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CHAPTER I
INTRODUCTION

Agricultural education at the secondary 'l.e'vvel, when compared to other programs,
is a unique part of the totalvvocﬂaﬁonal education.program. A§ricu1tu‘ral education
teachers have reéponsibilities such as Supervised Agricultural Experience (SAE)
programs and the agricultural educétion studeht organization (FFA). Added teacher
responsibilities, along with the community leadershii) role secondary agricultural
education teachers play, make agricultural education pro gram. responsibilities
challenging.

Over the years, secondary agricultural education programs have been modified to
meet changing school environments and societal demands. Additionally, agriculture’s
shift from production to processing and marketing has played a role in changing
agriéﬁltural education programs. Specialty courses such as aquaculture, food science,
natural resource management, and entrepreneurship ha\}e been added to the secondary .
agricultural educ_ation course offerings. The result has been a demand for agricultural
education instructors \-v‘ith a wide; variety of teaching skiils.

During the 1980’s two national reports called for major revisions to educational

programs. A Nation At Risk (National Commission on Excellence in Education, 1983)



: reeonnnended that high school graduation requirements be strengthened and all students
seeking a diploma be required to master foundations in the five new curriculum basics,
language arts, mathematics science, social studies'and computer science. The report.
stressed a major goal of developing the talents of all to the fullest. Attaining that goal
| required assisting all students to work to the limits of their Capabilities. Schools needed to
adopt genuinely high standards rather than allowing minimum ones.

In 1988, the National Research Counc11 s (NRC) Committee on Agriculture in
Secondary Seho’ols issued a report promoting' high standards for agricultural education.

' Understanding Agriculture: New Directions for Education called for “more flexibility in

“curriculum and 'program design and the requirements and activities of the FFA” (p.31).
The report also recomrnended major revisions and updates to outdated agricultural
education curriculum.- Aspects of those revisions included the ability of educators to
solve problems, adapt new technology, ciemonstrate effective leadership skills, and posses
solid cornrnandof core skills. Additional aspects related to more flexibility in curriculum
design, and the' impact of increased program requirements on teachers.

- In response to recommended educational refoi'rns, state departments of education
and loeallschool;systems implementeri innovative programs sueh'.as School-to-Career,

| Tech Prep and Craﬁsmanship 2000 The National FFA’ Organization created additional

award programs such as Computers in Agnculture Agricultural Sales contest, and the

Agriscience Stndent Reco gnition program. State FFA associations developed more

specific programs adding complexity and opportunity to the range of agricultural

education teacher responsibilities. The Washington FFA Association administered an

Agriscience Team contest and Natural Resources skills contest to enhance program



offerings. The state of Pennsylvania Department of Education promoted aquaculture as
~ an agricultural production option. A job interview contest was added to the career
development events in California. These additional programs and activities increased
educetors"responsibilities, both in and out of the classroom.

Lockwood (1976) concluded that the list of teacher responsibilities grew to the
point where there were more activities ’rharl timetp do them. Goode and Stewart (1981)
noted during the ‘lest 18 years at least eigl_rt tinie—'consuming activities were added to the
“list of agriciiltural education feecher responsibilities in iowa. “The growth of agricultural
education progrern offerings are a mixed blessingiori one harld, stuvdents benefit by
havir1g more choices, and on thev,other hand, teachers must constantly incorporate more
- responsibilities whi.l_.e develeping new skills to keep technically updated” (Ennis, 1991 p.
3).

The NRC committee ,(1988)‘ concluded tliat some vocational agriculture teachers
spent i_nordinate time preparing students for FFA activities. According to the NRC, these
teachers tended to place little emphasis on delivering agricultural instruction in the
classroom, updating curricula, or involving the ‘_business community in the vocational
agriculture pro gram.v “Iri rrrany voc‘ationai pro.grams,.a prirleipal focus of class time and
“extracurricular activity is preparing students to cempete in 'traditionaly, production-

oriented FFA contests and award programs” (NRC, p. 43).



The Profession of the Secondary Agricultural Education Teacher

As the job duties have changed over time, other professional issues have arisen as
well. Crucial iséues face the field of agricultural education today, such as job
satisfaction, burnout rates, and retention of secondary agricultural education teachers.
Agricultural education programs haYe consistently changed over the last decade, yet little
is known about how teacher view their job respohsibilities (Juergenson, 1965).

Accordihg to Scrivens; (1997) the teach_ér”s roles and responsibilities, including.
entry-level requifemeﬁts, should be delineated in a job description or similar document ét
the time of emplovyment_by the school. Professional roles and responsibilities included
such areas as knowlcdge of subject fnatter; earning and maintaining current teaching
credentials; reviewing and selecting curriculum materials; designing instruction and
planning lessons; monitoriﬁg and assessing student learning; communicating with
parents; maintaining records of student learning; fulfilling applicable laws and
government regulations; and participating in professional service and staff development
activities. The requirements for managing those pfofessional skills and responsibilities
within the context of the three agricultural education areas may be overwhelming,
potentially leading to problems of :ecruitment and retention‘ of secondary agricultural
education teachers.

According to Phipps & Osbomne, (1988) teachers of secondary agricultural
education must possess or develop the abilities required to perform the many duties
involved in conducting a successful program of agricultural education. The following are

some of these abilities;



- 10.

Ability to establish and maintain relationships.

'Ability to determine community and individual needs.

. Ability to develop and improve the local program of agricultural education.

Ability to organize" and use advisory groups.

. Ability to plan and maintain instructional facilities.

Ability to advise the locai FFA-ehéiptef, adult assoeiation, and other school-
sponsofed organizations.

Abiljty to plan inStructioﬁ and teaeh high school stu‘denfts and adults.
Ability to’ provid‘e guidance, placerﬁeht, and follow-up.. |

Ability to »keep departmentalﬂ records and make reports.

Ability'fo administer, supervise, and coordinate the activities of the local
department‘.

Ability to relate agricultural education to the highest values.

Ability to behave as professional educators and as members of a professional

group (p. 1'37).

The agricultural teachers’ job respon31b111t1es as articulated by PhlppS and

Osborne, (1988) and the professmnal development requlrements for teachers in general,
as described by Scrivens, (1997) }forvm the theoretical structure for job responsibilities

 defined as the foundation for this study.

It seems apparent that an important aspect for discovery is the perception of

* secondary agricultural education teachers toward their job responsibilities, especially in

terms of the relationship to the secondary agricultural education program.



Problem Statement

The National Research Council’s (1988) study on agricultural education in the
secondary schools reported ﬁndings that secondary agricultural education teachers were
spending too much time on FFA and not enough on classroom instruction. Additionally,

state education departments and local school systems implementation of more programs

based on the national reports, A Nation At Risk and Understanding Agriculture have
increased job responsibilities for teachers in agricultural education programs. A study
was needed because little is known about how secondary agricultural education teachers

perceive their job responsibilities.

Purpose

The purpose of this research was to describe pefceptions of selected California
secondary agricultural education teachers in the Central and San J oaquin regions

concerning their job responsibilities.

Research Questions

1. How do selected agricultural education teachers describe their work?
2. In what predominant ways do selected agricultural education teachers perceive what
their job is like and what their ideal job would be like pertaining to their job

responsibilities?



Scope of the Study

The scope of this study included selected secondary agricultural education
teachers in the Central and San Joaquin California Agricultural Teachers Association
(CATA) regions of California.

Assumptions

The following assumptioﬁs were made regarding this sfudy:
1. The Q-sort statements used aligned with selected teachérs’ viewpbints.
2. The subjects chose the Q-sort statements most representative of their view based on
the questions asked.

3. The subjects provided honest expressions of their viewpoints.

Definition of Terms

Agricultural education -~ the “scientific study of the principles and methods of teaching

and learning as they pertain to agriculture” (Barrick, 1993, p. 24). In previous literature,
agricultural education was referred to as vocaﬁonal education in agriculture and
vocational agricultural education.

- Agricultural Education Program Components — activities designed to support and

enhance the mission of agricultural education, such as classroom/lab instruction, FFA,

SAE, and the community (Phippé & Osbome, 1988).

Agricultural education teacher — a “state certified teacher teaching agriculturai classes to

high school students” (Smith, 1993, p. 7).



Califdrnia Agriculture Incentive Grant Program — standards were developed by the
agricultural vocational education advisory committee. The standards were established in |
an effort to improv'e the quality of secondary agricultural education programs. The grant
was direc'ely tied to the monies under the Vocaﬁonal Act of 1963 (California State

Department of Vocational Education, 1990).

Job Responsibilities —the collection of teacher duties associated with coordinating and -

- managing an agricultural education program (Ennis, 1991 p.5).

National FFA Organization (FFA) "—-i“The natioﬁal orgvanization of _students enfolled in
agricultural education pro grams FFA ectivit_iee_ are an integral part of the instructional
programs under it'he Nati‘onal.‘Voceti.onal Educafion Acts” (Knebel, 1982, p. 11).
Supervised. Agg'eﬁltural Experience (SAE) — “the actual, planned' application of concepts
and principles learned in agricultural education. Students are supefvised by egriculture’
 teachers in cooperation with parents/ guardians, employers and other adults who assist
them in the development and achievement of their education goals. The purpose is to
help students develop skills and abﬂities leading toward a career” (Handbook of |
Supervised Agricultural Experience, 1992, p. 2). These supervised learning experiences
- may be pfoeided by using facfﬁties of the home, farm, scheol, or ah agricﬁulfurai business
(Knebel, 1982). In pre_vi_eus Iiterature, SAE’s were also know as SOE (Supervised
‘Occupational Experience), SOEP (Supervised Occupational Experjence Program),

student projects or projects, and SAEP (Supervised Agricultural Experience Programs).



CHAPTER II
REVIEW OF LITERATURE

The purpose of this chapter Was to present a review of relevant literature and
research studies associated with'the job responsibilities of secondary agricultural
education teach_ers. Research studies, books, professional journals, and periodicals
pertinent to this study were examined. The review of literature was organized into five
sections: (1) Historical Overview of the Seeondary Agriculturai Education Program; (2)
Teachers Duties/Job Responsibilities; (3) Secondary Agricultural Education Programs
and/or Job Responsibilities; (4) Job Satisfaction andvDissatisfaction Among Teachers;

and (5) Q Method.

Historical Overview of the Secondary Agricultural Education Program

l, According to Moore (1988) in 1734, Georgia was the first stat’e.that taught
agriculture in a school setting. During remainder of the 1700s and the early 1800s, most
agriculture was primarily taught in schools for orphans or in missionary schools during
this time period." “Dliring the latter part of the 17005, agi'iculfnral'societies were
established in many states, the first two being in Philadelphia and South Carolina in

1785.” (p. 2). The 1800’s saw increased agricultural instruction in private schools. Also,



agricultural societies and organizations developed. However, during the Civii War and to .
~ the end of the century, the organizétions ldst impetus and agricultural instruction
decreased as well.

Numerous 20" century events and individuals impacted agricultural education.
The Smith-Hughes Ac’g of 1917 was generally recognized as the cornerstone of all
publicly funded vocational education, inc;luding agricultural education. The Act laid out
the organizational structure for the ,.pro‘fession} that is present to date. It called for the

‘implementation of farm praC’giée programs, spgéiﬁcd the purposes of agricultural
education, and provided fe}dbera'l' monies to initiate t'he;program on a nationwide scale
(Shepardson, 19-29). - .

Rufus Stirhs_oﬁ’s contribﬁtion to fhé agriculturalbeducati'on program was the idea
of the proj éct method.v “This method enibhasized the necessity of basing the inétruction
on fhe student’s agricultural ‘prcl)‘j ects”.(Sti‘m‘son‘ & Lathrop, 1942 p 22). The method

_became popular and widely used by secondary‘ agricultural education teachéfs. Asa
reéult, the project method was incorporated into sécondary agricultural education
programs across the nation. The Smith;Hughes Act of 1917 contained a provision that all
agricultural students were ;eggirgdto have a supefvised farm practice, which is known
today as the Supervised Agricultural Eéperienpe (SA‘E») (Moore, 1988).

The Fufure Farinefs of Arhérica (FFA) student organization was established as
one of the comﬁonent‘é of vocational dgﬂculture according to Phipps and Osbomne (1988).
Camp and Crunkilton (1978) assért Henry Groseclose’s contribution td the profession has

centered on the FFA:

10



Grosecldée, along with Harry Sanders, Walter Newman, and Edwin

Magill fouﬁded the Future Farmers of Virginia in 1925 at Virginia

Polytechnic Institute while they were on the faculty in agricultural

education. His work served as a bésis for the constitution and by-

laws adopted by the FFA at its first nationai convention in 1928. He

served as the first secretary and treasurer of the National FFAI and to

this day is given credit for th.é de\}elﬁphiént of the FFA as an integral

part of the total program'of ag’ficultural» eduéation (p. 61).

The fedéfal- goVerhmént reinforced fhe Valué of FFA vto agficul’mral education
through a federal charter to fhe ofgémizatign; “The granting of a federal charter (Public
Léw 740) in 1950 gave special status to the FFA orgé.nizatioh. It also made legal the 1ong
standing concépt that the organizaﬁon was an ihtegral part of the curriculum in
agricultural education” (Camp &ACrunkiltOn, 1’97é,p. 62).

| The Vocational Education Act of 1963 and the Vocational Education

Amendments of 1968 and 1976 étrengthened and broadened the quality of Vocatiqnal
education. Amendments further emphasized and mandéted certain aspects of vocational
~ and ‘technlicv:al_‘educatiorql.v The Carl D. Perkins Vocational Education Act of 1984 amended
the Vocational Education Act of 1963. The Perkins Act provided federal support of
vocational education for a five-year period. The 1984 éct also formally linked vocational
| student organizations to the instructional program in an integfal manner (Phipps &
Osborne, 1988).

John Dewey’s philosophy of education was an influence to the enactment of the

-Smith-Hughes Act. He emphasized that the purpose of education was to develop

11



informed citizens for a democratic spciety. Such aﬁ education prepared students in broad
problem-solving skills, experimentation, and full participation in democratic processes.
Dewey Believed that culture should be taught vthrough vocations, but he did not believe in
teaching students to be»trainedr in .speciﬁc' skills. Dewey saw education as direction of life
activities; related subjects, Aand courses to hélp prei)are students for change and for
alternative careers (Sutherl,and, 1969). -

F rofn a hisforical perspectiVe, the agricultural educatién program evolved from
the efforts ‘of numeroﬁs inﬂueﬁtiél -individuals, aS. ;wel_l as signiﬁcé.nt eVents.
Additionally, thcse ih"dividﬁ‘als and évehts helped to delineate the cémponents of the

nation’s secondary agricultural education programs.

Components/Models of é Secondary Agricultural Education Progz_am

Phipps .and Osborne (1 988) stressed f.our’ integral components of a vocational
agriculture program. Those components included:

1. . Classroom instruction

2. SOEP (supervised occupational experience program) for students

3. Lab instruction » | |

4. Vocational Stud‘ent‘Organization

Accofdiﬂg to 'Phipps & Osborne (1988) the liﬁkage among all curricular
components should be strong, clear, planhed, and purposeful. Appropriate laboratory
activities should be incorporated into éll content areas. The SAE component of

agricultural education should build on student achievement in classroom and group

12



l'cllboratory settings and suggest problem areas to be taught or retaught. Finally,- FFA

- contests and programs provide reinforcement and incentives to members as they seek to
develop clearer understandings and skill proficiency. The common theme among the
components was the coneistent interrelationship of agriculture and education.

Barrick (19925_ also recognized four components for agricultural education,
although he platoed,the context of the pro gram into the school and the community. His
components included: a) cléssroorn and laboratory instruction; b)-application; c)
employment and/or addition'al- education; and d) oareer. Classroorn and laboratory
instruction focused on technical agriCulture, leztder_ship, and personel development.
Supervised experience, improvement activities, and FFA provided experiential learning
opportunities, reinforced instruction, motivated students, and provided a means of
identifying problems on‘which to base instruction. Incentives sucli as contests, degrees,
and awards were not the driving force on which FFA and supervised experience activities
were based, but instead served as reinforcement and motivational tools by providing
recognition to students for exemplary performance (Barrick, 1992). |

Birkenholz (1986) created an agricultural education model with five components:

| FFA; Classroor'n’;‘SOE'; Young F_ehners, and Adults. These components were based on
his interpretation of ‘eight basic principles for vocational education: democratic
participation, pragmatic_orientation and values development, change tlirough flexibility
and continuity, decision making through problem soli/ing, ei(perience centered, individual

- and social needs, agriculture resource management, and interrelationships of agriculture.

This model uniquely incorporated the adult aspect into secondary agrioultural education

programs.

13



Teacher Duties/Job Responsibilities

Cardozier (1967) also emphasized the adult aspect 6f agn'cﬁltural education
programs as he discussed the duties of agn'culturai education teachers.b He recognized the
job’,.of the ‘agn'culture teacher was a complex one and each pgrt'ec_:hoed the philosophy of
what the teacher'beliéved his/her fole to be.. The teacher was eXpected to work with
students and parents in aVariefy of settings. Inéluded settings wér_e the classroom, the
home farm or erhployment area, iri_-school and out-of-school groups, _curricular and
extracurricular ac‘tiVitieS, échOo,i and corﬁmunify groups;' with adolescents and adults, and
other contrasting factors thaf make his/her tasks uniquely interesting and Challenging.

Juergenson (1965) sta;ced thé role of the agﬁculture teacher.involved
responsibilities rélated to classroom teaching, superviéed occuﬁational experience, FFA
advising, extracurricular and nonQagricultufe teach‘ivng. duties, campus faculty, community
service, professional responsibilities, family, program administration, specialization in

| teaéhing, adjusting to change and agriculture as general education.

The amounts of time teachers relegate to FFA, supervised agriculture experience,
commmliityvéfervice‘, extracurricular and non—agriculture teaching duties, and professional
responsibilities varies. Classroom teaching demands the greatest portion of an agriculture
teacher’s time. Howevé_r, ‘the teaqhér may have resporisibilities er classes, when
ultimately the duties encérhpass the Wﬁole ﬁrogram (Juergenson, 1965).

