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CHAPTER I 

INTRODUCTION 

Background and Setting 

From the early 20th century to the present, heavy emphasis has 

been placed on the moral aspects of teaching (Kimball, 1991). Chang 

(1994) and Clark (1991) are among many who see the school as the most 

relevant change agent in the battle for improved morahty in the United 

States. Chang notes that the school is more than just a building; rather 

it is a body of learners and educators that is set in an environment of 

inquiry and development. She emphasizes the influence teachers have on 

the moral development of students is tremendous, and the "importance of 

ethics in teaching cannot be overstated" (p. 71). Clark states that "to 

educate is to lead responsibly by influencing students' knowledge, skills 

and dispositions in ways that will serve them and their sodety well and to 

do so in morally defensible ways" (pp. 257-258). 

Strike (1990) and Strike and Soltis (1986) also see the school as an 

important component of moral development. They daim that moral 

decision making in the educational process is a daily occurrence for 

teachers. Rudolph and Coffey (1995) state that character is largely 



shaped and set for the rest of life during the time in which one is enrolled 

in school. Thomas (1990) states that teaching involves a great deal of 

moral decision making. He notes teachers routinely face the need to make 

moral dedsions or choices because they spend a great deal of time with 

students each day. 

In order for teachers to make morally soimd decisions and perform 

ethically in the workplace, ethical codes of teaching and/or teacher training 

programs are needed (Chang, 1994). Ethical codes are not enough, 

however. Chang (1994) and Strike (1990) both note that teaching codes 

seem to have limitations when appHed to complex and ambiguous 

situations. Teacher training programs offer courses in philosophy and 

ethics, expecting these courses to build a sound knowledge base to lead 

teachers to exhibit an ethical performance. Unfortunately, teachers have 

difficulty applying abstract theories to concrete realities they face in the 

day-to-day dassroom. Strike (1990) daims that teacher training 

programs appear to do little in the preparation of teachers* perceptions 

regarding the moral issues that arise in practice. Chang (1994) agrees by 

sajdng that teachers are not prepared for decision making situations 

where they are expected to exerdse moral judgment skills. 



According to Nussel (1994), almost all societal problems can be 

reduced to the failure to do something, and people make mistakes as a 

result of inaccurate information or a lack of information. For example, if 

people are not healthy, the schools should teach nutrition and dietetics; if 

people mismanage their money, the schools should teach economic 

education. This Hst is virtually endless—everything fi:om radal injustice 

to poor reading skills can be directed towards unsatisfactory educational 

practices. Since the school transmits knowledge, skills and values 

regarded as critical within the sodety, it can be hdd accountable when 

problems arise (Nussel, 1994). 

Educators have realized for some time that what a student 

accomplishes depends upon his/her attitude, philosophy and value 

judgments. Educators must recognize that students wiU have a value 

system and that it is part of the learning process to help students develop 

and utilize their individual system (Pullias & Lockhart, 1963). According 

to the Handbook on Agricvdtural Education in Public Schools (Phipps & 

Osborne, 1988), teachers of agriculture must possess unquestionable 

character as it is essential to be a successfid teacher. Phipps and Osborne 

(1988) state that this is a necessity because many students will try to 

emulate their agricultural instructors and consequentiy what teachers do 



must be of the highest standard. Above aU, teachers must remember that 

their primary role in the public schools is to nurture and contribute to the 

educational, sodal, and personal development of people. Agrisdence 

teachers must be able to demonstrate a sincere interest in the needs and 

accomplishments of each student. They continue by saying that even the 

most difficult students wiU respond if provided with encouragement and 

have a teacher who wiU strive to bmld positive self-concepts in students 

Phipps and Osborne (1988) condude their comments about value 

characteristics of agricultural education teachers by saying: 

Teachers must have distinctive and individual character 
indicative of forceful personaHty. They must know how to 
meet people and carry on a conversation. Often agricultural 
instructors fail simply because of the inabihty to meet people 
and to adapt themselves to their environments. A teacher 
with a pleasing personaHty can do a great deal in developing 
a good commimity attitude toward the program in 
agriculture, (p. 133) 

Agriculture is not inmiune to critical evaluation by sodety. 

Professionals and pre-professionals in agriculture need to continuously 

analyze the intent and impact of their individual and collective decisions. 

Therefore, it is appropriate for agricultural educators to guide reasonable 

and thoughtful conversations about the prindples and judgments that 

create and impact the human condition (Field, 1995). 



Great strides are being made in incorporating moral education into 

the whole school environment, induding the agricultural education 

curriculum. However, the instruction of moral education is not dearly 

defined in the current American educational system. Recent studies by 

Irwin (1988), Cheek and Parker (1994), and Cangemi and Aucoin (1992) 

reviewed methods of teaching values in the dassroom. While the studies 

agreed that value education should be part of the formal curriculum, they 

did not agree on the best method of delivery. Cheek and Parker (1994) 

indicated that a combination of two methods which they referred to as 

implicit and explidt should be used to teach values. 

The implidt method, often referred to as the hidden curriculum, has 

been the traditional method of instruction. The hidden curriculum was 

used as an important part of moral education as the everyday behavior of 

faculty, staff and other students impacted the character and moral 

development of students. The simplest method of impUcit instruction is 

becoming a role model to students by creating an environment that fosters 

the moral development of tomorrow's leaders (Cheek & Parker, 1994). 

Cheek and Parker (1994) refer to the exphdt method of teaching 

values as being the formal teaching of values in a dassroom situation. It 



often involves case studies, role playing, simulations and other teaching 

strategies which aid students in making moral decisions. 

Statement of the Problem 

Despite widespread agreement about the need for teaching morals 

and values in the school system, there is controversy conceming what 

morals and values shovQd be taught. There is almost no empirical 

research which identifies universal morals and values. 

Since its beginning, agricultural education has been considered a 

program which emphasizes the moral, character, and value development 

in young people. Its four instructional components—dassroom instruction, 

laboratory instruction, supervised agricultural experience, and the FFA 

organization—have been considered as vehides to enhance character 

development in students. 

No major study has been conducted which identifies the values that 

should be taught in agricultural education or in which instructional 

component of the agricultural education curriculiun should be utilized for 

effective character development. Although there is general agreement on 

the need for teaching values, there is no consensus on the values to be 

taught. The literature also emphasizes the importance of identifying what 



values agricultural educators deem as important. The problem of this 

study was a lack of guidance in designing curriculum to help teach values 

and morals in the area of secondary agricultural education. 

Purpose of the Studv 

The major purposes of this study were to: (1) determine perceptions 

of agricultural education teachers nationwide as to what values should be 

taught to students enrolled in high school agrisdence cotirses; (2) identify 

in which component of the agricultural education program should these 

values be taught; and (3) identify if differences exist in perceptions of the 

teachers according to selected demographic variables and teacher 

behavior. 

Questions to Frame the Studv 

As a means of accomplishing the purpose of the study, answers to 

the following questions were sought: 

1. What are the characteristics of agrisdence teachers in the 

United States in regard to the following variables: (a) number of 

years teaching; (b) number of years teaching high school 

agriculture; (c) the number of teachers teaching agricultural 



courses at their school; (d) gender; (e) age; (f) ethnidty; (g) 

location of school; (h) number of students attending their high 

school; (i) nimiber of students enrolled in agriculture courses; (j) 

percentage of students partidpating in FFA; (k) percentage of 

students partidpating in Supervised Agricultural Experience 

(SAE) program; and (1) self-perceived rehgious levd? 

2. What are agricultural education teachers' perceptions as to 

values that should be taught in a high school agrisdence 

program? 

3. In which of the four components of an agrisdence program 

(dassroom, laboratory, supervised agriculture experience 

program, or FFA) do agricultural education teachers percdve 

these values should be taught? 

4. What is the relationship between the characteristics identified 

in question one and the perceptions of teachers as to what values 

should be taught in the agricultural education curriculum? 

5. Is there a relationship between teacher behavior and the values 

they think should be taught to students? 
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Definition of Terms 

For the purpose of this study, the following terms were defined as 

follows: 

Agricultural Education. Also referred to "agrisdence" and 

"vocational agriculture." Systematic instruction in agriculture at 

the elementary, secondary, postsecondary, or adult level for the 

purpose of preparing persons for initial entry or reentry into 

occupations in agriculture and which meet state and federal 

requirements as part of a career and technology instructional 

program (Phipps and Osborne, 1988). 

Caring. To feel interest or concem; a sense of responsibihty (Unell 

& Wyckoff, 1995). 

Commitment. Obhgating oneself to a cause. 

Cooperation. To act or work with others; to assodate with others for 

mutual benefit (Unell & Wyckoff, 1995). 

Courtesy. Excellence of manners or sodal conduct; pohte behavior 

(UneU & Wyckoff, 1995). 

Dihgence. Ability to see projects and activities to completion. 

Ethics. A set of moral prindples or values (Dormody & Torres, 

1995). 



Freedom. Quality or state of being free to choose and act. 

Friendship. Abihty to sustain the state of being fiiends with 

others. 

Generosity. To be giving of oneself. 

Honesty. Truthful; trustworthy; sincere or genuine; firank; open 

(UneU & Wyckoff, 1995). 

Honor. To five up to a set of standards; to treat others with honor. 

Integrity. An tmimpaired condition; firm adherence to a code of 

espedaUy moral or artistic values; the quahty or state of being 

complete or undivided. The degree to which individuals lead their 

Uves in accordance with a set of principles and values (Field, 1995). 

Kindness. Being helpful and soHdtous to others. 

Loyalty. Faithful to one's aUegiance; faithful to one's oath, 

commitments or obHgations; faithful to any person or thing 

conceived of as deserving fideHty or imposing obHgations (UneU & 

Wyckoff, 1995). 

Morals. Of, or rdating to, prindples of right and wrong behavior; 

expressing or teaching a conception of right behavior; conforming to 

a standard of right behavior; sanctioned by or operative to a 

10 



standard of right and wrong action; of, relating to, or acting on the 

mind, character, or wiU. 

Moral Education. The intentional bringing about of moral growth. 

The encouragement of a capadty for moral judgment (Arnold, 1994), 

MoraHty. Concemed with interpersonal rdations involving a 

consideration of and concem for others as weU as for oneself; 

attempts to distinguish right fi*om wrong and good firom bad 

(Arnold, 1994). 

Perseverance. To be steadfast in endeavors. 

Principles. Values, ideas, norms, and teachings that uplift, 

ennoble, fulfiU, empower, and inspire people (Covey, 1991). 

Prudence. Showing self-disdpline and good judgment. 

Respect. To consider worthy of high regard; the quaHty or state of 

being esteemed (UneU & Wyckoff, 1995). 

Responsibihty. The state or act of being responsible; reHable; 

dependable (UneU & Wyckoff, 1995). 

Self-respect. Proper respect for oneseff and his/her place in sodety. 

Service. Contributing to the welfare of others. 
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Tolerance. A fair and objective attitude toward those whose 

opinions, practices, race, reHgion, nationaHty, or the like differ from 

one's own; fireedom fi:om bigotry (UneU & Wyckoff, 1995). 

Trust. Placing confidence in others 

Truth. Being sincere in action and character. 

Values. Relative worth, utiHty, or importance; degree of exceUence; 

something (as a prindple or quaHty) intrinsicaUy valuable or 

desirable; to appredate. 

Limitations of the Study 

This study had two limitations which should be considered in 

interpreting the findings: 

1. This study was limited to only agriculture education instructors 

who were teaching in pubHc, secondary schools in the United States during 

the 1997-98 school year. 

2. This study was Hmited to those instructors whose names were 

listed in the 1997 Agricultural Education Directory. 

12 



Importance of the Studv 

The need for this study was based upon consideration of the 

foUowing factors: 

1. There was a need to teach values to high school students. In a 

1996 report from the American Assodation of School Administrators 

entitled What Students Must Know to Succeed in the 21st Century, the 

foUowing civU skLUs and abiHties were seen as necessary for students to 

be fimctioning members of sodety: (1) multicultural imderstanding, 

induding insights into diversity and the need for an intemational 

perspective; (2) imderstanding and practicing honesty, integrity, and the 

'golden rule'; (3) understandingandrespectfor those not Hke oneself-an 

appredation for diversity; and (4) abUity to take increased responsibihty 

for one's own actions. Seventy-dght percent of the pubHc, 77% of parents, 

84% of teachers and 70% of leaders said that the value of hard work was a 

skiU that was absolutely necessary for students to have for the future. 

Values such as honesty and tolerance of others are other skills that were 

seen as necessary components that should be acquired. FinaUy, habits of 

good dtizenship were seen as essential parts of student development by 

66% of the pubHc, 64% of parents, 78% of teachers and 58% of leaders 

(Uchida, Cetron & McKenzie, 1996). 

13 



The Carnegie Report released in 1996 also made note of the need 

for teaching values to students: 

AU adolescents have basic human needs that must be met if 
they are to grow up into decent, caring, informed dtizens. 
They must find ways to earn respect, establish a sense of 
bdonging in a valued group, and bmld a sense of personal 
worth based on mastery of useful skills, including sodal 
skUls. They must leam the peacefiil management of conflict, 
the elements of ethical behavior, and how to use the social 
support systems avaUable to them. HopefuUy, during 
adolescence, they wiU acquire a positive vision of the fixture 
and of constructive opportunities in the adult world, (p. 9) 

2. The teaching strategies for incorporating the teaching of morals 

and values in the secondary agricultural sdence needed to be identified. 

Vaughn, Vaughn and Vaughn (1995) indicated that whUe much has been 

done in identifying technical competendes for high school agricultural 

education students, Httie has been accomplished in identifying teaching 

competendes which faU into the affective domain. 

3. Literature showed there was a discrepancy as to what values are 

and what values should be taught. It is important to know the values that 

current teachers perceive can and cannot be taught in agricultural 

education. This was dearly stated in the 1996 Carnegie Report: 

The United States is a large, heterogeneous, multiethnic 
nation with a strong tradition for individualism. These 
quaHties are significant assets, but they also make it 
difficult for Americans to arrive at a shared understanding of 
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compHcated sodal problems and turn that understanding 
into solutions that can win broad acceptance. Achieving a 
consensus on the values and behaviors appropriate for 
adolescents, and on the steps that can be taken to help them, 
wUl not be easy. But we must try, for it is not only the Hves of 
young people that are at stake. It is our common fixture, 
(p. 13) 

4. There was no existing studv in agricultural education addressing 

the subject of teaching values and morals in the secondary agricultural 

education classroom. According to Chang (1994), the relationship between 

moral behavior and moral judgment has been of interest to researchers, 

but the moral reasoning of teachers and its relationship with teaching has 

orUy received researchers' attention since the late 1970's. A thorough 

review of research in the field of agricultural education indicates a dearth 

of research on morals and values that should be induded in the 

agricultural education curricidum. If morals and values are to be induded 

in the curriculum for secondary agricultural education programs, a study 

must be conducted to help identify both the values and the most logical 

component of agricultural education through which these values should be 

taught. 
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CHAPTER n 

REVIEW OF RESEARCH AND RELATED LITERATURE 

Sodal Learning Theory 

According to sodal learning theorists, moral judgment is 

interpreted by applying the cognitive structure one possesses to new 

situations. A person's previous history of observational learning and 

content area determine the moral judgments the person makes when 

addressed with a decision making situation. The sodal learning theorists 

attribute the developmental changes in moral judgment to a person's 

criteria for judgments, such as a person's individual standards, long range 

consequences, peer influence, intentions, dumsiness, expected reward or 

punishment, and amount of damage incurred (MiUer, 1996). 

Moral judgments involve a complex process of weighing and 

considering the various criteria of any given sodal situation. Depending on 

the situation, people wiU make different types of judgments. The first 

type is subjective judgments, which are based on intentions, and the other 

is objective judgments that are based on the amount of damage that could 

be caused (MiUer, 1996). However, there is some dissension with this 

train of thought as Rosenthal and Zimmerman (1978) state that there are 
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not dichotomous, mutuaUy exdusive tjrpes of moral reasoning or judgment. 

There is instead a change in the frequency of the various criteria firom 

situation to situation and from age to age. Sodal learning theorists stress 

that people must attain a certain level of cognition before comprehension 

of certain types of moral judgments can be reached (MiUer, 1996), 

Experiments by sodal learning theorists prove that a person's 

moral reasoning skills can be altered. For example. Dorr and Fey (1974) 

showed that duldren observe and accept the moral judgments of others. 

