to one 

another and share concepts that the brain can identify and sort accordingly (Caine & Caine, 
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1994). Evidence suggests that science integration in agricultural courses causes overall student 

performance in education to increase as well (Roegge & Russell, 1990). This provides a unique 

educational opportunity as almost every student in the United States takes a minimum of one 

career and technical education course during their secondary education and forty-three percent 

take at least three courses in a specific career cluster (Silverberg, Warner, Fong, & Goodwin, 

2004). This opportunity does not only apply to science, but all other academic subjects should be 

integrated as well. This level of enrollment in career and technical courses also provides the 

opportunity to connect reading and mathematic skills to real world application. Many of these 

academic areas are naturally embedded in agricultural courses and can enhance a student’s 

educational experience, while also further developing their resume and skills required for their 

post-secondary plans (Stone, Alfeld, Pearson, Lewis, & Jensen, 2005).  

 Academic integration is an inherit component of an effective agricultural education 

course and is recognized by the Georgia State Standards. This connection to academics is 

embedded in every agricultural course offered, which is presented in a student’s classroom and 

laboratory experiences. It is critical to gain an understanding of the subject area interest of 

students so that educators can design classroom instruction that meets the educational 

needs/desires of students, while also providing quality academic integration. This will assist in 

tailoring educational program in agriculture to the needs of the students, but it will also create a 

program that students will enjoy and will ultimately lead to greater enrollment and the potential 

to impact more students. This also assists in the overall goals and mission of agricultural 

education and leads to the development and promotion of a more agriculturally literate society. 

Classroom and laboratory experiences in agricultural education provide students with much more 

than knowledge of the agriculture industry and academic connection opportunities. These 
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educational experiences contribute to leadership development and personal growth, which will 

promote student success far beyond their secondary education. Classroom and laboratory 

experiences in agricultural education ultimately develop students into responsible citizens who 

can be competitive in a global economy and ever-changing workforce (Hughes & Barrick, 1993). 

 The teaching and learning process in agricultural education has been negatively affected 

by consistent pedagogical constraints including budget cuts, materials, and changing 

technological advancements (Roberts, Harder, & Brashears, 2016). The negative impact that 

these constraints have on the classroom and laboratory component of agricultural education 

cannot be ignored. However, there is little that can be done to remediate this issue quickly and 

therefore it is critical to explore other methods of ensuring that the classroom and laboratory 

component of agricultural education is still meeting the educational needs of students. This can 

be accomplished by ensuring that instructional programs in agricultural education are designed in 

such a way that rigor and relevance is a fundamental component of every course.  

 Agricultural education courses must be designed effectively in order to ensure that rigor 

and relevance is established. This means that each course should be designed to provide students 

with quality educational experiences that will ultimately contribute to their future success. 

Courses should be designed based upon the needs and activities of the local community. 

Teachers should follow a curriculum/course design process that employs a needs assessment, 

program objectives, and program evaluation. Each of these steps are essential in the effective 

design of courses in agricultural education that will be tailored to meet the changing needs of 

students and remain relevant within developing communities. The circular curriculum design 

process (Figure 3) demonstrates the steps and consistent evaluation of effective agricultural 

education courses and curriculum (Phipps et al., 2008).  
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Figure 3. Model for Planning Courses of Study in Agricultural Education (Phipps et al., 2008).  

 

 Quality learning in agricultural courses should help student to progress from lower-level 

educational experiences like rote memorization to higher-level cognitive abilities including 

interpretation, analysis, and evaluation abilities (Edgar, 2012). This type of educational 

experience should make the learner become part of the process of learning, instead of simply 

being the recipient of knowledge. It is critical for students to be able to apply what they have 

learned to similar situations in the future. This can only be accomplished by designing classroom 

and laboratory experiences where students have to solve complex problems by applying their 

current understanding of the situation and utilizing that knowledge to solve specific educational 

objects/complex problems (Roberts, Harder, & Brashears, 2016). This has become exceedingly 

important because today’s employers require employees to possess complex problem solving 

skills along with thinking, writing, and computing skills (National Research Council, 2009).  

 Technology has become a fundamental component of today’s generation of learners. 

Technology has both advantages and disadvantages when it comes to classroom and laboratory 
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experiences in agricultural education. Millennials are the first generation of learners that have 

had access to the Internet and advanced technology their entire lives (Taylor, 2014). This has 

contributed to a generation of learners that can be described as detached and unmotivated 

(Pintrich & Zusho, 2007). Networking with friends is important to today’s learners and it is 

important to understand this when designing classroom instruction. Therefore, classroom 

instruction in agricultural courses should be designed to provide students with meaningful and 

engaging educational opportunities that utilize their interests as an educational strength and not a 

weakness (Roberts, Harder, & Brashears, 2016).  

 It is critical to attract students to agricultural education programs in order to promote 

agricultural literacy, but to also meet the need of individuals working in agricultural science and 

technology. The agriculture industry is in critical need of a generation of individuals interested in 

food, fiber, and natural resources. This new generation of agriculturists will be tasked with the 

problem of figuring out how to meet the increasing demands of agriculture, along with 

increasing the food supply in relation to the growing population. Agricultural education courses 

are also tasked with the responsibility of educating those that do not understand the agriculture 

industry, thus contributing to a more informed society that will foster the support of agriculture 

and future initiatives (Mercier, 2015). This can only be accomplished through the design of 

effective classroom and laboratory instruction in agricultural education courses that is both 

beneficial and attractive to students. Agricultural education courses need to shift away from a 

passive form of teacher-centered instruction to an active student-centered instructional design 

(Arum & Roksa, 2011). The need for this shift in instructional design is caused by the learning 

needs of a new generation combined with an extremely diverse student population (Woolfolk, 

2010). It is critical to understand the learning needs and desires of the new generation of learners 
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and ensure that instruction in agricultural education courses is appropriately designed to 

effectively meet those needs.  

 The instructional design process in agricultural education is ultimately responsible for the 

subsequent effect that it has on student learning, interest, motivation, and matriculation. The 

“best teaching cannot be found in particular practice…but in the attitudes of the teachers, in their 

faith in their student’s abilities to achieve, in their willingness to take students seriously and let 

them assume control of their own education, and in their commitment to let all policies and 

practices flow from central learning objectives” (Bain, 2004, p. 78-79). This is important to 

remember when designing classroom and laboratory experiences in agricultural education. In 

order to develop a generation that is capable of meeting the challenges that the agriculture 

industry will face in the future, educators must design classroom instruction that will lend itself 

to long-term retention and application (Pense & Leising, 2004). The ability of student to apply 

what they have learned to solve complex problems in agriculture will be essential in meeting the 

increasing demands placed on the industry.  

 Classroom and laboratory instruction needs to be designed to meet the changing needs of 

today’s learners. This includes the determination of what students find valuable, interesting, and 

personally/professionally rewarding (National Research Council, 2009).  It is critical to 

understand that students do not have one learning style that is applied to all situations. Instead, 

learners have a variety of styles that change among generations and between various different 

educational experiences (Richlin, 2006). Therefore, it is important for an agricultural educator to 

shift from a traditional and direct style of teaching and pursue a more constructivist approach 

(Doyle, 2011). Students learn better when they are immersed in the learning process and 

construct their own knowledge with the aid of an expert facilitator of learning. The development 
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of a meaningful learning environment in agricultural education is essential in accomplishing the 

overall goals of the program. It is important to ensure that student learning styles and needs are 

appropriately considered in the design of quality classroom and laboratory experiences (Roberts, 

Harder, & Brashears, 2016). 

 Classroom and laboratory instruction is a fundamental component of any quality 

agricultural education program. It is a major contributing factor to student interest and the overall 

image of agricultural education. Therefore, it is essential to select the appropriate theoretical 

foundational and instructional design techniques that effectively meet the learning needs of every 

student. Quality instruction in agricultural education should incorporate the use of many different 

teaching approaches and theoretical foundations that will address the changing needs of a new 

generation of learners. Agricultural education has typically met this need by providing students 

with a variety of educational approaches/strategies, learning environments, and application 

opportunities (Phipps et al., 2008). However, it is increasingly important to ensure that these 

needs are being met appropriately and that agricultural education can keep pace with a changing 

society.  

 American society is constantly becoming more diverse and teachers must be able to 

understand the diverse learning needs of all students and be prepared to utilize strategies 

necessary to address a variety of ability levels, cultural backgrounds, learning styles, and 

interests. Throughout the history of education, there have been students who have had difficulties 

succeeding in traditional classroom and educational environments. Traditionally, these students 

were labeled as “special needs” and were removed from the normal classroom environment to 

receive individualized education (Phipps, et al., 2008). “Learners with special needs are defined 

as students who could benefit from adaptations to the learning environment” (Phipps et al., 2008, 
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p. 356). However, this created issues regarding self-concept and self-confidence among students 

who were removed for a specialized education. Students with these needs are no longer restricted 

to self-contained classrooms due to advancements in educational practices. More students qualify 

and receive individualized education due to increases in diversity of learners, a changing society, 

and improved methods for identifying educational needs. Therefore, teachers need to understand 

the diverse learning needs of students and understand how to appropriately and effectively meet 

their educational needs and goals (Phipps et al., 2008).  

 Learners with special needs are not limited to those individuals with specific learning 

difficulties. There are four categories of students with special learning needs including students 

with disabilities, gifted and talented students, culturally and linguistically diverse students, and 

students at risk for failure in school. Teachers need to be aware of these categories of student 

needs and implement specific adaptations to the curriculum in order to provide them with the 

most appropriate educational environment. Agricultural education teachers are in a position to 

have a positive impact on students with specialized learning needs. Agricultural educators and 

the curriculum provide a unique opportunity to get to know each learner and gain a better 

understanding of how to provide them with a successful learning environment. Often times, this 

will require adaptations to the teaching strategies used for each lesson to ensure that the needs of 

all students are being addressed (Phipps et al., 2008).  

 Agricultural education continues to attract a diverse population of students, which makes 

culturally relevant teaching a critical component of successful agricultural education programs 

(Phipps et al., 2008). “Multicultural education requires that educators not attempt to melt away 

individual differences of culture in a classroom, but rather acknowledge, celebrate, and 

accommodate such differences in teaching and learning” (Phipps et al., 2008, p. 361). Culture is 
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an important component of the teaching and learning process. Agricultural educators should 

understand the cultural norms and values of each student in the class so that instruction can be 

adjusted to best facilitate learning.  

 It is important for teachers to develop strategies for connecting with students to determine 

learning styles and educational needs. This includes an understanding of the stages of student 

development, including psychological development and sense of self. Agricultural educators 

typically work with students between the ages of eleven to eighteen who are at various stages of 

their psychosocial development. Agricultural education provides a natural environment for 

students to develop socially, a sense of self-worth, and advance toward the service of a larger 

purpose. Agricultural educators must understand the importance of meeting the diverse learning 

needs of students and its affect on the teaching and learning process (Phipps et al., 2008).  

 Classroom and laboratory experiences in Georgia middle school agricultural education 

courses provide students with quality instruction in various aspects of the agriculture industry, 

while also integrating academic subject areas including math, science, language arts, and social 

studies. Georgia performance standards for middle school agricultural education are designed to 

provide students with an understanding of the agricultural career pathways offered at the local 

high school. Middle school agricultural education is divided into three courses in a sequence 

from sixth to eighth grade. Middle school students typically enroll in an agricultural education 

course each year during their middle school education. Each course has different objectives and 

performance standards that should be mastered upon completion. Each course also focuses on 

specific areas of agriculture and incorporates a variety of different areas including FFA, SAE, 

agricultural history, Georgia agriculture, plant science, animal science, forestry, natural 

resources, leadership, agricultural careers, agriscience, agribusiness, and agricultural mechanics. 
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These courses assist in the development of an agriculturally literate society, while also promoting 

continued enrollment in secondary agricultural education programs (Woods, 2016). It is critical 

to understand the impact that these middle school courses have upon student interest and 

continued enrollment in agricultural education.   

 Middle school agricultural education exposes students to the many opportunities 

available in the agriculture industry. Providing agricultural education to students in middle 

school has the potential to substantially influence a student, ultimately shaping their career plans 

and future life decisions (Anderman & Maehr, 1994). Middle school learners are unique and 

must be recognized independently of other learners within agricultural education due to the 

nature of their learning style and needs (Merenbloom, 1988). Therefore, it is critical to ensure 

that the middle school agricultural education curriculum is designed to meet the developmental 

needs and specific interests of the learners (National Middle School Association, 2003). 

Curriculum design should account for the unique needs of this group of learners and the design 

of educational experiences must be done appropriately (Eichhorn, 1966).  

 Middle school agricultural education programs must be designed independently from 

other agricultural programs to ensure that the educational needs of this specific group of learners 

are being met (Rosetti et al., 1992). However, even with the importance that is placed on 

curriculum design in middle school agricultural education, only a few studies have investigated 

the unique needs of middle school agricultural education teachers as they design and implement 

the curriculum (Trexler & Hikawa, 2001). Studies have indicated that teachers need assistance 

when effectively integrating agricultural instruction in the classroom (Humphrey, Stewart, & 

Linhardt, 1994; Terry, Herring, & Larke, 1992). Therefore, research regarding the middle school 
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agricultural education curriculum, effective design, and implementation is essential in order to 

meet the educational needs of middle school learners.  

 The experiences that students have in the classroom and laboratory component will have 

an impact upon their perception of agricultural education their subsequent decision to continue 

enrollment.  Classroom instruction in middle school agricultural education served as a variable 

within this study because it plays a crucial role in a student’s overall experience in middle school 

agricultural education. This study described the teacher’s perception of the experiences in the 

middle school agricultural education curriculum and its relationship to secondary enrollment. 

Classroom/laboratory experiences are part of middle school agricultural education and were 

described in relation to secondary enrollment. The classroom/laboratory experiences, specifically 

related to the Georgia state standards, were described by the middle school agriculture educators 

regarding their perception of the importance of each standard and the level of competence that 

students have upon the completion of each standard. This helps ensure that the middle school 

agricultural education curriculum is designed to meet the educational needs and desires of the 

modern student. There is currently a lack of research regarding middle school agricultural 

education classroom/laboratory experiences and how they relate to secondary enrollment. This 

study also sought to fill the research gap and make efforts to answer the research 

question/objectives. 

Theoretical Framework 

Experiential Learning Theory 

 Kolb’s (1984) experiential learning theory (Figure 4) served as the foundational 

epistemology of this study. “The term experiential learning is a broad term, generally used by 

educators to describe a series of pragmatic activities sequenced in such a way that it is thought to 
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enhance the educational experience for the student learner” (Clark, Threeton, & Ewing, 2010). 

Experiential learning has always been a cornerstone of agricultural education and a guiding 

theory for curriculum design (Roberts, 2006; Knobloch, 2003). “Agricultural education has 

always had a strong orientation toward learning by doing, or experiential learning” (Zilbert & 

Leske, 1989, p. 1). However, experiential learning is more than just learning by doing and 

educational experiences must be structured so as to strengthen the connection between cognitive 

learning and life skills (Wulff-Risner & Stewart, 1997). Kolb maintained the idea that learning 

“is not the special province of a single specialized realm of human functioning such as cognition 

or perception” (Kolb, 1984, p. 31).  

 Experiential learning theory views learning as an integrated approach, which includes 

learner characteristics and the relationship with the individual experience (Kolb, 1984). 

Experiential learning is closely related to constructivism, which posits that learning is a function 

of developing meaning from experiences (Doolittle & Camp, 1999). Agricultural educators 

provide students with hands-on learning opportunities in order to facilitate a better understanding 

of content and to develop concrete critical thinking and problem solving behaviors (Mabie & 

Baker, 1996). This is evident through the variety of experiential learning opportunities provided 

to students in the agricultural education curriculum including travel opportunities, supervised 

agricultural experience programs, problem solving methods, and service-based learning (Roberts, 

2006). Experiential learning is a critical component of successful agricultural education 

programs because it engages students in the learning process and promotes critical thinking and 

problem based learning (Wozencroft, Pate, Griffiths, 2014).  
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Figure 4. Model of Experiential Learning Process (Kolb, 1984).  

 Kolb (1984) stated that learning is a “means for examining and strengthening the critical 

linkages among education, work and personal development” (p. 4). Experiential Learning Theory 

(ELT) presents two dimensions of learning where knowledge is obtained through experiences 

that have been grasped and transformed (Kolb, 1984). Experiential Learning Theory model 

(Figure 4) demonstrates two different methods of grasping experience including concrete 

experience and abstract conceptualization. The model also presents two methods of transforming 

experience including reflective observation and active experimentation (Kolb & Kolb, 2009).  

These two distinct dimensions of learning ultimately result in four forms of knowledge/learning 

styles including divergent knowledge, assimilative knowledge, accommodative knowledge, and 

convergent knowledge (Kolb, 1984). Experiential learning theory has consistently gained 

acceptance in educational settings and serves as valuable component of the modern teaching and 

learning process (Kolb & Kolb, 2006).  
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 Kolb’s experiential learning model is based upon theories of personal experience 

(Ausburn & Brown, 2006). The theory is based upon six propositions including: 

 1. Learning is best conceived as a process, not in terms of outcomes. To improve learning 

in higher education, the primary focus should be on engaging students in a process that 

best enhances their learning as a process that includes feedback on the effectiveness of 

their learning efforts. 2. All learning is relearning. Learning is best facilitated by a 

process that draws out the students' beliefs and ideas about a topic so that they can be 

examined, tested, and integrated with new, more refined ideas. 3. Learning requires the 

resolution of conflicts between dialectically opposed modes of adaptation to the world. 

Conflict, differences, and disagreement are what drive the learning process. In the 

process of learning one is called upon to move back and forth between opposing modes 

of reflection and action and feeling and thinking. 4. Learning is a holistic process of 

adaptation to the world and not just the result of cognition. Learning involves the 

integrated functioning of the total person thinking, feeling, perceiving, and behaving. 5. 

Learning results from synergetic transactions between the person and the environment. 6. 

Learning is the process of creating knowledge. (Kolb & Kolb, 2005, p. 194)  

 Kolb’s model (Figure 4) demonstrates that an experience grasped through apprehension 

and then transformed through intention ultimately results in divergent knowledge, while an 

experience grasped through apprehension and transformed through extension results in 

accommodative knowledge. Kolb also noted that an experience grasped through comprehension 

and transformed through intension would yield assimilative knowledge, while an experience 

grasped through comprehension and transformed through extension would result in convergent 

knowledge (Kolb, 1984). These unique learning styles are the result of several factors including 
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personality type, educational specialization, professional career, current job role, and adaptive 

competencies (Kolb, Boyatzis, & Mainemelis, 2001). In order to effectively facilitate learning, 

an experience must be grasped by the learner as well as be relevant and meaningful. Students are 

able to effectively transfer knowledge to long-term memory when experienced through an active 

learning process (Knapp & Benton, 2006).  

 Learning is a function of the tension between the four learning modes, which occurs in a 

cyclical process (Kolb & Kolb, 2005). Kolb believed that the learning process could begin at any 

stage of the cycle (Roberts, 2006). The flow of the model traditionally begins with a concrete 

experience, which initiates the learning cycle ultimately cycling back around to new concrete 

experiences and starting the process over again. While this process applies to all experiential 

learning, it is important to understand that all learners are unique and therefore may not follow a 

rigid flow. Kolb (1984) noted that, “the learning process is not identical for all human beings. 

Rather, the physiological structures that govern learning allow for the emergence of unique 

individual adaptive processes that tend to emphasize some adaptive orientations over others” (p. 

62). This means that an individual’s experiences, learning needs, and heredity play an important 

role in and individual’s preferred learning mode (Kolb, 1984). The original ELT model proposed 

only four learning styles, however this model has been expanded to nine (Figure 5), which 

provides a better description of the various learning preferences (Kolb & Kolb, 2005).  
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Figure 5. The Nine-Region Learning Style Type Grid (Kolb & Kolb, 2005). 

 Experiential learning is a critical component of agricultural education and is the 

foundational component for all three components of the agricultural education model. 

Agricultural education provides a natural environment for experiential learning and provides 

students with the opportunity to move beyond the classroom and into relevant agricultural 

contexts. The cyclical learning process of ELT provides an excellent framework to the existing 

agricultural education program model. The three components of agricultural education align with 

the learning modes presented in the ELT model. Classroom/laboratory instruction closely aligns 

with the abstract, FFA aligns with concrete and reflective components, and SAE can be viewed 

as the field project and converging aspect. Agricultural education naturally provides students 

with experiential learning opportunities in all learning modes through participation in the three 

components of agricultural education (Baker, Robinson, & Kolb, 2012).   
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 Experiential learning in agricultural education requires consistent support from the 

instructor. Teachers are responsible for guiding and facilitating the experiential learning process. 

The agricultural educator must help students to connect the experience to a student’s prior 

knowledge and personal interests. Many teachers fail to realize the importance of the connection 

between the teacher and the experience. Often times, too much focus is placed on structuring the 

experience and not enough on properly facilitating it. Agricultural educators play an important 

role in each phase of the learning process from concrete experience to active experimentation 

and ultimately to another concrete experience. Teachers must support students throughout this 

learning process in order for it to be effective. This also means that teachers must purposefully 

design the curriculum in order to provide students with the experiences necessary to initiate the 

learning process. While ensuring a curriculum centered around experiential learning may be 

more time consuming, in the end it will yield better learning environment for all learners. Often 

times, teachers design a curriculum focused on objectives and standards rather than experiences. 