Phipps and Osborne (1988) séid teachers of secondary agricultural education must

possess or develop the abilities required to perform the many duties involved in

14



conducting a successful program of agricultural education. The following were some of

those abilities:

1.
2.

3.

10.

11.

12.

Ability to establish and maintain relationships.

Ability to determine community and individual needs.

Ability to develop and improve the local program of agricultural education.
Ability to organize and use advisory groups.

Ability to plan and maintain instructional vfacilities.

Ability to advise the local FFA ,chapter, adult association, and other school-
sponsored organizations.

Ability to planinstruct‘ion- and teach high school students and adults. |
Ability to provide guidance, placement, and follow-up.‘ :

Ability to keen (iepartmental records and makes reports.

Ability to administer, supervises, and‘ coordinates the ac,tivities of the local
department.

Ability to relate agricultnral education to the highest values.

Ability to behave as professional educators and as members of a professional

group (p. 137). -

The California State Department of Voeational’Education (1990) in its strategic

plan developed a list of general responsibilities of secondary agriculture teachers in

California,

1.

which included the following:
To provide vocational instruction that is realistic in terms of current

and future job specifications;

15



10.

11.

To provide related instruction with field, shop, laboratory, cooperative
work, or other occupational experience that is appropriate to tﬁe
vocational objectives of the student;

To utilize a variety of teaching methods which will promote the
attainment of desirable goéls by each_student;

To arrange sufficient contact with the.Work community so that the
VocatiQnal competency will be maintéihéd.

To participate in the 'deyelopment of instructional materials;

To pzirticipate in cufficulurﬁ dévelopm‘ént for the speciﬁé training
assignmeht and for the total program of the schools;

To participaté in studies of the needs of youth in the school

community;

. To seek the assistance of resource persons who are informed about and

respéﬁsible for the instruction of students with various mental,
physical, educational, and other handicaps;

To assist in placement of students;

To cQopefaite w1th local Vocational counseling and guidance personnel;
To provide 1eader§iﬁp development and training opportunities and
recognition of students through programs‘sponsored by the California
State Departm‘ént of Educafion, Vocétional Education Support Unit

(California State Department of Vocational Education, 1990 p. 11).
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This list of responsibiiities provide'd future secondary agricultural
¢ducati0n teachers insight into the teaching profession and helped veteran
agriculture teachers clarify their existing responsibilities within the profession.

Scrivens (1997) stated wheﬁ teaching positions were advertised, or even
when a job descﬁptipn §va§ written, only the features that distinguish it from the
job of other teachers were mentioned. Most teacher’s duties were not explicitly
stated in the usual process of enrolling, training, and hiring teachers, but were
impiiéit in the social context of teaching.

Scriven‘s. ('1“997) revealed the following outline of teacher duties:

1. Knowledge‘of subject matter

A. In the fields of special competence
B. In acrosé—the.-cuniculum subjects
2. Instructio.nall competehce-
A. Communication skills
B. Management skills
1. Manégeme’nt of process
. Maﬁagement of prégfess
iii.Managemeht of fgmergéncies -
C. Course construction and improvement skills
i. Coufse planning
ii. Selection and creation of materials
iii. »Use'of available resources (a. Local; b. Media; c. Specialist)

iv. Evaluation of course, teaching, materials, and curriculum
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3. Assessment competence

A. Knowledge about stﬁdent assessment

B. Test construction/administration skills

C. Grading/;anking/scdring practices
1. becess | |
it. - Output

D. Recofdihg and repqrtjng stﬁdenfs achievement
i -‘Kﬁowledge about réporting achievé_ments
11 Reporting process (to: a Students; b.‘ Administrators; c.

, Papen‘;s; d. Others)
4. Professionalism

A. PI‘OfCSSiOl;l‘alcthl'CS

B. Professional attitude

C. Professional development

D. Service to the profession
i. Knowledge about the profession
i, Helping beginners and peers
11i. Work for professional organizations
‘iv. Research on teaching |

E. Knowledge of duties |

F. Knowledge of the school and its content

5. Other duties to the school and community (p. 165).
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Furthermore, Scrivens (1997) advocated the duties lists were not obtained by
simply doing what were conventionally referred to as “job analyses”. Such analyses
usually were based on atime sampling of what teachers actually did, or a survey that
asked what they believe they did, or what they or someone else (e.g. an administrator)
thought was important among the things they did. On the other hand, the list was a
normative list, a list of yyhat teachers legitimately could be held responsible for knowing

~and doing, something that was not related in élny. sirnple way to what they in fact knew

and did.

Secondary Agricultural Education Prograrns and/or Teacher Duties

Ennis’ (1991) identified seven responsibility program categories for secondary
agricultural education teachers. The responsibility areas were ranked by teachers in the
study, based on their rating of importance to the program. The rankings were: 1) FFA; 2)
’l‘eaching; 3) Supervised Experience Program; 4) Program Management; 5) Professional
Development; 6) Public Relations; and 7) School Related Activities.

Everett (1981) determined five management functions of the secondary
agricultural education program:' planning, organizing, staffing, directing, and controlling.
Secondary Agricultural Ednc'ation"teachers indiceterl the. most important functions of their
programs were planningb and stafﬁng. Planning included development of program goals,
objectives and policies, and securing support for planned programs. Staffing was
important due to necessity for employing credentialed secondary agricultural education

teachers to fill positions opened by retirements or increased enrollments.
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Cox and Zurbrick (1986) noted ways secondary agricultural eduqation teachers
~perceived the importance of activities associated with the components of vocational
- agriculture. Teachers ranked activities based on importance to the agricultural education
progrém. The ranking follows:
1. Teach high schooi Vocétional agriculture classes;
2. Adv,i'sc FFA chapter meetings;
3. Plan and manage the ag‘ﬁculture department budget;
4. Sﬁper{lise the studeﬁt’s experience program when the student is most in need
of héli) and/or rﬁost desirous to learn;
5. Provide insfru’ctiori in'agﬁcuitural mechanics as f)arf of the vocational
agriculture pro gramg | | |
6. Require students to maintain an SOEP;
7. Counsel students individliélly on career and other perédhal matters;
8. Supervise an FFA Banﬁuet;
9. Classroom and éhop facilities in compliance with OSHA regulations; and
10. Use the majority of summer time for supervision of students’ supervised

occupational experience programs.

In 1966 (Cardozief; 1967) most vocational agriculture teachers had four classes
per day. Thirty years later'rria.ny had five or more classes plus a hdmeroom, study hall, or
other extra teaching duties. The typical course offerings in 1966 were Agriculture I, IT,

III, and IV. A generation later, programs also included forestry, natural resourcés
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management, ornamental horticulture, floriculture, aquaculture, and agricultural
mechanics and technology.

According to Eul)anks, (1978) school fcrms and paperwork continued to multiply
for agriculture teachers. Most departmentshad more .equipment and additional
laboratories to maintain and operate or they shared facilities and equipment with other
vocational prograrn_s.ﬂ Numerous changes 1n FFA also occurred over the years. For
example, proﬁciency award areas have mdie .than doubled and tlie 'application forms
became. more extensive. More contest areas were added to FEA programs at the local,

. district, state, and national levels. Increased student diversity required a more
individualized SAE pfo giam. SAE superVision may 'require visiting two locations- home
and job site - sornetimes cver 20 miles apart.

Studies have been conducted on thetime demands cf agnculmfal education
instructors. Violett (1996) reported clas_sroorn insti'uCtion demanded 60 percent of an
agriculture teachers’ time in a fair quality program and 75 percent in a poor quality
program. FFA consumed 60.5 percent of the teachers’ time in an excellent quality
program and 40 percent in a fair quality program. SAE required 18.8 percent of the
- teachers” time in a poor quality program.

Jewell (1989) reported administrators acknowledge that vocational agriculture

‘ teachers should teach only classes of vocational agriculture and shculd be responsible for
supervised occupational experience programs. Most adininistrators surveyed indicated
study hall or other activities should not be included as part of the vocational agriculture

teacher’s job. However, most administrators believed that the relative workload of
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teachers of vocational agriculture, including extracurricular activities, should be the same

as that of other teachers in the system.

Job Satisfaction and Dissatisfaction Among Teachers

Lamberth (1963) investigated why vocational agriculture teachers in Tennessee
continued to teach.. He found the moSt influential factors were: (1) teaching high school
farm boys; (2) working with young people and be'inguable to guide and counsel them; (3)
born and raiséd on a farm and wish to be closely assdciated with the farm; (4) FFA
activities; and (5) associations with other agricultural teachers and professional men and
women. |

Harrison (1970) conducted a study of Oklahoma teachers who graduated from
Oklahoma State University with a degree in Agricultural Educétion during the years
1948-51. He reported the mdst important reason for continuing to teach was the teaching
situation. Other factors considered important were pride in the professional status,
benefits of personal freedom, appreciation of pﬁblic acclaim, and a desire to stay settled
in a rural life situation‘.‘, In_1979,, White surveyed Oklahoma teachers with five or more
years teaching exﬁerience. He.found the factors that most influenced the teachers to
remain in the profession were (1) safisfaction experienéed from helping others; (2)
satisfaction and pride in sfudent éccomplishmént;. and (3) enjoyment received from
involvement with FFA activities.

- Brown (1973), in a study of vocational agriculture teachers in the southeastern

United States, reported the major factors influencing teachers’ decisions to remain in
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teaching were: (1) advantages of year;round employment; (2) feeling of acéomplishmént
| and success; (3) owning a home in the community; (4) family desires to stay settled; and
(5) desired rural life situations.

In a study of Kansas vocatibnal agriculture teachers by Reilly (1980) the factors
rated highest by teachers planning to remain in the professioﬁ were revealed. The five
highest rankiﬁg factoré were: (1) enj oy working with rural people; (2) enjoy being close
to work associated‘vs:n;th the farm; (3) enj oy wo;l%ing With young people; (4) enjoy the
chance to wb'rk outdoors; and (5) enjby wor‘kivn‘ngith bthef vocatioﬁal agriculture
teachers. |

McMillion (1978) conducted a study of fee_ichers who had returned to teaching
vocational agricﬁlture du1.'ingv the years 1975, 1976, and 1977. Factors listed as being
most inﬂuehtial‘ in theif decision to return to the p'rofé,ssion‘were_: (Da de.sire' to work
with youth; (2) desire for 12 rhonth employinenf; (3) chance to visit homes, etc.; (4) work
hours better in teaching; and (5) less pressure in teaching.

Knight (1978) reported teachers’ reasons for job dissatisfaction iﬁcluded:

...long hours, followed by students in class who should not be in

-vocational agﬁculture. Also, long range occupational goal §vas som_ething

different than teaching vocational agriculture. The fourth and fifth reasons

given by teachers related ‘to long hours. This includes insufficient salary

to cover long hoﬁrs énd too Iﬁany ‘extracurricular activities. The sixth

factor according to former teachers was in adequate administrative support

and backing on decision (p. 134).
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Fuithermore, Knight (1978) found vocational agriculture teachers who left the
profession listed some interesting reasons for their departure. The most common reason,
long hours combined with inadequéte salary, was a particularly descriptive combination.
- This may have been the limiting fai:tor to the nlimber of well-qualified capable young
teai:hers who were attracted tb the profesision.\ |

Knight’andB‘iander (1978) stated teacher_s must begin vto:re'cogni_zev schoois were
not set up solely to support vocational agricﬁlture and teacher’s pefsonal agriculture
interestsv.’ All ot}iiar si:hdol progrériis.werc not simi)ly sétellites around the vocational
agriculture program. Agriculture teachers needed to bé_more of ateam player and less of |
a lone wolf in the séhool pack. Knight and Bender went on to say:

Ifa teacher.expec":ts acimim'strative support for hls piogram, hé must be

prepared to offer a supportab1¢ program. If he expects édministratixie :

backing for his decisions, he must first establish a track record for making

sound decisions. If he expects to be trusting by the school administration

he must coﬁpentrate on deserving the trust by being a productive, loyal

faculty member. If that means taking on some "extracﬁrricular’ and

‘eife'ning’ activities, he must be prepared to do 56 Withoiit constant

whining and complaining (p. 2). -

For teachers to remain in the .profession.there‘must bea lev§1 of enjoymént and
contentment gaineci from the woik a person do:es that' oliscures thé routine, less-than-
erij oyable aSpects of his or her job. |

Mattox (1974) found that job satisfaction was a factor related to vocational

agriculture teacher turnover. Past studies showed a positive relationship existed between
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job satisfaction and performance. Korman, (1968) applying those findings to teachers,
" inferred that a satisfied teacher performed better, resulting in the enhancement of the
teaching/learning process. Applying that inference, research efforts recognizing the
importance of job satisfaction arriéng vocational agridulture teachers were indicators of
the teacher’s 1ev¢1 of performance and program success.

Knight, (1978) ina study of why V’Qcational agriculture teéchers quit teaching,
revealed five facfp_rs were related to teacher fumover: |

1. Long fange' ’occupativonal‘ goéls were other than teaching vocational

agriculture,

2. There v?;gre student§ in ‘cl‘ass who shouv‘ld-not haye been in vocational

agriculture,

3. inadequate opportunities for advancementv,

4. Long hours, and |

5. Inadequate.sallary (p.134).

While it was important to recognize job dissatisfaction existed among égriculture
teachers and dissatisfied teachers leave the profession, it was also important to note the
largé nur;lber of teachers wh(; indiéated they get fulfillment and satisfaction blfron‘1 their
work. Gorciyca (1987) r'épbried almost 70 pe'rc‘entk of the se@ondary agricultural
education teachefs indicated satisfaction with their daily work hours and schedules.

Ninety-five percent also stated that they were satisfied with their jobs.
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Q Method

Q methodology was first developed in the 1930’s by William Stephenson (1953) |
and was described as an instrumental and philosophical approach to the study of
subjectivity. Respondent’s subj ectilvity was cqnsidered syl_iqnymous with personal
viewpoint, beliefs, e_xpe"rience,‘ and background. Performing a Q-sort was an evaluation
for which right answefé did not exist.. Stimuli wefé placed in significant order from the
standpoint of the person completiﬁg the sort. Thé ordeﬁng of statements by the
individuals reflected difference‘s in: importance _eéch statement had for that person. Thus,
a picture of the viewpoint of eééh individual was revealéd. The data from the subjects’
statements were analyzed to yield useful statistics for the interpretation of meaning.

InQ methodcﬂogy, the research variable becomes the peoﬁle performing the Q-
sorts, not the various Q-sort statements. Factor analysis conducted v;/ith Q methodology
was considered to be appropriate in determining what people perceive related to the
subject being studied.- Subj ects associated with a certain factor were assumed tQ have a
common perspective, or to form clusteré of persons, according to the similarity in their

- rank ordering of the statements or items (Stephenson, ,195 3)..

Studies have shown the test/retest reliability of data gathered through Q
methodology to be 0.80 and higher (McKeown & Thomas, 1988). It was assumed that
given the séme itefns, subj écts within a study wouid produce additi‘on'al Q-s‘oﬁs that were
highly correlated to their original sort. Content validity considers the theoretical |
applicability of the test items for their relevance to the subject being studied. “\/"alidity

was not considered particularly relevant in a statistical sense in Q-sort methodology. Q-
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sort, by definition, was subjective and there was no outside criterion for a person’s own
point of view (Brown, 1980).

Generalizations in Q-methodolo gy were not thought of in terms of sample and
universe. Samples in Q studies were not usually drawn randomly, nor were they
generalized to large populations. “All that is required were e'nough subjects to ‘establish
the existence of a factor for purposes of comparing one factor with another” (Brown,
1980 p. 182). For this reason, Q-rnethod typically ‘ernployed small respon(tent numbers
(McKeown & Thornas, 1988).

Recogniiing the factor- analytic/ model in Q methodology represented the sorts of B
people, increasing the nnrnber of persons on any factor had little impact on the results.
Thus, the results were expected to be valid for other persons of the same potential type
(Brown 1980). Persons ofa partlcular outlook would be expected to load h1gh1y onthe
same factor As qualitative research, the results apphed only to subJ ects participating in a
| study. However, one might conjecture that other subjects of similar age, gender, and
experience held similar beliefs.

“Q method is an important and unique approach to the study of psychological,
sociological, andeducational phe'nomena” (Kerling'er, 1986, p. 598). Most research
methodologies examine questions frorn the investigator’s point of view. Based upon
personal viewpoint, the investigator chooses the theory, forms th_e hypotheses, selects the
categories and measurements,and analyieS the scores —all external from the subjects
involved. Such traditional research methodology, referred to as R-methodology, requires

explanations be given in terms of original concepts built into questionnaires. Since the
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results of such research methods do not necessarily reflect the subject’s will, his feelings
remain ilnknown; he is uninvolved (McKeown & Thomas, 1993).

The Q technique and R-methodolo gy differ in that Q allows the subject to speak
fer her or himself. Behavior wes not deﬁned-an‘d measured by the investigator’s concept
but by the subjects’. Because the process is self-referent, it is of particulavr value in ..
situations where the indi.vidual’s self is involved, where his/her opinion and viewpoint
were concerned as in psychoiogical, secial and political matters. Since no outside

| standard or operational deﬁnitions‘exist by Which the subject’s point of View maybbe
measured, no right or wrong exists. This eperant Subjec.tiVity postulates nothing; it
requires no definitions, no constructed effect:. “a phenomenon is obéerved and a concept
is attached to it” (Brown, 1980, p. 28). “The thrust of Q methedelogy is therefore not one
of predicting what a person will say, but in getting him/her to say it in the first place [i.e.,
by representing it as a Q sort] in Hopes that we may be able to dviscover something about
what he mean when he says what he says” (Brown, 1980, p. 46).
| The concotlrse comprises the raw materials for Q methodology. The flow of
| communicability surrounding any topic is referred to as a concourse. A concourse can be
collecteti in a number of ways. The two most typical rrtethods were reviewing literature
and/or interviewing people and j ottiﬁg down or recording what they say. A study of
public opinions would necessitate interviewi‘ng representatiyes »of those segments of the
society apt to have something to say about the iseue. The concoutsé is where the sample
statements were developed te be administered in a Q sort (Brown, 1993).
The number of statements used in a Q sort may be as large as the investigator

pleases with most researchers concerned with statements that put variability of meaning

28



among the items so that extreme positions do not dominate the sort (Stephenson, 1953).
Kerlinger, (1986) wrote sorters can handle up to 90 or 100 statements and recommended
between 50 and 100. The more complex the topic being investigated, the fewer
statements should be used, accordihg to Ke‘rli'ngef.