They contend that observational learning can both transmit new moral 

rules to duldren and influence rules that already exist within duldren's 

moral firamework. If a change in a person's existing moral fiber is to take 

place using this modeling/observation technique, it is important to 

remember that hypocrisy is easUy detected. In fact, by using different 

features of the setting and the actions of a person aUows his/her moraHty 

to be evaluated (MiUer, 1996). In other words, if wanting to change the 

moral fabric of a student or a child, the change agent must "walk the walk 

and talk the talk" of the moral level to which he/she wishes the 

child/student to adhere. 
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Moral Reasoning and The Teacher 

Teacher's Role in Moral Reasoning 

The level of a teacher's moral reasoning has been shown to be 

rdated to how they view their role in the school environment. Teachers 

perceived their roles differentiy. This difference was viewed as a function 

of the teachers' moral reasoning. Results of studies showed that teachers 

at lower moral reasoning levels viewed their role in the dassroom as 

controlling and poHcing; whereas teachers fimctioning at a higher level of 

moral reasoning viewed their roles in a much more democratic and 

fadHtating manner (Johnston & Lubomudrov, 1987; MacCaUum, 1991). 

Discipline 

Most empirical research showed that teachers at higher levels of 

moral reasoning tend to hold a more humanistic, democratic view of 

student disdpHne (Conroy, 1987). Teachers at levels of lower moral 

reasoning were more interested in conformity-oriented behavior, such as 

foUowing rules and keeping an orderly dassroom. They also tended to hold 

a custodial-authoritarian view of student disdpHne (Bloom, 1978; Deal, 

1978; Holt, Kauckak, & Person, 1980; Novogrodsky, 1977). 
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According to BaUey (1985), several studies have shown that moral 

reasoning is related to the tolerance teachers exhibit toward students' 

disturbing behaviors. Teachers at the preprindpled moral levels tend to 

be upset by sodaUy deviant behaviors and behaviors against sodal 

convention, whereas teachers at prindpled moral levels tend to be more 

tolerant of sodaUy defiant behaviors. 

Moreover, the moral reasoning scores of teachers were assodated 

with their conceptualization of rules. Those teachers operating at lower 

levels of moral judgment visualize rules as needed primarily to maintain 

social order. If rules were disobeyed, it was viewed as a personal attack on 

the teacher. Teachers operating on higher levels of moral judgment saw 

that rules were needed to ensure certain rights of the students and 

encouraged students to take part in the rule development process 

(Johnston & Lubomudrov, 1987; Lubomudrov, 1982). Higher level 

reasoning teachers were also more willing to reason and explain rules to 

students firom different perspectives than were low moral reasoning 

teachers (Chang, 1994). 
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Relationships with Students 

Teachers who operate at the higher levels of moral reasoning 

perceive students' needs and feelings more effectively and maintain a 

more positive relationship with their students than teachers operating at 

the lower levels of moral reasoning (Johnston & Lubomudrov, 1987; 

Novogrodsky, 1977). When teachers with preprindpled moral reasoning 

were compared to teachers with prindpled moral reasoning, researchers 

discovered that teachers with prindpled moral reasoning tend to create 

partidpative and inteUectual dimates in the dassroom (Holt, Kauckak, & 

Person, 1980). 

Results firom interviews indicate that high school students taught 

by teachers with high levels of moral judgment fdt they received more 

support fi:om their teachers than did students who were taught by 

teachers functioning at lower levels of moral judgment (Gerety, 1980). 

Accordingly, high moral reasoning teachers were perceived as more 

cheerfiil, fiiendly and admired by their students than lower moral 

reasoning teachers (HUton, 1989). 

Students perceived the moral atmosphere of the dassroom as a 

function of the teacher's moral reasoning. Jimior and senior high school 

students of high moral reasoning teachers responded more positively to 
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the moral atmosphere of their dassroom than did students in classrooms 

of lower moral reasoning teachers (Gerety, 1980). 

Understanding Educational Concents 

Teachers at higher moral reasoning levels exhibited an 

understanding of educational concepts in a more broad and deeper way 

than teachers at lower levels. For example, the ideas of "on task" were 

different for teachers at differing levels of moral reasoning. Teachers at 

lower levels of moral reasoning thought "on-task" meant working on an 

assignment given by the teacher, and whether or not the student was "on-

task" was determined by the teachers observing student behavior. 

Teachers at higher levels of moral reasoning defined "on-task" differentiy 

for each student, depending on the individual characteristics of the 

student and teacher response (Johnston, 1985). 

In an interview conducted by Wheaton (1984), teachers at lower 

levels of moral reasoning viewed themselves as the managers of students, 

materials, and district curriculum. Teachers at higher levels of moral 

reasoning saw the curriculum issues from a broader sodal view and in 

terms of individual student's interests. High level moral reasoning 

teachers also stated that it was important to indude students in 
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curriculum planning so that they could better vmderstand the meaning of 

learning and its effect on their Hves (Wheaton, 1984). 

Teacher Performance 

Studies designed to discover relationships between moral reasoning 

and student teacher performances have shown that student teachers 

performance was not related to their moral reasoning levels (Bergem, 

1986; McNergney & Satterstrom, 1984; Thoma & Rest, 1987). Possible 

explanations for this nonsignificant relationship between student teacher 

performance and moral reasoning are: (1) student teachers were 

completing their student teacher experience in situations that were very 

different firom those of regular classroom teachers; (2) teaching 

performances were not based on self-reported data; (3) teaching 

performances are more dosely rdated to teaching knowledge and skills 

rather than moral reasoning and moral reasoning is a reasoning process 

about moral issues, therefore not relevant to knowledge and skills (Chang, 

1994). 

Findings revealed firom these empirical studies show that except for 

teachers' competendes, moral reasoning is significantiy related to 

teachers' conceptualizations of student disdpHne, curriculum, teacher's 
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roles and educational issues. Moral reasoning is related to teacher's 

relationships with their students and to the moral and inteUectual 

dimate of the dassroom. One impHcation of this finding is that advanced 

moral reasoning may aUow teachers to reason about teaching issues more 

fiindamentaUy and thoroughly. Also, based on the more in-depth 

understanding, teachers with advanced moral reasoning may be more 

empathetic to the needs of students and more wUling to faciHtate 

students' learning, avoid taking students' chaUenges personaUy, respect 

students' rights, and be more objective when dealing with problems caused 

by students. It may also be that teachers with high levels of moral 

reasoning can be more student centered and perform more humanely, 

professionaUy and democraticaUy. 

FinaUy, it may be that teachers who exhibit advanced levels of 

moral reasoning can be more empowering to student learning and healthy 

sodal development than teachers with lower moral reasoning. This 

suggests that teachers' moral reasoning plays a crudal role in teachers' 

practice. Promotion of a moral reasoning component in training programs 

seems to be necessary for cultivating fiiUy functioning teachers (Chang, 

1994). 
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History of Moral Education 

Education for moraHty is as old as education itself. Throughout 

history, education has had two major goals: to help people become smart 

and to help them become good (lickona, 1997). Schools in the earUest 

days of our country faced moral education head on - through disdpHne, 

teacher's example, and the daUy school curriculum. The pubHc school's 

source for both moral and rehgious instruction was the Bible. However, 

when controversy arose as to whose Bible to use and which doctrines to 

teach, WUHam McGuffey developed the McGuffey Readers in 1836 which 

ultimately sold over 100 miUion copies. WhUe retaining many favorite 

BibHcal stories, McGuffey also added poems, exhortations and heroic 

tales. This aUowed students to leam lessons about honesty, love of 

ndghbor, kindness to animals, hard work, thriftiness, patriotism and 

courage whUe practicing their reading and arithmetic (Lickona, 1997). 

Powerfiil blows in the 20th century began to crumble the consensus 

supporting moral education. The first major blow was Darwinism which 

introduced the theory evolution which led people to see aU things, 

induding moraHty, as being in flux. Secondly, the phUosophy of logical 

positivism came to America from Europe to assert a radical distinction 

between facts, which are sdentificaUy proven, and values, which are mere 
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expressions of feeling rather than objective truth. As a result of 

positivism, moraHty was privatized and made to seem a matter of 

personal "value judgment" rather than a subject for pubhc debate and 

transmission through schools. Personalism surfaced in the 1960's 

emphasizing individual rights and fieedom over responsibihty. WhUe 

Personalism protested sodetal oppression and injustice, it also 

delegitimized moral authority, eroded a beHef in objective moral norms, 

turned people towards self-fiUfillment, weakened sodal commitment and 

fueled the sexual revolution. FinaUy, the pluralism of American sodety 

and the increasing secularization of sodety became two more barriers to 

achieving moral consensus for moral education in pubhc schools. 

Consequently, pubHc schools retreated from their once central role as 

moral and character educators (Lickona, 1997). 

In the 1990s, there is the beginning of a new moral education 

movement, one which restores "good character" to its historical place as 

the central desirable outcome of the school's moral enterprise (Lickona, 

1997) According to Berliner and Biddle (1997), the American sodety must 

have the Hteracy to understand and the emotional education to marvel at 

nature, detect firaud, practice good dtizenship, and lead fulfilling Hves. 

Senator Edward M. Kennedy (1997) speaking about national goals and 
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standards for American pubHc schools states that one of the objectives the 

system must meet is that students shoiUd "understand the basic values 

and history of our democratic sodety, induding informed partidpation, 

dealing in good faith, the abUity to understand opposing viewpoints, and 

empathy for one's feUow himian beings" (p. 121). 

The Moral Education Movement 

There are at least three causes for the current interest in moral 

education. The first is the dedine of the famUy, TraditionaUy the famUy 

is a child's primary moral teacher, but for vast numbers of chUdren today, 

it is failing to perform that role, thus creating a moral vacuiun. Economist 

Sylvia Hewlett (1991) documents that American children, both rich and 

poor, suffer a level of neglect unique among developed nations. OveraU, 

the weU being of chUdren in the U.S. has dedined despite a decrease in the 

number of chUdren per famUy, an increase in the educational level of 

parents and historicaUy high levels of pubhc spending in education 

(Lickona, 1997). 

Lickona (1997) refers to the artide "Dan Quayle Was Right," by 

Barbara Dafoe Whitehead as she S5nithesizes the sodal sdence research of 

the decline of the two biological-parent famUy in America, She states: "If 
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current trends continue, less than half of the duldren bom today wUl Hve 

continuously with their own mother and father throughout chUdhood... An 

increasing number of chUdren wUl experience famUy break-up two or even 

three time during chUdhood" (p. 54). The chUdren of single mothers and 

chUdren of marriages that end in divorce are more Hkdy to be poor, have 

academic faUure, have behavioral and emotional problems, get pregnant, 

abuse alcohol and drugs, have trouble with the law, and be physicaUy and 

sexuaUy abused (Lickona, 1997). 

Lickona states that the major impact of this trend has been seen 

mosdy in the pubHc schools. Whitehead (1993) states: 

Across the nation, prindpals report a dramatic rise in the 
aggressive, acting out behavior characteristic of chUdren, espedaUy 
boy, who are Hving in single-parent families. Moreover, teachers 
find that many chUdren are so upset and preoccupied by the 
explosive drama of their own famUy Hves that they are unable to 
concentrate on such mundane matters as multipHcation tables, 
(p. 57) 

According to Lickona (1997), the disintegration of the famUy drives 

the moral education movement in two ways: (1) schools have to teach the 

values students are not learning at home; and (2) schools in order to 

conduct a normal curricular day, must become caring moral communities 
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that help students from unhappy homes focus on their work, control their 

anger, fed cared for, and become responsible students. 

The troubling trends in youth character is the second major cause of 

the moral education movement. Lickona states that the sense that young 

people in general have been adversely affected by poor parenting; the 

wrong kind of adult role models, the materialism, sex and violence 

portrayed in the mass media; and the pressures of peers. This hostUe 

moral environment is evidenced by the toU being taken on youth character 

by the foUowing trends: rising youth violence, increasing dishonesty in the 

form of lying, cheating and stealing; growing disrespect for authority; peer 

crudty; a resurgence of bigotry on the school campuses; a decline in the 

work ethic; sexual activity; a growing self-centeredness; declining dvic 

responsibihty; and an increase in self-destructive behavior. Kant's view on 

the relationship between education and the formation of character is seen 

as a moral view based upon reasoned and universaUy accepted prindples; 

it emphasizes the giving of respect to others as weU as respect for oneself; 

and it draws attention to the fact that the development of character is not 

a passive process but an autonomously active and purposeful one having 

to do with self-formation (Arnold, 1994). 
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The third cause for the need for moral education is a recovery of 

shared, objectively important ethical values. The dedine of sodety's 

moraHty has jolted the pubHc into seeing the need for moral education. 

According to Lickona, "we are recovering the wisdom that we do share a 

basic moraHty, essential for survival; that adults must promote this 

moraHty by teaching the young, directiy and indirectiy, such values as 

respect, responsibihty, trustworthiness, fairness, caring, and dvU virtue; 

and that these values are not merely subjective preferences but that they 

have objective worth and a daim on our coUective consdence" (p. 55). 

"Moral education, absent reHgion and its unique understanding of 

the rights and obHgations of mankind, becomes merely a matter of 

shouted daims and counterclaims - what lawyers sometimes caU a case of 

he said-she said. The problem is more than theoretical - it is practical 

and immediate" (Murchison, 1997, p. 65). 

Moral Education and Co-Curricular Studies 

The general education curriculum on the secondary level consists of 

a five subjects which dominate the curriculum: mathematics, sdence, 

social studies, the English language arts, and fordgn languages. The 

central purpose of the subjects in the general education curriculum is to 
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meet coUege admission requirements, however, these courses do not make 

up the entire currictUum for secondary high school students. Other 

courses, such as co-curricular studies also play a prevalent role in the 

secondary educational system. Co-curricular studies are those courses 

that are not encompassed in the general education curriculum. "The 

general term *co-curricvdar' pertains to the experiences that learners have 

under the sponsorship or direction of the school in addition to content often 

prescribed in some form of curriculum guide or handbook" (Longstreet & 

Shane, 1993, p. 331). 

WhUe subjects such as physical education, music, home economics, 

and agricultural education are usuaUy induded as part of the school 

curriculum as required or as dectives, many schools also sponsor co-

curricvdar groups in these fields. Many of these school sponsored groups 

are band, team sports or organizations such as FHA and the FFA Many 

schools offer a variety of electives for students. Electives are choices not 

spedficaUy required by the curricidum guide for graduation. Activities 

such as agricultural education are often used as electives in the secondary 

school system (Longstreet & Shane, 1993). 

The merit of electives and co-curricular activities in the secondary 

school system have been noted. "Co-curricular activities have long been 
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conceived as opportunities to sodaHze the yoimg, to develop their 

dtizenship and leadership skills, and to direct their energies toward 

worthwhUe projects" (Longstreet & Shane, 1993, p. 332). Co-curriciUar 

studies fiU a void in the general education curriculum. According to 

Goodlad, as dted in The School's Curriculum: Reahties and Prospects 

(1993), "activities assodated with students' own goal setting, problem 

solving, coUaborative learning, autonomous thinking, creativity, and the 

like are conspicuously absent in the school curriculum" (p. 330). Arnold 

(1994) refers to sports (a co-curriciUar study) as showing a dear connection 

between the plajdng of team sports and the development of sodal and 

moral values. Sports and other co-curriciUar studies (such as agrictUtural 

education and the FFA) can be used as a means of teaching sodal and 

moral values and that the practice of sport is not only just but essentiaUy 

moral (Arnold, 1994). 

Defining Values 

The Greek root, axios. was used as an adjective in andent time to 

mean "worthy of esteem." It was a word the Greeks used to exalt the 

virtues of their heroes, warriors, and statesmen (Reale, 1995). In modem 

times, the root axios has been formed into the word axiology. which is the 
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sdence of values with the primary task of understanding the world of 

values (Griinberg, 1995). Bahm (1995) stated that "axiology is the most 

general value sdence; its primary task is to inquire into the nature of 

values, that is, of aU values, and thus of what aU values have in common" 

(p.93). 

Values are very difficult to define (Hague, 1993), Sagatovsky 

(1996) defined "value" as a state of the human mind. Sagatovsky (1996) 

continued by explaining that values are different from other states of mind 

in their function and form of existence. For example, "materialists and 

utiHtarians find it difficiUt to distinguish values and needs, and 

rationalists find it difficult to distinguish values and knowledge" 

(Sagatovsky, 1996, p. 145). 

Although defining values is not easy, many researchers have offered 

their defiinitions of values (Alwin & Krosnick, 1984; Hague, 1993; Heaven, 

1993; Pitts & Woodside, 1991; Rokeach, 1973; Sagatovsky, 1996). Alwin 

and Krosnick (1984) indicated that, in order to understand human 

behavior, there must be an understanding of the concept of values. 

WiUiams (1968) defined the concept of values as standards of desirabihty 

invoked in sodal interactions to evaluate the preferabiHty of behavioral 

goals or modes of action (Pitts & Woodside, 1993). From this perspective, 
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Rokeach (1970) daimed that values are assumed to be central to the 

cognitive organization of the individual and to serve as a basis for the 

formation of attitudes, behefs, and opinions (Pitts & Woodside, 1993). 