This causes a decrease in active student learning and will ultimately result in a student who is 

able to pass a test, but will forget the content upon completion. The agricultural education 

curriculum naturally lends itself to experiential learning and this advantage and strength should 

not be ignored in the curriculum design process (Baker, Robinson, & Kolb, 2012).  

 Throughout the history of agricultural education, many individuals have felt that SAE has 

been the primary experiential learning component (Benson, 1981). However, Kolb maintains the 

foundation that all learning is experiential and therefore is critical in all areas of agricultural 

education (Kolb, 1984). Experiential learning lends itself to inclusion in all three components of 

agricultural education, which is evident in the comprehensive model for secondary agricultural 

education (Figure 6). The authors of this model were not attempting to create or promote a new 
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model for agricultural education, but instead were demonstrating the role of experiential learning 

in all three components of agricultural education. This model demonstrates the cyclical learning 

process found within each component of agricultural education and how each component 

interacts to provide a student with a complete experiential learning experience in agricultural 

education (Baker, Robinson, & Kolb, 2012). 

 

Figure 6. Comprehensive Model for Secondary Agricultural Education (Baker, Robinson, & 

Kolb, 2012). 

 

 The foundation for the model (Figure 6) is the belief that experiential learning is a part of 

the three components of agricultural education. It is important for agricultural educators to 

understand the ELT in order to be able to effectively design curriculum and ensure that 

appropriate experiences are being provided to students on a consistent basis. Experiential 

learning is more important for today’s youth than ever before. Modern students are taught to 

focus upon concept/standard mastery so that they can pass a standardized test. Experiential 

learning opportunities in agricultural education help students to make critical links between 

academic learning and real-world application. Experiential learning opportunities should be 

provided to students in all three components of agricultural education and not disproportionately 



 83 

over emphasized in the FFA/Leadership component. Student learning experiences in the SAE 

component are critical in the overall learning process and preparation of students for future 

success (Spiess, 1992). The SAE component of agricultural education allows students to apply 

their knowledge to real experiences, which is critical for their post-secondary education or 

employment (Danneberger, 1994). This application will help student to become problem solvers, 

instead of test takers and will ultimately better prepare them for entry into a global and 

competitive workforce (Baker, Robinson, & Kolb, 2012). Knobloch (2003) stated that, 

“Agricultural educators who engage students to learn by experience through authentic pedagogy 

will most likely see the fruits of higher intellectual achievement, not only in classrooms and 

schools, but more importantly, in their roles as adults as contributing citizens of society” (p. 32).   

 There are many prominent theories that support and define the context of experiential 

learning. Roberts (2006) stated, “theory purports that the learning process is not independent 

from the context in which it occurs” (p. 23). Vygotsky’s (1978) socio-cultural theory maintains 

the belief that learning must include a complex interaction between the learner and his/her 

environment. Vygotsky believed that cognition occurred twice, once at the social level, followed 

by the individual level. This belief is in agreement with Kolb’s complimentary process of 

apprehension/comprehension and assimilation/accommodation (Kolb, 1984). Experiential 

learning is also supported by the situated learning theory, which indicates that learning occurs in 

a social world. Situated learning theory identified learning as a process of active observation and 

participation in the social system (Lave & Wenger, 1991). Dale (1946) presented the cone of 

experience to indicate that experiences occur in a variety of levels from concrete (direct) to 

abstract (verbal symbols). Joplin (1981) presented an experiential learning cycle that identified a 

continuum of experiences from mini to maxi. This continuum of experiential learning 
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demonstrated the range of experiences from a small quick experience to an entire curriculum 

design. Steinaker and Bell (1979) presented a taxonomic sequence to describe the outcomes of 

experiential learning through five experiential learning objectives including exposure, 

participation, identification, internalization, and dissemination. Each of these prominent theories 

defines and supports the context of experiential learning, however there is a great deal of 

variability regarding the exact meaning (Roberts, 2006). These differences are evident in the type 

of educational setting, which includes education activities from formal (classrooms 

learning/planned) to informal (incidental learning/unplanned) (Etling, 1993).  

 Roberts (2006) developed the model of experiential learning contexts based upon the four 

dimensions of prominent theories that support experiential learning. The model was based upon 

the four dimensions of level, duration, intended outcome, and setting (Figure 7). 

 

Figure 7. Model of Experiential Learning Contexts (Roberts, 2006). 

The model of experiential learning contexts (Figure 7) is based upon the prominent theories that 

define the context of experiential learning including Dale’s Cone of Experience, Joplin’s Scope 
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of Experiential Learning, Steinaker and Bell’s theory of intended outcomes, and the variability of 

educational settings in which experiential learning can occur (Dale, 1946; Joplin, 1981; Steinaker 

& Bell, 1979, Etling, 1993). Experiential learning is a major component of agricultural education 

programs and is a theory-based cyclical learning process that requires an active learning process 

between a learner and the experience (Roberts, 2006).  

 Smith (2001) described experiential learning as the “sort of learning undertaken by 

students who are given a chance to acquire and apply knowledge, skills and feelings in an 

immediate and relevant setting” (p. 1). This context of experiential learning closely aligns with 

the philosophy of agricultural education and can also be applied to all learning environments 

(Knobloch, 2003). Students in agricultural education apply the knowledge and skills from their 

courses to solve complex problems within the industry. The experiential learning process 

requires an experience followed by sharing, process, generalization, and application (Mowen & 

Harder, 2005). This learning process involves a direct experiential encounter with a learning 

event, instead of applying a passive thought process (Figure 8). This includes active engagement 

from the student as opposed to a teacher-centered approach, which typically does not incorporate 

planned student interaction in the learning process (Borzak, 1981).  

 
Figure 8. Experiential Learning via a Direct Educational Encounter (Borzak, 1981). 
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 Houle (1980) described experiential learning as a student’s reflection on involvement 

within everyday life (Figure 9). This is a less structured approach to the experiential learning 

model and can be viewed as a life-long learning process. This context of experiential learning 

represents learning as a function of the natural day-to-day experiences in life. It is also important 

to note that there are some forms of planned teaching strategies that utilize this type of 

experiential learning (Clark, et al., 2010).   

 

Figure 9. Experiential Learning Throughout Life (Houle, 1980).  

 Experiential learning has multiple contexts, which are identified in several prominent 

theories of experiential learning. However, the direct educational encounter that has had the 

greatest impact on agricultural education is found within David Kolb’s experiential learning 

theory (Clark et al., 2010). Experiential learning is more than just an educational method, lecture, 

or discussion. It is a way of organizing educational experiences so that students are able to 

establish organic connections between what they have learned and how it is applied. ELT is a 

method of curriculum development and delivery method that switches the learning environment 

to student–centered, rather than teacher-centered. Experiential learning is the best educational 

method by which to manage, direct, and facilitate student learning in agricultural education 



 87 

(Briers, 2005). Experiential learning influences student perception and serves as a connection 

between classroom learning and the rest of the world (Horwood, 1995). It also increases critical 

thinking and provides students with a greater sense of responsibility (Griffin, 1992). “When 

learning is conceived as a holistic adaptive process, it provides conceptual bridges across life 

situations such as school and work, portraying learning as a continuous, lifelong process (Kolb, 

1984, p. 32).  

Conceptual Model 

 

Figure 10. Conceptual Model Demonstrating the Interconnected Relationship Between 

the Curriculum/Experiences in Middle School Agricultural Education and the 

Relationship to Secondary Enrollment. 

 

 The conceptual model for the study (Figure 10) identifies the three components of middle 

school agricultural education and demonstrates the interconnected nature and subsequent 
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relationship to secondary enrollment. The components presented in this model are consistent 

with the most predominant model of agricultural education, which includes the interrelationships 

between classroom and laboratory instruction, supervised agricultural experience, and FFA 

(Phipps & Osborne, 1988). The conceptual model for this study demonstrates the importance of 

the three components of middle school agricultural education and how they can ultimately shape 

a student’s perception of agricultural education, which contributes to secondary enrollment 

decisions. The model for this study operates within Kolb’s experiential learning model, which 

served as the theoretical foundation for the study. This foundation indicates that experiences 

within each component of middle school agricultural education is a cyclical process, which 

contribute to the overall experience and perception of agricultural education as a whole. It is 

important to understand and evaluate the middle school agricultural education curriculum, 

including all three components of agricultural education, to ensure that it is meeting the needs of 

the modern student. This is critically important because it will ultimately impact their perception 

of agricultural education, thus affecting their subsequent secondary enrollment decision.  

 This study primarily focused on an evaluation of the middle school agricultural education 

curriculum as perceived by middle school agriculture educators. This provided a better 

understanding of whether or not the current curriculum was meeting the educational needs of the 

modern learner. However, this study also provided teachers with the opportunity to indicate their 

perception of the middle school agricultural education experiences that have the greatest 

influence upon secondary enrollment decisions upon completion of the middle school program. 

This provided an evaluation of current middle school agricultural education programs in regards 

to the three components of the complete program indicated in the conceptual model above, with 

specific focus on the curriculum standards. Data collected from this study assisted in determining 
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areas of the middle school curriculum that need attention, possible reconstruction, or teacher 

professional development. The data also provided a list of middle school agricultural education 

experiences that influence secondary enrollment as perceived by the teachers. These data can be 

used to ensure that programs are designed to meet the educational needs of students, which will 

lead to enhanced educational experiences, perception, and enrollment as students transition from 

the middle school to the high school. This model served as the foundation for this study and each 

component it contains is further analyzed and evaluated in the respective literature and 

theoretical sections of this manuscript.  

Chapter Summary 

 The purpose of Chapter 2 was to present and provide a detailed description of the 

literature base, theoretical, and conceptual frameworks that served as a guide for this study. The 

chapter provided an in-depth evaluation of relevant literature that contributed to the overall study 

design. The literature detailed in this chapter was primarily focused on the three components of 

agricultural education including SAE, FFA, and classroom/laboratory instruction as they pertain 

to enrollment and curriculum design/evaluation.  

 Agricultural education prepares students with the knowledge and skills necessary to enter 

into a global economy and workforce. This is accomplished through experiences that help 

students connect academic learning with real-world application through an experiential learning 

approach. There is a lack of research on middle school agricultural education and the role that it 

has on student experience in agricultural education and its relationship to secondary enrollment. 

This is an important area for research because for many students it is their first experience in 

agricultural education and could potentially have a tremendous impact on their perception of 

agricultural education as a whole.  
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It is well recognized that agricultural education can have a positive impact on student 

learning and success beyond their secondary education. Therefore, it is essential to evaluate the 

middle school agricultural education curriculum to determine if it is meeting the learning needs 

of the modern student and assist teachers in areas of need. It is imperative to ensure that 

agricultural educators have the training and professional development necessary, to continue to 

provide educational experiences that are tailored to meet the needs of a changing and diverse 

student population. The following chapter provides a detailed description of the methods and 

procedures utilized in the completion of this study.  
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 CHAPTER 3 

METHODS 

 

 

Introduction 

The purpose of this study was to describe middle school agricultural education teacher 

perception of the curriculum and its relationship to enrollment in secondary agricultural 

education programs. The research objectives that guided this study were: 

1. Describe the personal characteristics of middle school agricultural education teachers in 

the State of Georgia.  

2. Describe the perceived importance of the Georgia Department of Education State 

Standards for middle school agricultural education curriculum by teachers. 

3. Describe the perceived level of student competence on the Georgia Department of 

Education State Standards for middle school agricultural education by teachers.  

4. Describe middle school agricultural education teacher’s perceptions on how 

classroom/laboratory experiences, FFA experiences, and SAE experiences are related to a 

student’s decision to enroll in a high school agricultural education course.  

5. Determine the mean weighted discrepancy score by the teacher’s perception of 

importance of the curriculum standard and the teacher’s perception of student 

competence on the standard.  

6. Describe mean weighted discrepancy scores by teacher’s personal characteristics.  

7. Describe teacher’s perceptions of the influence of the experiences by teacher’s personal 

characteristics.  
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Research Approach/Design 

 This study used a quantitative methodology. Quantitative research can be defined as 

“inquiry employing operational definitions to generate numeric data to answer predetermined 

hypotheses or questions” (Ary, Jacobs, & Sorensen, 2010). Ravid (2011) further defined 

quantitative research as research that focuses on the explanation of a cause-and-effect 

relationship, incorporates a small number of variables, and utilizes numeric data. “One of the real 

advantages of quantitative methods is their ability to use smaller groups of people to make 

inferences about larger groups that would be prohibitively expensive to study” (Holton & 

Burnett, 1997, p. 71). The primary objective of quantitative research is focused on measuring 

social reality. There are different types of quantitative research including survey research, 

correlational research, experimental research, and causal-comparative research (Sukamolson, 

2007).  This study used a quantitative research method and collected data via an online 

questionnaire. This method was selected due to the type of data being collected, its intended use, 

the research objectives, and the population under study.  

This descriptive and correlational study used a quantitative non-experimental survey 

research design. Participants completed a three-part questionnaire. The first part of the 

questionnaire was designed to collect data on teacher’s perceptions of the effects of middle 

school experiences on student’s decisions to enroll in a high school agricultural education course. 

The second part of the questionnaire was designed to collect data on teacher’s perceived level of 

importance on the Georgia State Standards for middle school agricultural education and their 

perception of student competence on those standards. The third part of the questionnaire was 

designed to collect data on the personal characteristics of the participants. The design is non-

experimental because the variables within the study were not manipulated; only observed for 
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relationships and discrepancies (Ary, Jacobs, & Sorensen, 2010). The design also assisted in the 

collection of data necessary to evaluate the middle school agricultural education curriculum 

based upon the theoretical framework for the study. A quantitative survey design was used since 

this study sought to evaluate the curriculum based upon Kolb’s ELT as a rationale for curriculum 

needs and relationship to secondary student enrollment (Dillman, Smyth, & Christian, 2009).  

Population and Sample 

The population for the study was all middle school agricultural education teachers in 

Georgia (N=97). A simple random sample (n=71) of the population was calculated using 

Cochran’s (1977) sample size formula for continuous data and minimum return sample size. 

Cochran (1977) presents a formula to determine sample size and minimum return sample size 

using two key factors, “(1) the risk the researcher is willing to accept in the study, commonly 

called the margin of error, or the error the researcher is willing to accept, and (2) the alpha level, 

the level of acceptable risk the researcher is willing to accept that the true margin or error 

exceeds the acceptable margin of error” (p. 44-45).  

 
Where 

 n0 is the minimum estimated sample size 

 “t is the value for selected alpha level” 

 “S is the estimate of standard deviation” 

 “d is the acceptable margin of error” (Bartlett, Kotrlik, & Higgins, 2001, p. 47) 

 

“If the sample size exceeds 5% of the population, Cochran’s (1977) correction formula should be 

used to calculate the final sample size.”  
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Where 

 “n1 is the required return sample size” 

 “n0 is the required return sample size according to Cochran’s formula” (Bartlett, Kotrlik, 

& Higgins, 2001, p. 47) 

 

 Agricultural education programs are designed to meet the needs of the local communities. 

Agricultural education teachers, along with the guidance of an advisory committee, design the 

curriculum to meet the local agricultural and community needs. Students receive different types 

of instruction in agricultural education depending on the type of agriculture found within the 

region that they live. Therefore, it was important to ensure that individuals within each area were 

represented within the sample in order to get an accurate reflection of the entire population. The 

Georgia Agricultural Education leadership divides the state into three regions and further divides 

these regions into six areas that represent these differences. Each teacher that meets the study’s 

criteria had an equal opportunity to be selected for inclusion within the study. This ensured equal 

and random participation of teachers from each geographical area of the state. This method also 

ensured that the agricultural and program differences were reflected within the sample. This is 

critical because the geographic region where the middle school programs are located may 

influence experiences and the resulting perceptions/curriculum design. Figure 11 below indicates 

the regions and areas of Georgia that will be used for sampling.  
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Figure 11. Area and Regional Map of Georgia Agricultural Education (Bridges, 2017). 

 The researcher compiled a list of all middle school agricultural education teachers in 

Georgia (N=97) and created a spreadsheet with teacher name, school, area, region, and email 

address. Teacher and school information was collected via the Georgia Agricultural Education 

website. Upon completion of the spreadsheet, the sample was drawn (n=71) from the population 

using Cochran’s (1977) formula for continuous data and minimum return sample size. The use of 

voluntary questionnaires in educational and social research often yields response rates well 

below 100%. Salkind (1997) recommended increasing sample sizes by 40%-50% to account for 

non-response when utilizing surveys or questionnaires. Oversampling is often necessary to reach 

the desired sample (Fink, 1995). Regarding this process Cochran stated, “The variances of 

estimates are increased because the sample actually obtained is smaller than the target sample. 

This factor can be allowed for, at least approximately, in selecting the size of the sample” (p. 

396). Oversampling can be accomplished through the use of four primary methods including (1) 

using a two step sampling method, (2) pilot study results, (3) utilizing response rates from 

previous studies on a similar population, or (4) estimating the response rate (Bartlett, Kotrlik, & 
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Higgins, 2001). An over sampling method was used via a combination of methods one, three, 

and four to ensure the appropriate response rate to obtain the desired sample. Estimates of 

response rate were determined through a consultation of a researcher in the field and a review of 

research within the field. A final list of teachers was created (N=95) to be contacted for 

participation in the study.  

 Middle school agricultural education teachers included in the oversample were contacted 

via the Qualtrics platform. Teachers received an email with information regarding the rationale 

for the study (Appendix II), which included a link to the questionnaire and a link to the 

information letter for the study (Appendix III). Follow-up emails were generated through the 

Qualtrics platform weekly until the needed sample was met. These emails went only to those 

individuals who had not started or completed all the items on the questionnaire. Follow-up 

emails were discontinued and the links remained active until responses ended naturally (N=72).   

Instrumentation and Data Collection 

A questionnaire designed in Qualtrics was used in this study to collect data (Appendix 

IV). This method allowed teachers to provide the information necessary to address the research 

question. The data collection process spanned approximately one month at the end of the school 

year (April-May 2017). Teachers were able to complete the ten to fifteen minute questionnaire 

on any computer or device and data was instantly gathered. This method eliminated the need to 

mail questionnaires and to extrapolate data by hand upon completion. The three-part web-based 

questionnaire was designed and conducted through Qualtrics, with the importance/competence 

section being based upon Borich’s Needs Assessment Model (Borich, 1980).  

The needs assessment model served as the guide for the development of the questionnaire 

so that teacher perception and discrepancy data could be collected. The first part of the 
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questionnaire collected data regarding teacher’s perceived level of importance placed on each 

curriculum standard and the resulting level of student competence upon completion of each 

standard. The second part of the questionnaire was collecting data on teacher perception of 

experiences in middle school agricultural education that contribute to secondary enrollment. This 

section of the questionnaire was presented via a five-point Likert-type survey and based upon the 

experiences a middle school agricultural education student may have in each of the three 

components of the agricultural education program model. The third part of the questionnaire 

collected personal information on middle school agricultural education teachers in Georgia. A 

web-based questionnaire is the most appropriate method for data collection in this study because 

it allowed the researcher to collect a large quantity of data from teachers across the state. This 

allowed the researcher to include a larger number of participants that would more accurately 

represent the diversity of the population under study (Ary, Jacobs, & Sorenesen, 2010; Ravid, 

2011). 

Borich’s needs assessment model is beneficial because it provides direct and 

unambiguous recommendations that can be used for program growth and development. The 

questionnaire was designed so that participants could provide data, which could then be weighted 

and ranked in order of priority regarding curriculum discrepancies in middle school agricultural 

education. The discrepancies provided a ranked order of standards that need attention, 

modification, or development. The use of this model within the study had five main steps 

including, developing the list of student experiences in middle school agricultural education for 

the questionnaire, administering the questionnaire to participants within the sample, ranking 

discrepancies according to the rating obtained on the questionnaire, comparing the discrepancies 

that ranked highest with the standards to determine areas where students feel they are not 
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receiving the appropriate level of involvement, and revising the curriculum or middle school 

agricultural education program model as necessary to meet student learning needs and desires 

(Borich, 1980).  

The needs assessment model was primarily intended to measure the level of competence 

individuals had upon completion of some form of training program. However, Borich (1980) 

noted that this model could be modified, extended, and adapted to meet a variety of institutional 

needs. “The needs assessment model yields more data, and more understandable data, than many 

other types of follow-up questionnaires” (Borich, 1980, p. 42).  

Data Analysis 

 This study utilized a combination of analysis procedures to appropriately analyze the data 

collected from each section of the questionnaire. Each objective of the study was analyzed and 

reported according to the type of data collected and the most appropriate method. Objective one 

was analyzed and reported using frequencies, percentages, means, and standard deviations as 

appropriate. Objective two was analyzed and reported using frequencies, percentages, means, 

and standard deviations as appropriate. Objective three was analyzed and reported using 

frequencies, percentages, means, and standard deviations as appropriate. Objective four was 

analyzed and reported using frequencies, percentages, means, and standard deviations as 

appropriate. ANOVA and t-tests were also conducted to determine if there were any statistically 

significant differences between the means of the three components of agricultural education. 

Objective five was analyzed and reported by calculating mean weighted discrepancy scores.  

The curriculum assessment incorporated the use of mean weighted discrepancy scores 

(MWDS), which served as the statistical procedures for analyzing and displaying the data 

collected in this section. The resulting MWDS allowed the researcher to evaluate the middle 
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school agricultural education curriculum and identify discrepancies and areas for improvement. 

MWDS are calculated by subtracting the competency (level of experience) score from the 

importance (value/desire) score and then multiplying that number by the mean of the importance 

(value/desire) score for each competency (level of experience) (Borich, 1980; Joerger, 2002). 