InQ methodology,thé i'esearch variable becomes the people performing the Q-
sorts, not the various Q-sort statements. Factor analysis conducted with Q me_.thodo‘lo gy
waé, therafore, corisidered appropriate to determine what people perceive related to the
subject being stuciied. Subj ectsassovciated \ivith a certain factor were assumeci to have a
common perspective, ar to forni cluéters of subjects, according to the similarity in their
i'ank ordering of the statements (Stephénson, 1953). ,.

Q methodology tMcKeown & Thomas, 1988) eiiabled raspondents to
communicate a point of view from an internal frame of réfe‘rent;e. Followirig data
analysis, the statements composing each of the Q-data factor arrays described the
meaning of likeness or unlikeness to the subjects loading on that factor. An interpretation
of factors extends beyond statistical analysis to theoretical criteria. This includes using
interview data, previous literature, and researcher interpretations (Brown, 1980).

Studies have shown t}ie test/reteSt reliability of data gathered through Q-
methodology to be 0.80 and highe,r(McKeown & Thomas, 1988). It is thus assumed that
given the same items, the subjects within this study would produce additional Q-sorts that
were highly correlateti to their ori“ginal sort. Content validity vc‘onsiders the theoretical
applicability of the test items for their relevance to the subject being studied. Validity is

not considered particularly relevant in a statistical sense in Q-sort methodology. Q-sort is
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subj ective by definition and there is no outside criterion for a person’s own point of view
(Brown,-1980).

" Brown addressed the problem of generalization in terms of specirﬁen and type:
“Generalizations afe expected to blg valid for other persons of the same type, i.e., for those
persons whose view would .lea.d them to load highly on factor »A” (Brown, 1980). He
maintained that five or six persons loadéd significantly on a factor were sufficient to
produce reliable scores; thus, no more than forty ‘su_bj ects were required in a Q study

(Brown, 1980).

Terminology

Based on Stephenson, (1953) Brown, (1980) and McKeown and Thomas, (1988)

the fdllowing terms were notéd as "they applied to Q method.

Concourse — the infinite theoretical domain of possible Q items which represents
a reduction of subjective communication in a given céntext. A concourse, i)ragmatical;ly
and naturalistically obtained from collections of items from interviews, archives, or other
empiri'cally grounded source of communication, is the p.opulation frorh which Q-samples
are drawn.

Concdurse Theory of Communication _‘ all diécourse exists in subj éctive respects
as concourses of declaratiive‘, ifnplicitly self—referentv statéments; all subjectivity is .
_ transformable into operant factor structure that can be studied scientifically.

Condition of Instruction — description of a functional-interactional situation

developed pursuant to the domain of subjectivity that is of theoretical interest to the
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researcher and which is given to a respondent to guide the Q sort, the interpretation of
which leads to an understanding of the respondent's perspective vis a’ vis that instruction

(see also "functional-interactional situation in subjective behavior™).

/

Confounded Loading (Sort) — simultaneous significant loading on two (or more)
factors by a respondent's Q sort, indicating that the respondent shares more than one

perspective with respect to that condition of instruction.

'Consensus Items -- those with factor z-scores that lie within one standard
deviation unit of each other, indicating that all respondents assign equal importance to the
item.

Correlation Matrix -- the matrix of zero order Pearson's product-moment

correlation coefficients ami)ng respondents' sorts (n x n); for forced distributions, the
correlation betwéen ﬁny t§vo Q sorts i and j is calculated as r;; = 1 - (2d*/2Ns”), where d =
the ciifference in a;nv item's score in the two sorts, Eilz = sum of tiie squarés of differences
in all i;cem scores in the two sorts, N = number of items in tlie Q sample, and s> = variance
of the Q sort distribution (based on the shape of the form board). The number of different
correlation coefficients excluding the diagonal, in an n X n matrix =n(n-1) /2. The
square of the corrclaticin COefﬁcient,i'ijz, is known as the coefficient of determination, and
represents the percentage of overlap between the two sorts, 1 and j, and also represents the

proportion of variance between the two sorts that is explained by either one of them.

Discriminating Items -- those with factor z-scores that are greater than one

standard deviation unit apart, indicating that they are judged significantly differently by

different respondents under the same condition of instruction
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Eigenvalue — indication of thé amount of variance explained by any particular
factor, calculatéd as the sum of the squéred loadings by column (for each factor). An
eigenvalue of 1.0 (Kaiser's criferion) is often used as the stopping criterion during factor
extraction (for a P-set of 10 sorts, an factor \;vith an eigenvalue of 1 .0 means that the
'factor accounts for 10% of the fotal variance among the 10‘.sor'ts; for 100 sorts, al.0
eigenvalue factor would only éxplain 1% of the Vaﬁénce). Each respondent's own
squared loading (contribution to the“eigenvalue) represents that respondent's contribution

- toward the factor's explanatory .pow‘er.f

Explained Variance — percentage of total variance in the correlation matrix

accounted for by eaéh factor = the factor's eigenvalue * 100 / the number of respondents'
sorts. (The amount of varianée in a factor explained by ahy one respondent's sort is equal
to that respondent's sqilafed loading * 100 / the eigenvalue). There are three possible
reasons for low explained variance: .(1) not .ehough fa(;fors have been extracted; (2) the Q
sample does not capture all elements of extant perspectives, i.e., the Q sample is not
representative; or (3) the P-sample does not have well formed perspectives vis a’ vis the
condition of instruc;tion. Explained varianvce is reported two ways in Quanal: initially for

unrotated‘faéto_ré and later for the rotated factors.

Factorial Design — a multidimensional (usually two), structured, Q sample design
based on systematvic,grouping of items by ,‘catego”r‘y t6 ensure breadth and
comprehensiveness (represehtatiVeness) to fa‘cilitate"théory testing. The total number of
items included in a factorially-designed Q sample = categories (or dimension #1) *
subcategories (or dimension #2) * replications of items. If the number of items included

in the Q sample is equally divided among the categories, the design is "balanced;" if not,
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~ the design is "unbalanced." It is important to recognize, hoWever, that it is not the
researcher's categorization that matters; rather, it is the respondent's sort.

Forced Distribution — arrangement of items in a Q sort in accord with a pre-

specified format (usually quasi-noﬁnal); there is no significant difference in factor
structure between fbrced and free and the "law Qf error” fewer: issues are of great
importance than are of less or no importance.

Form Boafd_ _ pre-formatted board or sheet upon which Q items are placed during
a forced distribution Q sort exercise

Itém Scoré -- number ihdicating rank assigned to an item bas,ed-on its position in

the distribution following a Q sort exercise (e.g., -4 to +4)

Non-Significant Loading (Sort) - statistically insignificant lbading on all factors
(Q structures do not capture the respondent's perspective)

Operant Subjectivity — factors grounded in concrete behavior; the explicit

expression of a respondent's perspective in a Q sort; interpretation of perspective inferred

from the relative location (scorés) of items in the factor arrays.

Orthogonal Factors — common factors that lie at right angles to each other in

factor space and which repfésent'independent (no‘corryelation) perspectives.

P-Set/P-sample — the set qf individuials participating in the study who are chosen
also to reflect the full range of e repreéentative perspectives of theoretical interest (n). If
multiple sorts by the séfne individﬁal(s) are included in the study; 'the P-set would be
expanded to include all sorts by the individuél(s). Ideally, the P-set (or P-samplé) would

include at least five significant loaders on each orthogonal factor.
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Principal Component Method — determinate method of linear fac_tor extraction
from n x n correlation matrix that minimizes unexplained variance (rep-resents the best fit
of linear factors to correlation coefficients).

Q Factor — an operant, noncategoricél, repreécntation of a whole perspective
rather than an analytically‘ distinct trait synthesized exfernally by the researcher; a
particular perspective shared in common by resﬁondents who han sorted Q items ina .

similar way; a distinct cluster of opinion; a composite point of view.

Q Factor Analysis — extraction, rotation, interpretation, and validation of (m)
common (linear) factors that portray com‘mon‘perspectiv_‘es among the sampled population

(n Q sorts); extracted from n xn correlation matrix.

Q Factor Correlation — ameasure of orthogonality/statistical independence (0
would be perfectly orthogonal); otherwise their will be some ovérlap between the factors

(perspectives).

Q Factor Interpretation — explanation in terms of a commonly shared attitude or
perspective; done by examination of Q items that characterize the factor (especially
distinguishing items and those with high factor scores).

Q Factor Loading — extent of covariance (c,loseneés of fit or relationship) between

a réspondent's Q sdrt and the factor (-1.0 to +1.0)§ the Pearson's correlation coefficient
between a Q sort and. the factor (analo goﬁs toa ébtandérdized regression coefficient in
multiple linear regression or a path coefﬁéient in causal-analysié); the square root of a
respondent's contribution toward the explanatory power (explained variance) of that

factor.
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Q-FactorvRotation — examination of Q sort correlations from different perspectives -
maQ factof space of m-factor dimensions in which coordinate points represent
respondents' factor loadings. Atheoretical rotation (e.g., varimax orthogonal rotation and
oblimai oblique .rotation) to simple structure (i.’é., maximizing loads on one factor while
minimizing loads on all others) is,acéomplishéd by minirhiiing deviations about the
regressioh lines (lineér factors). Theorefical rotation (i.e., manual or hand rotation) is
used to view perspectives from partlcular vantage points in factor space that are of

intérést to the res_earcher;

Q Factor Score — normalized Q item score on the common factor calculated as

Spearman's weighted average; a quantum of subj ective importance (quantsal).

Q Factor Score Array — distribution of Q item scores that defines a factor; model
of the revealed perspective or attitude.

Q Factor Structure — primvary‘abstraction that is the basis of categories of operant

thought of the ideal type variety; items, with scores, that make up (define) a factor; listing

of those items and their factor scores which distihguish that factor from all others.

Q Factor Validation — verification of factor interpretation with the respondent who
loads most cieanly (has thbe highest purity and loading) oﬁ that factor '(mo's‘t burély and
completely reflects that peréﬁeétiife alone). |

Q_Him '—.»anobj ect (often a statement of opinion) that is included in a Q sample
and is arranged ina particulér order dﬁring aQ soﬁ exercise; such items are usually taken
from the environment that includes the behavior that is the subject of the study (known as

the concourse).
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Q Item Score — the relative position that an item occupies in the common factor

score array (e.g., from -5 to +5 in an eleven pile distribution).

Q Methodology — the modus operandi for a science of subj ectivity; the condition
of viewing things exclusively through the medium of one's own mind; thd body of theory |
and principles that guide the application of technique, method, and explanation of Q
theory; a method of subjective inquiry that is contextual (functiohai—‘interactional) and
revealed by impression; a method of scientiﬁc stndyvof subj ectivity that is based on self-
referent abductin disc.oveiy énd understanding iathgr"than deducti\ie.cxplanation,
prediction, veriﬁdaition, or diagnosis.

Q Sample — cbllection of Q itéms drawn from a concourse of items and used in a
Q sort (N); pi'eferably obtained "naturalistically"” i.e., from respdndent's own statements,
~ but cén also be drawn from other sources such as archives or the researcher, or can be a
hybrid of naturalistic and non-naturalistic source.s. It is assumed that each item in a
concourse has equal probability of ﬁnding expression in a comInunication a.ndpoSseéses
equal a priori potential. As long as the items are chosen to be broadly representative
(random selection is unnecessary), the operant factors that emerge will not vary in
structure. N |

Q_S_d_r_t — arrangement of Q items info a signiﬁcant order according to the extent to
‘which each item is c__ons'istent with aﬂrespondent's point of view or pérspective (e.g., by
preference (from most like to most dislike), by attitude (mosi agree or approve to most
disagree or disapprove), or by personality (inost like me to most unlike me). This sort
represents (captures; makes operant) the respondent's conceptual model of his or her

perspective (subjectivity) with respect to a particular condition of instruction. [Note: the
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~ ipsative nature of Q sorting is not a problem since it is only the shépe, not the elevation or
scatter of the Q sort, that matters in interpretation of operant factors].

Q Technique — procedures of Q methodplogy including developing the Q sample,
administering Q sorts, computing interperson Q sort correlatiéns, and analyzing
(extracting, rotating, infefpretixig, and Validating) Q factors. -

Q Theory — subjectivity can be studied séientiﬁcally and operantly; the goal of Q

studies is to understand subjectivity (ndt to explain or predict it) and is based on the

theory of communication (hot the theory of information).

R Methodology — a method of objective inquiry that is premised on isolated,
axiomatic, reliability testing of resea.rcher—deﬁned and operationalized traits; concerned
with systematic hypothetico-deductive testing of observations against prevailing

theoretical predictions.

Reliability, Factor (r;) — composite reliability; sum of the intraperson reliabilities

divided by (1+[(n-1) - the mean interperson reliability]).

Reliability, Intraperson (r;) — autocorrelation; consistency afnong successive sorts
of the same Q sample under the same condition of instruétion (routinely found to exceed
0.8); calculated as 1 = h2 + spi =sum of a res’pondént"s perspéctive held in éomrﬁbn with
othér respondents (commoriality)' and his unique, idiésyncratic persbective (specificity).

Significant C‘erélation — a correlation between two sorts of sufficient magnitude

that the researcher has confidence that the rela;tio‘nship is not by accident; anr; >z, * SE,
1s significant at the specified level of significance and the researcher can be 1-0(100)%

confident in this result.
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Significant I.oading — a factor loading that cannot be explained by random

assignment. The standard error of a zero order correlation coefficient matrix is calculated
as the square root of the nummr of itemns used in the sort [SE, = 1/YN]. The critical value
of the loading (minimum significant loading)is calculated as the two-tailed z-score
corresponding to a specified le\iel of significance (o) multiplied by the standard error
(SE,) of the loading estimate [z, * SE,]. The z score applicable to any specified level of
significance is obtained from statistical z-tables. [At o =.001, z,, = 3.090; at o= .01, z,,,
= v2.576; at o= .vOVSI, Zyn = 1.960]. Thus, if the number of statements =_49, at .001 level of
-signiﬁcance, the‘cri_vtical value‘= (1/7)*3.09 = .441. Higher levels of signiﬁcance are
preferred to overcome any doubts of signiﬁcance due to violations of statistical
independence and to forced-choice sorting of items (though shape is preserved, elevation
and scatter in the distribution are lost during correlation and factor anaiyses).

Standard Error of Pearson's Correlation Coefficient (SE,) — the standard error of

- the distrii)ution of values of r;; in a sample of r’s (correlation matrix) is equal to one
standard deviation in that distribution. The general formula for computing the standard
deviation of a di_stri_bution ofryis(c=1-r/ N, where N is the numi)er ofitemsina Q

_sample. Since this is a zero order distribution, ie,Z ru= 0 and mean r; =0, thenr® = 0;

thus the formula reduces to 6,=SE,_ = 1/N. o |

Structured Q Sort — items are designedby the researcher and included in a Q.

sample in order to test one or more hypotheses of a structured theory (explanation of the

relations among the variables of the phenomenon under study).
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Subjective — a communicable possibility relaﬁng to the inner world, which
involves experiences of the mind (meaning and possibilities of self-involvement)
expressed as articﬁlat_ions ina pefson's behavioral field. As such, they are not reducible
and subject to prediction; rather, they havqexcess rﬁeaning subject to expansive
understanding in ,term§ of higher level structures, configurations and synthesis.
Subjective communipable possibilities include opinjons, feelings, beliefs, desires,
emotions, attitudes;v fantasies, vallues;,vand pfefererlce_s, but do not include sfatements of
fact. |

Subj ectivigm — a person's sel_f—referent, point of \)iew,vperspective, or conceptual
model of reality, composed of self (personal reference) and non-sglf (other reference)
developed through reﬂeétion of self as an object in the outside world.

Theory of Communication — understanding is gained by study of verbal and
-nonverbal communicationé, with a foCué on meanings (phenomenon) rather than facts;
the basis of Q methodology.

Theory of Information — understanding is gained by study of the transmission of

information with a focus on facts (noumena) rather than meanings; the basis of R
methodology.

" Unstructured Q Sort — items are obtained naturalistically and included in a Q

sample to ensure fepreséntativeness; but no attempt is made to differentiate item
construction or inclusion to test a priori hypotheses; most effectively used in exploratory
(heuristic) research (theory building).

Varimax Rotation — atheoretical orthogonal factor rotation designed to maximize

the variance of squared loadings (explained variance) on each factor
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Wrap — weighted rotational analytic procedure; a collection of software
subroutines used to calculate factor-specific item z-scores, Q factor correlations, and

factor score arrays, as well as produce lists of discriminating and consensus items.

Strengths:

Kerlinger (1 986) gave four convenientvavrlaly;[.ic advantages of Q methodology:

| 1. The sc:ales of individuals are easily correlated and analyzed.