Previous work on values support the view that values guide attitudes and 

actions and that individual attitudes and behefs are sanctioned by one's 

value system (Feather, 1982). 

However, Hague (1993) discusses how defining values is more 

complex that a behef: 

...what is a value? A value, if it is to be something distinct, cannot 
be confronted with mere beHef. To beHeve something to be valuable 
is not the same as to value it. BeHef can stop at cognitive. Desire 
can stop at affective. To value something is to know it, to desire it, 
and to do something about its pursuit. Thus a value has three 
aspects: cognitive, affective, and connotative. A value, then is a 
conception of the desirable leading to the selection of various modes, 
means, and ends of action, (p. 36) 

Sagatovsky (1996) stated that values become values only when they 

begin to perform a fimction - the fiinction of choice. Hunter Lewis (1990), 

in his book titled A Question of Values, explained that there are six ways 

in which individuals choose values: "(1) authority - taking someone else's 

word, having faith in external authority; (2) deductive reasoning -

subjecting beHefs to the variety of consistency tests that underHe 

deductive reasoning; (3) sense experience - gaining direct knowledge 
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through our own five senses; (4) emotion - feeHng that something is right; 

(5) intuition - unconsdous thinking that is not emotional; and (6) sdence 

- using synthetic techniques that rely on sense experience to coUect facts, 

intuition to develop a testable hypothesis about facts, and logic 

(experiment) to develop the test" (Lewis, 1990, pp. 10-11). 

Values can be very confusing because there are so many different 

levels of moral discourse which are multidimensional composites. To 

restate and add to Hague's (1993) statement that values are very difficult 

to define, values are also very difficult to measure. In answering the 

question "How are values known?", some Hke the Hst provided by Lewis, 

Bahm (1993) conduded that values are intrinsic in dther an objective or 

subjective form. He stated that "some intrinsic values are both subjective 

and objective at the same time" (p. 63). Griinberg (1995) explained 

Bahm's reasoning as foUows: "in the first case, a value is a property of 

objects or of feelings; in the second case, it is a relationship that arises out 

of circvmistances Hnking the object with the valuing subject in a spedal 

way" (p. 146). 
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Value Research 

Research studies measuring personal values began with Spranger 

(1928) when he established a framework in which to identify values. The 

framework consisted of six personaHty types along with characteristics of 

each that could be used to identify and examine the values of each type. 

AUport, Vernon and Lindzey (1960) expanded Spranger's types to measure 

the relative importance of the six values in the process of himian 

development (the AUport-Vemon-Iindzey Scale). 

The most renowned instrument for measuring values is the Rokeach 

Values Survey (RVS) (Heaven, 1992) because of its extensive use in a 

broad range of studies. In developing a values theory, Rokeach (1973) used 

two broad categories of values in a simple ranking process to determine an 

individual's form to study values (Herche, 1994). The Rokeach Values 

Survey (RVS) consists of 36 concepts: 18 labeled as terminal values or 

end states of existence, such as "a comfortable Hfe," "salvation," "inner 

harmony," and "wisdom." The other 18 are labeled as instrumental values 

or modes of conduct, such as "honest," "loving," "ambition," and 

"responsible" (Hague, 1993; Heaven, 1992). 

Another weU-known instrument in the area of values research in the 

University of Michigan Survey Research Center's List of Values (LOV) 
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(Kahle, 1983). LOV used a likert-type scale to measure the importance of 

a Hst of specific values to individuals or groups (Herche, 1994). The 

Values and Life Styles (VALS) instrument is often used to measure 

lifestyles. It consists of 34 questions that classify respondents into one of 

nine lifestyle groups (Herche, 1994). Because the term "values" can apply 

to other diverse areas such as ethics, and morals (Herche, 1994), 

Kohlberg's Measurement of Moral Judgment has been very usefiU in 

establishing the significance and utiHty of the moral stages theory for 

which Kohlberg is recognized (Colby et al., 1987). 

A 1992 research project by Lanckton studied 30 middle-school 

EngHsh and history teachers who were currentiy teaching in a variety of 

schools, from poor, urban school to more affluent, suburban schools. This 

study was an investigation into the attitudes regarding and the training 

for the work of moral education. The study revealed that approximately a 

third of the teachers saw moral education as a priority in their work. A 

Httie more than a third thought it was inappropriate or were opposed to it. 

A Httie less than a third had ambivalent attitudes about the appropriate 

stance. Ryan (1996) confirms this by stating that whUe approximately a 

third of practicing teachers are personaUy committed to moral education 

and see it as a major motivation for their work, approximately 40% of the 
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teachers feel that it is not. Reasons teachers feel value education shoiUd 

not be induded ranges from fear of being sued for indoctrinating values, to 

the conviction that they are subject-matter spedahst (e.g. math teachers) 

and have no role in value education. 

A study of education textbooks conducted by Jane WeUs (1991) 

showed that over recent decades moral education has been de-emphasized 

so that now only the rare textbook mentions this as a work of the teacher 

or the school. 

Character Education 

In the past decade, "character education" has emerged as the 

leading term for school efforts to implement programs in the areas of 

ethics, citizenship education and moral values (Lickona, 1996). Character 

education is defined as "the deUberate effort by schools, families, and 

communities to help young people understand, care about, and act upon 

core ethical values" (p. 93). Character education is beHeved to be the most 

promising approach to the sodal-moral problems of modern sodety. 

Lickona (1996) dtes three reasons why aU schools should be 

engaged in character education: (1) we need good character to be fuUy 

human; (2) schools are better places, more condudve to teaching and 
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learning when they are dvU and caring human communities that promote, 

teach, celebrate and hold students and staff accountable to the values on 

which good character is based; and (3) it is essential to the task of 

buUding a moral sodety. 

In the early 1990's, the United States Congress authorized funds for 

character education materials and teacher training programs aimed at 

teaching "core ethical values" such as responsibihty, caring, 

trustworthiness, respect, and caring. In Jidy, 1994, the first White House 

Conference on "Character-BuUding for a Democratic, CivU Sodetjr" was 

held. The Second Annual White House Conference on character buUding 

was held on May 19-20, 1995 and there is currentiy a third conference in 

the planning stage (Lickona, 1996). 

Character Education Initiatives 

WhUe being a positive role model for students is very important and 

should be practiced in the dassroom everyday, there are ways to utUize 

the formal curriculum for moral development. Examples of ways to 

expHdtly teach moraHty are the Character Education Curricidum, the 

Character Counts! Initiative and the Personal Responsibihty Education 

Process (PREP). The Character Education Curriculum was first devdoped 

38 



in 1969 for kindergarten through fifth grades. Since that time, programs 

for sixth through ninth grades have been devdoped and currentiy, the 

curriculum for high school is being pUot tested (Character Education 

Curriculum [Brochure]). 

The curriculum which was developed at the Character Education 

Institute based in San Antonio, Texas (Character Education Curriculum 

[Brochure]) strives to produce graduates from educational systems that 

are inteUigent, ethical and responsible dtizens. The universal values that 

are taught through this program are honor, courage, convictions, honesty, 

truthfulness, generosity, kindness, helpfiUness, justice, respect, freedom, 

and equahty. These basic standards represent a plan for Hving with 

dignity, integrity, respect and responsibihty. The lessons that have been 

developed indude activities which focus on goal setting, good self-esteem, 

self-disdpline, respect, etc. The character education curriculum can be 

taught as an individual, stand-alone subject or be correlated with sodal 

studies, language arts, health and/or career education. Inservice is 

provided by professional staff and consultants so that teachers can 

effectively use the instruction kits developed for this program (Character 

Education Curriculum [Brochure]). 
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Results of the program have been very positive. Elementary school 

teachers (n = 269) were surveyed nationwide and noted the foUowing 

improvements after implementation of the program: (1) self-concept of 

students increased 93%, (2) students' oral language skills improved 87%, 

and (3) student behavior improved 85 % in the dassroom and 69% on the 

playground (Character Education Curriculum [Brochure]). 

The Character Counts! Initiative ("Six words," 1996) encompasses 

more than just the school; it is a community wide program. The idea for 

the Character Counts! program began in 1992 at the Josephson Institute 

for Ethics, which is a CaHfornia-based think-tank that studies and 

promotes ethical and moral behavior. Currently, the program has been 

adopted by at least 326 dties and counties in 47 states. At least 102 

community, educational and youth groups sponsor this program. The 

program developed six pUlars (characteristics) deemed so universal that 

aU people could use them and they are as foUows: trustworthiness, 

respect, responsibihty, fairness, caring and dtizenship CSix words," 

1996). 

Albuquerque, New Mexico, was the first and largest community to 

embrace Character Counts! The program started in 1993 at Bel-Air 

Elementary School, on the dty's gang-ridden northeast side, with teachers 
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emphasizing one pUlar a month. In the first three months that this 

program was used, disdpHne dtations feU from 60 per month to 20 per 

month. In fact, it was so positive that Mayor Martin* Chavez made the 

pUlars the center piece of his war on youth violence. Character Counts! 

messages are being printed on utiHty bUls, sides of dty buses and 

corporate sponsored biUboards ("Six words," 1996). 

The Personal Responsibihty Education Process, which is commonly 

referred to as PREP, is a coUaborative school and community effort to 

achieve goals that wiU enable students to develop their academic 

potential whUe embedding positive character traits (Noyd & Richardson, 

1996). The PREP program began in 1988 in the St. Louis, Missouri area. 

A group of people from the corporate world led by Sanford McDonneU, chief 

executive officer of McDonneU Douglas Corporation, and educational 

leaders dedded to create a plan to coordinate school and community 

efforts to devdop responsible dtizens in the schools. The PREP initiative 

was different for each school district and the vehides used to promote the 

program were different as weU, but the outcome was the same. Teachers 

from the schools came together and developed a curriculum to implement 

in their schools to teach moral education. Although some of the character 

traits were different for each school, some of the common traits that were 
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stressed were: assertiveness, commitment, compassion, courage, 

discretion, goal setting, kindness, patience, respect, responsibihty, 

belonging, self-esteem, cooperation, loyalty, honesty, unselfishness, 

perseverance, and volunteerism (Berg, 1996; Noyd & Richardson, 1996). 

Current CHmate Regarding Character Education 

A constantly increasing amount of people inside and outside of 

education are calling for schools to take a stronger role in character 

formation and help students acquire the enduring habits or virtues they 

need to lead good Hves (Ryan, 1996). ChUdren in today's sodety are Hving 

"at risk" with strong moral forces in their Hves, and pubhc schools are no 

longer places which teach the communit5r's best values and hdp students 

develop the strong habits that make for good character. Recent pubHc 

opinion poUs show widespread support for the role of pubhc schools in 

moral education. Schools are being caUed back to what has been their 

traditional role of supporting famihes, churches, communities, and others 

in their work of passing on good values and good habits to the young (Ryan, 

1996). 
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Agricultural Education 

Some type of agricultural education has been present in the pubHc 

school system since the beginning of pubHc education with the first courses 

being taught as academic, nonvocational in nature. Prior to 1917, when 

the Smith-Hughes Act was passed, 30 states had established agricultural 

courses in the pubhc schools. The Smith-Hughes Act provided federal 

fiinds to promote vocational education in agriculture which had to be 

matched with local and state funds. This Act and subsequent acts were 

very effective in promoting the establishment of courses of vocational 

education in agriculture. The best known type of agricultural education in 

pubhc schools is vocational education in agriculture. This is a relatively 

new addition to the program of pubhc schools and can be defined as the 

systematic instruction in agriculture at the elementary, secondary, 
post-secondary, or adult level for the purpose of preparing persons 
for initial entry or reentry into occupations in agriculture. 
Furthermore, vocational education in agriculture carries the 
additional of instruction leading to job creation, development, and 
entreprenuership. It also may be designed for occupational 
awareness, exploration, orientation or job preparation and creation, 
depending on the age of students enroUed in the program. (Phipps & 
Osborne, 1988, p. 3) 
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Philosophy of Agricultural Education 

Over the years, agricultural education has shaped and refined a 

dear phUosophy with several distinguishing characteristics. Agricultiural 

educators put an emphasis on pragmatism. The instruction, methodology, 

program, and courses are based on the problems involved in the various 

tasks in the agricultural world of work making the content of the courses 

flexible and changing. Prindples and theories are studied as potential 

solutions to real problems whUe practical appHcation and the successful 

transfer of knowledge into real-world settings is the goal of instruction. 

The emphasis is on learning by doing and this is accomplished by using 

laboratory work, field trips, problem solving and supervised agricultural 

experience programs (Phipps & Osborne, 1988). 

Much emphasis is placed on the individual student in agricultural 

education. Activities and experiences in vocational agriculture programs 

contribute toward the development of positive self-concepts and self-

confidence in students. It is beHeved that any student can achieve success 

given timely and appropriate support and encouragement from teachers of 

agricultural education. The importance placed on home and job visits by 

the teachers and by basing the content of instruction on the individual 
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shows the students that they have worth and importance (Phipps & 

Osborne, 1988). 

Objectives of Agricultural Education 

Agricultural education is an important part of the pubhc school 

system in that it contributes to the general objectives of education. It 

contributes to the development of the student's abiHty to think and study 

and also solve problems effidentiy using the skUls of coUecting and 

interpreting data. Agricultural education also aids in the development of 

desirable interests and attitudes, and in the development of sodal 

sensitivity and resourcefulness of students. According to Phipps and 

Osborne (1988), a comprehensive program of agricultural education, in 

addition to contributing to the objectives of aU types of education, should 

do the foUowing: 

1. Develop understanding of the influence of research on 
agriculture and on other aspects of our sodety, such as 
medicine and consumer products. 

2. Develop understanding of interrelationships of agriculture and 
other segments of sodety. 

3. Develop understanding of the influence of pubHc poHcy on 
agriculture. 
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4. Develop understanding and appredation of agriculture for 
avocational and leisure interests. 

5. Promote creative activities of students. 

6. Promote meaningful and practical appHcations of the content 
of other subject matter areas, such as sdence and 
mathematics. 

7. Provide guidance regarding the opportunities in occupations 
requiring knowledge and skills in agriculture. 

8. Assist in improving the economic effidency of agriculture and 
individuals in agriculture. 

9. Promote balance and meaning in the total educational 
program of the school and of the individuals. 

10. Develop understanding of the contributions of agriculture to 
sodety. 

11. Assist present and prospective workers in agricultural 
education occupations in improving their effidency (pp. 9-10). 

Brief History of Agricultural Education 

Teaching of agriculture has been around in America since the first 

colonist came to this country. Agriculture trades were taught through 

apprenticeships and fathers were held responsible for teaching their sons 

to farm. One of the first agriculture schools was established in Georgia 

around 1734 for orphans. A simUar school caUed the Bethesda School in 

Savannah, Georgia, was founded in 1740 and a private school in Gardiner, 
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Maine, offered agricultural education in 1821, the year the first pubhc 

high school was established (Hamlin, 1956). 

Agriculture in pubhc schools of less-than-coUege grade began in 

certain elementary schools in Massachusetts in 1858. Teaching 

agriculture in secondary schools began in El5nria, Ohio in 1902, and an 

agriculture teacher was employed by a pubhc school in CarroU County, 

Georgia in 1903. In some states, emphasis was placed on agriculture 

training as part of general education for it was provided for aU rural boys 

and girls. Many schools provided agriculture education primarily for 

farmers and prospective farmers; supervised practice was stressed; 

instruction was avaUable to young and adult farmers as weU as to school-

age chUdren and youth. By 1916, the number of pubhc high schools 

teaching agriculture had risen to 3,181 (Hamlin, 1956). 

The first action to provide agricultural education of less-than-

coUege age pupils at the pubHc's expense and under pubHc control was 

taken by the local school districts. Later, the states aided its development 

and the first biU proposing national aid was introduced to Congress in 

1907. The first act providing aid for agricultural education did not pass 

until 10 years later on February 23, 1917. This, of course, was known as 

the Smith-Hughes Act (Hamlin, 1956). 
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When agricultural education was introduced in pubhc schools, there 

were approximately 200,000 school districts in the United States. Nearly 

aU farmers were in districts supporting one-teacher elementary schools. 

Farm chUdren were just beginning to attend high schools, which at the 

time, were very new to most rural areas. High schools avaUable to them 

were in neighboring towns and dties. There was a heavy dropout rate the 

first two years in high schools of the period. Consequentiy, agricultural 

education courses were provided the first two years to reach as many farm 

boys as possible. The typical course work dealt with crops and Hvestock. 

It was not until 1930, that agriculture courses were offered in the eleventh 

and twelfth grades. The courses taught were usuaUy more advanced in 

nature. Examples of these courses induded farm mechanics and 

management (Hamlin, 1956). 

In 1996, there were approximately 7,791 school systems in the 

United States offering courses in agricultural education (NVATA Office, 

1997). 