The scores were then displayed in a variety of tables that demonstrated the ranked order of 

curriculum standards according to their individual MWDS. The tables provide a ranked order of 

standards that need attention due to high levels of discrepancy between teachers’ perceived level 

of importance and student competence (Duncan, Ricketts, Peake, & Uesseler, 2006). These lists 

can then be used in the evaluation of the middle school agricultural education curriculum to 

ensure that the educational needs and desires of students are being met. This can assist in the 

development of programs necessary to assist teachers in areas of growth and professional 

development. The Borich Needs Assessment model and the use of mean weighted discrepancy 

scores are an effective method of identifying professional development needs of educators 

(Duncan, et al., 2006; Layfield & Dobbins, 2002). This model and data analysis method has been 

widely used and the desire to understand professional development needs of agricultural 

educators has been evident in many studies (Garton & Chung, 1997; Edwards & Briers, 1999; 

Garton & Chung, 1996; Mundt & Connors, 1999; Joerger, 2002; Heath-Camp & Camp, 1990; Lu 

& Miller, 2002; Ruhland & Bremer, 2002; Cannon, Kitchel, & Duncan, 2013, Duncan, et al., 

2006; Dormody & Torres, 2002; Dobbins & Camp, 2000; Kotrlik, Redmann, Harrison, & 

Handley, 2000).  

Objective six was analyzed and reported using MWDS by teacher personal characteristics 

and linear regressions. Objective seven was analyzed and reported using appropriate inferential 

statistics including t-tests and ANOVAs. 
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Measures of Validity and Reliability 

Validity refers to the degree to which an instrument measures what it is intended to 

measure and the appropriate inferences and interpretations can be made using the collected data. 

There are two primary types of validity that were addressed within this study including content 

validity and face validity. Content validity describes how well the instrument measures what it 

intends to measure. This was addressed by ensuring that items on the questionnaire were a 

reflection of the Georgia Standards for middle school agricultural education and the experiences 

that appropriately align with the curriculum. Face validity refers to the extent to which an 

instrument appears to measure the intended variables (Ravid, 2011). Faculty and graduate 

students at Auburn University served as a panel of experts to ensure content and face validity of 

the instrument. No changes were made to the instrument as a result of this review.  

Reliability is the ability of a measure to provide consistent results. A reliable measure can 

be used many times and yield very similar results each time. This refers to the level of 

consistency of an instrument and the degree to which it is able to repeatedly obtain the same 

results with the same individuals or groups. Measures of internal consistency were used to assess 

reliability. These measures were based upon the assumption that items correlate with each other 

and that people who answer one item in a specific way are likely to answer similarly on other 

items. Cronbach’s Alpha Coefficient was used as the measure of internal consistency within this 

study. This indicates how well items and variables that measure a similar trait or concept 

correlate with one another and is considered to provide good reliability estimates (Ary, Jacobs, & 

Sorenesen, 2010; Ravid, 2011). Cronbach’s Alpha ranges from 0 to 1 and the closer to 1, the 

greater the internal consistency. It is generally agreed that a coefficient greater that .7 is 

considered an acceptable level of reliability (Gliem & Gliem, 2003). Reliability for part one and 
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the three subscales classroom/laboratory experiences, FFA experiences, and SAE experiences 

were estimated by calculating and reporting Cronbach’s Alpha. Cronbach’s alpha was calculated 

to determine the reliability of experiences in agricultural education (𝛼=0.92, 0.89, & 0.95) scales 

for classroom/laboratory, FFA, and SAE experiences respectively as it pertained to the influence 

on secondary enrollment. Reliability for part two and the three grade standards 6th grade, 7th 

grade, and 8th grade were also estimated by calculating and reporting Cronbach’s Alpha. 

Cronbach’s alpha was calculated to determine the reliability of importance of curriculum 

standards (𝛼=0.72, 0.71, & 0.94) and student competence (𝛼=0.83, 0.78, & 0.95) scales for 6th 

grade, 7th grade, and 8th grade respectively.  

Chapter Summary 

 Chapter three identified the methods utilized in the study. The chapter included a detailed 

description of the research design, population and sample, instrumentation and data collection, 

data analysis, and measures of validity and reliability. The design of the study, including the 

identified analysis procedures, was discussed in detail along with the rationale for method 

selection. The methods outlined in this chapter were followed in an effort to collect the data 

necessary to provide insight into the research question and guiding objectives for the study.  

 This descriptive and correlational study utilized a non-experimental quantitative research 

design to describe teacher perceptions of the middle school agricultural education curriculum and 

it relationship to secondary enrollment. A simple random sampling method was used to select the 

participants in this study based on Cochran’s (1977) sample size formula for continuous data and 

minimum return sample size. The sample included teachers from the six areas of Georgia divided 

by the agricultural education state staff to represent the agricultural diversity of the state. Each 

middle school agricultural education teacher in Georgia had an equal opportunity to be selected 
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for inclusion within the study. Teachers completed a two-part web-based questionnaire designed 

using the Qualtrics platform. A variety of analysis procedures were used to analyze and report on 

the collected data including frequencies, percentages, means, standard deviations, mean weighted 

discrepancy scores, t-tests, ANOVAs, and regressions. Appropriate steps were taken to ensure 

validity and reliability of collected data. The following chapter provides a description of the 

findings of the study.  
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CHAPTER 4 

FINDINGS 

 

 

This chapter presents the findings of the study after proper data analysis has been 

conducted to address each research question and objective. SPSS was used for data analysis and 

reporting purposes. The findings presented in this chapter are based upon the research questions 

and objectives that guided the study. 

1. Describe the personal characteristics of middle school agricultural education teachers in 

the State of Georgia.  

2. Describe the perceived importance of the Georgia Department of Education State 

Standards for middle school agricultural education curriculum by teachers. 

3. Describe the perceived level of student competence on the Georgia Department of 

Education State Standards for middle school agricultural education by teachers.  

4. Describe middle school agricultural education teacher’s perceptions on how 

classroom/laboratory experiences, FFA experiences, and SAE experiences are related to a 

student’s decision to enroll in a high school agricultural education course.  

5. Determine the mean weighted discrepancy score by the teacher’s perception of 

importance of the curriculum standard and the teacher’s perception of student 

competence on the standard.  

6. Describe mean weighted discrepancy scores by teacher’s personal characteristics.  

7. Describe teacher’s perceptions of the influence of the experiences by teacher’s personal 

characteristics.  
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Objective One: Describe the personal characteristics of middle school agricultural education 

teachers in the State of Georgia.  

 Demographic information from this study is presented in Table 1. Personal characteristics 

of the sample indicated consistency with the population in Georgia at the time of the 

questionnaire (Bridges, 2017; John Bridges, Personal Communication, October 20, 2017). 

Overall, 72 Georgia middle school agricultural education teachers responded to the 

questionnaire. This was one more (n=71) than the calculated sample size according to Cochran’s 

(1977) sample size formula for continuous data and minimum return sample size. Female 

teachers comprised the largest gender group of participants (f=41, %=56.94), while male 

respondents represented 43.06% (f=31). All participants reported Caucasian/White for ethnicity 

(f=72, %=100). The teaching experience group with the highest number of participants were 

those with less than five years of teaching (f=31, %=43.06). The remaining participants 

represented the groups of teaching experience in the following breakdown 5-10 years (f=14, 

%=19.44), 11-15 years (f=15, %=20.83), 16-20 years (f=8, %=11.11), 21-25 years (f=3, 

%=4.17), and 26+ years (f=1, %=1.39). Over half of the participants reported living in a rural 

community setting (f=44, %=61.11), with the remaining participants reporting 16.67% (f=12) in 

urban community settings, and 22.22% (f=16) in suburban community settings. Further data 

analysis utilizing community setting will not be conducted due to a lack of explanation and 

understanding regarding the exact definition of each setting among participants. Participants 

represented all agricultural education regions of the state with 41.67% (f=30) reporting from the 

north region, 30.56% (f=22) from the central region, and 27.78 (f=20) from the south region. The 

agricultural education area of the state with the highest number of participants was area 2 (f=20, 

%=27.78). The remaining participants represented the other areas of the state in the following 
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breakdown area 1 (f=10, %=13.89), area 3 (f=10, %=13.89), area 4 (f=12, %=16.67), area 5 

(f=13, %=18.06), and area 6 (f=7, %=9.72).  

 

Table 1 

Demographic Characteristics of Georgia Middle School Agricultural Education Teachers. 

    f % 

Gender: Male 31 43.06 

  Female 41 56.94 

Ethnicity: Caucasian/White 72 100.00 

Teaching Experience: Less than 5 31 43.06 

 

5-10 years 14 19.44 

 

11-15 years 15 20.83 

 

16-20 years 8 11.11 

 

21-25 years 3 4.17 

  26 + years 1 1.39 

Community Setting: Rural 44 61.11 

 

Urban 12 16.67 

  Suburban 16 22.22 

Ag Ed Region: North 30 41.67 

 

Central 22 30.56 

  South 20 27.78 

Ag Ed Area: Area 1 10 13.89 

 

Area 2 20 27.78 

 

Area 3 10 13.89 

 

Area 4 12 16.67 

 

Area 5 13 18.06 

  Area 6 7 9.72 

 

Objective Two: Describe the perceived importance of the Georgia Department of Education 

State Standards for middle school agricultural education curriculum by teachers. 

 Teachers were asked to rate 32 curriculum standards using the Likert-type scales 

described in the methods section based upon Borich’s Needs Assessment Model. The 32 

standards were further separated according to the grade level (6-8) in which they are taught. As 

reported in Table 2, the top five curriculum standards with the highest means in regards to 

perceived importance were 6th Grade “Students will demonstrate the importance of agriculture in 
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daily life” (M=4.74, SD=0.53), 7th Grade “Express the importance of agriculture in daily life” 

(M=4.67, SD=0.61), 8th Grade “Develop leadership skills, characteristics, and responsibilities” 

(M=4.67, SD=0.75), 6th Grade “Students will state the importance of Georgia agriculture” 

(M=4.64, SD=0.56), and 8th Grade “Develop an understanding of the FFA organization” 

(M=4.60, SD=0.71).  

 Grand means were reported for each grade level based upon each curriculum standard 

within that grade level. As reported in Table 3, the grade level with the highest grand mean in 

regards to perceived importance of the curriculum standards was 7th grade (M=4.31, SD=0.52). 

Sixth grade reported a grand mean of 4.28 (SD=0.50) and eighth grade reported a grand mean of 

4.28 (SD=0.57).  

Objective Three:  Describe the perceived level of student competence on the Georgia 

Department of Education State Standards for middle school agricultural education by teachers.  

 Teachers were asked to rate 32 curriculum standards using the Likert-type scales 

described in the methods section based upon Borich’s Needs Assessment Model. The 32 

standards were further separated according to the grade level (6-8) in which they are taught. In 

addition to reporting the mean importance and competence and standard deviations of each of the 

standards in Table 2, t-tests were conducted to determine differences between the means of 

standard importance and student competence. All standards except for 8th grade “Identify the 3 

main parts of the agricultural education program” were statistically significantly different, 

suggesting a discrepancy between what teachers perceive as important and student competence 

upon completion. The fact that this standard was not statistically significantly different between 

importance and competence is likely due to the fact that this standard is consistently taught in all 

three grade levels and by 8th grade students are proficient. Teachers perceived this standard as 
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important and students were competent upon completion and this contributed to a small 

discrepancy between the two and thus the means were not statistically significantly different.  

As reported in Table 2, the top five curriculum standards with the highest means in regards to 

perceived competency were 7th Grade “Express the importance of agriculture in daily life” 

(M=4.29, SD=0.68), 8th Grade “Develop an understanding of the FFA organization” (M=4.25, 

SD=0.85), 8th Grade “Identify the 3 main parts of the agricultural education program” (M=4.25, 

SD=0.68), 6th Grade “Students will state the importance of Georgia agriculture” (M=4.15, 

SD=0.74), and 6th Grade “Students will demonstrate the importance of agriculture in daily life” 

(M=4.15, SD=0.83).    

 Grand means were reported for each grade level based upon each curriculum standard 

within that grade level. As reported in Table 3, the grade level with the highest grand mean in 

regards to perceived competency of the curriculum standards was 7th grade (M=3.99, SD=0.59). 

Sixth grade reported a grand mean of 3.87 (SD=0.61) and eighth grade reported a grand mean of 

3.87 (SD=0.64).  
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Table 2 

Importance and Competency Ratings of Middle School Ag Ed Curriculum Standards as 

Perceived by Georgia Middle School Agricultural Education Teachers. 

Grade Curriculum Standard Importance Competency 

  M SD M SD 

6th Grade 

Students will demonstrate the importance of 

agriculture in daily life.  

4.74 0.53 4.15 0.83 

Students will express an understanding of the 

history of American agriculture.  

3.75 1.02 3.49 0.92 

Students will state the importance of Georgia 

agriculture.     

4.64 0.56 4.15 0.74 

Establish an understanding of Agricultural 

Education Programs.      

4.39 0.81 3.94 0.96 

Express knowledge of the area of horticulture.       4.24 0.85 3.88 0.85 

Demonstrate an understanding of the area of 

animal science.     

4.22 0.81 3.90 0.73 

Describe examples of career clusters in agriculture.       3.99 1.00 3.54 1.01 

7th Grade 

Express the importance of agriculture in daily life.      4.67 0.61 4.29 0.68 

Compare/contrast the importance of Georgia 

agriculture.        

4.39 0.70 4.11 0.74 

Demonstrate an understanding of the National FFA 

Organization.      

4.44 0.73 4.08 0.83 

Express an understanding of the area of 

agriscience.      

3.93 0.97 3.69 0.96 

Build an understanding of the area of forestry & 

natural resources.   

4.29 0.76 4.04 0.83 

Critique the area of agricultural mechanics.        4.11 0.99 3.74 1.02 

8th Grade 

Identify the 3 main parts of the agricultural 

education program.    

4.40 0.90 4.25 0.85 

Develop an understanding of the FFA organization.       4.60 0.71 4.25 0.80 

Develop leadership skills, characteristics, and 

responsibilities.        

4.67 0.75 4.04 0.90 

Develop and use verbal and nonverbal 

communication skills.      

4.43 0.85 3.96 0.88 

Develop work ethic and employable skills through 

agricultural education and leadership programs.  

4.49 0.86 3.90 0.94 

Students will define and explain the horticulture 

industry.      

4.31 0.70 4.04 0.81 

Students will identify plant parts and their 

functions.      

4.39 0.72 4.13 0.75 

Students will define methods of plant propagation 

either by sexual or asexual reproduction.  

4.29 0.76 3.85 0.91 

Students will identify plant growth requirements.         4.40 0.74 4.10 0.81 

Students will define the forestry & natural resource 

industry.      

4.29 0.76 3.99 0.78 
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Students will identify the importance of the forest.       4.22 0.86 3.88 0.79 

Students will be able to classify and list examples 

of trees specific to our region. 

4.07 0.98 3.64 0.94 

Students will explain the importance of 

conservation and preservation of natural resources.   

4.31 0.72 3.83 0.87 

Student will be able to describe wildlife and their 

habitat.     

4.28 0.83 3.94 0.95 

The students will identify the role of agriscience in 

meeting human needs.   

4.14 0.86 3.65 0.97 

The student will identify current trends and issues 

relating to agriscience.    

3.99 0.97 3.54 0.90 

The student will demonstrate the application of 

agriscience in agricultural animal research and 

production. 

3.99 0.96 3.51 1.06 

The student will demonstrate the application of 

agriscience in agricultural plant research and 

production.  

3.97 0.92 3.43 0.99 

The student will identify various career clusters in 

the field of agriscience. 

4.15 0.83 3.64 1.01 

1Scale of 1= Low Importance; 5= High Importance 
2Scale of 1= Low Student Competence; 5= High Student Competence 

 

Table 3 

Importance and Competency Grand Means of Middle School Ag Ed Curriculum Standards by 

Grade Level as Perceived by Georgia Middle School Agricultural Education Teachers. 

Grade Total Importance Total Competency 

  M1 SD M2 SD 

6th Grade 4.28 0.50 3.87 0.61 

7th Grade 4.31 0.52 3.99 0.59 

8th Grade 4.28 0.57 3.87 0.64 
 1Scale of 1= Low Importance; 5= High Importance 
 2Scale of 1= Low Student Competence; 5= High Student Competence 

 

 

Objective Four: Describe middle school agricultural education teacher’s perceptions on how 

classroom/laboratory experiences, FFA experiences, and SAE experiences are related to a 

student’s decision to enroll in a high school agricultural education course.  

 Teachers were asked to indicate their perceived level of influence that experiences in 

middle school agricultural education had upon a student’s decision to continue enrollment as 
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they transitioned into high school. This section of the questionnaire was presented via a five-

point Likert-type survey and based upon the experiences a middle school agricultural education 

student may have in each of the three components of the agricultural education program model. 

The experiences represented the three components of a complete agricultural education program 

and included classroom/laboratory, FFA, and SAE experiences. Teachers were asked to indicate 

perceived influence, which included negative influence, slightly negative influence, no influence, 

slightly positive influence, and positive influence. A positive influence indicated that the 

experience would make a student want to continue enrollment and a negative influence indicated 

that the experience would make a student not want to enroll in a high school course. Teachers 

were directed to mark no influence if they believe the experience did not have any influence 

upon a student's decision to enroll in a high school agricultural education course after middle 

school. Teachers were further asked to base their perception upon both their program and middle 

school agricultural education throughout the State of Georgia.  

 As reported in Table 4, teachers perceived “Hands-on learning” (M=4.82, SD=0.45) to 

have the greatest influence upon a student’s secondary enrollment decision and “Learning about 

the history of American agriculture” (M=3.60, SD=0.88) as the lowest influence specifically as it 

pertains to classroom and laboratory experiences. This was followed by “Outdoor laboratory 

experience” (M=4.75, SD=0.58), “Educational experiences in the greenhouse” (M=4.68, 

SD=0.55), “Learning about the opportunities available in the FFA” (M=4.61, SD=0.55), and 

“Educational experiences in the school livestock facility” (M=4.61, SD=0.70) in the top five 

regarding classroom and laboratory experiences. 

 As reported in Table 4, teachers perceived “Being an FFA member” (M=4.90, SD=0.30) 

to have the greatest influence upon a student’s secondary enrollment decision and “Participating 
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in FFA fundraising efforts” (M=4.07, SD=0.81) as the lowest influence specifically as it pertains 

to FFA experiences. This was followed by “Serving as a chapter officer” (M=4.88, SD=0.37), 

“Participating in leadership career development events” (M=4.78, SD= 0.45), “Participating in 

wildlife and natural resources career development events” (M=4.75, SD=0.47), and 

“Participating in animal science career development events” (M=4.75, SD=0.45) in the top five 

regarding FFA experiences.  

 As reported in Table 4, teachers perceived “Raising/exhibiting livestock” (M=4.68, 

SD=0.60) to have the greatest influence upon a student’s secondary enrollment decision and 

“Learning record keeping skills through SAE program” (M=3.86, SD=0.95) as the lowest 

influence specifically as it pertains to SAE experiences. This was followed by “Receiving 

recognition for their SAE program” (M=4.61, SD=0.66), “Earning money through SAE 

program” (M=4.53, SD=0.67), “Hands-on learning through SAE program” (M=4.42, SD=0.75), 

and “Learning new skills through the completion of their SAE” (M=4.25, SD=0.73) in the top 

five regarding SAE experiences.  

Table 4 

Middle School Ag Ed Experiences and their Influence on Secondary Enrollment as Perceived by 

Middle School Ag Ed Teachers. 

Ag Ed Program  

Areas 
Program Experiences  

Mean SD 

Classroom and 

Laboratory 

Instruction 

Hands-on learning. 4.82 0.45 

Outdoor laboratory experiences. 4.75 0.58 

Educational experiences in the school greenhouse. 4.68 0.55 

Learning about the opportunities available in the FFA. 4.61 0.55 

Educational experiences in the school livestock facility. 4.61 0.70 

Learning about Animal Science. 4.54 0.58 

In-class laboratory experiences. 4.53 0.73 

Learning about the Horticulture industry. 4.36 0.70 

Learning about agricultural mechanics. 4.36 0.72 

Making connections between academics and real-world 

situations. 4.36 0.66 

Learning how agriculture affects/impacts life. 4.32 0.67 
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Learning about forestry and natural resources. 4.31 0.64 

Learning about agriculture in Georgia. 4.28 0.72 

Learning about agricultural careers. 4.18 0.78 

Learning about plant science. 4.17 0.69 

Learning about leadership and communication. 4.07 0.84 

Learning about agriscience. 4.06 0.75 

Learning about work ethic and employability skills. 3.92 0.87 

Learning about the history of American agriculture. 3.60 0.88 

FFA 

  

Being an FFA member. 4.90 0.30 

Serving as a chapter officer. 4.88 0.37 

Participating in leadership career development events. 4.78 0.45 

Participating in animal science career development events. 4.75 0.50 

Participating in wildlife and natural resources career 

development events. 4.75 0.47 

Participating in plant science career development events. 4.72 0.51 

Attending summer leadership conference (FFA Camp). 4.72 0.61 

Attending FFA Conventions (State or National). 4.68 0.53 

Participating in agricultural mechanics career development 

events. 4.67 0.69 

Attending FFA Conferences (Ex. Discovery Conference). 4.61 0.59 

Attending chapter FFA meetings. 4.56 0.55 

Local FFA chapter socials. 4.49 0.60 

FFA sponsored community service projects. 4.35 0.67 

Earning Discovery FFA Degree. 4.22 0.72 

Participating in FFA fundraising efforts. 4.07 0.81 

SAE 

Raising/exhibiting livestock. 4.68 0.60 

Receiving recognition for their SAE program. 4.61 0.66 

Earning money through SAE program. 4.53 0.67 

Hands-on learning through SAE program. 4.42 0.75 

Student's ability to make real-world connections through 

their SAE. 4.25 0.76 

Learning new skills through the completion of their SAE. 4.25 0.73 

Learning about various areas of agriculture that they find 

interesting through their SAE. 4.15 0.78 

Learning to set goals through the completion of their SAE. 4.00 0.84 

The student's supervised agricultural experience program 

(SAE). 3.99 0.97 

Agriscience SAE programs. 3.99 0.76 

Learning record keeping skills through SAE program. 3.86 0.95 

N=72. Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 
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The top ten experiences in middle school agricultural education that teachers perceived to 

have the greatest influence upon a student’s secondary enrollment decision are reported in Table 

5.  All three components of agricultural education were represented in the top ten experiences 

with four experiences from classroom and laboratory, four from FFA, and two from SAE. FFA 

experiences represented four out of the top five most influential experiences and represented the 

most influential experience “Being an FFA member” (M=4.90, SD=0.30).  