2. Comp:o>site rank ordérs of gfdups on ihdividuals are easily ébrrelated.

3. Scale values of a set of s;cimuli vcan be ca’lcﬁlated using one of the rank-
‘order methods of scaling. | |

4. Tt partially escapes response set and the tendency of the respondent to
agree with socially desirablé items (p.32).

Kerlinger pointed out that ranks were ipsative measures. In other words, they
were systematically affected by other measures and Were referred for interprétation to the
same mean. Because of the nature of Q methodology,'each-respondent’s set of measures
had the sarne meéri an%l standard deviation. Thus, no matter Who rankéd the items, the
sum and mean of the fanks were always the same. It also follows that standard deviation
between items is always the same (Kerlinger, 1986).' Q méthédology uses an ipsative
technique of sorting a repreéehtatif/é set of subj ective statexﬁents drawn from a concoursé

of possible feelings or reactions about a subjective condition (Brown, 1993).
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- Weaknesses:

Kerlinger (1986) also related two major weaknesses of Q-methodology:
1. A method not well-suited for large sample purposes.

2. Focused on a forced choice procedure.

Sﬁfnmary |

This chapter provided backéround information éoncerning the historical aspect of
agricultural educa?ion, agricultural eduéation program job responsibilities and teacher
duties, and teacher j ob_sati,sfaction'or lack thereof. Ai’so included was an overview of Q-
method. |

Since the creation of égricﬁltural education pro grams in 1917, state and federal
legislation allowed secondary agriculture edﬁcation programs to expand beyond the
original obj ecﬁve of providing education about farming to young men. However, with
those program expansions have come increased program requirements, and also led to
greater opportunities for program diversity. |

vWith divérsity came added‘ responsibilities and incfeased training demands on

. agricultural education instructors. In addition to claséfoOm teaching duties, agricultﬁral
educators were expected to maintain an active student organization, create and maintain
relationships with community leaders, promote and supervise entrepreneurial and career
activities for students, all while maintaining the integrity of the overall pro gram.

Additionally, teachers were expected to participate in professional development, school
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and community activities not relating fo agricultﬁre, and nurture and maintain a personal
life.

Stress from additional duty assignments and the pressures of being an agricultural
education professional have led to job frustration among teachers. As with most other
professions, concerns about long work hours, inadequate salary, additional duties and job
burnout have led to discuésions about ov:er;allA j ob satisfaction within the agricultural
education profession. Research studiés have shOwﬁ.positive relationships existed
between job satisfaction and perfo'nnance. ’

Q—methovd reséarchall&vs é réseﬁrcher to use the subj ects own perspectives in
" better understandiﬁ_g the nature of their behavior.. Other mgthods of data gathering
utilized instruments created by the researcher(s) from the researchér(s) perspective. Q-
method instruments, on the other hand, were based on the perspectives of the researéh

subjects. A major focus of Q-method was why and how people believe what they do.
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CHAPTER III
- DESIGN AND METHODOLOGY

- The purpoSe of this study is to‘ deééribe hbw secondary égric}ulﬂual education
teachérs in Califor:niavperc_eive their jéb responsibilities using Q method. A combination
‘of theoretical structure (Phippsb & Oéb_ome, 1988; Scri\}ens, 1997) Was used tb determine
pa’rticipantsv’ opinions about fheir job résponsibilities'. This chapter includes participants’

descriptions, the process used to develop the Q-sort, the research procedures, and the

’pI'OCCS'S for data analysis.

Institutional Review Board (IRB)

" Federal regulations and Oklahoma State University policy require review and
abprOval of all research studies that involve human subj ects before investigators begin
" their research. The Oklahoma State University Office of University Research Services,
through the Institutional Review Board, (IRB) conducts this r'éview to protect the rights
and welfare of human subj ects involved in biomedical and béhavioral research. In
compliance with the afoféméﬁtibned policy, this study received proper review and was
- granted permission to proceed.‘ The Institutional Review Board assigned the numbers

- AG-97-026 and AG-99-001 for the study (Appendix A).
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Participants

_’TheP-set)P sample consisted of twenty-three secondary agricultural education '
teachers were invited by the researcher to represent two regional areas in Califoniia. The
P-set/P satrlple is the set of individuals participating in the study who .are chosen also to
reflect the full range of representative perspectives of theoretical interest (Brown, 1980).
California was chosen for this study because it was convenient folr“ the researcher.
Thirteen participants represented the Central region and ten participants represented the .
San J oaquin_regien. Of the SixCali_fernia regions, the Central and San Joaquin regions
were selected because of their totai agricultural educatiori teacher populations. The other
regions had smaller overall numbers of teachers, feviler overali programs, and fewer
multiple teacher .depaftments. Individual teachers were purposively selected for diversity

based on gender, age, years of teaching experience and agriculture department size.

Figure 1. Geographic location of Central and San Joaquin Regions of California
Agriculture Teachers Association (CATA).
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' From the California state agriculturél education directory in each region, diversity
in terms of gender, age, years of teaching experience, and agriculture department size was
considered for each inﬁ/itation. Upon selection, the researcher contacted each subject by
telephone to request participation in the study. Appointments were scheduled with
| teachers agreeing to partjcipate. All 23 invitations were aécepted. Before taking part in
the research, each respondent completed a consent form (Appendix B). The individuals
were informed of the ‘study’s‘ purpogjé’and assured confidentiality, anonymity and the

right to withdraw at any timie.

Instrumentation

Q method is well Suited to studying perceptions of secondary agricultural
education teachers’ job duties and fesponsibilitics. Thi’S'smay used Q methodology to
measure teacheré’ point of view regarding their job responsibilities. A Q sort was
designed using a triarchic theoretical structure constructed by combining the
philosbphical models of Phipps and Osborne (1988) and Scrivens (1997). Twenty
California: apd Oklahoma secondary agricultural ¢ducatiop teachers were interviewéd.
Each iﬁdi\}idual was askéd to list their duties as a classroom/lab teacher, FFA advisor,
SAE supervisor and any other j obb dUties; vThose statements were used to develop the Q
sort. However, nén'e of the twenty subj ects interviéwed participated in the actual Q sort

process.

The population of potential statements regarding the topic .of interest was called a

concourse in Q methodology (Brown, 1980). Because the concourse was drawn from
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several sources and in-depth interviews, it was considered a hybrid, utilizing a naturalistic
and theoretical framework (McKeown & Thomas, 1988). The theory depicted was a
combination of Scriven’s (1997) teacher’s prof¢ssiona1 responsibility descriptions, and
Phipps and Osborné’s (1988) deséription of agricultural education teacher’s job
responsibilities. Using intérview data from secondary agricuitural education teachers and
the literature descriptions, a theoret'icv;all‘structu’re was determined to represent secondary
agricultural education teachers’ duties. The areas of triarchic strﬁcfure were 1)
classroom/lab ihstruction, 2) SAE & FFA, and 3) adrﬁinistrative/professionalism.

A total of 156 statements were pooled together from the interviews and the
literature review. The researcher qategoriZed fhe, stafements into the fhreé areas based on

the theorétical structure. A panel of three secondary agricultural éducation teachers

reviewed the 156 statements for the following criteria: (1) representation of the
cohstfuct»;rb(Z) non-redundant statémeﬁts; ;(3) fﬁll r.ange’ of opinions or ideas represented in
the construct; énd (4) use of language familiar among agricultural education teachers. |
Content analysis of all statements produced twelve statements for.each category in
classroom/lab instruction, FFA/SAE, and administration/professionalism. The Q-sort
statemeﬁfé were cthen piaced on éards (Table I). |

A panel of sAecondary"agriculmral educatibn teachers and agriculturai education '
teacher educator faculty' members pilot tested the Q-sort_.v As a result of the pilot study,
modifications were mﬁde to enhance ciﬁty and éimblify statements to improve the
instrument’s readability, as shown in Table I. Statements 1 through 12 refer to
classroom/lab instruction, statements 13 through 24 refer to FFA/SAE, and statements 25

through 36 refer to professionalism/administration.
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Table 1

O-sort Statements

H®

Q-sort Statement .
Develop unique educational opportunities for special population students.

—

2. Develop good working relationships with other teachers, staff, and administrators.
3. Infuse employability skills/workplace applications throughout the curriculum.

4. Utilize curriculum, materials, and resources that are culturally sensitive and free from
gender bias.

5. Create and manage an attractive and functional learning environment.

6. Incorpbrate -a variety of teachiﬁg methodé into instruction. _

7. Integrate more computer/technology based materiéls into the curricutum.

8. Identify each»studgntb’»s learning style and individualize instruction accordingly.

9. Coilaborate Witﬁ'other academic and vocational teachers.

10. Connect classroom lesson plans with work-site learning & on-the-job experiences.

11. Assist students to use available resources in sdlvihg problems, decision-making and
critical thinking.

12. Utilize quality student assessment strategies.

13. Plan and assist with the chapter FFA program of activities.

14. Coach a variety of Career Dcvelopment Event teams (judging teams).
15. Direct all FFA community service prbj ects and activities. |

~ 16. Supervise all student SAE projects. :

17. Participate in FFA activities at sectional, regional, and state levels.
18. Coordinate annual FFA chapfer banquet. “ |

19. Assist students with their recordbooks.

20. Infuse school-to-work concepts into student organization activities.

21. Assist students with their projects at livestock show.
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- 22. Direct livestock selection for students’ projects.

~ 23. Encourage students to participate in FFA activities. |

‘ 24. Showcase Student achievements.
25. Expand.recruitmentstrategies-to reach all student populations.
26. Modify programs to meet local job opportunities.
27. Conduct follow-up studies to track fonner students.
28. Maintain effective advisory comm_ittee meetings throughout the year.
29. Attend school beard meetings en a regublat' basis.
30. Search for gfants and flinding for pregram enhancement.
31. Continue fonnal education and other professional development opportunities.
32. Complete sel'f-eesessment processes and plan for Inodiﬁcation'.
33. Participate periodically in business and industry experiences.

* 34. Provide leadership in professional organizations.

35. Write articles for professional publications. -

36. Network at every possible opportunity about the program.

Once the statements were placed on cards they are to be sorted according to the Q-
sort Form Board, as shown in Figure 2. The form board was constructed with a range of
nine columns with freQuenciee of 2—4 —.4 -5-6-5-4-4-2. Accordtng te Brewn
(1993) “Both the range and the distribution shape ere erbitrary and have no effect on the
subsequent statistical ‘an‘at'ysis,- and can therefore be altered for,the convenience of the Q

sorter...” (p. 103)
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Most 1 2 3 4 5 6 7 8 9 Most
Unlike . ' _ Like

Figure 2. Q-sort FOrm Board .

Procedures

The reseafchér adininistered the Q-sort vto individual teachers during August and
Septeﬁber 1998. vAfte‘f consent forms were secured, the researcher proceeded with an
oral presentationv‘(Appendix D). Q-sort fprm boards, Q-sort statement cards, and
- conditions of instruction/record sheets (Appendix E) were‘distributed to each subject.
Each subject was instructed to complete the six demograf)hic questions on the conditions
of record sheet before proceeding to thé next paﬁ. The subjects were instructed to sort
the statements based on two conditions _of instruction: 1) “What is your job like?” and, 2
“Whét woﬁld you want'yqurvide‘al job to ’be like?”

Teachers began by forming a three pile genefal sort for the first condition of
insfruction. Subj’ects placed statements mosttlik‘e their jobs in a pile on the right.
Statements most unlike fheir job were placed in a pile on the left. Statements that fell in

between or had no particular meaning to the subject were placed in a center pile.
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Figure 3. Q-Sorting Process

When this process was completed, subjects moved the statements from the three
piles onto the Q-sort Form Board with the following directions:
1. From the pile on the right find the 2 statements that are most like you
and place them on the Q-sort form board in column 9.
2. From the pile on the left find the 2 statements that are most unlike you
and place them on the Q-sort form board in column 1.
3. From the pile on the right find the 4 statements that are most like you

and place them on the Q-sort form board in column 8.
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4. vFrom the pile on the left find the 4 statements that are most unlike you
and place them on the Q-sort forrﬁ board in column 2. You may have
to use your center pile Q-sort statement cards.

5. From the pile on the right find the 4 statements fnhat are most like you -
and place them on the Q-sort form board in column 7. You may have
to use your' center pile Q-sort statement cards.

6. From the bile on the left find the 4 stat’enients that are most unlike you
and place them oﬁ the Q-sort form board in column 3. You may have
to use your cent¢r pile Q-sort statement cards.

7. From the pile( ‘oﬁ the right find the 5 statements that are most like you
and placé them on the Q-sort form board in column 6. You may have
to use your éenter pile Q-sort statement cards.

8. From the pile on the leﬁ find the 5 statements that are fnost unlike you
and place them on the Q-sort form board in column 4. You may have
to use your center pile Q-sort statement cards.

9. Place the last 6 Q-sort statement cards in column 5 on the Q-sort form

| board.

Once teabher_s placed each statement on the Q-sort Form Board, the statement
numbers were recorded onté the ;ibndition of instruction/record sheet (Appendix F).
Subjects were instructed to clear the boards in preparation for the second condition of
instruction — “What would you want your ideal job to be like?” Instructions were

repeated as for the first condition of instruction.
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" After the second condition of ihsfrﬁction was completed, the subjects recorded
their answers for the post Q-sort summary question on their condition of
instruction/record sheet. Upon corripletion of answering the post Q-sort summary
question, the researcher also collecfed field notes duﬁng the interviéw (Appendix F).
Initially, a cassette tape xecérder was used to collect responses, however its use inhibited
teacher response, so it was discarded. Instead, the researcher recorded handwritten field

notes, with quotations to directly relate to the factor interpretation.

Data Analysis

‘Data analysis involved the sequential apblication of three sets of statistical
procedures including ébrrélatioh, factor analysis, and computation of factor scores. This
was followed by interpretation of t_he‘factor_s.

“Correlation coefficients are employed to determine the extent to which statement
patterns in two Q-sorts are similar” (Brown, 1980, p. 267). It is believed that teachers
who rank-order items in appréximately the same manner have similar attitudes towards

- the topic in question. Using PQ .Method 2.0 (Atkinson, 1992), correlétion coefficients
were utilized to determine the extént fo which rank order patterns in Q-sorts were similar.
Each sort was compared to all other sorts. Peafsori cofrelation coefficients provided this
measure of association. Higher positive Acorrelét‘ions ihdicated similar Q-sbrts. Higher
negative correlations indicated an inverse relationship between Q-sorts. The Q-sorts in

this study were correlated producing a 46x46-correlation matrix (Appendix G). The
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correlation matrix was used to extract factors in which teachers grouped themselves as
like-minded.

The factoring routine chosen from th¢ PQMethod 2.0 software package (Atkinson,
1992) was a principal component factor ax;alysié. The principal component method was
the solution that maximized variance of each'succeeding faéfor. PQMethod 2.0
calculated eignenvalues for each subject. The pfo gram extracted eight factors that had
eignenvalues greéfér than 1.00. The Vaﬁrﬁéx méthod_ was used to rotafe the factors to
achieve 6rthogoria1 solutions anal“yii;lg a tfu‘éé, four, aﬁd five factor éolution. It enabled
procurementvof a sir‘nplye vantage point from which to describe the data. A three-factor
solution wﬁs chosen and calculated with z séores‘. férrhing a »singlé array of scores for each
- factor. The z-score walé used to detcf:fmine the arrangement of statements on each factor
array. Factor arrays were used to‘interpret factor scores, and consensus items between

and among factors, and to describe the interview data from the participants.
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CHAPTER IV
FINDINGS

The purpoé.e df this study was to describe how secondary agricultural education
teachers in California perceive theif job responSibilities. Tﬁis chapter de‘scribe‘s the
findings of the study. After a description of the,demographic information, the results of

. the analysis of Q data are pro'vided. The data ére preseﬁtéd- and the factors interpreted
according to the t‘wo: research questions of fhe study. ‘The research questions were:
1. How do selecféd_ California secondary agricultural education teachers describe
their work?
2. In what‘predominant ways do selected "Califoim'a secondary agricultural education
teéchers perceive what their j oB is like and what their ideal job would be like

 pertaining to their job responsibilities?

Characteristics of Participants

Characteristics of selected California secondary agricultural education teachers
included gender, égé, years of teaching experience, type of teacher education program,
region, and teacher department size. A summary of the demographic breakdown was

provided in Table II. The study included thirteen secondary agriéultural education
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teachers from the Central region and ten from the San J oaquin region. There were eleven
males and twelve females participating in the research. There were five males and eight
females from the Centralvregion and six males and four feﬁales from the San Joaquin
region.

Table II

Demographics of _Selécted Central and San Joaguin Region California Secondary
Acgricultural Education Teachers

Group B Centrél San J oaqﬁin -_Total
Gender: . P _
Female | ' 8 4 | 12
Male : o . . 50 6 , 11
AgeRange | 2850 2754 2754
Years of Teaching Experience Range 3-28 2-32 2-32
“ Teacher Department Size _
One _ 2 0 2
Two ; 6 3 | 9
Three 1 3 4
Four 4 0 4
Five . 0 | 3 3
Six__ _ 0 L 1

" The subjects’ ageé ranged from 27 to 54, with a mean of 39.3 and a standard
deviation of 8.8. There was greater variability in the reported teaching experience. The
subjects had taught between 2 and 32 years with a mean of 13.5 years and a standard

deviation of 9.4.
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The average department size was three, with departments ranging in size from one
to six. ‘Twejnty-two participants identified apprenticeship (student teaching) as their type
of teacher education program and one female from the San Joaquin region had taken the
National Teachers’ Examination (NTE) fof alternative certification. Subjects’ teacher |
department sizes included: two in a one person department, nine in a two person
department, four in a three person department, four in a four person department, three in a
five person department, and one in a six person department. Demographic data were
analyzed using descriptive statistig:s; Ali findings were reported in the aggregate with no

individuals being identified singly:.
Data Analysis
Correlation
Using PQ Method 2.0 software (Atkinson, 1992), correlation coefficients were
- utilized to determine the extent to which rank order patterns in Q-sorts were similar.
Each sort was compared to all other sorts. Pearson correlation coefficients provided this
measure of association. Higher positive correlations indicated similar Q-sorts. Higher

negative correlations indicated an inverse relationship between Q-sorts. The Q-sorts in

this study were correlated producirig a 46x46-correlation matrix (Appendix G).