Instructional Components of Agricultural Education 

In agricultural education programs at the secondary level, there are 

four components commonly induded as integral parts of instruction: (1) 
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dassroom instruction, (2) supervised agricultural experience (SAE) 

programs of the students, (3) laboratory instruction, and (4) FFA, the 

vocational student organization. 

Classroom Instruction 

Classroom instruction gives students opportunities to study and 

discuss problems that pertain to specific areas of agriculture. 

Consequentiy, students gain knowledge and study principles that aUow 

them to discover potential solutions to agricultural problems. Classroom 

instruction in agricultural education sets the stage for real understanding, 

appHcation and problem solving in the agrisdence laboratory and the real 

world (Phipps & Osbome, 1988), 

Supervised Agricultural Experience 

Supervised Agricultural Experience (SAE) programs provide 

opportunities for agriculture students to apply the skills and knowledge 

leamed at school to real-world situations. These programs indude: farm 

or agribusiness placement, directed laboratory experiences, productive 

enterprises, exploratory experiences, improvement projects and 

supplementary skills. SAE programs are directed under the supervision of 
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an agrisdence instructor and provide an integral component of instruction 

in agricultural education programs. Expectations of the students involved 

in this program are the abiHty to apply knowledge and skills gained as a 

result of dassroom instruction to problems encountered in their SAE. 

Supervised Agricultural Experience programs also provide students a way 

to individualize their study of agriculture whUe providing teachers the 

opportunity for one-on-one interaction with their students (Phipps & 

Osbome, 1988). 

Laboratory Instruction 

The laboratory instruction component of an agricultural education 

program involves laboratory teaching and learning activities in 

agriculture. Examples of laboratory instruction indude, but are not 

limited to: machinery repair, artifidal insemination, plant propagation, 

and insect appHcation. This type of instruction usuaUy occurs in a setting 

other than the dassroom, but is not restricted to indoor activity. Effective 

instruction in the laboratory requires teacher demonstration and 

supervision of student practice. This component of the agricultural 

education curriculum serves as the major setting where students develop 

psychomotor skills and apply prindples leamed through classroom 
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instruction. Laboratory instruction is seen as the essential link between 

dassroom instruction and skiU development (Phipps & Osbome, 1988). 

The FFA Organization 

The agricultural education organization Imown as the FFA 

(formerly the Future Farmers of America), is the national organization of, 

by, and for students stud5dng agricultural education in pubhc secondary 

schools which operate under the provisions of the National Vocational 

Education acts. This organization is an educational, nonprofit, 

nonpohtical youth group of volimtary membership designed to develop 

leadership, character, thrift, scholarship, cooperation, dtizenship, and 

patriotism. Members of this organization leam through partidpating in 

different experiences to conduct and take part in pubhc meetings, pubhc 

speaking skills, to buy and seU cooperatively, and to assume dvic 

responsibihty. The FFA is recognized as an integral part of the 

agricultural education program and constitutes one of the most effect 

devices for teaching through partidpating experiences. It is an intra-

curricular part of agricultural education programs and provides a variety 

of opportunities and experiences for students in aU t5T)es of programs at 

the secondary level (Phipps & Osbome, 1988). 
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The original idea for the Future Farmers of America was fostered 

after courses in agricultural education were established by the National 

Vocational Education Act in 1917. Virginia formed a future farmers dub 

for boys in agriculture dasses in the early 1920s, and the national 

organization was formed in 1928 in Kansas City, Missouri. The New 

Farmers of America, the organization for black agriculture students, 

merged with the FFA in 1965, and girls were aUowed to become members 

in 1969. In 1988, the offidal name of the organization changed from the 

Future Farmers of America to the National FFA Organization (Offidal 

FFA Manual, 1996). 

The main goal of the FFA is to "develop leadership, cooperation and 

dtizenship for tomorrow's agriculturists" (Offidal FFA Manual, 1996, p. 

1). The national FFA organization is a major force in developing 

leadership in today's youth. It is stmctured on three levels - local, state 

and national. On the local level, FFA chapters may be chartered in any 

pubhc school with an agricultural education program. Leadership is 

provided by elected student officers and advisors (usuaUy the agrisdence 

teacher) who guide the chapter activities. A Program of Activities 

organizes what each chapter does in a year, serving as a guide for planning 
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and accomplishing goals. A wide range of activities are planned to meet 

the needs of members and the community (Official FFA Manual, 1996), 

The FFA is structured into degree programs which reward FFA 

members for achievement in aU phases of leadership, skiU and 

occupational development. There are four categories of membership in 

FFA — active, which are those currentiy enroUed in agricultural education; 

honorary, individuals who have rendered outstanding service to the FFA 

and the agricultural education program; alumni, open to former members; 

and coUegiate, for members of coUege FFA organizations (Offidal FFA 

Manual, 1996). 

Value Education in Agricultural Education 

Although research in the area of value education in the agricultural 

education dassroom is Hmited, the concept of incorporating value 

education into the agrisdence curriculum is not a new idea. There are 

numerous theory artides (Whaley & Kokes, 1995; Field, 1995; Rudolf & 

Coffey, 1995; Coonrad, Lofquist, Southwick, & Thom, 1995; Coffey & 

Goodwin, 1995; CampbeU, 1995; TmjUlo, 1995, Dormody & Torres, 1995; 

Lockaby, 1995; Lewis, 1995) promoting integrity and value education in 

the various component areas of instruction for students and instructors of 
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agricultural education. Many of these theory artides stress that the 

values taught are unique to a specific component of agricultural education. 

For example, some of the authors such as Vaughn, Vaughn and Vaughn 

(1995) contend that specific personal quaHties can only be leamed through 

the FFA component. Phipps and Osbome (1988) stress that the 

laboratory component is essential for teaching many values that pertain 

to the work ethic. 

The Need for Value Education in Agricultural Education 

In some areas of the United States, select groups of individuals help 

dictate what is taught in the school systems. WhUe there is no legislation 

or regulation for moraHty, Coffey and Goodwin (1995) state that 

professionals in agricultural education can and should make moraHty part 

of education. They suggest that leaders in agricultural education should 

search and implement better methods of teaching the chaUenge of ethics 

education in agriculture, whUe remembering that agrisdence education 

does not have a monopoly on this type of education since it touches every 

aspect of the students' Hves. Whaley and Kokes (1995) state that the 

initial course of study in agrictUtural education was designed toward 

acquiring and applying relevant production practices in agriculture. 
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However, the increase in the knowledge of agricultural sdences has been 

complemented with deeper understandings of how students leam, develop 

reputations, and become successful. Student success is now often defined 

more broadly in terms of feeHng, beHefs, and a sense of values. Honesty, 

sincerity, responsibihty, and consdence are recognized on a regiUar basis 

as sahent features in a successful agricultural education graduate. 

Students who care more for their feUow man and their sodal and 

physical environment should ultimately produce a higher standard of 

Hving for sodety than one obtained by educating only the advantaged 

members to score high on aU the tests that accompany the new standards 

(BerHner & Biddle, 1997). 

Integrity and Values for Students 

According to Whaley and Kokes (1995), the concept of promoting 

integrity and values in students is chaUenging. They also note that 

graduates of agricultural education programs wiU fimction in a 

professional and sodal dimate where expectations for their conduct and 

judgment wiU exist, although those expectations may be poorly 

communicated and understood. Furthermore, agriculturists face an 

increasingly skeptical sodety concemed about the techniques, motives and 
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impacts of agriculture. Therefore, topics addressing judgment, ethics, and 

prindple- based decision making is both necessary and appropriate for 

agricultural educators (Field, 1995). Rudolph and Coffey (1995) daim 

that students in the agricultural education dassroom wiU measure the 

integrity of their instructors not only by what they say, but in how they 

deal with integrity on a daUy basis. It is not just a dassroom topic, but an 

ethical way of Hving. 

"Individuals possessing integrity can be trusted to word and action, 

in planning and implementation, in professional and personal dealings, to 

hold to the highest standards. Their work and their handshake are as 

strong as a 100-page legal document and several escrow accounts" 

(Ginsburg, 1992, p. 2). Integrity measures the difference between a 

successfid person and a mediocre person. Developing integrity is a life

long process and is aided by exposure to different people and scenarios 

(Coonrad, Lofquist, Southwick & Thom, 1995). 

The character of youth is largely formed in the same "window of 

time" in which they participate in agricultural activities such as showing 

Hvestock or partidpating in FFA (Coffey & Goodwin, 1995). 
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"Agricultural educators are commonly exposed to pressures from 

others to bend universal or personal moral prindples or rules, to look the 

other way, or to make exceptions." (Dormody & Torres, 1995, p. 21) 

Problems Associated with Teaching Values and Morals 

Instructors of agricultural sdences generaUy recognize that the one 

objection to values and morals as instmctional topics is that they are not 

concrete or easUy measured and that these topics are subject to criticism. 

"Often [morals and values] are not perceived to be 'safe' topics. One's 

vulnerabihty as an instructor is much heightened when beHefs about 

ethics and integrity are shared openly (Whaley & Kokes, 1995, p. 3). 

Whaley and Kokes also note: 

The covenant of most modem educators is to provide a positive 
learning climate in which aU students can reach a degree of 
personal success. Whether at the elementary or secondary level, 
university dassroom or Hvestock show ring, the virtues of integrity 
... honesty, fairness, responsibihty, trust and accountabihty ... are to 
be valued and eagerly pursued as components of student success. 
These traits, although perhaps chaUenging at times to define and 
assess, can be planted, nurtured, and matured through the myriad 
of learning opportunities that exist naturaUy in most agricultural 
education programs - SAEs, FFA, dassroom and laboratory 
instruction, and adult education. There is Httie question of the 
essentialness of integrity as one indicator of a graduate's potential 
for success. Therefore, the promotion of integrity must continue to 
be recognized and valued within the core mission of agricultural 
education and tightiy embraced by its professionals, (p. 16) 
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Problems Assodated with Not Teaching Values and Morals 

Although numerous authors have referred to the need for teaching 

values and morals, Tom Field (1995) makes the strongest case for 

teaching values and morals in agricultural education. He stresses that 

faUure to teach values and morals is a sin of omission. He refers to four of 

the seven deadly sins as defined by Mahatma Gandhi. The first deadly 

sin he refers to is knowledge without character. Field states that 

knowledge is of Httie consequence; rather the appHcation of knowledge has 

an impact that requires a strong sense of responsibihty and accountabihty 

from those who are entrusted with the stewardship of ideas, concepts and 

information. The second deadly sin is commerce without ethics. According 

to Field, agriculture has been viewed as an industry where a handshake 

dosed a deal. WhUe many in the industry continue to Hve their Hves in 

accordance with the ideal of fair play, there are too many examples of 

business decisions made without integrity. The third sin is sdence 

without humanity. Field says that due to the controversies surrounding 

technological advancements such as genetic engineering and the 

utilization of agricultural chemicals, there is adequate debate to warrant 

the incorporation of sodal, economics and phUosophical considerations 

when evaluating technologies. The final sin as mentioned by Field is 
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poHtics without prindple. PoHtical action is the acquisition and 

utUization of power. How people use and respond to power is a major 

indicator of their character. Field states that better preparation of 

individuals in agricultural education for the chaUenges and consequences 

of using and distributing poHtical power is needed. 

Agricultural Education and the Seven Cardinal Prindples 

Phipps and Osborne (1988) state that agricultural education can 

make a significant contribution to the education and development of the 

student as a person and productive member of sodety. In 1918, a group 

sponsored by the National Education Assodation identified seven cardinal 

prindples of education that soon became recognized as the objectives for 

educating every American dtizen. These prindples stiU provide the 

framework for education in the nation's school system. 

Some examples described by Phipps and Osborne (1988, p. 11) 

indicate how agricultural education can contribute to the cardinal 

prindples: 

a. Agricultural education provides desirable training for worthy 

home membership in that the instruction indudes many 

problems dosely related to home and famUy Hving. 
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b. Agricultural education provides for many activities through the 

FFA and other school-sponsored organizations for the 

development of many abiHties essential to desirable 

dtizenship. 

c. Agricultural education contributes to the development of an 

ethical character through the pattern set by the teacher who 

spends considerable time with the students in many activities 

such as those in leadership, savings, cooperation, recreation, 

and supervised agricultural occupational experiences. 

Professional Ethics of Agricultural Education Instructors 

According to Phipps and Osbome (1988), the foUowing are some of 

the prindples of professional ethics that should be foUowed by instructors 

of agricultural education: 

1. Conform to the regulations of the school. 

2. Refuse to cast reflections on the activities of a feUow worker. 

3. Consider a contract with the school binding, and fiilfiU it. 

4. Refuse to be an appHcant for a job held by a feUow teacher. 

5. Abide by oral agreements as weU as by those in writing. 
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6. Be a good wirmer and a good loser. 

7. Refuse to make aHbis for work. 

8. Be fair and respect the rights of others (p. 136). 

Teachers of agricultural education must also possess the proper 

attitude not only toward their work, but also toward the school system for 

which they work. They must be professionaUy minded, take suggestions 

kindly, be courteous and work for the benefit of the students and the 

community (Phipps & Osbome, 1988), 

Summary 

According to sodal learning theorists, a person's moral reasoning 

skills can be altered. An influential person in altering a young person's 

moral framework is the teacher, and the school can be utilized to 

strengthen moral character in chUdren. The teacher's level of moral 

reasoning directiy affects the teacher's conceptualizations of student 

disdpHne, curriculum, teacher roles and educational issues. 

Educators have consistentiy expressed the need for teaching morals 

and values to high school and dementary students. Throughout history, 

education has had two major goals: (1) to help people become smart and 

(2) to help them become good. 
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Today's sodal climate in the United States is supportive of teaching 

morals and values to school children. There currently is a moral education 

movement designed to restore "good character" to its historical place as 

the central desirable outcome of the school's moral enterprise. There are a 

number of programs and projects, often referred to as character education 

initiatives, that are aimed at the development of universal morals and 

values in young people. 

Despite widespread agreement about the need for teaching morals 

and values in the school system, there is controversy conceming what 

morals and values should be taught. There is almost no empirical 

research which identifies universal morals and values. 

Since its beginning, agricultural education has been considered a 

program which emphasizes the moral, character, and value devdopment 

in young people. Its four instructional components—dassroom instruction, 

laboratory instruction, supervised agricultural experience, and the FFA 

organization—have been considered as vehides to enhance character 

development in students. Various authors have noted that some of the 

attitudes and values taught in agricultural education are unique to a 

specific component - most notably the FFA organization. 
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No major study has been conducted which identifies the values that 

should be taught or which instructional component should be utilized for 

effective character development. Although there is general agreement on 

the need for teaching values, there is no consensus on the values to be 

taught. The Hterature also emphasizes the importance of identifying what 

values agricultural educators deem as important. 
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CHAPTER m 

METHODOLOGY 

The major purposes of this study were to: (1) determine perceptions 

of agricultural education teachers nationwide as to what values should be 

taught to students enroUed in high school agrisdence courses; (2) identify 

in which component of the agricultural education program should these 

values be taught; and (3) identify if differences exist in perceptions of the 

teachers according to selected demographic variables and teacher 

behavior. 

As a means of accomplishing the purposes of the study, answers to 

the foUowing questions were sought: 

1. What are the characteristics of agrisdence teachers in the 

United States in regard to the foUowing variables: (a) number of 

years teaching; (b) number of years teaching high school 

agriculture; (c) the number of teachers teaching agricultural 

courses at their school; (d) gender; (e) age; (f) ethnidty; (g) 

location of school; (h) number of students attending their high 

school; (i) number of students enroUed in agriculture courses; (j) 

percentage of students partidpating in FFA; (k) percentage of 
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students partidpatiagin SAE program; and (1) self-perceived 

rehgious level? 

2. What are agricultural education teachers' perceptions as to 

values that should be taught in a high school agrisdence 

program? 

3. In which of the four components of an agrisdence program 

(dassroom, laboratory, supervised agriculture experience 

program, or FFA) do agricultural education teachers percdve 

these values should be taught? 

4. What is the relationship between the characteristics identified 

in question one and the perceptions of teachers as to what values 

should be taught in the agricultural education curriculum? 

5. Is there a relationship between teacher behavior and the values 

they think should be taught to students? 

Design for the Studv 

The design for the study was descriptive survey as described by Ary, 

Jacobs, and Razavieh (1985). In addition to coUecting information 

regarding agricultural education teachers' perceptions of values that 

shoiUd be taught in high school agrisdence programs, relationships 
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between selected characteristics of the teachers and their perceptions were 

analyzed. A maUed questionnaire was used to gather the data for the 

study. 

Population 

The target population of this study was aU secondary agricultural 

teachers who taught in pubHc secondary schools in the United States 

during the 1997-98 school year. In 1996, there were approximately 10,250 

agricultural education teachers in the 50 states and government 

territories where agrisdence courses were offered (NVATA, 1997). 