Table 5 

Top Ten Middle School Ag Ed Experiences and their Influence on Secondary Enrollment as 

Perceived by Middle School Ag Ed Teachers. 

Top Ten Ag Ed Experiences M SD 

1.   Being an FFA member. 4.90 0.30 

2.   Serving as a chapter officer. 4.88 0.37 

3.   Hands-on learning. 4.82 0.45 

4.   Participating in leadership career development events. 4.78 0.45 

5.   Participating in animal science career development events. 4.75 0.50 

6.   Outdoor laboratory experiences. 4.75 0.58 

7.   Educational experiences in the school greenhouse. 4.68 0.55 

8.   Raising/exhibiting livestock. 4.68 0.60 

9.   Learning about the opportunities available in the FFA. 4.61 0.55 

10. Receiving recognition for their SAE program. 4.61 0.66 

    N=72. Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

 

 

 Analysis of variance was used to determine if there were any statistically significant 

differences between the means of the three components of agricultural education 

(classroom/laboratory instruction, FFA, and SAE). The within-subjects ANOVA indicated that 

there are statistically significant differences between the means of at least two of the groups. 

Paired t-tests (Table 6) were conducted to determine which components were statistically 

significantly different from one another.  

Grand means for each component of agricultural education are reported in Table 6. 

Among the three components of middle school agricultural education, FFA experiences 

(M=4.61, SD=0.36) were perceived by teachers to have the greatest influence upon a student’s 
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secondary enrolment decision followed by classroom and laboratory experiences (M=4.34, 

SD=0.44) and SAE experiences (M=4.25, SD=0.63). In Table 6, n represented the number of 

experiences in the questionnaire for each component of agricultural education. Paired samples t-

tests were conducted to determine differences between combinations of groups (areas of 

agricultural education) based upon the results of the within-subjects ANOVA, which indicated a 

significant difference. Significant differences between groups were reported in Table 6. FFA 

experiences were significantly different between all combinations of groups (FFA/Classroom 

and Laboratory; p<.01, p=0.000) (FFA/SAE; p<.01, p=.000), while classroom/laboratory 

experiences and SAE experiences were not significantly different. FFA experiences were 

significantly different from each of the other two variables, which was indicated in significance 

column of Table 6.  

   

Table 6 

Grand Means and Significant Difference of Middle School Ag Ed Experiences and their Influence 

on Secondary Enrollment as Perceived by Middle School Ag Ed Teachers. 

Ag Ed Program Areas n M SD Sig. 

Overall Classroom and Laboratory Instruction 19 4.34 0.44 

 Overall FFA 15 4.61 0.36 * 

Overall SAE 11 4.25 0.63   

Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive. 

* Represents significant differences according to t-test results between all combinations of groups. 

 

 Teachers were also asked to indicate the overall level of influence they perceived middle 

school agricultural education as a whole has on a student’s secondary enrollment decision. 

Teachers were asked to indicate their perceived level of influence using a scale from zero to ten, 

where zero indicates no influence, one indicates less influence, and ten indicates more influence. 

As reported in Table 7, teachers indicated an overall influence of 8.11 out of 10 with a standard 

deviation of 1.49.  
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Table 7 

Overall Influence of Middle School Ag Ed and It’s Influence on a Student’s 

Secondary Enrollment Decision as Perceived by Middle School Ag Ed Teachers. 

All Ag Ed Program Areas M SD 

Overall Influence on Secondary Enrollment 8.11 1.49 

N=72. Scale: 1= Less Influence through 10= More Influence (0= No Influence) 

 

Objective Five: Determine the mean weighted discrepancy score by the teacher’s perception of 

importance of the curriculum standard and the teacher’s perception of student competence on 

the standard.  

 The discrepancy between teacher perceived importance of each curriculum standard (by 

grade level) and student competency upon completion of that standard is represented by the 

mean weighted discrepancy score (MWDS). The top three highest discrepancy scores for sixth 

grade as reported in Table 8 were “Students will demonstrate the importance of agriculture in 

daily life” (MWDS=2.76), “Students will state the importance of Georgia agriculture” 

(MWDS=2.26), and “Establish an understanding of Agricultural Education Programs” 

(MWDS=1.95). The sixth grade curriculum standard with the lowest MWDS was “Students will 

express an understanding of the history of American Agriculture” (MWDS=0.99).  

 The top three highest discrepancy scores for seventh grade as reported in Table 8 were 

“Express the importance of agriculture in daily life” (MWDS=1.75), “Demonstrate an 

understanding of the National FFA Organization” (MWDS=1.60), and “Critique the area of 

agricultural mechanics” (MWDS=1.54). The seventh grade curriculum standard with the lowest 

MWDS was “Express an understanding of the area of agriscience” (MWDS=0.93).  

 The top three highest discrepancy scores for eighth grade as reported in Table 8 were 

“Develop leadership skills, characteristics, and responsibilities” (MWDS=2.92), “Develop work 

ethic and employable skills through agricultural education and leadership programs” 
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(MWDS=2.62), and “The student will demonstrate the application of agriscience in agricultural 

plant research and production” (MWDS=2.15). The eighth grade curriculum standard with the 

lowest MWDS was “Identify the three main parts of the agricultural education program” 

(MWDS=0.67).  

Table 8 

Mean Weighted Discrepancy Scores by Grade Level and Curriculum Standard. 

Grade Curriculum Standards MWDS1 

6th 

Students will demonstrate the importance of agriculture in daily life.  2.76 

Students will state the importance of Georgia agriculture.     2.26 

Establish an understanding of Agricultural Education Programs.      1.95 

Describe examples of career clusters in agriculture.       1.77 

Express knowledge of the area of horticulture.       1.53 

Demonstrate an understanding of the area of animal science.     1.35 

Students will express an understanding of the history of American 

agriculture.  0.99 

7th  

Express the importance of agriculture in daily life.      1.75 

Demonstrate an understanding of the National FFA Organization.      1.60 

Critique the area of agricultural mechanics.        1.54 

Compare/contrast the importance of Georgia agriculture.        1.22 

Build an understanding of the area of forestry & natural resources.   1.07 

Express an understanding of the area of agriscience.      0.93 

8th 

Develop leadership skills, characteristics, and responsibilities.        2.92 

Develop work ethic and employable skills through agricultural 

education and leadership programs.  2.62 

The student will demonstrate the application of agriscience in 

agricultural plant research and production.  2.15 

The student will identify various career clusters in the field of 

agriscience. 2.13 

Develop and use verbal and nonverbal communication skills.      2.09 

Students will explain the importance of conservation and preservation 

of natural resources.   2.03 

The students will identify the role of agriscience in meeting human 

needs.   2.01 

Students will define methods of plant propagation either by sexual or 

asexual reproduction.  1.91 

The student will demonstrate the application of agriscience in 

agricultural animal research and production. 1.88 
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The student will identify current trends and issues relating to 

agriscience.    1.77 

Students will be able to classify and list examples of trees specific to 

our region. 1.75 

 
Develop an understanding of the FFA organization.       1.60 

 
Students will identify the importance of the forest.       1.47 

 
Student will be able to describe wildlife and their habitat.     1.43 

 
Students will identify plant growth requirements.         1.35 

 
Students will define the forestry & natural resource industry.      1.31 

 
Students will identify plant parts and their functions.      1.16 

 
Students will define and explain the horticulture industry.      1.14 

  Identify the 3 main parts of the agricultural education program.    0.67 
    1Mean Weighted Discrepancy Score 

 

 The middle school agricultural education curriculum standards are ranked by priority in 

Table 9. This table reports the top ten curriculum standards with the highest mean weighted 

discrepancy scores. The curriculum standard with the highest MWDS is eighth grade: “Develop 

leadership skills, characteristics, and responsibilities” (MWDS=2.92) followed by sixth grade: 

“Students will demonstrate the importance of agriculture in daily life” (MWDS=2.76), eighth 

grade: “Develop work ethic and employable skills through agricultural education and leadership 

programs” (MWDS=2.62), sixth grade: “Students will state the importance of Georgia 

agriculture” (MWDS=2.26), and eighth grade: “The student will demonstrate the application of 

agriscience in agricultural plant research and production” (MWDS=2.15) in the top five. Among 

the top ten curriculum standards with the highest MWDS, eighth grade was represented seven 

times, sixth grade was represented three times, and seventh grade was not represented in the top 

ten. Eighth grade also had the highest MWDS (MWDS=2.92) among all curriculum standards 

from each grade with a MWDS that was 0.16 higher than any other standard.  
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Table 9 

Top Ten Mean Weighted Discrepancy Scores From All Curriculum Standards (Grade 6-8). 

Grade Curriculum Standards Rank MWDS1 

8th  Develop leadership skills, characteristics, and responsibilities.        1 2.92 

6th 
Students will demonstrate the importance of agriculture in 

daily life.  2 2.76 

8th  Develop work ethic and employable skills through agricultural 

education and leadership programs.  3 2.62 

6th Students will state the importance of Georgia agriculture.     4 2.26 

8th  The student will demonstrate the application of agriscience in 

agricultural plant research and production. 5 2.15 

8th  The student will identify various career clusters in the field of 

agriscience. 6 2.13 

8th  Develop and use verbal and nonverbal communication skills.      7 2.09 

8th  Students will explain the importance of conservation and 

preservation of natural resources.   8 2.03 

8th  The students will identify the role of agriscience in meeting 

human needs.   9 2.01 

6th 
Establish an understanding of Agricultural Education 

Programs.      10 1.95 
   1Mean Weighted Discrepancy Score 

 

 

 Table 10 reports the average MWDS among all participants by grade level including 

every curriculum standard within each grade. Sixth grade had the highest average MWDS 

(Average MWDS=1.80), followed by eighth grade (Average MWDS=1.76), and seventh grade 

(Average MWDS=1.35). The average MWDS for sixth and eighth grade were relatively close 

being separated by 0.04, while seventh grade was lower than eighth by 0.41 and sixth by 0.45.  

Table 10 

Average MWDS by Grade Level. 

Grade Average MWDS1 

6th 1.80 

7th  1.35 

8th 1.76 
1Mean Weighted Discrepancy Score 
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Objective Six: Describe mean weighted discrepancy scores by teacher’s personal 

characteristics.  

 Mean weighted discrepancy scores for each curriculum standard separated by gender are 

reported in Table 11. The curriculum standard with the highest MWDS in sixth grade for both 

males and females was “Students will demonstrate the importance of agriculture in daily life” 

(Male MWDS=2.60; Female MWDS=2.89). The curriculum standards with the lowest MWDS 

in sixth grade were: Males: “Students will express an understanding of the history of American 

agriculture” (MWDS=1.45), Females: “Demonstrate an understanding of the area of animal 

science” (MWDS=0.62).  

 The curriculum standards with the highest MWDS in seventh grade were: Males: 

“Demonstrate an understanding of the National FFA Organization” (MWDS=1.72), Females: 

“Express the importance of agriculture in daily life” (MWDS=2.05). The curriculum standards 

with the lowest MWDS in seventh grade were: Males: “Express an understanding of the area of 

agriscience” (MWDS=0.51), Females: “Build an understanding of the area of forestry and 

natural resources” (MWDS=0.84).  

 The curriculum standard with the highest MWDS in eighth grade for both males and 

females was “Develop leadership skills, characteristics, and responsibilities” (Male 

MWDS=2.86, Female MWDS=2.96). The curriculum standard with the lowest MWDS in eighth 

grade for both males and females was “Identify the three main parts of the agricultural education 

program” (Male MWDS=0.57, Female MWDS=0.75).  
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Table 11 

Mean Weighted Discrepancy Scores for Each Curriculum Standard Separated by Gender. 

Grade Curriculum Standards 
MWDS1 

Male 

MWDS1 

Female 

6th 

Students will demonstrate the importance of agriculture in 

daily life.  
2.60 2.89 

Students will express an understanding of the history of 

American agriculture.  
1.45 0.64 

Students will state the importance of Georgia agriculture.     1.95 2.49 

Establish an understanding of Agricultural Education 

Programs.      
1.84 2.03 

Express knowledge of the area of horticulture.       2.32 0.93 

Demonstrate an understanding of the area of animal 

science.     
2.32 0.62 

Describe examples of career clusters in agriculture.       1.93 1.65 

7th  

Express the importance of agriculture in daily life.      1.35 2.05 

Compare/contrast the importance of Georgia agriculture.        0.99 1.39 

Demonstrate an understanding of the National FFA 

Organization.      
1.72 1.52 

Express an understanding of the area of agriscience.      0.51 1.25 

Build an understanding of the area of forestry & natural 

resources.   
1.38 0.84 

Critique the area of agricultural mechanics.        2.12 1.10 

8th  

Identify the 3 main parts of the agricultural education 

program.    
0.57 0.75 

Develop an understanding of the FFA organization.       1.78 1.46 

Develop leadership skills, characteristics, and 

responsibilities.        
2.86 2.96 

Develop and use verbal and nonverbal communication 

skills.      
1.86 2.27 

Develop work ethic and employable skills through 

agricultural education and leadership programs.  
2.60 2.63 

Students will define and explain the horticulture industry.      0.97 1.26 

Students will identify plant parts and their functions.      1.27 1.07 

Students will define methods of plant propagation either 

by sexual or asexual reproduction.  
2.22 1.67 

Students will identify plant growth requirements.         1.70 1.07 

Students will define the forestry & natural resource 

industry.      
1.52 1.15 

Students will identify the importance of the forest.       1.63 1.34 

Students will be able to classify and list examples of trees 

specific to our region. 
1.71 1.79 
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Students will explain the importance of conservation and 

preservation of natural resources.   
2.08 2.00 

 
Student will be able to describe wildlife and their habitat.     1.52 1.36 

 
The students will identify the role of agriscience in 

meeting human needs.   
2.54 1.62 

 
The student will identify current trends and issues relating 

to agriscience.    
1.80 1.75 

 
The student will demonstrate the application of 

agriscience in agricultural animal research and production. 
2.31 1.56 

 
The student will demonstrate the application of 

agriscience in agricultural plant research and production.  
2.43 1.94 

  The student will identify various career clusters in the 

field of agriscience. 
2.01 2.23 

1Mean Weighted Discrepancy Score 

 

 Table 12 reports the average MWDS for the curriculum standards in each grade level 

separated by gender. Male and female participants were relatively close in average MWDS for 

seventh grade, however females had lower MWDS than males in both sixth and eighth grade 

curriculum standards. The highest average MWDS for males was in the sixth grade curriculum 

standards (MWDS=2.06), followed by eighth grade (MWDS=1.86) and seventh grade 

(MWDS=1.35). The highest average MWDS for females was in the eighth grade curriculum 

standards (MWDS=1.68), followed by sixth grade (MWDS=1.61) and seventh grade 

(MWDS=1.36).  

Table 12 

Average Mean Weighted Discrepancy Scores for All Curriculum Standards 

Separated by Gender. 
Grade Average MWDS1 Male Average MWDS1 Female 

6th 2.06 1.61 

7th  1.35 1.36 

8th  1.86 1.68 
1Mean Weighted Discrepancy Score 
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Mean weighted discrepancy scores for each curriculum standard separated by years of 

teaching experience are reported in Table 13. The curriculum standards with the highest MWDS 

for sixth grade were: Less than 5 years: “Students will demonstrate the importance of agriculture 

in daily life” (MWDS=2.90), 5-10 years: “Students will state the importance of Georgia 

agriculture” (MWDS=3.64), 11-15 years: “Students will demonstrate the importance of 

agriculture in daily life” (MWDS=1.58), and more than 15 years: “Describe examples of career 

clusters in agriculture” (MWDS=3.32).  

The curriculum standards with the highest MWDS for seventh grade were: Less than 5 

years: “Critique the area of agricultural mechanics” (MWDS=1.33), 5-10 years: “Express the 

importance of agriculture in daily life” (MWDS=4.00), 11-15 years: “Critique the area of 

agricultural mechanics” (MWDS=1.64), and more than 15 years: “Express the importance of 

agriculture in daily life” (MWDS=1.94).  

The curriculum standards with the highest MWDS for seventh grade Less than 5 years: 

“Develop leadership skills, characteristics, and responsibilities” (MWDS=2.56), 5-10 years: 

“Develop work ethic and employable skills through agricultural education and leadership 

programs” (MWDS=4.81), 11-15 years: “Develop leadership skills, characteristics, and 

responsibilities” (MWDS=2.18), and more than 15 years: “Develop leadership skills, 

characteristics, and responsibilities” (MWDS=3.11). Teachers with 11-15 years of teaching 

experience typically had the lowest MWDS and even had several curriculum standards with 

negative MWDS. Negative MWDS occur when teachers indicate a greater level of student 

competence than importance for an individual standard. This means that teachers perceive 

students to be competent regarding a curriculum standard and this competence exceeds the 

importance rating for that same standard.  
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Table 13 

Mean Weighted Discrepancy Scores for Each Curriculum Standard Separated by Years of Teaching. 

Grade Curriculum Standards 

MWDS1 

Less 

than 5 

Years 

MWDS1 

5-10 

Years 

MWDS1 

11-15 

Years 

MWDS1 

More 

than 15 

Years 

6th 

Students will demonstrate the importance of 

agriculture in daily life.  2.90 3.38 1.58 3.16 

Students will express an understanding of the 

history of American agriculture.  1.33 1.88 -0.50 0.94 

Students will state the importance of Georgia 

agriculture.     2.09 3.64 1.24 2.32 

Establish an understanding of Agricultural 

Education Programs.      1.84 3.45 0.88 1.83 

Express knowledge of the area of horticulture.       1.50 3.33 0.00 1.41 

Demonstrate an understanding of the area of 

animal science.     0.95 3.02 1.13 0.70 

Describe examples of career clusters in 

agriculture.       1.03 2.85 1.06 3.32 

7th  

Express the importance of agriculture in daily life.      1.20 4.00 0.62 1.94 

Compare/contrast the importance of Georgia 

agriculture.        1.13 2.51 -0.29 1.83 

Demonstrate an understanding of the National 

FFA Organization.      1.29 3.17 0.89 1.48 

Express an understanding of the area of 

agriscience.      0.13 2.81 0.26 1.64 

Build an understanding of the area of forestry & 

natural resources.   0.42 3.37 0.29 1.07 

Critique the area of agricultural mechanics.        1.33 2.94 1.64 0.34 

8th 

Identify the 3 main parts of the agricultural 

education program.    0.57 1.89 0.29 0.00 

Develop an understanding of the FFA 

organization.       1.78 2.96 0.61 0.77 

Develop leadership skills, characteristics, and 

responsibilities.        2.56 4.33 2.18 3.11 

Develop and use verbal and nonverbal 

communication skills.      1.43 3.48 1.48 2.95 

Develop work ethic and employable skills through 

agricultural education and leadership programs.  1.88 4.81 1.79 2.99 

Students will define and explain the horticulture 

industry.      0.83 2.15 0.29 1.79 

Students will identify plant parts and their 

functions.      0.71 2.51 0.88 1.10 

 
Students will define methods of plant propagation 

either by sexual or asexual reproduction.  1.94 2.45 0.86 2.50 
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 Students will identify plant growth requirements.         0.71 2.83 0.88 1.83 

 

Students will define the forestry & natural 

resource industry.      0.69 3.37 0.29 1.79 

 
Students will identify the importance of the forest.       0.41 3.32 1.13 2.46 

 
Students will be able to classify and list examples 

of trees specific to our region. 1.18 2.91 1.63 2.03 

 

Students will explain the importance of 

conservation and preservation of natural resources.   1.53 3.69 1.44 2.15 

 

Student will be able to describe wildlife and their 

habitat.     1.24 3.06 0.86 0.71 

 

The students will identify the role of agriscience in 

meeting human needs.   1.74 3.84 0.00 3.10 

 

The student will identify current trends and issues 

relating to agriscience.    1.54 2.56 1.06 2.33 

 

The student will demonstrate the application of 

agriscience in agricultural animal research and 

production. 1.54 2.85 0.80 2.99 

 

The student will demonstrate the application of 

agriscience in agricultural plant research and 

production. 2.43 2.55 0.79 2.65 

  
The student will identify various career clusters in 

the field of agriscience. 1.34 3.86 2.21 2.08 
1Mean Weighted Discrepancy Score 

 

Table 14 reports the average MWDS for the curriculum standards in each grade level 

separated by years of teaching experience. Teachers with 5-10 years of teaching experience had 

the highest MWDS for curriculum standards in all grades, while teachers with 11-15 years of 

teaching experience had the lowest MWDS for curriculum standards in all grades. The highest 

MWDS for teachers with less than 5 years of teaching experience was 6th grade (MWDS=1.66), 

followed by 8th grade (MWDS=1.37) and 7th grade (MWDS=0.92). The highest MWDS for 

teachers with 5-10 years of teaching experience was 8th and 7th grade as both had the same 

MWDS of 3.13, followed by 6th grade (MWDS=3.08). The highest MWDS for teachers with 11-

15 years of teaching experience was 8th grade (MWDS=1.02), followed by 6th grade 

(MWDS=0.77) and 7th grade (MWDS=0.57). The highest MWDS for teachers with more than 15 
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years of teaching experience was 8th grade (MWDS=2.07), followed by 6th grade (MWDS=1.95) 

and 7th grade (MWDS=1.38).  