Factor Analysis

Factor analysis imparts statistical clarity to the behavioral order shown in the

correlation matrix. Factors indicated persons who rank-ordered the statements in the sort
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in essentially the same fashion (Brown, 1980). The subjects grouped themselves through
the process of Q-sorting.

Studies have shown the test/retest reliability of data gathered through Q
methodology to be 0.80 and higher.(McKeown & Thomas, 1988). It was assumed that
given the same items, the subj'ects within this study would produce additional Q-sorts that
were highly correlated to their original sort. Average reliabilitil for all three factors Was_
0.80. Standard error of factor scores i;vere 0.117 for the first, 0.137 for the second, and
0.174 for the third, respectively. Composite reliability for Factors 1,2, and 3 were 0.986,
0.981, and, 0.970, respectiyely. Validity was not considered relevant in a statistical sense
in Q-sort methodology. Q;sort is subjective by deﬁnition and there was no outside
criterion for a person’s own point of view (Brown, 1980). |

| The principal components factor analysis was used to obtain the factor solution.
“Ei ght factors with eigenvalues greater than 1.00 were extracted by the default of the
software program. Foreach eigenvalue, the percentage of total variance for each factor
was computed. Varimax rotation was used to examine preferred solutions, and the eight-
factor solution was rejected in favor of a more prudent factor solution by examining the
three-, four-, and five-factor solution. Using inspection criteria, the three-factor solution
was chosen, as 1t best met the criteria (Appendix H). |

Inspection criteria used were: accounting for the most number of sorts, rejecting
factors with fewer or no significant loading, accounting for divergent outlying
perspectives, and relating to theory (Brown, 1980). Brown ( 1980) maintained that five or
six individuals loading significantly on a factor were sufficient to produce reliable scores.

Ford (1986) suggested a commonly used rule specifying only variable loadings of 0.40 or
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higher on a factor should be considered. The level of éigniﬁcance for this study was
0.46. The three-factof solution produced eighteen subjects loading on Factor 1, thirteen
loading on Factof 2, and eight loading on Factof 3. |

Each subject Wasﬂidentiﬁed with a letter of the alphabet and proceeding each letter
was a one or a two. The one represented the Q-sort based on the first condition of
instruction, “What is your job like?”” and. the two represents the second condition of
instruétion, “What would your ideal j'ob be like?” The subsequent number codes
indicated the fesppndent’s age, yeérs of teachi_ng expér’ience number of teachers
employed (including themselves) in the agriculture départment'.‘ Subjects A through M
‘were from the Central region and subj é%:ts N through W were from the San Joaquin
region. |

Five Q-sorts were non-significant and two Q-sorts were confounded or split-load.
A non-significant léad referred to .fhe statistically insigniﬁcant loading on all factors; Q
~ structures did nof capture the respondent’s perspective. 'Confounded or split load was the
simultaneous significant loading on two (or more) factors by a respondent’s Q-soﬁ,
indicating that the respondent shared more than one perspective with respect to that
condition of instruction.

The four- and ﬁve—factér solution revealed a decreased numbéf of subjects
loading on each factor, in some cases less than.ﬁVer-sorts loaded on a factor. The four-
factor solution showed three‘c}onfounded.Q-sorts and five ‘n‘on-signiﬁcant‘ Q-sort loads.
The five-factor solution revealed three confounded Q-sorts and four‘non-signiﬁcant Q-
sort loads. Other solutions Wére possible and considered, but the three-factor solution -

best met the inspection criteria.
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The three-factOr solution yielded low correlations between factors. Correlation
coefficients for factors 1 and 2 and 1 and 3 were O..26 and 0.34 respectively, For facters 2
and 3 the cerrelatioe coefficient was 0.10. Low correlation coefficients indicate little or

| no relationship between the fectors't The eigenvalues and percent of the total explained
varianee accounted for by eaeh factor were shown at the bottom of the table located in
" Appendix H Factor 1- aecounted for 25% of the. explained variance, fector 2 eceounted
- for 14%, and factor 3 accounted for 11%. Altvo;get_her, this solution accounted for 50% of

the total explained variance.
Factor Scores

A model ~Q-Sert “'or 'theoreticel factor array, one for each factor, was generated.
' Each model followed the same pattern as the origihal Q-sort distﬁbution. Factor scores
were converfed to z-scores (Appendix I). The converted scores were used to determine
~ the arrangement of statements on each faetor array. For example, the Q-sort statement in
the +4-'pes'ition on Factor 1 was the Q-sort statement With the highest positive z-score.
~The item in the —4 position on Factor 1 was the Q-sort statement listed with the hi ghest
negative z-score (Brown, 1980). v |

Teachers Whe a'lr:r_'ahged fheir Qésorte in ways thaf were statistieally signiﬁcent to
the model (Appendix G) loeded on tﬂet factor. The Q-sort statement(s) distinguishing
each factor from others are shown‘ in Figures 3, 4, and 5 and in Appendix H. Iteme had to

be three piles apart to be considered distinguishing.
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Findings Related to the First Research Question

The first research question was to explain how secondary agricultural education
teachers describe their work. The response was determined by interpreting the three
factor arrays. Each of the three factors was interpreted to represent the participant’s

beliefs.

Factor Interpretation

The three factors fevealed three distinct Viewﬁoints; however, the Q-sort
statement that shéréd consensus among all three factors was: 23) Encourage students to
participate in FFA ac‘tivi‘ties (array position, 4, 3, 2, for factors 1, 2, 3; z-score = 1.92,
1.06, 1.04, for factors 1, 2, 3). Although teachers viewed FFA differently in each of the
three factors, they believed encou;aging FFA activities was an essential component of

their j obf FFA appeared to be the area for accomplfsh_ing much of the secondary
agricultural education teachers’ work.

Factor 1 (Table I & Figure 4) focused on Q-sort statements mainly related to
SAE and FFA activities..and was identified as intracurricular-orientation view of job.
Theserteachers held th‘e: belief that gfoupbcum'.cuhim and success was im'portant. In
addition, they believed that individuai student iﬁst:ructio_'n and professional development

tasks were not as important.
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Table III

Intracurricular-orientation: Array Position and Z-scores
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Array
No.  Q-sort Statement Position Z-Scores
23. Encourage students to participate in FFA activities. 4 1.917
17. Participate in FFA activities at sect10na1 regional,
- and state levels. = 4 1.564
16. Superv1se a11 student SAE pro;ects 3 1.542
19. Assist students with their recordbooks 3 1.466
13. Plan and assist w1th the chapter FFA program. of activities. 3 1.374
18. Coordinate annual FFA chapter banquet. 3 - 1.220
6. Incorporate a variety of teachmg methods into instruction. 2 1.182
22. Direct livestock selection for students' projects.. - 2 .900
14. Coacha variety of Career Development Event teams
(Judging teams). .882
21. Assist students with their projects at livestock show. .864
11. Assist students to use available resources in solving
- problems, de01s1on—mak1ng and critical thinking; 1 : 751
30. Search for grants and fundlng for program enhancement 1 .663
2. Develop good working relationships with other teachers, o
- staff and administrators. 1 : 594
15. - Direct all FFA community service projects and activities. 1 .198
5. Create and manage an attractive and functional learning |
environment. 1 124
31. Continue formal education and other professional '
development opportumtles ' 0 : 061
3. Infuse employablhty skills/workplace apphcatlons
throughout the curriculum. -.001
34. Provide leadership in professmnalvorgan_izations. -.060
25. Expand recruitment strategies to reach all student
populations. -.307
12. Utilize quality student assessment strategies. -.320
28. Maintain effective advisory committee meetings
throughout the year. 0 -.515
36. Network at every pessible opportunity about the program. -1 -.538



8. Identify each student's learning style and individualize

instruction accordingly. -1 - =561
26. Modify programs to meet local job opportunities. ' -1 -.637
20. Infuse school-to-Work concepts into student
organization activities. -1 -.642
9. Collaborate with other academic and vocational teachers. -1 -677
33. Participate periodically in business and industry |
experiences. -2 -.685
4. Utilize curriculum, materials, and resources that are ‘
culturally sensitive and free gender bias. -2 =712
10. Connect classroom lesson plans with work-site learning ,
& on-the-job experiences. -2 -.857
32. Complete self-assessment processes and plan for ~
~ modifications. ' : -2 -.898
1. Develop unique educational opportunities for special
population students. . -3 -.927
7. Integrate more computer/technology-based materials
into the curriculum. - -3 - -1.033
27. Conduct follow-up studies to track former students. -3 -1.114
29.  Attend school board meetings on a regular basis. -4 -1.413
24. Showcase student achievements.' -4 -1.662
35. Write articles for professional publications. ‘ -4 -1.744

Factor 2 (Tabl¢ IV & Figure 5) was labeled academic=centered view of job
‘because most items dealt with student learming and classroom instruction. These teache_rs .
believed that their instructién_al delivery methods were important as well as, encouragirig
students to participate in FFA activities. Tﬁey tended to view less importance on student

livestock projects. |
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Table IV

Academic-centered: Array Position and Z-scores

‘ - Array
No. Q-sort Statement Position Z-Scores
6. Incorporate a variety of teaching methods into instruction. 4 1.904
8. Identify each student's leaming style and individualize '
instruction accordingly. : _ 4 1.452
17.  Participate in FFA activities at sect1ona1 regional, | ;
and state levels. L 3 1.393
30. Search for grants and funding for program enhancement 3 . 1.259
31. Continue formal education and other profess1ona1 '
development opportunities. : 3 1.082
23. Encourage students to participate in FFA act1V1t1es 3 1.062
3. Infuse employablhty skllls/workplace apphcatlons
throughout the curriculum. 2 1.058
11.  Assist students to use available resources in solving
problems, decision-making, and critical thinking. 2 1.050
24. Showecase student achievements. 2 648
5. Create and manage an attractlve and functlonal
learnlng environment. _ : 2 .620
- 36. Network at every possible opportunity about the program. 1 .566
2. Develop good working relationships with other teachers,
- staff, and administrators. 1 561
14. Coach a variety of Career Development Event teams
(judging teams). 1 413
1. - Develop unique educational opportunities for special o
population students. 1 ‘ 343
26. Modify programs to meet local job opportunities. - : 1 271
9. Collaborate with other academic and vocational teachers. 0 231
25. Expand recruitment strategies to reach all student ‘
populations. ' 0 .199
19. Assist students with their recordbooks. 0 185
13.  Plan and assist with the chapter FFA program of activities. 0 A13
7. Integrate more computer/technology-based materials into ' ‘
the curriculum. 0 .043
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10. Connect classroom lesson plans with work-site learning

& on-the-job experiences. : 0 .006
20. Infuse school-to-work concepts into student
' organization activities. -1 -234
34. Provide leadership in professional organizations. -1 -.359
33. Participate periodically in business and industry
experiences. ' -1 -.406
28. Maintain effective advisory committee rneetings | _ .
throughout the year. -1 -.521
15.  Direct all FFA community service projects and activities. 1 -.629
16. Supervise all student SAE projects. -2 -.651
12.  Utilize quality student assessment strategies. 2 -.682
18. Coordinate annual FFA chapter banquet. -2 -.698
32. Complete'vself-assessment processes_ and plan for
modifications. ’ : : _ -2 -.929
35. Write articles for professional publications. , -3 -932
4. Utilize curriculum, materials, and resources that are
_ culturally sensitive and free from gender bias. -3 -.967
27. - Conduct followéup studies to track former students. -3 -1.490
21.  Assist students with their proj ects at livestock shows. -3 -1.766
29. Attend school board meetings on a regular basis. -4 -1.871
22. Direct livestock selection for students' projects. -4 -2.320

| Factor 3 (Table V & Figure 6) was named vocational-based as the items included
relationships with business and industry, and meeting community needs. Teachers’
concerns focused on the commnnity service aspect of the program. bThey related
instruction to work experiences and real life sitnations.“ They viewed leadership roles and

professional growth within their job as less important.
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Table V

Vocational-based: Array Position and Z-scores

, Array
No. Q-sort Statement v : _ Position Z-Scores
10. Connect classroom lesson plans with work-site learning
& on-the-job experiences. 4 1.876
21. - Assist students with their projects at livestock show. 4 1.609
1. Develop good working relationships.with other teachers, . '
staff, and administrators. 3 1.452
26. Modify programs to meet local job opportumtles 3 1.396
19.  Assist students with their recordbooks. » 3 1.176
33. Participate periodically in business and industry experiences. 3 1.172
23. Encourage students to participate in FFA activitigs. 2 1.044
16. Supervise all student SAE projects. 2 988
13. Plan and assist with the chapter FFA program of activities. = 2 784
6. Incorporate a Variety of teaching methods into instruction. 2 .680
11.  Assist students to use available resources in solving
problems, decision-making, and critical thinking. ' 1 461
2. Infuse employability skills/workplace applications ”
throughout the curriculum. 1 . .385
20. Infuse school-to-work concepts into student
organization activities. 1 ) 262
32. Complete self-assessment processes and plan for ‘
modifications. 1 .186
12. Utilize quality student assessment strategies ‘ 1 .168
7. Integrate more computer/technolo gy-based materials
1nto the cumculum v _ 0 .098
28. Maintain effective advisory comm1ttee meetmgs | , .
- throughout the year. _ 0 .096
27.  Conduct follow- -up studies to track former students. .0 075
17.  Participate in FFA activities at sectional, regional,
and state levels. v ' 0 067
9. Collaborate with other academic and vocational teachers. 0 066
22. Direct livestock selection for students' projects. 0 -.190

1. Develop unique educational opportunities for special -
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student populations. -1 -.249
30. Search for grants and funding for program enhancement. -1 -.333
24. Showcase student achievements. -1 -.383
25. Expand recruitment strategies to reach all student
populat1ons , - -1 -.438
8. Identify each student's learning style and 1nd1v1dua11ze
instruction accordmgly -1 -.530
31. Continue formal education and other professional
development opportunities. -2 -.565
15. Direct all FFA community service projects and activities. -2 -.611
18. Coordinate annual FFA chapter banquet. -2 -.684
5. Create and manage an attractive and functional -
learning environment. ‘ 2 -.871
4. Utilize curriculum, materlals and resources that are
culturally sensitive and free from gender bias. -3 -.875
29. Attend school board meetings on a regular basis. -3 -1.123
14.  Coach a variety of Career Development Event teams '
(judging teams). -3 -1.421
36. Network at every possible opportunity about the program. -3 -1.599
34. Provide leadership in professional organizations. -4 -1.659
35. Write articles for professional publications. -4 -2.511

array position and z-score of each statement provided in parentheses. The three

The viewpoints were supported by the ranking of Q-sort statements based on the

- viewpoints will be further described below and supported by data baséd on statistical

findings, field notes and answers to the post Q-sort summary question (Appendix F).

Intracurricular-orientation

Teachers who viewed their job as an intracurricular-orientation believed job

responsibilities focused on involvement with FFA chapter activities and including
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building an interest in students to bécome more active in the FFA. The view dealt with
res;ponsibilities directly related to intracurricular componertts of the secondary
“agricultural education program. They also beliéved involvement with students’ SAE
projects was more inﬁportant than a focus on an individual student. Furthermore, they
believed that they seemed less interested irt academic and theoretical concerns. Also, the
_items diStinguishing_vint‘racufricular—oﬁented respondents, as noted in Figure 3, indicated
the position of the Q-sort statements was different from the position{of those statements

on any of the other theoretical factor arrays.

3T ]
o 36 3 11 :
1 33 8 34 30 6 16
v 7 4 |26 25 2 22 | 19
24 | 27 110 |20 12 15 14 13 23
35 29 32 9 28 5 21 18 17
Most _ : _ . L Most
Unlike -9 3 2 1 O D +2) #3) Like

Figure 4. Intracurricular-orientation Q-sort Grid

This viewpoint was supported by the tanking of the positive Q-sort statements
(Table III) base(t on the mray»po»sition and z-score of statements for intracurricular- -
oriented factor ih Table IH. Thé.teachers with the tntracurriéular-orienteti view t)f their
job were identified by the following most like ‘stateme'ntsf 23) Encourage students to
~ participate in FFA actiyities_ (array ‘position 4; z-score =1.917), 17) Participate in FFA
activities at sectional, regional, and state levels (4; 1.564), and 16) Supervise all student

SAE projects (3; 1.542).
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Additional evidence to support this idea was based on the follcwing.negative
statements (Table III) included: 29) Attending school bonrd meetings on a regular basis (-
4; -1.413), 24) S}iowcasing student achievements (-4; -1.662), and 35) Writing articles for
professional publications (-4, -1.744). The negativeIStatements proivided the evidence
that teachers viewe(i other professional tasks and individual student achievement as less
“important. Therefore; more of their time weis sn'ent on group curriculum and activities in
the-.FFA/SAE areas of the program. B |

Two of tlieteachers with hlgh intracun'icnlar-oriented Q-sorts lboad'ings, in their
interviews and in’their answers tc. the post Q-sort summary question (Appendix F)
indicated the importance they “placed on stu(ients._* One male teacher, age 47 with 23

| years of teaching experience stated, “T want students to be successful With their proj ects
and within the FFA chapter.” ‘The 48-year-old female with 19 years of teaching
experience stated, “I love to teach':,students-whether it _i‘s in the classroom, assisting with

projects (SAE) or FFA functions.”

Academic-centered

» The items distinguishing acariemic-centered, as noted in Figure 4, indicated the

| positicn cf the Q-sort statendents was quite different from the positicnvof the statements
on any of the other jtheoretical factor arrays. this factor cluStered around statements
dealing with responsibilities related to classroom instruction, ‘stu(ient learning styles, and
student achievement. iThese teachers tended‘ to Be less involx)ed'with the handling of

student livestock projects.
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Figure 5. Academic-centered Q-sort Grid

The rankiog of positiveQ-sort statements based on the array position and z-score
of st'atements for eeademic—centered in Table IV can siipport this viewpoint. The teachers
with the academic-ceritered view of their job were identified by the following most like
statements’: 6) Incorporate a variety of teaching methods into instruction (4; 1.904), 8)
Identify each student's learning style and individualize instruction accordingly (4; 1.452),
and. 17) Participate in FFA activities at Sectional,. regional, and state levels (3; 1.393).