The Hst of individuals in the target population was taken from the 

Agricultural Educators Directory (Henry, 1997). A formula for estimating 

sample size recommended by Cochran (1977) and DiUman's (1978) 

suggested response rate were used to determine a minimum retum 

sample size. By using this formula (see ,^pendix A), it was determined 

that a sample size of 175 was suffident. Over-sampling was used because 

past national surveys of agriciUtural education teachers have shown low 

response rates. A total of 200 names were selected from the Agricultural 

Educators Directory nationwide for the 1997-98 school year. 
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The 200 teachers were selected from the Directory, using sampling 

techniques as described by Borg and GaU (1994). The sample was 

proportional and stratified by state. Individuals selected for the sample 

were surveyed starting the first week of September, 1997, and continued 

untU the second week of October, 1997. One hundred forty-one teachers 

responded to the survey for a retum rate of 70.5%. Three of the returned 

instruments were unusable. 

Instrumentation 

In an effort to control for nonresponse error, major portions of the 

Total Design Method (TDM) developed by Dillman (1978) were adopted as 

"tested guidelines on construction of the cover letter and questionnaire" 

(MUler & Smith, 1983, p. 46). Modifications to the design were made to 

meet mailing requirements. 

The instrument for the study was a three-part, maUed 

questionnaire (see Appendix B). It was researcher-designed and composed 

in a booklet format according to the TDM. Part One was used to gather 

demographic information from the subjects. Part Two consisted of a two-

column, five-point Likert-Scale using questions to determine which values 

should be tau^t in the agrisdence curriculum and which component would 
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be the best vehide of instruction. Part Three was designed by the 

researcher to coUect impHcit information about the values of the teacher. 

After development, the instrument was presented to a panel of 

agricultural educators at Texas Tech University for review. Professors, 

graduate students, and high school agricultural education teachers made 

up the pand. The review was used to verify the vahdity of the 

instrument's content. Changes and darifications were made prior to 

mailing the survey. 

A pUot test of the instrument was conducted on June 18, 1997, 

using a group of 20 agrisdence instructors who partidpated in a 

cooperating teacher conference sponsored by the Department of 

Agricultural Education and Communications at Texas Tech University. 

Each partidpant in the pUot study completed a questionnaire at the 

conference and was given a second questionnaire to complete at home and 

retum after two weeks. FoUow-up phone caUs were made to aU 

partidpants to enhance retum of the questionnaire. Fourteen of the 

teachers returned the second questionnaire. 

Data coUected from the two rounds of testing were analyzed using 

SPSS for the Macintosh. Relationships between the first and second 

measures were used to determine a coeffident of stabiHty for the 
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instrument. Coeffidents ranged from .90 to 1.0 for each of the 

questions/statements. Comments from the teachers were also used to 

make changes in instructions, wording of questions and other items which 

could affect teacher response to the questions. 

Data CoUection 

Data coUection began the first week of September, 1997 using a 

maUed survey instrument. Procedures recommended as part of DUlman's 

(1978) Total Design Method were used to coUect the data for the study. A 

cover letter (see Appendix C), questionnaire (see Appendix B), and self-

addressed, stamped envelope were maUed to each of the teachers drawn in 

the sample. The survey package was maUed with first dass postage in a 

white envelope with a typewritten mailing address and retum address. 

The cover letter (see Appendix C) was hand signed by the researcher and 

the Chairman of the Department of Agricultural Education and 

Communications at Texas Tech University. The first mailing occurred on 

August 25, 1997, so it was received by the teachers during the first week of 

September. 

The questionnaires were coded to identify respondents and non-

respondents. Two weeks after the first mailing (September 8, 1997), a 
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postcard (see .^pendix D) was maUed to aU non-respondents as a 

reminder. Two weeks later (September 22, 1997), another mailing of the 

questionnaire, accompanied by a letter (see >^pendix E) and a retum 

envelope was sent to non-respondents. Tdephone calls to aU non-

respondents was used as a final reminder two weeks later (October 6, 

1997) after the second mailing of the questionnaire. A total of 141 

teachers responded for a response rate of 70.5%. Three of the returned 

instruments were unusable. 

Data Analysis 

Survey instrument responses were coded and entered into a 

computer file for analysis. Statistical analysis of the data files was 

completed using SPSS for the Macintosh. Descriptive statistics were used 

to summarize the data pertaining to: (a) the demographic background and 

self-perceived rehgious level of the teachers, (b) teacher responses 

conceming values to be taught, and (c) program areas where the values 

should be taught. 

In order to determine if there was a relationship between teacher 

characteristics and teachers' value perceptions, a stepwise multiple 

regression was performed using the .01 level of significance for variables to 
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enter the equation and for the final regression equation (see Tables 18-

28). Although the a priori level of significance for the study was .05, it was 

reduced to .01 in order to control for the experimental-wise Type I error 

which might occur as the result of conducting repeated tests of 

significance. 

Multiple regression was utilized because it could identify the 

teacher characteristics which account for the variance in the teachers' 

value perceptions. The stepwise method was selected as a means of 

having the computer select the most appropriate variables to enter the 

regression equation. The criterion variables that were used in the 

multiple regression were: caring, commitment, cooperation, courtesy, 

dUigence, freedom, friendship, generosity, honesty, honor, kindness, 

loyalty, perseverance, prudence, respect, responsibihty, self-respect, 

service, tolerance, trust and truth. The independent variables used for the 

multiple regression induded the demographic variables that were 

identified in research question one (number of years teaching; number of 

years teaching high school agriculture; the number of teachers teaching 

agricultural courses at their school; gender; age; location of school; number 

of students attending their high school; number of students enroUed in 

agriculture courses; percentage of students partidpating in FFA; 
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percentage of students partidpating in SAE program; and self-perceived 

rehgious level.) 

Prior to conducting the multiple regression, correlation matrices 

were examined to determine appropriate regression models. Independent 

variables which were not significantiy related to the dependent variable 

were dropped from the regression models. A corrdation coeffident for the 

categorical variable of ethnidty could not be calculated because of the lack 

of variance among the respondents. Therefore, ethnidty was dropped from 

aU the regression models. 

Relationships between the remaining independent variables were 

also examined to evaluate the potential threat of multicoUinearity. A 

h i ^ intercorrelation (r = .98) was found between years of teaching and 

years of teaching agriculture. In two of the regression models, both years 

of teaching and years of teaching agriculture were found to be significantiy 

related to the criterion variable. For these two models, one of these 

variables was dropped in order to avoid the potential threat of 

multicoUinearity. In each case, the variable that was dropped was the one 

that had the lowest relationship with the dependent variable. 

These processes resulted in regression models which had from one 

to five independent variables. The reduction in number of independent 
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variables produced regression models which had 27-133 subjects per 

independent variable. These ratios of subjects per independent variable 

were weU in excess of the 15 subjects per independent variable as 

recommended by Stevens (1992). No significant relationships were found 

between teacher characteristics and their perceptions for two of the values 

induded in the study: (1) honesty and (2) firiendship. No regression 

models were prepared for these two values. 

A plot of the standardized residuals versus the predicted values 

was constructed for each of the regression models and was examined for 

violations of the constant variance assumption. No systematic pattern or 

dustering of the residuals was found. The plots were also reviewed for 

outHers. No outHers in any of the regressions were detected. 
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CHAPTER IV 

FINDINGS 

This chapter indudes a description of the findings of this study and 

was organized around the questions to be answered. The research 

questions to be answered were: 

1. What are the characteristics of agrisdence teachers in the 

United States in regard to the foUowing variables: (a) number of 

years teaching; (b) number of years teaching high school 

agriculture; (c) the number of teachers teaching agricultural 

courses at their school; (d) gender; (e) age; (f) ethnidty; (g) 

location of school; (h) number of students attending their high 

school; (i) number of students enroUed in agriculture courses; (j) 

percentage of students partidpating in FFA; (k) percentage of 

students partidpating in SAE program; and Q) self-perceived 

rehgious level? 

2. What are agricultural education teachers' perceptions as to 

values that should be taught in a high school agrisdence 

program? 
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3. In which of the four components of an agrisdence program 

(dassroom, laboratory, supervised agriculture experience 

program, or FFA) do agricultural education teachers percdve 

these values should be taught? 

4. What is the relationship between the characteristics identified 

in question one and the perceptions of teachers as to what values 

should be taught in the agricultural education curriculum? 

5. Is there a relationship between teacher behavior and the values 

they think should be taught to students? 

Findings Related to Question One 

Question one dealt with the characteristics of agrisdence teachers 

involved in the study. These characteristics are identified in Tables 1-12. 

Years in the Teaching Profession 

Table 1 Ulustrates the teachers' responses when asked how long 

they had taught. The range of responses was from one to 39 years. 

SHghtiy over one-third (34.8%) of the teachers had taught from one to nine 

years; sHghtiy less (32.6%) taught from 10-19 years, and one-fourth 

(25.9%) had taught 20-29 years. Only 6.7% had taught more than 30 
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years. The mean years of teaching experience for the respondents was 

14.8. The median was 14, and the mode was 5, 

Table 1 

Number of years in the teaching profession 

Years Frequency Percent 

1 - 9 47 34.8 

10 - 19 44 32.6 

20 - 29 35 25.9 

3 0 - 3 9 9 6.7 

TOTAL 135^^ 100.0 

'N = 138, three missing responses 
Mean = 1482; SD = 9.32; Median = 14; Mode = 5 

Years Teaching Agriculture 

Teachers were also asked to indicate the number of years they had 

been teaching agriculture. Table 2 indicates that over one-third (38%) had 

been teaching agriculture from one to nine years. Another 31.1% had 

taught agriculture for 10-19 years, and 23.9% had taught agriculture for 

20-29 years. 
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Only six percent had taught agriculture for more than 30 years, and 

the longest anyone had taught the subject was 39 years. The mean for 

years of teaching agriculture was 14.0, and the median was 13.5. The 

mode was 5 years. 

Table 2 

Number of years teaching agriciUtural education 

Years Frequency Percent 

1 - 9 51 38.0 

1 0 - 1 9 43 32.1 

20 - 29 32 23.9 

3 0 - 3 9 8 6.0 

TOTAL 134^^ 100.0 

'N = 138, four missing responses 
Mean = 14.0; SD = 8.98; Median = 13.5; Mode = 5 

Number of Agricultural Teachers in School 

The teachers were asked to indicate how many teachers besides 

themsdves taught agriculture in the school. Their responses are 

iUustrated in Table 3. A majority of the teachers (53.0%) indicated they 

were the only agriculture teacher in the school. One-fourth (25.4%) had one 
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teaching partner, 16.4% had two teaching partners, and 4.5% taught with 

three other agriculture teachers. Very few (.7%) were in schools that had 

four or more agriculture teachers. 

Table 3 

Response to question "How many teachers, besides you, teach agricultural 
courses at your school?" 
Number of Additional Teachers Frequency Percentage 

Zero 71 53.0 

One 34 25.4 

Two 22 16.4 

Three 6 4.5 

Four 1 .7 

TOTAL 13? 100.0 

•N =138, four missing responses 

Gender 

Table 4 reveals that a substantial majority (87.3%) of the teachers 

in the study were males. Only 17 of the 134 teachers who responded to 

this question were females. 
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Table 4 

Gender of agrisdence teachers 

Gender Frequency Percentage 

Female 17 12.7 

Male 117 87.3 

TOTAL 134« 100.0 

•N = 138, four missing responses 

Age 

Teachers were asked to report their age. Table 5 indicates that 

most of the teachers were 30 or older. Approximately one in six (15.6%) 

were aged 24-29, 32.6% were 30-39, and 31.1% were aged 40-49. One in 

five (20%) were 50-59 years old, and only .7% were aged 60 or older. 

Ethnic Background 

Table 6 iUustrates the responses of the teachers regarding their 

ethnic background. A substantial majority of the teachers (92.6%) 

indicated they were White/Non Hispanic. Only 1.5% responded that they 

were American Indian, 2.2% were Asian, 2.2% indicated they were 
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Afirican-American, and .7% were Hispanic, One person chose "Other" for 

ethnic background. 

Table 5 

Age of respondents 

Age Frequency Percentage 

2 4 - 2 9 21 i J e 

30 - 39 44 32.6 

4 0 - 4 9 42 31.1 

50 - 59 27 20 

6 0 - 6 5 1 .7 

TOTAL 135̂ ^ 100.0 

'N = 138, three missing responses 
Mean = 40.47; SD = 9.39; Median = 40; Mode = 40 
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Table 6 

Ethnidty of respondents 

Background Frequency Percentage 

African-American 3 2.2 

American Indian 

Asian 

Hispanic 

White/Non-Hisp anic 

Other 

TOTAL 

2 

3 

1 

125 

1 

135 « 

1.5 

2.2 

0.7 

92.6 

0.7 

100.0 

' N = 138, three missing responses 

Size of Community Where School is Located 

Table 7 contains data regarding the size of the community where 

the teachers' schools were located. Most of the respondents taught in 

smaU communities. Over one-sixth (15.6%) indicated their school was in a 

rural area with less than 500 people, and one-half (51.9%) taught in a 

school located in a smaU town larger than 500 people but smaUer than 

5,000. Approximately one-fourth were in schools located in communities 
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with 5,000 to 50,000 people. SHghtiy under ten percent (8.9%) taught in 

large dties with populations greater than 50,000. 

Table 7 

Location of school 

21 

70 

32 

12 

15.6 

51.9 

23.7 

8.9 

Location Frequency Percentage 

Rural Area, Less than 500 people 

SmaU Town, between 500 and 4,999 people 

Urban Area, between 5,000 and 50,00 people 

Large City, more than 50,000 people 

TOTAL 135^ 100.0 

• N=138, three missing responses 

Size of High School 

One of the variables induded in the study was size of the school 

where the teacher was located. Most of the respondents taught in schools 

with fewer than 1,000 students. Forty-one percent were located in schools 

with 100-499 students, 26% in schools with 500-999 students, and 6% 

were in schools with less than 100 students. Approximately the same 

percentage (11.3% vs. 9.7%) of the teachers were in schools with 1,000 to 
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1,499 and 1,500 to 1,999, respectively. Only 6% of the teachers were in 

schools with 2,000 or more students. The mean for school size was 750; 

the median was 520, and the mode was 1200. 

Table 8 

Number of students attending high school 

Number of students Frequency Percentage 

less than 100 8 6.0 

1 0 0 - 4 9 9 55 41.0 

500 - 999 35 26.0 

1000-1499 15 11.3 

1500 - 1999 13 9.7 

2000 and above 8 6.0 

TOTAL 134^^ 100.0 

' N = 138, four missing responses 
Mean = 747.98; SD = 737.67; Median = 520; Mode = 1200 

Number of Students in Agriculture Courses 

Most of the teachers had fewer than 150 students enroUed in their 

agriculture courses (Table 9). Nearly one-third (31.9%) had 50-99 

students; 23% had 100-149 students, and 14.1% had 20-49 students. One 
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in ten (11%) of the teachers had 150-199 students, and 20% had more 

than 200 students. The largest number of students reported enroUed in 

agriculture courses was 720. The mean number of students was 136; the 

median was 103, and the mode was 60. 

Table 9 

Number of students enroUed in agriculture courses 

Number of students Frequency 

19 

43 

31 

15 

7 

6 

7 

4 

3 

Percentage 

14.1 

31.9 

23.0 

11.0 

5.2 

4.4 

5.2 

3.0 

2.2 

2 0 - 4 9 

5 0 - 9 9 

100 - 149 

150 - 199 

200 - 249 

250 - 299 

300 - 349 

350 - 399 

400 - 720 

TOTAL 135« 100.0 

'N = 138, three missing responses 
Mean = 135.6; SD = 108.20; Median = 103; Mode = 60 
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Percentage of Students Partidpating in FFA 

The teachers were asked to indicate the percentage of agriculture 

students who were members of the youth organization for agriculture 

students—^the FFA. The range of percentages reported by the teachers 

was from 0-100, with over half (52%) of the teachers reporting a 

membership of 76% or higher. One in five (20%) indicated they had a 

membership of 51-75%, and 17 % had membership percentages of 26-50%, 

Only 11% reported a FFA membership percentage of 25% or lower. The 

mean percentage for FFA membership was 72%; the median was 80%, and 

the mode was 100%. 