Table 14 

Average Mean Weighted Discrepancy Scores for All Curriculum Standards 

Separated by Years of Teaching Experience. 

Grade 
MWDS1 Less 

than 5 Years 

MWDS1 5-10 

Years 

MWDS1 11-

15 Years 

MWDS1 More 

than 15 Years 

6th 1.66 3.08 0.77 1.95 

7th  0.92 3.13 0.57 1.38 

8th  1.37 3.13 1.02 2.07 
1Mean Weighted Discrepancy Score 

 

 Mean weighted discrepancy scores for each curriculum standard separated by region are 

reported in Table 15. The curriculum standards with the highest MWDS for sixth grade were: 

North Region: “Students will demonstrate the importance of agriculture in daily life” 

(MWDS=3.16), Central Region: “Students will demonstrate the importance of agriculture in 

daily life” (MWDS=3.66), and South Region: “Describe examples of career clusters in 

agriculture” (MWDS=1.99).  

 The highest MWDS for seventh grade were: North Region: “Critique the area of 

agricultural mechanics” (MWDS=2.19), Central Region: “Express the importance of agriculture 

in daily life” (MWDS=1.06), and South Region: “Express the importance of agriculture in daily 

life” (MWDS=1.87).  

 The highest MWDS for eighth grade were: North Region: “Develop leadership skills, 

characteristics, and responsibilities” (MWDS=4.04), Central Region: “The student will 

demonstrate the application of agriscience in agricultural animal research and production” 

(MWDS=1.81), and South Region: “Develop work ethic and employable skills through 

agricultural education and leadership programs” (MWDS=2.92).  

 



 126 

Table 15 

Mean Weighted Discrepancy Scores for Each Curriculum Standard Separated by Region. 

Grade Curriculum Standards 
MWDS1 

North 

MWDS1 

Central 

MWDS1 

South 

6th 

Students will demonstrate the importance of agriculture in 

daily life.  
3.16 3.66 1.18 

Students will express an understanding of the history of 

American agriculture.  
1.50 1.19 0.00 

Students will state the importance of Georgia agriculture.     2.47 2.32 1.86 

Establish an understanding of Agricultural Education 

Programs.      
2.19 2.19 1.32 

Express knowledge of the area of horticulture.       1.41 2.31 0.85 

Demonstrate an understanding of the area of animal science.     0.70 1.73 1.90 

Describe examples of career clusters in agriculture.       1.20 2.36 1.99 

7th  

Express the importance of agriculture in daily life.      2.18 1.06 1.87 

Compare/contrast the importance of Georgia agriculture.        1.90 0.00 1.54 

Demonstrate an understanding of the National FFA 

Organization.      
1.93 1.01 1.78 

Express an understanding of the area of agriscience.      0.92 0.71 1.18 

Build an understanding of the area of forestry & natural 

resources.   
0.86 0.98 1.50 

Critique the area of agricultural mechanics.        2.19 0.93 1.23 

8th  

Identify the 3 main parts of the agricultural education 

program.    
1.17 -0.20 0.88 

Develop an understanding of the FFA organization.       1.84 1.67 1.15 

Develop leadership skills, characteristics, and 

responsibilities.        
4.04 1.70 2.57 

Develop and use verbal and nonverbal communication 

skills.      
2.36 1.21 2.66 

Develop work ethic and employable skills through 

agricultural education and leadership programs.  
3.14 1.63 2.92 

Students will define and explain the horticulture industry.      1.00 0.98 1.51 

Students will identify plant parts and their functions.      1.32 0.60 1.54 

Students will define methods of plant propagation either by 

sexual or asexual reproduction.  
2.00 1.76 1.93 

Students will identify plant growth requirements.         1.76 0.40 1.76 

Students will define the forestry & natural resource 

industry.      
1.14 0.78 2.15 

Students will identify the importance of the forest.       1.83 0.00 2.53 

Students will be able to classify and list examples of trees 

specific to our region. 
2.03 0.74 2.44 

Students will explain the importance of conservation and 

preservation of natural resources.   
2.30 0.98 2.80 
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Student will be able to describe wildlife and their habitat.     1.85 0.58 1.71 

 

The students will identify the role of agriscience in meeting 

human needs.   
1.79 1.69 2.69 

 

The student will identify current trends and issues relating 

to agriscience.    
2.13 1.09 1.99 

 

The student will demonstrate the application of agriscience 

in agricultural animal research and production. 
1.73 1.81 2.19 

 
The student will demonstrate the application of agriscience 

in agricultural plant research and production.  
2.52 1.63 2.18 

  
The student will identify various career clusters in the field 

of agriscience. 
2.49 0.94 2.91 

1Mean Weighted Discrepancy Score 

 

 Table 16 reports the average MWDS for the curriculum standards in each grade level 

separated by region. Central region had both the highest MWDS (6th Grade: 2.25) and the lowest 

MWDS (7th Grade: 0.78). Beyond those two extremes, the MWDS from each region and grade 

level were relatively evenly distributed. The highest MWDS for teachers from the north region 

was 8th grade (MWDS=2.02), followed by 6th grade (MWDS=1.81), and 7th grade 

(MWDS=1.60). The highest MWDS for teachers from the central region was 6th grade 

(MWDS=2.25), followed by 8th grade (MWDS=1.05), and 7th grade (MWDS=0.78). The highest 

MWDS for teachers from the south region was 8th grade (MWDS=2.13), followed by 7th grade 

(MWDS=1.52), and 6th grade (MWDS=1.30).  

  

Table 16 

Average Mean Weighted Discrepancy Scores for All Curriculum Standards 

Separated by Region. 

Grade MWDS1 North MWDS1 Central MWDS1 South 

6th 1.81 2.25 1.30 

7th  1.60 0.78 1.52 

8th  2.02 1.05 2.13 
1Mean Weighted Discrepancy Score 
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The regressions for the 6th grade standards reported in Table 17 reveal multiple 

insignificant findings based on teacher characteristics, however marginally significant 

coefficients are depicted in reference to region in standard 1, as well as years of teaching in 

standards 5, 6, and 7. Significant at p<.10 and holding all else constant, teachers in the Southern 

region of Georgia, compared with those in the Northern region, reported lower mean weighted 

discrepancy scores by approximately 2.05 units (MWDS). This means that when multiplied by 

the mean importance of standard 1, competency was revealed to be higher than importance 

according to a Likert scale. Also marginally significant at p<.10, those with teaching experience 

of 5-10 years in standards 5 and 6, compared to those who have taught for less than five years, 

reported higher mean weighted discrepancy scores by approximately 1.965 units (MWDS) and 

2.002 units (MWDS), respectively. Findings for standard 7 also show that those who have taught 

for more than 15 years, compared to those who have taught for fewer than 5 years, reported 

mean weighted discrepancy scores approximately 2.33 units (MWDS) higher at p<.10.   

These results reveal a pattern across multiple standards in which those who have taught 

longer were more likely to report marginally significant, positive mean weighted discrepancy 

scores. This reveals that the teachers find these objectives more important than they view their 

students’ competence upon completion. Males also reported a higher mean weighted discrepancy 

score by 1.69 units (MWDS) than their female counterparts in reference to standard 6; this 

finding was significant at p<.05, suggesting that males viewed standard 6 to be more important 

than their students were competent upon completion. The regression for standard 5 accounted for 

the highest amount of variance with an R2 of 0.16.
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Table 17 

Regression Models for MWDS of 6th Grade. 

 Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 Standard 6 Standard 7 

Male -0.434 0.793 -0.579 -0.237 1.300 1.685* 0.101 

 (0.965) (0.982) (0.865) (0.926) (0.790) (0.804) (0.904) 

        

Five to Ten 0.789 0.674 1.628 1.730 1.965+ 2.002+ 1.842 

 (1.306) (1.329) (1.171) (1.254) (1.069) (1.088) (1.224) 

        

Eleven to Fifteen -1.024 -1.824 -0.857 -0.897 -1.265 0.319 0.249 

 (1.295) (1.318) (1.161) (1.243) (1.060) (1.079) (1.214) 

        

More than Fifteen 0.358 -0.457 0.275 0.024 -0.150 -0.363 2.329+ 

 (1.373) (1.397) (1.231) (1.318) (1.124) (1.144) (1.287) 

        

Central 0.348 -0.710 -0.276 -0.160 0.519 0.886 1.130 

 (1.155) (1.175) (1.035) (1.109) (0.946) (0.962) (1.083) 

        

South -2.050+ -1.594 -0.764 -1.036 -0.752 1.029 0.687 

 (1.167) (1.188) (1.046) (1.121) (0.955) (0.972) (1.094) 

Sample Size 72 72 72 72 72 72 72 

R2 0.09 0.08 0.06 0.06 0.16 0.14 0.09 
Standard errors in parentheses 

+ p<.10, * p<.05, ** p<.01, *** p<.001 

 

Standard 1: Students will demonstrate the importance of agriculture in daily life.  

Standard 2: Students will express an understanding of the history of American agriculture.  

Standard 3: Students will state the importance of Georgia agriculture.     

Standard 4: Establish an understanding of Agricultural Education Programs.      

Standard 5: Express knowledge of the area of horticulture.       

Standard 6: Demonstrate an understanding of the area of animal science.     

Standard 7: Describe examples of career clusters in agriculture.       
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Similar to the regressions represented by 6th grade agriculture teachers, the regressions 

for 7th grade teachers (Table 18) revealed comparable patterns of significance, with many teacher 

characteristics remaining insignificant across multiple standards but years of teaching experience 

often reflecting significant findings. Specifically, those who taught for 5-10 years, compared to 

those who have taught less than five years, holding all else constant, reported overall higher 

mean weighted discrepancy scores in standard 1 (2.75 MWDS units; p<.01), standard 4 (2.66 

MWDS units; p<.05), and standard 5 (2.90 MWDS units; p<.05), revealing similar findings to 

multiple standards for 6th grade teachers. However, teachers who had 11-15 years of experience 

reported lower mean weighted discrepancy scores than their counterparts with less than five 

years of experience in reference to standard 2 (-1.95 MWDS units; p<.05), which suggests that 

those teachers viewed their students as being more competent than the standard is important. In 

response to Likert items about standard 2, another significant finding is shown in reference to 

region, with teachers in central Georgia reporting statistically significantly lower mean weighted 

discrepancy scores than their counterparts in northern Georgia (-2.42 MWDS units; p<.01). The 

regression for standard 2 accounted for the highest amount of variance, with an R2 of .21. 
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Table 18 

Regression Models for MWDS of 7th Grade. 

 Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 Standard 6 

Male -0.657 -0.301 0.267 -0.789 0.535 1.157 

 (0.693) (0.661) (0.718) (0.833) (0.825) (0.909) 

       

Five to Ten 2.746** 1.215 1.812+ 2.661* 2.896* 1.607 

 (0.938) (0.895) (0.971) (1.128) (1.117) (1.230) 

       

Eleven to Fifteen -0.855 -1.947* -0.638 0.068 -0.168 0.115 

 (0.930) (0.887) (0.963) (1.118) (1.107) (1.219) 

       

More than Fifteen 0.739 0.612 0.119 1.564 0.604 -1.123 

 (0.986) (0.941) (1.021) (1.186) (1.174) (1.293) 

       

Central -1.255 -2.242** -1.084 -0.176 -0.019 -1.361 

 (0.830) (0.792) (0.859) (0.997) (0.988) (1.088) 

       

South -0.542 -0.489 -0.308 0.067 0.410 -1.110 

 (0.838) (0.800) (0.868) (1.008) (0.998) (1.099) 

Sample Size 72 72 72 72 72 72 

R2 0.19 0.21 0.09 0.11 0.12 0.09 
Standard errors in parentheses 

+ p<.10, * p<.05, ** p<.01, *** p<.001 

 

Standard 1. Express the importance of agriculture in daily life.      

Standard 2. Compare/contrast the importance of Georgia agriculture.        

Standard 3. Demonstrate an understanding of the National FFA Organization.      

Standard 4. Express an understanding of the area of agriscience.      

Standard 5. Build an understanding of the area of forestry & natural resources.   

Standard 6. Critique the area of agricultural mechanics.        
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Regressions for 8th grade standards (Table 19) depicted similar findings to those of 6th 

and 7th grade standards, suggesting that in several areas, teachers who had taught for 5-10 years, 

as well as those who taught for more than 15 years, reported higher mean weighted discrepancy 

scores than their counterparts who had taught for fewer than 5 years. Also, teachers who had 

taught for 11-15 years reported lower mean weighted discrepancy scores, as did teachers in the 

central region of Georgia, compared to those in the northern region and holding all else constant. 

Specifically, positive marginal significance (p<.10) was reported in standard 7 (1.71 MWDS 

units), standard 9 (1.98 MWDS units), standard 13 (1.97 MWDS units), standard 15 (1.95 

MWDS units), and standard 19 (2.33 MWDS units) for teachers who taught for 5 -10 years, 

compared to those who had less than 5 years of teaching experience.  

Of greater significance, teachers who had 5 -10 years of teaching experience reported 

higher mean weighted discrepancy scores in standard 5 (2.82 MWDS units; p<.05), standard 10 

(2.51 MWDS units; p<.01), and standard 11 (2.64 MWDS units; p<.05). Overall, these findings 

indicate the perception that standards were more important than students were competent among 

teachers who had 5-10 years of experience. Teachers who had more than 15 years of experience 

shared this view in reference to standard 11, with marginal positively significant findings (1.91 

MWDS units; p<.10). Teachers with 11-15 years of experience, compared to those with fewer 

than five years of experience, reported marginally negative significant findings at p<.10 in 

standards 15 and 18, with regressions showing coefficients of -1.94 MWDS units and -1.92 

MWDS units, respectively. Also consistent with previous findings, teachers in the central region 

of Georgia, compared to those in the northern region, reported negative mean weighted 

discrepancy scores in standard 3 (-2.53 MWDS units; p<.10) and standard 11 (-1.91 MWDS 

units; p<.05). These negative coefficients presented by teachers in the central region and those 
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with 11-15 years of teaching experience indicate a higher perception of student competence than 

importance in these respective standards. With the highest number of significant factors, standard 

11 accounted for the highest amount of variance, with an R2 of .20. 

Standard 1.  Identify the 3 main parts of the agricultural education program.    

Standard 2.  Develop an understanding of the FFA organization.       

Standard 3.  Develop leadership skills, characteristics, and responsibilities.        

Standard 4.  Develop and use verbal and nonverbal communication skills.      

Standard 5.  Develop work ethic and employable skills through agricultural education and leadership 

programs.  

Standard 6.  Students will define and explain the horticulture industry.      

Standard 7.  Students will identify plant parts and their functions.      

Standard 8.  Students will define methods of plant propagation either by sexual or asexual 

reproduction.  

Standard 9.   Students will identify plant growth requirements.         

Standard 10. Students will define the forestry & natural resource industry.      

Standard 11. Students will identify the importance of the forest.       

Standard 12. Students will be able to classify and list examples of trees specific to our region. 

Standard 13. Students will explain the importance of conservation and preservation of natural 

resources.   

Standard 14. Student will be able to describe wildlife and their habitat.     

Standard 15. The students will identify the role of agriscience in meeting human needs.   

Standard 16. The student will identify current trends and issues relating to agriscience.    

Standard 17. The student will demonstrate the application of agriscience in agricultural animal 

research and production. 

Standard 18. The student will demonstrate the application of agriscience in agricultural plant research 

and production.  

Standard 19. The student will identify various career clusters in the field of agriscience. 
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Table 19 

Regression Models for MWDS of 8th Grade. 

 Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 Standard 6 

Male -0.053 0.350 0.023 -0.375 0.050 -0.322 

 (1.033) (0.716) (1.136) (0.850) (0.914) (0.867) 

       

Five to Ten 1.223 1.240 1.731 1.911 2.816* 1.255 

 (1.399) (0.969) (1.538) (1.150) (1.237) (1.173) 

       

Eleven to Fifteen -0.608 -1.175 -0.848 -0.286 -0.457 -0.631 

 (1.387) (0.961) (1.525) (1.141) (1.227) (1.163) 

       

More than Fifteen -0.634 -1.044 0.453 1.485 1.027 0.969 

 (1.471) (1.019) (1.617) (1.210) (1.301) (1.233) 

       

Central -1.485 -0.412 -2.532+ -1.219 -1.653 -0.138 

 (1.237) (0.857) (1.361) (1.018) (1.095) (1.038) 

       

South -0.416 -0.830 -1.629 0.156 -0.449 0.403 

 (1.250) (0.866) (1.375) (1.028) (1.106) (1.048) 

Sample Size 72 72 72 72 72 72 

R2 0.04 0.09 0.08 0.09 0.12 0.04 
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Table 19 (Continued)  

Regression Models for MWDS of 8th Grade Continued. 

 Standard 7 Standard 8 Standard 9 Standard 10 Standard 11 Standard 12 

Male 0.261 0.528 0.707 0.388 0.397 0.012 

 (0.735) (0.765) (0.856) (0.666) (0.764) (0.705) 

       

Five to Ten 1.708+ 0.472 1.981+ 2.514** 2.644* 1.553 

 (0.994) (1.036) (1.159) (0.901) (1.034) (0.954) 

       

Eleven to Fifteen -0.032 -1.189 -0.182 -0.628 0.186 0.081 

 (0.986) (1.027) (1.149) (0.894) (1.025) (0.946) 

       

More than Fifteen 0.324 0.498 0.990 1.015 1.907+ 0.774 

 (1.045) (1.089) (1.218) (0.948) (1.087) (1.003) 

       

Central -0.781 -0.524 -1.509 -0.567 -1.906* -1.317 

 (0.880) (0.916) (1.025) (0.797) (0.914) (0.844) 

       

South 0.082 -0.122 -0.152 0.798 0.518 0.292 

 (0.889) (0.926) (1.036) (0.806) (0.924) (0.852) 

Sample Size 72 72 72 72 72 72 

R2 0.07 0.05 0.09 0.18 0.20 0.10 
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Table 19 (Continued) 

Regression Models for MWDS of 8th Grade Continued. 

 Standard 13 Standard 14 Standard 15 Standard 16 Standard 17 Standard 18 Standard 19 

Male 0.192 0.289 0.890 0.095 0.702 0.541 -0.096 

 (0.859) (0.860) (0.825) (0.683) (0.732) (0.747) (0.891) 

        

Five to Ten 1.968+ 1.705 1.946+ 0.924 1.232 0.032 2.334+ 

 (1.162) (1.165) (1.117) (0.924) (0.990) (1.012) (1.207) 

        

Eleven to Fifteen -0.496 -0.713 -1.943+ -0.762 -0.815 -1.916+ 0.467 

 (1.153) (1.155) (1.108) (0.916) (0.982) (1.003) (1.196) 

        

More than Fifteen 0.523 -0.622 1.248 0.715 1.372 0.110 0.658 

 (1.222) (1.225) (1.175) (0.972) (1.041) (1.064) (1.269) 

        

Central -1.462 -1.441 -0.579 -1.207 -0.168 -1.284 -1.502 

 (1.028) (1.030) (0.988) (0.817) (0.876) (0.895) (1.067) 

        

South 0.339 -0.307 0.723 -0.211 0.372 -0.364 0.240 

 (1.039) (1.041) (0.998) (0.826) (0.885) (0.904) (1.078) 

Sample Size 72 72 72 72 72 72 72 

R2 0.10 0.08 0.17 0.07 0.09 0.09 0.10 
Standard errors in parentheses 

+ p<.10, * p<.05, ** p<.01, *** p<.001 
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Objective Seven: Describe teacher’s perceptions of the influence of the experiences by teacher’s 

personal characteristics.  

Teacher perception of the influence of experiences in middle school agricultural 

education separated by gender is presented in Table 20. The experience with the highest average 

influence score in classroom and laboratory for males and females was “Hands-on learning” 

(Male=4.71; Female=4.90). The experience with the lowest average influence score in classroom 

and laboratory was “Learning about the history of American agriculture” (Male=3.58; 

Female=3.61).  

 The experience with the highest average influence score in FFA for males and females 

was “Being an FFA member” (Male=4.81; Female=4.98). Female participants also had an 

average influence score of 4.98 for the experience of “Serving as a chapter officer.” The 

experience with the lowest average influence score in FFA was “Participating in FFA 

fundraising efforts” (Male=3.94; Female=4.17).   