'This idea can also be supported by the following negative statements: 21) Assist
students with their projects at livestock shows (-3; -1.766); 29) Attend school board
meetings on a iegular basis (-4; -1.871); and 22) Direct livestock selection for students’
projeets (-4; -2.320). |

Evidence to furthef Siipport this viewpoint was included in the following
discriminating Q-sort statements between the intracurricular-oriented and the academic-
centered. The statements ineluded: ”22') Direct livestock selectiori for students’ projects,
21) Assist students with their projects at livestock shows, 16) Supervise all student SAE
projects, 18) Coordinate annual FFA chapter banquet, 19) Assist students with their

recordbooks, and 13) Plan and assist with the chapter FFA program of activities. -
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In comparing the intracurricular-oriented to the academic-centered (Figure 4), the
intracurricul_ar—oriehted viewed his/her job to emphasize the FFA/SAE aspect and the
academic-centefed viewed his/her job as involving the individual student focusing on a
classroom instruction setting.

Based on their,Q‘-s‘"ofts, they believed any statement regarding FFA and SAE was |
most unlike them. Evidenée to these ideas was stated in answers to the post Q-sort
summary question and their interviews (Appeﬁdix F). A 50 year old male teacher with
28 years of teachihg experience revealed, “I ha\“/e found that it is not worth my energy to
get students involved with FFA activities or‘projvects,v I just do the bare minimum for the

| ag incentive grant criteria. Otherwise, feaching in the cléssroom is my main concern”. A
ybung fem‘ale teaéher indicated, “.. .prepariﬁg fof an FFA livestoék field day contest and
reviewing reasons — the kids like it, but I don’t. There are other more important things
to teach.”

A male teacher, age 54 with fnany years of teaching experience stated, “...not
enough time to do what’s important - teach! The day to day requirements of the basic
program and state requirements don’t éllow for time to do extra things or spend time |
needed fqr more one-on-one instruction with students.” A 35 .year old female stated, “
prefer to be a c1a>ssroomv teachers and downfscélé the FFA/SAE stuff. . .” These teachers’
commenfs would indicaté apattern, Teachers Choose to be more academic in classroom

instruction.
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Vocational-based

The items that distinguished‘ Factor 3, as noted in Figure 5, indicated the position
ofthe Q-sort statements was quite different from the positioh of the statements on any of
the other theoretical factor arrays. This factor clustered arQund statements dealing with
responsibilities related to community activities, involvement with local businesses and
industries, workb piéce skills, and leamiﬁg gxpen'enc_:es. These teébhers tended to place
less emphasis in FFA and SAE ac-ti\v/_itiues. They seemed to focus less on academics. In

addition, they afe more concerned with student achievement and students’ career goals.

1 28 11
4 1 31 30 27 3 23 2
29 15 | 24 17 20 16 | 26
34 14 18 | 25 9 32 13 19 10
35 | 36 50 8 | 22 [ 12 6 33 | 21
Most . : Most
Unlike 4 3 2 ) O D) +2) +#3) (4 Like

Figure 5. Vocational-based Q-sort Grid

The positive ranking Qf Q-sort statements based on the array position and z-score
of statements fdr vocational-based in Table v supported this \}iewpoint. The teachers
with the vocational-based view of their job weré identiﬁed by the following most like
statements: 10) vConnect classroom lesson plans',with work-site Ie_a-ming & on-the-j 6b
experiences (4; 1.876), 21) Assist studénts vﬁth théir projects at livestock show (4;
1.609), and 1) Develop good working relationships with other teachers, staff and

administrators (3; 1.452).
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Other evidence of this idea can be found in the following negative statements:

36) Network at every possible opportunity about the program (-3; -1.599); 34)Provide
leadership in professional organizations (-4;-1.659): and 35)Write articles for
professional publications (-4;-2.511).

Inv eddition, 51x Q-sort statements supported this viewpoint. The statements
revealed discriminating Q-sorts between intracurrieularforientatiOn (factor 1) and
vocationel-based (facfor 3): 14). Coach a variet); vof Career Development Everits (judging
teams), 18). Coordinate' annual FFA chapter banquet, 34). Provide leadership in
professional ofganizations, 17). Partieipate in FFA actiVities at sectional, regional, and
state 1eve1s, 22). Direct livesteck selec‘tioﬁ for students’ projects, .and 36). Network at
every possible opportunity about the program. Teachers tended to view FFA and SAE
and leadership roles differently. |

Furthermore, academic-cenfered (faetof 2) teachers differed from vocational-
based (factor3) oﬁ the following statements: 36). Network at every possible opportunity

| about the program, 8). Identify each student’s learning style and individualize instruction
- accordingly, 14). Coach a variety of Career Development Event teams (iudging teams);
and 31). Continue ‘_formaleducati‘on' and other professional development opportunities.
Vocational-based teachers seemed to incorporate mere professionail growth development
events and recognize individilal student learhihg. |

Additioﬁei evidence to eupport this viewpoint would ihelude the following data
collected from teachers’ responses to the post Q-Sort summary question and their
inferview comments (Appehdix F). A 47-yeai—old male teacher with 24 years of teaching

experience stated, “Responsibility is important — we need to be responsible to be
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successful in producing students for tomorrows workforce” A 45-year-old.maie teacher
indicated, “One of my main concerns is to provide students with good values and skills
that meet society needs.;’ ‘A malé teacher, age 29, said, “I am preparing them for college
or the workforce...” A 30 year old female teacher indicated, “The vocational aspect of
the program is the back‘bone."’ A 41 year old female teachér noted the importance of

“. .teaching skills that prepare students for the working world and being a productive
member in society.” A 54 year old male indicated, “My teaching focuses on job skills

because that is what can benefit students for life.”

Findings Related to the Second Research Quéstion

The second research question was to explain the predominanf ways secondary
agricultural education teachers perceived their job and what their ideal job would be like
pertaining to their job responsibilities. The response was determin;ed-by a comparison of
the teachers’ view of their actual job responsibilities with those job responsibilities

viewed as the ideal.

Actual and Idea1 J db

Twelve teachers had signiﬁcan’t Q-sort loadings on the intracurricular-oriented

~ view pertaining to,“thei_r" actual job. The group includéd three males and eight females.
The males had at least 10 and no more than 23 years of teaching experience. They
ranged from 34 to 47 years of age and all taught in a two-teacher department The females

were from 29 to 48 years old and had 3 to 19 years of teaching experience. One female
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was from a one-teacher department, four females from a two-teacher department, two -
females from a three-teacher department,' and two females from a four-teacher
department.

Six teachers had significant Q—sort loadings on the intracurricular-oriented view
pertaining to their ideal job. Four were males, ranging in ege from 32 to 52 years, with 8
to 27 years of teaching experience. ‘Onewas from a two-teacher department, two from
three-teacher departments, and one from a five-teacher department. One female was 48
years old with 19 years of teaching 'experieﬁce and was from a one-teacher department.
The other feméle was 28 years old With 3 yeers of "teachingexperience from a two-
teacher department.

A 47-year-old male and a 48-year-old female both viewed their actual and ideal
job the same for the intracun*icular-oriented view of job. Inresponse to enswering the
post Q-sort question (Appendix F),"he' stated that “I want students to be successful with
their proj ects and within the FFA chapter.” She indicated, “I love to teachv students —
whether it is in the classroom, assisting with projects or FFA functions.” Both viewed
their actual and ideal job focused on the FFA and -SAE_ components of the agricultural

education program. ‘They seemed content within their profession.
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Table VI

Actual and Ideal
A = Actual job I =1Ideal job
Intracurricular Academic Vocational
Participant Oriented ‘Centered -~ - Based Notes
1 A , I ' '
2 Al v
3 A S
4 A ' I
5 Al
6 Al
7 Al
8 Al
9 R A I =non sign.
10 ATx ‘ . I* *Split - load
11 Al '
12 A _ I
13 AT
14 _ Al
15 AT* I* - *Split-load
16 A I =non sign.
17 Al -
18 e I | A =non sign.
19 I A ' v
20 I : A =non sign.
21 Al _ v
22 A ' I =non sign.
- 23 Al )

- One 28 year old female teacher’s Q-sort loaded on‘the intracun'icular-orientation
vview of job based on their-actual job and split loaded on the écademic-centered and the
vocational-based view of job as their ideal job. In the inter\}iew, she indicated, “I think
my féllow co-worker is fh_e feason I work so much. He beii‘eves that 80 hours a week is
normal (40 hours teaching and 40 hours on FFA functions & student projects). I think he
is from the old school where all agriculture teachers worked so much that family didn’t

exist.”
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Four females in their 30’s and one male in his 50°s had Q-sorts that loaded on the
intracurricular-orientation view of job for their actual job and viewed the academic-
centered for their ideal job. Each indicated in their answers fo the post Q-sort summary
question and in the interviews (Appendix F), they lecked ﬁme to be effective classroom
teachers or they viewed _therrlxuselves as a poor classroom teacher because of the demands
from FFA and SAE activities. |

One female stated in her answer, “1 just don’t feel that the FFA/proj ects (SAE)
should rule the ag ‘pro gram, but in reality they do and we as ag teachers abide by the
demand of the prog;am; but the priorities of the pro grarﬁ are the FFA activities and
student proj ects.’; Another femele indieatee, “1 wo‘uid love to have the time to be a better
classroom teacher.”  Another female stated, “As an ag teacher and the FFA advisor, my
time is sometimes taken up more by my duties as the FFA advisor and I don’t have the
time I’d like to put toward my teaehing.” |

The one male stated a goal “... to be more effective in the classroom.” - Another
female stated, “I feel'I don’t spend enough time in the classroom but I spend plenty of
time on FFA and student project priorities.” Thie viewpoint indicated some females

| ranging in age from 30 to 37 and one 53-year-old male viewed their actual job as
intracurricular-oriehtation and view their ideal job to be academic-centered. There
seemed to be a degree of job stati's.fa‘ction among those individuals. Their responses
indicated they would vlike te spend less fcime on FFA and SAE tasks and focus more of
their efforts toward classroom insﬁuction. |

One 30-year-old female and one 41 year old female had Q-soﬁs loading on the

intracurricular-orientation view for their actual job but on the vocational-based for their
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ideal job. Both 'indicatéd in interfzig:ws that utilizing their time for the job responsibilities
was an important issue. The 30-year—oid stated, “I enjoy some of the FFA activities and
others are é waste of time. ’fhat time can bé utilized somewhere else in the program”.
The othér 41-year-old female indicéted, “Normally, there is just not enough time in the
day to attended fo every;t'_as/k/_duty/j ob that needs.iny attenﬁon. For example, managing

~ the time to visit student projects, coaching my F F A feams, attending FFA contests, and
preparirig for a livestock show, all in one wee > |

Of'the 12 teachers With. Q-sbrts loading on iritracurricular-orientatipn for their
actual job, nine w;er_e fema1¢ and thréeyweré‘n‘lale;‘v Age and years of teaching experience
varied among the group. Most teachers Workéd in a two- or three-person department.
Four males and two febmjales teacher’s Q-sorfs loaded on the intracurricular-oriented for
their actual job. Agé, teaching experience, and department size all V_ar_ied. among the
group.

Teachers with significant Q-sort loadihgs on academic-centered pertaining to their
view of their actual job would include three males with at least nine and no rhore than 32 |
years of teaching experience. They ranged from 32 to 54 years of age and came from
two-, three- and five-teacher agricultu‘re departments. Three were fe;male;, ranging. from
27 to 43 Yéars o'ld with 2 to V15‘ ‘year§ teaching exp‘erience. Eéch wasﬁ ﬁorﬁ a two-,b five- or
six-teacher depaﬁrﬁent.

Teachers with s@gni‘ﬁ'cant Q-sort loadings on academic-centered pertaining to their
view of their ideal job iﬁciﬁded ﬁ‘\nle féfnales with at 1east twb and no more than 28 yevé.rs '
of teaching experiénce. They ranged in age from 27 to 35 years; three canﬁe from a two-

teacher agriculture department, one from a three-teacher department and one from a five- -
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“teacher department. The remaining tWo males, ranged from 50 to 53 years old with 26 to
| 28 years teaching experience. Both were from two-teacher departments.

Two teachers’ Q-sorts loaded on academic-centered, viewed their job
 responsibilities as the same for actual »and ideal. Based on their Q-sorts, they believed
any statement re-garding_FFA and SAE was most unlike them. Interview comments
included the follévﬁng. A 50 year old rﬁale re?ealed, “I have found that it is not worth
my energy to get sfudents involved Wifh.FEA ‘éﬁtivities or projects, I just do the bare
minimum for thei ég incentive grant critéria". Otherwise, teaching in the classroom is my

main concern”. A 27 year old femalé indicated, “...preparing for an FFA ﬁvest'ock field
day contest and reviewing feasoﬁé — the kids like it;‘bﬁf'l don’t. Thére are other more
important,th.ings‘to teach.” | | |

Qne 32 year old male’s Q-sort loaded on academic-centered for the actual job and
| on the intracurricular-orientation 'for,his ideal job. During the interview, he stated, “It
has taken me five years to adjust this job to my liking. I would rather teach because that
is what I get paid to do.”

A 54-year-old male’s Q-sort loaded on academic-centered for his éctual job and
on vocational-based for hi}s_, view of his idegl job. He stated, “...not enough time fo do
‘what’s important - teach! The day tb day requirements of the bésic pro gram and state
requirements don’t ailow fof time 'to; do extra thing‘s‘v or spend time needed for more one-
on-one instruction With students.” -

Three teachers had significant Q-sort léadings indicafing they viewed their actual

job to be vocational-based. The group included three males with at least four and no
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more than 24 years of teaching expeﬁence. They ranged from 29 to 47 years of age. One
was from a sirigle-teacher department while two were from four-teacher departments.

Five teachers that had significant Q-sort loadings viewed their ideal job to be
‘yocational-based. Three were male, ranging in age from 45 to 54 years, with 22 to 32
years teaching experience. They répresented a one, four, and'ﬁve-teacher department.
One female was 30 years old with 6 years teaching experience from a four-teacher
department. The other female was 41  years old >With 6 years teaching experience from a
- four-teacher depaftineﬁt.

' Bbth malé' teachers, age 45 and 47 years old, viewed their actual and ideal jobs to
be vocational-based. It was apparent that both teachers viewed their job to include
aspecfs of providing-sngice and meeting the needs 'of.theconimunity. In addition, to
providing students with job skills to enhance their career goals.

The 47-year-old male stated, ‘fResponsibility is importént‘— we need to be
responsible to be successful in >pr6ducing students for tomorrows workforce.” The other
45-year-old male indicated, “One of my main concerns is to provide students with good
values and skills that meet society needs.” |

Answers »to the post Q-sort summary question and interviews provide support to
the following viéWpoint. A'54year old méle said, “I am preparing them for college of
the workforce...” Subject D indicated, _“-The roationa"l aspect of the program is the
backbone.” Subject:K_notedkthe importance Q,f “...teaching skills that prepaie students
for the working world and being a prdductivé member in society.” Subject Q indicated,

“My teaching focuses on job skills because that is what can benefit students for life.”
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Summary

Three predominant beliefs emerged from the secondary agricultural education
teac‘hefs when describing perceptions of their wqu. .The three beliefs interpreted as
intracurricular-oriented; 'academié;centered, and cominunity-basedrepresented the
literature. Based on the thebrétical Structﬁfe (Phipps & Osborne, 1988 andecrivens,
1997), thé three‘beliefs fcﬂected the ’the,o'ryﬁ. Inffacun‘icular—orientqd beliefs focused the
_seco’ndary agriCultural education cofriponerits of Phipps & Osborne in the areas of SAE
. programs and théfvo'cat‘ibnal stﬁdeﬁt organization ‘C:FA) for student;s..' vAcademic-centered '
beliefs encompaésed the Phipps & ‘Osbo'n.le area of cléssfoom/lab instrhction and the
Scrivens areas of v'su‘bj ect matfef knowledge, instni‘ctioﬁal competence, and assessment
knowledge. Finélly; thé 6ohimunif};/vocati6nal-based 'beliefs' aligned with Phipps .&'
Osbomne’s classroom/lab insj[ruction and Scriven’s professionalism and other duties to the
school and community. |

Based on the post Q-sort summary questions and interviews, secondary
agricultural education teachers have changed their pefspective from the focus of the FFA _
to other aspects of the program. Teachers in this_study were concerned about being better
classroom teachgrs and being -involve_d with business, industry and community needs.
They believed their actual job was intracﬁfricular-orientation (SAE/F FA) but they
revealed that their i‘deal job was rhore academic-ceﬁtered and they strove to be better -
classroom teachers. Some'teachers s‘tafed they lack'ed time to be effective classroom
teachers or they Viewed themselves as poor classroom teachers because of the demands

from FFA and SAE activities.
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Disagreement among all tmee of the teachers’ beliefs included the following of
Q-sort statements: 21) Assist students with their livestock projects at livestock shows; 22)
Direct livestock selection for students’ projects; 10) Connect classroom lesson plans with
: iwork-site learning & on-the-job training experiences; 14) Coach a variety of Career |
Development Events (juiiging'teams); 24) Showcase student_ achievements; 8) Identify
each student’s leaming TStyle and individualize instruction accordingly; 16) Supervise all
student SAE proj ecté; 18) Coordinaté annual FFA ,chapter banquét; 36) Network at every
possible opportunity about the program; and 26)'Modify pro grains to meet local job
opportunities. Lastly, all teac'her_s had (;onsénsus among all three beliefs which focused
on utilizing multi-cultural and frée. from gender bias curriculum, writing articles for
professional pUblicntionS, conducting follow-up studies to track former students and
attending school board meetings. Teachers viewed these responsibilities as of no

importance to their job.
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CHAPTER V
CONCLUSIONS, RECQMMENDATIONS, AND IMPLICATIONS
- Introduction

The purpose of this chapter is to present a concise summary of the following
topics: statement of the’:probleni;.purpose'of the study; fesearch questions; scope of the
study; and major findings of the research. Through a detailed summary of these topiés,

conclusions, and recommendations are presented based on the analysis of the data.