Table 10 

Percentage of agriculture students partidpating in FFA organization 
Percentage of Students Frequency Percentage 

0 - 2 5 15 ILO 

2 6 - 5 0 23 17.0 

5 1 - 7 5 27 20.0 

76 - 100 70 52.0 

TOTAL 135^^ 100.0 

•N = 138, three missing responses 
Mean = 71.64; SD = 29.91; Median = 80; Mode = 100 
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Percentage of Agriculture Students Partidpating 
in SAE Program 

Partidpation in a Supervised Agricultural Experience (SAE) 

program was reported by the teachers as a percentage of their total 

student enrollment in agriculture. Table 11 reveals a range of percentages 

from 0 to 100. SHghtiy over half of the teachers reported their percentages 

to be higher than 50%; 41.1% reported a partidpation percentage of 76-

100%, and 12.8% reported percentages between 51-75%. Approximately 

one-fifth (22%) had a partidpation percentage of 25% or lower, and 24.1% 

reported percentages between 26-50%. The mean percentage of 

partidpation in SAE was 60%; the median was also 60%, whUe the mode 

was 100%. 

Self-Perceived Rehgious Level 

Teachers were asked to respond to the statement, "I consider myself 

a rehgious person." Table 12 indicates that a large majority of the 

teachers either agreed or strongly agreed with the statement. SHghtiy 

over one-third (35%) reported strong agreement with the statement, and 

nearly one-half (49.6%) agreed. None of the teachers indicated strong 
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disagreement with the statement; 10.9% chose uncertain as their 

response, and 4.4% disagreed with the statement. 

Table 11 

Percentage of agriculture students partidpating in SAE program 

Percentage of Students Frequency Percentage 

0 - 2 5 30 22^0 

2 6 - 5 0 32 24.1 

5 1 - 7 5 17 12.8 

7 6 - 1 0 0 54 41.1 

TOTAL 124"̂ ^ 100.0 

'N = 138, five missing responses 
Mean = 60.31; SD = 33.88; Median = 60; Mode = 100 

Findings Related to Question Two 

Agreement With Values 

Teachers were given 21 values and asked to indicate their level of 

agreement as to whether these values should be taught in the 

agricultural education program (based on a scale of 5 = strongly agree 

and 1 = strongly disagree). Table 13 reveals strong (4.0 or higher) 

agreement that aU 21 values should be taught in the agricultural 
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Table 12 

Response to statement "I consider myself a rehgious person." 

Amount of Agreement Frequency Percentage 

Strongly Agree 48 35.0 

Agree 68 49.6 

Uncertain 15 10.9 

Disagree 6 4.4 

Strongly Disagree 0 0,0 

TOTAL 137^ 100.0 

•N = 138, one missing response 

education curriculum. Values recdving a levd of agreement higher than 

4.5 were responsibihty (4.86)Jionesty (4.80), courtesy (4.79), cooperation 

(4.73), tmth (4.70), respect (4.70), dUigence (4.65), honor (4.64), self-

respect (4.61), perseverance (4.60), conmiitment (4.57), and loyalty (4.55). 

Other values ranked in order of level of agreement were prudence (4.51), 

kindness (4.50), tmst (4.50), caring (4.50), service (4.49), tolerance (4.41), 

friendship (4.40), generosity (4.35), freedom (4.12). 
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Table 13 

Rating of Values 

Value Mean S D " 

Responsibihty 1^6 ^ 

Honesty 4.80 .42 

Courtesy 4.79 .41 

Cooperation 4.73 .45 

Tmth 4.70 .49 

Respect 4.70 .49 

Dihgence 4.65 ,50 

Honor 4.64 ,53 

Self-respect 4.61 .60 

Perseverance 4.60 .51 

Commitment 4.57 .54 

Loyalty 4.55 .54 

Prudence 4.51 .56 

Kindness 4.50 .57 

Trust 4.50 .54 

Caring 4.50 .61 

Service 4.49 .63 

Tolerance 4.41 .60 

Friendship 4.40 .69 

Generosity 4.35 .69 

Freedom 4.12 .79 
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Findings Related to Question Three 

Where Values Should be Taught 

The teachers were asked which component of the agricultural 

education program (Classroom, Laboratory, SAE, or FFA) would serve as 

an appropriate medium for teaching each of the values. Responses were 

recorded according to the percentage of teachers who indicated that the 

component was an appropriate place for the value to be taught. 

Values Appropriate as Part of the Classroom Component 

Table 14 ranks each value according to the percentage of teachers 

who perceived the dassroom component as a suitable locale for the value 

to be taught. Three of the values were perceived by more than 90% of the 

teachers to be appropriately taught in the dassroom setting. Courtesy 

(96.4%), respect (91.3%) and honesty (91.2%) were the values seen to be 

best suited for dassroom instruction. Other values receiving high ratings 

for the dassroom component were truth (87.7%), responsibihty (86.2%), 

kindness (86.1%), caring (84.1%), honor (83.9%), self-respect (81.2%), 

cooperation (80.4%) and pmdence (80.3%). Over seventy percent of the 

teachers indicated that tolerance (79.7%), trust (75.2%), perseverance 

(74.5%), friendship (72.5%), loyalty (72.3%), dUigence (71.7%), and 
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commitment (70.3%), were values that could be taught in the dassroom. 

Although they ranked lowest, a majority of the teachers indicated that 

generosity (65.7%), service (60.1%), and freedom (54.7%) were appropriate 

for the dassroom setting. 

Values Appropriate as Part of the Laboratory Component 

Table 15 indicates the laboratory component was percdved by the 

teachers as being a suitable mode of instruction for dihgence (83.3%), 

responsibihty (79.7%), cooperation (79%), courtesy (77.4%), honesty 

(75.9%). Fewer teachers agreed that respect (66.7%), perseverance (65%), 

prudence (65%), kindness (63.5%), and tmth (61.6%) fit into laboratory 

instruction. A majority of the teachers also agreed that trust (59.9%), 

honor (59.1%), caring (52,9%), and self-respect (52.9%) could be taught in 

the laboratory. Those values deemed less appropriate for laboratory 

instruction were loyalty (47.4%), commitment (47.1%), firiendship (46%), 

generosity (44.5%), tolerance (42.8%), service (37%) and freedom (34.3%), 
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Table 14 

Classroom 

Value Percent Indicating .^propriate 

Courtesy 96.4 

Respect 91.3 

Honesty 91.2 

Tmth 87.7 

Responsibihty 86.2 

Kindness 86.1 

Caring 84.1 

Honor 83.9 

Self-respect 81.2 

Cooperation 80.4 

Prudence 80.3 

Tolerance 79.7 

Trust 75.2 

Perseverance 74.5 

Friendship 72.5 

Loyalty 72.3 

Dihgence 71.7 

Commitment 70.3 

Generosity 65.7 

Service 60.1 

Freedom 54.7 
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Table 15 

Laboratory 

Value Percent Indicating Appropriate 

Dihgence 83.3 

Responsibihty 79.7 

Cooperation 79.0 

Courtesy 77.4 

Honesty 75.9 

Respect 66.7 

Perseverance 65.0 

Prudence 65.0 

Kindness 63.5 

Tmth 61.6 

Trust 59.9 

Honor 59.1 

Caring 52.9 

Self-respect 52.9 

Loyalty 47.4 

Commitment 47.1 

Friendship 46.0 

Generosity 44.5 

Tolerance 42.8 

Service 37.0 

Freedom 34.3 
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Values Appropriate as Part of the SAE Component 

The top four values seen as appropriate for the SAE component by 

the teachers were responsibihty (87.7%), dUigence (83.3%), honesty 

(83.2%), and perseverance (82.5%) (See Table 16), Commitment was 

deemed appropriate by 73.2% of the respondents. Others perceived by a 

majority of teachers as suitable for SAE were truth (65.2%), prudence 

(63.5%), honor (59.9%), freedom (58.4%), self-respect (55.8%), courtesy 

(55.5%), and respect (54.3%). Values seen as less appropriate were 

cooperation (50.0%), tmst (49.6%), kindness (48.9%), caring (47.8%), 

loyalty (46.0%), generosity (43.1%), service (42.0%), tolerance (38.4%), and 

friendship (38.0%). 

Values Appropriate as Part of the FFA Component 

Table 17 reveals that many of the values were deemed as 

appropriate for being taught in the FFA component of agricultural 

education. The value recdving the most agreement by the teachers for 

indusion in FFA was honesty (93.4%), dosely foUowed by tmth (92.8%), 

cooperation (92.8%), courtesy (92.7%), honor (92.0%), loyalty (91.2%), and 

responsibihty (90.6%). 
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Table 16 

SAE 

Value Percent Indicating Appropriate 

Responsibihty 87.7 

Dihgence 83.3 

Honesty 83.2 

Perseverance 82.5 

Commitment 73.2 

Tmtii 65.2 

Prudence 63.5 

Honor 59.9 

Freedom 58.4 

Self-respect 55.8 

Courtesy 55.5 

Respect 54.3 

Cooperation 50.0 

Trust 49.6 

Kindness 48.9 

Caring 47.8 

Loyalty 46.0 

Generosity 43.1 

Service 42.0 

Tolerance 38.4 

Friendship 38.0 
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Table 17 

FFA 

Value 

Honesty 

Tmth 

Cooperation 

Courtesy 

Honor 

Loyalty 

Responsibihty 

Respect 

Friendship 

Service 

Commitment 

Self-respect 

Generosity 

Trust 

Kindness 

Caring 

Dihgence 

Perseverance 

Tolerance 

Prudence 

Freedom 

Percent Indicating Appropriate 

93.4 

92.8 

92.8 

92.7 

92.0 

91.2 

90.6 

89.9 

89.8 

89.1 

89.1 

87.7 

87.6 

86.9 

83.9 

82.6 

81.9 

81.8 

79.1 

78.9 

68.8 
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Other values receiving high levels of agreement for FFA indusion 

were respect (89.9%), friendship (89.8%), service (89.1%), commitment 

(89.1%), self-respect (87.7%), generosity (87.6%), trust (86.9%), kindness 

(83.9%), caring (82.6%), dUigence (81.9%), and perseverance (81.8%). Over 

two-thirds of the teachers agreed that tolerance (79.1%), pmdence (78.9%), 

and freedom (68.8%) could be appropriately taught using the FFA 

organization. 

Findings Related to Question Four 

One of the major objectives of the study was to determine if 

significant relationships exist between teacher characteristics and the 

perceptions of teachers as to what values should be taught in the 

agricultural education curriculum. 

In order to determine if there was a relationship between teacher 

characteristics and teachers' value perceptions, a stepwise multiple 

regression was performed at the .01 level of significance (see Tables 18-

28). Although the a priori levd of significance for the study was .05, it was 

reduced to .01 in order to control for the experimental-wise Type I error 

which might occur as the result of conducting repeated tests of 

significance. 
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Multiple regression was utihzed because it could identify the 

teacher characteristics which account for the variance in the teachers' 

value perceptions. The stepwise method was selected as a means of 

having the computer select the most appropriate variables to enter the 

regression equation. The criterion variables that were used in the 

multiple regression were: caring, conmiitment, cooperation, courtesy, 

dihgence, freedom, firiendship, generosity, honesty, honor, kindness, 

loyalty, perseverance, prudence, respect, responsibihty, self-respect, 

service, tolerance, trust and truth. The independent variables for the 

multiple regression induded the teacher characteristics that were 

described in findings related to question one (number of years teaching; 

number of years teaching high school agriculture; the number of teachers 

teaching agricultural courses at their school; gender; age; location of school; 

number of students attending their high school; number of students 

enroUed in agriculture courses; percentage of students partidpating in 

FFA; percentage of students partidpating in SAE program; and self-

perceived rehgious levd). 

Prior to conducting the multiple regression, correlation matrices 

were examined to determine appropriate regression models. Independent 

variables which were not significantiy related to the dependent variable 
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were dropped from the regression models. Relationships between the 

remaining independent variables were also examined to evaluate the 

potential threat of multicoUinearity. A high intercorrelation (r = .98) was 

found between years of teaching and years of teaching agriculture. In two 

of the regression models, both years of teaching and years of teaching 

agriculture were found to be significantiy related to the criterion variable. 

For these two models, one of these variables was dropped in order to avoid 

the potential threat of multicoUinearity. In each case, the variable that 

was dropped was the one that had the lowest relationship with the 

dependent variable. 

These processes resulted in regression models which had from one 

to five independent variables. The reduction in number of independent 

variables produced regression models which had 27-133 subjects per 

independent variable. These ratios of subjects per independent variable 

were weU in excess of the 15 subjects per independent variable as 

recommended by Stevens (1992). No significant relationships were found 

between teacher characteristics and their perceptions for two of the values 

induded in the study: (1) honesty and (2) firiendship. No regression 

models were prepared for these two values. Eight of the models had no 

variables which would enter the regression equation at the .01 level of 
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significance. These models were for the criterion variables of caring, 

commitment, cooperation, freedom, loyalty, prudence, responsibihty and 

self-respect. 

A plot of the standardized residuals versus the predicted values 

was constructed for each of the regression models and was examined for 

violations of the constant variance assumption. No systematic pattern or 

dustering of the residuals was found. The plots were also reviewed for 

outHers. No outHers in any of the regressions were detected. 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Courtesy 

Results of the regression of teacher characteristics on level of 

agreement with the value of courtesy are shown in Table 18. Only one 

variable was able to enter the equation. This variable was number of 

students enroUed in agriculture courses and had a positive relationship 

with levd of agreement with the value of courtesy (beta = .310). It 

accounted for 9.6% of the total variance in perception of teaching the value 

of courtesy in agricultural education. 

100 



Table 18 

Multiple regression of teacher characteristics on level of agreement with 
value of courtesy 
Value B Beta t sig t 

Number of students enroUed in .001 .310 3.70 .000 

agriculture courses 

(Constant) 4.60 

£(1, 129) = 13.69, a = .000, R̂  = .096 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Dihgence 

Table 19 iUustrates the regression of teacher characteristics on 

levd of agreement with the value of dihgence. Only one variable, number 

of students enroUed in agriculture courses, entered the equation. Its 

relationship with the dependent variable was positive as indicated by the 

beta of .271. This variable accounted for 7.3% of the total variance in the 

teachers' level of agreement with the value of dihgence. 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Generosity 

Table 20 represents the regression of teacher characteristics on 

levd of agreement with the value of generosity. Only one variable entered 
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the equation, number of students enroUed in agricultural courses (Beta = 

.269), and accounted for 7.3% of the total variance in level of agreement. 

Table 19 

Multiple regression of teacher characteristics on level of agreement with 
value of dihgence 
Value B Beta sigt 

Number of students enroUed in 
agriculture courses 

.001 .271 3.22 .002 

(Constant) 4.43 

E(l, 131) = 1034, ft = .002, R2 = .073 

Table 20 

Multiple regression of teacher characteristics on level of agreement with 
value of generosity 
Value B Beta t sigt 

Number of students enroUed in 
agriculture courses 

.002 .269 3.17 .002 

(Constant) 4.10 

£(1, 129) = 10.07, ft = .002, R̂  = .072 
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Regression of Teacher Characteristics on 
Level of Agreement With Value of Honor 

The results of the regression of teacher characteristics on level of 

agreement with the value of honor are shown in Table 21. One variable, 

number of students enroUed in agriculture courses, entered the equation 

(beta = .255). It accounted for 6.5% of the total variance in the teachers' 

level of agreement with induding the value of honor in the agricultural 

education curriculum. 

Table 21 

Multiple regression of teacher characteristics on level of agreement with 
value of honor 
Value B Beta sigt 

Number of students enroUed 
in agriculture courses 

.001 .255 3.01 .003 

(Constant) 4.46 

E(l, 130) = 9.08, ft = ,003, R̂  = .065 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Kindness 

Table 22 presents the regression of teacher characteristics on level 

of agreement with the value of kindness. Only one variable was able to 

enter the equation, number of students enroUed in agriculture courses 
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(beta = .312), It accounted for 9.7% of the total variance in the level of 

agreement with induding kindness in the agricultural education 

curriculum. 

Table 22 

Multiple regression of teacher characteristics on level of agreement with 
value of kindness 
Value B Beta t sigt 

Number of students enroUed .002 .312 3.73 .000 
in agriculture courses 

(Constant) 4.22 

£(1, 129) = 13.92, ft = .000, R̂  = .097 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Perseverance 

Table 23 iUustrates the regression of teacher characteristics on the 

levd of agreement with the value of perseverance. Only one variable, 

number of students enroUed in agriculture courses, was able to enter the 

equation (beta = .273). It accounted for 7.5% of the total variance in the 

teachers' levd of agreement for indusion of the value of perseverance in 

agricultural education. 
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Table 23 

Multiple regression of teacher characteristics on level of agreement with 
value of perseverance 
Value B Beta t sigt 

Number of students enroUed .001 .273 3.23 .002 
in agriculture courses 

(Constant) 4.37 

E(l, 129) = 10.41, ft = .002, R2 = .075 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Respect 

Table 24 represents the regression of teacher characteristics on 

level of agreement with the value of respect. The number of students 

attending school accounted for 5.4% of the total variance with a Beta of 

.233. It was the only variable that entered the equation. 