The experiences with the highest average influence score in SAE for males and females 

were, Males: “Raising/exhibiting livestock” (M=4.74) and Females: “Receiving recognition for 

their SAE program” (M=4.66). The experiences with the lowest average influence score in SAE 

were, Males: “Learning record keeping skills through SAE program” (M=3.52) and Females: 

“The student's supervised agricultural experience program as a whole” and “Agriscience SAE 

programs” (M=4.10).  
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Table 20 

   Average Influence Scores Across Ag Ed Program Areas Separated by Gender. 

 
Ag Ed Program 

Areas 
Program Experiences 

Average 

Influence 

Score Male 

Average 

Influence 

Score Female 

Classroom and 

Laboratory 

Instruction 

Learning how agriculture affects/impacts life. 4.13 4.46 

Learning about the history of American agriculture. 3.58 3.61 

Learning about agriculture in Georgia. 4.10 4.41 

Learning about the Horticulture industry. 4.16 4.51 

Learning about Animal Science. 4.39 4.66 

Learning about the opportunities available in the FFA. 4.45 4.73 

Learning about agriscience. 3.90 4.17 

Learning about forestry and natural resources. 4.26 4.34 

Learning about agricultural careers. 4.03 4.29 

Learning about agricultural mechanics. 4.19 4.49 

Learning about leadership and communication. 3.77 4.29 

Learning about work ethic and employability skills. 3.68 4.10 

Learning about plant science. 3.90 4.37 

Hands-on learning. 4.71 4.90 

Educational experiences in the school greenhouse. 4.52 4.80 

Educational experiences in the school livestock 

facility. 4.42 4.76 

In-class laboratory experiences. 4.26 4.73 

Outdoor laboratory experiences. 4.65 4.83 

Making connections between academics and real-

world situations. 4.10 4.56 

 

 

 

 

FFA 

Being an FFA member. 4.81 4.98 

Participating in leadership CDEs. 4.68 4.85 

Participating in animal science CDEs. 4.68 4.80 

Participating in plant science CDEs 4.65 4.78 

Participating in wildlife and natural resources CDES. 4.71 4.78 

Participating in agricultural mechanics CDEs. 4.52 4.78 

Attending summer leadership conference (FFA Camp). 4.55 4.85 

Attending FFA Conventions (State or National). 4.45 4.85 

 
Attending FFA Conferences. 4.42 4.76 

 
Attending chapter FFA meetings. 4.32 4.73 

 
Serving as a chapter officer. 4.74 4.98 

 
FFA sponsored community service projects. 4.16 4.49 

 
Local FFA chapter socials. 4.32 4.61 

 
Participating in FFA fundraising efforts. 3.94 4.17 

  Earning Discovery FFA Degree. 3.97 4.41 

 

SAE 

The student's supervised agricultural experience 

program (SAE). 3.84 4.10 

Student's ability to make real-world connections 

through their SAE. 4.06 4.39 
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Hands-on learning through SAE program. 4.29 4.51 

Learning record keeping skills through SAE program. 3.52 4.12 

Raising/exhibiting livestock. 4.74 4.63 

Earning money through SAE program. 4.48 4.56 

Receiving recognition for SAE program. 4.55 4.66 

Learning to set goals through the completion of SAE. 3.81 4.15 

Learning new skills through the completion of SAE. 4.06 4.39 

Agriscience SAE programs. 3.84 4.10 

Learning about various areas of agriculture. 4.00 4.27 

N=72. Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

Table 21 reports the average influence score for the various experiences in the agricultural 

education program areas separated by gender. Female participants had higher average influence 

scores for all three agricultural education program areas.  The highest average influence score for 

males was in the FFA program area (M=4.46), followed by classroom and laboratory instruction 

(M=4.17) and SAE (M=4.11). The highest average influence score for females was in the FFA 

program area (M=4.72), followed by classroom and laboratory instruction (M=4.47) and SAE 

(M=4.35). 

Table 21 

  Average Influence Scores by Ag Ed Program Areas Separated by Gender. 

Ag Ed Program Areas 
Average Influence 

Score Male 

Average Influence 

Score Female 

Classroom and Laboratory Instruction 4.17 4.47 

FFA 4.46 4.72 

SAE 4.11 4.35 

       Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

Teacher perception of the influence of experiences in middle school agricultural 

education separated by years of teaching experience is presented in Table 22. The experiences 

with the highest average influence scores in classroom and laboratory were, less than five years: 

“Hands-on learning” (M=4.94), 5-10 years: “Hands-on learning” (M=4.71), 11-15 years: 

“Outdoor laboratory experiences” (M=4.73), and 15+ years “Hands-on learning” (M=4.83).                                 

The experience with the lowest average influence score in classroom and laboratory for all years 
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of experience was “Learning about the history of American agriculture” (less than five 

years=3.61, 5-10 years=3.71, 11-15 years=3.67, and 15+ years=3.33). 

 The experiences with the highest average influence scores in FFA separated by years of 

experience were, less than five years: “Being an FFA member” (M=4.94) and “Serving as a 

chapter officer” (M=4.94), 5-10 years: “Being an FFA member” (M=4.86) and “Participating in 

leadership career development events” (M=4.86), 11-15 years: “Being an FFA member” 

(M=5.00), and 15+ years: “Participating in agricultural mechanics career development events” 

(M=4.83). The experiences with the lowest average influence scores in FFA were, less than five 

years: “Participating in FFA fundraising efforts” (M=4.00), 5-10 years: “Earning Discovery FFA 

Degree” (M=4.29), 11-15 years: “Earning Discovery FFA Degree” (M=4.00), and 15+ years: 

“Participating in FFA fundraising efforts” (M=3.83).  

The experiences with the highest average influence scores in SAE separated by years of 

experience were, less than five years: “Raising/exhibiting livestock” (M=4.68), 5-10 years: 

“Raising/exhibiting livestock” (M=4.86), 11-15 years: “Receiving recognition for their SAE 

program” (M=4.60), and 15+ years: “Raising/exhibiting livestock” (M=4.75). The experiences 

with the lowest average influence score in SAE were, less than five years: “Learning record 

keeping skills through SAE program” (M=3.74), 5-10 years: “Learning to set goals through the 

completion of their SAE” (M=4.00), 11-15 years: “Learning record keeping skills through SAE 

program” (M=3.73), 15+ years: “The student's supervised agricultural experience program as a 

whole” (M=3.92) and “Learning record keeping skills through SAE program” (M=3.92).  

 

 

 



 141 

Table 22 

     Average Influence Scores Across Ag Ed Program Areas Separated by Years of Teaching Experience. 

Program 

Areas 
Program Experiences 

Less than 

5 Years 
5-10 Years 11-15 Years 15+ Years 

Classroom/ 

Laboratory 

Instruction 

Learning how agriculture impacts life. 4.29 4.57 4.40 4.00 

Learning about the history of American 

agriculture. 3.61 3.71 3.67 3.33 

Learning about agriculture in Georgia. 4.48 4.14 4.33 3.83 

Learning about the Horticulture industry. 4.35 4.36 4.40 4.33 

Learning about Animal Science. 4.58 4.50 4.53 4.50 

Learning about the opportunities 

available in the FFA. 4.65 4.64 4.73 4.33 

Learning about agriscience. 4.00 4.21 4.07 4.00 

Learning about forestry/natural resources. 4.32 4.21 4.33 4.33 

Learning about agricultural careers. 4.26 4.21 4.07 4.08 

Learning about agricultural mechanics. 4.32 4.43 4.40 4.33 

Learning about leadership and 

communication. 4.06 4.14 4.20 3.83 

Learning about work ethic and 

employability skills. 4.00 4.07 3.87 3.58 

Learning about plant science. 4.16 4.07 4.20 4.25 

Hands-on learning. 4.94 4.71 4.67 4.83 

Educational experiences in the school 

greenhouse. 4.68 4.64 4.67 4.75 

Educational experiences in the school 

livestock facility. 4.58 4.64 4.53 4.75 

In-class laboratory experiences. 4.52 4.57 4.60 4.42 

Outdoor laboratory experiences. 4.81 4.64 4.73 4.75 

Making connections between academics 

and real-world situations. 4.45 4.14 4.53 4.17 

FFA 

Being an FFA member. 4.94 4.86 5.00 4.75 

Participating in leadership CDEs. 4.77 4.86 4.73 4.75 

Participating in animal science CDEs. 4.77 4.71 4.73 4.75 

Participating in plant science CDEs. 4.77 4.64 4.67 4.75 

Participating in wildlife and natural 

resources career development events. 4.84 4.64 4.67 4.75 

Participating in agricultural mechanics 

career development events. 4.65 4.64 4.60 4.83 

Attending summer leadership conference. 4.77 4.79 4.60 4.67 

Attending FFA Conventions. 4.68 4.71 4.80 4.50 

Attending FFA Conferences. 4.61 4.57 4.80 4.42 

Attending chapter FFA meetings. 4.48 4.50 4.80 4.50 

Serving as a chapter officer. 4.94 4.79 4.93 4.75 
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FFA sponsored community service 

projects. 4.26 4.50 4.33 4.42 

Local FFA chapter socials. 4.32 4.64 4.73 4.42 

Participating in FFA fundraising efforts. 4.00 4.36 4.13 3.83 

Earning Discovery FFA Degree. 4.29 4.29 4.00 4.25 

SAE 

The student's supervised agricultural 

experience program. 3.77 4.29 4.20 3.92 

Student's ability to make real-world 

connections through their SAE. 4.16 4.50 4.20 4.25 

Hands-on learning through SAE program. 4.35 4.57 4.53 4.25 

Learning record keeping skills. 3.74 4.21 3.73 3.92 

Raising/exhibiting livestock. 4.68 4.86 4.47 4.75 

Earning money through SAE program. 4.52 4.71 4.40 4.50 

 
Receiving recognition for SAE. 4.58 4.71 4.60 4.58 

 

Learning to set goals through the 

completion of SAE. 4.00 4.00 3.93 4.08 

 

Learning new skills through the 

completion of SAE. 4.26 4.29 4.20 4.25 

 
Agriscience SAE programs. 3.90 4.14 3.93 4.08 

  
Learning about various areas of 

agriculture. 4.06 4.14 4.27 4.25 

N=72. Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

 

Table 23 reports the average influence score for the various experiences in the agricultural 

education program areas separated by years of teaching experience. Average influence scores 

were relatively close among all groups of teachers when separated by year of teaching.  The 

highest average influence score for teachers with less than five years of experience was in the 

FFA program area (M=4.61), followed by classroom and laboratory instruction (M=4.37) and 

SAE (M=4.18). The highest average influence score for teachers with 5-10 years was in the FFA 

program area (M=4.63), followed by SAE (M=4.40) and classroom and laboratory instruction 

(M=4.35). The highest average influence score for teachers with 11-15 years was in the FFA 

program area (M=4.64), followed by classroom and laboratory instruction (M=4.36) and FFA 

(M=4.22). The highest average influence score for teachers with 15+ years was in the FFA 
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program area (M=4.56), followed by SAE (M=4.26) and classroom and laboratory instruction 

(M=4.23). 

Table 23 

  Average Influence Scores by Ag Ed Program Areas Separated by Years of Teaching 

Experience. 

Ag Ed Program Areas 
Less than 5 

Years 
5-10 Years 11-15 Years 15+ Years 

Classroom/Laboratory 

Instruction 4.37 4.35 4.36 4.23 

FFA 4.61 4.63 4.64 4.56 

SAE 4.18 4.40 4.22 4.26 

Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

Teacher perception of the influence of experiences in middle school agricultural 

education separated by region is presented in Table 24. The experiences with the highest average 

influence scores in classroom and laboratory were, North Region: “Hands-on learning” 

(M=4.67), Central Region: “Hands-on learning” (M=4.95), and South Region: “Educational 

experiences in the school greenhouse” (M=4.95). The experience with the lowest average 

influence score in classroom and laboratory for all regions was “Learning about the history of 

American agriculture” (North Region=3.73, Central Region=3.27, and South Region=3.75). 

 The experiences with the highest average influence scores in FFA separated by region 

were, North Region: “Being an FFA member” (M=4.87), Central Region: “Being an FFA 

member” (M=5.00), and South Region: “Participating in leadership career development events” 

(M=4.90) and “Serving as a chapter officer” (M=4.90). The experience with the lowest average 

influence scores in FFA for all regions was “Participating in FFA fundraising efforts” (North 

Region=4.27, Central Region=3.82, and South Region=4.05).   

The experiences with the highest average influence scores in SAE separated by region 

were, North Region: “Raising/exhibiting livestock” (M=4.53), “Earning money through SAE 

program” (M=4.53), and “Receiving recognition for their SAE program” (M=4.53), Central 
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Region: “Raising/exhibiting livestock” (M=4.82), and South Region: “Receiving recognition for 

their SAE program.” (M=4.80). The experiences with the lowest average influence score in SAE 

were, North Region: “Learning record keeping skills through SAE program” (M=3.77), Central 

Region: “Learning record keeping skills through SAE program” (M=3.59), and South Region: 

“Agriscience SAE programs” (M=4.20).  

Table 24 

Average Influence Scores Across Ag Ed Program Areas Separated by Region. 

Program 

Areas 
Program Experiences 

North 

Region 

Central 

Region 

South 

Region 

Classroom/ 

Laboratory 

Instruction 

Learning how agriculture affects/impacts life. 4.40 4.18 4.35 

Learning about the history of American 

agriculture. 3.73 3.27 3.75 

Learning about agriculture in Georgia. 4.47 3.91 4.40 

Learning about the Horticulture industry. 4.27 4.27 4.60 

Learning about Animal Science. 4.40 4.64 4.65 

Learning about FFA opportunities. 4.53 4.50 4.85 

Learning about agriscience. 4.07 3.91 4.20 

Learning about forestry and natural resources. 4.17 4.32 4.50 

Learning about agricultural careers. 4.10 4.18 4.30 

Learning about agricultural mechanics. 4.23 4.41 4.50 

Learning about leadership and 

communication. 4.17 3.82 4.20 

Learning about work ethic and employability 

skills. 4.00 3.73 4.00 

Learning about plant science. 4.10 4.05 4.40 

Hands-on learning. 4.67 4.95 4.90 

Educational experiences in the school 

greenhouse. 4.50 4.68 4.95 

Educational experiences in the school 

livestock facility. 4.43 4.68 4.80 

In-class laboratory experiences. 4.30 4.59 4.80 

Outdoor laboratory experiences. 4.53 4.91 4.90 

Making connections between academics and 

real-world situations. 4.43 4.05 4.60 

 

FFA 

Being an FFA member. 4.87 5.00 4.85 

Participating in leadership CDEs. 4.77 4.68 4.90 

Participating in animal science CDEs. 4.70 4.77 4.80 

Participating in plant science CDEs. 4.73 4.68 4.75 

Participating in wildlife and natural resources 4.73 4.77 4.75 
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CDEs. 

Participating in agricultural mechanics CDEs. 4.57 4.73 4.75 

Attending summer leadership conference. 4.63 4.82 4.75 

Attending FFA Conventions. 4.60 4.68 4.80 

Attending FFA Conferences. 4.60 4.59 4.65 

Attending chapter FFA meetings. 4.70 4.45 4.45 

Serving as a chapter officer. 4.83 4.91 4.90 

FFA sponsored community service projects. 4.53 4.05 4.40 

Local FFA chapter socials. 4.50 4.27 4.70 

Participating in FFA fundraising efforts. 4.27 3.82 4.05 

Earning Discovery FFA Degree. 4.37 4.05 4.20 

SAE 

  

The student's supervised agricultural 

experience program. 3.80 3.82 4.45 

Student's ability to make real-world 

connections through their SAE. 4.17 4.09 4.55 

Hands-on learning through SAE program. 4.33 4.32 4.65 

Learning record keeping skills through SAE. 3.77 3.59 4.30 

Raising/exhibiting livestock. 4.53 4.82 4.75 

Earning money through SAE program. 4.53 4.45 4.60 

Receiving recognition for their SAE program. 4.53 4.55 4.80 

Learning to set goals through SAE. 3.90 3.82 4.35 

Learning new skills through the completion of 

SAE. 4.17 4.09 4.55 

Agriscience SAE programs. 4.00 3.77 4.20 

Learning about various areas of agriculture 

through SAE. 4.10 3.86 4.55 

N=72. Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

Table 25 reports the average influence score for the various experiences in the agricultural 

education program areas separated by Region. Average influence scores were relatively close 

between North Region and Central Region, however South Region teachers had the highest 

average scores among all three program areas and were notably higher in two of the three areas. 

The highest average influence score for teachers from the North Region was in the FFA program 

area (M=4.63), followed by classroom and laboratory instruction (M=4.29) and SAE (M=4.17). 

The highest average influence score for teachers from the Central Region was in the FFA 

program area (M=4.55), followed by classroom and laboratory instruction (M=4.27) and SAE 

(M=4.11). The highest average influence score for teachers from the South Region was in the 
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FFA program area (M=4.65), followed by SAE (M=4.52) and classroom and laboratory 

instruction (M=4.51).  

Table 25 

Average Influence Scores by Ag Ed Program Areas Separated by Region. 

Program Areas North Region Central Region South Region 

Classroom/Laboratory 

Instruction 
4.29 4.27 4.51 

FFA 4.63 4.55 4.65 

SAE 4.17 4.11 4.52 

Scale: 1= Negative, 2= Slightly Negative, 3= No Influence, 4= Slightly Positive, 5= Positive 

To better understand the application of teacher characteristics to the agriculture education 

program areas, a comparison of the means for each respective group was conducted in reference 

to gender, region, and years of teaching experience. A t-test was used to analyze the differences 

that may exist between males and females, while an analysis of variance (ANOVA) was 

conducted to ascertain whether there were differences in the means in varying regions and levels 

of teaching experience. As reported in Table 26, the t-test between males and females revealed 

statically significant differences in the means in both classroom and laboratory experiences 

(p=.003) and FFA experiences (p=.004). In both areas, females reported higher means than their 

male counterparts. However, the means were not significantly different when considering SAE 

experiences.  

Table 26 

T-Test Between Males and Females For Each Ag Ed Program Area.  

Ag Ed Program 

Areas 

Mean for 

Males 

Male SD Mean for 

Females 

Female SD T-Test 

Significance 

Classroom and 

Laboratory  

4.17 0.41 4.48 0.43 0.003 

FFA 4.46 0.41 4.72 0.27 0.004 

SAE 4.11 0.55 4.35 0.67 0.105 

N for Males=31; N for Females=41  
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ANOVAs were conducted to accurately assess whether there were differences in the 

means reported among regions and at various levels of teaching experience in reference to the 

agriculture education program areas. The significance level used to determine differences in 

means was p<.05. The ANOVA conducted for differing regions, reported in Table 27 revealed 

no statistically significant differences in means in any of the agriculture education program areas. 

Similarly, the ANOVA conducted to assess differences in various levels of teaching experience 

(Table 28) also showed no significant findings, suggesting that the means were not significantly 

different regardless of years of teaching. 

Table 27  

One-Way Analysis of Variance of Ag Ed Program Areas by Region. 

 Ag Ed Program Areas df SS MS F p 

Classroom and Laboratory Experiences           

Between Groups 2 0.76 0.38 1.98 0.15 

Within Groups 69 13.28 0.19   

Total 71 14.04    

FFA           

Between Groups 2 0.11 0.06 0.42 0.66 

Within Groups 69 9.16 0.13   

Total 71 9.27       

SAE           

Between Groups 2 2.14 1.07 2.83 0.07 

Within Groups 69 26.13 0.38   

Total 71 28.27       

Regions consist of North, South, and Central 
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Table 28  

One-Way Analysis of Variance of Ag Ed Program Areas by Years of Teaching Experience. 

Ag Ed Program Areas df SS MS F p 

Classroom and Laboratory           

Between Groups 3 0.18 0.06 0.30 0.83 

Within Groups 68 13.86 0.20   

Total 71 14.04    

FFA           

Between Groups 3 0.05 0.02 0.13 0.94 

Within Groups 68 9.21 0.14 

  Total 71 9.27 

   SAE           

Between Groups 3 0.47 0.16 0.38 0.77 

Within Groups 68 27.80 0.41   

Total 71 28.27       

Teaching experience was grouped using Less than 5 years; 5-10 years; 11-15 years; and More 

than 15 years 

 

 

Chapter Summary 

 

Chapter four presented the findings of the study based upon the seven objectives that 

guided the study. The research objectives for the study were: (1) Describe the personal 

characteristics of middle school agricultural education teachers in the State of Georgia. (2) 

Describe the perceived importance of the Georgia Department of Education State Standards for 

middle school agricultural education curriculum by teachers. (3) Describe the perceived level of 

student competence on the Georgia Department of Education State Standards for middle school 

agricultural education by teachers. (4) Describe middle school agricultural education teacher’s 

perceptions on how classroom/laboratory experiences, FFA experiences, and SAE experiences 

are related to a student’s decision to enroll in a high school agricultural education course. (5) 

Determine the mean weighted discrepancy score by the teacher’s perception of importance of the 

curriculum standard and the teacher’s perception of student competence on the standard. (6) 

Describe mean weighted discrepancy scores by teacher’s personal characteristics. (7) Describe 
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teacher’s perceptions of the influence of the experiences by teacher’s personal characteristics. 

The findings presented in this chapter provided a better understanding of the teachers’ 

perceptions of the agricultural education curriculum and its relationship to secondary agricultural 

education enrollment. The findings further described these perceptions based upon teacher 

personal characteristics, specifically including gender, years of teaching experience, and 

agricultural education region. The findings reported in chapter four are further discussed in 

chapter five, along with conclusions and recommendations based upon the data.  
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CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

 

 

Introduction 

The purpose of this study was to determine teacher perception of the Georgia middle 

school agricultural education curriculum and its relationship to secondary enrollment. Middle 

school agricultural education provides students with accurate information regarding the 

agriculture industry and prepares individuals for a lifetime of informed consumer decisions. 