Purpose

The purpose of this study was to describe perceptions of selected California
secondary agﬁcultural education teachers in the Central and San Joaquin regions

concerning their job responsibilities.

Research Questions

- 1. How do secondary agricultural education teachers describe their work?
2. In what predominant ways do secondary agricultural education teachers perceive
what their job is like and what would their ideal job he like pertaining to their job

responsibilities?
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Scope of the Study

The scope of this study included selected secondary agricultural education
teachers in the Central and San Joaquin California Agricultural Teachers Assoéiation

(CATA) regions of California.

Summary of Findings

The ﬁndihgs of this study indicated that sécohdary agricultural education teachers
hold varying percéptions of what is important regarding their job responsibilities and how
they perceive what fheir actual job is like and what their ideal job would be like.
Opinions at issue for teachers varied on itemsb associéted with classroomy/lab instruction,
FFA & SAE activities, and professional/administrative duties. Three theoreticél factor
arrays were generated and ea(;h illustrated a teacher belief.

Phipps and Oéborne (1988) and Scrivens (1997) described job responsibilities
defined as the theoreticél foundation for this study. Q method was used to determine

- respondents’ opinions about their job responsibilities. The triarchic structure represented
three areas of a secondary agricultliral education program, which include: classfoom/lab
instruction, SAE & ‘FFA, and administrative/professionalism. The results of thé findings
yielded three proﬁles: intracurricular-orientation, Iacademic-centered, and vocational-
based.

The secondary agricultural education teachers agreed their job responsibilities

existed in the three beliefs. They shared the statement of encouraging all students to
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“participate in FFA activities within the triarchic structure, but held a different viewpoint

about the realm of their profession.

Intracurricular-orientation

Most teachefs believed their actual job focused on intracurricular-orientation, but
viewed.their ideai job to be academib-cent.ered'. Some female teachers viewed their
actual job as an intracun'icular-oriéntation. They had between three ahd six years of
teaching experienbe and ranged‘in"age from 28 to 41 ygars. Some male teachers viewed
both their actual job and their ideal job to be the same and typically were employed in
multiple teachef departr“hents'. | |

Other teachers felt that the FFA a;ld SAE activities were 6ver1y demanding of
their time and consumed a majority of classroom instruction tifne.. Most were concerned
about being or becoming better classroom teachers.

Ah unanticipated outcome was that some teacheré believed the FFA and SAE
components of the program were based on meeting the criteria for the California
Agrig}llture_ I_ncéntiv'e Grant. They needed to meet the criteria, which allotted money to
the program. Teachers vivéwed the incentive grant money drove the program and believed
they had no choice iﬁ determining how much time shoﬁid bc spent on FFA and SAE
activitieé. Furthermqre, som‘e.teachers‘ believed the measurej of success, as viewed by
their peers, was thé number of FFA/SAE competitive event; fheir ;tudents were involved
’ ‘in and/or won. Those reactions indicated teachers felt the need to compete in many FFA

activities and SAE, but they would prefer to have their own choice.
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Academic-centered

Most female San Joaquin region teachers viewed their real job to be academic-
centered and most female Central region teacher viewed their ideal job to be academic-
centered. Most female teachers in the s.tudy wefe under 40 years of age. This indicated
that there are philosophical differences between female teachers in the Central and San
Joaquin regions. Overall, most of thefe‘m'ale_ agriculture teachere viewed their real and
ideal jobs to be rnofe academically focused with less emphasis in tﬁe SAE and FFA
components of the program. * They believed acadernieeto be n10re important to students
than the intracu;'ricnlar activities. | |

The teachers tended to put. emphasis andvconcern on being ébetter classroom
teacher. They seemed to strive for a balanced program-incorporating FFA and SAE
experiences to enhancehclassroom instruction, rather than the _intréenrricular activities

dominating the program.

Voeationél-based

- Typically, male tegchers from multiple teacher departments in the C_entral region
having more than 20 years of teaching experience viewed their real job te be vocational-
based. Male teachere in the San Joaquin region with 27 to 32 years of teaching
experience and employed in rnultiple teacher departments viewed their ideal job to be
vocational-based. This indicated that older ﬁale teachers perceived the focus of the -
program to incorporate community service, meet local business needs and provide

students with job skills. Teachers felt that being involved in the community was
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important, but there has been less emphasis on community service activities, which older

teachers felt was an important aspect of their job.

Actual and Ideal Job

Thirteen out of thirty-two teachers revealed that they view their actual and ideal
job to be intracurricular-orientation, académicecehteréd or vocational-based. Of the
thirteen, two young female teachers viewed their actual job as intraéurricular-orientation
and were undecided between academics:—c’er.lteré‘d and vocational-based for their ideal job. -
This could be a étrong indicator of job‘ sétisfactién amohg most agricuitural education
teachers. |

Most secondary agricultural education teachers viewed intra‘curricular-orie‘ntation
for their actual and ideal job to be the samve. A majority of female teachers from two-
teacher departments viewed their actual job as intracurn'cular-orientationv. Two male
teachers viewed their ideal jobs fo be intracurricular-orientation with one viewing his
actual job to be aéademic-centered and the other not holding éview of his actual job in
any of the three beliefs.

Five. secondary agricultural education teachers viewed their actual and ideals jobs
to be academic-centered. Four on the five were fqmales and one was a male. Two

| younger females viewed their actual job to be intracurricular;orientatioﬁ and ideal job to
be academic-centered and/or deatibnal-Based. This would indidate’ that these women are
either philosophically undecided ébout their view of their job responsibilities within the

three beliefs or hold a view of job frustration.
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Most male secondary agricultural education teachers with many years of teaching
experience viewed their actual and ideal jobs to be vocational-based. Only one 29 year
old male viewe_d his actpal job to be vocational-based and did not hold a viewpoint for his
ideal job that reflected the three beliefs. One oldéf male and two younger females from

multiple teacher departrrients viewed their ideal job to be vocational-based.

- Conclusions

Interpretati‘on of the study’s major ﬁndings prompted conclusidns c;oncerning the
beliefs of agricuiﬁnal_ edlication teachers regarding their j ob responSibilities. The
researcher warns "‘aflgainst genefé'lizing thvese conclusions beyo'nd the scope of ‘ the study.

1. Secondé;ry agricbultural education teacﬁers .de.écribed theif jobs to be in the

‘following areas: intracunicular—oﬁentation, aéademic-céntered, and
roational—based. |

2. Secondary agricultural education teachers believed that all three belief

systems placed emphasis on FFA.

3. Secondary agricultural education teachers held a certéin level of job

‘satisfaction.

4. Secondary agricultural education femalé teachérs tended to view their actual

| job to be intracurricular and their ideal job to be academic-centered.

5. Teachers had no opinion regarding job duties }Sertainihg to recruiting to reach

students, integrating more computer/technology into the curriculum, utilizing
student assessment strategies, and maintaining advisory c;ommittee meetings

throughout the year.
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6. Secondary agricultural education teachers showed little concern about job
responsibilities in three areas: utilization of multi-cultural and gender bias

curriculum, and professional growth activities.

Recommendations

Based on the éonclusions, the follqwirig recommendations were made.

1.. .”‘Fhis study vizas limited to two regions within the state of California.
Replication of the study in other states is needed to provid¢ édditional

“insights. |

2. Subsequent studies shoiilidv gat}ier administrator perceptions of secondary
agricultural ‘education ,_teachersb’v job responsibilities through the use of a |
modified Q-sort. This would provide a dialogue for change betv.veen‘
secondary agricultural :‘education teachers and their administrators.

3. This study could be modified using other research methodology to describe
differences in ways male and female secondary agricultural education teachers
perceive their actual and ideal jobs.

" 4. Student perceptions of important cOmpoiients of the secondary agricultural

educétion, in iegar_ds to program areas could also be gained using this or a

slightly modified inStruhient. Addressing student perceptions and student

needs is important in planning pfogram changes and improvements.
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Implications for Theory

Secondary agricultural education program models and/or components, such as,
Phipps & Osborne’s, Birkenholtz’s, and Barrick’s need to be revisited. Teachers agreed
their job responsibilities existed in three belief areas: intracurricular-orientation,
academic-centered, and vocétional—based. Most teachers in this study expressed the ideal
job as being academic-centered, although the current paradigm may not necessarily stress

that viewpoint.

* Implications for Practice

Agriculﬁiral ,edﬁcatidn teacher ’edu¢ators should reviéw current program models
in undergradﬁate preparé;tion courses to ensure the teacher duties and responsibilities
being taught ére reflective of the three belief areas. Better preparation during pre-service
teacher educatioﬁ will lead to hi'gher éaﬁéfactioﬁ rates among agricultural education
professionals. It is critical for pre-service feachers to gain an uﬁderstanding of what will
be expected of them as a éeéondary agricultural education teacher.

Teachers in the field would benefit from professional development opportunities
in all&ob résponsibility afeas.“ Teachérs could also beﬁéﬁt from understanding the three
categorizatibns: intracurriéular-orientatiqn, académic-é_entered, and vocational-based.
Discussioﬁs ‘al.nong agriéultural education teachers, uniyersity agricultural educators,
.schéol administratofs, and state d‘épa.rtment‘of educétioh leéideré must focus on the role of
secondary agricultural education into the 21* century. As program needs change, it is

only logical that teacher duties and responsibilities will continue to change as well.
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CONSENT FORM

August 5, 1998
Dear Secondary Agricultural Education Teacher:

As a secondary agricultural education teacher in California, this form is for your
~ consent to participate in my study at Oklahoma State University.

You will not be asked for your name on any of your responses. Your part in the
study will be anonymous and confidential. You may also quit at any time. If you have
any questions concerning this study, you may contact Jennifer Delnero at 1085 Mono
~ Hwy, Sonora, CA 95370; Dr. William Weeks can be contacted at the above address, or
Gay Clarkson, the Oklahoma State University Institutional Review Board Executive
Secretary at 305 Whitehurst, Stillwater, OK 74078.

Thanks for taking the time to participate in this study.

Sincerely,
Jennifer Delnero " Dr. William Weeks

Graduate Student _ Professor

- T agree to participate in this study.

Date:

Secondary Agricultural Science Teacher:

Signature
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Category Structure for Q-sort

Classroom & Lab Instruction:

1

2

3.
4. Utilize curriculum, mateﬁals, and resources that are culturally sensitive and free
- from gender bias. :

BN e R

10.
11.

12.

Develop unique educational opportunities for special population students.
Develop good working relationships with other teachers, staff, and administrators.

Infuse employability skills/workplace applications throughout all the curriculum.

Create and manage an attractive and ﬁmctlonal learning environment.

Incorporate a var1ety of teachmg methods into instruction.

Integrate more computer/technology based matenals into the curnculum

Identify each student’s learnmg style and 1nd1v1duahze instruction accordingly.
Collaborate with other academic and vocational teachers.

Connect classroom lesson ‘plans with work-site leaming & on—the—j ob experiences.

Assist students to use avallable resources in solvmg problems, dec1s1on—mak1ng and
critical thinking. '

Utilize quality student assessment strategies.

-FFA/SAE:

0 a9 O LA W =

9.

10.

11

. Plan and assist with the chapter FFA prograrh of activities.

. Coach a variety of Career Development Event teams (judging teams).
. Direct all FFA community service projects and activities.

. .Supervise all student SAE projects.

. Participate in FFA activities at sectional, regional, and state levels.

. Coordinate annual FFA chapter banquet |

. Assist students with their recordbooks.

. Infuse school-to-work concepts into student organization activities.

Assist students with their projects at livestock show.

Direct livestock selectien, for students’ projects.

. Encourage students to partcipate in FFA activities.
12.

Showcase student achievements.
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Professionalism/Administrative:

4. Expand recruitment strategies to reach all student populations.
5. Modify programs to meet local job opportunities.
6. Conduct follow-up studies to track former students.
7. Maintain effective advisory committee meetings throughout the year.
8. Attend school bdard méeﬁngs on a regular basis. _
9. Search for grants aﬁd funding for program enhancement.
10.  Continue formal education and other professional development opportunities.
11. Complete self-assessment prdcesées and pIan for modification.
12.  Participate periodically in business and industry experiences.

13. Provide leadership in professiohal organiza‘ti'o‘ns,

14. Write articles for professional publications.

15. Network at every possible opportunity about the program.
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SCRIPT FOR PRESENTATION
Introduction:

“Good afternoon! My name is Jennifer Delnero and I am a doctoral student in
Agricultural Education at Oklahoma State University.”

“The purpose of this study is to describe how secondary agricultural education
teachers perceive their job responsibilities. This should only take about 30 minutes of

your time.”

“Before we begin, I will be handing out a consent form, if you could read it and
give your consent to participate in this study, then we can proceed.”

Collect all consent forms.

Directions:
1. Pass out Q-sort statement cards and Q-sort form boards.
2. Instruct the teachers to read each of the 36 Q-sort statement cards.
3. Read the first condition of instruction, “What is your job like?”
4. Instruct teachers to begin to form 3 piles with their Q-sort statement cards.
5. Q-sort statements most like their job will be placed on the right.
6. Q-sort statements most unlike their job will be placed on the left.
7. Q-sort statements that fall in between or have no meaning will be placed in the

pile in the center.

8. Pick up the pile on your right and find the 2 statements that are most like you and
place them on the Q-sort form board in column 9.

9. Pick up the pile on your left and find the 2 statements that are most unlike you
and place them on the Q-sort form board in column 1.

10. Pick up the pile on your right and find the 4 statements that are most like you and
place them on the Q-sort form board in column 8.

Note: If they use all Q-sort statements in their right and left pile while they are sorting
from each ends of the form board, instruct them to use their center pile.

11. Pick up the pile on your left and find the 4 statements that are most unlike you
and place them on the Q-sort form board in column 2. You may have to use your
center pile Q-sort statement cards.

12. Pick up the pile on your right and find the 4 statements that are most like you and
place them on the Q-sort form board in column 7. You may have to use your
center pile Q-sort statement cards.
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13.

14.

15.

16.
17.
18.

19.

20.

21.

22.

23.

24.

25.

Pick up the pile on your left and find the 4 statements that are most unlike you
and place them on the Q-sort form board in column 3. You may have to use your
center pile Q-sort statement cards.

Pick up the pile on your right and find the 5 statements that are most like you and
place them on the Q-sort form board in column 6. You may have to use your
center pile Q-sort statement cards.

Pick up the pile on your left and find the 5 statements that are most unlike you
and place them on the Q-sort form board in column 4. You may have to use your
center pile Q-sort statement cards.

Place the last 6 Q-sort statement cards in column 5 on the Q-sort form board.
Hand out the Condition of Instruction/Record Sheet.

Instruct the teachers to answer the demographic questions first. *Remind them
not to put their name on it.

Instruct them to the first condition of instruction question: “What is your job
like?”

Below that question is a smaller version of your Q-sort form board, then record
the numbers off of your Q-sort statement cards on your Q-sort form board to the
condition of instruction/record sheet in the smaller version Q-sort form board.

Once all have recorded their Q-sorts for the first condition of instruction, then
have them clear their Q-sort form boards off.

Read the second condition of instruction, “What would your ideal job be like?”

Repeat directions #4. through # 1. After they finish recording their Q-sort for the
second condition of instruction. Instruct them to answer the last question on the
Condition of Instruction/Record Sheet (Post Q-sort summary question).

Collect all Q-sort statement cards, Q-sort form boards, and their Condition of
Instruction/Record Sheets.

“Thank you for taking the time!!!!”
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Conditions of Instruction/Record Sheet

Demographics:

Gender (circle one): Male or Female Age:
Years of Teaching Experience:

Type of Teacher Education

(check one): Apprenticeship (student teaching)
Alternative Certification
Other:
Size of the department, including yourself (circle one):
1 person : 2 person
3 person ' 4 person
5 person ‘ 6 person
Region (circle one): : Central San Joaquin

First Condition of Instruction:

The purpose of the Q-sort is to record your thoughts about the following question:

1. What is your real job like?

Most 1 2 3 4 5 6 7 8 .9  Most
Unlike Like
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Second Condition of Instruction:
The purpose of the Q-sort is to record your thoughts about the following question:

2. What would your ideal job be like?

Most 1 2 3 4 5 6 7 8 9 Most
Unlike ‘ Like

Post Q-sort Summa uestion:

What comments do you have about how these sorts express your opinions?
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Post Q-sort Summary Question Answers & Field Notes

Date: 8/18/98

Subject A:
Answer for Post Q-sort Summary Question:

“What we are doing with our program and what we should be doing may be/are 2
different things! Some activities that are high priority in the program need re-thinking as
to their “rank”, validity, and importance to the program and its students. Some activities
reach a very narrow student base (i.e. judging teams, showing livestock, and some FFA
activities), but are often how the merit of a program is judged. (If you don’t have top
placing judging teams and winning livestock, then you must be a lousy ag. teacher).
Often what is taught in the classroom falls down too far on the list of priorities or is done
poorly due to lack of prep time and energy!” '

Field Notes:

“I just don’t feel that FF A/projects(SAE) should rule the ag program, but in
reality they do and as we ag. teachers abide by the demands of the program. Classroom
is an important area that deserves to be the most important part of the program.”

“My classroom teaching as an agriculture teacher shouldn’t be based on how
many FFA activities I attend or how many projects(SAE) win at the county fair. But, ag.
incentive grant governs that criteria, it does account for any time for classroom.”

I sometimes wonder if it wasn’t for us would regional supervisors have a job!”