Table 24 

Multiple regression of teacher characteristics on level of agreement with 
value of respect . 
Value B ^^^^ ^ ^̂ ^̂  

Number of students attending school .001 .233 2.75 .007 

(Constant) 4.56 

£(1, 131) = 7.55, ft = .007, R̂  = .054 
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Regression of Teacher Characteristics on 
Level of Agreement With Value of Service 

Self-perceived rehgious levd (beta = .309) was the only teacher 

characteristic which entered into the equation for the regression of teacher 

characteristics on level of agreement with the value of service (Table 25). 

This variable accounted for 9.5% of the total variance in the level of 

agreement. 

Table 25 

Multiple regression of teacher characteristics on level of agreement with 
value of service 
Value B Beta t sigt 

Self-perceived rehgious level 2̂47 ^09 3/72 .000 

(Constant) 3.45 

E(l, 131) = 13.83, ft = ,000, R2 = .095 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Tolerance 

Table 26 shows the regression of teacher characteristics on level of 

agreement with the value of tolerance. One variable, number of students 

enroUed in agriculture courses, entered the equation (Beta = .323). It 

accounted for 10.4% of the total variance in the teachers' level of 
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agreement with induding tolerance in the agricultural education 

curriculum. 

Table 26 

Multiple regression of teacher characteristics on level of agreement with 
value of tolerance 
Value B Beta sigt 

Number of students enroUed 
in agriculture courses 

.002 .323 3.90 .000 

(Constant) 4.11 

£(1, 131) = 15.22, ft = .000, R2 = .104 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Trust 

The regression of teacher characteristics on level of agreement with 

the value of trust is iUustrated in Table 27. Only one variable, number of 

students enroUed in agriculture courses, was able to enter the equation 

(beta = .264). It accounted for 6.9% of the total variance in the teachers' 

levd of agreement with induding the value of trust in the agricultural 

education curriculum. 
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Table 27 

Multiple regression of teacher characteristics on level of agreement with 
value of trust 
Value B Beta t sigt 

Number of students enroUed .001 .264 3.12 .002 
in agriculture courses 

(Constant) 4.29 

£(1, 130) = 9.76, ft = .002, R̂  = .069 

Regression of Teacher Characteristics on 
Level of Agreement With Value of Truth 

When teacher characteristics were regressed on the teachers' levd of 

agreement with the value of truth, only one variable was able to enter the 

equation (Table 28). It was self-perceived rehgious level (beta = .277) 

which accounted for 7.7% of the total variance in the teachers' level of 

agreement for having the value of truth as part of the agricultural 

education curriculum. 
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Table 28 

Multiple regression of teacher characteristics on 
value of truth 
Value 

Self-perceived: 

(Constant) 

rehgious level 

B 

.172 

3.98 

level of agreement 

Beta 

.277 

t 

3.31 

with 

sigt 

.001 

£(1, 132) = 10.95, ft = .001, R2 = .077 

Findings Related to Question Five 

As a means of determining if there was a relationship between 

teacher behavior and the values they perceived should be taught to 

students, specific statements measuring the teachers' perception of their 

own values were utilized. The teachers responded to the statements by 

indicating their levd of agreement, utilizing a scale where 5 = strongly 

agree and 1 = strongly disagree. Correlation coefhdents were then 

calculated between the values teachers perceived they exhibited and the 

corresponding values they thought should be taught to students. Results 

of these coeffident determinations are induded in Tables 29-36. (See 

Appendix F for frequency tables iUustrating responses by category for each 

of the teacher behaviors.) 
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Relationship Between Teacher Behavior and Level of Agreement 
With Indusion of Values of Honesty and Truth in Curriculum 

In order to measure the teachers' perception of their own honesty, 

they were asked to respond to the question "When working with students 

and feUow teachers, I always strive to give accurate information" (Table 

29). There was a significant, positive relationship between teacher 

response and level of agreement with honesty (r=.28) and truth (r=.24) 

being induded in the curriculum for students. 

Table 29 

Correlation between teacher's response to "When working with students 
and feUow teachers, I always strive to give accurate information" and 
variables assodated with values teachers perceived should be taught to 
students. 
Variable Imphdt Teaching of Honesty 

Honesty .28** 

Tmth .24** 

* * _ = significant at .01 

Relationship Between Teacher Behavior and Level of Agreement 
With Indusion of Values of Kindness and Caring in Curriculum 

The statement, "I could hst numerous examples where I have gone 

the 'extra mUe' to help a student in the last three months," was used as a 

110 



measure of the level of teacher compassion. A positive, significant 

relationship was found between this variable and the teacher's level of 

agreement with induding kindness in the curriculum (r = .27) (Table 30). 

However, no significant rdationship was found between teacher 

compassion and teacher's level of agreement with induding the value of 

caring in the agricultural education curriculum. 

Table 30 

Correlation between teacher's response to "I could Hst numerous examples 
where I have gone the 'extra mUe'" and variables assodated with values 
teachers perceived should be taught to students. 

Variable ImpHdt Teaching of Compassion 

Caring .17 

Kindness .27** 
* _ = significant at .05 

Relationship Between Teacher Behavior and Level of Agreement 
With Indusion of Values of Trust and Loyalty in Curriculum 

As a means of determining the teachers' perceived levd of 

confidentiahty, teachers were asked to indicate their level of agreement 

with the statement "I consciously keep confidential matters told to me by 

a co-worker to myself." A positive, significant relationship was found 
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between this response and the level of agreement with induding the 

values of trust (r = .22) and loyalty (r = .18) in the curriculum (Table 31). 

Table 31 

Correlation between teacher's response to *T consdously keep confidential 
matters told to me by a co-worker to myself' and variables assodated 
with values teachers perceived should be taught to students. 
Variable ImpHdt Teaching of Confidentiahty 

Trust " ^2* 

Loyalty .18* 

* _ = significant at .05 

Relationship Between Teacher Behavior and Level of Agreement 
With Indusion of Values of Responsibihty. Perseverance 
and Dihgence in Curriculum 

Teachers were asked to indicate their levd of agreement with the 

statement "I always complete assignments that I accept" (Table 32). 

Their level of agreement with the statement was used as a measure of 

their dedication. There was a positive, significant relationship between 

teacher dedication and the teacher's level of agreement with induding 

dUigence (r = .26) and perseverance (r = .24) in the student curriculum. 

However, there was no significant rdationship found between teacher 
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dedication and the teacher's level of agreement with induding the value of 

responsibihty in the student curriculum. 

Table 32 

Correlation between teacher's response to "I always complete assignments 
that I accept" and variables assodated with values teachers perceived 
should be taught to students. 
Variable ImpHdt Teaching of Dedication 

DUigence .26** 

Perseverance .24** 

Resp onsibihty . 15 

** = significant at .01 

Relationship Between Teacher Behavior and Level of Agreement 
With Indusion of the Value of Cooperation in the Curriculum 

The statement "I work weU with my feUow teachers" was used to 

measure the teacher's level of cooperation (Table 33). A significant, 

positive relationship was found between teacher cooperation and teachers' 

levd of agreement with indusion of the value of cooperation (r = .17) in the 

agricultural education curriculum. 
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Table 33 

Corrdation between teacher's response to '1 work weU with my feUow 
teachers" and variables assodated with values teachers perceived should 
be taught to students. 
Variable Imphdt Teaching of Cooperation 

Cooperation .17' 

* _ = significemt at .05 

Relationship Between Teacher Behavior and Level of Agreement 
With Indusion of Values of Tolerance and Respect in Curriculum 

Teachers were asked to indicate their levd of agreement with the 

foUowing statement "I try to see the other side of situations in which I find 

myself." Their level of agreement was used as a measure of respect for 

other individuals (Table 34). There was a significant, positive 

relationship between their response to this statement and their level of 

agreement with the indusion into the agricultural education curriculum of 

the values of tolerance (r= .28) and respect (r = .19). 
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Table 34 

Correlation between teacher's response to "I try to see the other side of 
situations in which I find myself' and variables assodated with values 
teachers perceived should be taught to students, 
Variable ImpHdt Teaching of Respect 

Tolerance .28** 

Respect .19* 

* = significant at .05 
** = significant at .01 

Relationship Between Teacher Behavior and Level of 
Agreement With Indusion of Value of Courtesy in Curriculum 

The teacher's level of agreement with the statement "When working 

with students and co-workers, I keep my temper under control" was used 

as a measure of the teacher's courtesy. Table 35 indicates that a 

significant, positive relationship (r = .23) was found between teachers' 

level of agreement with this statement and their level of agreement with 

indusion of courtesy in the student curriculum. 
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Table 35 

Correlation between teacher's response to "When working with students 
and co-workers, I keep my temper under control" smd variables assodated 
with values teachers perceived should be taught to students. 
Variable Imphdt Teaching of Courtesy 

Courtesy .23** 

* * _ = significant at .01 

Relationship Between Teacher Behavior and Level of 
Agreement With Indusion of Value of Tolerance in Curriculum 

The statement "I dislike people who are ignorant of agriculture" was 

used to measure the teacher's perceived level of tolerance. Table 36 

reveals there was no significant relationship between agreement with thi.<; 

statement and the teacher's level of agreement with indusion of tolerance 

in the agricultural education curriculum. 

Table 36 

Correlation between teacher's response to "I disHke people who are 
ignorant of agriculture " and variables assodated with values teachers 
perceived should be taught to students. 
Variable ImpHdt Teaching of Tolerance 

Tolerance .11 

* = significant at .05 
= significant at .01 * * 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The major purposes of this study were to: (1) determine perceptions 

of agricultural education teachers nationwide as to what values should be 

taught to students enroUed in high school agrisdence courses; (2) identify 

in which component of the agricultural education program should these 

values be taught; and (3) identify if differences exist in perceptions of the 

teachers according to selected demographic variables and teacher 

behavior. 

As a means of accomplishing the purpose of the study, answers to 

the foUowing questions were sought: 

1. What are the characteristics of agrisdence teachers in the 

United States in regard to the foUowing variables: (a) number of 

years teaching; (b) number of years teaching high school 

agriculture; (c) the number of teachers teaching agricultural 

courses at their school; (d) gender; (e) age; (f) ethnidty; (g) 

location of school; (h) number of students attending their high 

school; (i) number of students enroUed in agriculture courses; (j) 
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percentage of students partidpating in FFA; (k) percentage of 

students partidpating in SAE program; and (I) self-perceived 

rehgious level? 

2. What are agricultural education teachers' perceptions as to 

values that should be taught in a high school agrisdence 

program? 

3. In which of the four components of an agrisdence program 

(dassroom, laboratory, supervised agriculture experience 

program, or FFA) do agricultural education teachers perceive 

these values should be taught? 

4. What is the relationship between the characteristics identified 

in question one and the perceptions of teachers as to what values 

should be taught in the agricultural education curriculum? 

5. Is there a relationship between teacher behavior and the values 

they think should be taught to students? 

Procedure 

The target population for this study was aU secondary agricultural 

teachers who taught in pubHc secondary schools in the United States 

during the 1997-98 school year. The list of individuals in the target 
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population was taken from the Agricultural Educators Directory (Henry, 

1997). A maUed questionnaire, prepared by the researcher using the 

Total Design Method (DiUman, 1978), was used as the data coUection 

instrument. A review panel of agricultural educators was used to vaHdate 

the instrument. It was pUot tested by a group of cooperating agrisdence 

teachers in Areas I and II of Texas. A proportional, random sample of 200 

teachers was selected from the Agricultural Educators Directory and 

served as the sample for the population. The sample was also stratified 

by state. Individuals selected for the sample were surveyed starting the 

first week of September, 1997, and continued until the second week of 

October, 1997. One hundred forty-one teachers responded to the survey for 

a retum rate of 70.5%. Three of the returned instruments were unusable. 

Survey instrument responses were entered and used to construct 

data files. Statistical analysis of the data files was completed using 

SPSS for the Macintosh. Descriptive statistics were used to summarize 

the data pertaining to: (a) the demographic background of the teachers, (b) 

teacher responses conceming values to be taught, and (c) program areas 

where the values can be taught. Multiple regression analysis was used to 

determine if significant differences existed on teacher responses according 

to: (a) number of years teaching; (b) number of years teaching agriculture; 
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(c) the number of teachers per program; (d) age; (e) gender; (f) school 

location; (g) number of students in the high school; (h) number of students 

in the agricultural education program; (i) percentage of students active in 

FFA; (j) number of students with SAE programs, and (k) self-perceived 

rehgious level. Corrdation coef&dents were utilized to determine if 

significant relationships existed between teacher behavior and values the 

teachers perceived should be taught to students in agricultural education. 

Summary of Findings 

Characteristics of Respondents 

The mean years of teaching experience for the respondents was 14.8 

years, and they had taught agricultural education for an average of 14.0 

years. A majority of the teachers were in single teacher departments, 

although 47% were in programs with more than one teacher. Over 

three/fourths (87%) of the respondents were male. The average age of the 

teachers was 41 with the youngest being 24 and the oldest being 65. The 

majority (93%) of the respondents were white/non-Hispanic, 

Most of the teachers taught in smaU communities with populations 

less than 5,000. Average school size was 750 students with 136 students 

enroUed in agriculture courses. The mean percentage of agriculture 
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students partidpating in the FFA organization was 72. Sixty-one percent 

of the students in the teachers' programs partidpated in SAE programs. 

In order to get a measure of how rehgious the teachers were, they 

were asked their level of agreement with the statement "I consider myself 

a rehgious person." A large majority (85%) of the teachers agreed or 

strongly agreed with the statement. 

Agreement with Values 

Teachers were given 21 values and asked to indicate their levd of 

agreement as to whether these values should be tau^t in the agricultural 

education program (based on a scale of 5 = strongly agree and 1 = strongly 

disagree). There was strong (4.0 or higher) agreement that aU 21 values 

should be taught in the agricultural education curriculum. Values 

recdving a levd of agreement higher than 4.5 were responsibihty (4.86), 

honesty (4.80), courtesy (4.79), cooperation (4.73), truth (4.70), respect 

(4.70), dUigence (4.65), honor (4.64), self-respect (4.61), perseverance 

(4.60), commitment (4.57), and loyalty (4.55). Other values ranked in 

order of level of agreement were prudence (4.51), trust (4.50), kindness 

(4.50), caring (4.50), service (4.49), tolerance (4.41), friendship (4.40), 

generosity (4.35), freedom (4.12). 
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Where Values Should Be Taught 

The teachers were asked which component of the agricultural 

education program (Classroom, Laboratory, SAE, or FFA) would serve as 

an appropriate medium for teaching each of the values. Responses were 

recorded according to the percentage of teachers who indicated that the 

component was an appropriate place for the value to be taught. 

Values Appropriate as Part of the Classroom Component 

Three of the values were perceived by more than 90% of the teachers 

to be appropriately taught in the dassroom setting. Courtesy (96.4%), 

respect (91.3%), and honesty (91.2%) were the values seen to be best 

suited for dassroom instruction. Other values recdving high ratings for 

the dassroom component were truth (87.7%), responsibihty (86.2%), 

kindness (86.1%), caring (84.1%), honor (83.9%), self-respect (81.2%), 

cooperation (80.4%) and prudence (80.3%). Over seventy percent of the 

teachers indicated that tolerance (79.7%), trust (75.2%), perseverance 

(74.5%), fiiendship (72.5%), loyalty (72.3%), dUigence (71.7%) and 

commitment (70.3%) were values that could be taught in the dassroom. 

Although they ranked lowest, a majority of the teachers indicated that 
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generosity (65.7%), service (60.1%), and freedom (54.7%) were appropriate 

for the dassroom setting. 

Values Appropriate as Part of the Laboratory Component 

The laboratory component was perceived by the teachers as being a 

suitable mode of instmction for dihgence (83.3%), responsibihty (79.7%), 

cooperation (79.0%), courtesy (77.4%), honesty (75.9%). Fewer teachers 

agreed that respect (66.7%), perseverance (65%), pmdence (65%), kindness 

(63.5%), and truth (61.6%) fit into laboratory instruction. A majority of 

the teachers also agreed that trust (59.9%), honor (59.1%), caring (52.9%), 

and self-respect (52.9%) could be taught in the laboratory. Those values 

deemed less appropriate for laboratory instruction were loyalty (47.4%), 

commitment (47.1%), fiiendship (46.0%), generosity (44.5%), tolerance 

(42.8%), service (37%) and freedom (34.3%). 

Values Appropriate as Part of the SAE Component 

The top four values seen as appropriate for the SAE component by 

the teachers were responsibihty (87.7%), dihgence (83.3%), honesty 

(83.2%), and perseverance (82.5%). Commitment was deemed appropriate 

by 73.2% of the respondents. Others perceived by a majority of teachers as 

123 



suitable for SAE were tmth (65.2%), pmdence (63.5%), honor (59.9%), 

freedom (58.4%), self-respect (55.8%), courtesy (55.5%), and respect 

(54.3%). Values seen as less appropriate were cooperation (50.0%), trust 

(49.6%), kmdness (48.9%), caring (47.8%), loyalty (46.0%), generosity 

(43.1%), service (42%), tolerance (38.4%), and friendship (38.0%). 