Middle school agricultural education also serves as a recruitment and retention tool for 

secondary agricultural education programs (Cupp & Weaver, 1994; Herren and Denham, 1990). 

This is critically important in today’s society as agricultural literacy continues to become a 

growing issue (Richardson, 1999). With less than one percent of the U.S. population involved in 

production agriculture and almost ninety percent of the population being two or three generations 

removed from involvement, the country is quickly approaching a time where an agriculturally 

literate society is almost non-existent (USEPA, 2012; Leising & Zilbert, 1994).  

While agricultural education has the potential to assist with this growing issue, there has 

been little research effort regarding the middle school agricultural education curriculum and its 

relationship to secondary enrollment. In order for agricultural education to assist with these 

growing issues, students must first be enrolled in the courses. Successfully attracting students to 

courses can be difficult because the educational needs of students continually change and 

therefore the agricultural education curriculum must also change to meet student demands/needs.
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This requires a consistent assessment of the curriculum to determine if students are competent in 

the standards and if the curriculum is changing to meet learner needs. 

Summary of the Study 

 This study was designed to determine if the middle school agricultural education 

curriculum was tailored to the needs of the modern student by determining the importance and 

student competence of each curriculum standard as perceived by the agricultural education 

teacher. The AAAE National Research Agenda for agricultural education served as a guide for 

the research objectives and methodology of the study. This study assisted in the research effort to 

determine solutions to research priority number four which is meaningful, engaged learning in all 

environments (Edgar, Retallick, & Jones, 2016). More specifically, this study focused on the 

solution to the research priority question, “How can delivery of educational programs in 

agriculture continually evolve to meet the needs and interests of students?” (Edgar, Retallick, & 

Jones, 2016, p. 39). This research priority and question was the focus of this study as it was 

designed to determine the educational needs and desires of students currently enrolled in 

agricultural education programs. The research question, based upon the National Research 

Agenda, guided the development of the objectives for the study. 

1. Describe the personal characteristics of middle school agricultural education teachers in 

the State of Georgia.  

2. Describe the perceived importance of the Georgia Department of Education State 

Standards for middle school agricultural education curriculum by teachers. 

3. Describe the perceived level of student competence on the Georgia Department of 

Education State Standards for middle school agricultural education by teachers.  
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4. Describe middle school agricultural education teacher’s perceptions on how 

classroom/laboratory experiences, FFA experiences, and SAE experiences are related to a 

student’s decision to enroll in a high school agricultural education course.  

5. Determine the mean weighted discrepancy score by the teacher’s perception of 

importance of the curriculum standard and the teacher’s perception of student 

competence on the standard.  

6. Describe mean weighted discrepancy scores by teacher’s personal characteristics.  

7. Describe teacher’s perceptions of the influence of the experiences by teacher’s personal 

characteristics.  

Agricultural education is composed of three components including classroom and laboratory 

instruction, SAE, and FFA. Students enrolled in agricultural education courses will have 

experiences in each of these three areas. The experiences and curriculum standards in middle 

school agricultural education served as the variables within the study because they ultimately 

influence the teacher’s perception of standard competence vs. importance and influence upon 

secondary enrollment. These experiences not only shape a teacher’s perception in these areas, 

but also ultimately impact student perception of agricultural education and matriculation. This 

study described teacher perception in these areas as a means to determine if the middle school 

agricultural curriculum is meeting the needs of the modern student. A review of relevant 

literature failed to yield a high level of research regarding middle school agricultural education, 

the curriculum, experiences, or relationship to secondary enrollment (Myers, Dyer, & Breja, 

2003). The findings and conclusions presented in this chapter can assist in closing the gap 

between theory and practice (Baker & Trussell, 1981; Findlay, 1992; Duncan, et al., 2006). “The 
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gap between theory and practice could be eliminated by reducing theory to what was needed to 

perfect the practice (teaching)” (Findlay, 1992, p. 28).  

This descriptive and correlational study utilized a quantitative non-experimental survey 

research design. Participants completed an online questionnaire used to determine perceptions of 

the middle school agricultural education curriculum and it relationship to secondary enrollment. 

A simple random sample (N=71) of the population was calculated using Cochran’s (1977) 

sample size formula for continuous data and minimum return sample size. Participants then 

completed the online questionnaire based upon their perception of the importance of each 

curriculum standard and the level of competence among their students upon completion of that 

standard. Further, teachers were asked to review a list of experiences available to student in 

middle school agricultural education based upon the three-ring model (classroom/laboratory 

instruction, SAE, and FFA) and indicate their perception of the level of influence that each of 

these experiences had upon secondary enrollment decisions. The collected data was analyzed and 

reported using a variety of statistical methods based upon the specific objective including 

frequencies, percentages, means, standard deviations, MWDS, t-tests, and ANOVAs.  

Conclusions and Discussion 

The conclusions and discussion presented were based on the themes that emerged upon 

completion of data analysis and review. Teacher perceptions of the middle school agriculture 

education curriculum/experiences yielded the following conclusions: 

1. Years of teaching experience significantly declined beyond the group of teachers with 

less than five years of teaching experience.  

2. Georgia middle school agricultural educators lack ethnic diversity.  
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3. The curriculum standard with the highest mean regarding perceived importance was 6th 

Grade “Students will demonstrate the importance of agriculture in daily life”. 

4. The grade level with the highest grand mean in regards to perceived importance of the 

curriculum standards was 7th grade. 

5. The curriculum standard with the highest mean regarding perceived student competence 

was 7th Grade “Express the importance of agriculture in daily life”. 

6. The grade level with the highest grand mean in regards to perceived competency of the 

curriculum standards was 7th grade. 

7. All areas of agricultural education were represented in the “top ten” most influential 

experiences with four from classroom/laboratory, four from FFA, and two from SAE. 

8. FFA experiences were perceived to have the greatest influence upon secondary 

enrollment.  

9. Teachers indicated an overall influence rating for middle school agricultural education to 

be an 8.11 out of 10.0.  

10. The curriculum standard with the highest MWDS was “Develop leadership skills, 

characteristics, and responsibilities”. 

11. Sixth grade had the highest average MWDS. 

12. Teachers with 5-10 years of teaching experience had the highest MWDS for curriculum 

standards in all grades. 

13. Regressions indicated both marginally significant and significantly higher MWDS among 

teachers with five to ten years of experience and more than fifteen years of experience, 

when compared to those with less than five years of experience across several standards 

and grade levels.  
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14. Regressions indicated both marginally negative significant and significantly negative 

MWDS among teachers with eleven to fifteen years of experience when compared to 

those with less than five years of experience across several standards and grade levels.  

15. Regressions indicated both marginally negative significant and significantly negative 

MWDS among teachers from the central region when compared to those from the north 

region across several standards and grade levels.  

16. The regression for 7th grade standard 2 accounted for the highest amount of variance. 

17. Males and females revealed statically significant differences in the means in both 

classroom and laboratory experiences and FFA experiences. 

Conclusion: Years of teaching experience significantly declined beyond the group of 

teachers with less than five years of teaching experience.  

 

 Participants in this study were not equally distributed across varying levels of years of 

teaching experience. The largest group of participants reported less than five years of teaching 

experience. Beyond those with less than five years of teaching experience, participation declined 

sharply with only twelve participants having fifteen or more years of experience. For data 

analysis purposes, teachers with more than fifteen years of experience were grouped together. 

This is consistent with existing literature regarding teacher attrition rates in agricultural 

education, with nearly fifty percent leaving the profession within the first five years (Ingersoll, 

2003; Tippens, Ricketts, Morgan, Navarro, & Flanders, 2013). Programs should continue to be 

developed and implemented to assist new teachers in research-identified areas in order to assist 

with solutions to this issue.  

Conclusion: Georgia middle school agricultural educators lack ethnic diversity.  

 

All participants reported Caucasian/White for ethnicity. This finding is consistent with 

existing literature regarding the lack of diversity among agricultural educators. Approximately 
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eighty-eight percent of all agricultural educators are Caucasian/White (Kantrovich, 2007). 

Recruitment efforts and programs should be in place to effectively recruit a more diverse group 

of agricultural educators. Barriers should be identified and addressed to encourage all ethnic 

groups to consider the profession of agricultural education. A diverse teacher population will 

assist in meeting the needs of a more diverse student population and encourage/promote program 

diversity among students.  

Conclusion: The curriculum standard with the highest mean regarding perceived 

importance was 6th Grade “Students will demonstrate the importance of agriculture in 

daily life”. 

 

 Teachers were asked to indicate their perceived importance for each curriculum standard 

in middle school agricultural education. The curriculum standard with the highest mean 

regarding perceived importance was 6th Grade “Students will demonstrate the importance of 

agriculture in daily life”. The means associated with perceived importance are an important part 

of the study because they contribute to the overall MWDS and the resulting conclusions 

regarding curriculum needs. Overall, teachers had a relatively high perception of importance 

among all curriculum standards. Standards with lower means should be evaluated to determine 

true student value. Agricultural education state staff and university faculty should develop 

strategies to assist teachers (both pre-service and in-service) in understanding the importance and 

value of each standard and the rationale for inclusion within the curriculum. Perceived 

importance could play a significant role in how that standard is presented to students and could 

affect the resulting level of student competence. This need for professional development is 

consistent with the adult learning theory that indicates that adults have higher levels of 

motivation to learn what they perceive as a need (Knowles, 1980; Layfield & Dobbins, 2002).  
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Conclusion: The grade level with the highest grand mean in regards to perceived 

importance of the curriculum standards was 7th grade. 

 

 The grade level with the highest grand mean in regards to perceived importance of the 

curriculum standards was 7th grade. This indicates that teachers perceived the seventh grade 

curriculum standards as the most important. The grand means associated with perceived 

importance are an important part of the study because the standards they represent contribute to 

the overall MWDS and the resulting conclusions regarding curriculum needs. Recommendations 

for teacher understanding of standard importance and the rationale for curriculum inclusion are 

the same as stated in the previous conclusion.  

Conclusion: The curriculum standard with the highest mean regarding perceived student 

competence was 7th Grade “Express the importance of agriculture in daily life”. 

 

 Teachers were asked to indicate their perceived student competence for each curriculum 

standard in middle school agricultural education upon completion. The curriculum standard with 

the highest mean regarding perceived student competence was 7th Grade “Express the 

importance of agriculture in daily life”. This would indicate a high level of student competence 

as perceived by teachers. The means associated with perceived student competence are an 

important part of the study because they contribute to the overall MWDS and the resulting 

conclusions regarding curriculum needs. Teachers perceived every curriculum standard to be 

more important than students were competent upon completion. This indicates a discrepancy 

between what the students should know versus what they actually know upon completion of the 

standard. Agricultural education state staff and university faculty should develop strategies to 

assist teachers (both pre-service and in-service) in understanding how to effectively meet the 

unique needs of the modern learner as it pertains to each individual curriculum standard. 

Standards with the largest discrepancy between importance and competence should receive 
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priority in an effort to close the existing gap. It is possible that teachers are not utilizing the most 

effective strategies to meet the needs of the modern student and should be provided with 

professional development as needed to ensure greater student competence among standards. This 

need for professional development is consistent with the adult learning theory that indicates that 

adults have higher levels of motivation to learn what they perceive as a need (Knowles, 1980; 

Layfield & Dobbins, 2002). 

Conclusion: The grade level with the highest grand mean in regards to perceived 

competency of the curriculum standards was 7th grade. 

 

 The grade level with the highest grand mean in regards to perceived student competence 

of the curriculum standards was 7th grade. Even though this grade level had the highest grand 

mean for student competence, it was still lower than the grand mean for curriculum standard 

importance. Seventh and eighth grade were also lower on student competence when compared to 

standard importance. This indicates that, as a whole, teachers perceived the curriculum for each 

grade level to be more important than students were competent upon completion. The grand 

means associated with perceived student competence are an important part of the study because 

the standards they represent contribute to the overall MWDS and the resulting conclusions 

regarding curriculum needs. Recommendations for teacher understanding of how to increase 

student competence are the same as stated in the previous conclusion. 

Conclusion: All areas of middle school agricultural education were represented in the “top 

ten” most influential experiences on secondary enrollment. 

 

 All three components of agricultural education were represented in the top ten most 

influential experiences on secondary enrollment with four from classroom/laboratory, four from 

FFA, and two from SAE. Teachers perceived “Hands-on learning” to have the greatest influence 

related to classroom and laboratory experiences. Teachers perceived “Being an FFA member” to 
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have the greatest influence related to FFA experiences. Finally, teachers perceived 

“Raising/exhibiting livestock” to have the greatest influence related to SAE experiences. 

Previous research on middle school experiences related to secondary enrollment as perceived by 

students revealed slightly different findings. Students indicated that classroom and laboratory 

experiences had the greatest influence on secondary enrollment with the top ten most influential 

experiences having six from classroom and laboratory experiences, three from SAE experiences, 

and only one from FFA experiences. There were four shared experiences in the top ten as 

perceived by teachers and students, with “Hands-on learning” being the number one influence as 

perceived by students and four of the top five experiences coming from classroom and laboratory 

experiences (Chapman, Barrick, & Thoron, 2016). Further data analysis was performed to 

determine if significant differences existed between the means of the areas of agricultural 

education as reported by teachers. One-way ANOVA was conducted and indicted statistically 

significant differences between the means of at least two of the areas of agricultural education. 

T-tests indicated that FFA experiences were significantly different between all combinations of 

groups. 

Teachers (both pre-service and in-service) should realize the value of classroom and 

laboratory instruction and not over emphasize one component of agricultural education over 

another. While students may have varying levels of involvement in the FFA, every student has 

unique educational experiences in the classroom on a day-to-day basis. Students have reported 

these experiences as the greatest influence upon their decision for continued enrollment. 

Professional development strategies need to be in place to ensure that teachers understand the 

value of the agricultural education program model and feel comfortable and confident in 

providing quality experiences for students in all areas. It is important for teachers to understand 
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how their perception of what influence enrollment and what actually influences students can be 

different. This understanding can be utilized to adjust the curriculum as necessary to meet the 

educational needs of a changing student population.  

Conclusion: FFA experiences were perceived to have the greatest influence upon secondary 

enrollment.  

 

Teachers reported a heavier emphasis on FFA experiences with four of the top five most 

influential experiences being from the FFA. This indicates a discrepancy between what teachers 

believe have the greatest influence upon secondary enrollment and what actually influences 

students. Students indicated that classroom and laboratory experiences had the greatest influence 

on secondary enrollment with the top ten most influential experiences having six from classroom 

and laboratory experiences, three from SAE experiences, and only one from FFA experiences 

(Chapman, Barrick, & Thoron, 2016). Teachers must be careful not to overemphasize one area of 

agricultural education at the expense of another. The agricultural education program model 

provides the best educational experience for students as they have quality and engaging 

experiences in each area. Recommendations for teacher understanding of what influences student 

enrollment and the value of providing students with experiences based upon the agricultural 

education program model are the same as stated in the previous conclusion. 

Conclusion: Teachers indicated an overall influence rating for middle school agricultural 

education to be an 8.11 out of 10.0.  

 

 Teachers indicated an overall influence rating for middle school agricultural education to 

be an 8.11 out of 10.0. This indicates a high level of influence upon secondary enrollment as 

perceived by teachers. Therefore, teachers believe the middle school curriculum has great 

potential to affect matriculation of students. However, as indicated above, teachers may not 

perceive experiences the same way that students do. Therefore it is critically important to ensure 
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that middle school agricultural education programs are designed to meet the needs of the modern 

learner. This means providing quality experiences for students in all areas of the agricultural 

education program. It is also valuable to talk with students to gain a better understanding of their 

desires from agricultural education so that programs can be tailored to meet these needs. 

Programs that are designed to address student needs will likely result in better experiences, as 

well as student recruitment and retention within agricultural education.  

Conclusion: The curriculum standard with the highest MWDS was “Develop leadership 

skills, characteristics, and responsibilities”. 

 

 The discrepancy between teacher perceived importance of each curriculum standard (by 

grade level) and student competency upon completion of that standard is represented by the 

mean weighted discrepancy score (MWDS). The curriculum standard with the highest MWDS 

was “Develop leadership skills, characteristics, and responsibilities”. The higher the MWDS, the 

greater the discrepancy between perceived importance and student competence upon completion. 

A list of the top ten curriculum standards with the highest MWDS reported standards from only 

sixth and eighth grade. The eighth grade curriculum standards were represented seven times, 

while the sixth grade standards were represented three times. This indicated that the seventh 

grade had lower discrepancy scores than those reported in sixth and eighth grade. This is an 

important finding because a high discrepancy score indicates that students are not as competent 

as they should be upon completion of the standard. Teachers (both pre-service and in-service) 

need to review the list of curriculum standards with the highest MWDS to determine how they 

could better be delivered to the modern learner. Professional development and collaboration 

opportunities need to be made available to teachers in order to ensure that the middle school 

curriculum is both developed and presented effectively. It is apparent through the findings of this 

study that in all standards, students are not as competent as they should be upon completion. This 
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warrants further evaluation of the middle school agricultural education curriculum to ensure 

student needs are met. This need for professional development is consistent with the adult 

learning theory that indicates that adults have higher levels of motivation to learn what they 

perceive as a need (Knowles, 1980; Layfield & Dobbins, 2002). 

Conclusion: Sixth grade had the highest average MWDS. 

 

 The grade level with the highest average MWDS including all curriculum standards was 

sixth grade, while seventh grade had the lowest average MWDS. This indicates that the sixth 

grade curriculum has the greatest discrepancy between perceived importance and student 

competence. Therefore, specific attention needs to be given to the sixth grade curriculum to 

ensure that the standards are being designed and presented with the educational needs of the 

modern learner in mind. However, it should also be noted that every single curriculum standard 

was perceived as being more important than students were competent upon completion for all 

grade levels. Agricultural education state staff and university faculty should review the standards 

and provide professional development opportunities for teachers (both in-service and pre-

service) regarding best practices for instructional design and presentation.  

Conclusion: Teachers with 5-10 years of teaching experience had the highest MWDS for 

curriculum standards in all grades. 

 

 Teachers with 5-10 years of teaching experience had the highest MWDS for curriculum 

standards in all grades, while teachers with 11-15 years of teaching experience had the lowest 

MWDS for curriculum standards in all grades. This is important because higher MWDS indicate 

greater discrepancies between curriculum standard importance and student competence upon 

completion. It is hypothesized that teachers with five to ten years of experience have higher 

MWDS because they are better able to understand the value of the curriculum standards and 

accurately assess student competence upon completion, while teachers with more than eleven 
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years of experience have lower MWDS because they have learned how to better meet the needs 

of their students and ensure a greater level of student competence. It is also possible that as 

teachers progress in their career they understand the value of professional development and seek 

out assistance and support in areas of weakness or growth. This is supported by the adult 

learning theory that indicates that adults have higher levels of motivation to learn what they 

perceive as a need (Knowles, 1980; Layfield & Dobbins, 2002). Teachers in groups with higher 

MWDS should be offered professional development opportunities to assist in closing the gap 

between curriculum importance and student competence. This study identified teachers within 

the five to ten years of experience range as needing opportunities and support for reaching a 

greater level of student competence.  

Conclusion: Regressions indicated both marginally significant and significantly higher 

MWDS among teachers with five to ten years of experience and more than fifteen years of 

experience, when compared to those with less than five years of experience across several 

standards and grade levels.  

 

The regressions revealed a pattern across multiple standards in which those who have 

taught longer (with the exception of teachers with 5-11 years of experience) were more likely to 

report marginally significant and significantly higher, positive mean weighted discrepancy 

scores. This reveals that the teachers find these objectives more important than they view their 

students’ competence upon completion. These findings were consistent with the MWDS 

separated by years of teaching experience presented in the previous conclusion. The regressions 

established significance and marginal significance for the higher MWDS discussed in the above 

conclusion. Conclusions and recommendations for professional development opportunities for 

groups of teachers with higher MWDS are consistent with the previous conclusion.  
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Conclusion: Regressions indicated both marginally negative significant and significantly 

negative MWDS among teachers with eleven to fifteen years of experience when compared 

to those with less than five years of experience across several standards and grade levels.  

 

Teachers who had 11-15 years of experience reported marginally negative significant and 

significantly negative mean weighted discrepancy scores than teachers with less than five years 

of experience on several curriculum standards across grade levels. This suggests that those 

teachers viewed their students as being more competent than the curriculum standard is 

important. Teachers within this experience level group had the lowest MWDS for every grade 

level. Therefore, the regressions are consistent with the MWDS separated by years of teaching 

experience presented in previous conclusions. The regressions established significance and 

marginal significance for the lower MWDS discussed in the previous conclusion regarding 

MWDS by years of teaching experience. It was previously hypothesized that teachers with more 

than eleven years of experience have lower MWDS because they have learned how to better 

meet the needs of their students and ensure a greater level of student competence. It is also 

possible that as teachers progress in their career they understand the value of professional 

development and seek out assistance and support in areas of weakness or growth. However, it is 

recommended that this group of teachers be further researched to determine why they 

consistently have lower MWDS. Some of the individual standards were reported as a negative 

MWDS. The results of further study could yield information on how these teachers have 

successfully closed the gap between curriculum importance and student competence, which can 

then be used for professional development among other groups of teachers, specifically those 

with five to ten years of experience.  
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Conclusion: Regressions indicated both marginally negative significant and significantly 

negative MWDS among teachers from the central region when compared to those from the 

north region across several standards and grade levels.  