Subject B:
Answer for Post Q-sort Summary Question.:

- “I would have made a move ( a Q-sort card), however, I was not sure I would
give up an item (Q-sort card) to move one up. Also, I found, in order to move some up, I
would have to remove others, to make it work, rather than just switch the order. An
example of this would be — In order to move up administrative and staff relations, I might
have to stop doing some of things above it. For me, the main thing is to do for students
first and work for them to be successful.”

Field Notes:

“I want students to be successful with their projects (SAE) and within and outside
the FFA chapter. Student success is a direct reflection on me as the ag. teacher. My
order of priorities don’t allow for much “fudge room™. It has to be that way.”

“The program is set the way I want it to run, the program was not like that when I
first started teaching here about 12 years ago, I have shaped it to my liking.”

Date: 8/19/98

Subject C:
Answer for Post Q-sort Summary Question:

“T would love to have the time to be a better classroom teacher but the priorities of
the program are FFA activities and student projects. I feel that at times the program runs
me, instead of me running the program. Also having 5 different preps every year is not
an easy task to manage, but if you need students in your program to keep your job, then
program diversity is important. Working the long hours on the FFA & SAE becomes
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very old after a period of time. As a rookie teacher I was not prepared for having 5
different preps and having only one prep. period to plan in.”

Field Notes:

“T wish there was more time in a day. We have a lot of demands placed on us
from the state dept. of education, the profession, and the state dept. of ag. ed. (regional
supervisors). More FFA contests, more paperwork, more of etc. My teaching in the
classroom is not as important as I would like it to be.”

Subject D:
Answer for Post Q-sort Summary Question:

“Utilizing my time effectively might cause me to neglect an aspect of the
agriculture program that I might consider unimportant. The sorts also show that I enjoy
the hands-on agriculture projects more than written (i.e. recordbooks, etc.). The
vocational aspect of the program is the backbone.”

Field Notes:

“If I don’t micro-manage my time, things in the program don’t get done on time
or in a timely manner.”

“I enjoy some of the FFA activities and other are a waste of time or could be time
that can be utilized somewhere else in the program. For example, doing recordbooks is a
waste of time and livestock projects for fair don’t reflect today’s market price for the
animal.”

“Are we really teaching kids practical concepts????”

Date: 8/21/98

Subject E:
Answer for Post Q-sort Summary Question:

“Did I develop my program or did my students develop my program?”

“It is fun to play ‘God’”.

“T have taught long enough that my teaching position (job) #1 and #2 are one in
the same.

Field Notes: ;
“I view my job as my life. I love to teach students — whether it is in the
classroom, assisting with projects (SAE) or FFA functions.”

Date: 8/26/98

Subject E:
Answer for Post Q-sort Summary Question:

“1. The quality of the student efforts-the program depth and breath.” “2. The
outside requirements (FFA & SAE) of the ag program lost their urgency.”

Field Notes:

“I like to stay focused on the classroom teaching end. I have found that it is not
worth my energy to get students involved with FFA activities or projects, I just do the
bare minimum for the ag. incentive grant criteria. Otherwise, teaching in the classroom is
my main concern.”
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Subject G:
Answer for Post Q-sort Summary Question:

“Does quality of student(s) affect perception of how teacher delivers lesson(s)-
quality of students —  does that reflect quality of program. Responsibility is
important — need to be responsible to be successful in producing students for tomorrow’s
workforce. FFA nice but not enough time to do all things- what are my priorities? What
do I pass on to my kids?”

Field Notes:

“T feel that my program is used for a ‘dumping’ ground for the less academic
students and that as the teacher I am supposed to reform them. It is nice to have a
mixture of academic and vocational students in my program. It gets tiring if the same
students are placed in my program and are unmotivated, would they still be unmotivated
in other classes too? I just am not a real advocate for all that FFA & SAE stuff.”

Date: 8/28/98

Subject H:
Answer for Post Q-sort Summary Question:

“I feel it is reasonably accurate, however, it is difficult to select the top two, so
many of these are necessary for the success of any secondary vo—ag program. Otherwise,
it is a fair representation.-

Field Notes: ‘

“I think that all these statements are all equally important to a quality agriculture
program. There is no way to say that any are unimportant in my opinion. Although, one
of my main concermns is to provide students with good values and skills that meet
society’s needs”

Date: 8/31/98

Subject I:
Answer for Post Q-sort Summary Question:

“I tend to spend much more time than I like educating people about what I do. If
people only understood what I do and why I feel they would be more supportive. I also
feel that at times a small number of students get the majority of my time. At times I need
to step back and see what is going to get the most “bang” for my time. I also feel that all
education should be focused at job skills. Every student will be employed at some point.
Too much time is wasted during a students education giving them information and skills
that are not job skill related.”

Field Notes: .

“Teaching students job skills are important to me—because I am preparing them
for college or the workforce, but they will always have to work (for the most part) even if
they go on to college. Teach them the skills that will benefit them in the long run.”
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Subject J:
Answer for Post Q-sort Summary Question:

“I would like my job more if it was not so time consuming. I believe a large
portion of this is because there is very little outside (community) help (actual
involvement). The most time consuming part of my job is the FFA aspect. I think my
fellow co-worker is the reason I work so much. He believes that 80 hours a week is
normal, 40 hours of teaching and 40 hours on FFA functions and student projects. I think
he is from the old school where all ag teachers worked so much that family didn’t exist.”

Field Notes:

“Meeting the criteria for ag. 1ncent1ve grants and the demands of attending FFA
activities—the perspective gets lost. Did we go to college to be classroom agriculture
science teachers or FFA teachers? I also have a life after I am done teaching for the day,
being an ag. teacher doesn’t consume my life, as it does for others in the profession.”

Date: 9/2/98

Subject K:
Answer for Post Q-sort Summary Question:

“They make you think about what you do and what you would like to do in my
job. The FFA stuff is important, but not as important as teaching skills that prepare
students for the working world and being a productive member of society.”

Field Notes:

“When I listed the statements—I have to prioritize them based on my time
schedule. Normally, there is just not enough time in the day to get to every task/duty/job
that needs to be attended to. For example, managing the time to visit student projects,
coaching my FFA teams, attending FFA contests, and preparing for a livestock show all
in one week.”

Subject L:
Answer for Post Q-sort Summary Question:

“As an ag teacher and the FFA advisor my time is sometimes taken up more by
my duties as FFA advisor and I don’t have the time I’d like to put towards my teaching.”

Field Notes:

“One duty that eats up my time throughout the year is planning for the chapter
banquet. It begins from the beginning of school and ends at the end of the school year. It
has grown to be quite a productlon with our chapter — it is like the “Oscars™.”

Subject M:
Answer for Post Q-sort Summary Questzon

“All items mention important jobs in my program Everything must be prioritized
beginning with what is most important or critical to my specific program needs—many
could be changed in place depending on the needs. For example, #16—supervise all SAE
student projects depends on the definition—yes, every kid has a project that I’'m aware of
but, no, I have not been to all sites in the community and their homes to visit them. The
key is success is the proper balance of all cards. Good survey. This could be a workshop
on management.
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Date: 9/15/98
Subject Q:

Answer for Post Q-sort Summary Question:

“Not enough time to do what’s important - Teach. The day to day requirements of
the basis program & state requirements don’t allow for time to do extra things or spend
time needed time for more one-on-one instruction with students. My teaching focuses on
job skills because that is what can benefit students for life.”

Field Notes: : : ,

“T think, that the people in the state dept. of education have forgotten what it is
like to be a teacher! It is hard to be the best teacher I can be with the state dept. of
education putting additional demands on us as teachers!!”

SubjectR:
Answer for Post Q-sort Summary Question:

“I needed more spaces at each end and less in the middle!”

Field Notes:

“I think most of these statements are all equally important to the agriculture .
program. The problem is deciding which are the two most like me and then the four that
are most like me etc. If you want a good program, then you better be willing to give all
of your time and your life to the profession.”

Date: 9/18/98

Subject S: _
Answer for Post Q-sort Summary Question:

“I don’t like paperwork and I’ve adjusted my job to my liking.”

Field Notes:

“It has taken me five years to adjust this job to my liking. The first was all the
paperwork, but I have that ‘weeded out’. I guess that the school district and the state
dept. of education think that we have all the time in the world to fill out paperwork.” 1
would rather teach because that is what I get paid to do.”

Date: 9/22/98

Subject T:
Answer for Post Q-sort Summary Question:

“I feel like I teach to only the ‘cream of the crop’ students and the others that get
placed in my program get put aside, they aren’t involved in FFA or have no interest in a
project.” ’

Field Notes: .

“Counselors have used the agriculture program as the dumping ground for
students that don’t make the academic cut or are the trouble makers that no other teacher
wants. It gets old after awhile. I can only save so many students at one time. I try to get
them interested in whatever my program has to offer (SAE, FFA, community service,
etc.)”
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Subject U:
Answer for Post Q-sort Summary Question:

“T felt that some of my job responsibilities were very general that were mentioned
in the sorts. A majority of my time is spent doing FFA & SAE activities with students.”

Field Notes:
“T just don’t think that FFA & SAE things should eat up a majority of my time as
an agriculture teacher.”

Date: 9/29/98

Subject V:
Answer for Post Q-sort Summary Question:

“I feel I don’t spend enough time in the classroom, but I spend plenty of time on
FFA and SAE priorities and meeting the standards for ag incentive.

Field Notes:

“I really don’t feel that I went to college to be the FFA teacher or the SAE
teacher, but that I went to be an agriculture teacher. There is no balance and that FFA
and SAE override the classroom. I prefer to be a classroom teacher and down scale the
FFA/SAE stuff but ag. incentive grant criteria has to be:met if the dept. is to get any
money.”

Subject W:
Answer for Post Q-sort Summary Question:

“Being in a large department, my participation in all areas of the ag program is on
a needs assistance basis only. We are allowed to specialize, so the sort was more difficult
because I based it on my specific duties. I would have been different, with more
emphasis on FFA & projects along with classroom. I find that when I look at a possible
re-sort at how I would like my job to be. I couldn’t make many changes because the pull
that the FFA has on the ag program. I believe it’s important; I would just like to have it
not run over me so much. I would be happiest just being a classroom teacher. I don’t
like dealing with the administration and I don’t do politics. The ideal would be a balance
of classroom/FFA/career development.

Field Notes:

“The FFA stuff is over-rated in our dept. it basically runs the whole program
along with the parents. I would just like to teach and that is what I get paid to do and that
is what taxpayers pay for.” '
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Three Factor Solution (.46 level of significance)

# Subject Factor 1 Factor 2 Factor 3 *Note

1 A1F37092 .8375* 1257 .0991

2 B1M47232 .71699* .0963 1711

3 CI1F30062 .6835% -.2373 -1721

4 DI1F30064 1474* .0398 2113

5 E1F48191 .7055%* .0504 -.1142

6 F1M50282 .0076 -.5922% -.0154

7 G1M47241 -.0962 -.2478 .7782*

8 H1M45224 4293 2814 .6204*

9 11M29044 1975 .1946 .6535*

10 J1F28032 .7069* .0918 3855

11 K1F41064 .7036* 2202 2825

12 L1F36063 .7645* -.0353 1311

13 M1F35132 2124 .6314* 1138

14 N1F27025 4126 5867* -.3226

15 01F29032 .6523* .0391 .0641

16 P1IMS53262 .8450% .0877 .0205

17 Q1M54325 -.0006 .5492* 1371

18 RIMS52275 3710 .0428 3772 Non sign.
19 S1M32093 3793 5104* -1772
20 T1M42083 4115 .1603 1184 Non sign.
21 U1M34102 .6564* .1696 .3087
22 V1F35113 .7380* -.0730 .3460
23 W1F43156 4402 .5326* -.2787
24 A2 F37092 -.0119 .7365* .0856

25 B2M47232 .7699* .0963 A711
26 C2F30062 -.3327 .6029* .0950
27 D2F30064 3827 4127 4839*
28 E2F48191 -.7055* .0504 -.1142
29 F2MS50282 .0472 .6180* - -.0430

30 G2M47241 -.0715 -.2540 7631*

31 H2M45224 4505 .2896 .5809*
32 12M29044 -.0514 4262 2278 Non sign.
33 J2F28032 4996 1411 .5055 Split load
34 K2F41064 .5242% .3385 -.0923
35 L2F36063 .0170 .3559 .5376*
36 M2F35132 1522 .5478* .1595
37 N2F27025 -.0119 .7365* .0856
38 02F29032 2447 0452 .1554 Split load
39 P2MS53262 5281 . 4757 .2949 Non sign.
40 Q2M54325 .0367 .6048* .1465
41 R2M52275 .2078 0722 6911*
42 S2M32093 4696* 4329 -.0342
43 T2M42083 .6230* .2160 .0321
44 U2M34102 .6658% 2236 .3205
45 V2F35113 4216 - -.1172 .0286 Non sign.
46 W2F43156 224 .6665* -.1648

% expl. variance 25 14 11 =50%
Loadings 18 13 8
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Factor 1 Factor 2 Factor 3
Q-sort Statements A Array Z Array Z Array
Score | Position | Score | Position | Score | Position
1 | Develop unique educational opportunities for special
population students. -.927 -3 343 1 -.249 -1
2 | Develop good working relationships with other teachers,
| staff, and administrators. .594 1 561 1 1.452 3
3 | Infuse employability skills/workplace applications
throughout all curriculums. -.001 -0 1.058 2 385 1
4 | Utilize curriculum, materials, and resources that are
culturally sensitive and free from gender bias. -712 -2 -.967 -3 -.875 -3
5 | Create and manage an attractive and functional learning
. | environment. ' 124 1 .620 2 - -.871 -2
6 | Incorporate a variety of teaching methods into instruction. 1.182 1.904 4 .680 2
7 | Integrate more computer/technology-based materials into
the curriculum. -1.033 -3 .043 0 .098 0
8 | Identify each student’s learning style and individualize
instruction accordingly. -.561 -1 1452 | 4 -.530 -1
9 | Collaborate with other academic and vocational teachers. -.677 -1 231 0 .066 0
10 | Connect classroom lesson plans with work-site learning &
on-the-job experiences. -.857 -2 .006 0 1.876 4
11 | Assist students to use available resources in solving
problems, decision-making and critical thinking. 751 1 1.050 2 461 1
12 | Utilize quality student assessment strategies. -.320 -.682 -2 168 1
13 | Plan and asdist with the chapter FFA program of activities. 1.374 3 113 0 .784 2
14 | Coach a variety of Career Development Events (judging
teams). 882 2 413 1 -1.421 -3
15 | Direct all FFA community service projects and activities. .198 1 -.629 -1 -.611 -2
16 | Supervise all student SAE projects. 1.542 3 -.651 -2 988 2
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Factor 1 Factor 2 Factor 3
# Q-sort Statements Z Array Z Array Z Array
Score | Position | Score | Position | Score | Position

17 | Participate in FFA activities at sectional, regional, and state

levels. 1.564 4 1.393- 3 067 0
18 | Coordinate annual FFA chapter banquet. 1.220 3 -6.98 -2 -.684 -2
19 | Assist students with their record books. 1.466 3 185 0 1.176 3
20 | Infuse school-to-work concepts into student organization .

activities. -.642 -1 -.234 -1 262 1
21 | Assist students with their projects at livestock shows. .864 2 -1.766 -3 1.609 4
22 | Direct livestock selection for student’s projects. .900 2 -2.320 -4 -.190 0
23 | Encourage students to participate in FFA activities. 1.917 4 1.062 3 1.044 2
24 | Showcase student achievements. -1.662 -4 .648 2 -.383 -1
25 | Expand recruitment strategies to reach all student

populations. -.307 0 199 0 -.438 -1
26 | Modify programs to meet local job opportunities. -.637 -1 271 1 1.396 3
27 | Conduct follow-up studies to track former students. -1.114 -3 -1.490 -3 .075 0
28 | Maintain effective advisory committee meetings throughout

the year. -515 0 -521 -1 .096 0
29 | Attend school board meetings on a regular basis. -1.413 -3 -1.871 -4 -1.123 -3
30 | Search for grants and funding for program enhancement. 663 1 1.259 3 -.333 -1
31 | Continue formal education and other professional

development opportunities. .061 0 1.082 3 -.565 -2
32 | Complete self-assessment processes and plan for

modifications. -.898 -2 -929 | - -2 186 1
33 | Participate periodically in business and industry

experiences. -.685 -2 -.406 -1 1.172 3
34 | Provide leadership in professional organizations. -.060 0 -.359 -1 -1.659 -4
35 | Write articles for professional publications. -1.744 -4 -.932 -3 -2.511 -4
36 | Network at every possible opportunity about the program. -.538 -1 .566 -1 -1.599 -3




o
VITA

Jennifer A. Delnero
Candidate for the Degree of
Doctor of Philosophy

Thesis: PERCEPTIONS OF JOB RESPONSIBILITIES AMONG SELECTED
CALIFORNIA SECONDARY AGRICULTURAL EDUCATION TEACHERS

Major Field: Agricultural Education

Biographical:

Personal Data: Born in Sonora, Califomia, on August 2, 1967, the daughter of
Frank and Marlene Delnero.

Education: Graduated from Sonora High School, Sonora, California in June
1985; received Bachelor of Science degree in Agricultural Education from
California State University, Fresno, California, in May 1991; received Master
of Science degree in Agriculture from California Polytechnic State
University, San Luis Obispo, California, in July 1996; completed the
requirements for the Doctor of Philosophy degree with a major in
Agricultural Education in May, 1999.

Experience: Secondary Agricultural Education Teacher in Manteca, California
from 1993 —1996. Graduate Teaching Assistant, Department of Agricultural
Education, Communications, and 4-H Youth Development, Oklahoma State
University, Stillwater, Oklahoma from 1996 —- 1998.

Professionél Memberships: American Association for Agricultural Education,
National Agricultural Education Teachers Association, California
Agriculture Teachers Association, Phi Delta Kappa, Gamma Sigma Delta,

Alpha Tau Alpha.