Values Appropriate as Part of the FFA Component 

Many of the values were deemed as appropriate for being taught in 

the FFA component of agricultural education. The value recdving the 

most agreement by the teachers for indusion in FFA was honesty (93.4%) 

dosdy foUowed by tmth (92.8%), cooperation (92.8%), courtesy (92.7%), 

honor (92.0%), loyalty (91.2%), and responsibihty (90.6%). Other values 

receiving high levels of agreement for FFA indusion were respect (89.9%), 

friendship (89.8%), service (89.1%), commitment (89.1%), self-respect 

(87.7%), generosity (87.6%), tmst (86.9%), kindness (83.9%), caring 

(82.6%), dihgence (81.9%), and perseverance (81.8%). Over two-thirds of 

the teachers agreed that tolerance (79.1%), prudence (78.9%), and freedom 

(68.8%) could be appropriately taught using the FFA organization. 

124 



Relationships Between Teacher Characteristics and 
Perceptions of Teachers as to What Values Should be Taught 

Multiple regression was utilized to determine relationships 

between teacher characteristics and teacher value perceptions. The 

analyses produced 11 regression equations which accounted for variances 

in teacher value perceptions. No significant relationships were found 

between any of the teacher characteristics and ten of the values: caring, 

conmiitment, cooperation, freedom, fiiendship, honesty, loyalty, prudence, 

responsibihty, and self-respect. The amount of variance being accounted 

for in teacher value perceptions by teacher characteristics in the 11 

regression equations ranged from 5.4% to 10.4%. 

Only seven of the characteristics (number of students enroUed in 

agriculture courses, self-perceived rehgious level, number of students 

attending school, percentage of students partidpating in SAE, number of 

years teaching agriculture, age of respondent, and number of agriculture 

teachers in department) were significantiy rdated to the teacher value 

perceptions. The only three teacher characteristics found which explained 

variance in the teacher value perceptions were number of students 

enroUed in agriculture (found in eight of the equations), foUowed by self-

perceived rehgious level (found in two of the equations), and number of 
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students attending school (found in one of the equations). AU of the 

relationships for these four characteristics were positive, indicating that 

as the value of the teacher characteristic increased, so did the level of 

agreement conceming use of a specific value in the student curriculum. 

Number of years teaching, number of years teaching agriculture, 

gender, school location, percentage of FFA members, number of teachers 

in the department, age, and percentage of students partidpating in SAE 

programs were not significantiy related to teacher value perceptions in any 

of the equations. None of the teacher characteristics were significantiy 

related to teacher value perceptions for the values of caring, commitment, 

cooperation, freedom, fiiendship, honesty, loyalty, prudence, responsibihty, 

and self-respect. Ethnidty was dropped from the equation as it was not 

significantiy related to teacher value perceptions (Note: This could be 

because of lack of variance in the sample.) 

Relationships Between Selected Teacher Behavior and 
Indusion of Values in Curriculum 

Correlations were examined between teachers' perceived behaviors 

and their level of agreement with indusion of specific values in the 

curriculum of agricultural education. Significant, positive relationships 
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were found between the foUowing: (a) teacher honesty and incorporating 

honesty (r = .28) and truth (r = .24) in the curriculum, (b) teacher 

compassion and incorporating kindness in the curriculum (r = .27), (c) 

teacher confidentiahty and incorporating trust (r = .22) and loyalty (r = 

. 18) in the curriculum, (d) teacher dedication and incorporating dihgence (r 

= .26) and perseverance (r = .24) in the curriculum, (e) teacher cooperation 

and indusion of cooperation in curriculum (r = .17), (0 teacher respect and 

teaching tolerance (r = .28) and respect in the curriculum (r = .19), and (g) 

teacher courtesy and teaching courtesy (r = .23). 

No significant relationships were found between the foUowing: (a) 

teacher compassion and indusion of caring in the curriculum, (b) teacher 

dedication and indusion of responsibihty in the curriculum, and (c) teacher 

tolerance and indusion of tolerance in the curriculum. 

Condusions 

The foUowing condusions are based on interpretations of data 

presented in the study and are restricted to the populations surveyed. 

They also are subject to the limitations outiined in Chapter I of the study. 

The condusions are as foUows: 
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1. Most of the agriculture teachers in the United States who are 

currentiy teaching (1997-98) are middle-aged, white males who have 

taught agriculture for a number of years (14 on the average). Most of 

them teach in rural communities where they are the only agriculture 

teacher. 

2. The average school size where these agriculture teachers teach is 

smaU (average enrollment is 750 students). Enrollments in agriculture 

also represent a significant proportion of the total school population 

(nearly 20% of the students in these schools enroU in agriculture courses). 

3. There is a high percentage of membership in the FFA and a 

relatively high level of partidpation in SAE programs by students of these 

teachers. FFA membership was over 70%, and partidpation in SAE 

programs was 60%. 

4. A large majority of agriculture teachers in the U.S. consider 

themselves to be rehgious. This was evidenced by the fact that 85% of the 

teachers in the study agreed or strongly agreed that they were rehgious 

people. 

5. As a group, agriculture teachers in the U.S. agree that the 21 

values identified in this study are important characteristics which should 

be taught to young people studying high school agriculture. They perceive 
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the most important values to be responsibihty, honesty, courtesy, and 

cooperation. The least important values they perceive to be taught are 

fiiendship, generosity, and freedom. 

6. Agriculture teachers perceive that the most appropriate 

component for teaching many of the 21 values is the FFA organization. 

This was evidenced by the fact that over three-fourths of the teachers 

thought aU of the values (except freedom) could be appropriately taught 

using the FFA organization. Those values which the teachers see as most 

appropriate for the FFA are honesty, courtesy, honor, cooperation, truth, 

loyalty, and responsibihty. 

7. Although agriculture teachers perceive that the FFA 

organization is the best component for teaching many of the values in 

agricultural education, they also perceive that a number of the values can 

be taught in the dassroom, laboratory, and SAE. 

8. The laboratory component is perceived by agriculture teachers as 

the least desirable component in which instruction about values can occur. 

They particularly do not view the laboratory as an appropriate place for 

teaching the values of loyalty, commitment, fiiendship, generosity, 

tolerance, service and freedom. The most appropriate values they see as 
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teachable in the laboratory are dihgence, responsibihty, cooperation, 

courtesy and honesty. 

9. Agriculture teachers perceive the dassroom as an effective place 

to teach courtesy, respect, honesty. Values which they percdve to be best 

taught elsewhere are generosity, service, and fireedom. 

10. Responsibihty, dihgence, honesty, and perseverance are seen by 

agriculture teachers as the most appropriate values to be taught in the 

SAE program. However, cooperation, trust, kindness, caring, loyalty, 

generosity, service, tolerance, and fiiendship were seen as the least 

teachable values in SAE. 

11. Agriculture teachers tend to agree on the importance of the 21 

values regardless of teacher characteristics. This was evidenced by the 

smaU amount of variance that was explained in level of agreement with 

the values by teacher characteristic. (It is important to note, however that 

when differences in agreement with the values occurred, it was due to size 

of agriculture enrollment, self-percdved rehgious levd, and size of high 

school. Teachers who had larger agriculture dasses, or taught in larger 

schools or had a hi^er percdved rehgious levd, tended to have higher 

levels of agreement with the values than teachers with smaUer agriculture 
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dasses or teachers who taught in smaUer schools, or teachers with lower 

perceived rehgious levels.) 

12. In general, teachers who percdved that they exhibited a certain 

behavior tended to have a positive perception toward induding that value 

(or a rdated one) into the agricultural education curriculum. 

Recommendations 

The foUowing recommendations are made by the investigator as a 

result of having conducted this study: 

1. Curriculum spedalists in agricultural education should be 

enlisted to examine existing agrisdence curriculum for possible indusion 

of value education. This is based on the finding that a majority of 

agrisdence instructors in the United States agree that value education 

should be part of the agrisdence curriculum. 

2. As a beginning step, these curriculum spedalists should design 

educational activities which enhance development of the 21 values 

induded in this study, most notably the values of responsibihty, honesty, 

courtesy, and respect. The spedalists should also review the findings of 

this study which identify the most appropriate component of agricultural 

education for teaching these values. 
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3. The FFA and its related activities should continue to serve as a 

vehide for value education. Agrisdence teachers obviously beHeve it is the 

most appropriate component of agricultural education for teaching values. 

Educational leaders need to be made aware of the opportunities the FFA 

makes avaUable for character development as it is an integral part of the 

instructional program in agriculture. 

4. Additional studies using these values should be conducted on 

populations of various stakeholders who have an interest in agricultural 

education to determine if they exhibit the same perceptions as agrisdence 

teachers. Potential populations indude parents, employers, and school 

administrators. 

5. Future studies should be conducted to determine if additional 

values, beyond those induded in this study, should be part of the 

agricultural education curriculum. Additional research should also be 

conducted to determine specific methods of instruction and/or educational 

activities which are most appropriate for value education. 

6. This study should be repHcated, perhaps on a state-wide basis, 

to determine if ethnic and cultural diversities of individual states 

influence what values should be induded in the agricultural education 

curriculum. 
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7- Studies simUar to this one should be conducted for other areas of 

the high school curriculum to verify the findings of this study. 
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FORMULA FOR ESTIMATING SAMPLE SIZE 

Sampling for proportions 

no = t2pq 

where -

d = acceptable margin of error for the proportion being 
estimated (degree of precision) 

t = risk willing to take that actual margin of error may exceed 
acceptable margin of error 

p = "estimated" proportion of the elements in the 
population in the category of interest 

q = 1-P 

If no > .05, use finite population correction to adjust estimated sample 
N size as follows: 

n= no 
i + rb 

N 
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ACTUAL FIGURES USED TO DETERMINE SAMPLE SIZE 

no = t2pq 
d2 

a. the acceptable margin of error was selected to be + or - 5% from 
the proportion in the population (d) 

b. agreed to take a risk of 1 in 10 (90% confidence level) that actual 
errors may exceed the acceptable margin of error. This level was 
selected instead of 95% because if was felf that sfrafificafion of the 
sample would allow for a higher risk. 
(t=1.65) 

c. it was estimated that the scores would be evenly distributed on 
the 5-point scale. Therefore, the percentage of scores for each 
point on the scale would be 20% or .20. (p = .20; therefore q = .80) 

no = (1.65)2 (.20) f.80) = 175 (rounded up from 174.24) 
(.05)2 

Since JTO was less than .05, there was no correction to adjust the sample 
N 

size. However, a sample of 200 was used instead of 175 because past 
national surveys of this population had indicated low retums. 
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Department of Agricultural Education 
and Communications 

Box 42131 
Lubbock, TX 79409-2131 
Phone: (806) 742-2816 
FAX: (806) 742-2880 

September 2, 1997 

To Selected Agricultural Science Instructors: 

You have been selected to participate in a national study to evaluate the 
teaching of values in the agricultural education classroom. This study is 
designed to provide data to further improve moral education and possible the 
development of a curriculum to enhance your already existing instruction. 

Please answer each question on the enclosed questionnaire and retum it in the 
self-addressed stamped envelope as soon as possible. Your participation in this 
study is completely voluntary, however, we would greatly appreciate your 
response in order to make sure our assessment of the teaching of values in the 
agricultural education classroom accurately represents the perceptions of those 
participating in the study. 

You will note a code number in the upper right comer of the survey. This is 
only used for follow-up of nonrespondents to assure that they receive this 
mailing. We can assure you that your individual responses to the questionnaire 
will remain confidential and your n£ime will not be linked to the responses you 
provide. 

Again, we appreciate your time and support. Any information obtained through 
this study will be used in an attempt to improve the agricultural education 
curriculum for future students. 

Sincerely, 

Jacqui Lockaby Paul R. Vaughn 
Doctoral Candidate Professor & Chair 

An EEO /Affirmative Action Institution 
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Pear Agricultural Ediicator, 

This is just a reminder regarding the survey you received 
concerning Teaching Values in Agricultural Education. It 
is extremely important to the success of this study that you 
complete and return the survey. Yotir response will be a 
valuable asset to future agricultural education curriciilum 
projects. 

If you have already returned the survey, please disregard 
this reminder. If you have misplaced the original survey, 
please contact me at (506) 742-2516 for an additional copy. 
Thank you for yoiir valuable time. 

^accfui lockaby 
Doctoral Candidate 
Texas Tech University 
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Department of Agricultural Education 
and Communications 

Box 42131 
Lubbock, TX 79409-2131 
Phone: (806) 742-2816 
FAX: (806) 742-2880 

September 22, 1997 

To Selected Agriculturjd Science Instructors: 

-^proximately three weeks ago you should have received a questionnaire regarding 
the teaching of values in the agricultural education classroom. We are sending the 
questionnaire again to those whose response we have not received. If you have not 
mailed the questionnaire, we would greatly appreciate it if you wovdd take a few to 
minutes to provide the information we are requesting. Please answer each 
question and retvum the questionnaire by October 3rd in the self-addressed, 
stamped envelope provided. 

Your participation in this study is completely voluntary, however, we would greatly 
appreciate your response in order to make sure our assessment of the teaching of 
values in the agricultxural education classroom accurately represents the perceptions 
of those chosen to participate in the study. 

Again, we appreciate your time and support. Any information obtained through this 
study will be used in an attempt to improve the agricultural education curriculum 
for future students. 

Sincerely, 

Jacqui Lockaby Paul R. Vaughn 
Doctoral Candidate Professor & Chair 

An EEO /Affirmative Action Institution 
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RESPONSES TO PART THREE OF QUESTIONNAIRE 
TEACHER BEHAVIOR 

Table 37 

Response to statement "When working with students and feUow teachers, 
I always strive to give accurate information." 
Amount of Agreement Frequency Percentage 

Strongly Agree 105 76.1 

Agree 33 23.9 

Uncertain 0 0 

Disagree 0 0 

Strongly Disagree 0 0.0 

TOTAL 138 100.0 

Table 38 

Response to statement "I can list nimierous examples where I have 'gone 
the extra mile' to help a student in the last three months." 
Amount of Agreement Frequency Percentage 

Strongly Agree 88 63.8 

Agree 49 35.5 

Uncertain 0 0.0 

Disagree 1 .7 

Strongly Disagree 0 0.0 

TOTAL 138 100.0 
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Table 39 

Response to statement *T consciously keep confidential matters told to me 
by a co-worker to myself." 

Amount of Agreement Frequency Percentage 

Strongly Agree 87 63.0 

Agree 49 35.5 

Uncertain 2 1.4 

Disagree 0 0.0 

Strongly Disagree 0 0.0 

TOTAL 138 100.0 

Table 40 

Response to statement "I always complete assignments that I accept." 
Amount of Agreement Frequency Percentage 

Strongly Agree 53 38.4 

Agree 81 58.7 

Uncertain 3 2.2 

Disagree 1 .7 

Strongly Disagree 0 0.0 

TOTAL 138 100.0 
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Table 41 

Response to statement "I work well with my fellow teachers." 
Amount of Agreement Frequency Percentage 

Strongly Agree 

Agree 

Uncertain 

Disagree 

Strongly Disagree 

66 

68 

1 

2 

0 

48.2 

49.6 

.7 

1.5 

0.0 

TOTAL 137* 100.0 

*N = 138, one missing response 

Table 42 

Response to statement 1 consciously incorporate the teaching of values 
and morals into the agri-sdence curriculum." 
Amount of Agreement Frequency Percentage 

Strongly Agree 

Agree 

Uncertain 

Disagree 

Strongly Disagree 

TOTAL 

74 

54 

8 

2 

0 

"138" 

53.6 

39.1 

5.8 

1.4 

0.0 

100.0 
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Table 43 

Response to statement T try to see the other side of situations in which I 
find myself." 
Amount of Agreement Frequency Percentage 

Strongly Agree 47 34.1 

Agree 85 61.6 

Uncertain 6 4.3 

Disagree 0 0.0 

Strongly Disagree 0 0.0 

TOTAL 138 100.0 

Table 44 

Response to statement "When working with students and co-workers, I 
keep my temper under control." 
Amount of Agreement Frequency Percentage 

Strongly Agree 34 24.6 

Agree 89 64.5 

Uncertain 12 8.7 

Disagree 3 2.2 

Strongly Disagree 0 0.0 

TOTAL 138 100.0 
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Table 45 

Response to statement "I disKke people who are ignorant of agriculture. 
Amount of Agreement Frequency Percentage 

Strongly Agree 41 29.7 

Agree 70 50.7 

Uncertain 14 10.1 

Disagree 9 6.5 

Strongly Disagree 4 2.9 

TOTAL 138 100.0 
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