 

Teachers from the central region reported marginally negative significant and 

significantly negative mean weighted discrepancy scores than teachers from the north region on 

several curriculum standards across grade levels. This suggests that those teachers viewed their 

students as being more competent than the curriculum standard is important. Teachers from the 

central region had MWDS on both extremes. Central region teachers had the highest MWDS for 

sixth grade and the lowest MWDS for seventh and eighth grade. Central region was also the only 

region to have a standard (“Identify the 3 main parts of the agricultural education program”) with 

a negative MWDS when separated by region. It is recommended that this group of teachers be 

further researched to determine why they have lower MWDS in seventh and eighth grade when 

compared to the other regions. The results of further study could yield information on how these 

teachers have successfully closed the gap between curriculum importance and student 

competence, which can then be used for professional development among other groups of 

teachers.  

Conclusion: The regression for 7th grade standard 2 accounted for the highest amount of 

variance. 

 

 The regression for 7th grade standard 2 accounted for the highest amount of variance. 

This indicates that there are other factors beyond those included in the regression (gender, 

teaching experience, and region) that explain the remaining amount of variance for each 

standard. This is to be expected, as there are many potential factors that can influence the 

curriculum regarding MWDS. It is recommended that further research be conducted to determine 

additional factors that would help explain the remaining variance for curriculum standards. This 

will give researchers and educators a better understanding of the factors that affect perceived 
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importance and student competence, which ultimately results in the MWDS. This information 

could assist in closing the gap between importance and student competence in an effort provide 

students with the best experience tailored to their educational needs.  

Conclusion: Males and females revealed statically significant differences in the means in 

both classroom and laboratory experiences and FFA experiences. 

 

 The t-test conducted between males and females revealed statically significant 

differences in the means in both classroom and laboratory experiences and FFA experiences. In 

both areas, females reported higher means than their male counterparts. This indicates that 

females tend to perceive experiences in each component of agricultural education to have a 

higher overall influence upon a student’s secondary enrollment decision. Both males and females 

perceived FFA to have the most influence upon a student’s enrollment decision followed by 

classroom and laboratory experiences and SAE experiences respectively. Previous research on 

middle school experiences related to secondary enrollment as perceived by students revealed 

slightly different findings. Students indicated that classroom and laboratory experiences had the 

greatest influence on secondary enrollment (Chapman, Barrick, Thoron, 2016). Consistent with 

recommendations mentioned in previous conclusions, teachers (both pre-service and in-service) 

should realize the value of classroom and instruction and not over emphasize one component of 

agricultural education over another. Professional development strategies need to be in place to 

ensure that teachers understand the value of the agricultural education program model and feel 

comfortable and confident in providing quality experiences for students in all areas. 

Recommendations for Practice 

 Based upon the findings and conclusions of the study, nine specific recommendations for 

practice were determined. These recommendations address trends and potential areas of growth 

as it pertains to the objectives and purpose of the study. Agricultural educators, state agricultural 
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education staff, and teacher educators should review these recommendations to better facilitate 

the growth and development of agricultural education.  

Agricultural educators should carefully review curriculum standards to ensure that they 

understand the need for inclusion into the curriculum. This understanding is important and has a 

resulting impact upon a teacher’s perception of the overall importance and value of the standard. 

The value placed upon a specific standard can influence the methods and strategies used to 

present it to the class and ultimately impact a students experience and resulting competency. The 

agricultural education curriculum is unique in that it can and should be designed to meet the 

specific needs of the local community. However, teachers must be careful not to intentionally or 

unintentionally place higher values or priority upon specific standards where it is not warranted 

by the needs and demands of the local community.  

Agricultural educators should also understand their unique role in the teaching and 

learning process and ensure that each standard and the middle school agricultural education 

curriculum as a whole is presented according to the educational needs of the students. The 

instructional design of the course should be designed to meet the needs of the local community 

and the educational needs and desires of the students being served. The instructional 

methods/strategies used will have a resulting impact upon overall student experience in 

agricultural education and competency upon completion. Agricultural educators should keep this 

in mind during the instructional design process.  

The agricultural education program model should serve as the guiding model for the 

instructional/curriculum design process in agricultural education courses. The agricultural 

education program model has three components including classroom and laboratory instruction, 

supervised agricultural experience, and FFA. Agricultural educators tend to place greater value 
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and emphasis on one of the three components, when they should be represented equally within 

the curriculum. Agricultural educators need to fully understand the value and importance of 

classroom/laboratory instruction and not over emphasize one component of the agricultural 

education program model over another. Agricultural educators tend to place a heavier emphasis 

on FFA experiences, however students have indicated that their experience in classroom and 

laboratory instruction have the greatest influence upon their secondary enrollment decisions. 

While FFA experiences are often times some of the most hands-on and exciting experiences in 

agricultural education, it is important to remember that not every student is highly involved in 

FFA, but all students are highly involved in the classroom instruction on a daily basis. Therefore, 

classroom and laboratory instruction has a major impact on a student’s overall experience in 

agricultural education, which could be a key factor as it pertains to matriculation.  

Teachers must make a conscious effort to ensure that each of the three components of 

agricultural education are equally represented within the curriculum and that students are 

provided with quality educational experiences within each area. This means that agricultural 

educators need to understand the value of the agricultural education program model and use it as 

the foundation for curriculum/instructional design. This model provides students with a well-

rounded experience in agricultural education that will provide them with the best possible 

learning opportunity. This will also assist in meeting the diverse needs of the student population 

and likely lead to an increase in the number of students who continue enrollment in agricultural 

education as they transition from middle school to high school.  

The educational needs and desires of students are constantly changing and it is important 

for the agricultural education curriculum and instructional strategies to be consistently reviewed 

and altered as needed to meet these needs. Agricultural educators should adjust teaching methods 
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and strategies to meet the educational needs of the modern learner. Teachers must understand 

that curriculum and methods must be based upon a fluid system that can be changed or altered to 

meet the needs of a diverse student population. This is essential to ensure that students have the 

best educational experience possible. Meeting these diverse educational needs are also important 

in regards to student competency of curriculum standards upon completion. If the curriculum is 

not designed and presented according to the educational needs of the modern learner, then 

retention of information will be affected. This process also affects a student’s perception of 

agricultural education, as the greatest portion of their time will be spent in the classroom. This 

perception will not only impact competency, but will also influence a student’s secondary 

enrollment decision. Agricultural educators should learn the educational needs and desires of 

their students and ensure that the curriculum and instructional strategies are designed to 

appropriately address those needs.  

Agricultural education includes many different units and standards covering a wide 

variety of topics in agriculture. It can be a challenge to effectively design instruction for each 

standard, specifically for those who are new to the profession. The results of this study provide 

insight into the specific standards where student competency is lower than it should be in relation 

to the level of importance placed upon it by the teacher. This creates a discrepancy between the 

level of importance and the resulting student competency upon completion of that specific 

standard. Agricultural educators should be provided with professional development opportunities 

as needed to address these identified areas. Agricultural education state staff and teacher 

educators should utilize the results of this study in the design and implementation of professional 

development opportunities for agricultural educators.  
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Professional development opportunities will provide teachers a means of learning how to 

close the gap between importance and competency among identified standards. Agricultural 

educators should seek out assistance and professional development opportunities in agricultural 

education program areas or curriculum standards when a specific weakness or area of potential 

growth is identified. While it is important to develop these opportunities for teachers, it is also 

necessary for teachers to perform a self-evaluation and attend the professional development 

opportunities in areas of need. Additionally, state staff and teacher educators in agricultural 

education should continually evaluate these professional development opportunities. This will 

help to determine overall program effectiveness as it pertains to the specific needs of the teachers 

and assist in identifying the necessary changes to the design/implementation of the professional 

development opportunity. However, the result of this professional growth will have a direct 

impact on student competency and teacher confidence in the curriculum and instructional design 

process. 

Recommendations for Teacher Preparation and Professional Development 

 

Based upon the findings and conclusions of the study, seven specific recommendations 

for teacher preparation and professional development were determined. These recommendations 

address trends and potential areas of growth as it pertains to the objectives and purpose of the 

study. Agricultural educators, state agricultural education staff, and teacher educators should 

review these recommendations to better facilitate the growth and development of agricultural 

education. 

Agricultural education state staff and teacher educators should develop strategies and 

professional development opportunities to assist teachers (both pre-service and in-service) in 

understanding the importance and value of each curriculum standard and the rationale for 
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inclusion within the curriculum. It is important for agricultural educators to have a sound 

understanding of the rationale behind the development and inclusion of standards within the 

curriculum. This will help teachers to realize the true value and importance of each standard, 

which could ultimately impact how that particular standard is taught to a group of students. 

Teachers must maintain this understanding and ensure that the instructional methods used are 

meeting the needs of their students. Agricultural education state staff and teacher educators 

should develop strategies and professional development opportunities to assist teachers (both 

pre-service and in-service) in understanding how to effectively meet the unique needs of the 

modern learner as it pertains to each individual curriculum standard. This is essential in 

providing students with the best possible educational experience, which could ultimately impact 

matriculation. State staff should also provide middle school agricultural education teachers with 

the opportunity to meet and review each standard on a consistent basis. Teachers and state staff 

should work together to determine the need for each standard and make changes as necessary to 

meet the needs of the modern learner within the State of Georgia. State staff and teacher 

educators should further develop strategies, professional development, and collaboration 

opportunities to ensure that the middle school agricultural education curriculum is developed and 

presented according to these identified learner needs. It is important to understand that the 

agricultural education curriculum will need to constantly change to meet the demands of society 

and the educational needs of students. The curriculum needs to be carefully reviewed to ensure 

that it consistently meets these needs and should be changed as needed to accomplish this goal.  

The agricultural education program model serves as the foundation for the agricultural 

education program and includes classroom/laboratory instruction, SAE, and FFA. A well-

designed curriculum and program should provide students with experiences in all three areas. 
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Each component is represented equally within the model and it is important that one area of 

agricultural education does not take precedence over the others. Agricultural education state staff 

and teacher educators should develop strategies and professional development opportunities to 

ensure that teachers understand the value of the agricultural education program model and feel 

comfortable and confident in providing quality experiences for students in all areas. Agricultural 

educators tend to place a heavier emphasis or value upon one area of the model, while the other 

two are neglected. Often times, teachers focus more on FFA experiences, even if this focus is not 

intentional. Teachers should make a conscious and consistent effort to ensure that students 

receive quality instruction and experiences in all three areas of agricultural education. This will 

provide students with a well-rounded experience in agricultural education that will better prepare 

them for their post-secondary educational goals or direct entry into a global and ever-changing 

workforce.  

 Agricultural education state staff and teacher educators should review the middle school 

agricultural education curriculum standards with the highest MWDS to determine possible 

solutions to close the gap between standard importance and student competence. The standards 

with the highest MWDS represent the greatest discrepancy between what teachers feel is 

important and how competent students are upon completion. The standards with the highest 

discrepancy scores should be carefully reviewed to determine the cause. Appropriate action 

should be taken to reduce this discrepancy and ensure that teachers understand the value of each 

standard and how to utilize the most appropriate teaching methods/strategies to increase student 

competency. Professional development opportunities should be provided as needed to 

accomplish this goal. The MWDS can be further analyzed among individual groups of teachers 

to determine professional development needs. Agricultural educators in groups (gender, years of 
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teaching experience, and region) with higher MWDS should be offered professional 

development opportunities to assist in closing the gap between curriculum importance and 

student competence. These professional development opportunities should be focused on the 

unique needs of teachers within each group. This will require the development of differentiated 

professional development that is specifically designed to assist teachers within each group as 

they seek to reduce the overall MWDS for each individual standard.  

Recommendations for Future Research 

 

Based upon the findings and conclusions of the study, thirteen specific recommendations 

for future research were determined. These recommendations address trends and potential areas 

of growth as it pertains to the objectives and purpose of the study. Agricultural educators, state 

agricultural education staff, and teacher educators should review these recommendations to 

better facilitate the growth and development of agricultural education. 

Agricultural education has a serious issue in the area of teacher matriculation. Many 

agricultural educators leave the profession within the first five years of experience. This trend 

creates a high turnover rate within the profession and causes teacher shortages across the 

country. In order to provide quality educational experiences for students in agricultural 

education, we must first have highly qualified teachers to fill the positions. There have been 

many studies to determine the cause of this phenomenon, but so far this has not yielded the 

solutions necessary to effectively resolve the issue. Research should be continued in determining 

the primary causes of why agricultural teachers leave the profession within the first five years. 

These studies should include a mixed methods approach with both qualitative and quantitative 

methods. 
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Agricultural educators are not a diverse population that represents a variety of different 

ethnic groups. Agricultural educators are primarily white/Caucasian with very little diversity. 

This can cause the perception that agricultural education only serves a specific population and 

could prevent the enrollment of a diverse student population. Student populations are continually 

becoming more diverse and it is essential to identify methods to recruit agricultural educators 

that represent different ethnicities as well. This will allow the inclusion of different perspectives 

and cultural backgrounds within the field of agricultural education. Students will better 

understand that the agriculture industry and agricultural education serves a diverse population of 

individuals. Further research is recommended to determine methods of attracting a more diverse 

group of agricultural educators. These studies should also examine the barriers associated with 

entry into the profession of agricultural education among various ethnic groups.  

 Middle school agricultural education plays a critical role in the recruitment and retention 

of students in agricultural education. It is important to understand the specific experiences that 

have an influence upon a student’s secondary enrollment decision. This will allow for the 

development of middle school agricultural education programs that are specifically designed to 

meet the educational needs of the student. The area of middle school agricultural education and 

more specifically the relationship to secondary enrollment is an area that has not been 

extensively researched within the field of agricultural education. This research gap should be 

addressed as one of the primary purposes of middle school agricultural education is the 

recruitment and retention of students in agricultural education. It is recommended that 

quantitative and qualitative studies be conducted to determine the role of middle school 

agricultural education in the recruitment and retention of students. It is further recommended that 

additional quantitative and qualitative studies be conducted to determine student perception of 
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the middle school agricultural education experiences that influence secondary enrollment 

decisions. The perceptions of students are critical in the design and implementation of courses 

and experiences in agricultural education that are designed to meet the educational needs of the 

modern learner.  

 The educational needs and desires are constantly changing with each new generation of 

students. It is critical to understand these students and their unique needs in order to provide 

them with an appropriate educational experience. Agricultural education must continually 

change and adapt to meet the changes of society and learner needs in order to remain relevant 

and provide rigor to a student’s educational experience. The ability to effectively recruit and 

retain student in agricultural education programs is dependent upon the design of an educational 

experience that will meet their educational needs and desires. This will provide students with an 

educational program that they will enjoy and find appealing, while also challenging them 

academically and providing rigor to their education. Research should be conducted to determine 

the best instructional strategies and methods to meet the educational needs of the modern learner 

in regards to the middle school agricultural education standards/curriculum. Agricultural 

education must remain flexible in design in order to address the changing needs of each new 

generation of learners.  

 The impact of years of teaching experience on MWDS should be further investigated. As 

teachers began to exceed ten years of teaching experience, MWDS began to drop. The effect of 

years of teaching experience on the discrepancy between standard importance and student level 

of competence is evident, but warrants further investigation. Teachers, separated by years of 

experience, with higher and lower MWDS should be studied to determine the cause of these 

discrepancies. Specifically, further research should examine the relationship between MWDS 
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and years of teaching experience based upon individual curriculum standards. A specific study 

should further examine the relationship between MWDS and teachers with 11-15 years of 

teaching experience based upon individual curriculum standards, as this group had the overall 

lowest MWDS. The results of these studies could provide insight into the reasons and potential 

solutions necessary to lower discrepancies among all groups of agricultural educators.  

 Agricultural education programs in Georgia are separated by geographic region and 

further separated by area. This separation was intended to represent the agricultural differences 

within each region and area of the state. These groups of teachers are likely to have different 

experiences and programs based upon the unique needs of the community and students. These 

differences will ultimately impact perceptions and experiences within each agricultural education 

program. Agricultural education regions had an impact on MWDS, which warrants further 

investigation.  Additional research examining the relationship between MWDS and regional 

location of agricultural education programs based upon individual curriculum standards is 

recommended. This research will provide information regarding program differences as it 

pertains to geographic region and how that ultimately impacts the discrepancy scores. The results 

of these studies could provide insight into the reasons and potential solutions necessary to lower 

discrepancies among all groups of agricultural educators, regardless of program location. 

 Further research should be conducted to determine additional factors that would help 

explain the remaining variance for middle school agricultural education curriculum standards 

across grade levels. Regressions for each curriculum standard indicated that there were more 

factors beyond those included in this study (gender, teaching experience, and region) that explain 

the remaining amount of variance for each standard. This will give researchers and educators a 

better understanding of the factors that affect perceived importance and student competence, 
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which ultimately results in the MWDS. This information could assist in closing the gap between 

importance and student competence in an effort provide students with the best experience 

tailored to their educational needs.  

 Further research regarding the middle school agricultural education curriculum standards 

is warranted. There is a need to further investigate each curriculum standard to determine if the 

standards are an accurate reflection of what is needed for the education of the modern learner. 

There may be curriculum standards that need to be added to the middle school agricultural 

education curriculum or removed to better address these needs. The results of these studies will 

provide information needed for the creation of a curriculum appropriately designed to meet the 

needs of the modern learner. Research should also be conducted to determine if middle school 

agricultural education teachers can accurately ascertain curriculum standard importance and 

student competence upon completion. The ability of a teacher to have a sound understanding of 

this process is critical in the design of effective instructional methods and could have an impact 

on the data collected in this study. This would also assist in understanding if teachers can 

effectively break down curriculum standards to teach based upon the needs of desires of each 

learner.  

 This study was focused upon the Georgia middle school agricultural education 

curriculum, however it would be beneficial to conduct the study in other states to identify 

national trends in agricultural education curriculum and its relationship to secondary enrollment. 

It is recommended that studies utilizing similar methods be conducted in other states to 

determine curriculum needs and the design of effective professional development opportunities 

to address those needs. These studies can be used to strengthen middle school agricultural 

education programs across the country and assist in the areas of recruitment and retention of 
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students in agricultural education. Through specific research initiatives, each state can design a 

curriculum best suited to the unique educational needs and desires of their students, which will 

ultimately assist in providing each student with the best possible experience in agricultural 

education. This will lead to the growth and development of programs in agricultural education 

that will prepare students for post-secondary success, a lifetime of informed consumer decisions, 

and entry into a global and diverse workforce.  

Summary 

 Agricultural education provides students with a unique educational experience that 

establishes rigor and relevance to their education, while preparing them to enter into a global 

economy and workforce. These programs and courses also assist in the spread of agricultural 

literacy and the development of informed consumers. It is critical to prepare individuals to meet 

the modern demands of the agriculture industry and assist in the development of solutions to 

problems that the agriculture industry will face in the near future. The agricultural education 

curriculum, both in middle school and high school, equips students with the knowledge and skills 

necessary to enter the world as the problem solvers of the future, regardless of the career path 

they choose. The curriculum is a critical piece of the agricultural education program model and it 

is important to regularly evaluate and review the curriculum standards to ensure they are meeting 

the educational needs and demands of the modern student.  

The middle school agricultural education curriculum can have a tremendous impact on 

students and their decision to continue enrollment as they transition into high school. The 

purpose of this study was to gain a better understanding of teacher perception of the middle 

school agricultural education curriculum and its relationship to secondary enrollment. The 

significance of the study is further justified by the AAAE national research agenda for 
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agricultural education research. This study assists in the solution to research priority number four 

which is meaningful, engaged learning in all environments (Edgar, Retallick, & Jones, 2016). 

More specifically, this study focuses on the solution to the research priority question, which 

states, “How can delivery of educational programs in agriculture continually evolve to meet the 

needs and interests of students?” (Edgar, Retallick, & Jones, 2016, p. 39). 

 The findings of the study yielded data regarding the discrepancy between teacher 

perception of the importance of curriculum standards and student competence upon completion 

of that standard. The study further provided data regarding the teachers’ perception of the 

experiences in middle school agricultural education (based upon the program model) and its 

relationship to a student’s secondary enrollment decision. The data analysis ultimately resulted in 

seventeen conclusions, which were further discussed and recommendations established for 

practice, professional development, teacher preparation, and future research. The findings, 

conclusions, and resulting recommendation had six primary themes including agricultural 

educator professional development, the Georgia middle school agricultural education curriculum, 

curriculum development, middle school agricultural education program experiences 

(classroom/laboratory, SAE, FFA), matriculation, and professional diversity.  

 The findings of this study provided a better understanding of the perceptions of Georgia 

middle school agricultural education teachers regarding the curriculum and experiences offered 

to students in middle school agricultural education. This information is essential in determining 

if the current curriculum is meeting the changing needs of the modern student. It also assists in 

understanding how experiences in all three components of middle school agricultural education 

relate to student secondary enrollment decisions. It is critical for agricultural education programs 

to continually evolve to meet the needs and interests of students, as indicated by the AAAE 
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national research agenda. If the agricultural education curriculum does not meet these needs, 

then enrollment issues will ultimately prevent the program from accomplishing its goals. The 

development of each student is much too important to not investigate and ensure the curriculum 

is designed to meet each student’s diverse learning needs. This research and continued research 

efforts regarding the agricultural education curriculum and program experiences can have a 

tremendous impact on their future. This is critically important as the future of agricultural 

education and the agriculture industry always relies on the next generation.  
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